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Abstract 

The effective implementation of distance education (DE) depends upon users having a positive attitude toward it. 

Preservice teachers have been unprepared for unexpected change because of the pandemic, bringing increased 

involvement of various types of DE. This study examines the level and predictors of attitudes toward DE among 

103 preservice teachers enrolled in various departments of a private university in Northern Cyprus. Determining 

the attitudes of preservice teachers toward DE is important regarding they can transfer their skills and competencies 

on DE to their students in the future. Using an online survey, consisting of the demography and Distance Education 

Attitude Scale (DEAS), as a data collection instrument, the study shows that preservice teachers possessed a low-

level positive attitude toward DE. They believed that the importance of DE has been increasing day by day, but it 

is a luxury for their countries. Results show that preservice teachers had neutral attitudes through DE about 

increasing one's learning capacity and productivity and improving the quality of the education. T-test and ANOVA 

analyses indicated that the independent variables had no significant effect on preservice teachers' attitudes toward 

DE. It can be supposed that preservice teachers share a common ground in their attitudes toward DE.  

Keywords: Distance education, Attitudes, Preservice teachers, Teacher education, COVID-19 

 

Introduction 

Northern Cyprus was one of the many countries that immediately implemented protective 

measures during the COVID-19 pandemic. These protective measures included the education 

sector, which has been impacted intensely by the pandemic. All of the educational activities 

were converted to online teaching and distance education (DE) after the immediate closure of 

schools. Even though this decision was necessary, it completely disrupted most university 

student's everyday lives, particularly preservice teachers. DE has become an obligation, 

compelling universities to use their existing online learning environments or develop new ones 

to make DE possible. The increasing use of communication technologies to teaching students 

from the campus led to a significant movement in higher education worldwide during the 

pandemic, including the higher education in Northern Cyprus. Therefore, the usage of DE has 

increased over the last two years to meet the educational needs of students during the pandemic. 

In other words, DE has been the most widely used essential teaching and learning tool during 

the pandemic. 

DE is a planned learning activity done by individuals in different places who 

communicate and interact using technological tools (Moore & Kearsley, 2011). DE refers to 

any form of learning where individuals are not physically present in a classroom. DE is a 

process characterized by “distance in time and/or space” and remote education as a context of 
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 'spatial distance' (Bozkurt & Sharma, 2020). Therefore, the most striking aspects of DE are that 

it is independent of time and space. DE provides individuals with an ability to learn at their own 

pace and offers alternatives to traditional face-to-face education's financial barriers (Kışla, 

2015).  

DE employs online and offline technologies (Bozkurt, 2019), supports synchronous and 

asynchronous interactions and train students (Seaman, Allen, & Seaman, 2018) even though 

their instructors are in different environments. Asynchronous learning environments are more 

flexible environments than synchronous ones. In asynchronous learning environments, course 

content is prepared before. Therefore, participants can connect with each other through online 

environments (e-boards, email or forums. Participants have access to the content as many times 

as they want, even if they are not in the same system simultaneously (Hrastinski, 2008). On the 

other hand, Patton (2008) stated that synchronous learning environments are real-time learning 

environments where students and teachers, even in different physical places, can communicate 

aurally or written.   

The success of the DE might depend on some critical factors such as students' and 

teachers' efforts, needs, interests, motivations, and levels of interactivity with instructional 

materials (Kışla, 2015). Attitude is also one of these critical factors that affect the effectiveness 

of DE (Christensen, Anakwe & Kessler, 2001; Liaw, Huang, & Chen, 2007; Simsek, 

İskenderoglu & İskenderoglu, 2010). Further, the effective implementation of DE mainly 

depend upon users having a positive attitude toward it no matter how advanced or capable the 

technology is (Liaw et al., 2007). As Kışla (2015) mentioned, the development of DE depends 

on the stakeholders’ attitudes and willingness to adopt it. 

In literature, many studies are conducted to investigate the attitudes of university 

students, preservice or in-service teachers toward DE. The previous studies conducted before 

the pandemic showed that the participants had positive (i.e. Cavas & Kesercioglu, 2003; Liaw 

et al., 2007; Cavas et al., 2009; Chen & Tseng 2012; Karaca et al., 2013; Kışla, 2015) or neutral 

attitudes (i.e., Ates & Altun, 2008; Kışla, 2005) toward DE. When the studies conducted during 

the pandemic were examined, the studies were not consistent with each other on the level of 

participants’ attitudes and predictors.  

One of the studies conducted by Karakus et al. (2020) was to determine preservice 

Turkish Language Education teachers' views and attitudes toward DE. The findings of this 

study revealed that preservice teachers commonly complained about technical problems and 
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 the effectiveness of DE practices. The majority of preservice teachers who participated in the 

study had low positive attitudes toward the DE. Another significant finding of the study was 

that preservice teachers had low motivation and interest in DE courses. Karatepe et al. (2020) 

and Balci, Temzi and Sivrikaya (2020) also found that preservice teachers had low positive 

attitudes toward DE. Preservice teachers were doubtful that online courses would be the future 

of education. Furthermore, the findings revealed that preservice teachers were unwilling and 

did not believe they were qualified to teach on DE. Yenerer (2021) conducted a study with 

classroom teachers to determine their views and attitudes toward DE. According to the research 

results, classroom teachers considered themselves competent in DE and mentioned that they 

did not struggle to find the materials and content for DE. On the other hand, results showed that 

classroom teachers had negative opinions about communication, classroom management, and 

individualization of DE courses according to students' needs and interests. One of the purposes 

of this research was to compare traditional face-to-face education and DE. Results showed that 

classroom teachers were generally in favour of traditional face-to-face education. Further, some 

research findings indicate that most university students do not want to attend DE activities after 

the pandemic is over (Unger & Meiran, 2020; Rizun & Strzelecki 2020). 

There are some research studies in literature [i.e Egbo et al. (2011) and Kurnaz et al. 

(2020)] considered the influence of some demographical factors on attitudes toward DE, one of 

which was gender. These studies revealed that gender had a significant effect on teachers' 

attitudes toward DE, favouring female teachers. In his study, Yazgan (2021) also found that 

female students had more positive attitudes toward DE than male students. Uysal and Karagoz 

(2021) found the effect of gender variables on preservice teachers' attitudes toward DE. On the 

other hand, there are some research studies [i.e. Yahsi & Kırkac (2021) and Halitoglu (2021)] 

that found that gender variable has no significant effect on preservice or in-service teachers' 

attitude toward DE. Results of Uysal and Karagoz's (2021) study showed the neutral attitudes 

of preservice teachers toward DE. Further, the researchers found the significant effects of the 

gender variable together with the variables having internet access and class attendance on 

preservice teachers' attitudes toward DE. They also found the effect of the educational level 

variable in favour of having a master's degree. In his study, Halitoglu (2021) found the effect 

of the major variable on attitude toward DE in favour of the majors' Turkish Language Teaching 

and Psychological Counselling and Guidance. On the other hand, Balci et al. (2020) did not 

find the major variable's effect on preservice teachers' attitudes toward DE.   
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 Problem Statement 

In literature, some studies were investigating preservice or in-service teachers' attitudes toward 

DE, online learning, or e-learning (Liaw et al., 2007; Chen & Tseng, 2012; Karaca et al., 2013, 

Kışla, 2015; Rameli et al., 2020) before and during the pandemic. Previous research reported 

that there were some demographical factors such as gender, level of education, or major to 

influence attitudes toward DE, online learning, or e-learning in the educational settings (Cavas 

& Kesercioglu, 2003; Cavas et al., 2009; Karaca et al., 2013; Kışla, 2015). The number of 

studies to determine preservice or in-service teachers' attitudes toward DE has increased day by 

day during the pandemic. This study looked into preservice teachers' attitudes toward DE during 

the pandemic. This study differs from previous research conducted before the pandemic since 

it was carried out when DE is an obligation, not an option. Available literature tells us there are 

no consistent results on the attitudes and effects of some variables such as gender, age, 

education level, or major on attitudes toward DE. Therefore, this study might contribute to the 

previous research.  

Preservice teachers have been unprepared for unexpected change because of the 

pandemic, bringing increased involvement of various types of DE. As mentioned before, the 

effective implementation of DE depends upon users having a positive attitude toward it. 

Therefore, as preservice teachers' attitudes on DE become favourable, they gain more 

behavioural intention to use it effectively. This study is essential in this respect to determine 

the attitudes of preservice teachers, as their attitudes is a factor that influences how effectively 

they can learn in DE. Determining the attitudes of preservice teachers toward DE is important 

regarding they can transfer their skills and competencies on DE to their students in the future. 

In other words, they will shape the future of DE through design and implementation courses 

(Kışla, 2015).  

The study aims to investigate preservice teachers' attitudes toward DE and identify the 

predictors of attitudes toward DE. The study focuses on how preservice teachers' gender, major, 

and education level predict their attitudes toward DE.  

 

Method 

This study employed a quantitative research methodology using a survey method. An online 

survey was used to investigate preservice teachers' attitudes toward DE. The study was 

conducted in the 2020-2021 fall term in five different departments of the Faculty of Education 
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 at both Turkish- and English-medium private universities in Northern Cyprus. All educational 

activities were suspended on March 2020. As soon as government authorities announced the 

shutdown, the university administration arranged all facilities for DE. The courses were planned 

as synchronous and asynchronous courses and included both methods. Synchronous activities 

of the courses were conducted as live classes/meetings with preservice teachers through MS 

Teams. Asynchronous activities were in videos of the synchronously taught courses, and the 

instructors prepared materials. All the content of the courses and the assessment-evaluation 

processes were shared through Moodle platform.   

 

Sample 

All preservice teachers at Turkish medium departments in the faculty constituted the study's 

target population. Preservice teachers were invited to complete the anonymous online survey 

through their WhatsApp groups and emails. Preservice teachers who volunteered completed an 

anonymous online survey via Microsoft forms. Out of 800 preservice teachers, 103 responded 

to the survey. The overall response rate was 12.87%. The sampling error for the 95% confidence 

interval was 9%. The data of this study was posted for two months, from October to December 

2020.  

The online survey was responded to by 103 preservice teachers, of whom 75.7% were 

female, and 24.3% were male. Of the preservice teachers who attended the study, 38.8% (n=40) 

were between the ages of 17-21, 45.6% (n=47) were between the ages of 22-26, and 15.5% 

(n=16) were 26+. The largest group of preservice teachers studied Early Childhood Education 

(43.7%, n=45), followed by Special Education (28.2%, n=29), Classroom Teacher Education 

(13.6%, n=14), Physiological Counselling (11.7%, n=12) and Mathematics Education (2.9%, 

n=3). Specifically, 25.2% (n=26) were enrolled in 1st year, 19.4% (n=20) were enrolled in 2nd 

year, 25.2% (n=26) were enrolled in the 3rd year, and 30.1% (n=31) were enrolled in the 4th 

year.  

 

The Online Survey 

The online survey included 40 items and consisted of two sections: 1) demography section, 

asking the preservice’ teachers’ gender, age, country of origin, major, and grade level; 2) a 

section asking about preservice teachers’ attitudes toward DE through a five-point Likert-type 

scale (1=strongly disagree, 2=disagree, 3= neither agree nor disagree, 4=agree, 5=strongly 
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 agree) named Distance Education Attitude Scale (DEAS). The DEAS was a reliable and valid, 

one factored scale (n=35) developed by Kışla (2016). The items 1, 2, 4, 5, 9, 11, 14, 15, 16, 18, 

19, 22, 23, 25, 26, 28, 29, 33, and 34 were scored “Strongly Agree” (5 points) to “Strongly 

Disagree” (1 point), the remaining items were scored reverse (3, 6, 7, 8 10, 12, 13, 17, 20, 21, 

24, 27, 30, 31, 32, 35). While evaluating the score intervals, the order can be evaluated 

according to the distribution of the points given in Table 1. The average duration of time needed 

to complete the survey was estimated at 15-20 minutes.  

Table 1 

Score Ranges for Attitudes toward DE 

Level Minimum Maximum 

Too high 4.20 5.00 

High 3.40 4.19 

Moderate 2.60 3.39 

Low 1.80 2.59 

Too low 1.0 1.79 

 

The reliability analysis results for DEAS is captured by Cronbach’s Alpha reliability 

coefficient, which is 0.96.  

 

Data Analysis 

Descriptive statistics (frequency, percentages, means and standard deviations) were used to 

examine preservice teachers' attitudes toward the DE. ANOVA and t-test analyses were 

conducted to determine the effects of variables, namely, gender, major and education level, on 

attitudes of preservice teachers' toward DE. Before conducting ANOVA and t-test analyses, all 

assumptions of these tests were checked and validated. All statistical analyses were conducted 

using a statistical package for the social sciences. The level of significance was set as α = 0.05. 

 

Results 

Preservice Teachers' Attitudes toward the DE 

The first goal of this research is to determine the level of the preservice teachers' attitude toward 

DE. The mean of the DEAS was calculated as 2.51. By the score intervals given in Table 1, it 

can be concluded that the attitude toward DE score (2.51) was in the low interval of scores. 
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 The findings of the study revealed that the item “The importance of DE is increasing 

day by day.” had the highest mean (M=3.50, SD=1.13) followed by the items “I find it 

appropriate that some courses at universities have given by DE.” (M=3.40, SD=1.12) and “I 

think DE is a luxury for our country.” (M=3.24, SD=1.30). It can be said that preservice teachers 

believed that the importance of DE has been increasing every day, although it was a luxury for 

their own countries. The item “I think DE is the future form of education.” (M=3.11, SD=1.23) 

had a moderate mean which supports that the preservice teachers had neutral attitudes about the 

future of DE.  

Results show that preservice teachers had neutral attitudes through DE about increasing 

one's learning capacity (M=2.09, SD=1.81) and productivity (M=2.12, SD=1.11) and improving 

the quality of the education (M=2.03, SD=1.14). The item “The lessons I take through DE 

motivate me more.” showed a low mean (M=2.09, SD=1.19), implying that preservice teachers 

had negative attitudes in motivating themselves to succeed in the learning activities organized 

by DE. 

Results showed that preservice teachers have neither positive nor negative attitudes 

toward the idea of “I believe that DE instructors are unqualified in terms of knowledge and 

teaching skills.” (M=2.92, SD=1.21), “DE is at least as reputable as traditional face-to-face 

education.” (M=2.75, SD=1.20) and “I think that the materials used in distance education are 

sufficient.” (M=2.51, SD=1.28).  

Preservice teachers disagree with the statements in the remaining scale items. For 

example, the items “I think that those who work in DE are insufficient in terms of knowledge 

and skills.” (M=2.99, SD=1.33) and “I think the materials used in DE are sufficient.” 

(M=2.51, SD=1.12) can be considered as the preservice teachers' negative attitudes toward the 

DE.  

The Effects of Variables on Attitudes of Preservice Teachers toward DE 

The researcher attempted to determine whether there was a significant mean difference between 

female and male preservice teachers regarding their attitude toward the DE. An independent-

samples t-test was conducted to evaluate the preservice teachers' attitude toward DE in terms 

of their gender. The results revealed that the average scores of female preservice teachers 

(M=2.45, SD=0.08) were not so far from the average scores of male preservice teachers 

(M=2.70, SD=0.21). There is no significant mean difference between the female and male 
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 preservice teachers attitude scores toward DE, t (103)=1.36, p=1.18, which reflects no 

difference in the mean scores.  

This study also aimed to identify whether there was an effect of major preservice 

teachers on their attitude scores toward DE. The independent variable (major) included five 

levels: Special Education, Preschool Teacher Education, Math Teaching, Classroom Teacher 

and Psychological Counselling and Guidance. The average scores of the preservice teachers 

who were in the Special Education department were M=2.50 with SD=0.93, who was in the 

Preschool Teacher Education department were M=2.53 with SD=0.75, who was in Mathematics 

Education Department was M=2 with SD=0.44, who were in Classroom Teacher Education 

Department was M=2.53 with SD=0.97, and who was in Psychological Counselling Department 

was M=2.5 with SD=0.80. The ANOVA was not significant, F (4,98)=0.29, p=0.88. There was 

no significant effect of the major variable on preservice teachers' attitudes toward DE.  

ANOVA test was also conducted to evaluate preservice teachers' attitudes toward DE 

differ significantly in their education level. The independent variable, education level, included 

four levels (1st, 2nd, 3rd, and fourth). The average scores of the preservice teachers who were 

in the first education level were M=2.44 with SD=0.92, who was in the second education level 

was M=2.65 with SD=0.83, who were in the third education level was M=2.63 with SD=0.62, 

and who were in the fourth education level was M=2.37 with SD=0.89. The ANOVA was not 

significant, F (3, 99) =0.52, p=0.76. There is no significant effect of the education level variable 

on preservice teachers' attitudes toward DE.  

 

Discussions and Conclusions 

This study aimed to examine preservice teachers' attitudes toward DE and predictors of attitudes 

toward DE among preservice teachers. The researcher specifically examined the preservice 

teacher's attitudes toward DE and how their gender, major, and education level predict their 

attitudes toward DE.   

There have been changes to educational settings due to COVID-19. Preservice teachers 

have not experienced such settings before. Therefore, they do not know how to deal with such 

circumstances. The study results showed that preservice teachers had a low positive attitude 

toward DE. The reason might be that preservice teachers unexpectedly found themselves in a 

situation where traditional face-to-face education was terminated and replaced by DE. Some of 

the findings of studies conducted by Egbo et al. (2011), Kışla (2015), Balci et al. (2020), 
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 Karakus et al. (2020), Kaban (2021) and Karatepe et al. (2020) were consistent with this 

research showing that preservice teachers had low-positive attitudes toward DE. The findings 

of this study contradict Halitoglu (2020) result, which was that preservice teachers have high 

attitudes scores and are generally satisfied with the DE practices.  

As discussed in the above sections, previous studies conducted before the COVID-19 

pandemic with preservice and in-service teachers showed that positive attitudes toward DE 

(Liaw et al., 2007; Chen and Tseng 2012; Karaca et al., 2013, Kışla, 2015; Cavas & 

Kesercioglu, 2003; Cavas et al., 2009; Karaca et al., 2013; Brinkerhoff & Koroghlanian, 2005). 

On the other hand, the studies were conducted during the COVID-19 pandemic; it was revealed 

that the studies were not consistent with each other on the level of preservice' or in-service 

teachers' attitudes toward DE. It might be stated that preservice or in-service teachers' attitudes 

might be caused by a lack of knowledge and experience in DE.  

As suggested by previous literature, high positive attitudes toward DE are of great 

importance for individual usage, and its practical implementation of DE depends upon users 

having a positive attitude toward it. These findings are promising and suggest that preservice 

teachers feel comfortable with their future profession as teachers using and transferring their 

skills and competencies on DE to their students. However, the preservice teachers' attitudes 

toward DE are not desired level. The education faculties play a vital role in this since they can 

provide training for the preservice teachers to be equipped with the skills and knowledge about 

DE to ensure its success in future. Hence, a better understanding of preservice teachers' attitudes 

toward DE may be a crucial first step toward enhancing teacher education programs for 

adequate teacher preparation. As teachers are critical stakeholders of the education sector, their 

attitudes on DE may also impact students' attitudes toward DE. DE should not be seen as an 

alternative to traditional face-to-face education. The effectiveness of DE is related to the 

preparation for the lesson and the instructor's being aware of the needs of the target group. 

Preservice teachers expressed a positive attitude that the importance of DE has been 

increasing day by day. On the other hand, preservice teachers had a neutral attitude toward DE 

being the future form of education. The reason why preservice teachers have not yet been used 

to DE and are still comparing it with traditional face-to-face education is that. This result 

validates Karatepe's et al. (2020) studies which mentioned that preservice teachers were 

unwilling and regarded themselves as lacking the competence to offer DE in the future and 

believed that teaching courses online was not the future form of education.  
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 Results showed the low positive attitude of the preservice teachers according to the 

motivation on learning activities on DE. This result implied that preservice teachers were not 

motivating themselves to succeed in the learning activities organized on DE. According to Liao 

(2006), motivating learners to continue to study and enjoy learning is one of the critical factors 

in DE. In this respect, this finding of the study should be carefully considered by 

instructors/educators. 

Preservice teachers had neutral attitudes toward DE, considering it as reputable as 

traditional face-to-face education. This finding could be related to the fact that they do not 

believe that DE was as effective as traditional face-to-face education. This result validates 

Yenerer's (2021) results.  

Results showed that preservice teachers have neither positive nor negative attitudes 

toward the instructors who teach courses in DE and their qualifications. In his study, Dougiamas 

(2000) exposed that instructors who teach courses in DE affect students' views and attitudes. 

This result of the study highlighted the responsibility of the instructors who teach courses in 

DE.  

Results of the study showed that preservice teachers had a neutral attitude toward the 

materials used in DE. According to Lloyd, Byrne and McCoy (2012), the effectiveness of DE 

is closely related to the materials. Low-quality materials can be a reason for negative views or 

attitudes on DE. Therefore, universities, specifical instructors, are responsible for providing 

appropriate DE materials.  

This study also aimed to identify the predictors of preservice teachers' attitudes toward 

DE. The predictors are gender, major, and education level. T-test results indicated no significant 

relationship between preservice teachers' gender and their attitudes toward DE. These results 

might be interpreted as DE is not providing a gender-based advantage or disadvantage. This 

result of the study validates some research studies [i.e. Ates &Altun, (2008); Kışla (2015), 

Cavas & Kesercioglu (2003), Rhema & Miliszewska (2014), Yahsi & Kırkac (2021) and 

Halitoglu (2021)]. On the other hand, it differs from the other studies, Yazgan (2022), Uysal 

and Karagoz (2021) and Kurnaz et al. (2020), which found a gender difference in attitudes 

toward DE. Results of the ANOVA analysis showed that preservice teachers' attitudes do not 

vary according to their majors, which validates Balci's et al. (2020) and Kışla’s (2015) study. 

Education level did not affect attitudes of preservice teachers toward DE. This result validates 

Ates and Altun's (2008) and Sezer's (2016) studies. To conclude, none of the independent 
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 variables was a significant predictor of preservice teachers' attitudes toward DE. These findings 

were, in fact, not surprising; since COVID-19 disease is a severe threat worldwide, the 

preservice teachers might have considered DE as their only choice to sustain their education. 

Several suggestions are made for future research regarding the findings and limitations 

of this research. The research is context-specific. One of the limitations of the research is its 

sample. To further examine and deepen the results of this research, it is recommended that 

future studies be conducted with different preservice teacher populations to comprehend their 

attitudes toward DE, including those who study in other universities in Northern Cyprus and 

Turkey.  

This research mainly employed a quantitative approach; a qualitative version of the 

study might be helpful to investigate the topic more intensely and provide better insight into 

preservice teachers' attitudes.  

An alternative research design can examine the effects of experience in using computers 

(or smartphones and tablets) and perceived computer competency variables in various degrees 

on preservice teachers' attitudes toward DE.  
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Abstract 

Education systems and teachers should transform and equip technology to be more resilient and adaptive to the 

new order after the Covid-19 pandemic. Teachers need support in this aspect. Teachers should be media and 

digitally literate as they should know to use mass media sources, from print to video and the internet. This study 

aims to reveal teachers' views on digital and media literacy. 

The research is a qualitative descriptive study. Semi-structured interviews were conducted with six teachers, and 

data were analyzed with the content analysis method. Six themes emerged: the definition of media and digital 

literacy, media availability and usage, critical understanding, communicative abilities, participation and content 

creation, media literacy education, and media literacy as a school subject. The findings reveal that the interviewed 

teachers were all aware of the media and digital literacy concept. They were media and digital literate to a certain 

level. They mostly thought of traditional media tools when talking about media literacy. They did not participate 

or create content in new media. And they agreed on the importance of media literacy education and the necessity 

of media literacy content in certain school subjects. Conclusions might recommend that the media and digital 

literacy course could be obligatory during undergraduate education. Teachers who have not taken any training in 

their undergraduate years about the subject could have in-service opportunities. 

Keywords: Digital and media literacy, New media literacies, Teacher education, Professional development, 

Qualitative research 

 

Introduction 

The Covid-19 pandemic hindered all face-to-face teaching and learning activities, and the only 

way that teachers met their students happened to be virtual. According to UNESCO 2020 data, 

1.6 billion students fell into an unexpected situation with the outbreak of Covid-19 (UN, 2020). 

One of the measures for public health during the pandemic process was to take a break from 

face-to-face education. The costs are tremendous in terms of learning losses, school dropouts, 

and health and well-being (UNESCO, 2022). In a short time to compensate for education 

interruption, emergency remote learning started nearly all over the world (Bozkurt, 2020). In 

Turkey, schools were closed for 49 weeks during the 2019-2020 and 2020-2021 education 

years. Thanks to health and safety precautions and vaccination, schools have reopened.  

Teachers' proficiency in using technology has come to the fore much more today. 

Because of the online instruction provided during the COVID-19 pandemic, their digital 

learning has advanced. We encounter effective use of information and communication 

technologies within the scope of the Managing the Teaching and Learning Process competency 

of the Ministry of Education (MEB, 2020). This competency is directly related to the use of 

mailto:aylinkirisci@gmail.com
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 technology and the digital world by teachers. Education systems should transform and equip 

technology to be more resilient and adaptive to the new order, and teachers need to be supported 

in this aspect. A significant shift in teachers' digital literacy is also necessary for the efficient 

use of digital technologies in classrooms (Li & Yu, 2022). In addition, teachers should be media 

literate as they should know to use mass media sources, from print to video and the internet, 

appropriately and reflectively.  

In the 21st century, human beings live with science and technology perhaps twice as 

much as they lived in the previous century. Media consumption is changing through the 

availability of digital products to user generated communication. European Commission (EC) 

recently proposed a declaration on digital rights and media policies that empower European 

citizens and let them access any content in anywhere in Europe (Celot, 2015; European 

Commision, 2022).  Fostering participation in the digital public space is one of the key 

principles of this declaration (EC, 2022). Being media literate gives some rights and 

responsibilities to the citizens and asks them to be critically engaged in the world. Thus, for 

educators, it is crucial to know these rights and responsibilities so that they could help the 

students and the community become media literate, in other words, good explorers and 

communicators of knowledge, and more informed and engaged citizens. In a nutshell, teachers 

play a crucial role in shaping societies. They teach, guide, and train future generations. 

Therefore, we should listen to them and learn their views on digital and media literacy. Thus, 

this study aims to reveal the teachers' views on digital and media literacy. Previous studies 

mostly focused on children’s and teenagers’ media and digital literacies, and the pedagogy of 

media and digital literacy aimed at them (Livingstone, Van Couvering, & Thumim, 2005; Rasi, 

Vuojärvi & Ruokamo, 2019). Therefore, this study could contribute to the field. 

Media literacy in the past was concerned with how people give and get meaning from 

media, like advertisements, TV, newspapers, and the internet. Media literacy is not limited to 

how people give and get meaning from media but also intervenes in such matters by studying 

how people can be made more “critical” or “reflective” about the sorts of meanings they give 

and get from media (Gee, 2015). Therefore, being media literate becomes vitally important. As 

Zylka et al. (2011) state, media literacy terminology is inconsistent and varies from nation to 

nation. The expressions “media literacy” and “media literacy education” are often used in the 

United States. Canada focuses on digital literacy (Media Smarts, 2010), and in Germany, the 

term “media competencies” is common. 
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 These differences in terminology create various understandings and conceptual 

meanings. For instance, media literacy could be regarded as traditional and new media together. 

Compared to digital literacy, which is just applicable to digital media, media literacy 

incorporates a far more comprehensive approach. Because of this, many nations have similar 

discussions about media education, whether they are realizing and using it or not (Zylka et al. 

2011). As a result, many countries are trying to develop a uniform understanding and 

terminology in this field. 

Media literacy is sometimes interchangeably used with digital literacy. However, it is 

much broader, and it encompasses digital literacy.  Media literacy is regarded as an umbrella 

term, and it is the fluency in fields such as (Lee, 2016 as cited in Cicha and others, 2021): 

 Understanding the nature and functioning of the media industry and the 

characteristics of the media; 

 Ability to analyze the media; 

 Creative expression; 

 Ability to monitor and criticize the media; 

 Constructive application in everyday life of what the media has taught. 

In 1997, Gilster coined the phrase "digital literacy," which was defined as the capacity 

to comprehend and utilize information delivered via computers and the internet (Cicha, et.al., 

2021; Spante, et al. 2018). Ribble (2011) stated that digital literacy covers the use of technology 

and technology-related learning and teaching processes. It encompasses reaching correct 

information, using information, sharing, and transferring information, and producing 

information by using devices such as computers, tablets and smart phones. 

 

Media Literacy Courses in Turkish Education System 

The number of media literacy courses and scope of courses related to media literacy have 

significantly grown in the last years. This has especially been the case within secondary schools, 

where media literacy is often incorporated into elective classes. Additionally, there has been a 

dramatic and important growth of scholarly research regarding media literacy education at the 

K-12 level. In Turkey, though it is a new phenomenon, the media literacy lesson took part in 

the secondary school curriculum as an elective course all over the country in 2007; and similar 

to the world, there are academic research on K12 media literacy competences (e.g. Aktı, 2011; 

Aydemir, 2013; Çetinkaya, 2008; Çiçek, 2013; Sur, 2012; Tüzel, 2012). The Ministry of 
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 National Education executed the Media Literacy Course Teaching Program in 2018. This 

program expressed the curriculum, media literacy field knowledge, principles, and media 

diversity (MEB, 2018). It is for 7th and 8th graders. And it would be beneficial in terms of 

expanding competencies and specifying the values of the course. 

Method 

Research Design 

The research is a qualitative descriptive study. Qualitative research uses authentic and context-

specific settings to understand the phenomenon (Patton, 2002). In qualitative descriptive 

research, there is an in-depth summary of specific experiences of people or groups of people in 

their natural state (Lambert & Lambert, 2012). It is a less theoretical approach compared to 

other qualitative studies (Sandelowski, 2010) and it is generally used in healthcare and nursing 

research. The qualitative descriptive study is favorable if the researcher desires to feel free to 

stop to follow or change the framework that she commits at the beginning (Sandelowski, 2010). 

I utilized qualitative descriptive research because I tried to reveal a detailed description of 

teacher views about media and digital literacies through low-inference interpretations 

(Neergaard et al., 2009; Sandelowski, 2010) and not being committed to a specific framework.   

Research Participants 

The qualitative descriptive study generally replies to questions, such as what, when, where, and 

who. The samples for qualitative inquiry are selected purposefully to yield information-rich 

cases (Patton, 2002). Accordingly, the participants were in line with the purposeful sampling 

strategy. They were secondary school teachers whose subject matter was related to media, 

communication, and technology. I utilized snowball sampling technique.  

Research Instrument and Procedure  

I conducted 20-25 min. semi-structured interviews. Credibility, confirmability, consistency, 

and transferability are crucial criteria in qualitative studies (Lincoln & Guba, 1985). To ensure 

credibility, I introduced myself and tried to build a comfy and trusting environment for the 

participants. I also shared participant information and the approval form to get participants’ 

consent. Interview questions were checked by two Doctors of Education and rewritten 

according to their comments. Confirmability of the study was tried to be ensured with an expert 

check during the data analysis process, too. The raw data and the demographics of the 

participants were written to provide transferability. 
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 Data Analysis 

The data were analyzed with the content analysis method to identify core consistencies. The 

content analysis concerned with meanings, content, understandings, and intentions is one of the 

most valuable analysis methods in qualitative studies (Krippendorff, 2004). Inductive analysis 

was carried out by starting from codes to categories and categories to themes. 

 

The Results 

Data analysis revealed rich information on the ideas of teachers on media literacy. Six teachers 

interviewed showed that teachers are mostly media literate, and they are cognizant of the 

importance of media literacy. The demographical information about the participants are as 

follows: 

 

Table 1 

Demographic Information 

Name Gender Age Work experience (year) Subject Matter Specialization 

Orhan M 38 14 Social Sciences 

Meltem F 35 13 Social Sciences 

Mustafa M 32 6 Technology and Design 

Özge F 41 17 Turkish 

İbrahim M 24 2 Turkish 

Aslı F 34 10 Science and Technology 

 

The quotations from participants were reported verbatim. The findings are structured around 

the emergent key themes. There are six themes accordingly: 1) Definition of media and media 

literacy, 2) Media availability and usage, 3) Critical understanding, 4) Communicative abilities, 

participation, and content creation, 5) Media literacy education, and 6) Media literacy as a 

school subject. 
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 Figure 1 

The Themes 

 

 

Definition of Media and Digital Literacy 

According to the results, all the teachers have got some notion about media and digital literacy; 

and they care about the concepts. 

When I say media, the first thing that comes to mind is television. The media is very 

much in the lives of children. Adults can choose, that is our group, but children take what they 

give. Media literate is a person who can get some facts in the media through his filter. The 

person who took off the blinders. He must try to see the big picture. Access to correct 

information. Digital literacy is the usage of technology, how to use IT, digital responsibility. 

Both concepts are close to each other. (Mustafa) 

All media, that is, press and broadcasting organizations, are printed or visual. I think 

everything we follow from the press, television, and internet. It is to follow and interpret them. 

And digital literacy is about how we use them. (Aslı) 

 

Availability and Usage 

Media and digital sources are all available to all the teachers, though they mostly talk about TV, 

newspaper, and internet as media channels. They rarely go to theatre, and sometimes to cinema.  

They all have got mobile phone, PC and internet connection at their homes.  
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 I mostly watch TV to get news and information, however, I do not follow as much as in 

the past. I think they are not objective, mostly biased… Newspaper, I don't read newspapers, I 

do not like. I can only follow visuals... I use Instagram a lot, … I don't use Twitter at all. 

Especially because it is a tool for political things, I don't look at it not because I despise it, but 

because it is biased, for example, for both sides. (Mustafa) 

I don't follow anything on social media. I used to have accounts, but now I froze them. 

I don't enjoy it much, it's my own choice. I think people use it a little wrong. I think it's too much 

of a show-off part. I don't use it for it. (İbrahim) 

 

Critical Understanding 

The power of media, its partnerships with other actors, and its transformational power are 

realized and known by all the interviewed teachers. They can understand media content.  They 

have found some trajectories to reach the reliable sources of information and news. But they 

are worried about the general community and their students.   

I prefer to watch from several channels. I usually watch the news from two or three 

channels. So I can hear different comments. It is to be more objective. I think many TV channels 

are biased, which is a problem. It misleads society. For example, there are channels close to 

the government. I am against everything that is not objective, especially in the news… Some 

people know this, but others still watch their channel and believe what it announces. People 

think that they are watching the right channel, they do not listen to different comments (Meltem) 

I read different newspapers. I wonder both those who write in parallel, in line with my 

ideas and those who have opposite thoughts and how they write. (İbrahim) 

The participants are also cognizant of the influences of advertisements. They said they 

did not buy anything which are not necessary.  

I'm not too impressed with the ads. I get what I need. There are some things I know. I 

don't buy anything just because it's advertised as good. (Orhan) 

If I like it and it is what I need, yes, advertising guides me, but I do not get influenced 

too much. The media does it wrong, of course… We are like a cog in a big wheel, some things 

serve that purpose as if we were the market of developed countries. By pumping consumption, 

people can directly buy it. For example, a person who earns 1000 TL can go and buy a phone 

for 2000 TL. He is affected by TV series and advertisements. So very effective. Young people 

are much more affected by them. (Özge) 
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 Communicative and Digital Abilities, Participation and Content Creation 

Communicative abilities are an individual’s capacity to establish social relations through media 

and maintaining networks. They are like complete engagement with the media. Participating in 

the public sphere and content creation is the highest level of media literacy. Message creation 

is a way of active citizenship. 

Three of the interviewed teachers (Özge, İbrahim, and Orhan) do not use media as a 

means of communication and they do not participate. All the teachers except one (Aslı) are 

reluctant and hesitant to share their ideas about political and social events. 

I do not comment on things on social media. I guess I would not do it even if I had 

accounts. I don't need it, there is plus a risk. I don't feel any need to comment... It is a risk, I 

don't know, it's a political risk. I am a civil servant; this may take attention among friends. I 

might write something negative, it might be recorded digitally, so why should I? So I didn't do... 

I never participated in signature campaigns either. (İbrahim) 

If it's social, it's okay to share something on social media, but sharing something 

personal doesn't interest me that much. I've never been in the limelight; I didn't tell my 

thoughts… I don't participate in signature campaigns either. You might think of it as self-

assurance, I've never participated. Does it give me a headache afterward? Being a civil servant 

and personality features affect this. (Özge) 

My social media and Facebook posts are mostly about private life, I make emotional 

posts. I mean, I share music, painting, things that I love and express my feelings… I don't share 

anything political on Facebook. Absolutely not… For the sake of being impartial, maybe I have 

a fear that my friends won't understand me. Otherwise, I don't want him to break his friendship 

with me because I think about something, not because I break them. Since I am a teacher, there 

is a sense of neutrality, but I already have a sense of being neutral personally. I don't want to 

share my political views. (Mustafa) 

Only Aslı stated that she participated and shared her ideas on the internet. However, she 

is also hesitant to share or write something political. 

I can also get news from Facebook. There are signature campaigns, I agree... I repost 

if I am in the same direction. I can write under an image, connecting it to something I've read. 

Not too biased, not too political. I try to spread my thoughts in the form of slogans and messages 

in my own way… Trying to remain neutral, because deciphering people is not nice. I don't want 

to be seen as biased. I do not want them to put me in a class, so those who know me know about 
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 me. I do not highlight this in my posts. I don't like the alienation thing... I don't hesitate because 

I am a civil servant. I think this is secondary. (Aslı) 

 

Media and Digital Literacy Education 

All the teachers said that they did not have any formal media or digital literacy education both 

at university and as in-service training. Their knowledge about the subject comes from their 

daily experience or personal interests. 

I didn't get any media or digital education. I can't clearly remember right now. But I 

have studied theater myself. It is also a visual thing. And some of the instructors I worked with 

were related to the media. So, I saw the function of the media. The theater is something that has 

shaped public opinion since ancient times. Satire management criticism in the theater, the state 

of society is beginning to emerge. Art is for society. (Meltem) 

I didn't get any education about the media. But we had drawing lessons on visual media. 

Why that visual color is used, what is the effect. Maybe these will help me to make some 

inferences, I can question the reason… I noticed them from my own experience. (Mustafa) 

İbrahim said that there was an elective media literacy course when he was a student at the 

education faculty. He did not select it and as far as he remembers the course could not be 

realized that year as there were not enough participants.  

We had a course at the university, as an elective. But nobody chose that year. Of course, 

it would be good if it opened… I didn't choose media literacy; I chose drama instead. (İbrahim) 

 

Media Literacy as a School Subject 

All the teachers agreed on the importance and the necessity of the media literacy course or 

content in schools. Aslı, Özge, Meltem, and Orhan also talked about their anxiety about future 

generations.  

People are sleeping. They are not conscious enough. I try to create as much as I know 

in my course… I would like to increase my knowledge of this subject. I think media literacy 

could even be a compulsory subject. There could be at least a must module for children. Our 

teens are raised as a community of non-interpreting people. (Aslı) 

Students need to be made aware of this issue. Maybe this awareness should again be 

through the media.  At the beginning of the conversation, I could not express this need, but now 

that I think about it, yes, it is needed. This need seems to be increasing day by day according 
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 to the conditions of the day. Communication skills could be in the curriculum of Turkish lessons. 

In literature, there is art for society and art for art. I always think that art is for the community. 

The media is very effective it changes perceptions. (Özge) 

There even has internet syndrome. This year, something like this is in the Social Studies 

book, probably in the 7th grade. Internet syndrome is very common in China. The current 

generation is in danger. It seems that staying on the internet excessively will bring along many 

problems. It has moral, mental, and physical harm. Media literacy is also substantial for this. 

(Orhan) 

Only one of the teachers (Meltem) had given media literacy course before. Meltem said 

the course was boring as the students did not have any course books. She talked about shortfalls 

about the course.  

I taught media literacy. I didn't give this course because I had an education on this 

subject. The students did not have a book, only a guidebook. We were reading from there, and 

we were discussing. It was a bit boring…. In general, we talked with the pupils about what they 

watched and the TV series they watched. The lesson could have been useful if children had 

books in the first place. This course could be useful for children with low critical eye awareness.  

(Meltem) 

 

Discussion, Conclusion and Recommendations 

Discussion 

Based on these findings, we can say that the interviewed teachers are media and digital literate 

to a certain level. However, they mostly thought of traditional media tools when talking about 

media literacy. In their research Çizmeci and Köse (2021) quantitatively analyzed new media 

literacy level of teachers and found that teachers with graduate level education had more 

developed media literacy skills.  Similarly, Korkmaz (2020) and Öçal (2017) found graduate 

level of education made significant difference in digital literacy. We could infer that further 

education or trainings could contribute teachers’ media and digital literacies.  

According to the participants, teachers cannot practice participation and content creation 

in new media. Korkmaz (2020) and Vergili (2020) wrote about a similar subject and stated that 

teachers’ new media and digital literacy levels decreased as their seniority increased. There is 

diversity between the age groups of “digital natives” and “digital immigrants” (Prensky, 2001; 

Rasi, Vuojärvi & Ruokamo, 2019). Senior teachers often cannot actively create and share their 
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 writings, videos, or photos online. Their way of new media usage is consistent with other studies 

from the literature. 

Six teachers did not have any formal media literacy education before. They agreed on 

the importance of media literacy education and the necessity of media literacy content in certain 

school subjects. Similarly, in Atmaca's (2016) research, student teachers had positive opinions 

about media literacy training in undergraduate university education. In media education studies, 

there are two schools of thought about teaching the media. One is a separate stand-alone course, 

the other one is an integration model. Hobbs (2011) mentioned this as one of the great debates 

of the media literacy movement. For her, whether a school or district uses an integration model 

or stand-alone approach (or a combination of both) should depend on the human, material, and 

other resources available.  

The participant teachers were all aware of the media and digital literacy concept. They 

had access to media and digital sources and had an analytical and critical view of media content. 

However, only one of the teachers participated and shared her ideas. Even so, she was hesitant 

to share and create political content like the other five teachers. The reason for this could be 

unwillingness and reservation. The teachers did not want others to perceive them as partisan or 

one-sided. They did not want to be referred to as “the other” by their friends and colleagues. 

Being a civil servant was the second reason for this. The freedom of expression of civil servants 

is officially limited to realize the impartiality of the administration (Karaçağlayan, 2007). 

Therefore, being hesitant about sharing their ideas could be normal.  

Conclusion  

Continuous development of technology and its great importance in everyday life have various 

effects. The reshaping of school curricula and competencies and teachers' necessity to be 

digitally competent and media literate are reflections on education. Media literacy is to access, 

analyze, evaluate, and communicate messages in a wide variety of media forms (Cicha and 

others, 2021; Potter, 2004). Digital literacy is the use of technology and technology-related 

learning and teaching processes, and the competency to comprehend the meaning through 

digital tools, mainly the internet (Cicha, et al., 2021; Spante, et al. 2018). Technology and 

globally developed information networks enrich the lives of people. However, not every people 

have the right and opportunity to access technology and media resources. Giving meaning to 

and getting meaning from media, and critically and reflexively evaluating media contents are 

the other crucial phases of media and digital literacy competencies. Teachers, at this point, 
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 should have a mission. They should be role models and opinion leaders. This study presents 

teachers' views on digital and media literacy under six themes that would help and guide 

practitioners and policy developers in this aspect.  

Recommendations  

A media and digitally literate society could be possible first in the family and later in school. 

The study gives us an insight into teachers’ opinions on media and digital literacy. All teachers 

should be media and digitally literate. They should access, analyze, critically evaluate and 

communicate in various media forms ethically and sustainably. Media literacy could be a must 

course during undergraduate education, and those who have not got any training about the 

subject could have in-service opportunities. This study is a qualitative descriptive study.  

Researchers could conduct further studies with more participants in quantitative research design 

and could analyze different correlational variables affecting teachers' media and digital 

literacies. 
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Abstract 

This study examines prospective mathematics teachers’ mathematics activities for diverse cultural contexts. The 

study takes place in an elective course, Culture and Mathematics, in a mathematics teacher education program. 

Prospective mathematics teachers are asked to design an inclusive, equitable and culturally responsive 

mathematics activity that connects cultural and mathematical knowledge bases of diverse students. A total of 

fifteen activities are examined within the scope of the study. The results reveal that prospective mathematics 

teachers’ culturally responsive mathematics activities are designed for elementary grades from 2 to 8. The learning 

area of activities is numbers and operations, geometry and measurement and algebra. Also, wide range of cultural 

contexts is utilized to design the activities. Further, the ways of prospective mathematics teachers connecting 

culture and mathematics can be grouped into two themes: The first is the integrated connection of mathematics 

and culture. Cultural context is the main element that determines and maintains the activity in integrated 

connection. The other theme is separated connection. In those kinds of activities, the cultural context is given only 

in the introduction part of the activity to attract attention, or only in the development as the context in which the 

concepts are applied, or only in the conclusion part to wrap up the activity. According to the results, this study 

concludes that more attention should be given to design activities in statistical analysis and probability learning 

area. As integrated connection is considered to provide more access to mathematics, the prospective teachers need 

to be provided with opportunities to learn cultural knowledge of diverse students in practical settings. 

Keywords: Inclusive mathematics education, Cultural mathematical knowledge, Cultural diversity, Mathematics 

teacher education 

 

Introduction 

Addressing cultural diversity is one of the important issues in today’s mathematics classrooms. 

The differential opportunity gap between groups of diverse students increases day by day. In 

addition to the demographic characteristics such as gender, socioeconomic status, race and 

ethnicity, the immigration or refugee status of students influences their mathematics and science 

achievement (Organization for Economic Cooperation and Development [OECD], 2013). 

Nonetheless, mathematics education research indicates that statistical relationship between 

standardized test scores and students’ demographic characteristics reproduces social and 

educational disadvantages (Gutiérrez, 2008). For an inclusive and quality of education, teachers 

and teacher education play a key role (Darling-Hammond, 2006). Specifically, teachers are 

expected to develop instructional practices that include historically marginalized or immigrant 
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 students (Forghani-Arani, Cerna & Bannon 2019) and use their lived experiences as an asset 

and a pedagogical source. 

For effective mathematics teaching practices in culturally diverse environments, 

teachers need to bring students’ cultural background, lived experiences, and mathematical 

knowledge and skills together in a way to build and create meaningful connections between 

home and school (Foote et al., 2013). Studies conducted within the context of the multicultural 

context of schools in Turkey examine teachers’ attitudes toward multicultural education 

(Tonbuloğlu, Aslan, & Aydın, 2016), their intercultural sensitivity (Rengi & Polat, 2014), their 

readiness to teach culturally different students (Uyar, 2016) and self-efficacy and competence 

perceptions in responding to cultural differences were examined (Akman, 2020). There is a 

need for specific studies in the field of school mathematics. In this study, culturally responsive 

mathematics activities, connecting mathematics and different cultural contexts, that are 

prepared by prospective teachers enrolled in the Elementary Mathematics Education (EME) 

program are examined. 

In mathematics education, cultural knowledge can be described as the knowledge and 

lived experiences that students bring to the classroom from their daily lives outside of school 

and from local settings such as the family environment or their neighborhoods (Wager, 2012; 

Yolcu, 2020). To understand and analyze existing cultural knowledge of the students, it is 

necessary to observe and analyze the mathematical experiences of students in out-of-school 

environments, on the streets, at home, and in playgrounds. The identification of mathematical 

practices in students’ cultural environments reveals the cultural mathematical knowledge that 

the students produce through their own social lives and becomes a mean to connect with school 

mathematics (Aguirre et al., 2013). Mathematics activities planned in this way based on the 

cultural context create a bridge between school and home (Anthony & Walshaw, 2009) and 

ensure fair and equitable access to mathematical knowledge. 

In order to develop prospective teachers’ capacities to connect cultural knowledge and 

mathematical knowledge in their future instructional activities Culture and Mathematics course 

is offered as an elective in the EME program. The purpose of the course is to develop 

prospective mathematics teachers’ knowledge and skills for culturally responsive mathematics 

education and for connecting school mathematics and culture. With this course, it is aimed to 

inform prospective teachers who will work in the middle schools about the cultural dimensions 
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 of mathematics and mathematics teaching and to provide them with the necessary pedagogical 

skills in this field. 

This study examines how prospective mathematics teachers design culturally responsive 

activities for diverse cultural contexts. Following research questions are asked:  

 What are the characteristics (class level, learning area, selected cultural contexts) of 

culturally responsive mathematics activities designed by prospective mathematics 

teachers? 

 How do prospective mathematics teachers connect mathematics and cultural context in 

the culturally responsive mathematics activities they design? 

 

Method 

Research Design 

In this study, case study is used as one of the qualitative research designs, (Creswell, 2013). 

The main purpose of the study is to examine the characteristics of the activities prepared by the 

prospective mathematics teachers for different cultural contexts. Both in descriptive and 

interpretative terms, culturally responsive activities are analyzed to understand their 

characteristics and the ways in which mathematical knowledge and cultural knowledge are 

connected.  

Research Participants 

A total of 59 middle school mathematics teacher candidates, 42 female and 17 male, 

participated in the study. The prospective teachers participating in the study are 3rd year students 

in the EME program and took the Culture and Mathematics course online in the 2020-2021 

academic year. In this course, it is aimed to develop the knowledge and skills of teacher 

candidates about associating culture and school mathematics (Higher Education Institution 

[HEC], 2018). Within the scope of the course, prospective mathematics teachers were asked to 

design mathematics activities in groups for different cultural contexts. 

Data Collection Tools and Implementation 

The data set includes 15 culturally responsive mathematics activities designed by the 

prospective mathematics teachers in groups. These activities were prepared in accordance with 

the three-stage lesson plan format, with before, during and after sections (Van de Walle, Karp, 

& Bay-Williams, 2016). Prospective mathematics teachers were also asked to indicate the 
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 purpose of the activities they designed and they were specifically asked to indicate the class 

level, learning area, and the materials that they used. 

Data Analysis  

In order to examine the characteristics of the culturally responsive mathematics activities 

designed by the prospective mathematics teachers, the data were analyzed descriptively and the 

mathematics learning area, grade level and cultural context of the activities were identified. In 

order to examine how prospective mathematics teachers connect mathematics and culture, 

activities were coded using inductive methods, repetitive codes were determined and umbrella 

themes were created (Corbin & Strauss, 2008). During this analysis, first, the places where the 

cultural context is used in the activities (i.e., before, during and after phases) were identified. 

Second, the role of students in the cultural context in the activities was sought. Finally, the 

questions for students in the connection process were examined. The codes obtained from these 

three stages and culturally responsive mathematics activities were grouped around two main 

themes of connection, which are integrated connection and separated connection. 

 

Findings 

Characteristics of Prospective Teachers’ Culturally Responsive Mathematics Activities  

Prospective mathematics teachers designed culturally sensitive mathematics activities at 

primary and secondary school levels. As can be seen in Table 1, there are activities at all levels 

except for the 1st grade. 

 

Table 1 

Grade Level of Culturally Responsive Mathematics Activities 

   Number of activities 

 

 

Grade Level 

Primary 1 0 

2 1 

3 4 

4 1 

Middle School 5 3 

6 3 

7 2 

8 1 
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 The activities designed by the prospective mathematics teachers were associated with the 

expectations in the learning areas such as numbers and operations, geometry, measurement and 

algebra, and there were no activities designed in data analysis and probability. As shown in 

Table 2, most of the activities (60%) are concentrated in the Numbers and Operations and (33%) 

in the Geometry and Measurement and especially in the measurement content. 

 

Table 2 

Learning Areas of Culturally Responsive Mathematics Activities 

  Contents  Number of activities 

 

 

 

 

 

 

Learning Area 

 

Numbers and Operations 

Operations, Calculations 1 

Fractions 3 

Decimals 1 

Rate and ratio 3 

Equal sign, equality 1 

 

Geometry and Measurement 

Currencies 1 

Length measurement 1 

Measuring liquid and volume 1 

Geometric shapes 1 

Iterations 1 

Algebra Patterns 1 

Data Analysis - 0 

Probability - 0 

 

The cultural contexts chosen by the prospective mathematics teachers for the activities are 

clustered in four main groups. These are geographical products, traditional games, local cultural 

activities and everyday urban life. 
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 Table 3 

Cultural Context of Culturally Responsive Mathematics Activities 

   Number of activities 

 

 

 

 

 

Cultural Context  

 

Geographical Product 

Olive-Olive oil  1 

Nut-Nut oil 1 

Pistachio 1 

Citrus Fruits 1 

 

Traditional Game 

Mangala  1 

Shadow game 1 

Soda Cap Game 1 

Marbles Game 1 

Local Cultural Activities Music 2 

Carpet weaving 1 

Folk dances 1 

 

Everyday Urban Life 

Food shopping 1 

Traffic signs 1 

Food/Drink recipe 1 

 

As presented in Table 3, the cultural context chosen for almost every activity is different from 

each other. Only two groups met in the same cultural context by making associations with local 

music. 

 

Connections in Prospective Teachers’ Culturally Responsive Mathematics Activities  

The connections between mathematical knowledge and cultural knowledge made by 

prospective mathematics teachers in culturally responsive mathematics activities are grouped 

around two main themes. The first is the integrated connection of mathematics and culture. In 

these types of connections, cultural context is the main element that determines and maintains 

the activity. The second one is the separated connection. In the activities with separated 

connections, the cultural context is given separately either in the introduction part of the activity 

to catch students’ attention, or in the development as the context in which the concepts are 

applied, or in the conclusion part to wrap up the activity. Table 4 shows the numerical 

distribution of these connections types. 
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 Table 4 

Connection Types in Culturally Responsive Activities  

 Number of activities Percentage 

Integrated connection 11 73% 

Separated connection 4 27% 

 

As presented in Table 4, connections between mathematical knowledge and cultural knowledge 

in most of the activities were made through integrated connection. At the same time, separated 

connection was made in the remaining one-third of the activities. The characteristics of these 

connection types are given below, and typical examples of each connection are presented. 

Integrated Connection  

One of the activities with integrated association is the activity prepared for 8th grade students to 

understand the concept of iteration and based on Ankara's local folk dances (Halay and Seymen) 

as the cultural context of the activity. The cultural context was used throughout the activity: to 

draw attention at the beginning of the lesson, to unpack the mathematical concepts, and to 

strengthen the concept of iteration at the end of the lesson. One of the most important indicators 

of integrated connection is the use of the cultural context in the activities throughout the lesson, 

including before, during and after. 

Another feature of the activities in which integrated connections are made is to uncover 

the mathematical concept embedded in the cultural context. In the example activity, the group 

members who prepared the activity stated the aim of the activity as  

associating the folk dance figures with the concept of iteration, promoting the 

conceptual understanding, and making them realize by doing and experiencing that only 

the position of the iterated figure can change after the movement with other features 

remain the same.  

Before the activity is implemented, the students are watched a video of folk dances in order to 

draw their attention to the mathematics in the dance figures and creating a discussion 

environment about the mathematical elements in the movements in the choreography. In these 

discussions, the expectation is that the students understand the repetitive dance movements 

within a certain systematic framework and unpack the mathematics within those systematic 

movements. 

In the activities with integrated connection, the students are active members of 

mathematics classroom. In other words, the expectation from the target audience is not only to 
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 apply the concept in context at the end of the lesson, but they are asked first to explore the 

concept in context. In the next step of the example activity, the students in the classroom make 

the Halay and Seymen movements and they are asked to connect the figures they repeat with 

the concept of iteration. There are questions that allow students to notice possible patterns in 

the dance choreographies. 

Separated Connection  

One of the exemplar activities that makes a connection between cultural context and 

mathematical knowledge through separated connection is an activity prepared for 6th grade 

students to understand liquid measurement units, convert them to each other and solve related 

problems. In this activity, olive and olive oil production is chosen as a familiar cultural context 

for the students who live in the Aegean region. The group members who prepared the activity 

express the purpose of the activity as follows: 

By choosing this context for the concept measurement of liquids, it is aimed to measure 

the volumes of olive oils in the packages such as jerry cans, glass bottles, cans, plastic 

bottles, and to convert them into smaller or larger volumes, thus different units such as 

L, ml, cl, if olive oil is to be sold in less or more quantities.  

In connections classified as separated connection between mathematical knowledge and 

cultural context, cultural context can be used at the initial phase of the activity. In the example 

activity discussed, attention-grabbing questions are asked about the subject to be learned, 

namely liquid measurement units, and immediately afterwards:  

Who likes to eat olives for breakfast? Do you usually prefer olive oil in your meals in 

your family? Does anyone know how this oil, which comes from a fruit on the tree to 

the food on our table, is obtained, packaged, preserved and distributed across the 

country? 

In culturally responsive mathematics activities that build on the separated connection, the use 

of cultural context may not persist throughout the activity. In the activity that relates liquid 

measures and olive oil, after the students are informed about the subject and cultural context, 

the subject of liquid measurement units is covered independent from the context. Measures such 

as m3, dm3, which are previous knowledge of students, are prompted and liquid measurement 

units are converted to each other by performing the necessary operations. 

In activities with separated connection, the student is generally positioned as the person 

who applies the learned mathematical concept in a cultural context. Although the students are 
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 in active positions, they are the persons who apply the concept in the context, which can be 

described as a lower cognitive level than exploring the concept that is embedded in the cultural 

context or constructing a systematic. In the example activity, the conversion of liquid 

measurement units learned from the student through a problem involving the context of olive 

oil is provided: 50 liters of olive oil will be sold by pouring into 1 dm3 bottles. When a bottle 

of olive oil is sold for 25 liras, how many liras are earned in total? With similar questions, 

making sure that the student applies the concept effectively and accurately concludes the lesson. 

 

Discussion 

The purpose of this study is to examine prospective mathematics teachers’ culturally responsive 

activities that are designed for an elective course, Culture and Mathematics, in their teacher 

education program. The activities designed by prospective teachers show parallels with the 

literature that reports connections are made between cultural and mathematical knowledge 

bases (Abdulrahim & Orosco, 2019). Specifically, there are also robust connections between 

culture and mathematics, and also emergent connections that are using culture only in 

superficial ways (Foote et al., 2013; Wager, 2012). To reinforce more meaningful connections, 

the literature reports that the education of prospective teachers needs to build on asset-based 

pedagogies (Celedón-Pattichis et al., 2018). As the current study is built on culturally 

responsive pedagogies that consider students’ cultural knowledge as a pedagogical richness, the 

connection types are moving toward integrated.  

 Unpacking mathematical knowledge embedded in cultural contexts through integrated 

connection helps culturally diverse students’ awareness about the possibility they can encounter 

mathematics everywhere. Pedagogically, this awareness improves students’ competencies to 

transfer mathematical knowledge into different situations (Boaler, 1993). This, in turn, will 

develop students’ ability to solve real-life related problems not only in their daily lives but also 

in the national and international tests. This confirms the literature on equitable mathematics 

teaching practices (Yolcu, 2019), reporting that the cultural approaches to mathematics learning 

can solve the problem of differential achievement patterns in mathematics education.  

 

Conclusion 

This study concludes that one of effective pedagogies that provide fair opportunities to learn 

for all students is culturally responsive mathematics education. Connecting cultural and 
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 mathematical knowledge bases helps students to develop awareness to realize that mathematics 

in everywhere and improve competencies to context-based mathematics problems. The fact that 

the cultural context is focused only on attention and motivation can only be considered as a 

strategy that facilitates classroom management. Therefore, mathematics teacher educators need 

to cautious about potential dangers of using culture only as a pedagogical strategy.  

Using cultural context to increase mathematics achievement does hold the danger to 

consider the culture only as a pedagogical technique. Prior research indicates that there is a 

common belief among (prospective) teachers about the ‘right’ and “one size fit all” teaching 

methods for minority students and they hold assumptions that underachievement is a technical 

issue rather a political one (Bartolome, 1994). In this sense, mathematics teacher educators and 

researchers need to be cognizant about these potential dangers and emphasize that culturally 

responsive pedagogies are not merely effective teaching practices but also as a response to the 

existing inequalities in culturally diverse settings.  

Prospective mathematics teacher education needs move beyond traditional notions of 

knowledge for teaching and incorporate activities addressing cultural dimension in mathematics 

education. However, at the same time, prospective mathematics teacher education should 

emphasize the political nature of (mathematics) teaching and questioning attitude regarding the 

practices that reproduce existing inequalities.  

 

Recommendations 

Based on the findings and results of the study, suggestions for developing culturally responsive 

pedagogy and activities in mathematics teacher education can be listed as follows. First of all, 

prospective teachers should be encouraged to design activities on the learning area of data 

analysis and probability. Among the selected cultural contexts, data analysis in everyday urban 

life and probability in games can be an effective instructional source.  

The course in which the study was conducted was online because of the pandemic. 

Therefore, the selected cultural contexts are hypothetical products of teacher candidates. 

Choosing the context will be more effective and authentic by spending time with diverse 

cultural groups, interviewing with them or observing them. In addition, it is recommended that 

Culture and Mathematics courses be given in the 4th grade as the practicum courses are taken, 

in order to spend time with cultural groups, to conduct interviews and to make observations. 
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 The unit of analysis of this study is culturally responsive mathematics activities. 

Knowledge, skills and attitudes of the prospective teachers who prepared the activities are also 

important while designing the activity. In addition, what they did and why they did within the 

scope of the activity could not be examined in depth because it was based on written documents. 

Therefore, studies that include in-depth interviews with prospective teachers will contribute to 

the field of mathematics teacher education. 
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Abstract  

Problem Situation and Purpose: The literature shows that the home environment is effective on the child in 

various aspects. Revealing the relationship between the variables in the home environment and the self-regulation 

skills of children can be a guide for families. In addition, it is thought that it will contribute to the literature by 

considering self-regulation skills in terms of different factors related to the home environment. It is aimed to 

examine the self-regulation skills of preschoolers in terms of various variables related to the home environment. 

Method: Relational screening model was used. The study group consists of 218 children from the 5-6 age group 

attending kindergarten in Ankara in the 2021-2022 academic year. In the study, "General Information Form" and 

"Self-Regulation Skills Scale for 4-6 Years Old Children (Mother Form)" were used. The ANOVA test was used 

to determine whether there was a relationship between variables related to the home environment and self-

regulation skills.  

Findings of the Study: It was seen that the duration of children's play with family members, the type of games 

they played with family members the most, the time spent with technological devices, the daily book reading time 

of parents to the child, the number of books in the children's home were related to self-regulation skills. It was 

found that the self-regulation levels of the children did not constitute a significant difference according to the time 

spent outdoors. 

Research Results and Recommendations: It was seen that the variables related to the home environment were 

related to self-regulation skills. Families may be guided to create a home environment that will support their self-

regulation skills. With the early age of preschool schooling, the negativities that may arise from the home 

environment can be prevented. 

Keywords: Early childhood, Attention, Working memory, Disabling control, Home environment, Stimulus quality  
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 Introduction   

The preschool period is important in terms of the child's development speed. In terms of the 

development of the child, the home environment is very important in the first years because 

children begin to acquire skills in the home environment before starting formal education. 

Before and during formal education, the home environment continues to have an impact on the 

child. For this reason, skills gained by children should be supported in a balanced way with 

each other both at home and in the school environment. (Cole, 2011; Ertürk Kara et al., 2018). 

Therefore, the qualification of the home environment is an issue that needs to be emphasized. 

It is seen that different aspects of the home environment are effective in the development of 

the child. The characteristics of the family, the support they offer to the child, their participation 

in home learning activities, and their parenting attitudes play a role in the development and 

learning of the child (Cole, 2011). Spending quality time alone or with family members at home 

(Aydoğdu & Dilekmen, 2018), encountering appropriate stimuli (Özdemir, 2019) responds to 

children’s needs. The interaction of parents with their children with activities such as reading 

books and playing games at home increases the quality of the home environment and supports 

the development of children. The inclusion of such activities in the home environment has an 

important place in terms of the development of social relations, behaviors and abilities in the 

preschool period (Sucuoğlu et al., 2019). Inappropriate use of technology in the home 

environment has negative effects on children (Al-Jarf, 2021). In research examining the impact 

of the home environment on children, it has been found that home chaos, high levels of noise, 

crowding and physical structuring deficiencies adversely affect children's development (Marsh 

et al., 2020). Research with young children reveals the effects of different variables related to 

the home environment on some fields such as mental health (Glynn et al., 2021), academic 

skills (Cheung et al., 2020), motivation to learn (Choi & Cho, 2020), motor development 

(Valadi & Gabbard, 2020), language development (Peterson et al., 2019). Variables related to 

the home environment may also play an important role in self-regulation skills. 

The child's home environment can contribute to children's self-regulation skills with their 

physical and emotional characteristics. The fact that the home environment offers warmth, 

sensitivity and unconditional acceptance, and that it has parental guidance, allow children to 

develop self-regulating behaviors. Accepting their emotions allows children to better manage 

their emotions. With appropriate parental guidance, children demonstrate acceptable behaviors. 

Therefore, children learn their limits and can regulate their behavior. Children can learn and 
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 internalize self-regulatory behaviors by modeling family members (Morawska et al., 2019). 

Family members supporting the child's socialization and autonomy activates self-regulatory 

factors such as attention control, receptive and expressive language, memory, and reasoning 

skills (Cole et al., 2018). Physical activity has an important role in the development of self-

regulation. Games and outdoor activities with family members at home reduce screen time by 

allowing children to move around adequately. These activities increase children's health and 

learning capacity, as well as support their self-regulation skills (Kybart et al., 2019; McGowan 

et al., 2022). Since children develop self-regulation by interacting with their environment 

(Veziroğlu Çelik et al., 2020), spending time on activities that will increase interaction with 

family members (playing games, reading books, etc.) may lead to more developed self-

regulation skills. 

The presence of a physical and social environment that cares about the child's developmental 

needs can respond to the child's interests and needs. In this case, it will also support the 

development of self-regulation of child. The quality of the home environment may be an 

important factor on self-regulation skills (Ertürk Kara et al., 2018). In the literature, it is seen 

that the effect of the quality of the home environment on the development of children and self-

regulation skills is emphasized. The physical environment, stimuli, routines, interactions, 

attitudes toward the child, parental awareness, parent's stress, use of electronic devices and 

playing with family members in the home are effective in the development of children's self-

regulation (Bronson, 2018; Ertürk Kara et al., 2018; Trevisani, 2019). Children have their first 

experiences with their families in the home environment. These experiences will have an impact 

on children's self-regulation. Revealing the relationship between the variables in the home 

environment and the self-regulation skills of children can be a guide for families. In addition, it 

is thought that self-regulation skills will contribute to the literature by considering them in terms 

of different factors related to the home environment. This study, it is aimed to examine the self-

regulation skills of preschoolers in terms of various variables related to the home environment. 

The relationship between children's self-regulation skills and the following variables will be 

investigated: 

 The amount of time a child spends playing games (other than digital games) with 

family members 

 The type of games children plays most with family members 

 The amount of time a child spends outdoors  
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  The amount of time a child spends with technological devices   

 The number of children's books found at home 

 The amount of time family members read books to the child  

 

Method 

Research Design 

The study was conducted to examine various variables related to the quality of the home 

environment of the self-regulation skills of preschoolers. For this purpose, relational screening 

model was used. The relational screening model is a research model that aims to determine the 

existence and/or degree of covariance between two or more variables (Karasar, 2016).  

Research Group 

The study group of the research consists of 218 children (46.3% girl and 46.3%boy) from the 

5-6 age group attending kindergartens in central districts of Ankara in the 2021-2022 academic 

year. 

Research Instrument and Procedure 

"General Information Form" and "Self-Regulation Skills Scale for Children Aged 4-6 (Mother 

Form)" developed by Erol and İvrendi (2018) were used. Erol and İvrendi (2018) state that the 

Cronbach Alpha internal reliability coefficient of the scale is .90, the co-validation is .84 and 

the test-retest reliability is .77. In the general information form filled out by the mothers, the 

time the child spends playing at home, the time spent outdoors, the time spent with 

technological devices, the number of children's books at home and the time spent reading books 

to the child are included.  

Data Analysis  

The obtained data were analyzed with SPPS 20 package program. Parametric tests were 

preferred because the skewness and kurtosis values were in the range of -2 to +2. One-Way 

Analysis of Variance (ANOVA) was used. Bonferroni test was used to determine group 

differences in significant differences.  

 

Findings 

The findings obtained from the analysis of the data are given in the form of tables.  
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 Table 1 

Self-Regulation Skill Scores According to the Amount of Time Children Spent Playing Daily Games with 

Family Members  

Self-Regulation Scale 

Play  

Duration  

Attention  Working Memory Inhibitory 

Control-

Emotion  

Inhibitory 

Control-Behavior 

  N     X     S    X  S    X  S    X  S 

0-1 hour 77 21,39 4,84 21,27 3,14 18,55 3,87 11,68 3,22 

2-3 hours 103 22,56 3,81 22,57 2,19 19,37 3,58 13,24 3,29 

3-4 hours 23 23,48 4,04 22,82 1,99 19,21 2,71 13,43 2,96 

4 hours and 

more 

15 24,07 4,78 22,53 2,79 20,80 3,76 14,40 2,99 

(Continuation of 

Table 1) 

        

Sum  218 22,35 4,34 22,13 2,65 19,17 3,64 12,79 3,31 

Variance  

Analysis 

Sd  F p F p F p F p 

Intergroup 

Intragroup 

Sum 

3 

214 

217 

2,701 0,047* 4,478 0,005** 1,853 0,139 5,246 0,002** 

*p<0.05 

**p<0,01 

 

When Table 1 is examined, it is found that there is a significant difference between the duration 

of children's play with family members and attention (F(3-214) =2.701, p<0.05), working memory 

(F(3-214) =4.478, p<0.01) and disabling control-behavior (F(3-214) =5.246, p<0.01). According 

to Bonferroni analysis, it is determined that the significant difference is due to 0-1 hour of 

playing time. When the average score is examined, children who play for 0-1 hour; It is seen 

that in the sub-dimensions of attention (X=21.39), working memory (X=21.27), inhibitory 

control-emotion (X=18.55) and inhibitory control-behavior (X=11.68) have the lowest average 

scores. 
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 Table 2 

Self-Regulation Skill Scores According to the Type of Games Children Play Most with Family 

Members 

Self-Regulation Scale 

Game Type Attention  Working 

Memory 

Inhibitory 

Control-Emotion  

Inhibitory 

Control-

Behavior 

  N   X  S    X  S    X  S    X  S 

Outdoor 

games 

38 22,00 4,08 21,74 2,77 18,89 3,69 12,42 3,28 

Unstructured 

game 

121 22,75 3,99 22,28 2,41 18,97 3,59 13,10 3,17 

Digital 

gaming 

28 20,10 5,36 21,19 3,72 19,39 3,34 11,68 3,61 

Memory, 

attention and 

brain teaser 

games 

31 23,23 4,44 22,74 2,16 20,06 4,08 13,03 3,49 

Sum  218 22,35 4,34 22,13 2,65 19,17 3,64 12,79 3,31 

Variance 

Analysis 

Sd  F p F p F p F p 

Intergroup 

Intragroup 

Sum  

3 

214 

217 

3,453 0,017** 1,692 0,170 0,841 0,473 1,649 0,179 

**p<0,05 

 

When Table 2 is examined, it is found that the type of games played by the children and their 

self-regulation skills create significant differences in the average scores related to attention 

(F(3-214) =3.453, p<0.05).  According to Bonferroni analysis, it is determined that the 

significant difference is due to the digital game genre. When the average score is examined, 

children who play digital games, it is seen that attention (X=20.10), working memory 

(X=21.19) and obstructive control-behavior (X=11.68) sub-dimensions have the lowest average 

scores. 
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 Table 3  

Self-Regulation Skill Scores According to the Amount of Time Children Spent Outdoors 

Self-Regulation Scale 

Outdoors  

Time 

Attention  Working 

Memory 

Inhibitory Control-

Emotion  

Inhibitory Control-

Behavior 

  N    X  S    X  S    X  S      X  S  

0-1 hour 128 22,21 4,33 22,17 2,55 19,10 3,76 12,49 3,36 

2-3 hours 77 22,64 4,46 22,08 2,91 19,19 3,34 13,08 3,32 

4-5 hours 13 21,84 3,76 22,15 2,19 19,69 4,47 14,08 2,39 

Sum  218 22,35 4,34 22,14 2,65 19,17 3,64 12,79 3,31 

Variance  

Analysis 

Sd  F P F p F p F p 

Intergroup 

Intragroup 

Sum 

2 

215 

217 

0,327 0,721 0,030 0,970 0,156 0,856 1,803 0,167 

 

When Table 3 is examined, it is seen that the self-regulation levels of the children according to 

the time spent outdoors do not have a significant difference in any sub-dimension (p>0.05). 

 

Table 4 

Self-Regulation Skill Scores According to the Time Children Spent with Technological Devices 

Self-Regulation Scale 

Technological  

With devices  

Time 

Attention  Working 

Memory 

Inhibitory 

Control-Emotion  

Inhibitory Control-

Behavior 

                       N    X S    X S    X S    X S 

None at all 17 25,06 4,62 22,41 2,26 20,88 2,66 17,18 3,03 

0-1 hour 113 22,81 4,09 22,22 2,65 19,05 3,77 13,04 3,13 

2-3 hours 71 21,79 3,89 21,97 2,85 18,93 3,43 12,62 3,49 

4 hours and 

more 

17 18,94 5,22 22,00 2,32 19,24 4,36 10,53 3,02 

Sum    22,35 4,34 22,14 2,65 19,17 3,64 12,79 3,31 
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 Variance 

Analysis  

Sd  F p F p F p F p 

Intergroup 

Intragroup 

Sum 

3 

214 

217 

7,055 0,000** 0,203 0,894 1,398 0,244 4,069 0,008** 

**p<0,01 

 

When Table 4 is examined, it is found that there are significant differences in the average scores 

of children with regard to attention (F(3-214) =7.055, p<0.01)  and disabling control behavior (F(3-

214) =4.069, p<0.01). According to Bonferroni analysis, it is determined that the significant 

difference is due to the time spent with technological devices for 4 hours or more. When the 

average scores are examined, children who never use technological devices have the highest 

average score in attention (X=25.06), working memory (X=22.41), inhibitory control-emotion 

(X=20.88) and obstructive control-behavior (X=17.18) sub-dimensions. 

 

Table 5 

ANOVA Results of Self-Regulation Skill Scores According to the Number of Children Books in the 

Children's Home 

Self-Regulation Scale 

Children Book  

Number 

Attention  Working 

Memory 

Inhibitory 

Control-Emotion  

Inhibitory 

Control-Behavior 

               N  S  S  S  S 

0-5 Books 47 20,09 4,17 20,96 3,11 18,47 3,91 11,72 2,74 

6-10 Books 54 22,37 4,31 22,32 2,71 19,15 3,41 13,13 3,52 

11-25 Books 43 21,91 4,21 22,63 2,85 18,40 3,89 12,41 2,89 

26-50 Books 39 23,10 4,31 22,67 2,17 20,49 3,21 13,85 3,51 

51 Books 

and More 

35 25,06 3,09 22,26 1,61 19,63 3,51 13,00 3,46 

Sum  218 22,35 4,34 22,14 2,65 19,17 3,65 12,79 3,31 

Variance 

Analysis 

Sd  F p F  p F  p F  p 

Intergroup 

Intragroup 

Sum 

4 

213 

217 

7,897 0,000** 3,286 0,013* 2,387 0,049* 2,597 0,037* 

*p<0.05, **p<0.01 
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 When Table 5 is examined, it is found that there are significant differences in the number of 

books in the children's home and the average scores related to attention (F(4-213) =7.897, p<0.01), 

working memory (F(4-213) =3.286, p  <0.05), disabling control-emotion (F(4-213) =2.387,  p<0.05) 

and obstructive control-behavior (F(4-213) =2.597, p<0.05). According to Bonferroni analysis, it 

is determined that the significant difference is due to the number of books in the house with 0-

5 books and the number of books 51 and more. When the average score is examined, children 

who have 0-5 books in their homes have the lowest average score in attention (X=20.09), 

working memory (X=20.96), inhibitory control-emotion (X=18.47) and obstructive control-

behavior (X=11.72) sub-dimensions. 

 

Table 6 

Self-Regulation Skill Scores According to the Daily Number of Books Read by Family Members to the 

Child 

Reading  

 Duration 

Attention  Working 

Memory 

Inhibitory 

Control-Emotion  

Inhibitory 

Control-Behavior 

  N  S  S  S   S  

None at all 35 20,29 4,75 21,22 2,90 18,31 4,29 11,63 3,47 

1-30 minutes  121 22,74 4,05 22,40 2,48 19,41 3,45 12,82 3,09 

30-60 

minutes 

62 22,74 4,39 22,15 2,78 19,17 3,62 13,40 3,51 

Sum  218 22,35 4,34 22,14 2,66 19,17 3,65 12,79 3,31 

Variance Analysis        

Sd     

F p F  p F  p F  p 

Intergroup 

Intragroup 

Sum 

2 

215 

217 

4,876 0,008** 2,668 0,072 1,233 0,293 3,288 0,039* 

*p<0.05, **p<0.01 

 

When Table 6 is examined, it is found that daily reading duration by family members and the 

average scores related to attention (F(2-215) =4.876, p<0.01) and disabling control-behavior 

(F(2-215) =3.288, p<0.05) created significant differences. According to Bonferroni analysis, it 

is determined that the significant difference is due to those who never read books.  When the 

average scores are examined, the family members of the children who never read books have 
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 the lowest average score in attention (X=20.29), working memory (X=21.22), inhibitory 

control-emotion (X=18.31) and inhibitory control-behavior (X=11.63) sub-dimensions. 

 

Discussion  

In this study, the self-regulation skills of preschoolers are examined in terms of variables such 

as the type of game the child played the most with family members, the time spent playing 

games with family members, the time spent outdoors, the time spent with technological devices, 

the number of children books found at home and the daily reading time of the family to the 

child. When examining the findings of the research, it should be taken into consideration that it 

has some limitations. The data of this study are obtained from children attending preschool 

education in the center of Ankara based on maternal opinions. Besides, the children included in 

the study were exposed to social isolation due to the global pandemic.  The effects of variables 

such as time spent outdoors, time of technology usage, book reading time are examined. 

However, no examination has been made as to the qualification of the activities carried out 

during these periods. Likewise, the qualification of children books in children's homes is 

unknown. 

The findings obtained indicate that children who played the most digital games with family 

members have the lowest average score in the sub-dimensions of attention, working memory 

and inhibitory control-behavior. Digital games offer independent environments and develop 

elements of metacognition, strategic action, and motivation. Thus, it provides contexts for 

children to develop self-regulation (Chen & Hsu, 2020; Mahayanti et al., 2020; So et al., 2019). 

Therefore, digital games can provide practice for self-regulation. However excessive time spent 

playing digital games may replace the time children spend interacting with the social 

environment and engaging in physical activity (Baldwin et al., 2022). The fact that children's 

digital game playing time is over 1 hour has negative effects on their attention levels (Gözüm 

& Kandır, 2020). As children's screen use increases, attention, working memory, inhibitory 

control-behavior and inhibitory control-emotion variables are negatively affected 

(Koyuncuoğlu, 2022). The long time devoted to digital games may reduce the amount of time 

devoted to activities that support children's self-regulation development.  

Children with 0-1 hour of daily play time with family members have the lowest average 

score in all sub-dimensions. In early childhood, playing allows children to develop many skills 

(Tuzcuoğlu et al., 2020). Playing reveals the cognitive capacity necessary for the child's self-
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 regulation. It allows him/her to focus on the goal and distract himself/herself from the 

disappointing stimulus (Ravindran et al., 2021). While playing games, behaviors such as 

stopping talking and waiting in line improve impulse control (Özbey et al., 2018). Playing with 

family members creates opportunities for children to develop self-regulation strategies. Due to 

the low playing time, the lack of acquisitions provided by the game may have adversely affected 

children's self-regulation skills.  

It is observed that the self-regulation levels of the children according to the time spent 

outdoors don’t create a significant difference. Spending time outdoors provides many 

opportunities for a child's development. Nevertheless, there is a need for parental attitudes that 

support learning and autonomy for the development of self-regulation. Inappropriate 

interventions by parents negatively affect self-regulation development (Dermitzaki & Kallia, 

2021; Obradovi ́c et al., 2021; Taylor & Butts-Wilmsmeyer, 2020). Even if children spend time 

outdoors, parents may be restricting autonomous behaviors during this time period. In addition, 

the children in the study group experienced a complete shutdown process due to the global 

pandemic. This may have reduced the impact of outdoor time on self-regulation skills.  

It is observed that children who spent 4 hours or more with technological devices have 

significantly lower attention and preventive control behavior scores compared to children who 

spent less time with technological devices. Children who never use technological devices have 

the highest average scores in all sub-dimensions.  As children's screen use increases, attention, 

working memory, inhibitory control-behavior and inhibitory control-emotion variables are 

negatively affected (Koyuncuoğlu, 2022). It has been stated that screen use in children should 

not exceed 1-2 hours (Hill et al., 2016; WHO, 2019). However, AAP (2021) has recommended 

that families make a media usage plan considering that children need adequate sleep, physical 

activity and media-free time in the new normal. Therefore, technological device usage time 

affects self-regulation skills. However, proper screen usage time has become different in the 

new normal. This may have led to significantly lower self-regulation skills in children whose 

technology usage exceeds 4 hours. 

It is observed that children with 0-5 books in their homes have the lowest average score in 

all sub-dimensions. Children books are an essential element of the rich stimulating environment 

necessary for the development of the child (Yükçü et al., 2019). Children books are among the 

materials included in self-regulation interventions (Howard et al., 2018). In the preschool 

period, children identify with book characters (Karagül, 2018). Their identification with 
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 characters in children’s books may have supported their skills such as impulse control, emotion 

regulation, problem-solving, and prosocial behavior. 

It is observed that children whose family members never read books have the lowest average 

score in all sub-dimensions. Parents' social-emotional and educational interactions with their 

children, such as reading books, support their self-regulation skills (Duran Yurdacan, 2022). 

Reading books increases the socialization of emotions between adults and children. It improves 

children's self-regulation skills by helping them understand different emotions, the causes and 

consequences of those emotions (Farkas et al., 2020). Besides having children’s books at home, 

the family's reading to the child is also considered important for the development of self-

regulation. 

 

Conclusion  

The findings show that children's self-regulation skills are related to the home environment. It 

has been observed that children's self-regulation skills are lower if the most played game type 

with family members is digital games and the daily time spent by children with technological 

devices is 4 hours. Screen time can be an influential factor in children's self-regulation skills. It 

has been observed that the family's playing time with the child does not take 1 hour per day, 

lack of reading books to the child and the number of children books in the house is less than 

five are associated with lower self-regulation skills. Parents' interaction with children through 

activities such as games and reading books, spending quality time and including appropriate 

stimuli in the home environment can improve children's self-regulation skills. Contrary to our 

assumption, children's levels of self-regulation do not differ according to the time they spend 

outdoors. This situation may be a consequence of the global pandemic process. 

 

Recommendations  

The findings of the study revealed that the variables related to the home environment were 

related to self-regulation skills. For this reason, raising awareness of families by organizing 

family education can make an important difference for the development of the child. Guidance 

can be given on issues such as the appropriate use of technology during childhood, supporting 

self-regulation skills through play and interactive reading. Teachers can guide families through 

outdoor activities with families. With the start of the preschool education process at an earlier 

age, the negativities that may arise from the home environment can be prevented. 
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Abstract 

Recent studies indicated that metacognition is essential skill to academic achievement and especially problem 

solving. Most of the research focused on primary ages and above. Moreover, the previous consideration related to 

metacognition in early childhood speculated the existance of metacognition and its assessment in these ages. The 

more novel approaches focused on the metacognition in the context of early ages. This short-term longitudinal 

panel study aims to determine the nature development of metacognitive knowledge of preschool-aged children 

over five months period. The repeated measure general linear modeling revealed that children's metacognitive 

knowledge performances (F(1,36)=971.456; p<.001 ; η2=.964) as well as their metacognitive knowledge interview 

scores are increased over five months (F(1,34)=801.056; p<.001 ; η2=.959) are increased whereas task duration of 

young children’s is decreased (F(1,37)=800.006; p<.001 ; η2=.955). All of the improvements have moderate effect 

sizes. Furthermore, the children’s performances did not differ in terms of their gender. These findings point out to 

young children’s improvable cognitive performances and the value of research in these years. From the light of 

the present results, it is recommended that the long-term investigation from preschool ages to higher levels and 

generate an intervention to promote children’s metacognitive achievement as well as consider the underline 

mechanisms, which have potential to effect metacognition.   

Keywords: Metacognition, Metacognitive knowledge, Early childhood, Development  

 

Introduction 

The cognitive processes that promote children’s achievement is frequently investigated during 

the years. Metacognition has been issued as a fundamental cognitive feature by the development 

of self-regulation tradition. Metacognition refers to one’s awareness of their own cognition and 

recognition of knowledge, which is a possible contributor to further learning, holding 

information, and using it when solving a problem (Flavell, 1976). Flavell (1979) generated a 

cognitive monitoring model containing of metacognitive knowledge, metacognitive 

experiences, cognitive strategies, and cognitive goals. Metacognitive knowledge means having 

knowledge about an individual’s own cognition, and strategies, used when completing certain 

tasks (Brown, 1987; Flavell, 1979). The metacognitive knowledge is investigated in the current 

research as a component of metacognition. 

Due to the structure of metacognition, which requires monitor the cognitive process, 

allows children to be successful. Metacognition is a precious predictor of learning, and it 

increases academic achievement (Dignath & Buttner, 2008). Although several pieces of 

evidence point out its emergence in early years (Larkin, 2010; Veenam & Spaans, 2005; 

mailto:beyza@metu.edu.tr
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 Whitebread & Pino-Pasternak, 2010) the studies pointed to its nature increases in these years 

were relatively limited (for review; Chen & McDunn, 2022). In one of the longitudinal studies, 

Bellon and colleagues (2020) conducted research using fMRI in order to detect the development 

of metacognition in nine to ten years. Results revealed that the left inferior frontal gyrus 

increased when children completed the task. However, its development in the early years is 

uncertain therefore in present study aims to determine the natural development of metacognition 

in the early years based on Marulis and colleagues’ (2016) interview-based assessment tool, 

which is based on Flavell’s (1979) framework and she found that the older children have better 

metacognition performances in comparing the young preschoolers (Marulis, 2014). From that 

point of view the current study focused on the linear modeling of development of metacognitive 

knowledge in early childhood period. 

 

Method 

The longitudinal panel study has employed for the current study. The longitudinal panel studies 

refer to obtaining data at least two-time points from the same individuals to explore the changes 

in characteristics (Fraenkel et al., 2012; Mills & Gay, 2016). The current study’s aim is to define 

the nature increases of metacognition in the early childhood period and the data gathered from 

the same children in two time periods via the same instrument. Thus, this study is appropriate 

for the longitudinal panel study. 

 

Participants 

The data was obtained from the typically developed 56 preschoolers (Girls=26, Boys=30) 

across the seven institutions from Ankara. The mean age of the children was 61.02 months 

(SD=10.12) in the first data collection term. Average 5.19 months (SD=.584) later the second 

data was collected. 

 

Measurements 

Child and Parent Information Survey 

The child and parent information survey is generated by the researcher in order to obtain 

background information related to both child and parents. The survey consisted of fourteen 

open-ended and choice questions. These are including children’s demographic (i.e., age and 
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 sex) and developmental (i.e., special needs, injury, mental disorders, etc.) features, also parental 

characteristics (i.e., age, sex, educational background, income, etc.). 

Metacognitive Knowledge Interview (McKI) 

The McKI is developed by Marilus and colleagues (2016) with regards to assessing preschool-

aged (3-5 years) children’s metacognitive knowledge through a structured interview protocol 

that is involving three steps: a puzzle task, an interview, and a coding framework. During the 

interview, the children’s performance is recorded through video and the videos are coded from 

zero to two points at the analysis phase based on the coding framework. The interview protocol 

is translated by four individuals who have the commitment in two languages to correspond 

transliteral equivalence and synthesized the forms to prepare for implementation.  

 

Procedure 

Initially, ethical permission was gathered from the university’s Human Subject Ethics 

Committee. Then researcher called and sent an email to randomly selected 52 schools to ask 

for their allowance for collaboration. Seven of them accepted to participate in the study. After 

that researcher sent a consent form and demographic form to parents via Google Forms; a total 

of 78 parents filled out the forms, and 22 of them were not eligible to involve in the study due 

to rejection of parents, atypical developed children, children‘s consents, and non-appropriate 

age range. After that researcher visited the schools and implemented with children in person in 

a silent and comfortable room. Before beginning, the study researcher asked children for their 

consent to engage in the research then they aligned with the rules for pandemics.  

 

Data Analysis 

In the initial step of the analysis, the normality of the data was considered and inferential 

statistics were employed. The t-test was employed to determine the possible confounding 

variables, which have the potential to affect the development of metacognition. Subsequently, 

the Pearson Correlation Coefficient and General Linear Modeling (Repeated-Measures) had 

computed.  

 

Results 

In order to determine the differences in terms of sex, the independent sample t-test was 

computed. According to the results, there were no significant differences in considering the 
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 variables of; time 1 child task performance: (t(52)=-.926; p>.05; d=-.252), time 1 task duration: 

(t(54)=1.213; p >.05; d =.325), time 1 interview scores: (t(49)=-1.056; p>.05; d =-.296), time 2 

child task performance (t(36)=-.319; p>.05; d =-.104), time 2 task duration: (t(36)=.662; p>.05; 

d =.215),  and time 2 interview scores: (t(35)=-.445; p>.05; d =-.150).  After that, the Pearson 

Correlation Coefficient was computed and the findings revealed that the relationship among the 

variables was a small to moderate effect (see Table 1). This result display that children’s first-

term metacognitive knowledge scores were significantly correlated to second-term 

metacognitive knowledge scores, which were averagely implemented after 5.19 (SD=.584) 

months. Finally, the results of General Linear Modeling-Repeated Measures indicated that the 

metacognitive knowledge of children increased from the first term to the second term. The 

children’s task performance increased over five months period (F(1,36)=971.456; p<.001; 

η2=.964; see Figure 1).  The children’s task duration decreased over five months period 

(F(1,37)=800.006; p<.001; η2=.955; see Figure 2).  The children’s interview scores increased 

over five months period (F(1,34)=801.056; p<.001; η2=.959; see Figure 3).  

Table 1 

The Correlations Between Variables 

 1 2 3 4 5 6 x̄ SD 

T1 Child Task 

Performance 
1      

3.338 1.185 

T1 Task Duration 
-

.647** 
1     

520 147 

T1 Interview Scores .551** 
-

.230 
1    

.971 .403 

T2 Child Task 

Performance 
.475** 

-

.162 
.433** 1   

3.876 .845 

T2 Task Duration 
-

.545** 
.338* 

-

.471** 

-

.689** 
1  

414 92 

T2 Interview Scores .210 .131 .641** .463** 
-

.393* 
1 

1.455 .247 

*p<.05; **p<.001         
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 Figure 1 

Children’s Task Performance 

 

Figure 2 

Children’s Task Duration 

 

Figure 3 

Children’s Interview Scores 
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 Discussion, Conclusion, and Recommendations 

Discussion 

The recent review underlined that developmental studies related to metacognition in early 

childhood are contradictory due to the Piagetian tradition’s claims that children are not capable 

of metacognition however, the more contemporary approach claims that there were numerous 

scientific shreds of evidence point out children’s ability to monitor their thinking process (Chen 

et al., 2022). Based on that conflict the current study’s results indicated that children were able 

to monitor their thinking processes. Moreover, they are aware of their thinking strategies. In 

one of the initial studies in this area Marulis (2014) find that young children’s metacognitive 

abilities were versatile from age to age however, she did not compute the developmental curve 

in that study. In the present study, it is found that children’s metacognition performances display 

linear increases over five months. In that context, the present study is reinforced the 

contemporary approach related to children’s cognitive abilities. 

Conclusion 

The current study investigated the nature development of metacognition in early ages. Findings 

revealed that young children’s scores are improved over five-months period with a medium 

effect size. Besides, the children’s metacognition performances are not differ accordingly their 

sex.  

Recommendations 

The current findings have potential for the further studies, which involve the long-term 

examination of metacognition to detect the most rapid period for improvement of it and the 

intervention studies to foster children’s performances. One of the intervention studies might 

focus on teacher training to promote teachers’ metacognitively sensitive practices. The other 

might focus direct implementation on children in order to maximize their metacognitive ability. 

Furthermore, the mechanisms that help metacognitive maturation may be investigated for a 

better understanding of its fundamentals. 
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Abstract 

The Coronavirus (SARS-CoV-2), which emerged on December 31, 2019 in the People's Republic of China, has 

been declared as a global epidemic by the World Health Organization. Countries primarily aimed to reduce the 

spread of the epidemic so that health services would not be disrupted and loss of life would be prevented. In 

addition to the health measures taken, countries have also taken actions to maintain the balance of income 

distribution and ensure the continuation of judicial, educational and working life. It can be said that the physical 

distance and closure, which are at the beginning of the measures taken, affect the professional world differently 

on a sectoral basis and change the expectations of employees and employers. In this process, concepts such as 

remote work, online work, working from home, flexible working, which are often used interchangeably, have 

quickly entered our lives.  The use of various applications that already exist has also become widespread with 

Covid-19. Individuals in professional life faced the risks of losing their jobs, changing their personal rights and 

income insecurity. Employees needed to follow the transformation of professions and jobs and new skill 

requirements have emerged according to this transformation. The epidemic affects individuals in different ways 

according to age and chronic disease status. This effect varies according to working conditions along with the risk 

of catching an epidemic. On the other hand, although young people differ from the rest of the population in terms 

of their ability to adapt to the changing dynamics of business life and technology, they have encountered various 

disadvantages such as the limitation of job opportunities, lack of technological tools and equipment, working 

conditions, and not being able to benefit from national and international internship opportunities, especially in the 

Covid-19 process. From a sociological point of view, this paper discusses how the changes in the social structure 

accelerated by Covid-19 affect professional life especially for young employees. 

Keywords: Youth, Employment, Talent, Covid-19 global pandemic (SARS-CoV-2), Unemployment, Digitalization 

 

Introduction 

In professional life, not only adult men and women but also the population including the elderly, 

young people and children are considered as manpower (Dickinson et al., 2020, p.20). 

Demographic characteristics of individuals in professional life, such as age and gender, may 

differ according to the development level of countries along with the stages that societies go 

through. With the onset of the Industrial Revolution, children and young people worked as 

cheap labor in factories. The youth period, which is included in the chronological life periods, 

encompasses a process that consists of a series of procedures to prepare the young person for 

the adult roles. Youth period is considered as a transition period, which is mostly handled with 

the transition from education life to business life, from the family home of origin to their own 

home (ILO, 2021).  
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 Together with industrialization and technological progress, the age range covered by 

youth is increasing (Gottlieb and Lienhard Heinsohn, 1973, p. 250).  For statistical purposes, 

"young" is defined by the United Nations as individuals between the ages of 15- 24. In this 

study considers the youth age range as 18-24 and from a sociological point of view, it discusses 

how the changes in the social structure accelerated by Covid-19 affect professional life 

especially for young employees. Today, 1.2 billion young people between the ages of 15 and 

24 live worldwide. This rate constitutes 16% of the world's population.  According to the results 

of the Address Based Population Registration System in our country, as of the end of 2021, the 

total population of Turkey is 84 million 680 thousand 273 people, while the young population 

in the 15-24 age group is 12 million 971 thousand 289. The young population in our country 

constitutes 15.3% of the total population (TUIK, 2022).  

 

Literature 

The period of youth, which is considered as a transition from childhood to adulthood, has 

various difficulties. Young people who want to be economically independent are willing to take 

part in professional life. International Labor Organization (2018) specifies the ways for young 

people to enter professional life as follows: in leisure time (before / after school hours, on 

weekends or holidays), to gain experience (apprenticeship, internship), by completing or 

leaving compulsory education, in family businesses (paid or unpaid) and alongside young 

employers and young freelancers (ILO, 2018, p.10). Young people may encounter various 

obstacles both in starting and continuing their professional life. First of all, young people may 

find it difficult to find a job that generates a high income, has a reasonable entitlement to leave, 

and is suitable for the education the young person has received. Another important challenge 

faced by young workers in professional life is that they do not have the bargaining power of 

more experienced workers (ILO, 2018, p.11).  On the other hand, high rates of job changes and 

unemployment have long been considered a feature of youth labour markets (Breen, 1992, 

p.113).  

Young people need to have various equipment in order to overcome the obstacles and 

take part in professional life more easily. Education is among the priority equipment here.  The 

level of education of a young worker plays an important role in his transition to stable and 

decent work. Higher levels of education and training and work experience during education 

facilitate the transition to the labor market (ILO, 2020a, p.14). In addition, young people with 
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 high levels of education were generally found to be less involved in informal employment (ILO, 

2017a cited in  ILO, 2018). Young workers with lower levels of education, by contrast, tend to 

stay in the same job despite difficult working conditions (EU-OSHA et al., 2017 cited in ILO, 

2018, p.13). In addition, a $1 investment in a child's education can yield up to $5 in lifetime. 

On average, an additional school year can mean 9% higher lifetime earnings 2 and in some 

cases up to 15% higher earnings (Card 1999 cited in Weforum, 2022 p. 4).  On the other hand, 

after secondary education, higher education is no longer a guarantor of employment and regular 

sources of income. The main reasons for this situation include the limited number of decent 

jobs, inefficiencies in job and candidate matching mechanisms, and differences between job 

seekers' skills and the skill sets that employers expect.  For this reason, many qualified young 

people can be pushed into professions that can be performed by young people with lower levels 

of education (ILO 2020a). 

In addition to the education that young people have received, technological changes are 

also important for young people to take part in professional life. Especially since the 1970s,  the 

rapid change and transformation in technology has had different reflections on the professional 

world. Technological change is considered as one of the most driving forces of the business 

world because it creates new jobs for the next period, increases the productivity of companies 

and workers, and enables governments to develop policy implementation areas. In addition to 

the above, it is stated that if it leads to the loss and/or transformation of existing jobs, it can also 

have an impact on inequalities between workers and countries (ILO, 2020a, p. 126). According 

to Prensky (2001), the individuals who make up the digital age process are divided into two as 

digital natives and digital immigrants. Digital natives are individuals who are born into 

technology and use technological devices as part of their daily lives (Prensky, 2001, p. 2). As 

"digital natives", young people tend to adopt new technologies early (ILO, 2020a, p. 126).  The 

Global Employment Trends report addresses the opportunities and challenges created by the 

technological advances of the “Fourth Industrial Revolution” for young people in the labor 

market. Paradoxically, young people are enthusiastic early users of new technologies, but they 

are most concerned about the possibility of their jobs being replaced by robots and artificial 

intelligence. However, there is widespread concern in both developed and developing countries 

that these technologies may not lead to the creation of new, better-paying jobs (ILO, 2020a, 

p.14).  In all countries, on the other hand, under-skilled and low-skilled young people are at risk 

of being displaced by automation than young people with higher qualifications and skills. In 
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 addition, it may be more difficult for many young people in low- and middle-income countries 

to take advantage of digital technologies (ILO, 2020a p. 126-128).  

Since 2019, the risks brought by Covid-19 have been added to the existing problems in 

working life, the risks and disadvantages brought by rapid change and transformation. 

Economic consequences of the Covid-19 crisis and the ensuing economic recession, there are 

consequences in the social and health fields (Bambra et al., 2021, s. 5).  The closure of schools 

due to the Covid-19 pandemic has led to a loss of more than one and a half years of school stay 

on average. This is expected to lead to a 3.9% decline in lifetime incomes and a loss of up to 

$17 trillion globally (Weforum, 2022, p.4).  

Based on experience of other crises such as Ebola, Zika, and the 2008 financial crisis, 

and current knowledge of the Covid-19 outbreak, it has been found that epidemics and 

economic crises can have a disproportionate impact on certain segments of the population. For 

example, gender inequalities in working life have been exacerbated (ILO 2018 cited in Meester 

and Ooijens, 2020, s. 7).  Labour market statistics alone do not reflect the impact of the 

pandemic on young people. Covid-19 mitigation measures such as physical distancing, curfew, 

telework or distance learning have also prevented young people from meeting their peers, 

attending events and strengthening their social capital (Wadsworth, 2006, p.2). 

Domestic unemployment is expected to remain above pre-Covid-19 levels at least until 

2023. The number of unemployed in 2019 was 186 million and is estimated to be 207 million 

in 2022. The ILO report also warns that the overall impact on employment will be significantly 

greater than the figures indicate, as many people have left the workforce (ILO 2022).  release 

date is January 17,2022. For example, the Covid-19 pandemic and the ensuing economic and 

employment crises have put pressure on the labor system in the United States. Service workers 

have lost their jobs, especially with low-income workers. It is not certain that employees who 

have lost their jobs will return to work (Orrell, Bishop and Hawkins, 202, s. 1).  

When the employment statistics in Turkey are examined, it is seen that the economic 

decline felt since 2018 not only ends a period in which an upward trend is observed in 

employment figures, but also causes the loss of up to 700,000 jobs.  This picture affected young 

people the most. The number of young people involved in neither education nor employment 

soon increased from 21.9% (2018) to 23.5%, and unemployment figures increased from 20.3% 

(2018) to 25.4% (2019).  With the Covid-19 pandemic, the number of young people who are 



 

 

68 
 

EJERCongress 2022 Conference Proceedings 

 

 neither in education nor in employment has increased to 27.1% (November, 2020) (TUIK cited 

in ILO, 2020b)  

Education and labor systems are not designed to keep up with the pace of change in 

professional life. Therefore, workers have difficulty finding jobs that match their skills, while 

employers have difficulty filling open positions.  During the economic crisis caused by the 

Covid-19 pandemic, changes in the labor market are happening faster, while millions of 

workers are questioning their careers in uncertainty (Orrell, Bishop and Hawkins, 2020, s. 7).  

Young people who work harder than adults in precarious and informal jobs are among the 

vulnerable groups most affected by the Covid-19 pandemic (ILO 2020b) In other words, the 

Covid-19 pandemic has made it difficult for young people to access quality education or decent 

work, and has deepened the problem of youth unemployment. Studies carried out by the 

International Labour Organization show that 1 in every 6 young workers has stopped working 

due to Covid-19 (ILO 2020c).  Cheng (2020, s.  1) also emphasized that youth, women and low-

educated workers, who are among the disadvantaged groups, are more affected by the sudden 

negative effects of the Covid-19 epidemic on employment and are left out of the partial 

recovery. For this reason, it is necessary to take various measures to repair the existing problems 

in working life and to prevent the problems that may occur.  At this point, education is also 

important. It is stated that in order to include young people in professional world, policy 

measures should focus on three main youth groups. These interventions are; for the transition 

of young people in education to the working world, for young people who are already in the 

labor market; and interventions to cover young people who have lost their jobs due to new 

technologies, including those in neither education nor the labor market. It is also important to 

equip young people with life skills (e.g. communication, teamwork, etc.) and technical skills 

that are in high demand, which increase their overall employability. In non-technical roles such 

as customer service or sales, for example, job applicants are increasingly expected to have 

digital skills (ILO 2020a, p. 128-129).  On the other hand, new technologies can be used to 

encourage youth entrepreneurship and young people to start their own businesses. Technology-

based solutions facilitate young people's access to markets and market information and enable 

them to acquire financial, entrepreneurial and digital literacy skills (such as online courses and 

coaching, mobile learning apps and digital training materials) (Weidenkaff and Witte, 

forthcoming cited in ILO 2020a  p. 132).  

https://www.ilo.org/ankara/areas-of-work/youth-employment/lang--tr/index.htm
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 Universities should review the content of their current undergraduate education and train 

competent human resources with multidisciplinary graduate programs that will combine Health 

and Engineering Sciences (YOK, 2019, p. 44) 

Digitalization; It is defined as the process that includes social and technical aspects that 

undergo changes across all sectors at the individual, organizational, social and global 

dimensions (Legner et al., 2017). In other words, it refers to the use of tools that transform 

analog information into digital information. Digitalization involves a variety of complex 

technologies, some of which are still in the early stages of development and use. In the context 

of work and the workplace, digitalization in its current form means the increasing use of cloud 

computing and regulation tools as well as internet-based applications on different platforms in 

order to facilitate remote access and collaborative work. While the speed of digitalization has 

increased since the beginning of the Covid-19 global pandemic, the use of digital technologies 

by businesses has created more opportunities for those who continue to work from home. 

Digitalization can lead to significant changes in the way existing employment and workplaces 

are organized, but also major changes toward new skills requirements, labor standards and 

employee satisfaction (ILO, 2019 cited in ILO 2020d p.8).  However, digitalization is not at the 

same level due to the lack of technological tools that enable broadband internet connection and 

remote working (ILO 2020d, p. 8).  

With the elimination of equality of opportunity in education and digitalization in 

professional life, another point that needs to be emphasized is the concept of skill. Skill means 

the gains that individuals "get" from education and experience. As skills are acquired, 

employees apply these skills to their jobs by demonstrating competence and performance. 

Therefore, the skills acquired individually and the resulting competencies form the building 

blocks that come together to form job roles and job task areas. In other words; skills are like the 

DNA of the labor market; they are the building blocks of how individuals, professions, 

employers, industries and regions function and grow. Therefore, the aim is to help each 

employee identify the "skill DNA" or "skill shape" that forms the basis of their employee profile 

(Coffey 2019 cited in Orrell, Bishop and Hawkins 2020, s. 9). Young people's learning to solve 

problems by communicating in teams and gaining digital skills are among the important ways 

to ensure a smooth transition from school to work by harmonizing the education they receive 

with the expectations in the labor market (Meester and Machteld, 2020, p.8) The political 

measures taken should be part of an integrated strategy to create decent work for young people. 
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 An integrated policy framework should include macro, intermediate and micro level 

interventions. For example, macroeconomic and sectoral policies that encourage investment in 

key sectors as well as research and development are required to foster innovation and create 

jobs in new sectors while increasing productivity (ILO, 2020a, p.17) 

It is important to update education, training and vocational curricula to take into account 

labor market trends, such as the increasing importance of digital and social skills. Making the 

necessary updates to the expectations of the labor market plays a role in improving the transition 

of young people from education to business life (ILO, 2020a, p. 17) 

The concept of lifelong learning encompasses formal and informal learning that 

combines basic skills, social and cognitive skills (such as learning to learn), skills required for 

specific jobs, occupations or sectors, from early childhood and basic education to adult learning. 

While higher education involves more than the most skills needed to work, it is also about 

developing the skills needed to participate in a democratic society. It provides a way for young 

people and unemployed individuals to be included in labor markets. At the same time, lifelong 

learning has a transformative potential. Investment in early learning can facilitate learning later 

in life, broadening the options for future generations, and providing intergenerational social 

mobility (ILO, 2018, p. 30). 

U.S. Bureau of Labor Statistics has indicated that the occupations whose employment 

is projected to decline between 2020 and 2030 are office and sales personnel due to the risk of 

automation and the prevalence of online shopping. Along with home health and personal care 

aids, those who work in the health sector, software and related fields (Software developers and 

software quality assurance analysts and testers) and market researchers are stated as the 

occupations where employment will grow the most (BLS 2021).  

 

Theoretical Background 

Societies' use of natural resources and their relations with natural resources undergo changes in 

the historical process. In the sociological sense, there are various explanations for the changing 

position of information and the inclusion of technology in all areas of daily life. Especially since 

the 1970s, it can be said that the technological transformation in post-industrial society has 

brought about many changes. 

When the characteristics of post-industrial society are examined; changes in 

information, the position of information and the sources of access to information are 
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 remarkable. Digitalization is becoming widespread in all areas of life. One of the first theorists 

to use the concept of "information society", which is closely related to the concept of post-

industrial society, was Daniel Bell.  Bell (1976) argues that something radically new in the field 

of technology has emerged in post-industrial society. The changing relationship between 

science and technology defines the information society as the corporatization of research and 

development activities through institutionalization and the articulation of the developing 

economic structure as a normal part of the business organization (cited in Akarçay, 2011, p. 

116).   Over the past four decades, science and technology has focused on language and 

knowledge. Computer languages, communication technologies, information storage and data 

banks are examples of this. It can be said that these technological transformations have 

significant effects on information (Lyotard, 1999, s. 317 cited Görgün Baran 2011, p.62-63).   

 

Conclusion and Evaluation 

In the context of the stages that societies go through, skill sets such as the educational equipment 

and professional specialization experience required to take part in working life also change. 

Especially in the industrial society, there have been changes in the knowledge that young people 

need to have in order to take part in working life. With the rapidly digitalizing society after the 

1970s, adaptation to technology and technological literacy have become increasingly important. 

After the 2000s, it is understood that especially coding and data processing information has 

gained importance and new professions have emerged in the context of this information. Within 

this information, it is important to update the training curricula depending on current 

developments. For example, considering the importance of coding from the preschool period, 

it is thought that it is necessary to ensure that coding lessons are included in school curricula. 

On the other hand, due to the social changes experienced, it should be ensured that young people 

can be employed in new professions by increasing their technology literacy.  In order for young 

people to take part in working life, their creativity should be developed and supported 

financially. Differences in the level of development of countries are reflected in young people 

as inequality of opportunity. For this reason, it is important to eliminate the inequalities that 

young people may encounter in their use of technology in the rapidly digitalizing society 

structure. It is important to ensure that young people stay in working life and to support 

themselves with necessary courses and trainings so that they can be employed according to their 

professional skills after education. Thus, young people will be able to renew themselves through 
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 lifelong learning.  In the formulation of policies, it is important to take into account the 

individual differences of young people (learning speeds, differences in recruitment time) and 

the level of development of countries.  

Updating the course contents in universities according to the expectations of the job 

market will facilitate the transition of young people to working life and accelerate their 

transition to working life in the workplace. It is thought that easy adaptation to working life will 

increase the productivity of the young person at work. The fact that young people benefit from 

national and international internship and student mobility programs during their university 

years and take part in NGOs voluntarily push them to have an idea about what awaits them in 

the market.  Thus, young people have the opportunity to develop by seeing both their strengths 

and weaknesses.  

There are inequalities in terms of access and use skills in technological tools. Young 

people need to be given access to the internet for free or at low prices. The problems of 

ownership in technological products (computer, tablet, smartphone) must first be solved.  

Young people should be provided with free or more affordable internet access.  Reducing taxes 

on technological products (computers, smartphones and tablets) can be considered.  

Following the development in information technologies and ensuring that the 

transformation in the professions is reflected in the expertise of young people is also critical for 

the economic growth of countries.   Since the 1970s, the situation of encountering increasingly 

digital social dynamics due to the rapidly changing social structure has led to radical changes 

in some professions and the emergence of new employment areas with new professions.  

All lecturers in the education level are required to update the course content according to 

the periodic conditions. Providing transformation and artificial intelligence applications in 

education from the first stage of education will increase the employability of young people. 

Societies in which all kinds of inequality of opportunity (education, economy, social life and 

digital) are eliminated will be a society in which the life satisfaction and quality of life of 

individuals increases economically, socially and politically.  

  

References 

Akarçay, E. (2011). Sanayi sonrası toplum Daniel Bell, in A.G. B., Editor. S.  S. Editor, Çağdaş sosyoloji 

kuramları Eskişehir, 2-29. 

Bambra, C., Lynch, J., & E. Smith, K. (2021). Pandemic precarity: Inequalities in the economic crisis. 

The unequal pandemic: COVID-19 and health inequalities. Bristol University Press, Policy Press.  



 

 

73 
 

EJERCongress 2022 Conference Proceedings 

 

 Breen, R., (1992). Job changing and job loss in the Irish youth labour-market: A test of a general model. 

European Sociological Review, 8(2), 113-125.  

Cheng, C. (2020). Pushed to the margins: The unequal impacts of the COVID-19 crisis on marginalised 

Malaysian workers. Institute of Strategic and International Studies, 7 (20), 1-6. 

Dickinson, F., Dickinson-Bannack, M.E., Azcorra, H., Castillo-Burguete, T., and Méndez-Domínguez, 

N. (2020). Commonsense preparedness for uncommon adversities. Human Ecology Review, 26 

(1), 19-30.  

Gottlieb, D., & Lienhard Heinsohn, A. (1973).  Sociology and youth. The Sociological Quarterly, 14 

(2), 249- 270. 

Görgün Baran, A.  (2011). Postmodern Sosyal Teori. A. Görgün-Baran ve S. Suğur (Ed.), Çağdaş 

sosyoloji kuramları İçinde (s. 50-75). Anadolu Üniversitesi.  

International Labour Organization. (2018). Genç işçilerin sağlık ve güvenliğinin iyileştirilmesi. 

https://www.ilo.org/wcmsp5/groups/public/---ed_protect/---protrav/---

safework/documents/publication/wcms_625223.pdf 

International Labour Organization.  (2020a). Global employment trends for youth 2020: Technology and 

the future of jobs, https://www.ilo.org/wcmsp5/groups/public/---dgreports/---dcomm/---

publ/documents/publication/wcms_737648.pdf 

International Labour Organization (2020b). Genç İstihdamı, https://www.ilo.org/ankara/areas-of-

work/youth-employment/lang--tr/index.htm 

International Labour Organization (2020c).Youth and Covid-19 impacts on jobs, education, rights, and 

mental well-being survey report https://www.ilo.org/wcmsp5/groups/public/---

ed_emp/documents/publication/wcms_753026.pdf 

International Labour Organization (2020d). COVID-19 ortamında ve sonrasında uzaktan çalışma 

uygulama kılavuzu https://www.ilo.org/wcmsp5/groups/public/---europe/---ro-geneva/---ilo-

ankara/documents/publication/wcms_759299.pdf 

International Labour Office. (2021). Youth and COVID-19: Access to decent jobs amid the pandemic.  

https://www.ilo.org/ankara/publications/research-papers/WCMS_771428/lang--en/index.htm 

International Labour Office. (2022). WESO Eğilimler 2022. 

https://www.ilo.org/ankara/news/WCMS_834462/lang--tr/index.htm. 

Meester, J., & Ooijens, M. (2020), COVID-19 impact on the value chain — conceptual paper [CRU 

Policy Brief]. 

Orrell, B., Bishop M. M., & Hawkins, J. (2020).  A road map to reemployment in the COVID-19 

economy empowering workers, employers, and states. American Enterprise Institute, 1-18.  

Prensky, M. (2001). Digital natives, digital immigrants, From On the Horizon, 9 (5), 1-6. 

Türkiye İstatistik Kurumu. (2021). İstatistiklerle gençlik, 

https://data.tuik.gov.tr/Bulten/Index?p=Istatistiklerle-Genclik-2021-45634# 

United Nations, Global issues youth. https://www.un.org/en/globalissues/youth.  

U.S. Bureau of Labor Statistics, (2021). Projections overview and highlights, 2020–30 

https://www.bls.gov/opub/mlr/2021/article/projections-overview-and-highlights-2020-30.htm 

Wadsworth, T. (2006). The meaning of work: Conceptualizing the deterrent effect of employment on 

crime among young adults, Sociological Perspectives, 49 (3), 343-368.  

Word Economic Forum (2022). Catalysing Education 4.0 Investing in the Future of Learning for a 

Human-Centric Recovery Insight Report 

https://www3.weforum.org/docs/WEF_Catalysing_Education_4.0_2022.pdf 

Yüksek Öğretim Kurulu (2019), Geleceğin Meslekleri Çalışmaları 

https://www.ilo.org/wcmsp5/groups/public/---ed_protect/---protrav/---safework/documents/publication/wcms_625223.pdf
https://www.ilo.org/wcmsp5/groups/public/---ed_protect/---protrav/---safework/documents/publication/wcms_625223.pdf
https://www.ilo.org/wcmsp5/groups/public/---dgreports/---dcomm/---publ/documents/publication/wcms_737648.pdf
https://www.ilo.org/wcmsp5/groups/public/---dgreports/---dcomm/---publ/documents/publication/wcms_737648.pdf
https://www.ilo.org/ankara/areas-of-work/youth-employment/lang--tr/index.htm
https://www.ilo.org/ankara/areas-of-work/youth-employment/lang--tr/index.htm
https://www.ilo.org/wcmsp5/groups/public/---ed_emp/documents/publication/wcms_753026.pdf
https://www.ilo.org/wcmsp5/groups/public/---ed_emp/documents/publication/wcms_753026.pdf
https://www.ilo.org/wcmsp5/groups/public/---europe/---ro-geneva/---ilo-ankara/documents/publication/wcms_759299.pdf
https://www.ilo.org/wcmsp5/groups/public/---europe/---ro-geneva/---ilo-ankara/documents/publication/wcms_759299.pdf
https://www.ilo.org/ankara/publications/research-papers/WCMS_771428/lang--en/index.htm
https://www.ilo.org/ankara/news/WCMS_834462/lang--tr/index.htm
https://data.tuik.gov.tr/Bulten/Index?p=Istatistiklerle-Genclik-2021-45634
https://www.un.org/en/globalissues/youth
https://www.bls.gov/opub/mlr/2021/article/projections-overview-and-highlights-2020-30.htm
https://www3.weforum.org/docs/WEF_Catalysing_Education_4.0_2022.pdf


 

 

74 
 

EJERCongress 2022 Conference Proceedings 

 

 Examining Vision and Mission Statements of the Science and Art Centers 

in the Scope of Lifelong Learning 

 

Dr. Çiğdem ÇELIK ŞAHIN 

Ministry of National Education/Turkey 

cigdem.cigdem@yahoo.com 

ORCID: 0000-0003-4118-2325 

 

Abstract 

The vision and mission statements are the important part of strategic planning and educational management. The 

purpose of this research is to examine the vision and mission statements of the Science and Arts Centers which 

provide project-based education for identified gifted and talented students in Turkey in the scope of lifelong 

learning. Additionally, it was aimed to find out the opinions of teachers and managers at these centers on lifelong 

learning. This is a qualitative research. In 2020-2021 academic term, the vision and mission statements on the 

websites were examined. 213 teachers and managers were included in the research. The document and content 

analysis were used to analyze the data. According to the results, it was determined that the mission and vision 

statements were defined without understanding the importance, and following the rules. 82 Science and Arts 

Center’s vision and mission statements are the same. There are not defined vision and mission statements of 13 

Science and Arts Centers. Only 3 Science and Arts Centers emphasized lifelong learning in their vision and mission 

statements, and two of these centers had the same mission statements. There were not defined vision and mission 

statements at 13 Science and Arts Centers. According to the views of the teachers and managers who participated 

in the research, it was concluded that lifelong learning was a necessity for following up-to-date information and 

technology, the continuity of learning and development, the necessity of self-renewal of the Science and Arts 

Center teacher, creating equal opportunities, realizing goals, giving 21st century skills to students, raising 

individuals who can see and solve the problem, assimilation of scientific thought. Based on the results, the 

suggestions were presented as follows: By examining the Science and Arts Centers in different geographical 

regions in Turkey separately, similarities-differences in vision and mission statements could be revealed. 

Informative training or seminars for teachers and managers can be organized in order to determine the vision and 

mission statements appropriately and accurately. 

Keywords: Educational management, Strategic planning, Gifted and talented education, Turkey 

 

Introduction 

In the context of educational management, setting vision and mission can be considered as a set 

of expressions that distinguishes educational institutions from others and reflects the 

organizational culture. Determining the steps to be taken in line with the planned targets and 

the position they want to be in in the future form the basis of strategic planning. In order to 

adapt to the ever-changing environmental conditions and to preserve their existence for a long 

time, educational organizations must constantly renew themselves in a systematic way and cope 

with uncertainty and chaos by not staying behind the times. The way to do this is to make a 

strategic plan (Çekiç & Dilber, 2020). Strategic planning, implementation and control for an 

organization to achieve its goals are expressed in the concept of strategic management 

(Bayraktar et al., 2020). 
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 The Regulation on the Procedures and Principles Regarding Strategic Planning in Public 

Administrations, which has a guiding nature with strategic planning, was released in 2006, and 

the circular on strategic planning in schools and institutions (Ministry of National Education 

[MoNE]) was released in 2010. Since 2010, strategic planning studies have also been 

implemented in educational organizations (Izgar, 2020). Determining the mission and vision 

statements in the process of preparing the strategic plan in schools is stated as a very important 

step in terms of directing all the activities of the school (Başpınar, 2020). 

The mission of an educational organization is a formatted document that defines the 

educational philosophy, values, and differences of the organization from other educational 

institutions. Among the benefits of the mission to educational organizations are guiding schools 

in decisions to be taken, creating certain behavioral patterns, and creating a common school 

culture or set of values (Başpınar, 2020). When the vision is considered in terms of educational 

institutions, it can be determined in two ways. The first of these is related to where the school 

wants to see itself in the future, which is stated as the institutional vision. The second is the 

vision that is seen as the output of the education system and what kind of human source profile 

is desired to be raised (Aşlamacı & Karmış, 2020). It can be said that the correct determination 

of the mission statement in schools has a critical importance in shaping the projects, policies or 

decisions. In the literature, it is seen that there are a limited number of studies examining the 

mission statements in the strategic plans or websites of educational institutions (Dede, 2022). 

This research is carried out to examine the vision and mission statements of the Science and 

Art Centers [SACs] within the scope of lifelong learning (LLL) and to determine the views of 

the SACs teachers and managers on LLL. 

 

Problem Statement 

Determination of vision and mission statements has an important place in educational 

management and strategic planning processes. The mission of the school is explained as the 

reason for its existence. The mission clearly states what the organization does, how it does it, 

and for whom it does it. (Şişman & Turan, 2001). In Turkiye, various laws and regulations have 

been determined for individuals who have different and exceptional characteristics from the 

individuals in general education, and those who are in this situation are included in the scope 

of special education. Special education is defined as the education that is carried out in an 

environment suitable for their characteristics with specially trained personnel, developed 
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 training programs and methods to meet the educational needs of these individuals (MoNE, 

2013). 

The gifted and talented individuals, who are a source of qualified human source, are tried 

to be protected by law in Turkiye. The education of gifted children is carried out by the General 

Directorate of Special Education and Guidance Services in MoNE. The gifted and talented 

students have project-based education in line with their potential at the SACs. Developments 

related to gifted education in Turkiye have accelerated in recent years, and studies have been 

carried out to increase the quality at the international level. With studies such as curriculum 

development, human resources training, national and international projects, progress in gifted 

education has gained significant momentum. For the organizations for this special population, 

gifted and talented students, strategic planning, vision and mission statements should be 

carefully prepared and defined. The concepts of mission and vision are very important in terms 

of strategic management, and strategic management cannot be mentioned in an institution 

whose mission and vision are not determined, but the mission and vision of the organizations 

should be suitable for strategy development. (Soygür, 2018). It is possible for gifted individuals 

to achieve significant worldwide success, by transforming the skills gained in the teaching 

process, which are defined as LLL principles in the teaching process, into a permanent state, 

and by gaining the necessary knowledge and equipment for sustainable competitiveness. In this 

context, the role of the SACs is great. This research is important in terms of enabling the 

evaluation of the SACs at the point of reaching its goal within the scope of LLL, which aims to 

provide advanced education opportunities to gifted individuals. The research questions are 

given below: 

1) What are the vision and mission statements of the SACs in Turkiye within the scope of     

strategic management, are they properly determined? 

2) Is LLL emphasized in the vision and mission statements of the SACs? 

3) What are the opinions of SAC teachers and managers on LLL? 

 

Method 

There are two parts in this study. Within the scope of the study, the questionnaire prepared to 

collect data on LLL was sent via e-mail to the teachers and managers working at the SACs. 

There are a total of 214 SACs in Turkey. 320 managers, 2634 teachers work at the SACs 

(Köksal, 2021). For this research, 128 SACs were included in 2020. The homogeneous 
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 sampling technique, one of the purposive sampling methods, was used as the sampling method. 

Purposeful sampling is a technique widely used in qualitative research for the identification and 

selection of information-rich cases; it has been shown to be effective where there are limited 

resources (Patton, 2002). The study group of the research consists of 213 teachers and managers 

(managers and assistant managers) working at the SACs. In the second stage of the research, 

the vision and mission statements on the official web pages of 128 SACs were reached, and the 

data were collected by document analysis technique. According to Yıldırım & Şimşek (2018), 

qualitative research is a qualitative process in which observation, interview and document 

analysis are used, which is one of the qualitative data collection methods, aiming to reveal the 

events and perceptions in their natural environments in a realistic and holistic way. Document 

review includes written materials containing information about the cases aimed to be 

investigated (Yıldırım & Şimşek, 2018).  

Data Collection and Analysis 

In this study, the collection of data was carried out with the document analysis technique, and 

the analysis was carried out with the content analysis technique. The information obtained in 

this analysis is coded, summarized and interpreted (Büyüköztürk et al., 2015). First, the vision 

and mission statements on the web pages of the SACs were reached. Secondly, the data obtained 

from the questions asked to teachers and managers working at the SACs about LLL were 

analyzed by content analysis method. Content analysis is a scientific research method used to 

make meaningful and valid inferences about texts and the contexts in which they are used. 

(Krippendorff, 2004). Since the research is a qualitative research, help from another expert was 

taken to ensure reliability. For this, it is important that different coders examine the same data 

and that the results are consistent (Çilingir, 2017). 

Data Collection Tool 

The questionnaire used to collect data in the research consists of two parts. In the first part, 

there are demographic questions about the participants' job, gender, age, professional seniority, 

and the level of education. There is only one question (What are your opinions on LLL at the 

SACs?) in the form. In order to ensure that the problem is clear and understandable, the opinions 

of two field experts were taken and a pilot application was conducted with five volunteer 

teachers and managers. The clarity of the problem was evaluated with the feedback of the 

participants. 
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 Table 1 

Demographic Characteristics of the Participants 

Participants and characteristics N % 

Duty 

Manager/Assistant manager 54 25,35 

Teacher 159 74,64 

Gender 

Female 106 49,76 

Male 107 50,23 

Age 

20-30 22 10,32 

31-39 85 39,90 

40-49 88 41,31 

50 and above 18 8,45 

Professional seniority 

5-10 37 17,37 

11-15 68 31,92 

16-20 55 25,82 

21 and above 53 24,88 

Graduation 

Undergraduate 105 49,29 

Master 97 45,53 

PhD 11 5,16 

Total 213 100 

 

As seen in Table 1, 54 managers (managers and assistant managers) and 159 teachers 

participated in the research. 106 of the participants were female and 107 were male. 22 

participants were 20-30, 85 participants were 31-39, 88 participants were 40-49 and 18 

participants were 50 and above years old. There were 37 participants who had 5-10 professional 

seniority, 68 had 11-15, 55 had 16-20 and 53 had 20 and above. 105 of the participants had 

undergraduate degree, 97 had master’s degree, and 11 had doctoral degree. 
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 Findings 

The opinions of the participants on LLL were categorized as themes and subthemes.  

 

Table 2 

Participant Opinions on LLL 

Theme Subthemes F 

Evaluation of LLL as a necessity 

 

Follow-up of updated information and technology 18 

Continuity of learning and development 17 

The SAC teacher's obligation to renew her/himself 14 

Creating equal opportunity 4 

Achieving the SACs’ goals 4 

Giving 21st century skills to students 4 

Raising individuals who can identify and solve the problem 3 

The SACs should be open to development and change. 3 

The SAC teachers and managers should get LLL trainings 3 

Understanding scientific approaches 2 

Following innovations, inventions, discoveries beyond the 

age 

2 

Contributing to the development of the country and society 2 

The reason for the SACs’ existence 2 

Achieving the main objectives of the MoNE 2 

LLL should be the general objective of teachers 2 

 

As seen in Table 2, the opinions of the participants about LLL were gathered under the theme 

of evaluating LLL as a necessity. The expressions with higher frequency are the follow-up of 

current information and technology, the continuity of learning and development, and the SAC 

teacher's obligation to renew himself. Other expressions are creating equality of opportunity, 

realizing the goals of the SACs, giving 21st century skills to students, raising individuals who 

can see and solve problems, attainment of scientific thoughts, following innovations, making 

inventions and discoveries beyond the age, contributing to the development of the country and 

society. In addition, there are statements such as the reason for existence of SACs, the 

realization of the main objectives of national education, LLL should be the general purpose of 

SAC teachers, the obligation of the SACs to be open to development and change, the obligation 
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 of SAC teachers and administrators to receive LLL training. The quotations belong to the 

participants are as follows: 

“Raising individuals who produce projects that will contribute to the development of the 

country and society” 

“Realizes the reason for existence of the SACs” 

“Teachers should be in continuous education, research and learning in order to constantly 

renew and improve themselves.” 

 

Table 3 

Participant Opinions on LLL 

Theme Sub themes F 

Ensuring organizational and instructional 

effectiveness 

To be a society that produces knowledge 18 

Developing students' horizons 17 

Providing flexibility in instructional programs 6 

Providing correct orientation to students 4 

Role models of lifelong learner teacher 4 

Supporting science and arts 3 

Integrating gifted students into society 3 

LLL should be the philosophy of the SACs 3 

For sustainable development 3 

LLL should be added to strategic plans 2 

Contributing to student, teacher projects 2 

More beneficial teachers who are constantly 

improving 

2 

Contributing to raising more successful 

individuals 

2 

Revealing and realizing student potentials 2 

Integrating teaching into real life 2 

 

As seen in Table 3, the opinions of the participants about LLL are gathered under the theme of 

ensuring institutional and educational effectiveness. It has been found that the expressions with 

the highest frequency are to develop students' horizons and to be a society that produces 

knowledge. Other expressions are; providing correct orientation for the students, role models 

of life long learning teachers, supporting science and art, reintegrating gifted students into 
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 society, LLL being the philosophy of the SACs, providing sustainable development, adding 

LLL to strategic plans, student-teacher contribute to its projects. In addition, the belief that 

constantly improving teachers are more beneficial, contributing to the training of more 

successful individuals, revealing and realizing the potential of students, and integrating teaching 

into real life. The quotations belong to the participants are as follows: 

“I think it is important in terms of evaluating the potential of gifted students.” 

“In institutions where education is given to raise scientists and artists, lifelong learning to teach 

learning is important in terms of integrating with real life at every stage.” 

“Teachers are talking about new approaches, new technologies, new models, etc. It should be 

life-long learners to get to know each other.” 

 

Table 4 

Participant Opinions on LLL 

Theme Sub themes F 

Contribution to student 

qualifications 

 

Learning by practising 14 

Raising people who are open to learning 13 

Raising self-sufficient students 3 

Development of personal and social skills 3 

Developing thinking, producing, researching and problem 

solving skills 

3 

Increase in science and art achievements 2 

Learning to learn 2 

Educating inquiring students 2 

For students to create LLL self future document 2 

Developing a sense of self-confidence 2 

Developing the organizational 

vision 

Continuous development and keeping up with change 16 

LLL approach to serve the purpose of existence of the SACs 8 

For teachers to create LLL self future document 4 

Creating a vision based on LLL 4 

 

As seen in Table 4, the opinions of the participants are gathered under the themes of contribution 

to student qualifications and developing of the organizational vision. It is seen that the sub-

themes are learning by practicing, keeping up with continuous development and change have 

the highest frequency. Other sub-themes are raising self-sufficient students in order to raise 
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 people who are open to learning, development of personal and social skills, development of 

thinking, production, research and problem solving skills, increase in science and art 

achievements, learning to learn, educating inquiring students, for students to create LLL self 

future document, to develop a sense of  self-confidence, LLL approach serves the purpose of 

existence of the SACs, for teachers to create LLL self future documents, and create a vision 

based on LLL.  

The quotations belong to the participants are as follows:  

“The SACs will contribute to the self-realization of its students, as lifelong learning supports 

the development of personal and social skills of students.” 

“It is important to raise individuals with high self-confidence, sensitive to environmental issues, 

and broad vision in cooperation with non-governmental organizations.” 

“I believe that unless we can evaluate the lifelong learning process both institutionally and in 

the context of teachers and students, its effectiveness and efficiency cannot be measured. I think 

that teachers and students should also create future documents in addition to the strategic plans 

that are made in the organizational sense but have problems at the point of implementation. By 

ensuring that they are measurable, the contribution rate to the goals of the SACs can be 

determined.” In Table 5, examples of vision statements at the SACs web pages are presented. 

 

Table 5  

Samples for Vision Statements of the SACs 

Vision statements 

To be a modern and leading institution To raise creative individuals 

To be the leading organization in raising gifted 

children at international standards 

To be an organization that identifies gifted 

individuals at an early age 

Being an organization that teaches learning Raising young people who invent 

Reaching world standards in education, research 

and development and scientific practice 

Raising individuals who have adopted learning 

as a principle 

To be an institution with the technological 

equipment required by the age 

Raising productive individuals 

To be the science and art center of Turkey and the 

world. 

We exist to shed light on the future. 

To be an organization that supports and accelerates 

economic, social and cultural development 

To increase the welfare and happiness of 

Turkish citizens and Turkish society  
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 Being an organization in cooperation with public-

private universities and NGOs 

Raising individuals who have adopted the use 

of scientific principles and methods 

Being an institution that opens a science fair every 

year 

Raising individuals with a healthy sense of self 

To be an organization where cooperation and 

solidarity are provided 

Individuals who are aware of their talents and 

know the ethics of their work 

Being a project-oriented institution Raising environmentally conscious people 

 

As seen in Table 5, at the SACs, some vision statements are as follows: To increase the welfare 

and happiness of Turkish citizens and Turkish society, to be an organization that supports and 

accelerates economic, social and cultural development, being an institution that opens a science 

fair every year, providing an environment that develops the capacities of gifted children. 

In Table 6, examples of mission statements on the SACs’ organizational web pages are 

presented. 

 

Table 6 

Mission Statement Samples of the Sacs 

Mission statements 

Raising individuals who adhere to Atatürk's principles and 

reforms 

Raising individuals who have adopted 

national and universal values 

Providing students a life-long education To provide education in accordance 

with the intelligence and abilities of 

the students 

With special education programs; provide support training Raising individuals who can solve the 

problems 

Providing real-life learning opportunities Providing learning through special 

educational activities 

Raising individuals who protect their national and moral 

values 

Developing independent and critical 

thinking individuals 

Raising individuals who know how to access and use 

information 

Educating individuals who can work 

as a team 

Educating individuals who can work independently Raising individuals with social 

responsibility 

Raising environmentally conscious individuals Raising individuals who can express 

themselves in society 
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 Raising individuals as sensitive, self-sacrificing, determined 

and happy individuals who are aware of themselves and the 

society they live in. 

Creating enriched environments where 

children can learn while having fun 

Raising individuals who are at peace with themselves and 

their environment 

Developing children's imagination, 

creative and critical thinking skills 

 

As seen in Table 6, at the SACs, some mission statements are as follows: Raising individuals 

who protect their national and moral values, to provide education in accordance with the 

intelligence and abilities of the students, to raise researchers. 

 

Table 7 

Frequency Values of Themes Related to the Sacs’ Vision and Mission Statements 

Theme Vision [V]/ Mission[M] statements F Total 

Development V 85 139 

M 54 

Art V 54 137 

M 83 

Capacity V 57 112 

M 55 

Values V 49 109 

M 55 

Science V 66 103 

M 37 

Leader V 29 98 

M 69 

Future V 38 62 

M 24 

Technology V 14 29 

M 15 

Ataturk V 4 14 

M 10 

Social V 4 13 

M 9 

Model V 12 12 
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 M - 

Cognitive and affective development V - 4 

M 4 

LLL V - 3 

M 3 

 

As seen in Table 7, The SACs’ vision and mission statements were examined one by one and 

the data obtained were collected under 13 themes. These themes are development, art, capacity, 

values, science, leader, future, technology, Atatürk, sociability, modeling, cognitive and 

affective development and lifelong learning. The highest frequency theme is development, and 

the lowest frequency theme is lifelong learning. 

 

Discussion 

As a result of the research, it has been determined that in a certain number of the SACs’ mission 

and vision statements do not reflect the identity of the institution, were not applicable. There 

were deficiencies, and an important part of the statements were the same. According to Özdem 

(2011) the success of the strategic plan depends on the mission, vision and strategic purpose 

statements that the organization can implement, are easily remembered and accepted by its 

stakeholders. The mission and vision statements also give the organization a corporate identity 

and at the same time reveal the aspects of the organization that are different from its 

counterparts. In addition to this, Özdemir (2019) obtained similar results in the research and 

determined that a significant part of the schools had deficiencies in their vision and mission 

statements, the differences of the vision and mission statements were not known, and many 

schools had the same vision and mission statements. The other result of the research is that the 

expressions of development, art, capacity, values, science, leader, future, technology, Atatürk, 

sociability, being a model are frequently included in the vision and mission statements of the 

SACs, but the expressions of cognitive and affective development and lifelong learning are the 

least included. Özdemir (2019) determined that cultural values, development and sustainability, 

raising individuals who are committed to Atatürk's principles and reforms are the prominent 

categories in the mission and vision statements of the schools, and the use of technology is the 

least mentioned expression. 

In this research, it was concluded that LLL is necessary and important to contribute to 

student qualifications, develop the organizational vision, ensure organizational and 
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 instructional effectiveness. According to Gözübüyük-Tamer (2013), social developments 

causes the existing qualifications and brings the need for the renewal. Having the knowledge 

and the quality. The individuals need to acquire new qualifications and improve them to adapt 

to change. LLL which covers all the activities to develop existing knowledge and competences 

is a result of this need. 

 

Conclusion 

This research was carried out in order to examine the vision and mission statements of all the 

SACs active in Turkey in 2020-2021 in the corporate internet addresses within the scope of 

LLL and to examine the views of SAC teachers and managers on LLL. When the vision and 

mission statements of the SACs were examined, it was determined that they were defined 

without understanding the importance, and following the rules. Mission and vision statements 

are the same in the most SACs. Since their content is not fully specified, they remain as words 

or phrases that are not understood and adopted by their stakeholders. Depending on what these 

concepts mean and how often they are used, interpretations can be made about the mission that 

the institution wants to undertake, the distance it wants to reach and the goals it wants to achieve 

(Taş et al., 2019). When the web pages of the SACs are examined, it has been concluded that 

the vision and mission statements of 82 SACs are the same. There are not defined vision and 

mission statements at 13 SACs. Only 3 SACs emphasized lifelong learning in their vision and 

mission statements, and the missions of 2 SACs are the same. 

According to the views of the SAC teachers and managers who participated in the 

research, it was concluded that LLL is a necessity for following up-to-date information and 

technology, the continuity of learning and development, the necessity of self-renewal of the 

SAC teacher, creating equal opportunities, realizing goals, giving 21st century skills to students, 

raising individuals who can see and solve the problem, gaining of scientific thought. In addition, 

the importance of LLL is emphasized for ensuring institutional and educational effectiveness. 

The teachers and managers stated that LLP is important to be a productive society, to provide 

flexibility in the curriculum, to support science and arts, to contribute student-teacher projects, 

to realize the student potential, to integrate the instruction into real life. According to the results, 

LLP is important for continuous development, keeping up with the change, developing social 

and individual skills, and producing, research and problem-solving skills. 
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 When analysed the vision and mission statements, it was concluded that development, 

arts, capacity, values, science, leader, future, Ataturk, sociability, Cognitive and affective 

development, and LLL themes were emphasized. 

Strategic management is not only a management model applied by managers, it requires 

managing all human and economic resources of the organization by considering the 

environment (Doğan & Gülay, 2019). For this reason, it is not sufficient for the mission and 

vision statements to be determined and adopted only by the management, they must be 

understood and adopted by all stakeholders, especially the employees (Akduman et al., 2021). 

 

Recommendations 

Based on the research results, the following recommendations were made: 

 In the process of determining the vision and mission statements of the SACs, opinions 

can be taken from the stakeholders of the institution, such as teachers, managers, 

students and parents. 

 By examining the SACs in different geographical regions in Turkey separately, 

similarities-differences in vision and mission statements can be revealed. 

 Informative training or seminars can be organized in order to determine the vision and 

mission statements appropriately and accurately. 
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Abstract 

This research attempts to add to the existing literature of language learning strategy uses by advancing our 

understanding of what language learning strategies (LLS) are preferred by learners who were given a one-year 

English education at two state universities and to find out whether strategy uses were directly related to being 

successful in language learning. A total of 286 students filled out a questionnaire called Strategy Inventory for 

Language Learning (SILL), participated in the study. For deeper information 6 students from each university were 

asked to answer interview questions. It also aimed at discovering what strategies the students mostly preferred and 

whether there were any changes in strategy choices at the end of the learning program. The results of the study 

showed that there is a significant relationship between students' language learning strategy use and language 

learning levels. In addition, in the pre-test post-test comparison applied to see the possible effect of the preparatory 

education, it was observed that there was a positive increase in the use of language learning strategies by the 

students at the end of the preparatory education. Based on the results, the study is expected to contribute to the 

theory behind language teaching and learning in Turkey. 

Keywords: Language proficiency, Learning strategies, Preparatory education, University students, Turkish 

learners. 

 

Özet 

Bu araştırma, iki devlet üniversitesinde bir yıllık İngilizce eğitimi alan öğrenciler tarafından hangi dil öğrenme 

stratejilerinin (LLS) tercih edildiğine dair anlayışımızı geliştirerek mevcut dil öğrenme stratejileri literatürüne 

katkıda bulunmayı ve strateji kullanımlarının bu stratejilere uygun olup olmadığını bulmayı amaçlamaktadır. 

Çalışmaya Dil Öğrenimi için Strateji Envanteri (SILL) adlı anketi dolduran toplam 286 öğrenci katılmıştır.  Daha 

detaylı bilgi için her üniversiteden 6 öğrenciden görüşme sorularını yanıtlamaları istendi. Çalışmada ayrıca 

öğrencilerin en çok hangi stratejileri tercih ettiği ve aldıkları hazırlık eğitiminin sonucunda bu stratejilerde 

değişiklik olup olmadığını saptamak amaçlanmıştır. Araştırmanın sonuçları, öğrencilerin dil öğrenme stratejisi 

kullanımı ile dil öğrenme düzeyleri arasında anlamlı bir ilişki olduğunu göstermiştir. Ayrıca hazırlık eğitiminin 

olası etkisini görmek için uygulanan ön test son test karşılaştırmasında öğrencilerin hazırlık eğitimi sonunda dil 

öğrenme stratejilerini kullanmalarında olumlu bir artış olduğu görülmüştür. Elde edilen sonuçlarla, çalışmanın 

Türkiye'de dil öğretimi ve öğrenimine katkı sağlaması beklenmektedir. 

Anahtar Kelimeler: Dil yetkinliği, Öğrenme stratejileri, Hazırlık eğitimi, Üniversite öğrencileri, Türk öğrenciler 

 

 

                                                             
1 This study was a part of the MA thesis of the first author whose advisor was the second author in an English 
Language Teaching Program. 

mailto:dilekcelik@adu.edu.tr


 

 

90 
 

EJERCongress 2022 Conference Proceedings 

 

 Introduction 

Language is the key of life as it enables people to express their thoughts (Crystal, 2008). Unlike 

other languages, English has gained far more importance as is “the language of business, 

technology, science, the Internet, popular entertainment, and even sports” (Nunan, 2003, p. 589. 

As a consequence of these, a high demand for learning English emerged for people who are in 

search for a globalized communication, a better job, better education opportunities and an 

awareness for different cultures (Ghasemi & Hashemi, 2011). This need for learning English 

made researchers to investigate how learners can learn a language better and why some learners 

are better at learning languages (Cohen, 2011; Oxford, 2016; 2018; Wong & Nunan, 2011). As 

a result, to enhance autonomous learners and to create a learning atmosphere enabling student-

centeredness, one of the variables, which gained increased popularity among researchers and 

teachers, is language learning strategies (LLS) (Brown, 2007; Cohen, 2011; Oxford, 2011; Shi, 

2017; Tse, 2011). Although LLS are seen important in language learning and teaching, it is hard 

to find out a consensus upon the definition of LLS among researchers (Chen, 2007; Cohen, 

2011; Ellis, 2008; Oxford, 2016; 2018). Rubin (1975), being among the very first researchers 

in the field, described LLS as “the techniques or devices which a learner may use to acquire 

knowledge (p. 43)”. Oxford (2016) in a similar way defines LLS as: 

...operations employed by the learner to aid the acquisition, storage, retrieval, and use 

of information…; specific actions taken by the learners to make learning easier, faster, 

more enjoyable, more self-directed, more effective, and more transferable to new 

situations (p. 8). 

Phakiti (2003), on the other hand, suggests two roles of LLS: (i) they reinforce learners’ 

learning and acquisition process, (ii) strengthen their performance while accomplishing a task 

in the target language, to interact with others; in conclusion, independently of its purpose, using 

a strategy by learners is performed consciously.  

In language education, LLS are accepted to have a significant role by most of the 

researchers (Cohen, 2011; Griffiths & Oxford, 2014; Tirida & Tangkiengsirisin, 2020; 

Pfenninger & Singleton, 2017; Wu, 2008), as LLS are accepted as “making learning easier, 

faster, more enjoyable, more self-directed, more effective, and more transferable to new 

situations” (Oxford, 1990, p. 8). It has also been proposed that effective language learners apply 

strategies more in most of the learning process compared to weaker ones (Ehrman & Oxford, 

1990; Gan, 2011; Gerami & Baighlou, 2011; Lee & Lyster, 2016). 
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 There are numerous variables that affect the LLS choice of learners including cultural 

background (Bessai, 2018; Lee & Heinz, 2016), motivation (Oxford, 2016), learning styles 

(Gungor, Sofraci, Celik, & Yayli, 2016), gender (Griffiths & Oxford, 2014; Kaplan, 2016), age 

(Chen, 2007; Pfenninger & Singleton, 2017), subject matter and proficiency level  

(Charoento, 2016; Tirida & Tangkiengsirisin, 2020; Wu, 2008). 

As a follow up to the existing studies, the present study aimed to examine the LLS 

employed by Turkish state university preparation class students. Therefore, a questionnaire 

based on Oxford’s (1990) categorization about LLS and initial and final interviews with some 

volunteering students were used as data collection tools. The following research questions were 

addressed: 

1) What are the possible effects of prep year education on differences upon the students’ 

initial and final uses of the LLS?  

2) Is there a difference between the students’ use of LLS and their proficiency levels?  

3) What additional insights about the use of LLS in four skills of English and their sub-

skills can be gained from students’ own statements? 

 

Method 

Participants  

The participants were the learners enrolled for the prep year to learn English and who were 

going to be educated in different departments at universities. They were chosen on a voluntary 

basis. In both universities, students have very similar prep year education. 136 students (74 

female; 61 male) from PAU and 156 students (60 female; 92 male) from ADU fulfilled the 

SILL; and among these students 6 students from each university were asked to answer some 

interview questions. All the students participated the study were voluntary.  

Instruments  

Two data collection instruments were used to collect the intended data. The first was the SILL, 

and the other one was the interview. The aim was to catch the participants’ preferences as neatly 

as possible as it is impossible to figure out LLS use via observation only (Cohen, 2011). 

The SILL has 50 items that assess six domains of the LLS. These categories are derived from 

the results of preliminary studies which made use of the SILL (Oxford, 1990) and Oxford’s 

detailed investigation of other researchers’ categories (Rubin 1975). 
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 In this study, interview data were also employed to identify LLS. The interview schedule 

consisted of four demographic questions including their department, their years of learning 

English, and 10 guiding questions LLS strategy use. 

Data Collection and Analysis  

This study was carried out in two stages: In the first stage, the SILL of Oxford (1990) which 

was adapted into Turkish educational contexts by Cesur and Fer (2007) was used for the 

investigation of the possible relationship among proficiency levels, LLS and prep year 

education both at the beginning of the fall semester and at the end of the spring semester. Also, 

interviews, with six students at different levels from each university, were carried out both at 

the beginning of the fall semester and at the end of the spring semester. Therefore, the study 

did not depend on a synchronic one-time collection of participants’ LLS preferences, but it had 

a diachronic nature as the participants’ initial and final preferences were collected both 

quantitatively and qualitatively within a longitudinal study design. The quantitative data were 

analyzed by using descriptive statistics with the SPSS, and the qualitative data were analyzed 

through qualitative content analysis by using pattern coding for recurrent themes. 

 

Findings 

What are the Possible Effects of Prep Year Education on Differences upon the Students’ 

Initial and Final Choices of the LLS? 

The scope of this study was the preparatory schools of two state universities in Aydın and 

Denizli. It was a longitudinal study, aiming at revealing LLS preferences of the prep year 

learners before starting the program at fall term and at the end of the program in the spring term 

(Table 1- 2).  
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 Table 1  

The General SILL Results of PAU Learners 

STRATEGIES PAU LEARNERS  

– at the beginning 

PAU LEARNERS 

 – at the end  

Cognitive Strategies (M= 39,80) (M= 47.98) 

Metacognitive Strategies (M=29,63) (M=34.77) 

Memory Strategies (M=25,32)  (M=31.84)  

Compensation Strategies  (M=18,31) (M=21.83) 

Social Strategies (M=15,93) (M=21.17) 

Affective Strategies (M=17,98) (M=19.22) 

 

Table 2  

The General SILL Results of ADU Learners  

STRATEGIES ADU LEARNERS  

– at the beginning 

ADU LEARNERS 

 – at the end  

Cognitive Strategies (M= 40.07) (M= 46.59) 

Metacognitive Strategies (M=31,73) (M=34.09) 

Memory Strategies (M=26,01)  (M=30.30)  

Social Strategies (M=18,72) (M=21.03) 

Compensation Strategies  (M=17,51) (M=20.63) 

Affective Strategies (M=16,36) (M=18.16) 

 

In the comparison of the means of the SILL results p value was taken into consideration and 

results showed statistically significant differences (p<.0.003) in the use of strategies by the 

participants after prep year education, which means that prep year education can have a positive 

effect upon learners’ use of strategies. According to the results, the participants in the study 

were aware of the significance of learning English and they applied several kinds of LLS to be 

able to learn English better. A wide range of LLS use was reported by them and their selection 

of LLS was significantly different from those they preferred before starting a prep year 

education. They were observed to use all strategies significantly more frequently than they had 

used them before receiving prep year education.  

The mean scores of learners showed that the most preferred strategies were cognitive 

(M=7.31) and memory (M=5.34) strategies. These were followed by metacognitive (M=3.68) 
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 and compensation (M= 3,31) strategies. The least preferred strategies were social (M=2.73) and 

affective (M=2.51) strategies. 

Learners preferred memory strategies at different levels of frequency. The most 

preferred memory strategy both at the beginning (M=3.43) and at the end of the term (M=3.99) 

was “I think of relationships between what I already know and new things I learn in English” 

and the least preferred memory strategy at the beginning of the term (M=2.33) was “I use 

flashcards to remember new English words”. At the end of the term, the least preferred strategy 

changed to “I physically act out English words” (M=2.92). 

When we analyzed learners’ use of cognitive strategy frequency, learners preferred 

these strategies at different frequencies from high-medium of use to low-medium of use. The 

most preferred strategy selected by the learners both at pre-test phase (M=3.52) and post-test 

phase (M=4.08) was “I watch English language TV shows or go to movies in English” and the 

least preferred strategy was “I make summaries of information that I hear or read in English” 

both at the beginning of fall term (M=2.07) and at the end of spring term (M=2.74). 

It was also found that EFL learners’ frequency of using compensation strategies ranged 

from high use to medium use at the pre-test phase and at the end of the term, learners used these 

strategies only with a high use frequency. Learners mostly preferred “If I can’t think of an 

English word, I use a word or phrase” (M=3.27) at the beginning of the fall term. At the end, 

this strategy was also a highly preferred one (M=3.78) along with the strategy “When I can’t 

think of a word during a conversation in English, I use gestures” (M=3,78). Learners preferred 

“I make up new words if I don’t know the right ones in English” less than the other items both 

at the pretest phase (M=2.66) and at the post-test phase (M=3.26). 

Metacognitive strategies were used by learners with a medium and high frequency rate. 

The highly preferred metacognitive strategy by the learners was “I pay attention when someone 

is speaking English” with the mean score 3.8 at the beginning of the term and 4.15 at the end 

of the term. At the pre-test, learners used “I plan my schedule so I will have enough time to 

study English” less frequently than the others (M=3.08). At the post-test along with this, the 

item “I look for opportunities to read as much as possible in English” was preferred less than 

others but it had still a high rate of use (M=3.53). 

Learners used affective strategies with different frequency ranges (from high to low). “I 

notice if I am tense or nervous when I am studying or using English” was highly preferred at 

the beginning of fall term with the mean score 3.51 and it was also highly selected by the 
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 learners at the end (M=3.77). On the other hand, learners rarely ticked “I write down my feelings 

in a language learning diary” both at the pre-test phase (M=1.64) and at the post-test (M=2.04). 

According to these results, it can be said that most of the learners preferred these strategies in 

high and medium rate at the beginning and at the end of the term. All the participants preferred 

social strategies with a high-use range. The strategy “If I do not understand something in 

English, I ask the other person to slow down or say it again” was highly preferred by the 

students with the mean score of 3.86 at the beginning and 4.12 at the end of the term. Learners 

preferred “I practice English with other participants” in a less frequency rate than other items 

in the group with the mean score 2.09 at the beginning and 2.82 at the end of the prep year 

education. 

In the analyses presented in this section, there was an increase in the mean scores of all 

the items in the SILL after the prep year education. This can be interpreted as a benefit of prep 

year education as it was one of the biggest potential reasons of this increase in the mean scores.  

Is There a Difference between the Students’ Use of Language Learning Strategies and Their 

Proficiency Levels?  

To find out if there were any meaningful differences, one-way analysis of variance (ANOVA) 

was applied to the SILL scores of the learners at the beginning of the fall term and based on the 

results there was a statistically significant difference among proficiency levels in the 

participants’ use of cognitive, memory and compensation strategies (p<.05). Among the 

subgroups where significant differences were found, a Scheffe post-hoc analysis was applied. 

According to the results of Scheffe post-hoc analysis, the intermediate group participants used 

memory strategies more than their pre-intermediate counterparts did at the beginning of the fall 

semester (p<.05). Furthermore, resulting mean scores indicate that the intermediate proficiency 

level participants used cognitive and compensation strategies more often than the elementary 

and pre-intermediate proficiency level learners did.  

At the end of the prep year education, all the learners completed the prep year at an 

intermediate level. However, in order to eliminate misunderstandings, learners’ category names 

did not change. In order to find out if there were any significant differences in the use of LLS 

according to their proficiency levels, one-way ANOVA was applied to the SILL scores of the 

learners at the end of the spring term. The results reveal that significantly meaningful 

differences existed among proficiency levels with respect to the use of memory, cognitive, 

compensation, metacognitive and social strategies (p<.05). 
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 Resulting mean scores of Scheffe post-hoc analysis report that the intermediate level 

learners used memory, cognitive and compensation strategies most commonly among all three 

proficiency levels. The mean scores also indicate that the intermediate level learners were more 

frequent users than elementary level learners in using metacognitive and social strategies. 

 

Findings of Qualitative Analysis of the Interviews as Pre- and Post-Tests 

Table 3  

The General Interview Results of Learners 

 Cognitive Metacognitive Memory Compensation Social Affective 

 Beg End Beg. End Beg. End Beg. End Beg. End Beg. End 

Voc. 11 7 3 10 8 10 - - - - - - 

Pr. 10 12 7 11 4 9 - - 2 - - - 

Gr. 11 12 1 3 7 3 - - - - - - 

Sp. 12 10 10 10 - - 11 10 - 1 2 1 

List. 4 5 10 10 - - 1 3 - - - - 

Rea. 11 12 7 10 - 1 7 12 - - - - 

Wr. 11 9 5 9 - - - - - - - - 

Note: Voc.= Vocabulary, Pr. =Pronunciation, Gr.= Grammar, Sp.= Speaking-, List. =Listening, 

Rea. = Reading, and Writ.= Writing. Beg. refers to at the beginning and end refers to at the end 

of prep class. 

 

The aim of the interviews was to get a deeper understanding of participants’ use of LLS 

regarding a one-year education period, and therefore semi-structured interviews were held with 

six students from each university in the study. In the interviews, learners were asked which 

strategies they use while studying the sub-skills of English, as reading, writing, speaking and 

listening. Although grammar and vocabulary are not sub-skills, they are important parts of 

learning English; that is why learners were asked about their strategy uses while practicing 

these.  

Except for listening practices, learners preferred cognitive strategies most both at the 

beginning and at the end of the term. This was followed by metacognitive and memory 

strategies. Learners mentioned compensation strategies only in speaking, reading and listening. 

The least preferred strategies were social and affective strategies. When we compare learners’ 

strategy use based on pre and post-study interview results, it is clear that learners preferred more 



 

 

97 
 

EJERCongress 2022 Conference Proceedings 

 

 strategies at the end of the term than they started the prep class. Furthermore, based on the 

results it can be said that learners’ preferences in interviews and the questionnaire are parallel 

to each other.  

 

Discussion 

Researchers around the world have carried out numerous studies on the use of LLS 

(Bessai, 2018; Cohen, 2011; Cook, 2013; Gerami & Baighlou, 2011; Shi, 2017; Tirida & 

Tangkiengsirisin, 2020). However, in Turkish EFL contexts (Cetinkaya, 2017; Demirel, 2012; 

Erdoğan, 2018; Gürsoy, 2010; Hişmanoğlu, 2000; 2012) the attention which has been paid so 

far is not comprehensive enough to understand Turkish learners’ use of LLS at university prep 

year educational contexts. Besides, there are not any studies which examine learners’ use of 

strategies in a long time period. In order to understand and explore the nature of LLS used by 

prep year EFL learners, this study has been shaped. 

The results of learners’ LLS choices are similar to ones obtained in studies by 

Allhaysony (2017), and Bessai (2018). Both in the SILL and in the interviews, the participants 

preferred cognitive and metacognitive strategies more frequently than others, which 

corroborates the results in other studies (Karatay, 2006; Yılmaz, 2010). Likewise, Gerami and 

Baighlou (2011), Hamamcı (2012) and İzci and Sucu (2011) have observed metacognitive 

strategies as the most frequently and affective strategies as the least frequently used ones in 

their studies.  

The results of this study showed that the use of affective and compensation strategies of 

Turkish EFL students were less frequent than the other strategies. Although there are some 

exceptional studies in which a high or medium frequent use of affective strategies by university 

prep class learners (Hişmanoğlu, 2012) and higher use of compensation startegies in EFL 

learning  (Tirida & Tangkiengsirisin, 2020) were observed,  many other studies in Turkish 

contexts such as the ones by Çetinkaya (2017) Erarslan and Höl (2014), Ozmen (2012), Yayla, 

Kozikoglu and Çelik (2016) and Yilmaz (2010) have captured the use of affective and 

compensation strategies at low rates. In terms of prep class education influence on the use of 

LLS, the results showed an increase in learners’ use, which can be interpreted as prep year 

education at university had a positive effect upon these learners’ LLS choices even though a 

deliberate strategy training was not given to them. One reason for this result might be related 

to the duration of their language study for a year. If learners are exposed to language for long 
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 periods of time, more significant effects on the use of LLS can be observed (Allhaysony, 2017). 

This study also revealed that more proficient learners preferred using strategies more frequently 

than their lower-level counterparts, which is in line with the study of Erdoğan (2018). Learners’ 

use of planning and organization as important skills for writing are also in line with other studies 

(Abdollahzadeh, 2010; Magogwe & Oliver, 2007).  

 

Conclusion 

The aim of the study is to explore the use of LLS by EFL students at the prep class of two state 

universities and the effect of prep class upon learners’ strategy choices. In order to have more 

valid results, both quantitive and qualitative methods were preferred for data collection and 

analysis. When the results were analyzed, it was seen that the participants reported the frequent 

use of cognitive strategies while learning English. Cognitive strategy use then was followed by 

metacognitive, memory, compensation and affective strategies, and at last social strategies. The 

statistical results and the interview findings were similar in essence and supported each other. 

Although the strategy use of learners ranged from medium to high both at the beginning and at 

the end of the term, the high use of strategies outweighed at the end of the term. Learners’ 

preferred strategy types were observed to change at the end of the prep class. For example, at 

the beginning learners mostly used translation or dictionary in order to find out an unknown 

word, but at the end of the term this preference has shifted to use another word that they know 

or try to explain the unknown word with the vocabulary that they already had. According to 

SILL and interview results, the most infrequently used strategies were affective strategies for 

learners at both universities. It can be said that learners at both universities were not able to 

control or overcome their anxiety or nervousness even though they were aware of their current 

emotional state. 

Although the participants in the study were selected on voluntary basis, their motivation 

for learning English was not taken into account while choosing them, therefore it can be said 

that these learners may represent a general population of the learners. Last but not least, learners 

made additional comments about how useful the prep class was for them in terms of language 

learning and learning to learn.  

Recommendations 

This study was carried out at two state universities. Further work is needed to include other 

schools including private universities also with possibly a larger number of students. Also, 
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 studies will need to be replicated so that more consistent information can become available 

within and across populations. 

This study aimed at finding university level EFL learners’ preferences of LLS and 

whether there were any possible effects of learners’ prep year education on their choices of 

LLS. However, there are also other factors such as anxiety, motivation, attitude, self-efficacy 

beliefs one should consider while choosing LLS, and these factors also deserve attention. 

In this study, the researcher aimed to find the LLS use of the prep year students in general and 

its relationship with proficiency levels before and after the prep year education without any 

specific strategy training.  In further studies, the LLS use of learners can be investigated after 

giving learners specific strategy training.  
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Abstract 

After the COVID-19 pandemic, both teachers and learners have reached a new understanding in the use of 

technology. With the change in the understanding of education, their access to technology has become a 

necessity. The adoption of Internet technologies as a learning tool facilitated the adoption of the metaverse 

environment. One of the most frequently mentioned problems in distance education is the inadequacy of 

communication and interaction between users. Metaverse has become more popular in this process with the 

interaction opportunity it offers to users. Metaverse is based on the interaction of technologies, which include 

virtual environments and objects that provide close to real life experiences. Learners who are physically in 

different places can come together in the perception of reality in the metaverse universe and be in the teaching 

process and interact with each other and socialize. Especially in the multi-user interaction world of metaverse, 

it is possible for learners to develop their sense of presence and to provide high interaction among learners. 

Moreover, the learners being active participants and being able to convey their feelings easily support their 

existence in the environment with high attention and interest. This study aimed to explain the reflections on e-

learning by presenting a perspective on the use of metaverse in educational environments. In this direction, the 

word metaverse is explained, the current situation is examined and the reflection of metaverse based education 

on e-learning is discussed. 

Keywords: Education, Online learning, Virtual reality, Augmented reality 

 

Introduction 

With the change in the understanding of education, access to technology has become a 

necessity, not a privilege. Both teachers and learners have reached a new level of 

understanding in the use of information and communication technologies, especially due to 

the changing educational needs after the COVID-19 epidemic. The adoption and use of 
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 Internet technologies as a learning tool has facilitated the adoption of the Metaverse2 

environment. The decrease in communication among learners with distance education and the 

lack of interaction has made the concept of metaverse more common (Lee, 2021). Metaverse 

can be said to be revolutionary for teachers and learners, and in this context, it is predicted 

that it will greatly change the teaching processes. 

Metaverse is a digital universe accessible through virtual reality (VR) and augmented 

reality (AR) technology. It was put forward by science fiction writer Neal Stephenson in 1992 

(Stephenson, 2014). The metaverse, derived from the words "meta" and "universe" (Cheng et 

al., 2022), was created by the emergence of a new class of enhanced social interaction beyond 

entertainment (Wright et al., 2008). It is a cyber environment where users can interact with 

their avatars (virtual identities) that offer an integrative and immersive experience (Chohan, 

2022; Ko et al., 2021). This environment creates a new reality and collaborative environment, 

provides interaction opportunities for cultural, information and economic production and 

supports the integrated use of different advanced technologies (Kuş, 2021). The new digital 

reality, called Metaverse, has been described by Facebook as the "next generation" of the 

internet (Huynh-The et al., 2022). Mark Zuckerberg, the founder of Meta, a pioneer in the 

field of virtual universe, stated that the metaverse environment will become a mainstream 

technology in the next 5 to 10 years and our physical reality will merge with the digital 

universe (The Verge, 2021). In other words, an emphasis was placed on an alternative digital 

reality where people work, play and socialize. 

Metaverse is based on the interaction of technologies that include virtual environments 

and objects that offer close to real-life experiences. It is a layer created between users and 

reality (Alang, 2021). Regarding this layer, Dionisio et al. (2013) stated that the importance 

of the metaverse concept will increase and VR and AR technologies will be discussed more 

in parallel with the metaverse. In this direction, before looking at the reflections of the 

metaverse environment in education, it would be appropriate to examine the concepts of 

augmented and VR, which are at the center of the metaverse environment. 

Educational applications designed with AR technologies can improve the learner's 

perception of the real world. Video, graphics, etc. items developed with AR technology are 

supported by computer-generated sensory inputs (Graham et al., 2013). Schoenfeld (2016) 

                                                             
2 Metaverse is a concept that contains many parameters and is defined through meanings such as virtual universe, fictional 

universe, meta universe, virtual world, virtual layer, multi-sensory universe, new generation cyber environment. 
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 states that AR applications as an educational tool show that they can improve the performance 

and analytical skills of learners, and that these applications also increase the motivation and 

participation levels of the learners. VR is an interactive and multi-sensory world that uses 

computer simulation (Schuemie et al., 2001). VR is an innovative approach to facilitate 

learning and remembering, supported by tactile technologies, and created with game-based 

learning techniques (Butt et al., 2018). In educational applications created with VR, learners 

are expected to interact between their senses and reality. 

Metaverse is a new environment for education with the possibilities it offers. It is liberal 

in creating and sharing, and new experiences and high immersion can be provided through 

virtualization (Kye et al., 2021). On the other hand, it is a new field for social communication 

(Javaid et al., 2020; Matthews et al., 2021) and it is expected to change education processes; 

because the metaverse and the AR it offers, artificial intelligence and blockchain technologies 

are expected to facilitate learning. It has also been confirmed that autonomous learning can be 

developed using VR and AR technologies (Lopes & Gonçalves, 2021). In this context, in 

educational practices developed in the metaverse environment, not only online learning 

activities should be at the forefront, but a holistic perspective including pedagogy should be 

provided (Jeon & Jung, 2021). In other words, it should offer an educational environment 

where pedagogy is prioritized and technology and educational content are designed according 

to learner characteristics and subject context. 

 

Reflections of Metaverse Based Education on E-Learning 

Metaverse based education includes facilitating elements for learning such as learning by 

doing and experiencing, and learning by combining different disciplines.  According to 

Mystakidis et al. (2021), metaverse based education provides an interesting and immersive 

learning experience by combining different disciplines. For example, in chemistry teaching, 

studies on different subjects can be done with learners in a virtual laboratory environment. By 

creating an interactive laboratory within the scope of biology course, instructional activities 

can be carried out with real life scenarios and scenario based learning environments can be 

created (Wolfram, 2020). By combining such scenes and theoretical knowledge learned at 

school through interactive simulations in the metaverse environment, learning efficiency, 

interest and motivation can increase and learning can gain a new meaning. In addition, 

learning with three dimensional simulations can contribute to reducing the cognitive load that 
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 occurs during the lesson (Henderson, 2011). With the development of such scenarios, while 

the basic theoretical knowledge learned at school gains meaning again, teachers can be offered 

the opportunity to overcome practice gaps and learners to learn by experience. Metaverse also 

provides access to primary sources from anywhere in the real world. In metaverse based 

education, information can be accessed from anywhere, not just from textbooks and 

classrooms. 

The technology department of a UK school has taken on the task of creating their own 

VR-based teaching and learning scenarios in different disciplines (history, science and 

geography) to overcome the learning problems that have arisen during the pandemic. Thus, 

they allowed learners to experience these course contents in more detail than ever before (The 

National, 2021). A school in Florida in the USA has announced that they will establish a 

virtual school in the metaverse environment from August 2022 for the needs of distance 

education after the Covid-19 pandemic. A school day is planned as four hours of live lessons, 

four hours of independent study and additional courses to be held in the metaverse classroom 

(Euronews, 2022). Duan et al. (2021) created a university campus prototype in the metaverse. 

Suh and Ahn (2022) researched how relevant the metaverse environment is to the lives of 

primary school students. Their findings revealed that 97.9% of the students had experience 

with the metaverse and 95.5% of them thought that it was closely related to their daily lives. 

Lee et al. (2022) developed an aircraft maintenance simulation system incorporating VR and 

metaverse methods into the classroom to compensate for the lack of existing remote hands-on 

training models. The findings of their experimental studies comparing their systems with the 

video training method showed that the group using the developed system scored higher than 

the video training group in both the knowledge acquisition test and the retention test. Lee and 

Hwang (2022) researched the multidimensional aspects of pre-service English language 

teachers' readiness to design technology-enhanced VR learning environments and examined 

how these environments could be connected to a metaverse platform for sustainable education. 

In metaverse and the multi-user interaction world it provides, it may be possible for 

learners to develop their sense of presence, to be active participants, to be in the environment 

with high attention and interest, to convey various emotions easily, and to have high 

interaction with their environment and others. Storing and sharing content, customizing the 

virtual classroom, and simulating presence with avatars can provide an immersive and realistic 

learning experience (Jovanović & Milosavljević, 2022). In some scientific studies, it has been 
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 shown that VR based learning increases academic achievement scores and learner 

participation (Akman & Çakır, 2020; Al Amri et al., 2020; Kim, 2021; Liu et al., 2020; 

Yıldırım et al., 2020). For this reason, it will be important for teachers to move the learning 

process to a VR based environment in terms of supporting learner participation and academic 

success. 

Considering the emergency remote teaching process with the COVID-19 pandemic, 

various video conferencing applications have been widely used in simultaneous online 

teaching. These are video-based applications such as Microsoft Teams, Google Meet, Zoom 

and Adobe Connect (Saidi et al., 2021). With these applications, people in different places can 

communicate simultaneously in a virtual environment. However, there are also lacks such as 

"learner distraction, limited interaction, passive participation, low emotional expression" in 

these virtual environments (Mystakidis, 2022). At this point, in the immersive virtual reality 

environment provided by the metaverse universe, learners are expected to experience the 

simulation of existence with virtual identities, to develop their sense of presence (Georgiou et 

al., 2021; Hite et al., 2019), to increase their interaction with the content, environment and 

other learners, and to have a realistic learning experience (Jovanovic & Milosavljević, 2022). 

AR applications can improve the performance of learners and these applications also increase 

the motivation and participation levels of learners (Bazarov et al., 2017; Dakeev et al., 2021; 

Schoenfeld, 2016). Applications such as Spatial.io, Mozilla Hubs, Horizon Workrooms, 

which allow collaborative virtual meetings, can be used for teaching purposes (Lyu et al., 

2022). In this direction, immersive virtual reality environments can be used to move teaching 

to the metaverse universe. 

In Spatial (https://spatial.io/), learners can meet in a virtual place simultaneously, create 

their own avatars, turn on their cameras and participate with their microphones. The teacher 

can instantly share the screen in the Spatial environment, embed web pages and conduct the 

lesson by integrating different documents into the environment during the lesson. Teachers 

can create sub rooms in a Spatial environment, similar to the breakout rooms that exist in 

video conferencing tools.  In this way, they can do different collaborative small group studies 

with sub rooms. The owner of the environment can control the attendees' settings such as 

audio and microphone. The Spatial can be used independently of the device. Mozilla Hubs 

(https://hubs.mozilla.com/) also offers a customizable environment like the Spatial app. It is 

open source and compatible with most VR headsets. Horizon Workrooms 
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 (https://www.oculus.com/workrooms) is a simple and effective environment created by 

Facebook for Oculus Quest 2 where people can communicate and collaborate in a virtual 

environment. Users can participate with their virtual identities. It also has features like 

whiteboard and file sharing. 

The virtual, collaborative and task-oriented nature of the Metaverse environment can 

help children learn by playing games and having fun. The "gamification" of learning in the 

metaverse environment is one of its instructional advantages. Digital environments such as 

Minecraft, which encourages collaboration among anonymous users, and Second Life, which 

offers its users an alternative virtual life, have attracted hundreds of millions of players around 

the world. These games, in which the basic ideas of the metaverse environment are presented, 

take gamification in the metaverse to an important point. Various studies have shown that 

learning experiences are most effective when they are fun (Butt et al., 2018; Yıldırım & Şen, 

2019). Games also represent areas of experiential learning where learners have rich, 

embodied, collaborative interactions, and they think with complex tools and resources in 

complex problem-solving techniques (Jovanović & Milosavljević, 2022). In fact, it is more 

than strategic opportunity or marketing that makes game-based learning environments 

effective in the metaverse. 

Both VR and AR environments allow learners to experience course activities virtually 

in structured learning environments. Immersive virtual environments offer interaction 

opportunities based on the use of realistic images and effects that imitate situations that 

students cannot or can hardly experience in daily life (Hite et al., 2019). Therefore, immersive 

VR simulations can be considered as powerful pedagogical tools to support students' learning 

of abstract scientific concepts (McGrath et al., 2010). In this way, opportunities to practice 

with real-life simulations supported by theoretical knowledge can arise in teaching processes. 

The limit of creativity in a course in the metaverse environment depends on the 

creativity of the teacher, because in this universe learning environments can be used 

simultaneously by connecting to each other. Interactive content can be developed with 

different learning tools, taking into account the course plan, the objectives and achievements 

of the course, and learner characteristics. So interactive content can be used in the classroom 

created in the metaverse environment. It is important to update learning contexts according to 

current scientific developments (Gökmen et al., 2016) and adapt global changes to curricula 

and lesson contents; however, there are some difficulties at this point (Parlak, 2017). It can be 
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 said that the metaverse can help us to overcome the lack of updating the knowledge, as well 

as contribute to the progress of the learners in the relevant field and to cope with the challenges 

of a constantly competitive world outside the classroom environment. 

In metaverse based education, there is also a need for evaluation studies to collect data 

to support learning. Especially in virtual teaching environments, measurement and evaluation 

is a very important issue for teachers (Ertuğ, 2020). In current education systems, problems 

regarding measurement and evaluation still exist. (Özalkan, 2021; Taşkın & Kılıç Çakmak, 

2017). For example, written exams may be inadequate in both demonstrating and evaluating 

the practical skills required for certain professions. Because some studies state that learning 

by doing is superior to rote learning (Güneş, 2020; Kardaş & Uca, 2016). The fact that a 

learner can demonstrate real, hands-on experience by virtually connecting an electrical fuse, 

repairing a malfunctioning machine, or even performing a surgery, instead of reviewing 

existing theoretical knowledge for a written exam, will contribute positively to the training of 

professionals in the relevant field. In addition, it may be possible with the metaverse to 

experience these processes without risky consequences in the real world (Kye et al., 2021). 

 These advantages may also contribute to the educators to make more objective 

evaluations. Metaverse has a certain potential as a new field of social communication. This 

potential is very important to ensure social communication, which is difficult to provide among 

learners, especially in e-learning environments. In Metaverse, more than one person can be 

present in an environment at the same time and can work collaboratively. It is very important 

for the learning process that the learners, who are physically in separate places, come together 

in the perception of reality of the metaverse universe in the teaching process, interact with each 

other and socialize. In this direction, it can be said that the metaverse environment has a high 

potential to strengthen social communication. Therefore, in the metaverse environment, many 

issues from identity to cultural diversity, from ethics to linguistic barriers need to be handled 

carefully. In order to support learners to produce original projects, teachers should design their 

lessons by considering activities such as problem solving or collaborative learning. Basically, 

the training program focuses on improving the learning outcomes of learners. The educational 

process activated by VR and AR supports the learner to gain certain knowledge by experiencing 

it (Damar, 2021). On the other hand, virtual execution of the process may cause some security 

problems. The fact that the metaverse environment is virtual and offers anonymity can lead to 

the occurrence of illegal crimes and identity uncertainty. Therefore, it may cause real-world 
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 adaptation problems for learners (Kye et al., 2021). At this point, since the endless 

communication potential will raise concerns about privacy, some precautions should be taken 

in terms of ethics and security. 

 

Conclusion 

Metaverse offers many educational advantages such as learning by doing, user 

interactive learning, scenario-based learning with real life scenarios, learning by experiment, 

studying independently of time and place. Metaverse-based learning is suitable for 

constructivist strategies such as situational learning, cognitive apprenticeship, and social 

negotiation (for example, highly computational learning tasks such as heuristic problem 

solving, personal choice, and tracking cognitive strategies) (Ertmer & Newby, 1993). Many 

learning theories based on cognitivism, such as information processing theory or social 

cognitive theory, and Siemens' (2004) connectivism theory may also be suitable for the 

metaverse. Learning theories provide guidelines for students about motivation, learning process 

and learning outcomes (Radianti et al., 2020). Therefore, it is very important for researchers to 

consider existing learning theories while developing educational metaverse applications. 

It would be helpful for teachers to carefully analyze how learners understand the 

metaverse environment. Understanding what learners want to do there, why they like it, and 

what value they place on their avatars in VR can be one of the important tasks of educators in 

the metaverse environment. It is necessary to examine the activity patterns of the learners, their 

level of entering the metaverse, and the positive and negative effects of the learners on their 

learning activities. The development of educational metaverse platforms that prevent misuse of 

student data can also be beneficial. Therefore, instructional designers and instructors who want 

to use the metaverse environment for education need to properly understand the technical 

characteristics and design classes of each metaverse environment in order to be able to solve 

problems or carry out projects collaboratively and creatively. There will also be a need to 

conduct evaluation studies to collect data to support teaching and learning processes. 
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Abstract 

Digital citizenship is an indispensable part of the new world shaped by digital developments and technology, so 

this study aimed to determine gifted and talented students' perceptions of digital citizenship as a leading key to the 

path to world citizenship. For this purpose, the qualitative analysis was used through semi-structured interview 

questions carried out with 40 gifted and talented high school students attending 9, 10, 11, and 12th grades in 

Science and Art Centers participated in Erzurum province. In addition, content analysis was used in 

phenomenology to analyze the conclusions of the research. As a result, the first findings, gifted and talented high 

school students answered the first question are accessed, security, and citizenship; the second findings are socialist, 

diverse source, rights, education, and virtuality in positive aspect; security, time, diversion, healthy, and belief in 

negative aspect. The last findings are new laws and security measurements in supporting ways. Given the given 

categories, there is a need to create security measures, informational applications, and activities based on digital 

citizenship by means of new education program. Future studies could look at digital literacy, data management, 

and data security, which influence positive or negative perspectives of gifted and talented students on digital 

citizenship. 

Keywords: Citizenship, Information technologies, Digital citizenship, Gifted 

 

Introduction 

Various hypotheses have been put forward about the emergence of the concept of nationality. 

One of them is the claim put forward by Riesenberg. According to Riesenberg (1992), the 

concept of nationality started with the leader Solon before Christ and continued with the 

parliamentary developments in Athens. Discussions on increasing the right to representation 

with Herodotus set an example for democratic mobility (Patterson, 1981; Riesenberg, 1992). In 

the ancient Greeks, the term citizenship was vague and was identified not only with individual 

life but also with social life.  Indeed, this term is based on the obligations of the individual to 

the state instead of himself (Hosking, 2005). In particular, Aristotle an important figure of the 

ancient Greeks claimed that citizenship is participation in the decision-making mechanism 

(Pocock, 1998). As for the understanding of citizenship of the Romans, citizenship was based 

on the effort made to ensure the freedom of the state. In this respect, the concept of citizenship 

of the Romans was separated from the moral necessity of the Ancient Greeks, which was a 

prerequisite for the concept of citizenship (Ando, 2010). The free people of the new system, 

which emerged with the weakening of the authoritarian structure in Europe with the 
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 Renaissance, were named citizens. And then, citizenship became a service in which individuals 

and the state fulfill their obligations (David, 1990; Derek, 2004). This new name leads to today's 

concept of citizenship. 

As for the concept of citizenship in the history of Turkey, the Turkish state tradition 

stands out. Since there is no serf system based on working under the lords, each individual was 

considered a free citizen (Kasefoğlu, 1991). Although citizenship corresponds to the concept of 

subject in the Ottoman Empire, it is called the bond that holds people accountable to the state. 

The period in which this concept gained importance was the 2nd Constitutional Monarchy 

(Yayla, 2003). However, the Ottoman Nationality Law came into force in the mid-1800s in 

order to prevent negative nationalism movements due to capitulation and other external 

developments and provide to strengthen the idea of Ottomanism (Serbestoğlu, 2014). After the 

establishment of the Republic of Turkey, legal responsibilities replaced the understanding of 

citizenship (Baydur, 1998). Today, due to unlimited technological advances, the concept of 

citizenship has moved to a different dimension than digital citizenship. 

Digital citizenship is the community of people who carry out their business through 

digital tools such as the internet and computers in private and public institutions. The concept 

of Digital citizenship has been created to meet today's needs of communication and cooperation 

conducted with the tools that have emerged with technology (Ribble & Park, 2019). Digital 

citizenship has multiple dimensions. According to Mike Ribble (2008), digital citizenship has 

nine dimensions: Digital access, Digital communication, Digital literacy, Digital ethics, Digital 

laws, Digital rights and responsibilities, Digital Health, Digital security, and Digital 

commerce. In order for digital citizenship to be sustainable, it is necessary to have easy internet 

access, qualified literate, use technological tools effectively, digital media literacy, cyber 

security, and data management (Sadiku, Tembely & Musa, 2018). For this, digital citizenship 

should be viewed from a holistic perspective. 

The extraordinary rapid development of information technologies and widespread use 

of information technologies has affected almost every field and changed its vision. For example, 

according to information technologies in Turkey, the rate of using the internet is about 90%. 

Due to this rate, many services have started to move toward e-government which is a cruel step 

for digital citizenship (TUIK, 2021). These developments led to the introduction of services 

such as the Fatih Project, Eba, and Information and Communication Classrooms in education 

(Çakır, 2013). These services are important in raising the citizens of the future. Digital 
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 citizenship, digital security, and digital communication taught since the 5th grade were another 

stage of preparation for digital citizenship (Redcar & Cleveland, 2011; Elçi & Sarı, 2016). 

Although awareness of digital citizenship is increased with actions, it is not known how much 

these actions affect gifted and talented students. Gifted and talented people, who have a 

significant impact on the development of countries' technologies and scientific discoveries, can 

play a crucial key role in developing the concept of digital citizenship. Although these perform 

significantly higher than their peers in terms of using information technologies and media 

literacy, Hawthorne (2020) found out that gifted and talented students have technical and 

internet connection problems (Üstünel, 2008). After overcoming these problems, it is necessary 

to prepare gifted students both for digital citizenship and then for world citizenship. Before 

making it happen, it should be researched what gifted and talented students' feelings and ideas 

about the concept of digital citizenship. Therefore, determining the views of gifted and talented 

students on the concept of digital citizenship contribute to information technologies and 

education programs in gifted education. For this purpose, the following questions were sought: 

1. What are the perceptions of gifted and talented students about digital citizenship? 

2. What are the evaluations of the gifted and talented students regarding the positive and 

negative aspects of digital citizenship? 

3. What are the opinions of gifted people on ways to support digital citizenship? 

 

Method 

The method used in the research was phenomenology, which is used in qualitative research 

methods. Phenomenology is a method used to reveal the representations and symbols of known 

or little-known phenomena in the human mind and is an effective method used to describe the 

common points of perception differences and similarities (Büyüköztürk, Çakmak Kılıç, Akgün, 

Karadeniz, & Demirel, 2015). In this context, content analysis is used to analyze the 

descriptions. The content analysis is a categorical approach created by taking and representing 

the common aspects of perceptions that individuals blend with their experiences and 

knowledge. It is aimed to increase the understandability and interpretability of the concepts 

with the themes created under these categories (Yıldırım & Şimşek, 2018). In addition, 

purposiful sampling was used for the selection of the sample. Purposiful sampling is a sample 

type chosen to reach data with abundant differences and diversity (Flick, 2014; Marshall & 

Rossman, 2014). The research questions were delivered to the participants by verbally and in 
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 writting. Participation in the research adhered to the principle of voluntariness. Semi-structured 

questions were used to determine the views of gifted high school students participating in the 

research on digital citizenship. Gifted and talented students were coded from ÖYÖ1 (Gifted 

and Talented Student 1) to ÖYÖ40. In addition, the percentage and frequency range of class 

level and gender distributions were included. 

 

Participants 

Gifted and talented children are described as new era initiators who start the development of 

innovations in societies and achieve unexpected results compared to their peers (Marland, 

1972). To support the education and training activities of gifted and talented students, Science 

and Art centers were established (BİLSEM). There are some admission requirements in these 

institutions. The selection of gifted and talented students in Science and Art centers is used 

group and ability tests in addition to individual tests such as intelligence tests (MEB, 2019). 

 

Table 1 

Gender and Grade of Gifted and Talented High School Students 

Gender F % 

Man 21 52,5 

Woman 19 47,5 

Grade   

High school 9th  11 27,5 

High school 10th 4 10 

High school 11th 10 25 

High school 12th 15 37,5 

Total 40 100 

 

   In this study, 40 gifted and talented students attending the 9, 10, 11, and 12th grades of high 

school from BİLSEM in Erzurum province participated. 21(52.5%) of the participants were 

male and 19(47.5%) were female, high school 9th grade 11(27.5%), 10th grade 4(10%), 11th 

grade 10(25%) ), 12th grade 15 (37.5%) occurred. Table 1 shows the gender distribution and 

class levels of the gifted students participating in the research. 
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 Data Collection and Analysis 

Before collecting data, it was gotten opinions from three experts who are 1 information 

technology expert and 2 field experts about semi-structured questions. It made adjustments to 

questions according to experts' opinions. And then, semi-structured questions were presented 

to 3 gifted and talented students attending BİLSEM as a pilot study. As a result of the pilot 

study, it was found that the questions can be answered clearly by gifted and talented students. 

After the forms were distributed to 40 gifted students, the data were collected verbally and in 

writing. The accuracy of the data obtained from the two types of recordings was confirmed by 

the participants for providing to verify the accuracy and the reliability of the data obtained. In 

addition, the findings were interpreted by adhering to the cause-effect relationship. The aim 

here is to ensure the validity of the research (Yıldırım & Şimşek, 2003; Büyüköztürk, Kılıç 

Çakmak, Akgün, Karadeniz, & Demirel, 2015).  Obtained data were coded by the researcher. 

Before coded data for determining categories in content analysis, 2 different researchers 

recoded the obtained data separately. The percentage of consistency between the observations 

of the two researchers, the number of items coded in the same way in the two forms, and the 

number of all items in one form were calculated using the formula P= Na*100/Nt, by revealing 

similar and different code numbers made by the researchers (Miles & Huberman, 1994). As a 

result of this calculation, a consistency percentage of 87.1% was found, which revealed the 

reliability of the data. 

 

Findings 

Gifted and talented high school students’ Perceptions on Digital Citizenship 

In this section, gifted and talented high school students were asked " What are the perceptions of 

gifted and talented students about digital citizenship?". The categories, code, and frequency values 

were given in Table 2. As regards Table 2, it is seen that gifted and talented high school students 

have a perspective on access, security, citizenship, application, social media, source, and time 

dimensions. In addition, the findings obtained as a result of the opinions and the statements of the 

participants are below in Table 2. 
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 Tablo 2 

The Perceptions of Gifted and Talented Students on Digital Citizenship 

Categories Cod F 

Access Internet, Wifi, Speedy, Versatility, Communication, Switch, Limitless, 

Network, Digital 

9 

Security Ethics, Violations, Dangerous, Precaution, Protection, Rules, Hacking, 

Undefined, Laws 

9 

Citizenship Citizenship Duty, Right, Responsibility, World Citizenship, Refugee, E-

Government 

6 

Application New model, Multiple applications, multiple activities, new opportunities, e-

government 

5 

Social Media Facebook, Instagram, Twitter, whatsapp 4 

Source Multiple sources, diversity of problems, research, exchange of information 4 

Time Time saving, Practical applications, Useful 3 

Total  40 

 

ÖYÖ1 “Digital citizenship and responsibilities as it is named” 

ÖYÖ5 “Online games come to mind because we can meet and compete with many people” 

ÖYÖ10 “We can easily travel to other countries without time and place restrictions or migrate 

easily, because there are no borders” 

ÖYÖ15 “I think about social media concepts such as Facebook and Twitter” 

ÖYÖ20 “E-government can be an example of digital citizenship because many government 

transactions are done there” 

ÖYÖ25 “I think of the internet, we have access to all transactions thanks to the internet” 

ÖYÖ30 “A new concept that saves time, because everything can be done with one click” 

 

Gifted and Talented High School Students' Perceptions of Positive and Negative Aspects of 

Digital Citizenship 

In this section, gifted and talented high school students were asked “What are the evaluations 

of the gifted and talented students regarding the positive and negative aspects of digital 

citizenship?" The categories, code, and frequency values were given in Table 3.  According to 

Table 3, it is seen that gifted and talented high school students have a positive perspective on 

the digital citizenship as sociality, diverse source, rights, education, and virtuallity. Gifted and 

talented high school students have a negative perspective on the digital citizenship as security, 

time, diversion, healthy, and belief. In addition, the findings obtained as a result of the opinions 

and the statements of the participants are below in Table 3. 
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 Tablo 3 

The Evaluations of the Gifted and Talented Students Regarding the Positive and Negative Aspects of 

Digital Citizenship 

 

ÖYÖ6 “If I give an example on the positive side, we can get many things where we sit, even 

reach everywhere of the world, and saving money and time; If I give an example of its negative 

side, it is a platform where many harmful things are done through which most of the time is 

wasted.” 

ÖYÖ12 “The positive side is that there is access to information in a short time and everyone 

can access it, negative that is, interference with private life” 

ÖYÖ18 “It saves time because going to institutions takes time and we get things done with one 

click. It provides a barrier-free life. It saves money and reduces paper usage. Moreover, the 

communication is easy. It provides practicality. A disadvantage is that it may not always be 

safe because there are many hackers stealing people's private information. It can get out of 

control because there is no limit, anyone can do anything. Therefore, it does not give much 

confidence.” 

 Categories Cod F 

P
o

si
ti

v
e 

Sociality Communication, Interaction, Socialization, Digital Community, Barrier-

Free Life 

11 

Diverse 

sources 

Document, Book, Document, Web Of Knowledge, Saving Time, 

Resource, Usefullness 

9 

Rights Freedom, Reliability, Human Rights, Equality, Universality 8 

Education E-Learning, Distance Education, Unlimited Education 7 

Virtuallity Reality, Digital Life, Virtual Environment 5 

Total   40 

N
eg

a
ti

v
e 

Security Bullying, Violation Of Rights, İrresponsibility, İnterference With 

Private Life, Violations, Lawlessness, Personal Security, Data Security, 

Hackers, Unethical Activities, 

26 

Time Useless Time 4 

Diversion Falsehood 4 

Healthy Eyes problems,  lethargic brain,  obesity 4 

 Belief Religious Anxiety 2 

Total   40 
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 ÖYÖ24 “The positive aspect of digital citizenship is e-learning because education does not stop 

because of pandemics.” 

ÖYÖ29 “It makes communication easy, but it destroys spiritual relationships and religious 

feelings because no rule no ethic” 

ÖYÖ30 “The positive effects of digital citizenship is a multidimensional environment 

preventing many other problems such as helping physical disabilities. A negative aspect can 

affect health like eyes problems if used too much.” 

ÖYÖ33 “The negative side of this application can remove laws because it is not real and you 

are always in the digital environment” 

ÖYÖ36 “Our information can be easily stolen by hackers with viruses so I don't think that it's 

safe for using” 

ÖYÖ39 “It is beautiful because it provides a barrier-free life, but there is no limit, unrealistic, 

and giving falsehood information.” 

Ways to Support Digital Citizenship According to Gifted Students 

In this section, gifted and talented high school students were asked " What are the opinions of 

gifted people on ways to support digital citizenship?” The categories, code, and frequency 

values were given in Table 4.  Gifted and talented high school students emphasized ethical 

rules, new laws, new regulations, harmonized law with digital life, digital security measures, 

data management, data security, techinical support, ınformation, lecture, promotion, school 

events, collaboration, open access, unlimited internet, strong wifi, technological support, 

promotion, advertising, investment, early education, new educational program. Expressions of 

gifted students about supporting digital citizenship are given below in Table 4. 

 

Table 4 

Perceptions of Gifted Students on Ways to Support Digital Citizenship 

Categories Cod F 

 

 

Ethical Rules, New Laws, New Regulations, Harmonized Law With Digital 

Life 

12 

Supporting 

Ways 

Digital Security Measures, Data Management, Data Security, Techinical 

Support 

11 

       Information, Lecture, Promotion, School Events, Collaboration 8 

Open Access, Unlimited İnternet, Strong Wifi, Technological Support 4 

Promotion, Advertising, İnvestment 3 

Early Education, New Educational Program 2 

Total  40 
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 ÖYÖ3 “Training should be given with a new educational program. Moreover, legal foundations 

need to be strengthened with new laws.” 

ÖYÖ4 “Informative activities can be organized in schools.” 

ÖYÖ7 “Useful advertisements can be made about digital citizenship.” 

ÖYÖ14 “Internet infrastructures should be developed, for example, wifi and internet can be 

free.” 

ÖYÖ21 “All students can be taught, for example, small children can be taught with games and 

we can be taught with lessons because children learn better with games on the computer.” 

ÖYÖ22 “It should be secure, everyone should not do everything, information should be better 

protected. It should be controllable, it should be open access to everyone.” 

ÖYÖ28 “A better introduction should be made so that we can understand it.” 

ÖYÖ35 “A new digital Program can be developed against digital hackers and new punishment 

can be put in force for bullies.” 

ÖYÖ37 “Technological tools and applications should be supported 'n schools.” 

ÖYÖ40 “There should be digital law and security should be worked on because there are many 

hackers stealing our information.” 

 

Discussion, Conclusion and Recommendations 

Discussion 

The perception of gifted students on any subject and problem area differs greatly from their 

peers who are the same age in line with their abilities and characteristics. Therefore, qualitative 

research is an important method of revealing the harmonies of mental, emotional, and social 

perceptions of gifted and talented children (Clark, 1997). The children of the new age have 

become the generation that uses all digital applications and tools most actively. This new 

generation, which differs from digital immigrants in how it uses technology, is called digital 

natives (Prensky, 2001). One of the most important representatives of digital natives is gifted 

students because gifted students show significantly higher performance than their peers in 

digital literacy and technology use (Sheffield, 2007; Kurnaz, Yurt & Çifçi, 2014).  In this 

respect, gifted and talented high school students can be pioneers in digital citizenship. Internet 

access is about 90%, internet use for those aged 16 and over is 80%, and e-government usage 

is around 58% in 2021(TUIK, 2021). Considering the results of TUIK, most of the people in 

Turkey have internet access. It is a significant factor and enables it to take its place of digital 
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 citizenship in digital life (Anıl & Köksal, 2016). In other words, it is not possible to ensure the 

development of digital citizenship without technical support. 

Considering the security aspect, it is a substantial step in adapting to the digital 

environment. In particular, security works as a guarantor of the sustainability of digital 

citizenship. Tekerek and Tekerek (2013) conducted research in educational institutions from 

primary school to high school and revealed that students encounter problems arising from the 

lack of sufficient effectiveness and education in terms of data security and security in 

technological tools. Dönmez (2019) concluded that students have sufficient information 

security and high digital literacy. Differences in the results of the study reveal that the subject 

of data security, which is one of the ways to digital citizenship, differs among students. From 

this point of view, future studies can focus on the reason why students show a different level of 

data security causing insecurity among students about digital citizenship. Moreover, it is vital 

to improve data access and security via educational applications in education programs because 

It is one of the basic conditions for developing the concept of digital citizenship. Bozok, Geniş, 

and Avcu (2020) tried to teach the ethics of informatics to gifted students by developing digital 

games. They found that digital games have a positive effect on students' informatics ethics. 

From this point of view, it can be said that activity-based practices can contribute to informatics 

ethics. The development of informatics ethics can contribute to the development of digital 

citizenship levels of gifted students. 

Gifted people actively use social media as digital natives. Therefore, they emphasize the 

social dimension of digital citizenship (Köroğlu, 2015; Elçiçek, Erdemci, & Karal, 2018; 

Nikolaeva & Kotlıar, 2019). As for the negative aspects of gifted and talented students 

regarding digital citizenship, Peterson Bain (2011) found that 60% of gifted and talented 

students were bullied in his study. In addition, this situation has also manifested itself in the 

digital field where gifted people are more exposed to digital bullying than their peers. As a 

result, it can cause gifted people to worry about digital security, violations, and rules regarding 

digital citizenship (Akbıyık & Kestel, 2016; Ağaoğlu; Dönmez, 2019; Öner & Kanıbir, 2020; 

Tosunoğlu, 2021). İncreasing digital precautions and increasing educational lessons and 

activities related to digital literacy, information security, information technologies, information 

ethics, and cyber security in educational programs can support the development of digital 

citizenship of gifted students. 
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 Compared to their peers, gifted students have higher performance in moral judgments 

and are more sensitive to rules. The main reason for this sensitivity is that gifted people are 

digitally literate and follow current news (Tirri, 2014). Therefore, if enough support is given to 

the gifted and talented students regarding digital education and citizenship, they can be the 

founders of the new world leader (Siegle, 2004; Sheffield, 2007). In addition, taking the 

opinions of parents and teachers is significant because parents and teachers carry out 

educational activities with gifted students. Providing educational support on data management 

and data security for teachers and parents, the subjects of digital citizenship and digital security 

can be developed easily in gifted and talented students (Yayla, 2018; Yılmaz, Şahin & Akbulut, 

2016; Yerlikaya, 2019), in other words, it is necessary to participate in all education 

stakeholders in this process. In addition, it is of great importance to reduce the difficulties in 

technical issues such as internet infrastructure, speed, and free wifi support. 

Conlusion 

Accordingly, the current study is an important step in terms of revealing the perceptions of 

gifted people about digital citizenship, which is an application that is increasing in popularity 

and usage today. In addition to guiding future research, it also is guided the points to be 

considered regarding digital citizenship in the new education program. 

   In the first finding, gifted and talented high school students emphasized access, security, and 

citizenship. As for the Second finding, while the gifted and talented high school students 

emphasized sociality, diverse sources, rights, education, and virtualization as the positive way 

of digital citizenship, the negative way of digital citizenship are security, time, diversion, and 

healthy, and belief. The last finding is about the suggestions of gifted students on how to support 

digital citizenship. In particular, they emphasized more on supporting the legal infrastructure 

with new laws and taking new security measures regarding digital life. 

Recommendation 

1. The most important first condition of digital citizenship is to provide free access. 

Although internet access is provided nearly everywhere today, there are some problems 

like economic and infrastructure problems that lead to insufficient access. In addition, 

providing free Wi-Fi and internet support, especially for students, is of substantial 

importance in the concept of digital citizenship. 

2. İncreasing digital precautions and increasing educational lessons and activities related 

to digital literacy, information security, information technologies, information ethics, 
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 and cyber security in educational programs can support the development of digital 

citizenship of gifted students. 

3. Providing educational support on data management and data security for teachers and 

parents, the subjects of digital citizenship and digital security can be developed easily 

in gifted and talented students. 

 

References 

Ağaoğlu, O., Öner, R. B., & Kanıbir, E. (2020). Comparison of specially-talented and non-talented high 

school students in cyber bullying. Journal of Science Harmony, 3(2), 17-32. 

Ando, C. (2010). “Citizenship, Roman.” Oxford encyclopedia of ancient Greece and Rome, 2(1), 147–

51. 

Anıl, B., & Köksal, E. (2016). Who uses the Internet in Turkey and for what purposes? Marmara 

University Journal of Economics and Administrative Sciences, 38(1), 1-13. 

Baydur, M. (1998). Küreselleşme –Yerellik gerilimi ve kimlik dalgası. Türk Yurdu, 18(129), 14–17. 

Büyüköztürk, Ş., Çakmak Kılıç, E., Akgün, Ö.E., Karadeniz, Ş., & Demirel, F. (2015). Bilimsel 

araştırma yöntemleri. Pegem Akademi. 

Clark, B. (1997). Growing up gifted (5th ed.). Upper Saddle River, NJ: Prentice Hall. 

Çakır, R. (2013). Okullarda teknoloji entegrasyonu, teknoloji liderliği ve teknoloji planlaması. K. 

Çağıltay ve Y. Göktaş (Yay. haz.). Öğretim teknolojilerinin temelleri: teoriler, araştırmalar, 

eğilimler. Pegem Akademi. 

David, T. (1994). Citizenship Critical Concepts in Sociology. Routledge.  

Derek, H. (2004). A brief history of citizenship. New York University Press.  

Dönmez, G. (2019). Investigation of the relationship between informatıon securıty awareness and 

digital literacy of high school students (Master Thesis). Hacettepe University, Institute of 

Education Sciences, Ankara.  

Elçi, A. C., & Sarı, M. (2016). Bilişim teknolojileri ve yazılım dersi öğretim programına yönelik öğrenci 

görüşlerinin dijital vatandaşlık bağlamında incelenmesi. Ç.Ü. Sosyal Bilimler Enstitüsü Dergisi, 

25(3), 87-102. 

Elçiçek, M., Erdemci, H., & Karal, H. (2018). Examining the relationship between the levels of digital 

citizenship and social presence for the graduate students having online education. The Turkish 

Online Journal of Distance Education, 19(1), 203-214. 

Flick, U. (2014). An introduction to qualitative research. Sage. 

Hawthorne, S. (2020). Impact of internet connectıon on gifted students’ perceptıons of course qualıty at 

an online high school (Doctorate Thesis). Educational Technology Boise State University, USA. 



 

 

128 
 

EJERCongress 2022 Conference Proceedings 

 

 Hosking, G. (2005). The modern scholar: Epochs of European civilisation: Antiquity to renaissance, 

Lecture 3: Ancient Greece. The Modern Scholar via Recorded Books, LCC, United Kingdom, 

ISBN 1-4025-8360-5. Retrieved from http://www.oxforddictionaries.com/us/definition/ 

americanenglish/citizen. 

Kasefoğlu, İ. (1991). Türk Milli Kültürü. Boğaziçi Yayınları, İstanbul. 

Kestel, M., & Akbıyık, C. (2016). An investigation of effects of cyber bullying on students’ 

academic, social and emotional states. Mersin University Education Faculty Journal, 12(3), 

844–859. 

Kurnaz, Yurt, A. E., & Çiftci, Ü. (2014). An investigation into the views of gifted children on the effects 

of computer and information technologies on their lives and education. World Academy of 

Science, Engineering and Technology International Journal of Information and Communication 

Engineering, 8(6), 2025-2030. 

Marland, S. P. (1972). Education of the gifted and talented - Volume 1: Report to the congress of the 

United States by the U. S. Commissioner Of Education. Washington, DC: Office of Education 

(DHEW). 

Marshall, C., & Rossman, G. B. (2014). Designing qualitative research. Sage. 

MEB. (2019). Bilim ve sanat merkezleri yönergesi. Milli Eğitim Bakanlığı Tebliğler Dergisi, 2747(82). 

http://tebligler.meb.gov.tr/index.php/tuem-sayilar/finish/87-2019/5327-2747-aralik-2022. 

Miles, M, B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded Sourcebook. (2nd 

ed). Thousand Oaks, CA: Sage. 

Nıkolaeva, E., & Kotlıar, P. S. (2019). Developing a digital learning environment as a condition of 

digital citizenship. Utopía y Praxis Latinoamericana, 24(5), 19-24. 

Patterson, C. (1981). Pericles’ Citizenship Law of 451/0 B.C. (pp. 24-25). New York: Arno Press. 

Peters, M. P., & Bain, S. K. (2011). Bullying and victimization rates among gifted and high-achieving 

students. Journal for the Education of the Gifted, 34(4), 624-643. 

Pocock, J. G. A. (1998): The ideal of citizenship since the classical times. In Gershon Shafir (ed.) (1998): 

The Citizenship Debates. A Reader. University of Minnesota Press. Minneapolis /London. 

Prensky, M. (2001). Digital natives, digital immigrants. Retrieved from 

http://www.marcprensky.com/writing 

Redcar&Cleveland (2011). Business and ICT faculty-subject policy for gifted & talented pupils. 

http://www.redcarcleveland.gov.uk/main.nsf/Web+Full+List/766475166BA41ABD80256F1D

00371821?OpenDocument.  

Ribble, M. (2008). Passport to digital citizenship: Learning and leading with technology. Learning & 

Leading with Technology, 36(4), 14-17. 

Ribble, M., & Bailey, G. (2007). Digital citizenship in schools. Washington D.C.: ISTE.  



 

 

129 
 

EJERCongress 2022 Conference Proceedings 

 

 Ribble, M., & Park, M. (2019). Digital citizenship handbook for school leaders: Fostering positive 

interactions online. International Society for Technology in Education. Portland, Oregon. 

Riesenberg, P. (1992). Citizenship in the western tradition: Plato to Rousseau. The University of North 

Carolina Press. 

Sadiku, M.N., Tembely, M., & Musa, S.M. (2018). Digital citizenship. International Journals of 

Advanced Research in Computer Science and Software Engineering, 8(5), 18-20. 

Serbestoğlu, İ. (2014). Osmanlı kimdir? Osmanlı Devleti’nde tabiiyet sorunu. Yeditepe Yayınevi. 

Sheffield, C. C. (2007). Technology and the gifted adolescent: Higher order thinking, 21st century 

literacy, and the digital native. Meridian, 10(2), 1-33. 

Siegle, D. (2004). The merging of literacy and technology in the 21st Century: A bonus for gifted 

education. Gifted Child Today, 27(2), 32-35. 

Tereke, M. & Tereke, A. (2013). A Research on students’ information security awareness. Turkish 

Journal of Education, 2(3), 1-10. 

Tirri, K. (2014). The Hacker ethic for gifted scientists. In: Moran, S., Cropley, D., Kaufman, J.C. (eds) 

The ethics of creativity. Palgrave Macmillan, London. 

https://doi.org/10.1057/9781137333544_13 

Tosunoğlu, E. (2021). Digital-based practices in teaching specially gifted students: Examining the trends 

in research made in the last 10 years. Instructional Technology and Lifelong Learning, 2(1), 53-

74. 

Türkiye İstatistik Kurumu (TÜİK), (2021). Hanehalkı bilişim teknolojileri (BT) kullanım araştırması. 

(https://data.tuik.gov.tr/Bulten/Index?p=Hanehalki-Bilisim-Teknolojileri-(BT)-Kullanim-

Arastirmasi-2021-37437. 

Üstünel, H. (2008). The effects of gifted students? PC game preferences on their academic achievements 

(Master Thesis). Marmara University, Natural and Applied Sciences, İstanbul. 

Yayla, A. (2003). Introduction to political theory. Liberte Pub.  

Yayla, H. G. (2018). Examınatıon of the information security awareness of teachers assigned to the 

schools where Fatih Project is implemented and not implemented (Master Thesis). Ankara 

University, Institute of Education Sciences. 

Yerlikaya, C. (2019). Examining the awareness of students, teachers, parents and school administrators 

aimed at information security (Master Thesis). Ege University, Institute of Education Sciences. 

Yıldırım, A., & Şimşek, H. (2003). Qualitative research methods in the social sciences. Ankara: Seçkin 

Yayınevi. 

Yıldırım, A., & Şimşek, H. (2018). Qualitative research methods in the social sciences. Seçkin. 

Yılmaz, E., Şahin, Y. L., & Akbulut, Y. (2016). Digital data security awareness of teachers. Sakarya 

University Journal of Education, 6(2), 26-45. 



 

 

130 
 

EJERCongress 2022 Conference Proceedings 

 

 The Relation Between Organizational Prestige and Social Role 

Identity 

Gizem HATIPOGLU 

Dokuz Eylul University 

gizem.hatipoglu@deu.edu.tr 

ORCID: 0000-0003-0224-9953 

 

Abstract 

The aim of this research is to examine the relationship between organizational prestige and social role identity 

according to teachers' opinions. The relational screening model, one of the quantitative methods, was used in the 

study. The sample of the research consists of 526 teachers working in public and private secondary education 

institutions in the central districts of Izmir Province in Turkey and selected through a stratified sample. The data 

of the research were collected with Organizational Prestige and Social Role Identity scales. Descriptive analysis 

was performed on the collected data. Correlation test was used to determine the relationship between 

organizational Prestige and social role identity. According to the findings of the research, there is a significant 

difference in the opinions of teachers working in secondary education about organizational prestige according to 

the variables of the number of students and the type of high school of the school. There is a significant difference 

in teachers' views on cosmopolitan identity and local identity dimensions of social role identity according to school 

type and seniority variables. When the correlation relationship between organizational prestige and social role 

identity is examined, there is a positive weak relationship between organizational prestige and cosmopolitan sub-

dimension and local sub-dimension of social role identity. While the level of teachers' views on organizational 

prestige are increasing, their levels of views on social role identity are also increasing. It has been confirmed 

because of the research that organizational prestige has a positive effect on social role identity. 

Keywords: Organizational prestige, Social role identity, Teacher, Secondary school 

 

Introduction 

The perception of organizational prestige formed in government officials because of the 

organizational prestige that is intended to be transferred to external stakeholders, institutions or 

the environment reveals an important situation for teachers working in schools. It is thought 

that as the perception of prestige of teachers working in educational institutions increases, they 

may be more willing to work in their institutions, and it may become an environment in which 

they can identify with their organizations by establishing more social, cognitive, and emotional 

ties. Among the general objectives of educational institutions, in addition to increasing the 

efficiency of teachers, there is a positive improvement in organizational performance by 

ensuring their integration with the organization and increasing student success. Schools can be 

considered respectable by teachers, and a teacher who wants to successfully continue his duties 
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 in a reputable school can fulfill his duties by devoting themselves to their school and showing 

integrity. The authors emphasized the importance of organizational prestige for the organization 

(Dutton & Dukerich, 1991; Dutton, Dukerich & Harquail, 1994). It is believed that educational 

institutions can also be regarded as respected by teachers and have an impact on their 

organizational performance. In the field of education, concepts such as prestige and image are 

used as tools to influence students' choice of a higher education institution (Milo, Edson, & 

Mceuen, 1989; Nguyen & LeBlanc, 2001; Weissman, 1990). It is thought that organizational 

prestige, like these concepts, will be an effective tool for teachers to choose the institution in 

which they will work. 

Organizational prestige is a concept developed in the context of studies on the re-

conceptualization of organizational identification based on adapting social identity theory to 

organizational environments (Ashforth & Mael, 1989). The concept of organizational prestige 

is also expressed synonymously as perceived external prestige in the literature and was first 

expressed by Mael & Ashforth (1992). Organizational prestige refers to the degree to which an 

organization is well evaluated (Mael & Ashforth, 1992; March & Simon, 1958) and shows the 

social position of an organization relative to other organizations (Carmeli, Gilat, & Waldman, 

2007). Accordingly, usually society believes that a reputable organization is a good place to 

work (Mael & Ashforth, 1992). Organizational prestige concerns the common perceptions of 

current employees about how the outside world sees their organization (Bartels, Pruyn, Jong, 

& Joustra, 2007). Therefore, the common perceived organizational prestige of employees 

shapes the concrete image of the organization and creates a strong organizational climate that 

affects the attitudes and behaviors of the members (Smidts et al., 2001). Dutton et al. (1994) 

state that employees are often proud to be a member of an organization that is believed to have 

socially valuable characteristics. This sense of prestige, or an internal assessment of the self, 

has been found to influence organizationally relevant attitudes and behaviors. Organizational 

prestige is considered as an intra-individual level variable in which it consists of interpretations 

based on individual perceptions and perspectives toward the organization. 

Identity theory, from a symbolic interactionist perspective, the meaning of social role 

within a particular group has developed because of recognized patterns of social interaction 

(Mead 1934). These well-known patterns of interaction, that is, structured role relationships, 

affect the self through the identity formation process and social behavior through the self 

(Stryker & Serpe 1982). Identity is the social lens through which people make sense of their 
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 environment and interact with their environment (Markus & Wurf, 1987). Identity researchers 

argue that identity plays a key role in shaping and guiding our choices and behaviors, including 

our interactions with others (Markus, Cross, & Wurf, 1990). Role of social identity in recent 

years, it is mentioned as an important variable in many different fields within sociology and 

socialization (Gecas, 1981); people (Santee & Jackson, 1979); and social movements (Zurcher 

& Snow, 1981) has been involved in the issues of the debate. However, the role identity has 

also been involved in theoretical discussions that emphasize self-identification, self-assessment, 

cognitive organization, and its individual-level consequences for action (Rosenberg, 1981). 

Although theoretical and conceptual studies on role identity have progressed, empirical research 

on the concept is lacking. It is necessary to develop the concept of social role identity more 

fully and to more clearly study the specific cognitive and behavioral consequences that this 

concept implies. It has been seen that the theoretical field has not been developed much due to 

the lack of much work on the concept of social role identity. Role of social identity is defined 

as; social identity of the individual within the system attributed to the moon, a group that has a 

series of expectations (Gouldner, 1957); a person in a role attributed to self (and others 

attributed to a role of) meanings and expectations (Burke, 1996); others’ expectations 

stipulating several appropriate behavior (Simon, 1997). Identity theorists see the self as a 

collection of identities that reflect the roles that a person occupies in the social structure. Identity 

theorists also conceptualize role identity as a set of behavioral tendencies. Acting in accordance 

with the role identity serves to confirm and confirm a person's status as a role member (Hogg, 

Terry, & White, 1995). Callero (1985) argues that role identities link social structure to 

individual action. Eagly & Chaiken (1993) argue that role identity can be grouped under 

attitudes. 

It is believed that organizational prestige affects the self-esteem of employees. For this 

reason, it is claimed that organizational prestige is a valuable resource for gaining motivation 

of employees (Mael & Ashforth, 1992). Little is known about the opinions of the environment 

about what it thinks about its organization, as well as about the impact of their opinions on the 

respected organizational worker and the impact on the role identities of individuals. The social 

role identity approach to base the effect of organizational esteem on teachers on teachers' 

personalities (Ashforth & Mael, 1989; Fuller, Marler & Hester, 2006; Bartels, Pruyn, & Jong, 

2009) are included in this research. This research aims to introduce the concept of 

organizational prestige into the literature of the educational field, since it is believed that 
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 schools can be respected. For this reason, it is thought that this research will contribute to the 

literature of the field, and it is necessary to bring this term to the agenda in the field of 

educational management by using the concept of organizational prestige for educational 

institutions and defining it in a way that sheds light. In this context, to examine the possible 

effects on teachers, organizational prestige is determined as a variable at the organizational 

level in this study. Results will be investigated at the level of individual analysis. For this reason, 

the aim of the research was determined as to determine the relationship between organizational 

Prestige and social role identity.  

 

Method 

In this research, the relational screening model, which is one of the screening models, was used 

to determine the causal relationship between organizational prestige and social role identity.  

 

Research Sample 

The universe of the research consists of teachers working in public and private secondary 

education institutions affiliated to the Ministry of National Education in Izmir province in the 

fall semester of the 2020-2021 academic year. Stratified sampling type was preferred when 

selecting the sample. Izmir Province is divided into two sub-universes as public and private 

secondary education institutions. In stratified sampling, the tolerance level is determined by 

using the Cochran (1962) formula to determine the sample size .05 the confidence level chart 

value was calculated as 1.96 (Trns. Balci, 2011). According to the formula, it was calculated 

that at least 315 teachers out of 8556 teachers should be present to represent the selected sub-

universe in public schools; at least 135 teachers out of 3618 teachers in private schools; a total 

of 450 teachers should be sampled. In addition, in this study; 359 by public schools, 167 by 

private school and totally 526 teachers are sampled. After discarding the extreme values during 

the analyzes, 460 data remained. The profile of the teachers is given in Table 1. 
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 Table 1 

Demographic Information of the Participants 

Demographic Information  n % 

Gender 

Female 292 63,5 

Male 168 36,5 

Total 460 100 

Marital Status 

Single 105 22,8 

Married 355 77,2 

Total 460 100 

Age 

23-33  93 20,2 

34-44  181 39,3 

45-55 148 32,2 

56-65  38 8,3 

Total 460 100 

Education Status 

Undergraduate 348 75,6 

Graduate 101 23,2 

PhD 6 1,2 

Total 460 100 

Seniority 

0-5 years 204 44,3 

6-10 years  82 17,8 

11-15 years 57 12,4 

16-20 years 69 15 

21 years and above 48 10,4 

Total 460 100 

School Type 

Public 307 66,7 

Private 153 33,3 

Total 460 100 

Number of Students 

0-500 229 49,8 

501-1000 131 28,5 

1001-1500 71 15,4 

1501 and above 29 6,3 

Total 460 100 

Type of High School 

Anatolian High School 233 50,7 

Multi-Program Anatolian High School 16 3,5 

High School of Science 29 6,3 

Imam-Hatip High School 38 8,3 

Vocational High School 132 28,7 

High School of Fine Arts 2 0,4 

Athletic High School 3 0,7 

High School of Social Sciences 7 1,6 

Total 460 100 

Subject 

Numerical 139 30,2 

Verbal 154 33,5 

Sport 15 3,4 

Art 18 3,9 

Foreign Language 65 14,1 

Profession 63 13,7 

Missing 6 1,3 

Total 460 100 

Year of Foundation of the School 1919 and before 19 4,1 
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 1920-1939 16 3,5 

1940-1959 23 5 

1960-1979 63 13,7 

1980-1999 91 19,8 

2000-2018 247 53,8 

Missing 1 0,2 

Total 459 100 

District 

Balçova 7 1,5 

Bayraklı 10 2,2 

Bornova 71 15,4 

Buca 59 12,8 

Çiğli 39 8,5 

Gaziemir 65 14,1 

Güzelbahçe 26 5,7 

Karabağlar 66 14,3 

Karşıyaka 9 2 

Konak 97 21,1 

Narlıdere 11 2,4 

Toplam 460 100 

 

Research Instrument and Procedure 

The Personal Information Form, the “Organizational Prestige Scale” developed by the 

researchers and the “Social Role Identity Scale” developed by Çınar (2018) were used to collect 

the data in the study. In the personal information form, 11 questions were asked to the teachers. 

The data were collected through Google Forms. The scales were filled on a voluntary basis. 

 

Data Analysis 

In the descriptive analysis of the data obtained from Personal Information Form, Organizational 

Prestige Scale and Social Role Identity Scales, SPSS program was used. Then, these analyses 

were examined in LISREL program for confirmatory factor analysis. During the analysis of the 

data, some variables were categorized by the researcher. In the high school type variable, Fine 

Arts, Social Sciences and Sports High Schools were categorized under the ‘Other’ heading 

during the analysis. In the study status variable, Master's and Doctoral categories were also 

categorized under the title of Graduate in the analysis. 

 

Results 

Teachers' Views on Organizational Prestige and Analysis  

Descriptive analyses were performed on the data set to determine the teachers' views on 

organizational prestige. The opinions of teachers working in secondary education institutions 
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 regarding the Organizational Prestige Scale were examined and the overall average of teachers' 

organizational prestige opinion levels was high (x= 4.16). It is observed that teachers working 

in secondary education institutions have a high opinion of organizational prestige regarding the 

school they work in and are “very involved”. The results of the analysis of teachers' views on 

organizational prestige are given in Table 2. 

 

Table 2 

T-Test Results Related to Organizational Prestige  

Variables Categories n x̄ sd df t p 

Gender 
Female 292 4,15 ,460 

458 ,352 ,932 
Male 168 4,17 ,460 

Marital Status 
Married 355 4,18 ,459 

458 1,769 ,078 
Single 105 4,09 ,456 

Education Status 
Undergraduate 348 4,17 ,447 

453 1,055 ,292 
Graduate 107 4,12 ,502 

School Type 
Public 307 4,15 ,463 

458 -,540 ,590 
Private 153 4,18 ,454 

* p<.05 

 

When Table 2 is examined, among the teachers' opinions about organizational prestige; there 

are no significant difference according to the variables of gender [t(458)= ,352 p>.05], marital 

status [t(458)= 1,769 p>.05], educational status [t(453)= 1,055 p>.05] and the type of school in 

which teachers work (public/private) [t(458)= -,590 p>.05]. The opinion of teachers about the 

prestige of the schools they work in does not differ according to gender, marital status, 

educational status, and school type variables. It was found that these variables did not cause a 

difference in the evaluation of schools as reputable. A one-way ANOVA test, which is a 

parametric test, was applied to examine teachers' organizational prestige views and age and 

seniority variables. The results of the analysis are given in Table 3.   
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 Table 3 

ANOVA Test Results Related to Organizational Prestige 

Variables Groups  n x̄ sd df f p 

Age 

a. 23-33 93 4,11 ,479 

3;456 ,677 ,567 
b. 34-44  181 4,18 ,441 

c. 45-55  148 4,18 ,461 

d. 56-65  38 4,12 ,494 

Seniority 

1. 0-5 204 4,13 ,443 

4;455 2,096 ,080 

2. 6-10 82 4,11 ,557 

3. 11-15 57 4,16 ,409 

4. 16-20  69 4,19 ,438 

5. 21 Years and Above 48 4,32 ,405 

* p<.05 

 

As Table 3 is examined, there are no significant difference according to the variables the age 

of the teachers [F(460)= ,677; p<.05] and seniority [F(460)= 2,096; p<.05]. The variables of 

age and seniority are not the distinguishing factors in the teachers' view of prestige. The 

Kruskal-Wallis test, a nonparametric test, was applied to examine teachers' views on 

organizational prestige and subject and the type of secondary education they work in, according 

to the variables of the number of students of the school and the year of foundation of the school. 

The results are given in Table 4.   

 

Table 4 

Kruskal-Wallis Test Results on Organizational Prestige  

Variables Groups N 
Rank 

Mean 
df X2 p 

Difference (U 

Testi) 

Subject 

Numerical 139 232,78 

5 3,41 ,637  

Verbal 154 231,91 

Sport 15 206,73 

Art 18 231,39 

Foreign Language 65 234,43 

Profession 63 201,75 

Year of Foundation 

of the School 

1919 and before 19 259,42 
5 8,80 ,117  

1920-1939 16 193,41 
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 1940-1959 23 177,20 

1960-1979 63 222,72 

1980-1999 91 253,03 

2000-2018 247 228,40 

The Number of the 

Students 

1.0-500 229 249,80 

3 14,20 ,003 1-4 
2.501-1000 131 221,21 

3.1001-1500 71 212,85 

4.1501 and above 29 163,26 

High School Type 

1.Anatolian H.S.  233 226,95 

5 27,67 ,000 

3-1 

3-5 

 

2.Multi-Program 

Anatolian H.S. 
16 

267,34 

3. High School of 

Science 

29 317,36 

4. Imam-Hatip H.S. 38 266,58 

5. Vocational H.S. 132 197,13 

6.Other 12 293,08 

 

When Table 4 is examined; subject [X2 (5) = 3.41; p<.05] and the year of foundation of the 

school [X2 (5) = 8,80; p<.05] there was no significant difference according to the variables. 

However, when the data are examined; the number of students at the school is [X2 (3) = 14,20; 

p<.05] and high school type [X2 (5) = 27,67; p<.05] there is a significant difference according 

to the variables. In order to determine which groups these differences are between, after the 

Kruskal-Wallis test, the nonparametric multiple comparison test and the Mann-Whitney U test 

were performed Decisively. The Mann-Whitney U result is between 0-500 and 1501 and above 

[U = 2062.50; p<.05] according to the number of students and Science High School and 

Anatolian High School [U = 2020,50; p<.05] and Science High School and Vocational High 

School [U = 947.50; p<.05] a significant difference was found. They were employed in the 

secondary schools’ teachers and students with averages between 1501 addition 0-500 the 

teachers who work with students in institutions, according to the views of organizational 

prestige, it is observed that higher.  
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 Teachers' Views on Social Role Identity and Analysis  

To determine the teachers' views on the social role identity variable, descriptive analyses were 

performed on the data set. The levels of participation of teachers in secondary schools of the 

social role identity scale when examining teachers ' beliefs about the social role-identity views, 

cosmopolitan (x= 4,25) and local (x= 3,70) sub-total size (x= 3,98) is at a high level. In the 

research, teachers' views on social role identity were examined according to demographic 

variables. Teacher’s gender, marital status, education status, and work, school type variables to 

examine if a parametric test t-test (independent sample t-test) were applied. The results of the 

analysis are given in Table 5.   

 

Table 5 

T-Test Results Related to Social Role Identity  

Variables Sub-Factors Category N x̄ sd df t p 

Gender 

Cosmopolitan 
Female 292 4,27 ,685 

458 

,672 ,502 
Male 168 4,22 ,647 

Local 
Female 292 3,46 ,862 

1,211 ,226 
Male 168 3,57 ,850 

Maritual Status 

Cosmopolitan 
Married 355 4,26 ,689 

458 

,466 ,641 
Single 105 4,22 ,605 

Local 
Married 355 3,72 ,857 

1,076 ,282 
Single 105 3,62 ,864 

Educational Status 

Cosmopolitan 
Undergraduate 348 4,22 ,672 

453 

-1,100 ,272 
Graduate 107 4,31 ,667 

Local 
Undergraduate 348 3,71 ,873 

,624 ,533 
Graduate 102 3,65 ,825 

School Type 

Cosmopolitan 
Public 307 4,21 ,700 

458 

-1,761 ,079 
Private 153 4,33 ,602 

Local 
Public 307 3,65 ,885 

-1,769 ,078 
Private 153 3,80 ,796 

 * p<.05 

 

When Table 5 was examined, the cosmopolitan views of teachers regarding social role identity 

[t(458)= ,672; p>.05] and local [t(458)= 1,211; p>.05] there was no significant difference in 

their views on size according to the gender variable. Teachers' cosmopolitan [t(458)= ,466; 
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 p>.05] and local [t(458)= 1,076; p>.05] there was no significant difference in their views on the 

dimensions according to the marital status variable. Teachers are cosmopolitan [t(453)= -

,1,100; p>.05] and local [t(453)= ,624; p>.05] there was no significant difference in their views 

on the dimensions according to the educational status variable. However, according to the data, 

according to the type of school in which teachers work, local [t(458)= -1,761; p>.05] and 

cosmopolitan [t(458)= -1,769; p>.05] there is a significant difference between the sub-

dimensions and the views of social role identity. According to the cosmopolitan and local sub-

dimensions of social role identity, the opinions of teachers working in private (x=4.33; 3.80) 

secondary education institutions are higher than those of teachers working in state (x=4.21; 

3.65) secondary education institutions. To examine the social role identity views of teachers, 

age and seniority variables, one-way ANOVA test, which is a parametric test, was applied. The 

results are given in Table 6.   

 

Table 6 

ANOVA Test Results Related to Social Role Identity  

Variables Sub-Factors Groups n x̄ sd df F P 
Difference 

(LSD) 

Age 

Cosmopolitan 

1. 1.23-33  93 4,26 ,648 

3;456 

,304 ,822  
2. 2.34-44 181 4,23 ,687 

3. 3.45-55 148 4,28 ,675 

4. 4.56-65 38 4,18 ,646 

Local 

1. 1.23-33 93 3,77 ,819 

,695 ,556  
2. 2.34-44 181 3,63 ,860 

3. 3.45-55 148 3,74 ,882 

4. 4.56-65 38 3,69 ,862 

Seniority 

Cosmopolitan 

 

1. 1.0-5  204 4,20 ,670 

4;455 

1,861 ,116 

5-1 

5-3 

 

2. 2.6-10  82 4,27 ,661 

3. 3.11-15 57 4,14 ,624 

4. 4.16-20 69 4,35 ,734 

5. 5.21 Years 

and above 

48 4,43 ,624 

Local 
1. 1.0-5 204 3,67 ,872 

1,182 ,318 5-3 
2. 2.6-10 82 3,68 ,846 
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 3. 3.11-15  57 3,61 ,756 

4. 4.16-20  69 3,71 ,933 

5. 5.21 Years 

and above 

48 3,94 ,816 

 * p<.05 

 

Table 6 shows that the social role identity of teachers working in secondary education 

institutions is cosmopolitan [F(460)= ,304; p<.05] and local [F(460)= ,695; p<.05] there was 

no significant difference between their views on sub-dimensions and the age variable. There is 

no significant difference between the opinions of teachers working in secondary education 

institutions about the identity of social roles and the age variable. However, there is a significant 

difference between their views of teachers by seniority on the sub-dimensions cosmopolitan 

[F(460)= 1,861; p<.05] and the local [F(460)= 1,182; p<.05]. According to the cosmopolitan 

sub-dimension, teachers who have a seniority of 21 years or more in secondary education 

institutions have a high opinion of social role identity compared to teachers who works 0-5 and 

11-15 years, respectively. According to the local sub-dimension, the opinions of teachers with 

a seniority of 21 years and above about the identity of the social role are higher than those of 

teachers of 11-15 years. When there is a significant difference between the groups in ANOVA 

analyses, the effect decency of the difference is examined. In the seniority variable, the sum of 

the squares between the groups of the cosmopolitan sub-dimension is 3,208; the total sum of 

decimals is 189,000. The effect size was calculated as approximately 0.02. In the seniority 

variable, the sum of the squares between the groups of the local sub-dimension is 3,445; the 

total sum of decimals is 441,357. The effect size was calculated as approximately 0.01. The 

degree of influence of teachers' seniority on the differentiation of teachers' views on their social 

role identity according to their cosmopolitan and local sub-dimensions is small. Kruskal-Wallis 

test, which is a nonparametric test, was applied to examine teachers' views on social role 

identity and branches according to the variables of the year of foundation of the school, the 

number of students of the school and the type of high school. The results of the analysis are 

given in Table 7.   
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 Table 7 

Kruskal-Wallis Test Results on Social Role Identity  

Variables Sub-factors Groups n 
Rank 

Mean 
df x2 p 

Subject 

Cosmopolitan 

Numerical 139 240,12 

5 

3,80 ,578 

Verbal 154 225,52 

Sport 15 181,67 

Art 18 213,67 

Foreign Language 65 229,03 

Profession 63 217,80 

Local 

Numerical 139 242,24 

4,83 ,436 

Verbal 154 219,27 

Sport 15 236,37 

Art 18 231,33 

Foreign Language 65 213,36 

Profession 63 226,48 

Year of Foundation of 

the School 

Cosmopolitan 

1919 and before 19 236,34 

5 

2,05 ,841 

1920-1939 16 246,16 

1940-1959 23 206,50 

1960-1979 63 215,10 

1980-1999 91 232,82 

2000-2018 247 233,41 

Local 

1919 and before 19 204,03 

3,87 ,567 

1920-1939 16 191,91 

1940-1959 23 230,70 

1960-1979 63 228,22 

1980-1999 91 248,29 

2000-2018 247 228,12 

Number of the Stundets 

Cosmopolitan 

0-500 229 238,83 

3 

2,44 ,486 
501-1000 131 216,45 

1001-1500 71 229,01 

1501 and above 29 231,84 

Local 0-500 229 232,28 
1,29 ,730 

501-1000 131 236,31 
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 1001-1500 71 222,81 

1501 and above 29 209,07 

High School Type 

Cosmopolitan 

Anatolian H.S. 233 224,61 

5 

3,35 ,646 

Multi-Program 

Ana. H.S. 
16 

218,41 

H.S. of Science 29 268,95 

Imam-Hatip H.S. 38 237,03 

Vocational H.S. 132 230,69 

Other 12 245,42 

Local 

Anatolian H.S. 233 224,61 

3,70 ,592 

Multi-Program 

Ana. H.S. 
16 

228,44 

H.S. of Science 29 271,57 

Imam-Hatip H.S. 38 243,13 

Vocational H.S. 132 227,76 

Other 12 238,46 

* p<.05 

 

Table 7 shows that the social role identity of teachers working in secondary education 

institutions is cosmopolitan [X2 (5) = 3.80; p<.05] and local [X2 (5) = 4.83; p<. 05] there was 

no significant difference between the sub-dimensions and the branch variable. The 

cosmopolitan identity of the social role with the variable of the year of foundation of the school 

[X2 (5) = 2.05; p<.05] and the local [X2 (5) = 3.87; p<.05] there is no significant difference 

between the sub-dimensions. The cosmopolitan social role identity of the school with the 

number of students [X2 (3) = 2.44; p<.05] and the local [X2 (3) = 1.29; p<.05] there is no 

significant difference between the sub-dimensions. Cosmopolitan social role identity with high 

school type variable [X2 (5) = 3,35; p<.05] and the local [X2 (5) = 3.70; p<.05] there is no 

significant difference between the sub-dimensions. In the local and cosmopolitan sub-

dimensions of social role identity, the variables of the branch, the year of foundation of the 

school, the number of students at the school and the type of high school do not make a difference 

in the opinions of teachers according to the social role identity. 

Correlation Analysis of Organizational Prestige and Social Role Identity  
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 Correlation techniques are used to decipher the relationship between two or more variables. The 

correlation coefficient obtained because of correlation techniques is high between 1.00—0.70; 

middle 0.70-0.30; and low between 0.30-0.00 indicates the level of relationship (Büyüköztürk, 

2009). A positive correlation means that high values of one variable are associated with high 

values of a second variable (McMillan & Schumacher, 2010). The correlation coefficients (r) 

are between + 1 and -1. The decency of values close to 00 means that there is no linear or 

predictive relationship between the X and Y variables (Tabachnick & Fidell, 2007). In this 

research, Pearson Correlation Coefficient was used, and the dependent variable was determined 

as organizational prestige and the independent variables were determined as social role identity. 

The relationship between the dependent and independent variable is given in Table 8. 

 

Table 8 

Correlation Relationship Between Organizational Prestige and Social Role Identity 

   Social Role Identity 

 
 

Organizational 

Prestige 
Cosmopolitan Local 

 Organizational 

Prestige 

 
,134** ,186** 

Social Role 

Identity 

Cosmopolitan   ,483** 

Local    

**p<.01 

 

According to Table 8, the cosmopolitan sub-dimension of organizational prestige and social 

role identity (r= ,13, p<.05, r2=,01) and the local sub-dimension (r= ,18, p<.05, r2=,03) there is 

a positive weak relationship. The fact that there is a positive relationship between the variables 

indicates that one of the values will increase while the other will increase or decelerate at the 

same time. The fact that there is a negative relationship is that one value increases while the 

other variable decreases (Büyüköztürk, 2020). And there is a positive relationship between 

organizational prestige and social role identity. In other words, while the level of organizational 

prestige increases, the level of social role identity also increases. Organizational prestige has a 

positive effect on social role identity. As the level of teachers' organizational prestige views 

toward the secondary education institutions they serve increases, their ability to assume and 

own their internal duties shows a moderate increase.  
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 Conclusion and Discussion  

In the research, the opinions of teachers working in secondary education institutions were 

examined with the Organizational Prestige Scale. The general average of the teachers' 

organizational prestige opinion levels was high. According to the research findings, teachers 

working in secondary education institutions believe that the opportunities of the schools they 

work in are appreciated by the surrounding people. Because individuals are generally proud to 

be a member of an organization that is believed to have socially valuable characteristics, and 

their self-confidence increases. It is stated that employees who are attracted to the organization 

they work in by the environment perceive their social identities as more distinctive and special. 

Being a member of an organization that is known and perceived as attractive by the environment 

increases a person's self-esteem. Therefore, a member of an organization does not consider 

leaving the organization and ceases to be a part of an organization that contributes to the 

perception of them as a more respected and important person (Dutton et al., 1994). Teachers 

believe that the secondary education institutions they serve have a good prestige in the 

environment. As mentioned in the theory of social identity, people are divided into social 

categories according to their preferences and values. These categories are the factors for 

individuals to choose the organization and career they will work for. As a result of the personal 

comparisons made, a person becomes a part of an organization according to the social category 

that he finds most suitable for him. Comparisons between organizations are usually due to the 

need for self-Prestige and, accordingly, the desire to be part of an organization that is positively 

evaluated (Abrams & Hogg, 1988). The fact that the secondary education institutions where 

teachers work have a good prestige in the environment raises and supports the view that teachers 

work in a reputable institution. It has been found that this sense of prestige or an internal 

assessment of the self positively affects other organizationally relevant attitudes and behaviors 

(Herrbach & Mignonac, 2004).  

For teachers to receive feedback from the environment for their organizations, it is 

necessary to actively use external communication. Since educational institutions are open 

systems, they are in a constant state of interaction with their environment. It is known that 

external communication has an effective role in the development of organizational prestige 

(Smidts et al., 2001). Employees in the organization can obtain information about the status of 

their organizations through various sources such as feedback from the environment, 

interpersonal communication with external people (Gotsi & Wilson, 2001), and internal 
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 communication about how the organization works (Dutton & Dukerich, 1991). Positive 

thoughts about the organization help employees to better understand themselves and other 

people and develop their own potential (Daniela, 2013). According to the stakeholder approach, 

an organization has more than one image, not a single image (Thompson, 1967). Each 

stakeholder group has a different relationship with the organization in different ways, so each 

stakeholder group has different perceptions of the organization (Freeman, 1984). The concept 

of organizational prestige is a form of organizational image (Dutton, 1994) and includes 

assessments of what members of the organization and others think about their organizations 

(Dutton & Duckerich, 1991; Dutton et al., 1994). With this article, the perception of the prestige 

of the teachers working in secondary education institutions regarding their institutions and 

therefore the opinion that their organizations are respected is supported.  

When the levels of participation of teachers working in secondary education institutions 

in the Social Role Identity Scale are examined, the social role identity views of teachers are at 

a high level in cosmopolitan and local sub-dimensions. According to the cosmopolitan sub-

dimension, teachers working in secondary education institutions have a high level of thinking 

that the work they do requires expertise and contains complex, hidden talents and skills. When 

the general personality characteristics of cosmopolitans are examined, it is known that there are 

individuals who are deeply committed to their expertise and their own professional ideology 

and who seek status within their own professional groups (Goldberg, Baker, & Rubenstein, 

1965). In addition, they see themselves as specialists who are committed to specialized role 

skills differently from others (Flango & Brumbaugh, 1974); specialists and people who are 

externally reference oriented (Gouldner, 1957). It can be said that these distinct identity 

characteristics are correct from the point of view of teachers.  

It is known that the teaching profession requires field and professional expertise. 

Teachers are aware of the requirements of the profession they perform and their own 

qualifications. They believe that they have the necessary skills and equipment to be able to 

transfer information to students, establish relationships with them and ensure that students' 

success is increased. Consistent with this, people who have a cosmopolitan identity are 

individuals who are in search of a professional career in the organizations they serve and use 

their efforts to achieve their professional goals (Glaser, 2011). Teachers are aware of the 

necessity of their profession and fulfill their duties in a professional manner. When we look at 

the participation rates in these articles, it can be said that the teachers working in secondary 
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 education institutions have the identity characteristics of outsiders, who are the lower identity 

of the cosmopolitan, more than the local ones. These individuals demonstrate a high level of 

commitment to specialized role skills. If they get an opportunity in an organization that they 

think is more respected than the organization they work in, they do not hesitate to move to 

another organization, so their organizational commitment and identification are usually at a low 

level. By devoting themselves to their work and expertise, they keep their participation in the 

organization low (Gouldner, 1957). 

According to the local sub-dimension, it is observed that teachers indicate a high level 

of loyalty to the goals, values, norms, and beliefs of the organization in which they serve. In 

addition, teachers think at an intermediate level that it is more important to be accepted by their 

superiors in the institution where they work than to be accepted by their colleagues inside and 

outside the institution. When we look at the characteristics of local identity, these people; who 

identify with the goals and values of the organization at a high level; who aim to rise in the 

managerial hierarchy; waiting to be accepted by their superiors within the organization 

(Goldberg et al., 1965) are known to be individuals with characteristics. Dedicated people who 

are a sub-identity of the local identity usually have these characteristics. These people identify 

with the ideology and characteristics of the organization that distinguish it from other 

organizations (Gouldner, 1957). Unlike other organizations, they show commitment to the 

values that their organizations embody and therefore identify with the organization at a high 

level (Lammers, 1974). They think that internal organizational specialization is important, and 

they try to ensure that organizational harmony and consensus are maintained (Gouldner, 1957). 

It is observed that teachers value the organizational culture and climate of the institution in 

which they work and attach importance to its internal dynamics. Being appreciated and 

approved by their managers is something that teachers expect. Teachers are deeply committed 

to the educational institutions they serve as a whole and believe that social cohesion and 

mobility are more important (Gouldner, 1957). It can be said that the teachers working in 

secondary education institutions have a moderate local role identity.  

  

Recommendations 

When the literature is examined, it is seen that there are no studies involving fixed variables 

related to the concept of organizational prestige. Such quantitative studies used in the research 

do not provide specific, detailed, context-based information. The variables discussed in this 
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 research can be detailed by evaluating them in a qualitative context. Although generalization 

can be made through quantitative research, the findings obtained can be applied to different 

levels, regions and teacher groups, and new insights that may be useful in an organizational 

context can be presented.  

In this research, the relationship between organizational prestige and social role identity 

was examined. Prestige is also a concept that should be the subject of research in terms of 

educational institutions. Various research can be carried out with different concepts on the 

concept of organizational prestige. Since a cross-sectional design was used in this study, no 

exact information can be given about the causal direction. Future research may examine these 

variables in longitudinal terms. However, it is recommended that they use multi-source 

methodologies if possible. 

The theoretical side of organizational prestige has been established, but its measurement 

requires further discussion and research. Although continuous efforts are made to evaluate the 

organizational prestige structure, good measurements must be made to collect individual 

assessments of collective external prestige. The criteria for the organization to be respected, to 

understand what constitutes the organization's prestige; it is important for the approval of 

organizations. Instead of relying on general statements of prestige, it is necessary to explore 

certain aspects that constitute the prestige of an organization. In this context, specific and 

prominent indicators can be investigated that explain what the organization knows, what is 

respected or appreciated. 
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Abstract 

This study aims to investigate the views of primary school principals regarding pre-school education. The study 

was carried out with ten primary school principals in the city of Zonguldak during the 2021-2022 academic year. 

The case study method, one of the qualitative research types, was used in the research. Based on the purpose of 

the research, the semi-structured interview technique was used to collect the data. A personal information form 

and an interview form prepared by the researchers were used to collect data in the study. In the research, it used 

the content analysis technique for the data obtained as a result of the semi-structured interviews. When the findings 

are examined, it shows that the primary school principals involved had positive perceptions regarding pre-school 

education. The primary school principals stated that pre-school education supports a child’s psychomotor, 

linguistic, and cognitive development, and facilitates the preparation of children for primary school and their 

adaptation to school. Having a qualified pre-school educational institution in suitable conditions for children with 

interior and exterior space, it was stated that physical conditions and equipment should be planned in such a way 

that children can move freely. Some say that pre-school teachers should love their profession, be tolerant, give 

importance to their professional development, establish good relations with children and be role models to make 

pre-school education qualified. It was stated that the school principals had budget problems in pre-school 

education. They said that they sought support from the school-parent union and collected dues to solve these 

problems. Preparing physically suitable environments to carry out pre-school education more effectively, they 

expressed their suggestions to have auxiliary personnel, not to provide uninterrupted training, and to allocate the 

budget. 

 

Keywords: Pre-school education program, legislation, school principal, pre-school teacher. 

 

Introduction 

The first six years of a child’s life are an important stage in the youngster’s existence. During 

this period, children gain the skills that form the cornerstones of their physical, cognitive, and 

emotional lives. The 0-6 age period, called the ‘pre-school period’, is a period of rapid 

development. Unique aspects of development in the pre-school period are highly correlated 

with each other (Oktay, 2000, p.111). Since it is a period in which children’s learning and 



 

 

153 
 

EJERCongress 2022 Conference Proceedings 

 

 abilities develop rapidly, it affects the child’s life positively or negatively. Therefore, it should 

not be left to chance (Özkaya, 2018, p.1). 

The importance of pre-school education in providing preparation for primary education 

achievements has been revealed in the national education legislation and certain research related 

to the subject. Through the purposes and duties of pre-school education, by the general aims 

and basic principles of Turkish National Education, it is determined as ensuring the physical, 

mental and emotional development of children and the gaining of good habits, their preparation 

for primary education, a common growth environment for children from unfavourable 

environments and families, and the correct and good speaking of Turkish (MEB, 1973). Here, 

it can be seen that pre-school education aims to prepare youngsters for primary education. 

Looking at the literature, it is understood that the pre-school education children receive before 

they start primary school significantly affects their next education life. Gögebakan (2011, p. 

165) determined that children should go to a pre-school education institution before they start 

primary school, and that the pre-school education that children receive affects their later 

education positively. Kırık&Kazu (2019, p. 72) determined in a study that pre-school education 

gains are noticeable in primary education and that teachers can observe the effects of these 

gains. 

The functioning of the institutions serving the pre-school period in Turkey is regulated 

according to the Regulation on Primary Education and Pre-School Institutions of the Ministry 

of National Education (MEB, 2014). These institutions are independent kindergartens, nursery 

classes within primary schools, and practice classes within vocational and technical high 

schools, all of which are under the responsibility of the Ministry of National Education, General 

Directorate of Basic Education. The most common pre-school education institutions across the 

country are nursery classes operating within primary schools. For this reason, primary school 

principals play an important role in the quality of pre-school education. The main purpose of 

this research is to reveal the views and approaches of school principals working in primary 

schools with nursery classes towards pre-school education. In line with this general purpose, 

answers to the following questions were sought: 

1. What are the aims and realization conditions of pre-school education according to the 

opinions of the primary school principals who have nursery classes? 

2. According to the opinions of the school principals, what are the positive and negative 

aspects of pre-school education in primary school? 
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 3. What are the opinions and suggestions of the primary school principals who have nursery 

classes to carry out pre-school education practices in primary schools more effectively and 

efficiently? 

 

Method 

Research Design and Working Group 

The research is qualitative research and the case study design, one of the qualitative research 

methods, was used in the research. The working group of the research comprises school 

principals working in primary schools in the central district of Zonguldak Province in the 2021-

2022 academic year. The purposive sampling method was used while forming the study group. 

Purposeful sampling allows for an in-depth study of situations that are thought to provide rich 

information to the researcher (Yıldırım & Şimşek, 2018: 118). With the determination of the 

study group, an attempt was made to consider diversity in terms of variables, such as age, 

gender, and professional seniority of the participants. The real names of the school 

administrators who took part in the interview were not used; (P), who stated that the participants 

were principals were coded using the letters (M) and (W) expressing their gender and numbers 

expressing the order of the interview. 

Data Collection and Data Collection Tool 

The semi-structured interview technique, which is one data collection method used in 

qualitative research, was used to collect the research data. It used a semi-structured interview 

form developed as a data collection tool, and a personal information form containing the 

personal information of the interviewees. The technique took care to ensure that the questions 

in the interview form were free from technical language and were suitable for conversation and 

daily use. In the personal information form, there was information regarding the age, gender, 

length of service in the administration, the duration of duty at the school where they currently 

worked, the status of participating in in-service training related to pre-school education, and the 

level of the school that they graduated from. In the interview form, there were open-ended 

questions aimed at finding answers to the sub-objectives of the research. 

Data Analysis 

The content analysis technique was used in the analysis of the data in the research, and the 

comments of the researchers have been included, as well as the views of the participants. 

Content analysis is a research model aiming to present the problem systematically and 
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 impartially (Koçak & Arun, 2006, p.22). In the content analysis process, the data obtained in 

each of the sub-problems were carefully examined and codes were created; these codes were 

collected under the relevant themes. 

 

Findings 

Opinions on the Objectives and Realization Conditions of Pre-school Education 

The school principals were asked, “What do you think are the contributions of pre-school 

education to child development?” and “What difference does it make whether children receive 

pre-school education in their psycho-social and academic development?” The opinions of the 

school principals regarding these questions are shown in Table 1. 

 

Table 1 

The Contributions of Pre-School Education to Child Development and the Findings Regarding the 

Differences in Psycho-Social and Academic Developments 

Theme Code n 

Psycho-Social Contributions 

Psychomotor Development 7 

Social-Emotional Development  6 

Language Development 5 

Learning to Collaborate and Share 4 

Cognitive Development 3 

Academic Contributions 
Primary School Readiness 9 

Rapport 8 

 

The school principals stated that pre-school education provides social-emotional development 

for children. Apart from this, they also stated that it is important in terms of psychomotor 

development, language development, cognitive development, cooperation and learning to 

share. They reported their academic contributions as readiness and adaptation to primary 

school. 

The explanation of a school principal regarding the contribution of pre-school education 

to child development, and regarding the differences in psycho-social and academic 

developments, is as follows: “It is the adaptation problems observed in children who do not go 

to kindergarten when they start primary school. Kindergartens ensure that he/she does not have 

problems adapting to school. It contributes to many developments in the development of 
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 children’s motor skills. It facilitates the work of primary school teachers, making the child 

ready for primary school.” (PM1) 

The school principals were asked, “What physical features and equipment should the 

institutions offering a qualified pre-school education have?”. The answers given by the school 

principals are shown in Table 2. 

Table 2  

The Physical Characteristics of Qualified Education Institutions and Findings Regarding the Equipment 

They Should Have  

Theme  Code n 

Interior 

Correct Classroom Environment 6 

Kitchen 5 

Toys and Materials 5 

Security 4 

Sink and WC 4 

Playground 4 

Workshops 2 

Comfortable Mobility 2 

Hygiene 1 

Exterior 

Garden Building 5 

Toys and Materials  4 

Entrances - Outputs 3 

 

The school principals stated that the interior of a qualified pre-school education institution 

should have the most suitable classroom environment, kitchen, toys, and materials. Within the 

outdoor theme, they expressed their opinions mostly on the garden's direction and the building. 

The explanation of a school principal about the physical features and equipment that a qualified 

pre-school education institution should have is as follows: “Classes should be sized according 

to the number of students, their sink, WC, kitchen storage area, and their own indoor and 

outdoor playgrounds.” (PM3) 

The school principals were asked, “What qualities should teachers and school administrators 

have in institutions that offer a qualified pre-school education?” The answers given by the 

school principals are shown in Table 3. 
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 Table 3 

The Findings Regarding the Characteristics of Administrators and Teachers in Qualified Pre-School 

Education Institutions 

Theme  Code n 

School Principal 

Characteristics 

Leadership 8 

Having Knowledge About Pre-school Education 5 

Helping Teachers 2 

Teacher Specifications 

Do Not Love Your Profession 6 

Giving Importance to Professional Development 5 

Do Not Be Tolerant 4 

Effective Communication with the Child 3 

Role Model 2 

 

Considering the research findings, the views that administrators should have leadership and 

knowledge regarding pre-school education come to the fore in qualified pre-school education 

institutions. They show it should have the characteristics of loving the profession of teaching 

and giving importance to teachers’ professional development. The views of a number of the 

school principals on the subject are as follows: 

“School administrators should have leadership qualities and work to increase the quality 

of education.” (PM1). 

“First, they should be open to innovations and development; administrators should have 

information about pre-school education and help teachers in every way.” (PM3) 

The school principals were asked, “What features should educational legislation and the 

curriculum have for a qualified pre-school education?”. The answers given by the school 

principals are shown in Table 4. 

 

Table 4 

The Findings Regarding the Qualified Pre-School Education Legislation and the Characteristics of the 

Education Program 

Theme  Code n 

Program and Regulatory Features 

Adaptability to Child Development 6 

Do Not Be Child-Oriented 4 

Being Flexible 3 
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 According to the research findings, the views that the education legislation and education 

programs are suitable for child development, being flexible and child-oriented for a qualified 

pre-school education come to the fore. One view expressed on the subject is as follows: “It 

should have a program that reflects the characteristics of the age of the students. It should 

include features that include games, can be flexible when necessary, and can reveal some minor 

talents.” (PM7) 

The school principals were asked, “What are the works you have done during your 

tenure at your school to provide a qualified pre-school education?” and “In the achievement 

of these aims, what are the positive situations or obstacles you face?”. The answers given by 

the school principals are shown in Table 5. 

 

Table 5 

The Findings Regarding Positive-Negative Situations and Barriers in Quality Pre-School Education 

Theme  Code n 

Works carried out 

 

Physical Arrangement  9 

Increasing Participation in Pre-school Education  6 

Positive Feedbacks Increase in the Number of Students  2 

 

Obstacles 

Financial Troubles  7 

The Problem of Transportation in Access to School  4 

 

Considering the research findings, they state that the work of school principals during their 

tenure to provide a qualified pre-school education is work to increase participation in pre-school 

education and physical arrangements. The principals stated they had financial difficulties while 

carrying out these studies. One evaluation on the subject is as follows: “I have ensured that the 

pre-school education areas are equipped originally. I tried to prepare an area away from 

negative external factors as much as possible. Under the interests, abilities, and readiness 

levels of our students, I tried to choose the best materials. The biggest problem we encountered 

while doing all these studies was the inadequacy of economic and physical areas.” (PM6) 

The school principals were asked: “What do you consider in the classroom’s planning 

selection and physical space arrangement, and provision of the nursery classes in your 

school?”, “What are your powers in these plans?”, and “What are the methods you have 

developed to achieve the aims of pre-school education in matters beyond your authority?”. The 

answers given by the school principals are shown in Table 6. 
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 Table 6 

The Findings Regarding Authorization and Savings in Pre-school Classroom Selection, Physical Space 

Arrangement and Equipment Supply 

Theme  Code n 

Planning of the pre-school class 

Do Not Be Bright and Breathable 5 

A Comfortable and Peaceful Environment  3 

It Must Be in the Appropriate Place of Access 2 

Do Not Be in a Convenient Place 1 

 

According to the research findings, the nursery class should be bright and breathable, 

comfortable, peaceful, in an accessible place, and a suitable place came to the fore. 

One evaluation on the subject is as follows: “I create an environment where children feel 

comfortable and peaceful. I would like it to be in a comfortable, breathable, light environment, 

rather than being in a damp, secluded place in the school's basement.” (PM2). 

2. Opinions on Positive and Negative Aspects of Pre-school Education 

The school principals were asked, “What are your views on the participation of 

kindergarten teachers in meetings and activities in your school and their belonging to the 

school?” and “Could you give some information about the additional studies carried out in 

your school on this subject?”. The answers given by the school principals are shown in Table 

7. 

 

Table 7 

The Findings Regarding the Belonging Status of Kindergarten Teachers 

Theme Code n 

Sense of Belonging 
There Is No Sense of Belonging 6 

There Is a Sense of Belonging 4 

Definition of Sense of Belonging 
Ensuring Participation in Meetings and Events 10 

Having a Say 1 
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 According to the research findings, the opinion that pre-school teachers do not have a sense of 

belonging came to the fore. School principals defined the sense of belonging as ensuring 

participation in meetings and activities. One evaluation on the subject is as follows: “I can say 

that the sense of belonging to the school is lower than that of the teachers in the other primary 

school, since kindergarten teachers do not have time for break time and rest. Although we try 

to ensure the participation of kindergarten teachers in meetings and activities, we sometimes 

experience difficulties in the participation of kindergarten teachers. That kindergarten 

teachers’ participation in meetings and activities is limited to only expressing opinions is one 

of the negative factors that prevents the development of kindergarten teachers’ belonging to the 

school.” (PW10) 

The school principals were asked, “Can you give information about your approach to 

budget management for kindergarten/nursery classes in your school?”, “What is your authority 

and disposition on the school fees budget?” and “What are the ways and methods you have 

developed to achieve the objectives of pre-school education regarding situations that exceed 

your authority?”. The answers given by the school principals are shown in Table 8. 

 

Table 8 

The Findings Regarding Budget Management of Nursery Classes 

Theme Code n 

Budget  

Meeting Needs  9 

Dues collection  6 

Getting Support from the School-Parent Association  6 

 

According to the research findings, it was seen that the methods of benefiting from the school-

parent union and collecting dues were applied to meet the needs of the nursery class. One 

statement on the subject is as follows: “We form our budget by taking the fees determined by 

the District National Education Directorate for the nursery class of our school. However, some 

parents have difficulties paying these dues. The fees collected within this budget are also spent 

for the needs of our students.” (PW7) 

The Findings About Suggestions Regarding the Effective Execution of Pre-school Education 

Practices  

The school principals were asked, “What are your opinions and suggestions for those who 

produce and implement education policies to make pre-school education carried out within 
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 primary schools more effective and qualified?”  The answers given by the school principals are 

shown in Table 9.  

 

Table 9 

The Findings Regarding Education Policies Producers and Implementers 

Theme Code n 

Physical Facilities  

  

  

Appropriate Environments Should Be Prepared 6 

It Must Be a Detached Building 3 

Elimination of hardware deficiencies 3 

Personnel There should be helpful staff 4 

Training Hours  There should be no uninterrupted training 3 

Material Opportunities  Allocation of budget  2 

 

According to the findings of the research, suggestions for those who produce and implement 

the education policies in the more effective execution of pre-school education, and preparation 

of suitable physical environments come to the fore as auxiliary personnel, lack of uninterrupted 

training, and allocation of budget. 

One of the related answers is as follows: “To increase the quality of pre-school 

education carried out in primary schools, first, schools should be given service personnel for 

nursery classes. Many schools do not have ancillary staff in their nursery classes. Therefore, 

the teacher must take care of the cleanliness of the educational environment. The physical 

conditions of the schools need to be improved.” (PM8) 

 

Conclusion, Discussion and Recommendations 

Conclusion and Discussion  

In the research, the views of primary school principals, who have a nursery class within their 

school, about pre-school education were examined. The first sub-problem of the research 

comprises the aims and realization conditions of pre-school education according to the views 

of the primary school principals who have a nursery class within their school. From to the 

findings obtained from the research, according to the opinions of school principals, pre-school 

education supports children’s social, emotional, cognitive, and psychomotor development areas 

and contributes to their readiness for primary school. The school principals especially 

emphasized their contribution to social-emotional development in their psychosocial 
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 contributions. In the academic contributions, preparation for primary school came to the fore. 

A similar finding related to our study is also included in a study by Kırık & Kazu (2019). Doğan 

(2012) found that pre-school education provides mental, psychomotor, and social-emotional 

contributions to the child and prepares the youngster for primary education. 

According to the results of the research, kindergartens should have a suitable classroom 

environment, kitchen, toys, and materials. In a study conducted by Kurşunlu (2018), the 

researcher concludes that pre-school education in inappropriate environments affects the 

quality of pre-school education negatively. This situation is parallel to the research findings. 

The principals taking part in this research stated that in qualified pre-school education 

institutions, the administrators should have leadership characteristics and have knowledge 

regarding pre-school education. However, according to the research findings, it is understood 

that the school principals working in primary schools firstly have sufficient knowledge about 

pre-school education, since they are primarily from classroom teaching backgrounds. The 

principals also mentioned the importance of loving their profession and giving importance to 

the professional development for pre-school teachers. In a study by Doğan (2012) it was also 

stated that pre-school level principals lack knowledge concerning the field of pre-school 

education and its content; therefore, they concluded they could not guide teachers. These 

findings are in parallel with the findings of our study. 

According to the results of the research, educational programs and the legislation for a 

qualified pre-school education should be suitable for child development, flexible and child 

oriented. According to research by Köksal, Dağal, and Duman (2016), pre-school educational 

programs support children’s skills in their developmental areas and maximize these skills; the 

programs should respond to the needs of children. According to Can& Kılıç (2019), a flexible 

and child-centred pre-school educational program is a positive aspect. These findings also 

confirm and support the research findings. 

In the research, school principals stated they made physical arrangements for the 

realization of qualified pre-school education, and they worked to increase participation in pre-

school education, but they experienced financial problems while carrying out these studies. 

They also stated that there are certain transportation problems in accessing students to the 

school. In a study conducted by Sildir & Akın (2017), the researchers state that school principals 

should do physical improvement to increase the quality of pre-school education. They stated 
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 that the major problem of pre-school education is financial inadequacies (Sildir & Akın, 2017, 

p.156). The study by Can & Kılıç (2019, p.511) is parallel to these findings. 

The second sub-problem of the research comprises determining the positive and 

negative aspects of pre-school education in primary schools according to the opinions of school 

principals. School principals stated that kindergarten teachers do not have a sense of belonging 

to the institution. The principals defined the sense of belonging as ensuring participation in 

meetings and activities. It was stated that kindergarten teachers were not willing to take part in 

meetings and activities, and that they could forget the meetings. In the Pre-School Education 

and Primary Education Institutions Regulation (MEB, 2014), the Ministry stated that education 

in pre-school education institutions lasted for six hours of uninterrupted fifty-minute activity a 

day. There is no break time in pre-school education with this regulation, and education is carried 

out without interruption. It can be thought that with uninterrupted education, kindergarten 

teachers spend time in their classrooms, so their relations with teachers in other branches may 

be weak, and they may be forgotten or excluded from meetings and activities from time to time. 

In a study by Doğan (2012, p.171) it was concluded that the lack of break time for pre-school 

teachers caused them to be unable to meet with other branch teachers, and that this situation 

caused a lack of cooperation between teachers. Similarly, Can & Kılıç (2019) found that nursery 

classes, especially within primary schools, remained in the background in their research. They 

determined that there is no cooperation with pre-school teachers except on important days. 

According to the research findings, it is understood that the school-parent union formed the 

budget and collected dues to meet needs. These fees and their use are determined by the relevant 

regulations.  

According to the Ministry of National Education (2014), the monthly fee to be collected 

from parents in pre-school education institutions is determined by the school administration in 

a way that does not exceed the ceiling fee determined by the provincial/district fee 

determination commission. The expenditure items of these dues are determined as nutrition 

expenses, cleaning service expenses, educational material expenses, minor maintenance and 

repair expenses, accounting and security services expenses, social activity expenses, and other 

goods and services purchase expenses.  

The third sub-problem of the research is to determine the opinions and suggestions of the 

primary school principals who have a nursery class, to carry out pre-school education practices 

in primary schools more effectively and efficiently. The school principals stated that suitable 
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 physical environments should be prepared and that there should be auxiliary personnel besides 

the necessity of giving a budget by the Ministry to carry out pre-school education activities 

effectively and efficiently. They also stated that nursery classrooms should be detached 

buildings, equipment deficiencies should be eliminated, and no uninterrupted education should 

be provided. This situation shows that nursery classes in primary schools are not suitable for 

pre-school education in terms of physical facilities. A similar finding is also encountered in a 

study by Yalçın & Yalçın (2018). In the study, it is stated that pre-school education should be 

held in independent buildings as much as possible, and that nursery classes within primary 

schools are limited to one classroom under the same roof as primary schools, preventing 

children from playing comfortably and restricting their movements. 

Recommendations  

• The planning of nursery classes should be done considering the interests, wishes and 

development of children. While creating educational environments, importance should be given 

to enabling children to develop their sense of curiosity. 

• It can be ensured that at least one of the school administrators is a pre-school teacher graduate 

in schools with nursery classes. 

• In-service training can be organized so that primary school principals have more detailed 

information regarding pre-school education and, in this context, the Ministry of National 

Education can act in coordination. 

• Since play is the most important method in the education of pre-school children, indoor and 

outdoor playgrounds can be built to meet the needs of children in pre-school educational 

institutions. 

• Concerning the problem of financial impossibility, in which school administrators have a 

common point of view, carrying out pre-school education activities in a healthy way, can be 

solved by sending regular appropriations every month to all educational institutions within the 

body of the Ministry of National Education, considering the type, number, number of students 

and the size of the building campus. 

• This study, which was carried out in the central district of Zonguldak, encouraging research on 

the importance of pre-school education in Turkey, can be carried out over the whole province, 

in different provinces or throughout Turkey. More comprehensive studies involving teachers 

could also be carried out. This study is not only limited to primary school principals, but could 

also be conducted with middle school, high school and vocational high school principals who 
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 have nursery classes. To reach different findings and results, it could be conducted statistically, 

with more participants, using the quantitative research method. 
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Abstract 

Purpose: Books are one of the essential tools that have the potential to affect the imagination of every individual, 

regardless of age group. Books, which have an importance that can directly or indirectly affect the characters and 

whole lives of individuals, are materials that can be used to develop thinking and social skills. In the context of 

the content, quality, type, and level of the book read in the research; it is seen that it has positive contributions to 

the development of the creative thinking skills of the individual. Due to their permanent physical disabilities, 

visually impaired individuals cannot directly access the literary works they want to access. Visually impaired 

individuals can access these problems with the help of various tools by paying specific fees. It restricts visually 

impaired individuals with low care costs and low socio-economic levels from subscribing to various audiobook 

applications for particular prices.  

Method: In this study, we designed a mobile application to enable visually impaired individuals to access literary 

works for free and offline. The model of the application is based entirely on volunteerism. Through the mobile 

application developed by the volunteers, the books are read and converted into audiobooks according to the wishes 

of visually impaired individuals. Furthermore, the application developed for iOS operating systems is free and can 

work offline. 

Implications for Research and Practice: We believe the proposed model will improve the problems faced by 

visually impaired individuals accessing audiobooks freely and shed light on new researchers conducting 

innovation-based studies in special education. 

 

Turkish Abstract: Dijital Sosyal Yardımlaşma Aracılığıyla Görme Yetersizliği Olan Bireyler İçin Gönüllü 

Okur Uygulaması 

Özet 

Problem Durumu ve Amaç: Kitaplar yaş grubu fark etmeksizin her bireyin hayal dünyasını etkileme potansiyeline 

sahip önemli araçlardan biridir. Bireylerin karakterlerine ve tüm yaşamlarına doğrudan ve dolaylı yoldan etki 

edebilecek öneme sahip olan kitaplar, düşünme ve sosyal becerilerin geliştirilmesinde kullanılabilecek 

materyaldir. Araştırmalarda okunan kitabın içeriği, niteliği, türü ve seviyesi bağlamında bireyin yaratıcı düşünme 

becerisini gelişmesinde olumlu katkılarının olduğu karşımıza çıkmaktadır. Kalıcı fiziksel engellerinden dolayı 

görme engelli bireyler erişmek istedikleri edebi eserlere doğrudan erişememektedir. Görme engelli bireyler 

yaşadıkları bu problemlere belirli ücretler ödeyerek çeşitli araçlar yardımı ile erişebilmektedir. Hem bakım 

masrafları hem de sosyo- ekonomik düzeyleri düşük olan görme engelli bireylerin belirli ücretler karşılığında 

çeşitli sesli kitap uygulamalarına abone olmasını kısıtlamaktadır.  

Yöntem: Çalışmada görme engelli bireylerin edebi eserlere ücretsiz ve çevrimdışı erişebilmelerini sağlamak için 

önemli değerlerimizden biri olan yardımlaşma temel alınarak, dijital sosyal yardımlaşma modeli önerilmiştir. 

Dijital sosyal yardımlaşma modeli tamamen gönüllülük esasına dayalı olup gönüllü kişilerin geliştirilen mobil 

uygulama aracılığı ile görme engelli bireylerin isteklerine göre kitapları okuyarak, sesli kitaba dönüştürmektedir.  

Bulgular ve Sonuç: İOS işletim sistemleri için geliştirilen uygulama ücretsiz ve çevrimdışı çalışma özelliğine 

sahiptir.  

mailto:hasanhuseyin.yildirim@ibu.edu.tr
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 İleriye Dönük Araştırma ve Uygulama İçin Öneriler: Önerilen modelin görme engelli bireylerin kültürel 

ihtiyaçlarını karşılama konusunda yaşadıkları sorunları iyileştireceği ve dijital sosyal yardımlaşma 

uygulamalarının önünü açacağı düşünülmektedir. 

Anahtar Kelimeler: Sosyal yardımlaşma, görme yetersizliği, gönüllü okur, mobil uygulama 

 

Introduction 

According to the research conducted by the Turkish Statistical Institute (TÜİK) in 2011, there 

are 1.039.000 individuals with visual difficulties in our country. As can be seen from the 

figures, it is vital to ensure that these individuals live together with society without breaking 

away from it. 

Visually impaired individuals, like other individuals, need to have a job, to know 

different fields, realize themselves, and participate in society. Therefore, visually impaired 

individuals who want to do various readings to gain knowledge in different areas have equal 

rights as other individuals (İhsan, 2020). 

Visually impaired individuals face various problems in reading books. Visually 

impaired people cannot access information through reading and cannot learn how to read a book 

(Atay, 2011). Therefore, it is necessary to prevent visually impaired individuals from getting 

away from books and to increase awareness of books (Şahin, Sevim, Çiğdem, & Aydın, 2011). 

It is difficult for a visually impaired person to read using their finger. To improve the reading 

skills of these individuals, reading aloud skills need to be developed (Akçamete, 1988). It is 

possible to develop language skills, which are important for visually impaired and disabled 

individuals to live harmoniously and communicate in society, through auditory materials 

(Özaltun & Erdem, 2020; Şenel & Topuzkanamış, 2018). 

 

Literature Review 

Various environments can be designed, or software can be developed to help visually impaired 

individuals gain the love of reading books with technology (Iyigun & Tortop, 2018). The 

education of visually impaired individuals is usually given in special education institutions, and 

the responsibility of the person who takes care of the disabled individual is relatively high to 

reinforce the skills gained in these learning environments (Hebebci, 2017). Therefore, specially 

designed programs, settings, and technologies are needed to facilitate the lives of visually 

impaired individuals with different characteristics and needs and to improve their quality of life 

(Selçuk, 2016). However, it is seen that the annual fees of audiobook applications, one of the 

methods used by visually impaired individuals to improve their reading skills, are high. 

Information on platforms hosting audiobook content and their annual fees are given in Table 1. 
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 Table 1 

Information on Platforms Used to Access Audiobook Content 

 Digital Platform Official Web Page Annual Subscription Fee 

1 Spotify www.spotify.com 99 $ 

2 Apple Music www.apple.com/tr/apple-music/ 99 $ 

3 Audioteka www.audioteka.com 30 $ 

4 StoryTel www.storytel.com 40 $ 

5 Audible www.audible.com 96£ 

6 SerialBox www.serialbox.com 60$ 

7 KitUp www. kitup.net 40 $ 

 

As can be seen from Table 1, annual fees for audiobook applications are quite high for visually 

impaired individuals with low socio-economic status. For visually impaired individuals to 

easily access audiobooks with high prices, the problems they experience need to be improved. 

To improve this problem, environments, where audiobooks will be offered free of charge by 

volunteer readers can be designed within the scope of social assistance work. 

 

Method 

This project aims to develop a mobile application to enable visually impaired individuals to 

access literary works free and offline using Swift Programming Language for iOS. Individuals 

who have problems accessing paid audiobook platforms due to their visual impairment or 

disability register in the system and request books from volunteer readers to be recorded. 

Volunteer readers upload the books to the system as audio files by vocalizing them according 

to their book requests. 

 

Operation Mode of Mobile Application 

The volunteer reader mobile application that supports the iOS operating system for visually 

impaired individuals consists of sections. 

Login – Giriş Yap - Visually impaired individuals and volunteer readers log in to the 

platform with the Login section. 

Register – Kayıt Ol - With the Register section, visually impaired individuals and 

volunteer readers register and become members on the user platform. 
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 Listen to the Audiobook – Kitap Dinle - In the Listen to the Audiobook section, there is 

a list of books recorded by volunteer readers. The user first searches this section for the book 

he wants to listen to via the application. 

Record for Me – Benim için Seslendir - In the Record for Me section, the visually impaired 

individual enters information about the book they want to listen to. This information is recorded 

on the platform to be forwarded to volunteer readers. 

Book Requests – Benim için Seslendir - In the Book Requests section, some books are 

requested to be read by visually impaired individuals to the volunteer reader. The volunteer 

reader chooses the book he can sing. A notification is sent to the account of the visually 

impaired individual that the book has started to be recorded. Volunteer readers record the book 

as an audio file and turn it into a single file. Uploads the audiobook file to the system. The 

audiobook uploaded to the system is also listed in the Listen Books section. 

 

Flow Chart of Mobile Application 

Summary information about the operation mode of the designed application is given in the flow 

chart in Figure 1.  

 

Figure 1 

Flow chart of Mobile Application 
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 Testing Phase of Mobile Application 

The researchers created the criteria for the performance that the application should exhibit 

during the testing process. These criteria consist of visually impaired individuals searching for 

a book in the mobile application, submitting the book request, and uploading the audiobook 

read by the volunteer reader to the system as an audio file. Then, during the application's testing 

process, the mobile application's performance was tested by peer review method by the 

consultant teacher and seen that the system works in accordance with the criteria. 

 

Findings 

This section includes the findings obtained as a result of the volunteer reader mobile application 

development that supports the iOS operating system for visually impaired individuals. 

 

Figure 2 

Overview of the Application's Home Screen 
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 Figure 3 

Overview of the Application's Register Screen 

 

 

 

 

 

 

 

 

 

 

 

Figure 4 

Overview of the Application's File Upload and Search Screens 
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 Figure 5 

Overview of the Application's Audiobook Listen and Book Request Screens 

 

 

 

 

 

 

 

 

 

 

 

 

Results and Discussion 

Visually impaired individuals can directly see the literary works they want to access. Visually 

impaired individuals can access these problems with the help of various tools (Spotify, Audible, 

Audioteka, and AppleMusic) by paying certain subscription fees. The high subscription costs 

and low socio-economic level restrict visually impaired individuals from subscribing to various 

audiobook applications for specific prices.  

In line with the problem mentioned above, a mobile application has been developed to enable 

visually impaired individuals to access literary works for free and offline within the scope of 

the study. With the developed application, individuals who have problems accessing paid 

audiobook platforms due to visual impairment or disability register in the system and request 

books from volunteer readers to be recorded. Volunteer readers sing the books according to 

their book requests and upload them to the system as audio files. 

We believe our mobile application will pave the way for adopting information and 

communication technologies in social assistance. 

 

Directions for Future Research 

In this section, suggestions for new research are given in line with the research results. 
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  The system's file player can be developed as a browser plug-in to make it easier to listen 

to audiobooks while navigating between platform web pages. 

 Audiobooks on the platform can be shared on platforms such as Spotify and 

SoundCloud, so different audiences with busy schedules can benefit. 
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Abstract 

Despite the presence of many studies on the conduct and adjustment traits of typically developing siblings of 

children with autism spectrum disorder (sibs-ASD) in the literature, studies examining the risk of siblings 

developing a psychiatric and psychological disorder or neurodevelopmental disability are limited. This study aims 

to comparatively investigate the attention deficit and hyperactivity disorder (ADHD) traits of sibs-ASD. In the 

study, which was designed in the form of causal-comparative research among the survey models, the study group 

consisted of a total of 92 children with siblings with ASD (research group: N=47) and with siblings without any 

developmental disability (comparison group: N=46). The data were collected through mothers and analyzed. 

According to the study findings, the siblings in the research group exhibited significantly higher ADHD traits in 

all subscales of the Conners Parent Rating Scale-48 items (CPRS-48), through which the data were obtained, 

except for impulsivity-hyperactivity, and in the total score of the scale compared to the comparison group. 

Moreover, it was revealed that the ADHD traits of the siblings in the research group did not differ according to 

gender. According to the study results, having a sibling with ASD increases the risk of ADHD in sibs-ASD, 

whereas this risk does not differ significantly according to gender. Specialists and educators providing services to 

children with ASD and their parents should consider the family as a whole and keep in mind that ASD can be a 

neurodevelopmental disorder that may affect all family systems, including siblings. It is recommended to examine 

ADHD traits of siblings with studies using different measurement tools and different data sources such as teachers 

and siblings themselves for future research and conduct studies with more comprehensive and large participant 

groups examining the effects of demographic variables such as birth order and the gender of a sibling with ASD, 

different environmental variables such as the severity of ASD, and genetic factors such as the broad autism 

phenotype on the risk of developing neurodevelopmental disorders such as ADHD in siblings.  

Keywords: Causal comparative research, Conduct problem, Gender, Impulsivity/hyperactivity, Typically 

developing sibling.  

 

Introduction 

Autism spectrum disorder (ASD) is one of the developmental disorders whose prevalence has 

increased rapidly in recent years. According to the DSM-5 published in 2013, ASD is defined 

as a neurodevelopmental disability that is manifested as repetitive, obsessive behaviors, limited 

interests and activities with inadequacy in social communication and social interaction 

(American Psychiatric Association [APA], 2013). Changes occur in the family system with the 

participation of a child with ASD in the family. Stress (Dunn et al., 2001), social isolation (Lutz 

et al., 2012), and difficulties maintaining daily life (Reddy et al., 2019) are the most common 

situations experienced by families of children with ASD. In the family system, in addition to 
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 caregiving parents, other people in the family are also affected by the presence of a sibling with 

ASD. There are different results in the literature on these effects. While many studies reveal 

that typically developing siblings of children with ASD (sibs-ASD) are adversely affected by 

siblings with ASD (Hasting, 2003), other studies state that having a sibling with ASD is a 

positive experience for sibs-ASD (Kaminsky & Dewey, 2002; Verte et al., 2003). There are 

various justifications for inconsistent results of studies on siblings in the literature. Some of 

these can be summarized as examining different variables, differences in using comparison 

groups, and using different people (e.g., parents, siblings themselves, and teachers) as sources 

of information. 

Studies conducted on siblings in the literature are mostly related to siblings' adjustment 

traits, psychosocial and behavioral traits. Studies on the adjustment traits of siblings state that 

they experience adjustment difficulties and have more external and internal conduct problems 

(Meyer et al., 2011; Şengül Erdem & Fazlıoğlu, 2020). Whereas studies on the adjustment and 

conduct traits of sibs-ASD are frequently encountered in the literature, there are few studies on 

the risk of siblings having a psychiatric and psychological disorder or neurodevelopmental 

disability.  

The results of studies on neurodevelopmental disorders in sibs-ASD show that a wide 

range of disorders can be observed. Childhood disorders such as ASD, attention deficit and 

hyperactive disorder (ADHD), intellectual disability, learning disorders, conduct and 

oppositional defiant disorders are disorders that can be frequently observed among sibs-ASD 

(Jokiranta-Olkoniemi et al., 2016). It is indicated that ADHD and ASD are neurodevelopmental 

disorders that often accompany each other (Ghirardi et al., 2018; Septier et al., 2019). 

Furthermore, findings showing that ADHD is a disorder with a high incidence among first-

degree relatives of individuals with ASD are remarkable (Mulligan et al., 2009; Nijmeijer et 

al., 2009). Especially ADHD is one of the clinical diagnoses frequently established in sibs-ASD 

(Pilowsky et al., 2007). A study conducted with dizygotic twins states that if one of the twins 

is diagnosed with ASD, the probability of the other twin being diagnosed with ADHD is 15% 

(Lichtenstein et al., 2010). The findings support the idea that ASD and ADHD can be frequently 

observed in siblings.  

In the literature, it is observed that comparison groups are used in studies that investigate 

the ADHD traits of sibs-ASD. For example, the study by Septier et al. (2018) examined the 

possible prevalence of ADHD in parents and sibs-ASD. In the study carried out with three 
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 different groups, the first group comprised of parents and siblings of individuals diagnosed only 

with ASD  (N=287), the second group consisted of parents and siblings of individuals diagnosed 

with ASD+ADHD (N=212), and the third group consisted of parents and sibs-ASD or any 

accompanying developmental delay (N=140). According to the study results, ADHD traits were 

found to be significantly high in parents and siblings of individuals with ASD and 

ASD+ADHD. The possible prevalence of ADHD in siblings of the same group was even 3-4 

times higher than in siblings in the control group (Septier et al., 2018). This study performed 

with a relatively large sample group strengthens the idea that ASD and ADHD will be observed 

together in siblings.  

Similar results are obtained in studies conducted with different study groups or in more 

longitudinal studies. Among these studies, the study in which Chien et al. (2017) examined the 

ADHD traits of sibs-ASD (N=122) and Asperger's syndrome (N=77) evaluated the 

performance of the study group using the control group (N=196). According to the study results, 

typically developing siblings in the study group had significantly higher ADHD traits in the 

domains of hyperactivity/impulsivity and oppositional behaviors compared to siblings in the 

control group. A similar study was conducted by Miller et al. (2018), and sibs-ASD and siblings 

of typically developing children who were younger were examined longitudinally for ADHD 

for about 10 years, starting from infancy. In the study, sibs-ASD were categorized as a high-

risk group, siblings of typically developing children were categorized as a low-risk group, and 

their diagnosis status at the age of 8-10 was examined. According to the results, 17 siblings 

were diagnosed with ADHD according to the DSM-5 at school age. While 14 of the 17 siblings 

were sibs-ASD in the high-risk group, 3 of them were siblings in the low-risk group. Based on 

these results, it can be said that sibs-ASD are at risk or are prone to exhibit ADHD traits due to 

genetic or environmental factors (Jokiranta-Olkoniemi et al., 2016). Obtaining similar results 

in studies with different designs and the fact that siblings are diagnosed with ADHD or are at 

risk reveal the need for more studies on this issue.  

In Turkey, the developmental and adjustment traits of sibs-ASD are quite a new research 

topic in comparison with the foreign literature. No study was encountered on the risk of siblings 

exhibiting neurodevelopmental disorders. Based on this need, this study aims to examine the 

ADHD traits of sibs-ASD. In the study designed as a research and comparison group study, 

answers to two research questions will be sought: 
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 1. Do the ADHD traits sibs-ASD differ significantly from those in the comparison group?  

2. Do the ADHD traits of sisters and brothers of children with ASD differ significantly?  

 

Method 

Research Design 

The research is a causal comparative study since it aimed to determine the condition of two 

different groups affected by the same situation in two different ways on a single variable. Causal 

comparative research aims to examine the causes of an existing/naturally occurring situation or 

event and the variables affecting these causes or the results of an effect (Büyüköztürk et al., 

2014). 

Research Sample  

There are two groups in the study, the research group and the comparison group. The siblings 

in the research group (N=47) are typically developing and have a sibling with ASD. While 20 

of the siblings are female, 27 are male. The siblings' mean age is 9.85 (SD: 4.09; range: 3.5-

20), and the most common age is 12 (N=7; 14.9%). Whereas the mean age of the mothers of 

the siblings in the research group is 38.9 (sd: 4.74; range: 21-49), the most common age is 39 

(N=7; 14.9%). Concerning the maternal education level, university graduate mothers (N=17; 

36.2%) and high school and primary school graduate mothers (N=12; 25.5%) constitute the 

largest groups.  

Both the siblings in the comparison group (N=46) and their siblings are typically developing. 

While 20 of the siblings are female, 26 are male. The siblings' mean age is 10 (SD: 2.91; range: 

3-16), and the most common age is 8 (N=8; 17.4%). Whereas the mean age of the mothers of 

the siblings in the comparison group is 39.56 (sd: 4.52; range: 30-52), the most common age is 

39 (N=7; 15.2%). Considering the maternal education level, university graduate mothers 

(N=17; 37%) and secondary school graduate mothers (N=9; 19.6%) constitute the largest 

groups.  

Research Instruments and Procedure 

The data in the study were obtained using the demographic form and the Conners Parent Rating 

Scale-48 (CPRS-48). 

Demographic Form  

The demographic form was used to obtain demographic information about mothers, children 

with ASD, and typically developing siblings included in the study.  
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 Conners Parent Rating Scale-48 (CPRS-48) 

The scale developed by Goyette et al. in 1978 was developed to evaluate attention deficit, 

hyperactivity, and conduct problems in children. Dereboy et al. (2007) performed the Turkish 

adaptation of the scale. The scale's norms were obtained from the data of 954 typically 

developing children and 270 children treated in the child psychiatry outpatient clinic with the 

diagnoses of ADHD, oppositional defiant disorder, and/or conduct disorder. The scale consists 

of 5 subscales: conduct problem, impulsive/hyperactive, learning problem, anxiety, and 

psychosomatic. Cronbach's alpha internal consistency coefficient of the scale varies between 

0.67-0.92, and the item-total correlations are 0.35 and above. The scale's construct validity was 

examined by principal components analysis (PCA). According to the analysis, the variances 

explained by the factors and factor loading values were 0.46-0.76 for the first factor-conduct 

problem, 0.59-0.71 for the second factor-impulsive/hyperactive, 0.42-0.57 for the third factor-

learning problem, 0.40-0.58 for the fourth factor-anxiety, and 0.54-0.75 for the fifth factor-

psychosomatic (Dereboy et al., 2007; Kaner et al., 2012).  

Data Collection Process 

The data were collected through mothers. The mothers in the research group were reached 

through special education centers in Istanbul province. The researcher visited 8 special 

education centers in Ümraniye, Üsküdar, Kadıköy, and Maltepe districts of Istanbul province. 

After the approval was received from the institutions' owners, the data collection tools were 

given to the volunteer mothers by hand, and the data collection tools filled out by the researcher 

mothers were collected. The researcher made a total of 16 visits to 8 centers. The comparison 

group data were collected through the researcher's visit to primary, secondary, and pre-school 

institutions in the same districts, again through mothers.  

 

Data Analysis  

The data were analyzed using the SPSS 22 program. In the data analysis, the Shapiro-Wilk 

values and skewness and kurtosis values were calculated to decide whether the research and 

comparison group data were normally distributed. Table 1 presents these values.  
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 Table 1 

Normality Findings of the Research and Comparison Groups  

Group  Shapiro-Wilk Skewness  Kurtosis 

Research  .029 .620 -.064 

Comparison .000 2.292 7.955 

(p<.05) 

 

The skewness and kurtosis values between −2 and +2 are accepted as the normal distribution 

of the data (George & Mallery, 2019). As seen in Table 1, the research group value fit the 

specified range, but the comparison group value did not fit the range. Moreover, since the 

Shapiro-Wilk values were <.05 for both groups, it was observed that the data were not normally 

distributed. Therefore, the Mann-Whitney U test, one of the non-parametric tests, was utilized 

in the data analysis. 

 

Results 

The analysis regarding the significance of the difference between the ADHD traits of sibs-ASD, 

which is the first question of the study, compared to siblings in the comparison group is shown 

in Table 2.  

 

Table 2 

Conners Parent Rating Scale-48 (CPRS-48) Research Group and Comparison Group Mann-Whitney U 

Test Results 

CPRS-48 Group n Mean Rank Sum of Ranks Z p 

Conduct problem Research 47 56.76 2667.50 -3.797 

 

0.000* 

Comparison 45 35.79 1610.50 

Impulsive/hyperactive Research 47 50.00 2350.00 -1.093 

 

0.275 

Comparison 46 43.93 2021.00 

Learning problem Research 46 52.26 2404.00 -2.089 0.037* 

Comparison 46 40.74 1874.00 

Anxiety  Research 47 56.53 2657.00 -3.456 

 

0.001* 

Comparison 46 37.26 1714.00 

Psychosomatic Research 47 54.82 2576.50 -3.054 

 

0.002* 

Comparison 46 39.01 1794.50 

https://onlinelibrary.wiley.com/doi/full/10.1111/ldrp.12241#ldrp12241-bib-0015
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 Total 

 

Research 46 55.76 2565.00 -3.566 

 

0.000* 

 Comparison 45 36.02 1621.00 

*p<0.05 

 

According to the analysis, significantly different results emerged between the two groups in the 

other subscales, except for impulsive/hyperactive. Upon examining the rank sums concerning 

which group these differences were in favor of, it was emerged that the scores of the research 

group were higher in the conduct problem, learning problem, anxiety, and psychosomatic 

subscales and total score (p<0.05). Based on these results, it was revealed that sibs-ASD were 

at a higher risk of exhibiting ADHD traits.  

The analysis of the differences in the ADHD traits of sibs-ASD according to gender, which is 

the second question of the research, is seen in Table 3.  

 Table 3 

Conners Parent Rating Scale-48 (CPRS-48) Research Group Mann-Whitney U Test Results by Gender  

CPRS-48 Gender n Mean rank Sum of ranks Z p 

Conduct problem Female 20 25.58 511.50 -.680  .496 

Male 27 22.83 616.50 

Impulsive/ 

hyperactive 

Female 20 22.65 453.00 -.586 

 

.558 

Male 27 25.00 675.00 

Learning problem Female 20 24.73 494.50 -.547 .585 

Male 26 22.56 586.50 

Anxiety  Female 20 28.25 565.00 -1.835 .067 

Male 27 20.85 563.00 

Psychosomatic Female 20 25.85 517.00 -.825 .409 

Male 27 22.63 611.00 

Total 

 

Female 20 26.95 539.00 -1.531 .126 

Male  26 20.85 542.00 

*p<0.05 

 

Considering the results, no significant difference was found in the five subscales and total 

scores of the scale according to gender (p<0.05).  
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 Discussion, Conclusion and Recommendations 

Discussion 

In the study, while siblings showed significantly higher traits in the conduct problem, learning 

problem, anxiety, and psychosomatic sub-domains and the total score compared to siblings in 

the comparison group, there was no significant difference in the impulsive/hyperactive sub-

domain. The current study finding are supported by conducted studies. In parallel with this 

result of the study, the study by Miller et al. (2019) revealed that sibs-ASD were at a higher risk 

in terms of ADHD traits than siblings of typically developing children. In another study, the 

finding indicating that ADHD-related traits can be detected in sibs-ASD from an early period 

and that typically developing children are at a higher risk than their siblings supports the study's 

results (Miller et al., 2018). Septier et al. (2018) also stated in their study that the risk of ADHD 

was 3-4 times higher in sibs-ASD than siblings in the control group, and this finding supports 

the results of the current study in this direction. In current research, significant difference was 

not seen between the research and comparison groups in the impulsive/hyperactive subscale. 

Contrary to the current research finding, the study by Chien et al. (2017) stated that siblings of 

children with autism and Asperger's syndrome exhibited significantly higher traits in the 

hyperactive/impulsive sub-domains compared to siblings in the comparison group. 

According to the research findings, ADHD traits of sibs-ASD do not differ significantly 

according to gender. Supporting this result of the study, the study by Jokiranta-Olkoniemi et al. 

(2016) revealed that the risk of psychiatric or neurodevelopmental disorders, including ADHD, 

was higher in sibs-ASD but did not differ according to gender.  

ADHD was measured using the Conners Parent Rating Scale-48 in the present study. The scale 

used is a measurement tool that is frequently used in practice and research, and information was 

obtained only from mothers. The studies revealed that mothers of children with ASD did not 

objectively evaluate their typically developing children by comparing them with their children 

with ASD and they found their children more pathological by evaluating some traits differently 

than they were (Barak-Levy et al., 2010; Macks & Reeve, 2007). Accordingly, evaluating 

ADHD traits by adhering to only one data source can be stated as a limitation.  

Conclusion 

In conclusion, this study examining the ADHD traits of sibs-ASD revealed that siblings of 

children with ASD had higher ADHD traits than typically developing siblings of children 

without any developmental disorder or retardation and these traits did not differ according to 
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 gender. Based on the study results, it can be said that siblings who grow up in the same family 

as children with ASD and who do not have any diagnosed developmental disorder may actually 

be at risk. Furthermore, the fact that this risk is independent of gender reveals the need for 

preventive screening studies for all children in families.  

Recommendations  

According to the study results, some recommendations can be made for further research, 

specialists providing services to children with autism spectrum disorders and their parents, 

educators, and families of children with ASD. Due to its nature, ASD is a time-consuming and 

challenging developmental disorder for families, and there are insufficient time, energy, and 

financial resources for other children in the family. Parents may not notice that their typically 

developing children show signs of ADHD or another diagnosable disorder, or families may 

delay consulting a specialist in this case. Hence, families should also ensure that their typically 

developing children undergo development follow-ups from an early age, or they should consult 

a specialist when they notice a developmental delay. Educators and specialists providing 

services to children with autism spectrum disorders and their parents should consider the family 

as a whole and pay attention to the fact that ASD is a neurodevelopmental disorder that can 

affect all family systems. It should be remembered that siblings should be supported together 

with the whole family, and siblings are also at risk for neurodevelopmental disorders such as 

ADHD.  

Sibling involvement in ASD is gradually increasing, and there are studies in which 

siblings are used in interventions especially to improve play skills, social skills, and daily living 

skills of children with ASD (for a comprehensive literature review, see Shivers & Plavnick, 

2015). Whether siblings have a developmental disorder such as ADHD before their 

involvement in the education of their siblings with ASD is important for the effectiveness of 

the intervention presented to their siblings with ASD. The failure of siblings to be effective 

mediators/educators/models in the intervention offered to children with ASD may lead to 

negative/unexpected results in acquiring the targeted skill. Such a situation will lead to a loss 

of time for both the family and the child with ASD.  

In further research, it is recommended to conduct studies using different measurement 

tools and different data sources, such as teachers and siblings themselves, while evaluating the 

ADHD traits of siblings. Furthermore, it is recommended to conduct studies with more 

comprehensive and larger participant groups examining the effects of different demographic 
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 variables, other than gender (e.g., birth order, gender of a sibling with ASD) and different 

environmental (e.g., traits of a sibling with ASD and the severity of autism, parental stress, 

family support systems, financial resources) and genetic (e.g., broad autism phenotype) factors 

on siblings' risk of developing ADHD traits.  
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Abstract 

The purpose of the present research is to examine secondary school students’ attitudes towards refugee students in 

terms of some variables. The population of the research, which was designed in a single survey model, consisted 

of 40791 secondary school students studying in public schools in Pendik district of Istanbul in the second semester 

of the 2021-2022 academic year. The sample of the study consisted of 355 students selected by simple random 

sampling method. A personal information form and the Attitude Scale Towards Refugee Students were used to 

identify the attitudes of students towards refugee students studying at their schools in collecting the research data. 

The scale consisted of 24 items with 3-point Likert type nand one dimension. As a result of the analysis, it was 

found that secondary school students' attitudes towards refugee students were at a "high" level. In addition, their 

attitudes towards refugee students did not differentiate significantly according to the gender of the students, the 

number of classes they study and whether there are refugee students in their classes, but according to the variable 

of the class studied, the attitudes of the 5th and 7th grade students towards refugee students were higher than that 

of the 6th and 8th grade students, and this difference was found to be statistically significant. 

Keywords: Refugee student, attitude, immigration, secondary school 

 

Turkish Abstract: Ortaokul Öğrencilerinin Mülteci Öğrencilere Yönelik Tutumlarının İncelenmesi 

Özet 

Bu araştırmanın amacı ortaokul öğrencilerinin mülteci öğrencilere yönelik tutumlarını bazı değişkenler açısından 

incelemektir.  Tekil tarama modelinde tasarlanmış olan bu araştırmanın evrenini 2021-2022 eğitim öğretim yılının 

ikinci döneminde İstanbul ilinin Pendik ilçesindeki kamu okullarında öğrenim görmekte olan 40791 ortaokul 

öğrencisi oluşturmaktadır. Araştırmanın örneklemini ise basit seçkisiz örnekleme yöntemiyle seçilen 355 öğrenci 

oluşturmaktadır. Araştırma verilerinin toplanmasında kişisel bilgi formu ve öğrencilerin okullarında öğrenim 

görmekte olan mülteci öğrencilere yönelik tutumlarını belirlemeye yönelik “Mülteci Öğrencilere Yönelik Tutum 

Ölçeği” kullanılmıştır. Ölçek üçlü likert tipi 24 madde ve tek boyuttan oluşmaktadır. Verilerin analizi sonucunda 

ortaokul öğrencilerinin mülteci öğrencilere yönelik tutumlarının “yüksek” düzeyde olduğu bulunmuştur. Ayrıca 

öğrencilerin mülteci öğrencilere yönelik tutumları öğrencilerin cinsiyetlerine, öğrenim gördükleri sınıf 

mevcutlarına ve sınıflarında mülteci öğrenci olup olmamasına göre anlamlı bir farklılık göstermediği ancak 

öğrenim görülen sınıf değişkenine göre 5.ve 7. sınıf öğrencilerinin mülteci öğrencilere yönelik tutumlarının 6. ve 

8. sınıf öğrencilerine göre daha yüksek olduğu ve bu farklılığın istatistiksel olarak anlamlı olduğu bulunmuştur.   

Anahtar Kelimeler: Mülteci öğrenci, tutum, göç, ortaokul 
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 Introduction 

The concept of migration differentiates cultural, political and economic dimensions throughout 

human history. People tend to migrate to geographies with better conditions for various reasons, 

including these dimensions. Among these reasons, the difficulty of geographical conditions, 

economic conditions, cultural conflicts and wars can be shown. Our country has gained rich 

experience in receiving immigration throughout history due to its location on migration routes 

and the richness of its cultural and historical texture (Aydın, 2020). These experiences show 

that it is important to be prepared for education and to make the necessary arrangements. 

There are various definitions of the concept of refugee. Boyd (1999, p. 8) defined the 

concept of refugee as the situation in which individuals are deported out of the country they are 

in due to forced migration and the related persons are taken out of national borders. Refugeeism, 

which is seen as an international problem, includes various problems both in terms of the 

country of immigration and the country exposed to immigration (Yükseker, 2006). The main 

of these problems are listed as housing, nutrition, health, differences in competitive conditions, 

social cohesion, inequalities and education. Children and Their Rights Protection Platform 

(ÇHKP) (2016) reported that 7% of the problems experienced by Syrian refugee children living 

in Turkey were related to health, 7% to shelter, 16% to hunger, 46% to education and 24% to 

other means. 

It can be said that children who start a different life in a new country after their families 

and relatives have a limited choice compared to adults. Steps are taken to ensure that the priority 

is life safety and to have a better life in all aspects. However, recognizing that children are 

ineffectively at the center of this process is important for new steps to be taken to protect the 

rights of refugee children. The United Nations High Commissioner for Refugees (2021), 

emphasized the importance of refugees benefiting from their right to education in the countries 

where they seek asylum, and listed the important issues in the education of refugee students: 

• Education is the most basic human right, 

• Education protects refugee children from forcibly joining armed groups, child labour, 

being part of the sex trade and forced marriages at a young age, 

• Education enables refugees to be productive, equips them with the knowledge and skills 

to lead a fulfilling and independent life, and empowers them, 

• Education provides important opportunities and supports the efforts of refugees to 

rebuild their lives and communities. 
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 Turkey has been hosting the world's largest registered refugee population since 2015. In 

addition, more than 4 million refugees and asylum seekers are registered, including 

approximately 1.7 million children (UNICEF, 2022). The annual report published by UNICEF 

(2021) demonstrated that: 

• 96% of refugee students attended public schools and the integration process took place in 

public schools to a large extent. 

• The capacity of the education system was increased with the aim of enabling children, 

including those with disabilities, asylum seekers and all other risk groups, to receive 

inclusive and qualified education in the period from early childhood to adolescence. 

• The number of children benefiting from Conditional Education Assistance was 410.740 

in December 2018. It was observed that it increased to 562.016 in December 2019. 

• Accelerated Education Program (HEP) was established and expanded in order to offer 

certified learning opportunities to refugee children who are not in formal education. From 

the start of the program in 2018 to the end of 2019, 17.492 children benefited from the 

program. 47% of them were female students. On the other hand, 48% completed the 

relevant HEP process and were included in the formal education system. 

• The coverage of Turkish language classes offered in Youth Centers and other settings 

supported by UNICEF has been increased. In 2019, 11.937 children benefited from these 

courses, of which 47% were girls. 

• The Teacher Training Program was developed within the scope of inclusive education, 

and new training modules were delivered to almost 24.000 administrators and educators 

working at different education levels. Educators were given the opportunity to create an 

inclusive school environment, guide the classrooms and teach Turkish as a second 

language. 

Studies conducted in our country on the education of refugee students have contributed to 

understanding the sensitivity of the issue. The 2016 migration report of the General Directorate 

of Migration Management revealed that 232.714 foreign students, 166.482 Syrian and 23.971 

Iraqi students, continued their education in Turkey in the 2016-2017 academic year (Migration 

Management, 2017). Educational processes, including the psychosocial and psychocultural 

aspects of refugee students' adaptation processes, should also be handled sensitively (Rah & 

Nguyen, 2009). In order for refugee students to have a successful adaptation process, education 

processes must be planned smoothly (Doğan, 2020; Emin, 2016; Şeker & Aslan, 2015). One of 
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 the most important stakeholders of planning is students. In order for refugee students to 

socialize, communicate and develop in a healthy way at schools, it is thought that it is important 

to consider the attitudes of students at school towards refugee students. It is thought that the 

current study will contribute to the literature, since there are few studies on the attitudes of 

students towards refugee students. To this end, the purpose of the study is to identify the 

secondary schools students’ attitudes towards refugee students. 

 

Method 

Research Model 

This research was designed in a single survey model. Survey models aim to describe a past or 

present situation as it exists (Karasar, 2010). 

Population and Sample 

The purpose of the research consisted of 40.791 secondary school students studying in public 

secondary schools in Pendik district of Istanbul in the second term of the 2021-2022 academic 

year. The sample of the study consists of 355 students selected by simple random sampling 

method. When the demographic characteristics of the students constituting the sample group 

are examined, 192 (54%) of the students are female and 163 (46%) are male. Of the students, 

81 (22%) are in the fifth grade, 95 (27%) are in the sixth grade, 88 (25%) are in the seventh 

grade, and 91 (26%) are in the eighth grade. When the number of students in the classes they 

study is examined, 156 (44%) are 30 and below, 160 (45%) are between 31 and 40, and 39 

(11%) are studying in classes with 41 or more students. In addition, 297 (84%) of the students 

have refugee students in their class, while 58 (16%) have no refugee students in their class. 

 

Data Collection Tools 

Personal Information Form 

In the personal information form prepared by the researcher, questions about the gender of the 

students, their grade level, class sizes and whether there are refugee students in their classes 

were included. 

Attitudes towards Refugee Students Scale  

Developed by Kılcan, Çepni, and Kılınç (2017), Attitudes towards Refugee Students Scale aims 

to determine secondary school students' attitudes towards refugee students. The one-

dimensional scale consists of 24 items with 3-point Likert-type. The lowest score that can be 
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 obtained from the scale is 24, and the highest score is 72. Rising scores indicate that students' 

attitudes towards refugee students have increased. The percentage of total variance explained 

by the scale items is 44.65. Kılcan, Çepni and Kılınç (2017) found the Cronbach α internal 

consistency coefficient of the scale to be 0.92. When recalculated within the scope of this study, 

the Cronbach α internal consistency coefficient was found to be 0.91. This shows that the 

reliability of the scale is high. 

Data Collection and Analysis 

The scale link prepared through Google forms was sent to the students who wanted to 

participate in the research voluntarily. The analysis was conducted with the data of 355 scales. 

The data were analyzed using the SPSS program. Before the analysis, the skewness and kurtosis 

values of the data were examined first. According to Kalaycı (2014, p. 8), the fact that the 

kurtosis-skewness value is between -2 and +2 indicates that the data exhibit a normal 

distribution. Based on this, the kurtosis and skewness values of the total score of the scale in 

Table 1 showed that the data exhibited a normal distribution. Therefore, parametric tests were 

used in the analysis of the data. Thus, the first and second questions of the study were 

investigated by means of arithmetic mean, the third and sixth questions by independent groups 

t-test, and the fourth and fifth questions by one-way analysis of variance (ANOVA). 

In the interpretation of the arithmetic means of the Attitudes towards Refugee Students 

Scale, students' opinions were digitized by giving 3 points for the "agree" option, 2 points for 

the "I am undecided" option, and 1 point for the "I disagree" option in the triple likert-type 

rating scale. According to the interval coefficient calculated for 2 intervals in the triple scale 

(3-1=2) (2/3=0.67), the range of 1.00-1.66 is "I disagree", the range of 1.67-2.33 is "I do not 

agree" in the interpretation of the average scores obtained from the items of the Attitudes 

towards Refugee Students Scale. I am undecided” and the range of 2.34-3.00 was evaluated as 

“agree”. 

 

Results 

In this part of the study, first of all, the arithmetic mean and standard deviation values of the 

scores of each item of the Attitudes towards Refugee Students Scale and the whole scale were 

presented in order to determine the level of students' attitudes towards refugee students in their 

schools. 
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 Table 1 

Descriptive Statistics 

Items n  SS Çarpıklık Basıklık 

M1 355 2.33 .770 -.64 -1.04 

M2 355 2.64 .684 -1.63 1.10 

M3 355 1.35 .670 1.67 1.29 

M4 355 1.78 .801 .42 -1.32 

M5 355 2.68 .653 -1.83 1.82 

M6 355 1.97 .828 .06 -1.54 

M7 355 2.62 .676 -1.51 .83 

M8 355 1.74 .791 .49 -1.24 

M9 355 2.65 .669 -1.69 1.33 

M10 355 1.84 .825 .30 -1.47 

M11 355 2.10 .891 -.19 -1.72 

M12 355 2.08 .826 -.15 -1.52 

M13 355 2.61 .686 -1.49 .75 

M14 355 1.99 .849 .03 -1.61 

M15 355 1.37 .673 1.59 1.05 

M16 355 2.58 .673 -1.33 .43 

M17 355 1.97 .846 .06 -1.60 

M18 355 2.73 .611 -2.09 2.93 

M19 355 2.47 .690 -.94 -.37 

M20 355 2.66 .672 -1.72 1.41 

M21 355 2.70 .649 -1.91 2.10 

M22 355 2.21 .870 -.43 -1.55 

M23 355 2.51 .670 -1.04 -.13 

M24 355 1.58 .714 .82 -.63 

Total 355 2.37 .421 -.57 .13 

 

Table 1 showed that the attitudes of secondary school students towards refugee students are 

mostly "I would like to make friends with refugee students in my next education life" (Item 18), 

(=2.73) and "I would like to be in the same group with refugee students in classroom activities" 

(Item 21), (=2.70) items, while the items with the lowest attitudes towards refugee students of 

secondary school students were that “I would not accept refugee students into our country if I 

x



 

 

191 
 

EJERCongress 2022 Conference Proceedings 

 

 had the opportunity” (Item 3), (=1.35) and “I think that refugee students disturb the peace of 

the school.” (Item 15), (=1.37). The arithmetic mean value of the overall scale was found to be 

(=2.37). This value showed that students' attitudes towards refugee students were in the range 

of "I agree", hence it could be said that students' attitudes towards refugee students were at a 

"high" level. 

Independent groups t-test was conducted in order to determine whether the scores of the 

students forming the sample group on the scale of attitude towards refugee students showed a 

significant difference according to the gender variable (Table 2). 

Table 2 

The Results of the Independent Samples T-Test Conducted to Determine Whether the Attitudes towards 

Refugee Students Scores of the Scale of Attitudes Differ According to the Gender Variable 

Score Groups   sd SE
 

 Test 

   

Attitude Scale Towards Refugee Students 
Female  192 2.35 .40 .03 

-1.04 353 .301 
Male 163 2.40 .44 .04 

 

As can be seen in Table 3, as a result of the independent groups t-test, no significant difference 

was found between the groups according to the gender variable for the secondary school 

students' attitude scale scores towards refugee students (t= -1.04; p>.05). Based on this finding, 

it could be said that the gender of the student did not have any effect on the attitude towards 

refugee students. 

One-way analysis of variance (ANOVA) was conducted to determine whether the 

students' attitude scale scores towards refugee students, who constituted the sample group, 

differed significantly according to the grade level variable of the students (Table 3). 

 

Table 3 

The Results of One-Way Analysis of Variance (ANOVA) Conducted to Determine Whether the Attitude 

Scale towards Refugee Students Scores Differ According to the Variable of Grade Level of Education 

,  ve  Values ANOVA Results 
Post 

hoc(LSD)
 

Score Groups n  sd Var. K. SS Sd MS F p
 

 

5th Grade 81 2.44 .40 
Between 

Groups 

2.213 3 .738 4.259 .006  

N x
t

t Sd p

f x ss

x
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Attitude Scale 

Towards Refugee 

Students 

6th Grade 95 2.31 .47 
Within 

Groups 

60.800 351 .173 5-6 

7th Grade 88 2.47 .37 Total 63.013 354  5-8 

8th Grade 91 2.29 .42 
 

7-6 

Total 355 2.37 .42 7-8 

 

As can be seen in Table 3, as a result of the one-way analysis of variance, the students' attitudes 

towards refugee students differed significantly between the arithmetic means of the groups 

according to the grade level variable of the students (F=4.259; p˂ .05). Complementary 

analyzes were carried out in order to determine which groups caused the significant difference. 

For this purpose, first of all, homogeneity of variance was checked with Levene's analysis and 

variances were found to be homogeneous (LF=1.980; p>.05). For this reason, the LSD test was 

preferred. As a result of the LSD test, the difference between the 5th grade students and the 6th 

and 8th grade students was in favor of the 5th grade students. It was determined that between 

the 7th grade students and the 6th and 8th grade students, it was at a p<.05 level in favor of the 

7th grade students. 

A one-way analysis of variance (ANOVA) was conducted to determine whether the total 

and sub-dimension scores of the students constituting the sample group showed a significant 

difference according to the variable of the grade level of the students (Table 4). 

 

Table 4  

The Results of One-Way Analysis of Variance (ANOVA) Conducted to Determine Whether the Attitudes 

towards Refugee Students Scale Scores Differ According to the Variable of Student Size in the Class 

They Study 

,  ve  Values ANOVA Results 

Score Groups n   Var. K. SS Sd MS F p
 

Attitude Scale Towards Refugee 

Students 

30 and less 156 2.35 .44 
Between 

Groups 
0.559 2 .280 

1.577 .208 

31-40 160 2.37 .42 Within Groups 62.453 352 .177 

41 and 

more 
39 2.49 .37 Total 63.013 354  

Total 355 2.37 .42  

 

f x ss

x ss



 

 

193 
 

EJERCongress 2022 Conference Proceedings 

 

 As can be seen in Table 4, as a result of the one-way analysis of variance, the students' attitude 

levels towards refugee students according to the variable of student size in the class they study 

the difference between the arithmetic mean of the groups was not found significant (F=1.577; 

p> .05). This finding obtained from the research revealed that the class size was not effective 

on the attitudes of the refugee students. 

Independent samples t-test was conducted in order to determine whether the attitude 

scale scores of the students constituting the sample group towards refugee students showed a 

significant difference according to the variable of whether the refugee student receives 

education in the classroom or not (Table 5). 

 

Table 5 

The Results of the Independent Samples T-Test Conducted to Determine Whether the Attitudes towards 

Refugee Students Scores of the Scale of Attitudes Differ According to the Variable of Whether the 

Refugee Student Receives Education in the Classroom 

Score Groups     
 Test 

   

Attitude Scale Towards Refugee Students 
Yes   297 2.37 .41 .02 

-.783 353 .434 
No 58 2.41 .49 .06 

 

As can be seen in Table 5, as a result of the independent groups t-test, no significant difference 

was found between the groups according to the secondary school students' attitude scale scores 

towards refugee students according to the variable of whether the refugee student received 

education in the classroom or not (t= -783; p>.05). Based on this finding, it could be said that 

whether or not the refugee student receives education in the classroom had no effect on the 

attitude towards refugee students. 

 

Results and Discussion 

It is thought that it is important for refugee students to adapt to the new culture and social 

structure they live in and to continue their social development in the most effective way. In this 

direction, the importance of not only refugee students but also the conditions of the environment 

they live in can be emphasized in the adaptation process. It can be stated that one of the 

stakeholders contributing to the formation of environmental conditions is students. In this 

N x ss xSh
t

t Sd p
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 direction, the aim of the present study is to examine the attitudes of secondary school students 

towards refugee students. 

The overall value of the scale showed that the attitudes of the students towards refugee 

students were in the range of "I agree". In this case, it can be interpreted that students' attitudes 

towards refugee students are at a "high" level. In other words, it is observed that the participants 

want to take part in in-class activities with refugee students and emphasize that they can be 

friends with refugee students in their next education life. In the study conducted by Palaz, 

Çepni, and Kılcan (2019), it was found that students had positive attitudes about refugee 

students' residence in our country. Şensin (2016) also stated in his study that students had 

positive attitudes towards refugee students. From this point of view, results of the studies carried 

out in the relevant field support those of the present study. 

The study revealed that the scores of the secondary school students' attitude scale 

towards refugee students did not differ significantly according to the gender variable. The study 

conducted by the Konak Guidance and Research Center (2018), showed that there was no 

significant difference in the attitudes of girls and boys in the 3rd and 4th grades of primary 

school towards refugee students. This situation is explained as the psychosocial development 

levels of the participants are not yet at a sufficient level. Considering the developmental levels 

of the students in the current study, it can be thought that this situation led to the finding that 

there was no significant difference in terms of gender variable. Similarly, Ercoşkun and Nalçacı 

(2008), Karadağ, Baloğlu and Yalçınkayalar (2006), Tatar (2009), Yazıcı (2011), Kıroğlu, 

Elma, Kesten and Egüz (2012) also found no difference in terms of gender in their studies. The 

finding in these studies was clarified by the effect of upbringing. The study conducted by Ersoy 

(2009), found that the gender variable created a significant difference and that the hormonal 

factors of the difference may be effective in the formation of gender identity. Yıldırım and 

Akpınar (2016), on the other hand, examined the awareness levels of refugee students and the 

level of perception of social events, and concluded that female students had a higher level of 

awareness than male students. 

As a result of the one-way analysis of variance conducted to determine the students' 

attitudes towards refugee students, the difference between the arithmetic averages of the groups 

according to the grade level variable of the students was found to be significant. 

Complementary analyzes were carried out in order to determine which groups caused the 

significant difference detected. For this purpose, first of all, homogeneity of variance was 
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 checked with Levene analysis and variances were found to be homogeneous. For this reason, 

the LSD test was preferred. As a result of the LSD test, the difference between the 5th grade 

students and the 6th and 8th grade students was in favor of the 5th grade students. It was also 

found that 7th grade students and 6th and 8th grade students were in favor of 7th grade students. 

İnel and Gökalp (2018) concluded in their study that 6th grade students had a higher perception 

of tolerance than 8th grade students and explained this situation with the egocentric mood 

change brought about by adolescence. Similarly, Palaz, Çepni, and Kılcan (2019) concluded in 

their studies that 6th and 7th grade students had more positive attitudes towards refugee students 

than 8th grade students. 

Lastly, as a result of the independent groups t-test, there was no significant difference 

between the groups according to the secondary school students' attitude scale scores towards 

refugee students, according to the variable of whether the refugee student received education in 

the classroom or not. Tatar (2009) and Kalın (2013) concluded in their studies that was no 

significant difference between students' tolerance levels. In this respect, it can be stated that 

students have tolerance towards refugee students. 

The present study shows that students' attitudes towards refugee students are at a high level and 

that especially the students in lower classes have higher attitude levels. On the other hand, when 

examined in terms of gender and the presence of refugee students in the classroom, it is 

concluded that there is no significant difference. When examined in terms of the class variable, 

it is revealed that the attitudes of the students in the lower classes towards refugee students are 

at a high level. Based on these findings, the recommendations are presented below. 

 

Recommendations 

Based on the findings of the study, the following recommendations were developed: 

1) Educational and sportive activities can be organized to improve the attitudes of the 

students in the upper classes. 

2) Attitude studies towards refugee students can be carried out in other education levels. 

3) Qualitative studies that examine the students' attitudes towards refugee students in depth 

can be carried out. 
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Abstract 

This study aims to reveal how primary school music education lessons are conducted during the pandemic process. 

For this purpose, answers to the following questions were sought in the study: How did music teachers adapt to 

the pandemic process? (Which practices did they plan and how did they manage the course process?); How has 

the pandemic process affected the program goals of music education? ; What were the goals that the teachers 

wanted to bring to their students in this process? This study was conducted as a case study based on the qualitative 

research tradition. In this case study, the distance learning and online music lessons in a secondary education 

institution affiliated to the MEB (Ministry of National Education) were examined holistically and in depth in its 

natural environment with participant T1 lesson. The data obtained from the findings in the study are as follows: 

The number of participants in the courses taught with distance learning (DL) varies between 15-29 people 

according to the 30 class size at all levels. It was seen that the participants whose income levels were above the 

average were at a sufficient level to attend the lesson. It has been mentioned that a few students experiencing 

technological deprivation have been provided with the necessary infrastructure with the measures taken within the 

school. On the other hand, participants T2 and T3 stated that their participation rates decreased due to technological 

infrastructure impossibilities. The frequency of teaching in DL is determined according to the number of weekly 

lesson hours as previously determined in face-to-face education. As a technological content, youtube infrastructure 

was preferred. For homework controls, the Eduwiser program determined by the school was preferred. In the 

lessons taught, the dominance of DL technology was above the best and not many technical problems were 

encountered. It has been observed that due to the inadequacy of the course duration, the large number of 

classrooms, and the synchronization problems experienced, many gains that should be given collectively have to 

be replaced by other gains. The fact that the curriculum subjects are not arranged according to distance education 

can also be shown among the reasons for this situation. It has been observed that especially students who are far 

from parental supervision spend time with some computer games by pretending to attend the lesson most of the 

time. Participant T3 expressed this situation as “even though we could see the physical assets of the student, we 

did not have much chance to check whether he was interested in something else on the computer during that time”.  

Keywords: Covid 19, Primary music education, Distance education, Online, Interactive music education 
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 Introduction 

A pandemic that is effective on a global scale can often be called a disaster. For some, this 

catastrophe may be interpreted as the end of some things, and for others as a sign of new 

beginnings (Maarouf, Belghazi, & Maarouf, 2020). On the axis of the troubles caused by the 

Covid-19 process all over the world, it is obvious that the doors of a different and brand new 

world will be opened to us where nothing can be the same as before. The coronavirus (Covid-

19) pandemic, which started at the end of 2019, has spread rapidly like a storm all over the 

world. The current consequences of this storm have had effects that have shaken the whole 

world, sociocultural, political, economic and many other issues that we cannot foresee at the 

moment. Of course, education has had its share of the natural consequences of this storm 

(Bozkurt, 2017). 

In line with the increasing technological developments in recent years, music teaching 

activities have gained momentum through various platforms and applications over the 

internet. It is seen that the leading music schools around the world include these methods and 

approaches in their curriculum. The following table provides specific examples of these 

practices. 

 

Tablo 1 

Online Learning Institutions and Platforms for Music Education (Sakarya & Zahal, 2020). 

Music Schools Music Education 

Platforms 

To Other 

Instruments 

Platforms for 

Platforms for Violin 

Education 

Berklee College of 

Music 

Udemy Pianolessons peckinsstudioonline 

Harvard University Masterclass Justinguitar Violinlab 

 

University of 

Nebraska 

Newschoolofmusic Tonebase Violinschool 

Colorado State 

University 

Oneminutemusiclesson Studybass Violinspiration 

Massachusetts 

Institute of 

Technology 

Musiview Cyberfretbass Violineonline 
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 The Royal Academy 

of Music 

Music Crab Piano-Keyboard- 

Guide 

How tolearnviolin 

Curtis Institute of 

Music 

Musictheory Musicianstoolkit ViolinNotesforBeginner 

Royal College of 

Music 

Makeuseof Hoffmanacademy ViolinLounge 

Jacobs School of 

Music at Indiana 

University 

music-theory-

formusicians 

Flowkey ViolinTutorials 

University of 

Southern California 

Thornton School of 

Music 

Masteringmusescore Guitarlessons ViolinLessons 

New England 

Conservatory of 

Music 

Tonara Drumambition primoartists.com 

    

 Tablo 1. In line with the increasing technological developments in recent years, institutions 

and organizations that provide music education and activities through various platforms and 

applications over the internet are given in the table above. 

 

In order to ensure the continuity of interrupted education and training activities and to prevent 

learning losses during the Covid-19 pandemic process, all public and private schools have 

decided to distance education around the world. The technological development levels, 

economic strengths and geographical conditions of the countries have been decisive in terms of 

the quality and efficiency of distance education (Sözen, 2020).  

Although face-to-face education in music education has become unchangeable at all 

learning levels, it seems to have succeeded in integrating into our personal and professional 

lives by giving way to distance education elements, usually in small and unobtrusive ways, 

thanks to the developments in technology (Sherbon & Kish, 2005).  

Although the technological possibilities used for distance education in music education 

institutions in our country are important, the importance of teacher and student interaction in 

the traditional education environment cannot be denied (Tecimer, 2006). 
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 Distance Learning Applications Abroad During the Covid 19 Pandemic Process in 

Abroad 

France 

Subjects: It has been decided that the unit subjects that cannot be given face-to-face training 

due to the pandemic will be added to the content of the textbooks to be taught in the next year.  

Examinations: It has been determined that none of the students will take the exam, the grades 

of the first semester will be valid in the second semester as well, the courses can be passed 

without fail, but they will be held responsible for the same course in the next year 

(education.gouv.fr, 2020).  

Homework: Values education has been given more importance and the content of homework 

has been changed in this context. For example, students will say, “You will call your 

grandmother and have a chat and write down the dialogue between you and share it with me.” 

studies such as (Gouvernement.fr, 2020).  

Communication: It is structured through a free platform called “Cned: My class is at home”, 

especially for student-teacher communication, listening to lectures and accessing materials 

through distance education, and communicating with classmates at the same time (cned.fr, 

2020). 

Lesson Durations: Lesson durations, which were 40-45 minutes on average, were reduced to 

30 minutes during the pandemic process (Gouvernement.fr, 2020).  

England 

At the beginning of the pandemic, it was decided that the closure of schools was "unnecessary" 

with the thought that community immunity would be gained. However, with the effect of 

martial law decisions and quarantine practices in the face of increasing epidemic cases, it was 

decided to switch to distance education urgently in the field of education. Examinations: 

Examinations in all public and private schools have been canceled, and the "abbreviated exam" 

application has been introduced for students who are dissatisfied with their previous grades and 

want to change them.  

Communication: The majority of schools in England have tried to carry out the distance 

education process with online courses and worksheets. While private schools were 

communicating with their students via video conference, public schools suspended their 

educational activities for a month. The 14-week course content produced by the BBC television 
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 in accordance with the curriculum was presented to students in public schools in the next period 

(gov.wales, 2020).  

It has been reported that £100 million worth of information technology resources have 

been allocated for technologically disadvantaged students in disadvantaged areas, and that 

200,000 laptops will be delivered to schools at the same time by the end of June (bbc.com, 

2020). 

Korea 

According to the "ordered school" system he applied, one day face-to-face education was given, 

and the other day online lessons were taught via distance education. Art classes, physical 

education and other applied classes are not included in online classes. For this reason, it has 

been focused on producing distance education contents for the courses other than the courses 

related to the main curriculum. 

“Online Classroom Etiquette” has been created by teachers in order to minimize the problems 

that may occur during distance education. These rules are: 

-Students participate in the lesson by preparing the course materials and paying attention to 

their clothing,  

- The online device should be prepared about 10 minutes in advance, and any problem related 

to connection should be reported to the course teacher before the lesson,  

- Arranging the physical conditions of the room to be connected in advance, paying attention 

to the privacy of himself and his family, removing everything that may cause noise from the 

environment and turning off the microphone in case of unwanted noises that may occur 

during the lesson, 

- The course content and materials used by the teacher should not be used without permission 

due to copyright,  

- Recording the classroom environment or the status of the participants and sharing them 

with others will constitute a crime,  

- It has been emphasized that content and articles that are not related to the course and 

demeaning others should not be shared (Korean Education Centre, 2020). 

Italy 

In Italy, which is the European country with the highest number of cases and death rates, it has 

been decided to suspend education at all school levels as of March 5, 2020, in order to prevent 
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 this situation. This closure period, which was 10 days in the beginning, has been extended until 

the next academic year due to the rapid increase in the number of cases.  

During this period, web portals to support distance education, digital platforms to 

support learning in electronic environment and to access course content were created by the 

Italian Ministry of Education. In addition, electronic course resources on distance education, 

which teachers can access free of charge at any time, are provided (Governo Italiano, 2020). 

U.S.A.  

It has been announced that all exams have been removed with the thought that they will increase 

the anxiety level of children. In addition, some computer games, which are thought to have a 

negative impact on students, have been restricted during this period. Considering that students 

with high intelligence levels may be more affected by the negative conditions of the pandemic 

due to their high perception capacity, more qualified guidance studies have been focused on. 

"Competence-based online education activities", which will enable students to develop easily 

at their individual learning pace, have been accelerated. A “rural technology project” has been 

implemented in order to ensure that children living in disadvantaged areas can benefit from this 

process uninterruptedly. 

 In fact, online distance education has been practiced in America for many years and has 

been built on a very strong foundation. It is a country that has been accepting students with paid 

and free certificate education programs open to the whole world for many years (U.S. 

Department of Education, 2020).  

Australia  

In order to adapt students at all levels to distance education, education platforms with ease of 

use were emphasized. (Like Google Drive/ Microsoft Teams.)(OECD, 2020). In addition, 

teachers using programs such as Zoom, Webex, Microsoft Times taught their lessons online in 

classrooms without students (OECD, 2020).  

Finland 

It has been decided to resume formal education activities, which were suspended on March 18, 

2020, as of May 14, on the grounds that all children have the right to education and this cannot 

be prevented. It has been stated that with the opening of the schools, distance education 

activities were terminated, never to be returned, and absenteeism procedures would be applied 

for students who did not come to school except for special cases (YLE NEWS, 2020). 
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  It was requested that educational services continue uninterruptedly on digital platforms 

with virtual arrangements, even in extraordinary situations where education and training 

activities cannot be sustained. The Finnish National Education Agency is working on the 

flexible learning model in schools. For this purpose, the “Open Educational Resources Library 

(OER); Finna.fi – A collection of Finnish archives, libraries and museums, as well as material 

banks that support students' individual learning at their own pace and are created with the input 

of teachers” (OECD, 2020).  

Singapore 

It is the Southeast Asian country with the highest number of covid-19 cases. After the first case 

was seen on January 23, 2020, on April 8, 2020, a distance education decision was made with 

the "Home Based Learning (HBL) system" at all school levels, including special education 

schools (SPED). In addition to this application, some video conferencing applications were also 

used in the lessons. Summer holidays, which should have been in June, have been moved to 

May 5, 2020 by the decision of the Ministry of Education (MOE). Classes have been restarted 

on June 22 due to the holiday date brought forward. The students were informed by the teachers 

about the responsible use of technology. Performance and homework checks were carried out 

through the system called Singapore Student Learning Space (SLS) (MOE, 2020). 

China 

China, the country where the first covid-19 symptom was seen in the world, has moved to the 

online learning process at all levels of education, including preschool, with the transformation 

of the virus into an epidemic. They have introduced the system known as the "Rain Classroom 

Teaching Platform" for students who live in disadvantaged areas and do not have sufficient 

infrastructure and equipment. This system, which was founded in 2016 and is the most effective 

and advanced distance education platform in the country, is also the second highest education 

platform in the world with the number of members reaching 19 million. Cloud systems have 

been developed and internet infrastructure services have been strengthened so that millions of 

students can receive uninterrupted education at the same time. Despite all this, students 

expressed that they did not like the system due to the negative effects of the physical 

environment of the house on learning (Lau, Yang, & Dasgupta, 2020). 

Netherlands 

In the Netherlands, which suspended the education of schools at all levels due to the pandemic, 

announced that a resource of around 2.5 million Euros was allocated to eliminate the problems 
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 of children who could not participate in distance education due to financial difficulties. Within 

this scope, 6,800 laptops were distributed to students living in disadvantaged areas (bbc.com, 

2020). 

Belgium 

In Belgium, which has decided to close completely as of March 18, 2020, the Flemish 

Government has launched a laptop campaign for 12,500 students participating in distance 

education. Many institutions have also supported the campaign, to which the state has 

contributed 200,000 Euros. At the urging of the interior minister, who emphasized equality of 

opportunity in education, some internet provider companies (Telenet, Proximus) provided free 

internet access to the children of families in disadvantaged areas (bbc.news, 2020). 

 

Distance Learning Applications in Turkey 

Considering the distance education practices around the world, Türkiye has become the second 

country after China that can reach millions of students nationally. Evaluating the measures 

taken worldwide to combat the virus, Türkiye started preparations for distance education on 

March 16, 2020. As of March 23, 2020, it has decided to start distance education at all education 

levels. The course contents produced for this purpose were transferred to the students through 

EBA (educational informatics network) TV, EBA Live Course and EBA Academic Support 

applications. After broadcasting on weekdays in the beginning, it started to be made on 

weekends as well. Weekend classes were published as preparations for high school transition 

exams (LGS) for 8th grade students and for university (Higher Education Institutions Exam) 

for 12th grade students and continued throughout the summer vacation. EBA is the tenth 

website in terms of preference rates in Türkiye, with 3.1 billion visiting students, while it is the 

third education network with the highest number of visiting students in the world. As of June 

29, education and training activities have started under the name of “EBA Summer Generation” 

regarding workshops on foreign language, literacy and skills. On August 31, adaptation and 

compensation training, which will last for three weeks, has started. It has been decided that 

support and training courses (DYK) will be opened and continue throughout the year in the new 

academic year. In addition to formal education, it has been determined that EBA TV channels 

for education will continue to broadcast actively (meb.gov.tr, 2020).  

Therefore, the main problem of this study is “How are primary school music lessons 

carried out during the pandemic process?” poses a question. 



 

 

206 
 

EJERCongress 2022 Conference Proceedings 

 

 Problem Status 

This study aims to reveal the general aims and objectives of the Turkish National Education 

expressed in the National Education Basic Law No. 1739, with a multi-faceted evaluation of 

what happened during the pandemic process and the teachers' thoughts on this subject. 

 How have music teachers adapted to the pandemic process?  

 Which practices did the music teachers plan and how did they manage the lesson 

process in the pandemic?  

 How has the pandemic process affected the program objectives of music education?  

 What were the goals that teachers wanted to bring to their students in this process? 

The research subject is the changing face of primary school music lessons during the 

pandemic process. The problems encountered in practice in this study are: 

 Effects of synchronization problems on song teaching  

 Connection issues  

 Excess class sizes  

 The need for branch teachers in the first stage of primary education  

 Inadequate lesson times  

 Students and teachers' lack of technological infrastructure  

 Internet quota problems  

 Student cameras being turned off from time to time  

 Curriculum subjects are not arranged according to distance education 

 

Related Studies  

(Bozkurt, 2017), in this study, examined the development processes of distance education in 

our country by dividing it into four periods. These; The 1st Period, in which there were 

suggestions where discussions took place, the 2nd Period in which distance education was 

carried out by correspondence, the 3rd Period in which audio-visual tools were used, and the 

4th Period in which information-based applications gained momentum. After these periods, 

which were handled with a critical perspective, suggestions were made about the future of 

distance education in Türkiye.  

(Sakarya & Zahal, 2020) revealed the effects of the strengths and weaknesses of the 

practices on the students in their study, in which student views on violin lessons within the 

scope of distance education were determined due to the Covid-19 epidemic. As a result of the 
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 research, it was revealed that almost all of the students supported the view that violin education 

should be done face to face. In addition, opinions on the use of the blended learning model in 

which face-to-face and distance education are applied together in music education are among 

the results of the research. 

 (Sözen, 2020), this study aimed to explain the activities of some countries affected by 

the Covid-19 epidemic in the distance education process. The activities carried out in China, 

Italy, France, the country where the coronavirus first appeared, the USA, Belgium, Netherlands, 

Finland, Korea, Australia, Singapore with the highest number of cases, England and Türkiye, 

which initially saw the natural spread of the virus in the society, were emphasized. The distance 

education process applied for the sustainability of education in Türkiye and in the world has 

been examined in all its aspects. Various suggestions were made in the light of the information 

obtained.  

(Tecimer, 2006) mentioned that the developments in technology will change the 

structure and functions of educational institutions in particular. It has been underlined that 

technology is included in programs from pre-school education to universities, and the effects 

of increasing use of electronic products on education due to the fact that they are smaller, easily 

transported and cheaper.  

(Topalak, 2021) conducted this study in order to examine the views of music teachers 

towards online education environments during the pandemic period and to determine the 

appearance of the education they experienced during the online education process. According 

to the results of the research, it has been suggested to strengthen the internet infrastructure, to 

identify the students and teachers in need, to provide device support, and to organize in-service 

courses for teachers on the subject. 

 

Method 

In this study, it was decided to conduct a case study based on the Qualitative Research tradition, 

in order to examine a current phenomenon such as a pandemic, which includes multiple factors 

and data sources, in its natural environment. Participants were coded as T1, T2,T3. 

The distance education lessons of music teacher T1 (teacher1) working in a pilot school 

affiliated to the MEB constitute the sample of the study.  

Observed in this case study, T1 (elementary school music teacher) being innovative 

compared to his colleagues (using many instruments in his lessons), taking part in national and 
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 international projects (Erasmus projects) played a role in the selection of Ziya Selçuk, the 

minister of national education at the time, during the pandemic period. 

 In addition, in order to provide data diversity, T2 (primary school teacher) working in 

a primary school with low-income families and T3 (high school music teacher) who have a 

good command of music technologies were interviewed.  

Before starting this study, permission was obtained from ERU Social Sciences Ethics 

Committee on 29.06.2021.  

Semi-structured questions were used in online interviews. In order to increase the 

validity and reliability of the questions, the opinions of 3 experts on qualitative research were 

consulted. The lessons of T1 were watched by the researcher as an observer in his natural 

environment. The data were recorded in the pre-prepared observation form. Voice recordings 

were taken during lectures and online interviews to prevent data loss. 

Results 

Findings Based on the 1st Sub-Problem: 

How have music teachers adapted to the pandemic process? 

 In the interview with T1, it was learned that homework checks were carried out through 

the (Eduwiser) program outside of class hours. 

 

Şekil 5 

Login Page, Teacher, Student and Parent Profile Example (https://edu.com.tr/eduwiser-mobil, 2016) 

 

 

     The lessons were taught in the section designed as a music room in T1's own house. The 

physical conditions of the room are sufficient for distance education lessons and many 
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 instruments stand out. Even if the room is not arranged acoustically, it has been observed that 

there is no obstacle to distance education. 

 

Findings Based on the 2nd Sub-Problem: 

What practices did they plan in their lessons and how did they manage the course process? 

 As a technological content, "youtube" infrastructure was preferred.  

 The «eduwiser» program is used for homework checks. 

 

Şekil 6 

Teacher Menu, Curriculum, Attendance and Homework (https://edu.com.tr/eduwiser-mobil) 

 

 The rate of participation in classes is above expectations.  

 Lessons are usually held in the teacher's own music room.  

 It was seen that other family members were reflected on the camera from time to time 

and this situation disrupted the lessons. 

 

Findings Based on the 3rd Sub-Problem: 

 How has the pandemic process affected the program goals of music education? 

  Synchronization problems were experienced depending on the connection speed and 

quality.  

 Synchronous problems negatively affected the gains that should be given collectively.  

 The same problem arose during the playback of simultaneous videos.  

 Due to the synchronization problem, especially the National Anthem, there were 

problems in teaching songs. 

 

https://edu.com.tr/eduwiser-mobil
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 Discussion  

T1, who is the subject of this research, works in a pilot school affiliated to the MEB (Ministry 

of National Education). Class sizes are limited to 30 students. Although there is one class for 

each level in the school, there are no eighth grades. As it can be understood from the observed 

lessons, the income levels of the students' families are above the average. It has been learned 

that a few students who are below this average income level are provided with school, teacher 

and parent support. Considering all these conditions, expanding the scope of the research with 

studies to be carried out in schools of different types and characteristics will contribute to more 

objective and reliable results. 

DL (distance learning) applications, which are mostly carried out under the name of 

"Education Informatics Network (EBA)" in our country, were also supported through EBA TV 

over national television channels. Although it is said that the number of students attending the 

courses followed through EBA is quite high, the reality is a little different. Because, although 

the majority of the students attend the classes virtually, there are frequent situations where they 

are not in front of the computer in real terms. One of the main reasons for this situation can be 

shown as the fact that students are not tested during the DL process. According to this system, 

students will be evaluated on the last year's exam scores, and they will be subjected to a short 

exam only for the exam scores they do not like. The majority of the students, who fell into the 

complacency of the exam exemption application, did not attend the DL classes or pretended to 

do so under the conditions that even attendance was not considered. While the students did not 

attend the classes during the pandemic process due to the exam exemption application, the 

students in the parent-supported T1's group attended at a sufficient level. 

 Thus, when trying to reach the student whose image is not already present, his presence 

in the lesson could not be proven, on the pretext that there was no microphone. Apart from 

these, it has been witnessed that some hacker applications used by the students fix their images 

and make themselves look like they are in the lesson. In addition, since each student does not 

have the same conditions regarding DL, they should not attend their classes in an internet cafe, 

etc. outside their home environment. Trying to do it in different places has also negatively 

affected the quality of education. It has been observed that especially students who are far from 

parental supervision spend time with some computer games by pretending to attend the lesson 

most of the time. Participant T3 expressed this situation as “even though we could see the 
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 physical assets of the participating student, we did not have much chance to check whether he 

was interested in something else on the computer during that time”. 

Although not all of the cameras belonging to the students were turned on in the 

classrooms observed, it was observed that most of them actively participated in the lesson. 

Students with no visuals have proven their active presence in the lesson by communicating both 

with their voices over the microphone and through the chat in the DL program. 

Despite all this, it is known that there are many students who could not attend the classes 

because they did not receive a tablet. Another problem encountered is that students who have 

more than one siblings to receive education at the same time and do not have sufficient 

technological devices cannot attend all classes and prefer to attend the classes in order of 

importance. However, in this study, it was seen that the technological infrastructure of the 

majority of the students of T1 whose lessons were observed was sufficient. It has been 

mentioned that a few students experiencing technological deprivation have been provided with 

the necessary infrastructure with the measures taken within the school. On the other hand, T2 

and T3 stated that their participation rates decreased due to technological infrastructure 

impossibilities. 

(Topalak, 2021) in his study, in which he discussed the perspectives of music teachers 

who had to conduct their lessons with DL during the pandemic period, some of the teacher's 

views are as follows: One of the teachers; He stated that the students could not attend the classes 

due to the inadequacy of the tablets distributed, and that the siblings whose classes overlapped 

had to share lessons among them. Another teacher, who works in the east, stated that the only 

device that can be connected at home is the telephone, and that it circulates from hand to hand, 

noting that the number of children in the families and the lack of devices negatively affect the 

course connections, and that most of the time, it is not possible to attend the classes. Yet another 

teacher stated that the only device that can be connected at home is the phone, and that the 

children of the parents, who had to take the phone with them on the way to work, could not 

connect to the lesson because of this. 

These words constitute a concrete example in terms of showing the problems 

experienced in DL practices in our country.  

In this study, none of the above-mentioned problems were encountered due to the fact 

that the family status and income levels of the students of T1 working in a pilot school affiliated 

to the MEB (Ministry of National Education) were above the average. 
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 T2, whose opinions were sought through online interviews regarding the distance 

education activities that were tried to be carried out during the pandemic process, evaluated this 

process as follows: Drawing attention to the effects of the inadequacy of the number of students 

attending the course on the teaching of the curriculum subjects, the teacher said that the students 

who do not have sufficient infrastructure facilities experience more difficulties. The fact that 

some of the students who want to connect to online courses do not have a phone, tablet or 

computer or the lack of internet connection has been shown as one of the main reasons for this 

situation. He stated that this situation would lead to the result of not learning the curriculum 

subjects in the students who could not attend the course. 

As can be seen, many students, especially disadvantaged groups, have been adversely 

affected by DL activities. This situation, which is contrary to the principle of equal opportunity 

in education, is one of the issues that should be handled and examined in depth in the DL 

process. 

Again, through an online interview, T3, who works at a high school, was asked about 

his views on the music lessons conducted during the pandemic process. T3 stated that unlike 

other music teachers, being intertwined with technology caused her to spend the distance 

education process much more efficiently. Focusing on music technologies in his lessons and 

trying to convey the use of some of the sound recording programs to his students are among the 

features that set him apart from his colleagues.  

He said that the sound and image quality of his lectures is at the highest level thanks to 

the sound and light technologies he used in his home studio atmosphere, which he created for 

hobby purposes at home before the pandemic, and this situation maximizes the efficiency of 

the students from the lessons.  

Many teachers were caught unprepared for the music lessons that were tried to be carried 

out in the DL process, which was mandatory with the pandemic. Contrary to what is explained 

in the example above, music teachers who tried to do music lessons remotely with limited 

opportunities could not get the quality they wanted from this process. Therefore, students were 

also negatively affected by it. However, it is obvious that increasing the knowledge and 

opportunities of music teachers about music technologies will increase the quality of both 

online and face-to-face education.  

T3 emphasized that, among all the gains, he attaches great importance to the 

achievement of teaching our national anthem and that he could turn this goal into an 
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 achievement, albeit with great difficulty. He stated that he worked with the students one by one 

against possible synchronous problems, and while doing this, first the theoretical information 

was given and then the practice was started. Here, he added that the 2 hours of lectures in high 

school, compared to other levels, were very beneficial for him. Unlike T1, T3 was able to 

practice the National Anthem in 2 hours with a small group of students. 

Music lesson program objectives were also negatively affected by the compulsory DL 

process that started with the pandemic. The objectives and achievements prepared by the MEB 

according to the face-to-face education conditions were insufficient in the DL process, many 

gains could not be implemented or had to be changed and left their place to other gains. 

 

Tablo 2 

The Relationship Between the Lessons Observed by the Researcher and the Goals and Achievements of 

the MEB 

 

CLASS 

 

BRANCH 

 

DATE 

OBJECTIVES AND 

ACHIEVEMENTS OF 

PRIMARY EDUCATION 

MUSIC EDUCATION  

OBJECTIVES AND 

GAINS GIVEN BY 

DISTANCE 

EDUCATION 

 

5. 

CLASS 

 

 

B 

 

 

A 

10/01/2021 

 

05/05/2021 

Sings his own rhythm pattern 

 

 

Distinguish the length and 

shortness of the learned sounds. 

To be able to distinguish 

the songs played in 

different makams. 

 

music genres 

 

 

 

6. 

CLASS  

B 

 

 

A 

15/01/2021 

 

 

21/01/2021 

 

Hexadecimal notes. Ability to 

understand hexadecimal notes 

with words and rhythm patterns 

 

 

Hexadecimal notes. Ability to 

understand hexadecimal notes 

with words and rhythm patterns 

 

 

Maqams and instruments 

 

 

 

 

free song activity 

 A 

 

20/01/2021 

 

Distinguish between human voice 

and sound ensembles 

Types of instruments 
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 7. 

CLASS 

B 21/01/2021 Distinguish between human voice 

and sound ensembles 

Turkish Fives 

Tablo 2. 5.6.7. The achievements of the classes are given according to the observed date order. 

 

Conclusions 

 T1's starting distance education by reviewing the technical problems had a positive 

effect on the quality of the course (duration, connection quality..etc) 

 Many goals and achievements could not be implemented during the pandemic process 

and had to be replaced by other gains. 

 Apart from the synchronization problem and the camera problems, no serious 

technological problems were encountered. 

 The fact that the course durations were limited to 30 minutes had a negative impact on 

the proper teaching of the curriculum subjects. 

 From time to time, the images of other family members reflected on the camera caused 

the lessons to be interrupted for a short time. 

 In this study, in the classrooms observed with DL, the students could not take an active 

role in the lessons due to the deterioration of equal opportunities in education, and the 

technical problems experienced caused the students to move away from the aesthetic 

perception that should be created. 

 Although the teacher whose lesson was observed was able to manage the time 

effectively, not all students could attend the lesson equally. The inadequacy of the 

course duration suggested by DL compared to the number of students, and the inability 

of all students to attend the course can be cited as the main reasons for this situation.  

 The difficulties of acquiring our anthems through distance education were mentioned. 

Although it is not difficult to achieve this goal in DL conditions, synchronization 

problems, which are frequently experienced due to connection problems and speed, can 

be shown as one of the biggest obstacles. 

 In the DL process, the main goals and achievements of the course have deviated from 

the goals that the teacher plans to bring to his students. The basis of this conflict is the 

incompatibility of the goals and achievements of the music lesson, which is planned 

according to face-to-face education, with the lessons made with DL.  
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 Recommendations 

 T1 who is the subject of this research works in a pilot school affiliated to the MEB. For 

this reason, more objective and reliable results can be reached by expanding the scope 

of the research by examining different types and characteristics of schools.  

 (Topalak, 2021) in his study, which included the opinions of teachers in music lessons 

conducted with online education during the pandemic period, one of the teachers, who 

drew attention to the inadequacy of lesson times, said that 6-7 minutes of 30-minute 

lesson times went to student admission and connection problems, and the remaining 20 

minutes stated that it was insufficient. For this reason, the duration of the lessons, at 

least as in face-to-face education, is 40 minutes. Leaving it as it is will increase the 

efficiency of the lessons. 

 The variable number of participants was one of the first problems that stood out in the 

courses held with DL. In accordance with the principle of "equal opportunity in 

education", it is very important to provide the necessary infrastructure services to all 

students and to provide an environment where they can participate in the course. In 

order to be able to easily follow up in the course, the obligation to open the camera, the 

introduction of electronic attendance, and the introduction of some performance scores 

that can be applied with DL, especially in art classes, will also cause an increase in the 

number of students taking the course.  

 It has become more difficult to find time to check homework in the already limited class 

time. Adding a separate course hour to the program to control and correct the 

assignments given in the courses conducted during the DL process can solve this 

problem. 

  However, not every teacher or student has had the same conditions in the distance 

education activities carried out in our country. This problem can be prevented by 

providing the necessary infrastructure services (internet, tablet, pc… etc.) to teachers 

and students equally. In addition, increasing the diversity of music lesson materials by 

offering them free of charge to teachers and students can also solve the problem.  

 For frequent freezing and synchronization problems, increasing the connection speed 

and quality of students and teachers participating in distance education by the MEB can 

provide a solution to the problem. 
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   It will be beneficial to re-prepare the objectives and achievements of the music lesson 

planned according to face-to-face education by adapting the objectives and 

achievements to the conditions of the DL in order to eliminate the inconsistency with 

the lessons made with DL.  

 Participant T1 stated that he had difficulties in teaching marches, especially our National 

Anthem. Depending on the speed and quality of the connection, the asynchronous access 

of the voices hindered the achievement of this goal. Although this is the case, it may 

well be possible to transform this goal into an outcome through the mobile applications 

already used by the teacher. The general information given in the course could be asked 

from the students individually during extracurricular times, and many marches could be 

taught with the necessary corrections. 
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Abstract 

The number of migrants around the world has increased over the last decade, which can be attributed, in part, to 

increased violence from wars in the Middle East (Böhm et al., 2018; Hahnefeld, 2021; Reavell & Fazil, 2017; 

USA for UNHCR, 2022). About half of refugees are children (Amnesty International, 2022). These children are 

at risk of experiencing profound mental health issues (Williams et al., 2016), including posttraumatic stress 

disorder (PTSD). PTSD has been described as a condition wherein an individual enters “survival mode” (Dyer et 

al., 2009) and is characterized by anxiety, intrusion symptoms, avoidance of stimuli, negative alterations in 

cognitions and mood, and marked alterations in arousal and reactivity (American Psychiatric Association, 2013; 

Fasfous et al., 2021). PTSD can interfere with learning processes due to consequential deficits in verbal memory, 

top-down processing, and other neuropsychological functions (Herringa, 2018; Samuelson, 2010, 2017; van 

Rooij et al., 2018; Wrocklage et al., 2016). Researchers have documented poorer learning outcomes in refugee 

children compared to control (Fasofous et al., 2021). Moreover, deleterious consequences extend beyond 

childhood. Even after resettlement outside of a refugee camp, psychological concerns can persist, and deficits 

may be prevalent (Hess et al., 2022). For governments and practitioners seeking to assist refugees, it is important 

to understand the connection between trauma and learning so as to develop effective interventions and 

treatments.  

 

The total number of migrants around the world has rapidly increased over the last decade, which 

can be attributed, in part, to increased violence from wars in the Middle East (Böhm et al., 2018; 

Hahnefeld, 2021; Reavell & Fazil, 2017). There are nearly 25 million refugees recognized 

worldwide, including people forcibly displaced from El Salvador, Guatemala, Honduras, South 

Sudan, Syria, Myanmar, and recently, Ukraine (USA for UNHCR, 2022). It is estimate that half 

of all refugees are children (Amnesty International, 2022). Not only do refugee children 

experience a myriad of physical health issues (e.g., infection, malnutrition), they experience 

profound mental health issues (Mateen, 2010; Williams et al., 2016). It is possible and hopeful 

that these traumatized children can experience physical healing, but the psychological 

consequences of being a traumatized refugee can, unfortunately, remain.  

Refugees flee to other nations, seeking freedom from persecution (Shacknove, 1985). 

Countries such as Turkey, the leading host of refugees in the world (USA for UNHCR, 2022), 
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 continue the quest to understand the psychological milieu of migrants so as to develop 

mechanisms to diminish refugees’ struggle and facilitate healing and well-being. Thus, to aid 

in understanding, in this brief paper, we discuss the behavioral neuroscience of posttraumatic 

stress disorder (PTSD) and its implications for refugee children’s’ ability to learn and adjust.  

PTSD is a psychiatric disorder that can emerge after experiencing or witnessing a 

trauma. Traumatic events can include serious injury, sexual assault, or threatened death 

(American Psychiatric Association, 2013; Mann, 2021). PTSD has been described as a 

condition wherein an individual enters “survival mode” (Dyer et al., 2009) and is characterized 

by anxiety, intrusion symptoms, avoidance of stimuli, negative alterations in cognitions and 

mood, and marked alterations in arousal and reactivity (American Psychiatric Association, 

2013; Fasfous et al., 2021). This condition can interfere with learning processes due to 

consequential deficits in verbal memory, top-down processing, and other neuropsychological 

functions (Samuelson, 2010; Wrocklage et al., 2016).  

Refugees are commonly exposed to multiple traumatic life events, including war, 

physical violence, sexual violence, and torture. They also witness death and extreme suffering 

(Kinzie, 2016; Miller & Rasmussen, 2010; Steel et al. 2009; World Health Organization & 

UNHCR, 2012). Accordingly, evidence suggests that migrants experience a high prevalence of 

PTSD. Refugee minors are at a heightened risk for PTSD (Hahnefeld et al., 2021; Reavell & 

Fazil, 2016), with some researchers estimating the prevalence of PTSD in youth migrants to be 

as high as 50% (McGuinness, 2015). Refugee children who have experienced detention and 

family separation have an even greater risk (Mace et al., 2014). Thus, migrant children can be 

profoundly impacted, as the biological, cognitive, and emotional toll of PTSD can reduce 

lifelong learning and lead to other emotional and behavioral consequences (Hahnefeld et al., 

2021; van Rooji et al., 2018; Samuelson et al., 2017). Evidence indeed suggests that refugee 

children who have entered survival mode, as indicated by biological markers, exhibit a weaker 

learning performance than healthy controls (Hahnefeld et al., 2021; Samuelson, 2010). 

Age of exposure may moderate the onset of symptoms of PTSD prevalence in children. 

During middle childhood (approximately 7-11 years old), children are experiencing a 

heightened development of socioemotional skills, with environmental events impacting typical 

development. When children of this age range are exposed to trauma, their ability to properly 

regulate emotions becomes disrupted and increases the risk of developing a psychopathologic 

disorder (Rachel et al., 2021; Perez-Marfil et al., 2020). The likelihood of developing PTSD or 
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 another comorbid disorder increases rapidly when other risk factors are involved, such repeated 

trauma exposure, parental loss due to conflict, and other socioeconomic stressors.  

Researchers have documented neurological consequences of PTSD, including 

dysregulation of limbic structures and the prefrontal cortex, decreased executive function, and 

increased stress hormones (e.g., cortisol, norepinephrine) response in PTSD (Lambert & 

McLaughlin, 2019; Ma et al., 2017; Morey et al., 2016, van Rooij et al., 2018). Neural changes 

include decreased gray matter in frontal and limbic regions, such as the dorsal anterior cingulate 

cortex, ventromedial prefrontal cortex, temporal pole, amygdala, hippocampus (Del Casale et 

al., 2022; Fasfous et al., 2021; Herringa, 2018; O’Doherty et al., 2017). These regions have 

been consistently linked with learning processes; for example, the hippocampus is known to 

play a major role in learning, memory, and neuroendocrine processes (Gianaros et al., 2007). 

Abnormal frontolimbic development has been linked to weakened emotion regulation, a 

common marker of pediatrics onset PTSD (Herringa, 2017). A loss of grey matter in these brain 

regions is also associated with other psychiatric conditions in children and adolescents (Li et 

al., 2020). Moreover, PTSD involves a vicious cycle—the prolonged symptom expression of 

PTSD can exaggerate the fear response from the amygdala, causing persistent hyperarousal and 

overreactive response to threat. The accompanying increased stress neuroendocrine response 

impedes top-down processing (Arnsten et al., 2015; McLaughlin et al., 2019).  

Researchers have documented poorer learning outcomes in refugee children compared 

to control. Fasfous et al. (2021) used the Battery for Neuropsychological Evaluation of Children 

(BENCI) to assess and compare neuropsychological profiles in Palestinian refugee children. 

The results revealed that non-refugee children outperformed Palestinian refugee children in 

measures of verbal and visual memory, sustained attention, and verbal comprehension. In 

addition, gender differences emerged whereby non-refugee Palestinian girls outperformed non-

refugee Palestinian boys in measures of visual memory, but this was not the case for the refugee 

group. Higher levels of stress and resulting cortisol may have affected the cognitive 

performance of the refugee children, thus eliminating the gender difference that is present in 

the non-refugee sample (Fasfous et al., 2021). 

Deleterious consequences extend beyond childhood. Researchers are examining 

refugee’s increased risk of developing neurological disorders and complications that stem past 

the acute phase of a humanitarian emergency. Refugee camps are not often temporary, which 
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 may result in decades of increased risk of neurologic infections as well as physical and 

psychological trauma related illnesses (Mateen, 2010).  

Even after resettlement outside of a refugee camp, psychological concerns can persist, 

and deficits may be prevalent, as can be noted with resettled Bhutanese Refugees in the United 

States. Nearly one in five Bhutanese refugees reported that they experienced psychological 

distress (Hess et al., 2022). Of marked concern, Bhutanese refugees reported recent suicidal 

ideation at a rate almost double compared to the United States national average of 4.3% (Ivey-

Stephenson et al., 2022). This evidence strongly supports the need for continued support for 

refugees across the lifespan.   

For governments and practitioners seeking to assist refugees, it is important to 

understand the connection between trauma and learning so as to develop effective interventions 

and treatments. Whereas this paper presents a biological approach to understanding barriers to 

learning, it is also important to understand psychological and social factors. For example, 

clinicians should consider a refugee child’s background and education prior to trauma (Mace et 

al., 2014), as well as mitigating circumstances, such as positive parenting practices. 
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Abstract 

THS is applied to Science High Schools, Social Sciences High Schools, Anatolian Technical Programs of 

Vocational and Technical Anatolian High Schools and Project schools for student selection. With THS, 

approximately 10 percent of more than one million students are placed in a secondary education institution based 

on their preferences. The purpose of this study was to examine the relationship between the success of the THS 

Science test of the students who have just graduated from middle school and who took the THS exam and their 

middle school science course scores, gender, and socio-economic level. In this ex post facto research, a total of 

101 students were involved in the sample. Majority of the students were male (n=54, 53.5%). Pearson correlation 

analysis revealed that THS science score of participants were significantly and positively correlated with their 6th, 

7th, and 8th grade science scores. The results of independent samples t-test demonstrated that there was no 

significant difference in THS science scores for male and female participants. Finally, the results of one-way 

ANOVA indicated that there were significant differences in THS science scores by participants’ socio-economic 

levels. Accordingly, students with high socio-economic level had higher scores from THS science test than 

students with moderate and low socio-economic levels. Based on this particular finding, policy makers are 

recommended to reconsider their efforts to provide equality of opportunity in education.     

Keywords: Science education, Transition to high school, Middle school students, Socio-economic level.    

 

Introduction 

Due to the increase in population, central exams are applied in Turkey because the number of 

qualified schools cannot fully meet the increasing number of students. Although there was a 

significant increase in the number of schools, it was inevitable to hold a central examination in 

these transitions on the grounds that the supply was not able to meet the demand (Kızkapan & 

Nacaroğlu, 2019). In Turkey, such exams were held for the first time in 1955 for the transition 

to Maarif Colleges. Maarif colleges were opened by the Ministry of National Education to 

provide education in a foreign language. Students were admitted to these high schools after 

examination for a total of 7 years including one year of preparatory class. In 1975, these schools 

were changed to Anatolian High Schools and continued to accept students through central 
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 examination (Çetintaş & Genç, 2001). Anatolian high schools were followed by Science High 

Schools (1964), Anatolian Imam Hatip High Schools (1985), Social Sciences High Schools 

(2003), and Sports High Schools (2009) in accepting students through centralized examination. 

There have been changes over time in terms of content and method in the central exams applied 

during the transition to secondary education. It is tried to reach an optimum exam system for 

students by determining the advantages and disadvantages in each exam model and making 

improvements. Until the high school transition system (HSTS), which was put into practice in 

the 2017-2018 academic year, exams including high school entrance exam, Secondary 

Education Institutions Selection and Placement Exam, Placement Exam, and Transition from 

Basic Education to Secondary Education Exam were applied. 

Today, THS is applied to Science High Schools, Social Sciences High Schools, 

Anatolian Technical Programs of Vocational and Technical Anatolian High Schools and Project 

schools for student selection. With THS, approximately 10 percent of more than one million 

students are placed in a secondary education institution based on their preferences. The rest of 

the students are able to select the high school closest to their homes. The main purpose of this 

application is to reduce the anxiety and stress of the students toward the exam to some extent 

and to enable them to pass to the secondary education level without an exam. Students who 

choose local placement can make five choices, provided that they choose the first 3 from their 

own registration area. While evaluating student preferences, situations such as registered 

addresses, selection priorities and school achievement scores are taken into consideration. With 

this system, a process-oriented rather than result-oriented education was planned throughout 

the middle school education, more time was given to sports, artistic and social activities by 

reducing the student's test anxiety, and the student's orientation to additional activities such as 

out-of-school courses and classrooms was reduced (MONE, 2021). THS involves questions 

from six courses including Science (20 items) Math (20 items), Turkish (20 items), Foreign 

Language (10 items), Religious Culture and Moral Knowledge (10 items), and Turkish 

Republic Revolution History and Kemalism (10 items) (MONE, 2022). Science, which is 

among these courses, has been the focus of the current study. 

The main purpose in science education is to encourage the learner to discover how 

science develops by investigating the nature of knowledge, adapting knowledge to life, and 

scientific processes (Kaya, 2003). Exploring nature and understanding the relationship between 

human and the environment are part of science education. It also aims to integrate science 
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 education with technology and engineering fields (MONE, 2018). In an age where technology 

is advancing rapidly, it is seen that countries, especially developed ones, carry out educational 

reforms. Advances in science education account for the majority of these reforms (Çakıcı & 

Girgin, 2012). In order to keep up with the developing world in science education in Turkey, 

efforts are made to improve science education. Examining the curricula and innovations of 

developed countries and making some changes in the science curriculum can be considered as 

an example of these efforts (Balbağ et al., 2016). Today, science lessons are provided in 3rd, 4th, 

5th, 6th, 7th, and 8th grades, and it is taught as three hours per week in 3rd and 4th grades while 4 

hours per week in 5th, 6th, 7th, and 8th grades (TTKB, 2018). 

The literature review revealed that most of the studies focused on previous exam style. 

These studies involved the effect of private teaching institutions or course centers on academic 

success in central exams (Başol & Zabun, 2014), the predictive power of participation in course 

activities and performance grades on Secondary Education Institutions Selection and Placement 

Exam success (Karakoç & Köse, 2018), the effect of independent variables such as private 

school, gender, family income, and education level on the Secondary Education Institutions 

Selection and Placement Exam (Okutan & Daşdemir, 2018). On the other hand, since there are 

some changes in method and question style in THS, which has been implemented since the 

2017-2018 academic year, it is thought that the analysis of the variables affecting success in 

this exam system will contribute to the literature. In this context, the purpose of this study was 

to examine the relationship between the success of the THS Science test of the students who 

have just graduated from middle school and who took the THS exam and their middle school 

science course scores, gender, and socio-economic level. Within this scope, the following 

research questions were tried to be answered.  

- Is there a significant correlation between students’ THS Science scores and their 

science course scores? 

- Do students’ THS Science scores significantly differ by their gender? 

- Do students’ THS Science scores significantly differ by their socio-economic level? 

Method 

Research Design 

This study was designed as ex post facto research. It is a design particularly suitable in 

educational contexts where the independent variables cannot be manipulated. It seeks relations 

between the events that that have already happened (Cohen et al., 2005).    
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 Research Sample 

The participants of this study involved 101 students who just graduated from middle school and 

took the THS exam. All of the students graduated from a public middle school located in the 

Central Black Sea Region. The majority of participants were male (n=54, 53.5%). 45 (44.6%) 

participants had low, 32 (31.7%) had moderate, and 25 (23.8%) had high socio-economic level.  

Research Instrument and Procedure 

This study did not employ a data collection tool. All of the information including the 

demographics, course scores, and THS science scores were obtained through school records.   

Data Analysis 

In the analyses, independent samples t-test, one-way ANOVA, and Pearson correlation were 

used to answer the research questions. The alpha value was set as .05 in this study.  

 

Results 

The correlations between students’ THS Science scores and their science course scores were 

examined using Pearson correlation analysis. The descriptive statistics and findings were 

provided in Table 1. 

 

Table 1 

Descriptive Statistics and Correlations for Study Variables 

Variable n M SD 1 2 3 4 

1. 6th grade science score 101 70.223 18.041 -    

2. 7th grade science score 101 69.322 19.032 .862* -   

3. 8th grade science score 101 98.510 3.045 .553* .624* -  

4. THS science score 101 5.648 6.101 .753* .729* .452* - 

* p < .05. 

 

The results of Pearson correlation analysis revealed that THS science score of participants were 

significantly and positively correlated with their 6th, 7th, and 8th grade science scores. 

Independent samples t-test was conducted to see whether participants’ THS Science scores 

significantly differed by their gender. The findings were provided in Table 2.  
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 Table 2 

Results of THS Science Score Differences by Gender 

Variable Male Female t (99) p 

M SD M SD   

THS Science Score 4.657 5.921 6.787 6.169 1.768 .080 

   

The results of independent samples t-test demonstrated that there was no significant difference 

in THS science scores for male (M=4.657, SD=5.921) and female participants (M=6.787, 

SD=6.169); t (99) = 1.768, p>.05. One-Way ANOVA was carried out to determine whether 

THS science scores significantly differed by participants’ socio-economic level. The findings 

were summarized in Table 3.  

 

Table 3 

Means, Standard Deviations, and One-Way Analyses of Variance in THS Science Scores by Socio-

Economic Level 

Variable Low Moderate High F (2-98) 

M SD M SD M SD  

THS Science Score 3.338 4.743 4.504 5.480 8.990 6.572 8.391* 

* p < .05. 

  

The results of one-way ANOVA indicated that there were significant differences in THS 

science scores by participants’ socio-economic level (F (2–98) = 8.391, p≤ 0.05). The post-hoc 

comparisons using LSD test indicated that the mean score of students with high socio-economic 

level (M=8.990, SD=6.572) was significantly higher than the mean scores of students with 

moderate (M=4.504, SD=5.480) and low (M=3.338, SD=4.743) socio-economic levels. 

However, there was no significant difference in the mean score of students with moderate 

(M=4.504, SD=5.480) and low (M=3.338, SD=4.743) socio-economic levels.  

 

Discussion, Conclusion, and Recommendations 

Discussion 

The first research question of the study focused on the correlations between participants’ THS 

science scores and their science course scores. The findings showed that participants’ THS 

science scores correlated with their 6th, 7th, and 8th grade science course scores positively and 
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 significantly. Although there was no other study focusing on science scores to our knowledge, 

similar correlations were found in other courses such as Turkish Republic Revolution History 

and Kemalism (Öntaş et al., 2020).  

 The second research question sought whether students’ THS Science scores 

significantly differed by their gender. The findings revealed that the mean scores of male and 

female students were not significantly different. The literature review yielded no other study 

that focused on the THS science score differences by gender. The third research question 

focused on the socio-economic levels of students. The analysis revealed that the mean scores 

of students with high socio-economic level were significantly higher than the mean scores of 

students with moderate and low socio-economic levels. These findings are consistent with the 

literature (Aslanargun et al., 2016; Cingöz & Gür, 2020).  

Conclusion 

Students’ THS science scores correlated with their science course scores. Therefore, it can be 

expressed that high achievers in science courses are more likely to obtain higher scores in THS. 

In this study, gender had no effect on students’ THS science scores. Finally, the socio-economic 

level was determined to be an important factor for THS science scores of participants. Students 

with high socio-economic status had a much higher mean score than students with moderated 

and especially low socio-economic levels. 

Recommendations 

This study involved the data of 101 students. This poses a problem regarding the 

generalizability of the results. Future research is recommended to involve a more 

comprehensive sample. The results revealed that socio-economic level was extremely important 

for students’ THS science scores. Students with low socio-economic level had the lowest mean 

scores of THS science. Thus, policy makers should reconsider their efforts to provide equality 

of opportunity in education. Moreover, researchers are recommended to design some 

experimental studies to increase achievement of students with low socio-economic status.  
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Abstract 

Problem statement: For a long time, scholars have struggled to comprehend why people engage in suicidal 

behavior. The Interpersonal Theory of Suicide is one of the most well-known contemporary explanations for 

suicidal behavior. The Interpersonal Needs Questionnaire was created to assess people's suicidal risks in two 

dimensions: perceived burdensomeness and thwarted belongingness.  

Purpose of the study: The current study aimed to examine the psychometric properties of the Turkish Interpersonal 

Needs Questionnaire (INQ-15) in a sample of 435 university students.  

Method: Confirmatory factor analysis (CFA) was used to evaluate the structural validity of the Turkish INQ-15. 

Findings and Results: The results of CFA showed that the Turkish INQ-15 has a two-factor structure, validating 

the original scale's dimensions’ factor structure. Turkish INQ-15 has good internal consistency reliability, 

according to Cronbach alpha and McDonald's Omega coefficients. A multigroup CFA on gender validated the 

measurement invariance in four phases. Turkish INQ-15 produced a strong negative association with the Anxiety 

Scale, indicating that as our participants’ perceived burdensomeness and thwarted belongingness levels increase, 

their anxiety levels increase.  

Conclusion: According to our findings, the INQ-15 is a valid and reliable tool for assessing interpersonal needs 

concerning suicidal risks amongst Turkish university students. 

Anahtar Kelimeler: Perceived burdensomeness, Thwarted belongingness, Interpersonal needs, Suicidal risk, 

Confirmative factor analysis  

 

Introduction 

The effort to understand why people are involved in suicidal behavior has been a longstanding 

challenge for researchers and theorists. One of the prominent current approaches to explaining 

suicidal acts is the Interpersonal Theory of Suicide (Joiner, 2005). Theory refers to two 

fundamental processes that play a crucial part in the emergence of suicidal behaviors, and 

gathers these two processes under the term of interpersonal needs (Joiner, 2005; Van Orden et 

al., 2010): The first is the perception that one has become a burden to others and is called 

perceived burdensomeness (PB). The second process emerges with the loss of the sense of 

belonging, especially in close social relationships, and is defined as thwarted belongingness 
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 (TB). The interpersonal theory argues that the difficulties experienced by the individuals in 

these two areas of need alone will not be sufficient for the involvement in suicidal behaviors. 

The main risk in the emergence of suicidal behavior occurs together with the acquired 

capability for suicide. Moreover, the theory also offers four hypotheses that specify how these 

concepts relate to one another. (Van Orden et al., 2010): (1) passive thoughts of suicide might 

be brought on by feelings as though one doesn't belong to others and feeling burdened. (2) the 

simultaneous existence of PB and TB is direct and sufficient to trigger active suicidal thoughts. 

(3) the circumstance in which suicidal thoughts change into suicidal purpose is the coexistence 

of suicidal desire and diminished anxiety of death. (4) Severe suicidal behavior is most likely 

to result from a lack of belonging to others (TB), feeling burdened (PB) and despairing about 

both, having less dread of suicide, and having a higher capacity for bodily suffering. The recent 

literature on Joiner’s Theory indicated that both dimensions significantly explain variance in 

suicidal ideations, interpersonal trauma (Poindexter et al., 2022), social anxiety disorders 

(Chung et al., 2022), depression (Shim et al., 2022). Researchers examined the theory and 

Interpersonal Needs Questionnaire (INQ) in different cultures of German (Hallensleben et al., 

2016), Spanish (Canal-Rivero, 2022), and Chinese (Zhang et al., 2013). With increasing 

attention of researchers to the theory, the INQ was developed (Van Orden et al., 2012) to 

evaluate individuals’ suicidal risks two dimensionally: PB and TB. This study aims to adapt the 

INQ into Turkish and examine its psychometric properties. Although the INQ has available in 

a variety of item numbers, it is stated that the ten and 15-item versions have the most robust 

psychometric properties (Hill et al., 2015). The 10-item version of the INQ was previously 

adapted into Turkish (Eskin et al., 2020). However, the authors only investigated the scale's 

factor structure through exploratory factor analyses (EFA). It was revealed that internal 

consistency reliability coefficient was .90 for PB, while the coefficient was 0.79 for TB. This 

current study aims to examine the psychometric properties of the 15-item version of the INQ-

15 (Van Orden et al., 2012) in Turkish via confirmatory factor analysis (CFA). There are also 

relatively few tools available for the Turkish community that researchers and practitioners may 

use to assess interpersonal needs and suicidal risks of individuals. We hypothesized that Turkish 

INQ-15 would assist in determining the suicidal risk by taking into account people's 

interpersonal needs. This study's goal is to translate the INQ-15 into Turkish and investigate its 

psychometric properties. 
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 Method 

Research Design 

The study's objective was to analyze the Turkish INQ-15's psychometric properties among a 

group of undergraduate students. Although the current study was carried out as correlational 

(quantitative) research (Fraenkel et al., 2012), more sophisticated correlational approaches may 

be needed in further correlational studies, such as structural equation modeling (SEM). 

confirmatory factor analysis (CFA) is a statistical technique provides the “observed 

relationships among a group of indicators with a smaller set of latent variables structures” 

(Brown & Moore, 2012, p.2), as a part of SEM. To better reflect the study's overall concept, 

which aims to support the INQ's original factor structure in a Turkish sample, CFA was used. 

Research Sampling 

The study sample consisted of 435 university students (304 females, 69.89%; 130 males, 

29.89%, one unspecified, 0.22%) studying at Ordu University. The participants' average age 

was 21.37 (SD=3.01), and their age range was between 18 and 40 years. While 146 participants 

(33.56%) lived in the same city with their families, 287 participants (65.98%; two unspecified, 

0.46%) stated that they lived in different cities with their families. Two hundred seventy-four 

participants (62.99%) live with their roommates in the dormitory or residences. One hundred 

twenty-five participants (28.74%) live with their families. Twenty-one participants (4.83%) live 

alone. Nine participants (2.07%) live with their spouses/partners, and four participants (0.92%; 

two unspecified 0.46%) stated that they live with their relatives. 

 

Instruments 

Interpersonal Needs Questionnaire (INQ-15; Van Orden et al., 2012) 

The scale measures interpersonal needs with two dimensions of PB and TB with fifteen items 

involving 7-point Likert type scale. The INQ-15 was driven from the original version of INQ-

25 (Van Orden et al., 2008), which the original version produced .89 Cronbach Alpha 

coefficient for PB and .85 Cronbach Alpha coefficient for TB. In INQ-15, the subscale of PB 

consists of 6 items. The subscale of TB consists of 9 items. Scores range from six to forty-two 

for PB, and from nine to sixty-three for TB. Greater PB and TB are reflected by higher scores. 

Anxiety Subscale of Brief Symptom Inventory (Derogatis, 1992).  

The 53 items of the Brief Symptom Inventory, which measures psychological symptoms, are 

answered on a five-point Likert-type scale. The scale is composed of five factors was translated 
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 into Turkish by Şahin and Durak (1994). For the anxiety subscale, the Cronbach's Alpha value 

was .87 in the original study. The anxiety subscale consists of 13 items, with values ranging 

from 0 to 52; higher scores reflect greater anxiety. In the current investigation, the scale's 

Cronbach's Alpha coefficient was.90. 

 

Demographic Form 

A study-focused information form was created by researchers that included questioning the 

participants' demographics (e.g., living with families in the same city or not). 

Procedure 

The Institutional Review Board of Ordu University's Social and Human Sciences Ethics 

Committee granted us permission to conduct our research ethically (approval number: 2021-

200). The INQ-15 (Van Orden et al., 2012), Anxiety Subscale of Brief Symptom Inventory 

(Şahin & Durak, 1994), and the Demographic Form were utilized to obtain the study's data set. 

We have chosen the convenience sampling method to create the study's sample. We exclusively 

used Google Forms to collect data. It was expected that our participants' experiences, feelings, 

or ideas regarding their interpersonal requirements would be more accurately conveyed by 

answering the questions anonymously. Participants would feel more at ease answering 

questions using the online data collection method. We provided details about the study's 

objectives, including the coordinator, its scope, and the typical response time, on the cover page 

of the internet survey. The participants were then asked for their approval of a consent form. 

The data was collected in several classroom settings, after researchers announced information 

about the study. After obtaining consent to translate the INQ (to Turkish) from the 

correspondence author, two researchers with doctorates in counseling and guidance translated 

the scale items from English to Turkish. The final scale items in Turkish were created by the 

researchers. The standard of being above .90 in S-CVI/Ave (the average of the I-CVI scores 

recorded for each scale item) was considered when establishing the content validity (Polit & 

Beck, 2006). In our investigation, we discovered that, as judged by thirteen experts, the S-

CVI/Ave values for PB and TB were 0.97 and 0.94, respectively. 

 

Data Analysis 

Using SPSS 22 (IBM Corp. Released, 2013) and JASP Team (2019), we analyzed preliminary 

analysis (e.g., data screening, descriptive statistics, assumptions), reliability evidence, bivariate 
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 correlations (for the convergent validity), and a multigroup CFA (for measurement invariance) 

prior to the CFA. We preferred the Maximum likelihood estimate (MLE) in CFA to verify the 

factor structure of Turkish INQ in AMOS 24. (Arbuckle, 2016). 

 

Results 

Data Screening and Assumptions 

Since responding to every item on the online survey form was mandatory, the data included no 

missing information. The sample size (n=435) complied with Kline's (2011) recommendation 

that there should be 200 cases for the CFA to have sufficient power. The items with the highest 

skewness and kurtosis values were item 5 (2.81 and 8.21), item 4 (2.25 and 4.83), and item 6 

(1.93 and 3.08). The remaining items had highest skewness and kurtosis values of 1.81 and 

2.61, respectively, as shown in Table 1. We took Kline's (2011) recommendation that values 

under three be regarded as normal as the standard for univariate normality. Due to the content 

of items 4 (These days, I think my death would be a relief to the people in my life), 5 (These 

days, I think the people in my life wish they could be rid of me) and 6 (These days, I think I 

make things worse for the people in my life), which looks at an uncommon scenario for most 

participants, we assumed that items were open to outliers and had a value that exceeded 

suggested kurtosis. These items seem to be the most salient statements regarding participants' 

opinions on PB that their death will be a better option for significant others. The data did not 

conform to the multivariate normal distribution, as shown by Mardia's (1985) coefficient 

(386.68, p0.001; multivariate kurtosis). As a result, we used Bootstrapping (Byrne, 2010) as a 

better method to deal with multivariate non-normality. When assessing Mahalanobis distances, 

there were only three cases of multivariate outliers in the data. In light of Tabachnick and 

Fidell's (2013) recommendations, “Mahalanobis distance can either mask a real outlier or 

swamp a normal case” (p. 108), we chose to keep these cases. The assumptions of 

multicollinearity and linearity were also satisfied. 
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 Table 1 

Descriptive Statistic for Individual Items of Turkish INQ-15 

 N Min. Max. M SD Skewness Kurtosis SMC 

Item1 435 1 7 2.01 1.42 1.51 1.63 .65 

Item2 435 1 7 2.15 1.53 1.46 1.47 .62 

Item3 435 1 7 1.95 1.55 1.81 2.61 .55 

Item4 435 1 7 1.70 1.31 2.24 4.83 .83 

Item5 435 1 7 1.50 1.12 2.81 8.21 .74 

Item6 435 1 7 1.87 1.48 1.93 3.08 .61 

Item7 435 1 7 3.34 1.84 0.53 -0.67 .27 

Item8 435 1 7 3.02 1.77 0.74 -0.31 .49 

Item9 435 1 7 3.10 1.88 0.64 -0.66 .13 

Item10 435 1 7 2.42 1.65 1.04 0.14 .50 

Item11 435 1 7 3.28 1.95 0.56 -0.85 .29 

Item12 435 1 7 3.24 1.95 0.53 -0.89 .24 

Item13 435 1 7 2.69 1.79 0.90 -0.28 .62 

Item14 435 1 7 3.43 1.81 0.33 -0.87 .58 

Item15 435 1 7 3.10 1.89 0.51 -0.88 .57 

Note. M=Mean, SD=Standard Deviation, Min=Minimum,  

Max=Maximum, SMC=Squared Multiple Correlation in CFA 

 

Confirmatory Factor Analyses (CFA) 

Two-factors Turkish INQ-15 indicated a mediocre model fit (see Table 2). Chi-Square fit 

statistic was significant χ² (86, N = 435) = 320.89, p = .000. The normed chi-square value (χ²/df 

ratio = 3.73) was lower than the suggested (Schumacker & Lomax, 2004) value of 5. CFI = .94 

was higher than recommended value of CFI ≥ .93 (Byrne, 2010). TLI = .92 was higher than the 

recommended value of TLI ≥ .90 (Bentler & Bonett, 1980). SRMR = .08 produced an 

acceptable fit within the .05 ≤ SRMR ≤ .10 (Brown & Cudeck, 1993). RMSEA = .079 (90% CI 

= .070-.089) produced acceptable fit value of .05 ≤ RMSEA ≤ .08 (Brown & Cudeck, 1993). 

Factor loadings of the Turkish INQ-15’s items ranged between 0.36 and 0.91 in the second 

model (See Figure 1). This model had three residual covariances between item1 and item2 (PB), 

item7 and item8, item11 and item12 (TB), following the suggestions of modification indices. 
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 Table 2  

Model Fit Indices of Confirmatory Factor Analyses  

 χ2/df CFI TLI SRMR RMSEA 

CFA 3.73 .93 .92 .08 0.079 (90% CI = 0.070-0.089) 

 

Measurement Invariance 

Using four stages—configurable, metric, scalar, and strict—we examined Turkish INQ-15's 

measurement invariance on gender (Milfont & Fischer, 2010) using multigroup CFA in JASP 

Team (2019). We investigated the Turkish INQ-15’s invariance with Root Mean Square Error 

of Approximation (RMSEA) and Comparative Fit Indexes (CFI). We concluded that the 

measurement invariance for the Turkish INQ-15 was satisfied because variances between 

groups (women/men) were not more than -0.01 and 0.01 (Cheung & Rensvold, 2002). 

Figure 1  

CFA Analysis of Turkish Interpersonal Needs Questionnaire (INQ-15) 

 

 

Reliabiliy 

Cronbach’s alpha and McDonald’s Omega coefficients were .92 for PB and .86 for TB 

revealing a strong internal consistency for Turkish INQ-15. 
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 Convergent Validity 

We had a significant positive association between anxiety and PB (r= .39, p<.001) and TB 

(r=.39, p<.001). In other words, as participants' PB and TB levels increase, their anxiety levels 

also increase. 

 

Table 3  

Measurement Invariance (Gender) 

 ΔCFI ΔRMSEA 

Configural .93 .08 

Metric .93 .08 

Scalar .92 .08 

Strict .92 .08 

 

Discussion 

Due to the scarcity of research on suicide in Turkey, our study sought the psychometric 

characteristics of the Turkish INQ-15, which was created to assess the interpersonal needs of 

individuals. Since the INQ-15 was initially created in the US, we primarily purposed to validate 

the scale for Turkish-speaking university students. The current investigation results 

demonstrated that the dimensional factor structure of the Turkish INQ-15 is consistent with the 

use of the original scale. The Turkish INQ-15's convergent validity studies revealed a 

substantial negative connection between anxiety, PB, and TB, pointing to the predicted 

direction of correlation between these scales. According to the current findings, the Turkish 

INQ-15's subdimensions have a high internal consistency measured by the Cronbach Alpha and 

McDonald's Omega coefficients. The results also showed that the Turkish INQ-15 provided 

measurement invariance in groups related to the gender variable involving four levels (i.e., 

configural, metric, scalar, and strict). In our assessment, Turkish INQ-15 demonstrated 

measurement invariance. We conclude that these results indicate the Turkish INQ-15 provides 

a valid assessment of university students' views on interpersonal needs, which are connected to 

their suicidal behaviors. The structural validity and reliability of the INQ-15 among Turkish 

university students are well supported by these findings. These results also contribute to the 

literature by suggesting that the psychometric properties of the Turkish INQ-15 for Turkish 

culture may increase the number of future studies that seek to understand the cross-cultural 

factors that influence university students' interpersonal needs and suicidal risks. Mental health 
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 practitioners may also use Turkish INQ-15 to assess university students' interpersonal needs 

and suicidal tendencies to develop therapeutic interventions. 

 

Conclusion 

Our study showed that the Turkish INQ-15 is a highly valid and reliable instrumentfor 

determining the intensity of interpersonal needs in two dimensions of PB and TB, which 

researchers and mental health practitioners may use with confidence in their practice. 

Limitations and Recommendations 

We noticed limitations with the current investigation. The Turkish INQ-15's psychometric 

characteristics, including structural validity and internal consistency reliability, were the only 

focus of our research. We advise future research to keep the assurance of incremental validity 

and test-retest reliability. Self-report measures were used to gather the data for this 

investigation, although they have a number of limitations. Future research should use a variety 

of qualitative (like phenomenological) and quantitative (like dyadic CFA) data gathering 

methodologies. Our design was cross-sectional; however, we offer experimental and 

longitudinal techniques to draw conclusions on causality, including the Turkish INQ-15. Other 

limitations of the present study were the non-probabilistic convenience sampling and the 

sample's predominately female gender composition. We encourage using a more probabilistic 

and gender-balanced sample in future studies. 
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Abstract 

This study aimed to investigate the undergraduates’ views on the operating the measurement and evaluation as a 

mobbing tool. The research was conducted on 553 students studying at Dicle University Ziya Gökalp Faculty of 

Education in the first term of the 2021-2022 academic years. The study data was collected through the scale 

developed by Şad et al. (2019) for determining the levels of undergraduates’ exposure to mobbing in the 

measurement and evaluation processes. Research results revealed that the students’ perceptions about the use of 

measurement and evaluation as a mobbing tool were at a moderate level. It was detected that gender and grade 

level had a statistically significant but practically negligible effect on students’ views concerning the use of 

measurement and evaluation as a mobbing tool. A statistically significant difference was found between the 

opinions of the students enrolled in different departments regarding the use of measurement as a mobbing tool, 

and it was concluded that the effect size of this difference was large. No significant difference was ascertained in 

the views of the students respecting the use of measurement as a mobbing tool, depending on whether they have a 

failed course(s) from previous terms. Finally, it was discovered that there is a negative, statistically significant but 

very weak relationship between students’ academic grade point average and their views regarding the operating 

the measurement and evaluation as a mobbing element. 

Keywords: Mobbing, Ethics in assessment and evaluation, Ethics in education process, University students 

 

Introduction 

There are some ethical rules that must be pursued throughout the education continuum. Ethics 

of measurement and evaluation constitutes one of the important dimensions of ethical principles 

that must be followed in learning-teaching processes (İlhan et al., 2017). The term of ethics in 

measurement and evaluation refers to the ethical rules that must be adhered to before, during 

and after the measurement applications (Taşdelen Teker et al., 2019). Asking questions about 

topics that are not covered in the classroom (Green et al., 2007), giving an advantage to the one 

of the different groups at the same skill level by including biased items in the tests (Knauss, 

2001), not taking any action to determine the psychometric properties of the measurements 

obtained from the exams, and taking the questions included in the measurement tools from 

some sources (books, websites) without considering the copyrights (Taşdelen Teker et al., 

2019) are among the behaviors against the ethics of measurement and evaluation. One of the 

behaviors incompatible with measurement ethics is using the measurement and evaluation 

process as a punishment or pressure tool. This pressure may manifest itself through actions such 
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 as doing exams unfairly, being unfair in scoring, threatening students with grades to ensure 

discipline, and utilizing exams to scare and intimidate students. 

If measurement and evaluation practices are used as a tool to intimidate/punish students, 

mobbing is in question. This causes the students’ self-confidence to weaken, their motivation 

and academic success to decrease, their subjective well-being and life satisfaction to be 

damaged, to experience stress and burnout, to feel threatened and under oppression at 

school/class (Şad et al., 2019). Therefore, studies aimed at depicturing the current situation 

regarding the operating the measurement and evaluation as a mobbing tool become important. 

From this point of view, this research intended to examine the undergraduates’ opinions about 

using of measurement and evaluation as a mobbing element. In accordance with this purpose; 

it will be tested whether the variables of i) gender, ii) grade level, iii) department, iv) presence 

of a failed course(s) from previous semesters, and v) academic grade point average are effective 

variables on students’ views concerning the using of measurement and evaluation as a mobbing 

tool. Since the number of studies on ethics in measurement and evaluation in Turkey is quite 

limited (Koyuncu et al. 2018), it is anticipated that the research will contribute to the literature.  

 

Method 

Research Design 

The present research aimed to depict the current situation as it is without any intervention, and 

it contained a cross-sectional design and quantitative procedures. In this respect, the study is a 

survey research one.   

Study Group 

The research participants consisted of 553 undergraduates studying at Dicle University Ziya 

Gökalp Faculty of Education in the first term of the 2021-2022 academic years. Figure 1 shows 

the distribution of the study group by their gender, grade level, department, and whether they 

have a failed course(s) from previous terms. 
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 Figure 1 

Distribution of the Study Group by Their Demographics 

 

  

 

 
 

 

Instrument 

The study data was collected through the scale developed by Şad et al. (2019). They constructed 

this scale, to reveal the level of undergraduates’ exposure to mobbing in the measurement and 

evaluation processes. The scale consisted of 7 items under a single factor and has five points 

rating from Strongly Disagree (1) to Strongly Agree (5). Şad et al. (2019) reported the ratio of 

variance explained of the scale as 63.07% and its Cronbach’s alpha internal consistency 

coefficient as .90. The internal consistency coefficient of the measurements obtained in this 

study, on the other hand, was estimated as .87 (95% CI: .856–.889).  

Data Collection and Analysis 

Prior the data collection process, the ethics committee approval was obtained by applying to 

the Dicle University Social and Human Sciences Ethics Committee. Ethics Committee 

Presidency informed that the study was in accordance with current scientific ethical principles 

with the letter dated 22.09.2021 and numbered 141065. After getting the approval of the ethics 

committee, the data collection phase was started. The scale was administered by the researcher 

in the first semester of the 2021–2022 to the students in their own classrooms, in a paper-pencil 

format and on the voluntary basis.  
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   Before the analysis of the data, the data set was reviewed in terms of outliers, and to this 

end, Z scores were examined. It was determined that all Z scores were within the range of ±3 

and no extreme values were found in the data set. The coefficient of skewness and kurtosis were 

found to be .185 (Std. Error=.104) and –.469 (Std. Error=.207), respectively. Parametric tests 

were used in the analysis of the data, since the values just mentioned imply that the data are in 

accordance with the normal distribution.   

Descriptive statistics were calculated to identify the level of students’ perceptions on 

the use of measurement as a mobbing tool. An independent sample t-test was performed to 

determine whether students’ perceptions regarding the use of measurement and evaluation as a 

mobbing tool differ according to their gender and the presence of a failed course(s) from 

previous semesters. On the other hand, the one-way ANOVA was executed to check the effect 

of grade level and department variables. In cases where a significant difference was determined 

in the analyses, the effect size was checked to reveal the practical importance of the observed 

difference by calculating the Eta Squared (η2) statistic. Cohen (1988) remarked that an effect 

with an eta-squared below .06 of is small, between .06 and .14 is medium and greater than .14 

is large (Pallant, 2005). Finally, the relationship between students’ perceptions regarding the 

using of measurement as a mobbing element and their academic grade point averages was tested 

via Pearson correlation analysis and the ranges proposed by Rowntree (1981) were taken as 

reference while judging the strength of the correlation coefficient (absolute value, of course): r 

< .20, negligible/weak; 20≤ r <.40, low; .40≤ r <.60, moderate; 60≤ r <.80, substantial; and r 

≥80, very strong. Data analyzes were carried out in IBM SPSS 22 package program. 

 

Results 

The results acquired in the study are presented below in line with the research questions. 

Primarily, the level of students’ perceptions concerning the using of measurement and 

evaluation as a mobbing tool was examined. For this, descriptive statistics were calculated and 

the analysis outputs are given in Table 1.  

 

Table 1 

Descriptive Statistics on the Scale Scores of the Study Group 

Minimum Maximum Ranj Mean Standard deviation 

1.00 5.00 4.00 2.89 .87 
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 Table 1 demonstrates that the mean value is 2.89. Since a five-point rating is employed in the 

scale; it is possible to interpret values between 1.00 and 1.80 as very low, values between 1.81 

and 2.60 as low, values between 2.61 and 3.40 as moderate, values between 3.41 and 4.20 as 

high and values surpass 4.21 as very high. Considering these intervals, it can be said that 

students’ perceptions respecting the using of measurement and evaluation as a mobbing tool 

are at a moderate level. After descriptive statistics, it was tested whether students’ views 

regarding the using of measurement as a mobbing tool differ according to their gender. For this 

purpose, independent sample t-test was implemented, and the analysis results are presented in 

Table 2.  

 

Table 2 

Independent Sample T-Test Results for Gender Variable 

Gender n Mean Standard deviation t(313.31) p η2 

Female 364 2.79 .80 
3.41 .001 .021 

Male 183 3.07 .96 

* Since 6 of the students in the study group did not specify their gender, the analyzes regarding 

the gender variable were fulfilled on 547 students.  

 

Table 2 illustrates that there is a statistically significant difference in favor of males between 

the views of male and female students regarding the use of measurement as a mobbing tool 

[t(313.31)=3.41, p<.01]. Yet, the calculated effect size (η2=.021<.06) reflects that the said 

difference is small and therefore not important in practice. Following the gender variable, the 

grade level variable was handled. The results of one-way ANOVA applied to determine whether 

students’ views on the use of measurement as a mobbing tool change according to their grade 

levels are shown in Table 3. 

 

Table 3 

One-Way ANOVA Results for the Grade Level Variable 

Grade n Mean Standard deviation F(2-547) p η
2

 

2 195 2.73 .73 

6.94 .001 .025 3 188 2.92 .86 

4 167 3.07 .99 

** Three students who attend first grade were excluded from the analysis. 
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 Table 3 exhibits that the students’ views on the use of measurement and evaluation practices as 

a mobbing tool vary significantly according to their grade levels. [F(2-547)=6.94, p<.01]. But, the 

Eta-square value (η2=.025<.06) signify that the said difference is insignificant in practice. The 

next variable whose effect was tested on the students’ views on the use of measurement and 

evaluation as a mobbing tool is the department they enrolled in. Whether the students’ views 

concerning the using of measurement as a mobbing tool differ according to their department 

was tested by means of one-way ANOVA and the results are presented in Table 4. 

 

Table 4 

One-Way ANOVA Results for the Department Variable 

Department N Mean Standard deviation F(5-547) p η
2

 

Pre-school 79 2.46 .69 

16.33 .00 .15 

Mathematics 148 3.03 .76 

Elementary school 78 2.37 .74 

English 79 3.09 .95 

Science 72 2.99 .94 

Social studies 97 3.24 .82 

 

Table 4 shows that the students’ perceptions concerning the using of measurement executions 

as a mobbing tool differ significantly according to the department they study [F(5-547)=16.33, 

p<.01] and Eta-squared value (η2=.15>14) reflects that the mentioned difference is substantial. 

Another research question is whether there is a difference between the views of the students 

with and without a failed course(s) from previous semesters regarding the using of measurement 

as a mobbing tool. Table 5 contains the independent sample t-test results done to reply this 

question.  

 

Tablo 5 

Independent Sample T-Test Results with Regard to the Presence of a Failed Course(S) from Previous 

Semesters 

The failed course(s) from previous semesters n Mean Standard deviation  t(547) p 

Yes 173 2.93 .92 
.52 .60 

No 376 2.88 .85 
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 Table 5 indicates that students with and without a failed course(s) from previous semesters have 

similar views on the use of measurement as a mobbing tool. That is to say, whether there is a 

failed course(s) from previous semesters or not is not an effective variable on student 

perceptions about the use of measurement as a mobbing tool [t(547)=.52, p>.05].  

 

Figure 2 

Scatter Plot of the Relationship between Students’ Academic Grade Point Average and Their Views 

about the Using Of Measurement as a Mobbing Element 

 

Lastly, the relationship between students’ academic grade point average and their views related 

to the using of measurement as a mobbing tool was assessed. As a result of Pearson correlation 

analysis, it was determined that there was a significant relationship between the two variables 

[r= –.13, 95% CI (–.21, –.04), p<.01]. Nevertheless, the fact that the correlation coefficient is 

quite small indicates that the relationship between the variables is petty in practice. It is also 

realized in the scatter plot in Figure 2 that the relationship between the variables is quite weak.  

 

Discussion and Conclusion 

In present paper, the undergraduates’ views on the use of measurement and evaluation as a 

mobbing tool were scrutinized. In the study, it was determined that the students’ opinions about 

the use of measurement and evaluation as a mobbing tool were at a moderate level. Although 

this result does not constitute evidence that measurement and evaluation is utilized as an 

element of mobbing by the instructors, it is an issue that should be considered on the fact that 

the students have developed perceptions in this direction. For the reason that even if the real 

situation is not like this, students’ feeling that they are exposed to mobbing may bring negative 

outcomes in terms of cognitive and affective aspects. In order to prevent this, instructors should 
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 clearly define the scoring criteria in the exams they administer, take care to inform the students 

about the assessment criteria, and avoid using the assessment-evaluation processes as an 

instrument to frighten students or to maintain discipline in the class. 

Despite a statistically significant difference was detected in the analysis of the gender 

variable, the calculated effect size showed that this difference was not noteworthy in practice. 

This result can be attributed to the fact that students in the same class, regardless of male or 

female, go through similar assessment-evaluation processes. A similar situation was observed 

in terms of the grade level variable, and a statistically significant but practically unimportant 

difference was found between the perceptions of students at different grade levels regarding the 

use of measurement as a mobbing tool. Accordingly, it can be stated that there is no remarkable 

change in students’ views respecting the using of measurement as a mobbing tool depending 

on their grade level. 

A statistically significant difference was established between the opinions of the 

students from varied departments regarding the use of measurement as a mobbing tool, and it 

was concluded that the effect size of mentioned difference was large. It is not surprising that 

students who study at diverse departments developed different views on the subject, as they 

encountered variant instructors. Based on this result, it can be claimed that there is not a 

complete consistency between the measurement and evaluation practices of the instructors in 

different departments. Nonetheless, it is not possible to say that this is definitely the case 

because of even if students go through the same assessment and evaluation processes it is 

possible for them to develop different views on the subject depending on their individual 

differences [e.g., past experiences, affective characteristics (such as test anxiety, goal 

orientation, fear of negative evaluation), previous test experiences, etc.] 

No significant difference was discovered in the opinions of the students regarding the 

use of measurement as a mobbing tool, depending on whether they have a failed course(s) from 

previous terms. In addition, it was ascertained that there is a negative, statistically significant 

but negligible relationship between students’ academic grade point average and their views on 

the use of measurement as a mobbing tool. These results reflect that the students’ views on the 

use of measurement as a mobbing tool are independent of their academic achievement. 

Certainly, this result is true only for the study group like other results reached in the research, 

thus it should not be overlooked that the obtained results cannot be generalized to students 

studying in different departments of Ziya Gökalp Education Faculty, divergent faculties/schools 
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 of Dicle University or other universities. Hence, it may be suggested to conduct similar studies 

on different groups.  
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Abstract 

Thinking skills are instruments for meaningful learning and academic achievement and in relation, they are 

indispensable components of 21st century competencies. However, current Turkish policies do not define what 

thinking is and some inconsistencies regarding forms of thinking exist in different documents. Also, while teachers 

might not feel competent with teaching thinking skills, teacher education programs do not offer much to practice 

thinking skills. The analysis of coursebooks and curriculum also presents limited opportunities for thinking as well 

as Turkish sociocultural practices may reflect thinking as a negative or problematic concept. Regarding these 

problems, this study aims to explore pre-service teachers’ experiences when they say, “I am thinking” via a 

phenomenological methodology.  Participants (N=42) were recruited via convenience sampling methodology. 

Data were collected via focus group interviews (N=7) that included 5 to 7 participants. In each interview, 

participants described (1) thinking, (2) talked about the reactions to their thinking, and (3) named the proverbs that 

pertain to thinking. Data were analyzed via phenomenological reduction and horizons and structural themes were 

developed after bracketing was employed. Findings revealed that definitions of thinking highlight individualistic 

and universal characteristics, and functions of thinking pertain to skills. 80% of reactions to thinking were negative. 

Also, half of the proverbs highlighted negative connotations. This study suggest that thinking might not be initiated 

and shared safely as educational practices and cultural reminisces might not promote such intellectual actions. In 

this sense, curriculum and materials need revisions regarding sociocultural characteristics of Turkish society and 

pedagogies of thinking.  

Keywords: Thinking, Phenomenology, Turkish society, Pre-service teachers.  

 

Introduction 

One is not aware of thinking 

 and how it happens unless he thinks (Kant)   

 

Thinking is, still, an important phenomenon for various disciplines including philosophy, 

psychology, and education. While various definitions and frameworks have been proposed 

(Akınoğlu & Karsantık, 2016), thinking may be defined as an active, purposeful, and organized 

cognitive act for comprehending, comparing, and contrasting concepts, evaluating options, 

problem-solving, and managing emotions and behaviors (Başerer, 2021). Thinking may be 

observable via behavioral indicators such as unbiased use of knowledge, using logic for 

arguments, identifying several reasons or solutions for a problem, identifying assumptions and 

hypothesis, and obtaining different perspectives for unbiased decisions (Başerer, 2021). 

Regarding the nature of thinking, thinking skills may be instruments for meaningful learning 

and academic achievement (Akınoğlu & Karsantık, 2016). Also, they are indispensable 
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 components of 21st century competencies (Bayrak Özmutlu, 2020; P21 Framework, 2009) as 

both the OECD and WBE reports highlighted (Dilekli & Tezci, 2016) as they are one of the 

fundamentals for the workforce (Dilekli & Tezci, 2016).  

 Various forms of thinking may be categorized including creative thinking, critical 

thinking, problem-solving, reflective thinking, causal-relational thinking, and higher-order 

thinking, etc. Developing thinking skills is one of the main purposes of Turkish education 

system (i.e., article 2 in Law of National Education, Milli Eğitim Bakanlığı, 2017; Milli Eğitim 

Temel Kanunu, 1973) and since 1997, the efforts to teach for thinking have increased (Dilekli 

& Tezci, 2016). Indeed, while the curriculum aims to develop thinking skills (Ministry of 

National Education, 2019), both teachers and students are expected to employ thinking skills. 

Students need to employ thinking skills for various processes such as for self-regulated learning, 

critical thinking, problem solving, and collaborative learning (Milli Eğitim Bakanlığı, 2017a) 

and teachers should integrate them in their instruction and for self-assessment (Milli Eğitim 

Bakanlığı, 2017b). Specifically, teachers’ competencies framework highlights creating a 

learning environment to develop students’ higher order thinking skills (B2.6) and practicing 

analytical thinking skills (B3.7), as well as doing self-assessment (C4.2). In this sense, thinking 

skills may develop via instruction; they can be taught.   

 

Problem and Purpose of the Study  

Current policies in Turkey emphasize developing students’ thinking skills. However, the 

problem that Beyer (1984) highlighted long ago still exists in the educational policies. That is, 

they do not specify and define what thinking is and set its indicators. For example, it may not 

be clear what higher order thinking skills are for some practitioners. There are also some 

inconsistencies in different documents. For example, the basic law of national education 

highlights scientific thinking while teacher competencies framework underlines analytical 

thinking. The curriculum, on the other hand, highlights metacognitive skills. These divergencies 

might be tolerated only when teachers are knowledgeable about various forms of thinking and 

prepared to teach thinking skills.  

The role of teachers to develop students’ thinking is crucial. They indeed, need to know 

about thinking skills and how to teach those skills. Those teachers are also aware of the 

difficulties that students may experience; therefore, they should know methods to still enable 

students become thinkers (Akınoğlu & Karsantık, 2016). However, a literature review for 
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 Turkish pre-service teachers’ perceptions, experiences, or proficiency with thinking skills 

between 2019-2022 revealed a lack of research. Indeed, this resonated what Dilekli and Tezci 

(2016) argued, previously. They stated that research on thinking skills is limited in Middle East 

(Dilekli & Tezci, 2016). There were few studies done before 2018 (e.g., Akınoğlu & Karsantık, 

2016; Dilekli & Tezci, 2016) and they highlighted that pre-service might not feel competent 

with thinking skills and teaching them.  

In relation, an analysis of teacher education programs offered by the Higher Education 

Council was conducted. The analysis revealed that the program does not offer much for pre-

service teachers’ explicit practices of thinking skills or teaching thinking skills (Yüksek 

Öğretim Kurumu, 2018). There is one elective course on thinking skills: analytical and critical 

thinking skills. However, this class may not be available for all pre-service teachers at different 

departments and universities. Also, this class may not focus on teaching analytical and critical 

thinking skills. Moreover, while the programs offer some must courses (i.e., philosophy of 

education, language skills on the first year) whose descriptions highlight thinking, pre-service 

teachers might practice various forms of thinking if only tasks are offered by the faculty. 

Finally, there is another elective course (i.e., history and philosophy of science) where the 

content might focus on various schools of thought.  

Moreover, national curriculum and materials (i.e., books) may present potentials for 

thinking skills. However, few research was conducted on the analysis of coursebooks or 

curriculum, i.e., English and Turkish language materials. Yüce and Emir (2020) found that 

activities and expressions presented in the 8th grade English language book may run the risk to 

support a culture of thinking. Similarly, the Turkish language curriculum (Bayrak Özmutlu, 

2020) and textbooks (Karadağ & Tekercioglu, 2019) are limited regarding thinking skills.  

The scarcity of opportunities regarding thinking or thinking education may relate to the 

socio-cultural elements of the context. Thinking might be impacted by the social signs 

(Vygotsky, 1978) and individuals tend to employ the cognitive tools of their social environment 

(Sternberg, 1997). Thinking is, indeed, a social construct and children internalize many of the 

observed attributes (Sternberg, 1997). In this sense, thinking may also reflect cultural 

reminiscences (Özer, 2016). In his thematic analysis, Özer (2016) found that Turkish proverbs 

that relate to thinking may reflect it as a negative or problematic concept. Thereby, this study 

aims to identify social experiences or reactions that pre-service teachers got for thinking. For 

this, this study will answer the following research question: What are the lived experiences of 
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 pre-service teachers when they said, “I am thinking”? To understand their experiences, what 

thinking is for pre-service teachers, and which proverbs pre-service teachers remember hearing 

the word “thinking” was also investigated, respectively. 

 

Theoretical Framework 

Perspectives of Thinking 

Thinking is a unique and individual act. In this sense, Aydoğan (Aydoğan, 2019) relates 

thinking to one’s essence, meaning, or individuality. One must be attentive to thinking and what 

Aydoğan emphasizes as attentiveness might be initiated by personal relevance. In this sense, 

Schopenhauer and Aydoğan might relate thinking to personal interest in something (Aydoğan, 

2019).  

Schopenhauer argued that only few can think (Aydoğan, 2019). These individuals who 

can think employ cognitive tools, attention, motivation, interest, and tolerance. They can also 

construct and sustain their thinking system which is continuously tested, confirmed, modified, 

and evaluated.  

To Heidegger, thinking is a response to a potential to think (Aydoğan, 2019). In this 

sense, individuals tend to think about something when it has a personal meaning or relevance 

(Aydoğan, 2019; Yurt, 2018). Also, when one starts to think about himself, they learn thinking 

(Aydoğan, 2019; Yurt, 2018). Learning occurs only when every action responds to the self 

(Yurt, 2018).  

To Kant, thinking occurs for valid judgments (Başerer & Duman, 2019). However, one 

first need to comprehend those representations or categories and self-awareness may create self-

though ideas following the mind’s a priori rules (Zöller, 1992). In this sense, Kant (Aydoğan, 

2019) proposed that one must be oriented to rational thinking by limiting any civil compulsion, 

restrictions, and presuppositions. Thinking is using logic and individuals manage an 

autonomous organized systematic set of cognitions by thinking (Aydoğan, 2019; Başerer & 

Duman, 2019). 

Vygotsky (1987) elaborated on affective and volitional aspects of consciousness. That 

is, thinking cannot be eliminated from the “full vitality of life, from the motives, interests, and 

inclinations of the thinking individuals” (p.50); otherwise, thinking may be transformed into “a 

useless epiphenomenon” (p.50). Indeed, individuals may hold affective remnants to different 

ideas (Vygotsky, 1987).  
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 Guitton (2011), a contemporary philosopher, also contemplated on thinking. To him, 

thinking occurs when one is enthusiastic about the stimulus and asks questions free from 

presuppositions, prejudices, habits, or expectations. To find answers to these questions, one 

must think, that is, use logic. To Guitton (2011), thinking pertains to reasoning and conflicting 

ideas. Indeed, because conflicting ideas to some extend are true, the confrontation initiates 

thinking. That is, when individuals experience an intellectual conflict, they engage in reasoning 

to comprehend the rationale for a choice over another in relation to one’s essence.  

Different definitions of reading may pertain to the individual dynamics. For thinking, 

either the stimuli appeal to the personal relevance (i.e., meaning, essence, individuality), initiate 

attentiveness (attention, willingness, enthusiasm), or appeals to interest (choice, motives, 

inclinations). However, these may not be enough to think unless individuals employ reasoning, 

logic, or cognitive skills. That is, without a legitime reason and appropriate tools, thinking may 

not emerge.  

Tools for Thinking 

Language is a tool for and indicator of thinking. Vygotsky (1987) and Guitton (2011) 

emphasizes language’s function in carrying out meaning or ideas. To Vygotsky (1987), thinking 

may be “an arrested or soundless form of speech” (p.112) as they are linked “in the integrated 

structure of consciousness”  (p.43). For this reason, Vygotsky proposes a causal-genetic 

analysis of thinking and speech and he stated that “every word is a concealed generalization” 

(p.47, emphasis in original) and generalization (concept) is a “verbal act of thought” (p.47 

emphasis in original).  

Vygotsky (1987, 2012) also emphasizes that to “discover speech, the child must think” 

(1987, p.112). For this, he argued about the crucial role of inner and socialized speech. The 

plays “a role as a facilitating factor in the transition from thought to over speech” (Vygotsky, 

1987, p.44) and the development of child’s logic is a function of socialized speech (p.120). 

Thereby, the development of “thinking depends on the mastery of social means of thinking, that 

is, on his mastery of speech” (p.120).  

Piaget also emphasized egocentric speech for its role in understanding thinking. 

Egocentric speech arises when a child plans operations or functions to solve a problem and “this 

process becomes thinking” (Vygotsky, 1987, p.114, emphasis in original). While children 

accumulate mental experiences and deal with tasks by external signs, they assimilate the 

behavior forms of social environment. As they accommodate those social cues by their own 
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 laws, thinking proceeds from autistic to egocentric, and to logical thinking (Inhelder & Piaget, 

1958; Vygotsky, 1987).  

Instruction can be another tool for thinking skills. There may be a class on thinking 

skills or thinking skills may be integrated into several curriculum (Sternberg, 1997). Also, 

thinking skills can be taught explicitly (e.g., Akınoğlu & Karsantık, 2016; Fisher, 1998, 2007; 

Tishman & Perkins, 1997). Especially, teachers’ modeling thinking skills may be one of the 

most emphasized feature for a thinking- friendly classroom (Akınoğlu & Karsantık, 2016; 

Fisher, 1998). They may also use questioning, writing, and information processing techniques  

(Marzano, 1993). Moreover, teachers may share the process of strategic thinking with students 

(Duffy, 2002), have students collaborate to think together (Pressley et al., 1992), or offer 

instructional aids that facilitate thinking (Kolencik & Hillwig, 2011).  

 

Method 

Research Design 

This research employed a qualitative methodology: phenomenology. A phenomenon is what an 

individual perceives as reality of an object in the consciousness (Yüksel & Yıldırım, 2015). 

Human beings are naturally disposed to the experiences that are considered meaningful and 

their meaning is “embedded in practices, feelings, and cognitions” (Wilson, 2015, p.38).  In this 

sense, phenomenological research focuses on the meaning of experiences and it “seeks to 

describe the essence of a phenomenon by exploring it from the perspective of those who have 

experienced it” (Neubauer et al., 2019, p.91).  

Participants/Co-researchers 

In phenomenological research, participants may be co-researchers as they bring their 

perceptions and experiences of the lived experience. Their narratives, indeed, help understand 

the phenomenon while data are simply analyzed by the researcher (Moustakas, 1994). 

Participants (N=42) came from a state university on the west coast of Turkey. They studied at 

the department of English Language Teaching. They were 18-32 years old.  

Those participants were initially invited to the study via convenience sampling method 

as I taught various classes to them. Then, the volunteer participants who had no hesitation of 

and willingness for sharing previous reactions to their thinking were purposefully recruited for 

data collection. The criteria for inclusion were also implemented. That is, the freshman, 
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 sophomore, and juniors could attend the focus group interviews as the seniors were busy with 

internship and job hunting. Table 1 presents the distribution of the participants by each level.  

 

Table 1 

Distribution of the Participants  

Class F % 

Freshman 18 43 

Sophomore 10 24 

Junior 14 33 

Total 42 100 

Data Collection Tools 

 

Data were collected via focus group interviews. The interviews began with a social conversation 

and participants were informed to feel free to communicate their experiences; therefore, I could 

create a relaxed and trusting atmosphere as Moustakas, (1994) suggested.  Seven focus group 

interviews of 5 to 7 participants were conducted. Each interview lasted around 17-22 minutes. 

During the interviews, participants described (1) thinking, (2) talk about the reactions they got 

when they say, “I am thinking”, and (3) state the proverbs when they hear the word “thinking”. 

I collected data till saturation was reached (30- to 90 min.; Mapp, 2008) and then, data were 

transcribed verbatim.  

Data Analysis Procedures  

To analyze the data, I employed bracketing (Neubauer et al., 2019; Wilson, 2015; Yüksel & 

Yıldırım, 2015). That is, I packed up and pushed aside my knowledge, assumptions, and 

interpretive filters about thinking and reactions to thinking in Turkish society as much as 

possible. Then, I did a phenomenological reduction of the raw data to clear out all elements that 

are not directly related to the experience (social reactions to thinking) and repetitive or vague 

expressions (Yüksel & Yıldırım, 2015). At this stage, horizons (codes, units of meaning) that 

represent the textural description of the phenomenon (Neubauer et al., 2019) were created. 

Those pertain to thinking, reactions, and proverbs. Then, I analyzed data for structural themes 

that Moustakas (1994) called imaginative variation. During the task of imaginative variation, a 

researcher seeks meaning by employing polarities and approaching the phenomenon from 

divergent perspectives, positions, or functions to reach a structural description of an experience 

for a composite description. Following structural themes were adopted for each horizon; nature 
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 and functions for thinking as well as positive, natural, and negative for reactions and proverbs. 

Following these procedures, data were synthesized to understand and explain how reactions to 

thinking were deeply. That is, structural themes were analyzed to detect any potential essence 

to each one. To ensure validity, some methodologies such as bracketing, member check 

(Neubauer et al., 2019), and analyzing the data at two different intervals were used.  

 

Findings  

What is Thinking? 

Participants’ definitions of thinking were analyzed in two categories (horizons); the nature and 

functions of thinking. For the nature of thinking the following themes emerged; the individual 

(existentialist, unique, background knowledge, culture, religion, and creative, dilemma) and 

universals (automatic, constant, free, object/stimulus, mental, tool, unconscious). For functions 

of thinking, various skills were identified as in the following: analyzing, imagining, questioning 

(WWW&H), using logic, comprehending, resolving conflicts, synthesizing, brainstorming, 

interpreting, reacting, making choices, problem solving, producing ideas, making decisions, 

and discussing.    

Reactions to Thinking 

There were 56 responses for the reactions of thinking, and these were categorized into three: 

positive, negative, and neutral. 80% of them were negative reactions. These negative reactions 

highlight that  

 thinking occurs when there is a problem (e.g., Karadeniz’de gemilerin mi battı? What is 

to think? What is your problem? You will get crazy! Why are you depressed?), 

 thinking takes too much time (e.g., Are you playing chess or what? Why do you think 

so much? Do not think that long. I cannot wait for you that long. Think fast, Düşün düşün 

nereye kadar. Skip it, I cannot wait for you), 

 thinking makes one vulnerable to the personal attacks (e.g. Filozof mu olacaksın sanki? 

You are selfish, As if you have a brain to think! Can you think? Your poor brain! You are 

delusional), 

 others may be indifferent to thinking (e.g., Just relax, never mind, Take it easy, Do not 

worry) 

 actions matter rather than thinking (e.g., Stop thinking, just study, Düşünmek karın 

doyurmuyor, Just do it, stop thinking, Mind your life).  
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 Neutral reactions (8%) simply focus on the stimuli or the object of thinking and the other party 

asks the thinker about it. On the other hand, positive reactions (12%) focused on sharing the 

ideas; however, they assume that the thinker has a problem, and the listener is there to support 

him/her.  

Turkish Mottos   

Participants highlighted fourteen proverbs or idioms that relate to thinking. 2 of them were 

positive and they were related to being smart (e.g., Akıllı söylemeden düşünür, akılsız  

düşünmeden söyler. Akıl akıldan üstündür). Neutral (N=5) reactions pertain to that thinking 

takes time (e.g., Düşünüp taşınmak, İki kere düşünmek, Enine boyuna düşünmek, Bin düşün 

bir söyle, Düşünceye dalmak). Half of the proverbs or idioms highlighted negative 

connotations. These were related to having a problem or bad intentions and spending too much 

time for thinking (e.g., Kara kara düşünmek, Türkün aklı ya kaçarken ya s…… gelir, Fesat 

düşünmek, Akılı düşününceye kadar deli oğlunu evlendirir, Düşün düşün b… işin, Kafa 

patlatmak, Keskin sirke küpüne zarar).  

 

Discussion  

This study aimed to examine the sociocultural reactions to thinking. As educational policies 

highlight various forms of thinking without its indicators, curriculum and materials may not 

support thinking, and classroom practices may lack practices. Thereby, the extant circumstance, 

indeed, might reflect social characteristics of the status quo.  

 In this study, young adults were knowledgeable about the nature and functions of 

thinking. Their definitions almost captured a variety of definitions proposed by previous 

philosophers (i.e., Schopenhauer, Kant, Heidegger, Vygotsky, Guitton). However, Turkish 

society may limit individuals’ thinking via sociocultural reactions. Participants got reactions 

from peers, family members, and teachers to their thinking and most of those reactions bear 

negative connotations. When one stated that he/she is thinking, they were exposed to personal 

attracts or it was assumed that there was a problem. As it was related to a problem, others might 

be indifferent to the thinker. Indeed, this might be a social practice to suppress thinking as Özer 

(2016) previously found.  

Thinking might be impacted by the social signs. Regarding Sternberg (1997) and 

Vygotsky's (1987) understanding of thinking, it is, indeed, a social construct. However, thinking 

might not be developed, initiated, and shared safely although they are crucial components of 
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 21st century framework because of cultural reminisces. As Özer (2016) previously highlighted, 

Turkish idioms or proverbs that relate to thinking reflected it as a negative or problematic 

concept.  

 

Conclusion 

Social reactions and the cultural reminisces mostly emphasized that thinking occurs when there 

is a problem, and it takes too much time. It may be because Turkish society is action oriented 

and they pro-react problems. It may be scholars or smart people think; however, ordinary people 

may not engage in thinking as it is time consuming. On the other hand, it is also probable that 

thinking may be considered as a taboo because its research is scarce.  

Regarding the 21st century’s dynamics, educational policies need to focus on thinking 

and help society adopt an appreciation toward thinking and thinkers. For this, thinking should 

be defined and specifically, policies should present indicators of different thinking skills while 

they also ensure the consistency across grades. Also, perception of thinking might be very 

limited and bound to problems or wasting time. In this sense, extant curriculum, materials, and 

assessment practices need revisions regarding sociocultural characteristics of Turkish society 

and pedagogies of thinking.  

 

Limitations and Recommendations 

This study’s findings were limited to its participants, data collection tools, and context. Because 

the data were collected via interviews, it might be biased to participants’ interpretations. Future 

studies may employ observations to support interview data. Also, findings may change with 

different age groups and socioeconomic or cultural characteristics. Moreover, as workforce 

requires all to manage thinking skills for efficient outcomes, research on thinking skills in 

Turkey may examine potentials barriers to thinking at schools, families, and workplace.  

 

 

 

 

 

 

 



 

 

262 
 

EJERCongress 2022 Conference Proceedings 

 

 References  

Akınoğlu, O., & Karsantık, Y. (2016). Pre-Service teachers’ opinions on teaching thinking skills. 

International Journal of Instruction, 9(2), 61–76. https://doi.org/10.12973/iji.2016.925a 

Aydoğan, A. (2019). Düşüncenin Çağrısı. Say Yayınları. 

Başerer, D. (2021). Düşünme Eğitimi. Pegem Akademi. 

Başerer, D., & Duman, E. Z. (2019). Felsefi süreç içinde düşünme olgusu. Nevşehir Hacı Bektaş Veli 

Üniversitesi SBE Dergisi, 9(2), 379–395. 

Bayrak Özmutlu, E. (2020). The distribution of the mother tongue curricula learning outcomes based on 

the thinking skills. Çukurova Üniversitesi Eğitim Fakültesi Dergisi, 49(1), 185–224. 

https://doi.org/10.14812/cufej.623935 

Beyer, B. K. (1984). Improving thinking skills: Defining the problem. The Phi Delta Kappan, 65(7), 

486–490. 

Dilekli, Y., & Tezci, E. (2016). The relationship among teachers ’ classroom practices for teaching 

thinking skills , teachers ’ self-efficacy towards teaching thinking skills and teachers ’ teaching 

styles. Thinking Skills and Creativity, 21, 144–151. https://doi.org/10.1016/j.tsc.2016.06.001 

Duffy, G. G. (2002). The case for direct explanation of strategies. In C. C. Block & M. Pressley (Eds.), 

Comprehension instruction: Research-based best practices (pp. 28–41). Guilford. 

Fisher, R. (1998). Thinking about thinking: Developing metacognition in children. Early Child 

Development and Care, 141(1), 1–15. 

Fisher, R. (2007). Dialogic teaching: Developing thinking and metacognition through philosophical 

discussion. Early Child Development and Care, 177(6–7), 615–631. 

Guitton, J. (2011). Düşünme Sanatı (Translator: Cevdet Tekin (Ed.)). Elips Kitap. 

Inhelder, B., & Piaget, J. (1958). The growth of logical thinking from childhood to adolescence: An 

essay on the construction of formal operational structures. Basic Books. 

Karadağ, Ö., & Tekercioglu, H. (2019). Türkçe ders kitaplarındaki bilişsel ve üstbilişsel işlevlere dair 

bir durum tespiti. Mersin Üniversitesi Eğitim Fakültesi Dergisi, 15(3), 628–646. 

https://doi.org/10.17860/mersinefd.594240 

Kolencik, P. L., & Hillwig, S. A. (2011). Encouraging metacognition: Supporting learners through 

metacognitive strategies. Peter Lang. 

Mapp, T. (2008). Understanding phenomenology: the lived experience. British Journal of Midwifery, 

16(5), 308–311. 

Marzano, R. J. (1993). How classroom teachers approach the teaching of thinking. Theory Into Practice, 

32(3), 154–160. 

Milli Eğitim Temel Kanunu, Pub. L. No. 1739 (1973). 

http://oygm.meb.gov.tr/meb_iys_dosyalar/2017_11/08144011_KANUN.pdf 

Milli Eğitim Bakanlığı. (2017a). Öğretmen stratejı̇ belgesı̇ 2017-2023. 

http://oygm.meb.gov.tr/www/ogretmen-strateji-belgesi/icerik/406 

Milli Eğitim Bakanlığı. (2017b). Öğretmenlik Mesleği Yeterlikleri. 

http://oygm.meb.gov.tr/meb_iys_dosyalar/2017_12/11115355_YYRETMENLYK_MESLEYY

_GENEL_YETERLYKLERY.pdf 

Ministry of National Education. (2019). Curriculum of Turkish Language. 

http://mufredat.meb.gov.tr/ProgramDetay.aspx?PID=663 

Moustakas, C. (1994). Phenomenological research methods. Sage. 

Neubauer, B. E., Witkop, C. T., & Varpio, L. (2019). How phenomenology can help us learn from the 

experiences of others. Perspectives on Medical Education, 8, 90–97. 



 

 

263 
 

EJERCongress 2022 Conference Proceedings 

 

 https://doi.org/10.1007/s40037-019-0509-2 

Özer, S. (2016). Türkçede deyim ve atasözleri üzerinden eleştirel ve analitik düşünmeyi anlamak. 

Akademik Platform, 9, 233–241.  

P21 Framework. (2009). Partnership for 21st Century Skills. 

http://www.battelleforkids.org/networks/p21/frameworks-resources 

Pressley, M., Harris, K. R., & Marks, M. B. (1992). But good strategy instructors are constructivists! 

Educational Psychology Review, 4(1), 3–31. 

Sternberg, R. (1997). Thinking styles. Cambridge University Press. 

Tishman, S., & Perkins, D. (1997). The language of thinking. The Phi Delta Kappan, 78(5), 368–374. 

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological processes. Harvard 

University Press. 

Vygotsky, L. S. (1987). The collected works of L.S. Vygotsky: Problems of general psychology (Vol 1). 

Springer. 

Vygotsky, L. S. (2012). Thought and language. MIT press. 

Wilson, A. (2015). A guide to phenomenological research. Art & Science Research Series: 8, 29(34), 

38–43. 

Yüce, S. G., & Emİr, G. (2020). An evaluation of the English language teaching textbooks within the 

context of culture of thinking 1. Anadolu Journal of Educational Sciences International, 10(5), 

583–628. https://doi.org/10.18039/ajesi.682060 

Yüksek Öğretim Kurumu. (2018). Öğretmen yetiştirme lisans programları. 

https://www.yok.gov.tr/kurumsal/idari-birimler/egitim-ogretim-dairesi/yeni-ogretmen-

yetistirme-lisans-programlari 

Yüksel, P., & Yıldırım, S. (2015). Theoretical frameworks, methods, and procedures for conducting 

phenomenological studies in educational settings. Turkish Online Journal of Qualitative Wnquiry, 

6(1), 1–20. https://doi.org/10.1097/00006454-199805000-00011 

Yurt, E. (2018). Düşünme üzerine bir soruşturma: Heidegger felsefesinde düşünmenin yeri. Fakülte 

Kitabevi Yayınları. 

https://www.academia.edu/44352919/Düşünme_Üzerine_bir_Soruşturma_Heidegger_Felsefesin

de_Düşünmenin_Yeri 

Zöller, G. (1992). Lichtenberg and Kant on the subject of thinking. Journal of the History of Philosophy, 

30(3), 417–441. https://doi.org/10.1353/hph.1992.0062 

  

  



 

 

264 
 

EJERCongress 2022 Conference Proceedings 

 

 Bullying Behaviors and School Climate Through the Perspective of 

Primary-School Students 

 

Assoc. Dr. Özlem Yeşim ÖZBEK 

Çankırı Karatekin University 

ozacik@yahoo.com 

ORCID: 0000-0002-4222-4040  

 

Assoc. Dr. Pervin Oya TANERI 

Middle East Technical University 

ptaneri@metu.edu.tr 

ORCID: 0000-0003-3482-3868 

 

Abstract 

Bullying, which is a global public health problem, has serious effects on children and adolescents. If peer-bullying 

behaviors among primary-school children with various effects ranging from low academic achievement, anxiety 

and depression to suicide and substance abuse are not detected and intervened in a timely manner, they have the 

risk of continuing to increase in frequency. School climate is one of the most important factors in the emergence 

and elimination of bullying behaviors. Therefore, it is important to examine the frequency and types of bullying 

behaviors among primary-school children and the views of children about school climate, to reveal the in-school 

factors affecting peer-bullying and to create effective intervention programs. In this study, it was aimed to 

determine the frequency and type of bullying behaviors experienced at primary-school level in Çankırı Province 

and to examine students' opinions about school climate. The sample of the research consists of 590 primary-school 

students selected through cluster sampling from Çankırı Province. The data of the study were collected using the 

Colorado School Climate Survey. Descriptive analyzes were done on the data with the help of SPSS program. The 

research showed that physical and relational bullying is the most common type of bullying among primary-school 

students, and in case of bullying, the victims most often get help from their family or an adult at school. 

Keywords: School atmosphere, Bullying, Peer-bullying, Bullying prevention 

 

Introduction 

Bullying is defined as the intentional and systematic disturbing behavior of a socially, 

emotionally or physically stronger individual to a less powerful individual. Studies show that 

bullying behavior among children and adolescents is a global public health problem (OECD, 

2020, PISA, 2019; Mullis, Martin, Foy, Kelly & Fishbeing, 2020). Bullying behaviors are 

distinguished from any violent behavior due to the presence of power imbalance, 

purposefulness, continuity and remorse in action (Figure 1). 
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 Figure 1 

Characteristics of Peer-bullying (Özbek & Taneri, 2022) 

 

 

It is possible to divide bullying behaviors into five categories as verbal, physical, relational, 

sexual and cyber. Verbal bullying include verbal attacks (name-calling, swearing, mocking, 

etc.) made to harm the individual. Physical bullying includes physical aggression behaviors 

(hitting, hair-pulling, damaging belongings, etc.). Relational bullying is one of the most 

common types of bullying that targets the victim's social relationships (not playing games, 

embarrassing, humiliating, etc.) and is hardly recognized. Sexual bullying includes sexually 

offensive behavior (sending sexually explicit videos, pictures, spreading private images of an 

individual etc.). Cyberbullying includes aggressive behavior toward the individual in the digital 

environment (threatening the individual on digital-gaming platforms or social-media tools, 

disseminating their images, etc.). 

 

Figure 2 

Types of Peer-Bullying 
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 There are three actors in bullying: victim, bully and bystander. Bully is the person who exhibit 

bullying behaviors, victim is exposed to bullying behavior and bystander is a witness to 

bullying. Bullying have serious consequences (depression, anxiety, suicide, etc.) for victims, 

bullies and bystanders (Wolke & Lereya, 2015). School climate is the overall quality and 

character of school life, including teaching and learning practices, organizational structures, 

norms and values, and relationships (National School Climate Council, 2015). Although school 

is a key environment for children's academic, social and emotional development and provides 

many opportunities for positive experiences, it is also an environment where most bullying 

behaviors are likely to occur (Rodriguez Mandira & Stoltz, 2021). It is important for education 

that the classroom environment is conducive to student learning and that the relationships 

between students and school staff promote their development and well-being (OECD, 2020). 

The literature has shown that comprehensive programs prepared throughout the school 

to change group norms and improve the school climate are effective in preventing peer-bullying 

(Olweus, 1993; Swearer, Espelage, Vaillancourt & Hymel, 2010). In order to eliminate the 

negative effects of bullying behaviors, it is necessary to systematically identify bullying cases 

and implement effective intervention programs. In this study, bullying behaviors and school 

climate among primary-school students were examined. For this purpose, the types of bullying, 

its frequency, genders of bullies, place of bullying, victims’ and bystanders’ behaviors in case 

of bullying, where students feel safe and the school climate were investigated.  

 

Peer-Bullying Statistics 

When statistics are examined around the world, approximately 32% of children aged 11-15 

have been bullied at least once in the last one (UNESCO, 2019). According to the data of the 

US National Center for Education Statistics, one out of every five students is bullied (NCES, 

2019). According to the 2019 International Mathematics and Science survey (TIMSS), 29% of 

fourth graders were bullied once a month and 8% once a week (Mullis et al., 2020).Bullying 

statistics at primary-school level throughout Turkey show an increasing trend in recent years. 

Pişkin (2010) stated that 35.1% of the 4th, 5th, 6th, 7th and 8th grade students were victims, 

30.2% were bullies and 6.2% were both bullies and victims, and that the bully group and bully-

victim group consists mostly of boys and the victims are mostly girls. TIMSS (2019) showed 

that 9% of 4th grade students are bullied about once a week, which is above the average of 58 

countries that took the test.  
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 Studies reveal that physical and verbal bullying is the most common among students 

(Kepenekçi & Çınkır, 2003; Reisen, Viana & dos Santos-Neto, 2019). Consistent with NCES 

(2019) data, while female students are more bullied than male students (17% vs. 24%), male 

students are more likely to be exposed to physical bullying and female students to relational 

bullying more. Hamurcu (2020) found that male students at the 3rd and 4th grade levels are 

more exposed to physical bullying behaviors than female students.  According to NCES (2019), 

43% of students are in the hallway or stairwell at school, 42% in the classroom, 27% in the 

cafeteria, 22% outside the schoolyard, 15% online, 12% in the bathroom or in the locker-room 

and 8% on the school-bus.  

 

Method 

Research Design 

In the study, which is based on the descriptive research model, it is aimed to describe in detail 

the peer-bullying behaviors among primary-school students and the students' views on the 

school climate. 

Research Sample 

The population of the research consists of primary-school students in Çankırı. The students of 

two primary-schools selected by cluster sampling from the province of Çankırı formed the 

sample of the study. A total of 590 students, 299 girls and 289 boys, took part in the sample. Of 

the students, 148 are first-year, 98 are second-year students, 126 are third-year students, and 

182 are fourth-year students. 12% of the students use glasses and 4% use braces. 7.9% of the 

students have a chronic-illness and 1.8% have a physical disability. In addition, 24.8% of the 

students stated that they have a different characteristic. 74.5% of the students defined 

themselves as introverted and 25.5% as introverted. The average height of the students is 127 

centimeter and the average weight is 33 kilograms. Education levels of the students’ mothers: 

13% primary-school, 13.6% secondary-school, 28.3% high-school, 41% university and 3.9% 

did not go to school, and education levels of the students’ fathers: 6.9% primary-school, 11% 

secondary-school, 23.3% high-school, 56.6% university and 2.2% did not go to school. 

Distribution of students by mother's profession: 73.1% housewife, 2.8% private sector, 9.6% 

teacher and 12.4% other, and the distribution by father's profession: 14.5% civil servant, 11.6% 

tradesman, 8.4% are soldiers, 8.6% are teachers, 54% are other and 2.9% are not working. 

Research Instrument and Data Analysis  
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 The data were collected via a questionnaire prepared by researchers aiming to reveal students' 

demographic characteristics, their awareness of peer-bullying, and a scale measuring bullying 

behaviors of primary-school students (Colorado School Climate Survey, Garrity et al., 2000). 

The Colorado School Climate Survey consists of three-item Likert scale and 10 subscales (e.g. 

bullying experiences of victims and bystanders, what the victims and bystanders do against 

bullying, the identities of the bullies, the places where the bullying behavior occurs, the people 

with whom the bullying behavior is shared and the places where the students feel safe, their 

views about the school climate and their views on bullying). Frequency and percentage analyses 

were performed on the data using the SPSS program. 

 

Results 

Before the Colorado School Climate Scale was applied, students were asked whether they knew 

the definition of peer-bullying and whether they had been bullied. 45.8% of the students stated 

that they knew the definition of bullying, and 54.2% did not. The students who stated that they 

were exposed to peer-bullying are 24.5% of the group. The initial items of the Colorado School 

Climate Scale aim to reveal the type of bullying that the victim has experienced during the past 

month (Table 1). As summarized in the Table 1, 28.5% of the students stated that ‘kids hit or 

kicked me’, 16.5% said ‘kids said bad words to me, made fun of me or called me names’, 16.8% 

said ‘kids told untrue stories about me’, 27.1% ‘kids told untrue stories about me’, 21.1% ‘kids 

took things that belonged to me’, 11.7% kids threatened to hurt me or take my belongings at 

least once during the past month. Verbal and physical violence among students (e.g., hitting 

each other and not playing games) is the most common type of bullying. 

The types of bullying witnessed by the audience are also examined (Table 1). When students 

were asked if they had ever witnessed a child being hit, pushed or kicked by other children in 

the past month, more than half of the group said at least once (50.4%).  40.6% of the students 

stated that they heard the children say bad words, make fun of or call someone at least once 

during the past month. 41.8% of the students stated that they had witnessed at least once in the 

past month that some children were not allowed to play or do their work. 35.5% of the students 

heard or saw that at least once during the past month, children took someone else's belongings 

without permission or knowledge. 20.6% of the students have heard or seen whether children 

have threatened to hurt someone else or take their belongings at least once during the past 

month. By standers witnessed the most physical and relational bullying. 
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 Table 1 

Bullying Experiences of Victims and Bystanders 

 Victim Bystander 

 f % f % 

Over the past month…     

…kids have hit or kicked me/other kids 

Never 408 71,5 288 49,6 

Once 109 19,0 187 32,2 

More 54 9,5 106 18,2 

…children have spoken badly, mocked or named me/other children 

Never 420 73,0 345 59,4 

Once 92 16,0 140 24,1 

More 63 11,0 96 16,5 

…kids have told untrue stories about me/about other kids 

Never 480 83,2 441 76,0 

Once 63 10,9 92 15,9 

More 34 5,9 47 8,1 

… kids haven't included me/other kids in what they've done 

Never 420 72,9 334 58,2 

Once 107 18,6 135 23,5 

More 49 8,5 105 18,3 

… kids took things that belonged to me/others 

Never 455 78,9 372 64,5 

Once 78 13,5 138 23,9 

More 44 7,6 67 11,6 

…kids have threatened to hurt me/others or take their belongings 

Never 512 88,3 460 79,4 

Once 46 7,9 76 13,1 

More 22 3,8 43 7,4 

Note. N's differ. 

 

Table 2 shows what the victim and bystander do in case of bullying. The most common 

solutions used by victims in case of bullying are to get help from the family (33.4%), to get 

help from an adult at school (32.5%), to tell the child to stop (20.7%), to stay away from the 

child (19.2%), Talking to myself to feel better (15%), ignoring and walking away (14.9%), and 

teasing or calling the bully (3.6%) as the least common solutions, I said I accepted what he said 

about me (% 3.7). When the audience was asked what they would do if someone was bullied, 

20.7% of the group said they did nothing, 15.1% played with the bullied child, 13.7% helped 

the child escape, 25.4% got rid of the bullying situation. they said that they helped the child in 
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 generating ideas for the child, 32.4% asked for help from an adult at school, 14.6% said that 

they resisted the bully, 22.4% asked the victim how they felt.  

 

Table 2 

What the Victim and Bystander Do in Case of Bullying 

 f % 

What did you do when you were bullied? 

I got help from an adult at school 192 32,5 

I got help from a child 65 11,0 

I hit, kicked or pushed the bully 33 5,6 

I told the bully to stop 122 20,7 

I let the bully know that I accepted what they said 

about me.  

22 3,7 

I stayed away from the bully so they couldn't hurt or 

mock  

113 19,2 

I got help from my mother-father (family). 197 33,4 

I ignored the bully and walked away 88 14,9 

I also said bad things, made fun of or called names 21 3,6 

I tried to stop the bully by saying or doing funny 

things 

47 8,0 

I talked to myself to feel better 89 15,1 

I did not do anything 65 11,0 

What did you do when you saw someone 

being bullied? 

I did not do anything 122 20,7 

I told the child who was hurt, ridiculed or ostracized 

to play with me 

89 15,1 

I helped the child who was hurt, ridiculed or 

ostracized escape 

81 13,7 

I helped the child come up with ideas to solve their 

problem 

150 25,4 

I asked an adult at school for help 100 32,4 

I got ahead of the kid who hurt the other kid 86 14,6 

I asked the injured child how they felt.  132 22,4 

Note: Multiple options are marked. 
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 Table 3 shows where the victim was bullied, who(s) the bully was, and who the victim told 

about the bullying. 63% of the group reported being bullied by a male student, 17.9% by a 

female student, and 16.9% by female and male students. When the students were asked about 

the places they were bullied, it was found that the classroom (32.9%), playground (26.5%) and 

corridor (18%) were the most common. If the victim is bullied, the person with whom he/she 

shares this problem the most is the mother (49%). While a group of 22.4% did not share this 

situation with anyone, 14.8% stated that they shared this situation with an adult at school. 

 

Table 3 

The Gender of the Bully, the Place Where the Bullying Took Place, and the People with Whom the 

Bullying Was Shared 

 f % 

What is the  

 gender of the bully? 

Girl 54 17,9 

Boy 197 65,2 

Girls and boys 51 16,9 

Where were you bullied? 

 

Classroom 93 32,9 

Playground 75 26,5 

Hallway 51 18,0 

On the way to / coming from school 34 12,0 

Toilet 11 3,9 

Canteen 19 6,7 

Who did you tell when you were bullied? 

 

To anyone 68 22,4 

To a friend 34 11,2 

To an adult at school 48 15,8 

To my mom or dad 149 49,0 

To someone else 5 1,6 

Note. N's differ. 

 

As summarized in Table 4, most of the students (78.5%) felt safe in the classroom. In the 

playground, only 38.6% of the group felt safe. The places where students feel insecure are 

respectively; toilets (22.4%), going to school (22.4%), the playground (18.1%) and corridor 

(18.1%). The fact that students feel safe in the classroom, but feel more insecure in the 

playground, in the corridor, on the way to/from school and in the toilet may be due to the fact 
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 that peer-bullying occurs by a child outside the classroom and in situations that are not under 

the supervision of the teacher. 

 

Table 4 

Places Where Students Feel Safe 

How safe do you feel in the following places? f % 

Classroom 

Insecure 23 4,0 

A little Insecure 15 2,6 

A little safe 87 15,0 

Safe 456 78,4 

Playground 

Insecure 107 18,7 

A little Insecure 99 17,3 

A little safe 145 25,3 

Safe 221 38,6 

Hallway 

Insecure 103 18,1 

A little Insecure 87 15,3 

A little safe 140 24,6 

Safe 240 42,1 

On the way to school 

Insecure 127 22,3 

A little Insecure 78 13,7 

A little safe 100 17,5 

Safe 265 46,5 

Toilets 

Insecure 127 22,4 

A little Insecure 94 16,5 

A little safe 96 16,9 

Safe 251 44,2 

School canteen 

Insecure 74 12,9 

A little Insecure 170 29,7 

A little safe 66 11,5 

Safe 263 45,9 

Note. N's differ. 
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 As can be seen in Table 5 students think that if someone is bullied at their school, 45.9% of 

other children will help and 47.7% will seek help from an adult. In addition, 82.8% of the 

students think that there are definite rules in their school and 77.3% of the students think that 

when they see someone being bullied, they will immediately rush to help. Most of the students 

like to go to school (79.7%). Although the majority think that their teachers will intervene in 

the bullying they witness, they also think that there are malicious people at the school. This 

indicates that there may be bullying incidents that adults do not witness at school. 

 

Table 5 

Students' Opinions About the School Climate 

 Definitely not 

true 

Sometimes 

true 

Often  

true 

Completely 

true 

Kids help out if they see someone being bullied 
f 74 170 66 263 

% 12,6 29,7 11,5 45,9 

Children who see someone being bullied tell the 

adults 

f 77 112 111 274 

% 13,4 19,5 19,3 47,7 

If someone is alone at recess, the children invite them 

to play together. 

f 61 150 94 266 

% 10,7 26,3 16,5 46,6 

Children support their friends to work harder 
f 77 156 99 232 

% 13,7 27,7 17,6 41,1 

Our school has strict rules. 
f 28 21 49 473 

% 4,9 3,7 8,6 82,8 

Teachers who see that someone is being bullied 

immediately rush to help. 

f 27 33 67 433 

% 4,8 5,9 12 77,3 

Misbehaving students take a lot of my teacher's time 
f 92 116 98 249 

% 16,6 20,9 17,7 44,9 

The elders in this school make an effort to make the 

children do their best at school. 

f 46 67 66 384 

% 8,2 11,9 11,7 68,2 

My school tries to get everyone to attend class. 
f 36 67 87 373 

% 6,4 11,9 15,5 66,3 

I usually play with someone at recess 
f 51 90 93 332 

% 9 15,9 16,4 58,7 

Children make an effort to comfort me when I am 

uncomfortable. 

f 97 104 97 265 

% 17,2 18,5 17,2 47,1 
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I love going to school 

f 33 29 52 448 

% 5,9 5,2 9,3 79,7 

I'm afraid to go to school 
f 483 27 10 36 

% 86,9 4,9 1,8 6,5 

Most of the people in this school are good 
f 50 92 110 314 

% 8,8 16,3 19,4 55,5 

Note. N's differ. 

 

As summarized in Table 6,  most of the students stated that they do not obsess about people or 

animals that are smaller or weaker than themselves (88.3%), they do not like to make fun of 

people (97.3%), and they do not like to take or damage people's belongings without permission 

(97.6%). On the other hand, 45.3% of the participants said that they always wanted to win while 

playing a game or doing sports, and 34.8% of them said that they would worry about what 

people would think when they could not do something or failed. 

 

Table 6 

Students' Opinions About Bullying 

 f % 

Do you get obsessed with people or animals smaller and weaker than you? 
Yes 68 12 

No 511 88 

Do you like making fun of people? 
Yes 16 3 

No 566 97 

Do you like to see people annoyed when you make fun of them? 
Yes 24 4 

No 558 96 

Do you think it's fun when people make mistakes? 
Yes 42 7 

No 536 93 

Do you enjoy taking or damaging people's belongings without permission? 
Yes 14 2 

No 565 98 

Do you want students to think you're the toughest kid in school? 
Yes 35 6 

No 539 94 

Do you get angry often and stay angry for a long time? 
Yes 126 22 

No 453 78 

Do you blame people for things that go wrong in your life? 
Yes 42 7 

No 525 93 
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Do you want to take revenge on the people who hurt you? 

Yes 129 22 

No 449 78 

Do you always want to win while playing a game or playing sports? 
Yes 261 45 

No 315 55 

Do you worry about what people will think when you fail to do something? 
Yes 201 35 

No 375 65 

Do you get jealous or angry when someone succeeds? 
Yes 72 12 

No 504 88 

Note. N's differ. 

 

Discussion, Conclusion and Recommendations 

Discussion 

In the study, it was found that the majority of the students did not know the definition of peer-

bullying. This indicates that awareness programs for bullying for both students and teachers at 

primary-school level are insufficient. Increasing the awareness of children about peer-bullying 

by developing preventive-programs instead of intervening in a possible peer-bullying and 

teaching them how to deal with this problem, will prevent the negative effects of peer-bullying 

on children, protect their mental health, contribute positively to the school climate, and 

contribute to the school climate in older ages. It will play a preventive role in peer-bullying 

behaviors that may occur. Otherwise, bullying behaviors will be learned by other students and 

will turn into a fundamental problem affecting students, teachers and parents throughout the 

school. Hence, it is important to urgently develop and implement peer-bullying awareness 

programs at primary-school level. It was observed that the Peer-bullying Prevention Module, 

developed by Özbek and Taneri (2022), created positive changes in students in respect of 

differences, expressing emotions and refugee awareness.  

According to this research, primary-school children are exposed to verbal and physical 

bullying the most, while they witness physical and relational bullying. This finding is also 

compatible with the literature (NCES, 2019; Özkan & Çifci, 2010; Pişkin, 2010).  Although 

physical bullying can be easily noticed, relational bullying is difficult to notice and has more 

negative effects on children. It can cause the child to feel lonely, excluded and humiliated, not 

wanting to go to school, and have negative consequences, up to suicide. Therefore, it is 

necessary to systematically examine the frequency and types of peer-bullying at primary-school 

level throughout the country and to discuss possible risk factors.  In parallel with the literature 
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 (Hamurcu, 2020; NCES, 2019), the majority of students in this study revealed that a male 

student was bullied. 

Similar to the literature (NCES, 2019), in this study, the most bullied place was found 

to be the classroom. This study also revealed that approximately one-fifth of students found the 

classroom less safe or unsafe. This finding suggests that teachers are not aware of the bullying 

in the classroom. One of the reasons the classroom is found unsafe may be related to bullying 

or violence toward students by the teacher. It is recommended for future research to delve 

deeper into why students find the classroom environment unsafe. However, students also stated 

that they felt the safest in the classroom. It can be concluded that even if students are bullied in 

the classroom, they think that their teachers will interfere with the bullying and feel safer.  

 

Conclusion 

The research showed that peer-bullying occurs most frequently in environments that the teacher 

cannot see (playground, corridor, school bus, toilet, going to/from school, etc.) and that the 

places where students feel the most insecure in these unattended environments are also 

environments. This indicates that peer-bullying can be an important problem in places without 

adult supervision and shows the importance of the audience in peer-bullying. When a child is 

bullied, students who witness the incident notify the teacher or stand up to the bully as a unit, 

leave the bully alone or do not approve of him, which is a deterrent for bullying behavior.  

The research showed that victims of bullying mostly get help from family or an adult at school, 

or the victim tells the bully to stop. This finding is also consistent with the literature (NCES, 

2019). Another important finding of the study is that one-fifth of the victims and bystanders do 

nothing in case of bullying. It can be concluded that both victims and bystanders do not have 

enough information about how to deal with bullying. In order to empower victims and 

bystanders, it can be recommended to implement preventive programs in schools. 

Studies show that students in schools with a positive climate have fewer problems with 

attendance, study habits and motivation, and have higher grades and test scores (Daily, Smith, 

Lilly, Davidov, Mann, & Kristjansson, 2020; Fan & Williams, 2018). It is necessary for the 

individual and academic development of students that schools are safe environments and that 

students have positive relationships with their teachers and friends. A positive school climate 

encourages learning and student achievement through a safe and supportive environment, while 

a negative school climate can hinder student achievement. 
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 At the same time, school climate may be one of the major bullying risks or protective 

factors (Rodriguez Mandira & Stoltz, 2021). Teachers and school staff can play a key role in 

preventing bullying by working closely with students to build strong and healthy interpersonal 

relationships (OECD, 2020). Cunningham (2007) found that students who experienced low 

levels of bullying and victimization were more strongly committed to school and showed 

positive social behaviors. Instead, O'Brennan, Bradshaw, and Sawyer (2009) emphasized that 

victims and bully-victims feel less secure and involved in school than bullies. In the research, 

it was revealed that a significant part of the students were often angry and remained angry for 

a long time, they wanted to take revenge on the people who hurt them, and they became jealous 

and angry when others were successful. From these findings, it can be concluded that students 

have problems with anger control and peaceful competition. Activities on anger management 

can contribute to the reduction of peer-bullying and the school climate. 

 

Recommendations 

The most frequently reported reasons for bullying by students are physical appearance, 

race/ethnicity, gender, disability, religion, and sexual orientation (NCES, 2019). Hosting 

approximately 3.8 million refugees, Turkey ranks first worldwide in 2021 (URL1). Intense 

refugee flow has increased the burden of foreign students in formal education in Turkey and 

the risk of bullying behavior toward them (Aykut, 2019; Yılmaz & Çıkılı-Uytun, 2020). Hence, 

it is important to encourage respect for individual differences at school and to establish a general 

tolerance norm (National School Climate Council, 2012). Conducting activities that increase 

respect and sensitivity to cultural differences is important in terms of preventing the exclusion 

of refugee students and reducing the possibility of all students being exposed to peer-bullying 

(Özbek & Taneri, 2022). 

In this study, cyberbullying among students was not examined, but due to the fact that 

we are in the age of technology and with the effect of Covid-19, the use of mobile phones and 

internet among primary-school children and the risk of cyberbullying have increased 

accordingly. Therefore, working together with traditional bullying behaviors in future studies 

will increase the validity of research by providing a holistic perspective. 
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Abstract 

Metacognitive responsiveness is an individual's sensitivity to metacognitive experiences, awareness, and 

importance of metacognition, and thus can be helpful in terms of finding out the different levels of metacognitive 

competencies. This study aims to investigate whether and how different components of metacognition predict 

metacognitive responsiveness if at all. The first instrument used in this study is the "Metacognitive Awareness 

Inventory" (MAI) by Schraw and Dennison (1994) to assess the metacognitive awareness levels of students. The 

second instrument used in this study is the "Awareness of Independent Learning Inventory" (AILI) by Meijer et 

al. (2013) to assess the metacognitive responsiveness of the students. In this regard, the items covering the 

metacognitive responsiveness subcomponent (α=0.77) were utilized in this study. Multiple linear 

regression analysis confirmed metacognitive components predicted metacognitive responsiveness, and predictor 

variables (MK and MR) explained 23% of the variation of MRS. Metacognitive regulation (MR) explained %49 

of the variation of MRS. Findings might suggest that when a person is metacognitively responsive, they may be 

stimulated by an internal or external factor that requires them to regulate their cognitive activity. In this sense, a 

potential implication pertains to using stimuli to activate individuals' metacognitive regulation; that is, there is a 

need to awoke a meaningful purpose to engage in planning, monitoring and controlling, and evaluating their 

cognition. For this, materials that appeal to learners need identification. As each individual may bring diverse 

characteristics, both research and classroom practices should recognize individuals' differences and tendencies in 

developing metacognitive competencies. 

Keywords: Metacognition, Metacognitive awareness, Metacognitive regulation, Metacognitive responsiveness, 

Materials for metacognition, Pre-service teachers 

 

Introduction 

One of the 21st-century skills has to do with thinking, and maybe it is about thinking about 

thinking, which is metacognition. The research on metacognition shows that metacognition 

enhances better learning (Veenman, Elshout & Meijer, 1997) and it might be an important 

indicator of the difference between high and low achievers (Paris & Jacobs, 1984). The research 

also demonstrates that metacognition can be successfully taught (Schraw, 1998; Pintrich, 2002; 

Veenman, Hout-Wolters, & Afflerbach, 2006; Zohar & Ben David, 2009; Ozturk, 2015). This 

is to say that if we successfully manage to teach metacognition in classrooms through 

metacognitive instruction and materials promoting metacognition, student achievement will be 

positively affected by that. However, research in the national context does not really support 

the idea that metacognition is effectively taught at schools (İnce & Duran, 2013; Sulak & 

Behriz, 2018; Erdağı Toksun & Toprak, 2019; Yemenici & Ulu, 2020). Some studies abroad 

found out that teaching metacognition is not very common in class or not effectively performed 

mailto:tugsad.akgul@bilkent.edu.tr
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 since the instructors have a hard time due to lack of their competencies, pedagogies of 

metacognition, and external factors such as crowdedness of classrooms, time and place 

limitations and appropriate materials (Duffy, 1993; Fisher, 2002; Kerndl & Aberšek, 2012). In 

line with these studies, studies on students’ metacognitive awareness levels and skills 

demonstrate poor results, especially in the national context (Öksüz & Kapucu, 2015; Altunkaya 

& Sülükçü, 2018; Sevgi & Çağlıköse, 2020). So, the overall picture of metacognitive instruction 

of teachers and metacognitive awareness levels and skills of students is not very optimistic in 

Turkey. As mentioned above, it seems that metacognitive instruction is not effectively practiced 

at schools in Turkey. One might argue that another reason for that could be not taking into 

account students’ individual differences, that is to say, some students might suffer from 

availability deficiency of metacognition while some might suffer from production deficiency 

of metacognition. The first refers to the lack of metacognitive knowledge and skills in students’ 

learning repertoire so the metacognitive instruction should start from the base level, and the 

latter refers to the failure to use certain levels of metacognitive knowledge and skills due to 

issues such as task anxiety, task difficulty, lack of motivation, etc. (Veenman, Hout-Wolters, & 

Afflerbach, 2006). So, individual differences in students’ metacognitive knowledge and skills 

should be an important factor to be considered when planning metacognitive instruction. To do 

that, we can examine students’ metacognitive responsiveness levels and find out the different 

levels of sensitivity to metacognitive experiences, awareness, and importance of metacognition 

in their eyes, and their curiosity to learn about it.  One might argue that we can promote teaching 

metacognition more efficiently if we know what kind of stimuli evoke metacognitive 

responsiveness in students. For that matter, the aim of this study is to investigate how different 

components of metacognition predict metacognitive responsiveness. Therefore, classroom 

practices of metacognition may bear fruitful products or outcomes to enhance better learning. 

 

Theory of Metacognition 

Flavell’s theory explains the psychological phenomenon of metacognition. According to him, 

metacognition simply refers to ‘’thinking about thinking’’ (Flavell, 1979). Flavell’s theory of 

metacognition includes three facets of metacognitive processes: 1) metacognitive knowledge, 

2) metacognitive experiences, 3) metacognitive strategies. Flavell (1979) asserts that learning 

is effective when cognition is controlled by these three different aspects. In Flavell’s theory of 

metacognition, there are three types of metacognitive knowledge. First, knowledge about 
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 strategies includes the cognitive and social strategies to utilize better learning. Second, 

knowledge about task includes the nature, purpose, and requirements of certain tasks in spesific 

situations. Finally, knowledge about person includea the characteristics and motivations of 

one’s own cognitive processes. Veenman, Hout-Wolters, & Afflerbach (2006) states that 

metacognitive knowledge pertains to knowledge about interactions of strategy, task, and person 

variables when understanding what influences cognitive activities. Paris & Jacobs (1984) 

categorizes metacognitive knowledge differently, that is to say, as declarative, procedural, and 

conditional knowledge. Declarative knowledge means one’s self-knowledge, meaning 

understanding and awareness, about a cognitive enterprise. Procedural knowledge means the 

awareness of one’s thinking by knowing how to use certain strategies. Conditional knowledge, 

on the other hand, helps individuals to know how and when to use certain strategies by making 

them aware of the conditions of their cognitive processes (Jacobs & Paris, 1987). 

Another facet of metacognition is metacognitive experiences. They refer to the cognitive 

or affective experiences that relate to a cognitive enterprise (Flavell, Miller & Miller, 2002). 

Efklides (2009) states that when learners apply metacognitive strategies to learning situations, 

metacognitive experiences emerge as feelings and judgments before, during, and after the 

learning situations. To Efklides, metacognitive experiences are ‘’the interface between the 

person and the task’’ (Efklides, 2009). To Flavell (1979), metacognitive experiences work 

together with metacognitive knowledge and strategies to inform and regulate the activation of 

the metacognitive knowledge and strategies. In this context, Efklides took Flavell’s definition 

of metacognitive experiences one step further. 

Another facet of metacognition includes metacognitive strategies. Metacognitive 

strategies pertain to the conscious use of strategies like time/effort allocation, planning, 

monitoring and regulating the cognitive process, and evaluating outcomes (Jiang, Ma & Gao, 

2016). In particular situations, these strategies can be changed, regulated, or can be used more 

or less accordingly (Lin, Schwartz & Hatano 2005). To Veenman (2005), metacognitive 

strategies pertain to the procedural knowledge to regulate and control one’s learning activities. 

By using metacognitive strategies, task performance is effectively enhanced (Paris & Jacobs, 

1984). This facet of metacognition is maybe the most studied one compared to other facets of 

the theory. 

On the other hand, there is another facet of metacognition theory that is included later 

on by other researchers. Metacognitive responsiveness, described as individuals' sensitivity to 
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 metacognitive experiences, awareness, and importance of metacognition, and the curiosity to 

learn about metacognition (Meijer et al., 2013), might emerge as another important pillar of 

metacognition.  Metacognitive responsiveness should be recognized since it is may help us to 

understand how individuals are motivated to engage in metacognitive experiences when they 

do, plus to see whether their information about self, tasks, and goals influence their 

performances. Meijer et al. (2013) emphasize that metacognitive responsiveness was 

specifically represented by (a) sensitivity to internal feedback, (b) sensitivity to external 

feedback on cognitive functioning, (c) curiosity about cognitive functioning and development.  

 

Method 

Research Design 

This study is conducted in the quantitative realm by gathering data with survey from students. 

The design of this study can be classified as correlational design, as it focuses on describing the 

relationship between two variables without interfering withnany of them (Fraenkel, Wallen & 

Hyun, 2012). Since this research aims to examine how metacognitive responsiveness is 

influenced by various components of metacognition, it is best to describe it as a prediction 

study. 

Participants 

In this research, the convenience sampling method was used to reach out to available 

participants in the easiest way (Fraenkel, Wallen & Hyun, 2012). The study included 134 

university students in the English Language Teaching department of a state university. The 

participants varied in grades and gender. The table below shows some demographic information 

about the participants. 

 

Table 1 

Participant Demographics 

 

Gender f Grade f 

Male 46 Freshman 54 

Sophomore 34 

Female 85 Junior 33 

Senior 13 

Prefer not to say 3   
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 A portion of 63,4% of the participants were female (f=85) while 34,3% were male (f=46) and 

2,2% preferred expressing no gender (f=3). Regarding the grades of students, 40,3% of them 

were freshman students (f=54), 25,4% were sophomore students (f=34), 24,6% were junior 

students (f=33), and 9,7% were senior students (f=13).  

Data Collection Tools and Procedure 

The research data were collected in the fall semester of the 2021-2022 academic year. The data 

collection process took place face to face and it included two different forms. The first section 

included a consent form and demographic information about the participants. The second part 

included two different data collection tools for different purposes.  

The first instrument used in this study is the “Metacognitive Awareness Inventory” 

(MAI) by Schraw and Dennison (1994) to assess the metacognitive awareness levels of 

students. MAI is proven to be a valid and reliable tool with alpha scores ranging from .93 to 

.88. Pintrich, Wolters & Baxter (2000) state that since the metacognitive awareness scores and 

academic achievement of students are strongly correlated, the tool has an external validity as 

well. The instrument includes 52 items factored on knowledge about cognition (17 items) and 

regulation of cognition (35 items). As advised by the researchers themselves, a 5-point Likert 

scale was used while using this inventory. The reliability of research results was also attempted 

to be ensured. With this regard, reliability analysis was performed on the data set. To Pallant 

(2001), having an alpha coefficient (α) bigger than .60 means that the scale is internally reliable 

and adequate to use. Initially, the first data collection tool was examined and the Cronbach’s 

alpha reliability coefficient for the whole MAI scale was .90. The metacognitive regulation 

subcomponent had an alpha coefficient value of .86, and the metacognitive knowledge 

subcomponent had an alpha coefficient value of .81. 

The second instrument used in this study is the “Awareness of Independent Learning 

Inventory” (AILI) by Meijer et al. (2013) to assess the metacognitive responsiveness of the 

students. That is why only the items covering the metacognitive responsiveness subcomponent 

(α=0.77) were utilized in this study (10 items with 6 negatively worded) accompanied by a 7-

point Likert scale. The subcomponent was divided into three parts in the instrument as; a) 

sensitivity to metacognitive experiences, b) sensitivity to external feedback, and c) curiosity 

about cognitive functioning and development. AILI, as the second data collection tool that was 

examined, its Cronbach’s alpha reliability coefficient for the metacognitive responsiveness 

subcomponent was .61.  
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 Analyses 

Descriptive statistics and multiple linear regression analysis were employed for the analysis on 

SPSS 22. Descriptive statistics were used to demonstrate the profile of the participants. The 

regression analysis was used to examine how certain metacognitive components predicted 

metacognitive responsiveness. Before running the regression analysis, the normality of scores 

was examined by looking at the skewness and kurtosis levels and the assumption of normal 

distribution of the data was not violated. The linearity assumption was tested by looking at 

scatter plots of the data and it was observed that the relationship between independent variables 

and the dependent variable was linear. Condition indices (CI), variance inflation factor (VIF), 

and tolerance values were checked to ensure the predictor variables were not highly correlated 

with each other. The CI values were less than 30, the VIF values were less than 3, and the 

tolerance values were greater than .40 meaning the collinearity assumption was also met. 

 

Results 

According to multiple linear regression analysis used to test if any of the metacognitive 

components predicted metacognitive responsiveness, it was seen that the two predictor 

variables explained 23% of the variation of MRS, while metacognitive regulation (MR) 

explained 49% of the variation of MRS, (R2 = .24, F(21,723) = 2, p = .000).  

 

Table 2 

Model Summary 

Model R R2 Adjusted R2 SE 

1 ,499 ,249 ,238 ,63776 

 

Zero-order coefficient values showed a higher correlation between MRS and MR (.49) than 

MRS and MK (.33).  

 

Table 3 

Multiple Linear Regression Coefficients 

 ß Standart Error Standart ß t p 

Constant 2,040 ,515  3,962 ,000 

MK -,051 ,166 -,033 -,307 ,760 

MR ,909 ,187 ,522 4,872 ,000 
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 The findings indicate that the metacognitive regulation component of metacognition predicts 

metacognitive responsiveness (ß = .90, p<.01) of almost half of the students. Metacognitive 

knowledge, however, did not strongly influence (ß = -.05, p>.01) metacognitive responsiveness. 

 

Discussion, Conclusions and Recommendations 

Metacognitive responsiveness was categorized into three subdimensions by Meijer et al. 

(2013); sensitivity to internal feedback (metacognitive experience), sensitivity to external 

feedback, and curiosity about cognitive functioning and development. Findings might suggest 

that when a person is metacognitively responsive, they may be stimulated by an internal or 

external factor that requires them to regulate their metacognitive activity. Since metacognitive 

regulations include strategies for monitoring and checking cognitive processes, they can be 

influenced by metacognitive experiences, which are one’s own thoughts and feelings about their 

cognitive functioning, to change or adapt new strategies (Flavell, 1979). So, students with 

higher metacognitive regulation skills would be more metacognitively responsive to general 

awareness and the importance of metacognition. Because they may think that they have the 

tools to deal with the stimuli. One may know about the task or strategies, but not prefer to 

engage in it, as they might think that they cannot manage the demands. 

Recommendations 

As Butler & Winne (1995) and Shraw (1998) state, teachers should promote the general 

awareness and importance of metacognition. Teachers can do that by choosing relevant tasks 

and materials that will help students to use their existing metacognitive regulation skills, or 

generate those so that students can be more sensitive toward their internal and external 

feedback, and be more aware of their engagement in a learning process. In this sense, a potential 

implication pertains to using stimuli to activate individuals' metacognitive regulation; that is, 

there is a need to awoke a meaningful purpose to engage in planning, monitoring and 

controlling, and evaluating their cognition. For this, materials that appeal to learners need 

identification. As each individual may bring diverse characteristics, both research and 

classroom practices should recognize individuals' differences and tendencies in developing 

metacognitive competencies. 
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Abstract 

Statement of the Problem and Purpose: Romantic relationships may be a source of behavioral and psychological 

strain, while the use of Instagram may also have positive and negative influences on university students’ 

relationships. However, whether there is a relationship between university students’ romantic relationship statuses 

and behaviors on Instagram remains an unanswered question. The current study explores whether there is a 

relationship between romantic relationship status and behaviors on Instagram among university students.  

Method: A descriptive and correlational research design was used in the study. The sample group consisted of 603 

students enrolling in the BA programs of a state university in Turkey. A questionnaire was used to gather data on 

the numbers of posts, followers, followings, time spent on Instagram, and the active and passive behaviors 

exhibited. Kruskal-Wallis Test was preferred to see the possible relationship between the variables.  

Findings: The study concludes that romantic relationship status and Instagram usage are statistically significantly 

related. Within this scope, university students who do not have romantic relationships prefer showing less active 

behaviors.  

Implications for Research and Practice: It was recommended that university students should raise their awareness 

of the relationship between romantic relationship status and Instagram use and behaviors exhibited. Qualitative 

and experimental studies should be carried out to better understand the relationship between romantic relationships 

and behaviors exhibited on Instagram by university students. 

Keywords: University students, Romantic relationship, Instagram 

  

Turkish Abstract: Üniversite Öğrencilerinde Romantik İlişkiler ve Instagram Kullanımı  

Özet 

Problem Durumu ve Amaç: Romantik ilişkiler, davranışsal ve psikolojik zorlanmaların kaynağı olabilir. Ek 

olarak, Instagram kullanımı, üniversite düzeyinde öğrenim gören gençler üzerinde olumlu ve olumsuz etkilere 

neden olabilir. Ancak üniversite öğrencilerinin romantik ilişki durumları ve Instagram kullanırken sergiledikleri 

davranışları arasındaki olası ilişki henüz cevapsız bir soru olarak karşımıza çıkmaktadır. Buradan hareketle mevcut 

çalışma, üniversite öğrencilerinin romantik ilişki durumları ve Instagram kullanırken sergiledikleri davranışları 

arasında bir ilişki bulunup bulunmadığını ortaya çıkarmayı amaçlamaktadır.  

Yöntem: Çalışmada betimsel ve korelasyonel araştırma deseni kullanılmıştır. Örneklem grubu, Türkiye’de çeşitli 

devlet üniversitelerinin lisans programlarında öğrenim gören öğrenim gören 603 katılımcıdan oluşmaktadır. Veri 

toplama aracı olarak, katılımcıların paylaşımlarının, takipçilerinin ve takip ettikleri hesapların sayısı, Instagram’da 

sergiledikleri aktif ve pasif davranışlar ile ilişki durumunu sorgulayan bir anket kullanılmıştır. İki değişken 

arasındaki olası ilişkileri görebilmek için Kruskal-Wallis Testi kullanılmıştır.  

Bulgular: Çalışmada, romantik ilişki durumu ile Instagram kullanımı arasında istatistiksel açıdan anlamlı ilişkiler 

olduğu bulgusuna erişilmiştir. Bu bağlamda, romantik ilişkisi olmayan üniversite öğrencileri daha az düzeyde pasif 

davranışlar sergilemektedir.  

Araştırma ve Uygulama için Öneriler: Çalışmada, üniversite öğrencilerinin romantik ilişki durumu ve Instagram 

kullanımı arasındaki ilişkiler açısından farkındalık geliştirmeleri önerilmektedir. Romantik ilişkiler ve 

Instagram’da sergilenen davranışlar arasındaki ilişkilerin daha iyi anlaşılması için nitel ve deneysel çalışmaların 

yapılması önerilmektedir.  

Anahtar Kelimeler: Üniversite öğrencileri, Romantik ilişki, Instagram, Sosyal medya 
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 Introduction 

Romantic relationships constitute a vital role among university students due to several reasons. 

First and most importantly, romantic relationships involve love, caring, and intimacy and 

provide interactions between individuals (Collins, 2003). Second, romantic relationships may 

influence cultural values essential to their lives (Gómez-López et al., 2019). Third, the 

experience gained from romantic relationships includes a psychological and social development 

process for their future relationships and lives (Connolly et al., 2014). In brief, romantic 

relationships result in effective communication, positive interactions, achievement of individual 

and shared goals, and secure attachments. Nevertheless, they may also potentiate fluctuations 

in negative mood (Rogers et al., 2018) and associate with externalizing behavioral problems 

and higher levels of depression (Chen et al., 2009). To this end, it can be stated that romantic 

relationships may positively and negatively affect well-being of university students.  

Being used more frequently than other social networking tools by university students, 

Instagram also has an essential place in their lives since it is mainly used to maintain 

relationships (Diener et al., 2017). Moreover, it increases interactions with others (Booker et 

al., 2018) and gives opportunities for socializing and meeting new people (Antheunis et al., 

2013). In other words, university students prefer Instagram to stay connected with people they 

care about or are interested in (Sheldon & Bryant, 2016).  On the other hand, Instagram may 

also adversely affect individuals’ life satisfaction and well-being through social comparison 

and emotional contagion (Choi & Kim, 2020).  It should also be stated that it can potentially 

affect university students’ romantic relationship-related behaviors, attitudes, and beliefs 

(Baldwin-White & Gower, 2021).  

In conclusion, romantic relationships seem important for university students regarding 

effective communication, positive interactions, achievement of individual and shared goals, and 

secure attachments. On the other hand, using Instagram may positively and negatively influence 

university students’ relationships, as mentioned above. Thus, whether or how there is a 

relationship between university students’ romantic relationship statuses and the use of 

Instagram is a question that should be clarified in a research context, as can be inferred from 

the research synthesis presented below.  
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 Literature Review  

A limited number of studies focus on the potential relationship between social media 

usage and romantic relationships. For example, Van Ouytsel et al. (2016) investigated how 

adolescents perceived romantic relationships experienced and expressed through social media. 

They found that social media was notable in relational information seeking and expressing 

romantic interest. After noting the importance of examining factors that influence perceptions 

of healthy relationships and consent even on social media because of high rates of sexual assault 

on college campuses, Baldwin-White and Gower (2021) examined how college students 

navigated romantic and sexual relationships. They found that social media had more of an 

influence on perceptions of healthy relationships. Last, Sharabi and Hopkins (2021) explored 

couples’ behaviors on Instagram regarding their relationship, and it was found that there was a 

relationship between relational quality and engagement in a relationship on Instagram.    

Research also indicates a negative relationship between Instagram use and romantic 

relationships. For instance, Len-Ríos et al. (2016) analyzed how adolescents perceived the 

effects of mass media on their conceptions of romantic relationships. They found that they 

perceived Instagram and Facebook as largely negative. In another study, Bouffard et al. (2021) 

focused on the negative consequences of Instagram use on relationship quality and how the 

increased use of social media and negative relationship consequences might trigger social media 

addiction. The results revealed that increased Instagram usage reduced relationship satisfaction 

and increased conflicts. Abbasi (2019) also examined the relationship between social media 

addiction and infidelity-related behaviors and the influence of age on this connection and found 

that addiction to social media sites predicted infidelity behaviors. Last, Ridgway and Clayton 

(2016) explored whether body image satisfaction predicted Instagram selfie posting. They 

found that body image satisfaction was sequentially associated with increased Instagram selfie 

posting and Instagram-related conflict that related to increased negative romantic relationship 

outcomes.  

Rare studies appeared on the relationship between romantic relationships and behaviors 

exhibited on Instagram. First, Lee et al. (2019) focused on the roles of narcissism and self-

esteem in predicting attitudes toward behaviors in romantic relationships. They found that 

participants with high narcissism showed positive attitudes toward interactions with potential 

and current romantic relationships on Instagram. In a mixed-method study, Fejes-Vékássy et 

al. (2020) investigated how relational factors influence the use of Instagram. They found that 
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 the characteristics of Instagram activities significantly differed at the beginning and end of 

romantic relationships.  

 

Overview of the Current Study 

As previously emphasized, romantic relationships may be a source of behavioral 

problems and higher levels of depression. Similarly, using Instagram may also positively and 

negatively influence university students’ relationships. However, for several reasons, whether 

there is a relationship between university students’ romantic relationship statuses and behaviors 

exhibited on Instagram remains an unanswered question. First, studies on the issue did not 

directly focus on Instagram but on other social media tools such as Facebook, Twitter, and 

Snapchat. Second, while studies mainly dealt with adolescents, a limited number of studies 

focused on university students. Furthermore, while studies on the relationships between 

romantic relationships and Instagram use among adolescents mainly show negative results, 

prior research does not provide evidence about positive and negative relationships between the 

two variables regarding university students. In other words, the number of studies on 

relationships and Instagram use and behaviors is relatively limited to draw conclusions about 

the mentioned issue. With these concerns in mind, the current study aims to explore whether 

there is a relationship between romantic relationship status and behaviors exhibited on 

Instagram among university students and asks the following research question:  

 Do the behaviors exhibited on Instagram differ in accordance with romantic relationship 

status among university students?   

 

Method 

Participants  

The sample group in the study consisted of 603 students enrolling in the BA programs of a state 

university in Turkey. The participants were 510 female (84.6%) and 93 male students (15.4%). 

The gender distribution reflected the overall population at the university. The mean score for 

their age was 20.87 in the range of 18 and 25. The sample group consisted of 143 first-year 

(23.7%), 167 second-year (27.7%), 177 third-year (29.4%), and 116 fourth-year students 

(19.2%). The rationale behind participant selection was that they had Instagram accounts. The 

mean score for the number of posts on their profile pages was 16.3. In addition, the mean value 

for the number of followers was 369.6. Similarly, the mean score for the number of followings 
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 was 347.6. Finally, participants stated that they spend an average of 131.3 minutes a day on 

Instagram. Regarding their romantic relationship status among university students, 313 

participants (51.9%) did not have any experience with romantic relationships, while 87 students 

(14.4) had romantic relations in the past. The number of students who flirted was 22 (3.6%), 

whereas 181 participants (30.0%) stated they had romantic relationships.   

Tools 

Three data collection tools were used in the study. First, a background questionnaire 

interrogated the participants’ gender, age, and departments. Second, a one-item questionnaire 

was used to collect data on the participants’ romantic relationship status. Third and last, a 

questionnaire was used to gather data on the numbers of posts, followers, followings, time spent 

on Instagram, and the active and passive behaviors exhibited.  

Procedure 

After IRB approval, an online version of the tools with a text that aimed to inform the 

participants about the purpose, significance, and methodology of the study and voluntariness, 

anonymity, and confidentiality was prepared. Next, the online form was shared via Google 

Forms. Finally, only Instagram users were invited to complete the form via Google Classroom.  

SPSS software was used to analyze the data gathered. First, the mean scores for age, the 

number of posts, followers, followings, and time spent on Instagram were calculated. The 

reliability coefficients and percentages of variances were computed. The reliability coefficient 

in Cronbach’s Alpha was .83 for active behaviors and .88 for passive behaviors. In addition, 

the reliability coefficient in Cronbach’s Alpha regarding the questionnaire was .90. The % of 

variance was 60.6 for active behaviors, 70.6 for passive behaviors, and 63.43 for all behaviors. 

The values regarding reliability coefficients and the % of variance indicated the questionnaire 

had an acceptable level of reliability and validity. Finally, the Kruskal-Wallis Test was 

preferred to see the relationship between romantic relationship status, Instagram use, and 

behaviors exhibited.  

 

Results 

 According to the values in Table 1, romantic relationship status and Instagram usage seem 

interrelated. For instance, the participants who flirted had the highest number of posts on their 

profiles (p=.00), the highest number of followers (p=.00), and followings (p=.00) when 

compared to those who did not experience relationship, had a romantic relationship in the past 
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 and now. On the other hand, time spent on Instagram in minutes a day did not show a significant 

difference in relationship status. 

 

Table 1 

Romantic Relationship Status And Instagram Use (Kruskal-Wallis Test)   

Instagram use Romantic relationship status N Mean Rank Chi-Square Asymp. Sig. 

Number of 

posts on the 

profile 

I don't have a romantic relationship. 313 270.99 

21.61 .00 

I had a romantic relationship in the 

past. 
87 326.68 

I flirt with someone nowadays. 22 355.52 

I have a romantic relationship. 181 337.26 

Number of 

followers 

I don't have a romantic relationship. 313 261.18 

38.03 .00 

I had a romantic relationship in the 

past. 
87 352.26 

I flirt with someone nowadays. 22 394.66 

I have a romantic relationship. 181 337.17 

Number of 

followings 

I don't have a romantic relationship. 313 275.43 

18.10 .00 

I had a romantic relationship in the 

past. 
87 328.07 

I flirt with someone nowadays. 22 391.84 

I have a romantic relationship. 181 324.50 

Time spent on 

Instagram in 

minutes a day 

I don't have a romantic relationship. 313 293.22 

5.47 .14 

I had a romantic relationship in the 

past. 
87 340.03 

I flirt with someone nowadays. 22 279.16 

I have a romantic relationship. 181 301.68 

 

According to the values in Table 2, most of the active behaviors exhibited on Instagram seem 

significantly correlated with romantic relationship status. In this regard, romantic relationship 

status was significantly related to active behaviors such as posting on mainstream, posting 

stories, sharing videos, changing profile photos, writing comments on posts, writing comments 

on stories, sending emojis on stories, sending messages, video chat, and shopping. However, 

no relationship was observed regarding voice chat and polling. Speaking specifically, those who 

did not have romantic relationships got fewer scores on sharing on mainstream (p=.00), posting 



 

 

295 
 

EJERCongress 2022 Conference Proceedings 

 

 stories (p=.00), sharing videos (p=.00), writing comments on others’ posts (p=.00), sending 

messages (p=.00), using video chat (p=.00). On the other hand, those with romantic 

relationships changed their profile photos more frequently (p=.01). Moreover, those who had 

romantic relationships in the past and now got higher scores on sending emojis in stories 

(p=.04). Last, flirted ones and those who had romantic relationships in the past reported higher 

scores on interest in video chat (p=.00) and shopping (p=.03).  

 

Table 2 

Romantic Relationship Status and Active Behaviors on Instagram (Kruskal-Wallis Test)   

Active behaviors Romantic relationship status N 
Mean 

Rank 

Chi-

Square 

Asymp. 

Sig. 

Posting on mainstream 

I don't have a romantic 

relationship. 
313 271.59 

25.19 .00 
I had a romantic relationship in 

the past. 
87 353.52 

I flirt with someone nowadays. 22 358.23 

I have a romantic relationship. 181 322.99 

Posting stories 

I don't have a romantic 

relationship. 
313 284.26 

16.76 .01 
I had a romantic relationship in 

the past. 
87 363.92 

I flirt with someone nowadays. 22 336.55 

I have a romantic relationship. 181 298.72 

Sharing videos 

I don't have a romantic 

relationship. 
313 279.22 

19.69 .00 
I had a romantic relationship in 

the past. 
87 350.82 

I flirt with someone nowadays. 22 296.57 

I have a romantic relationship. 181 318.58 

Changing profile photo 

I don't have a romantic 

relationship. 
313 290.33 

11.99 .01 I had a romantic relationship in 

the past. 
87 352.06 

I flirt with someone nowadays. 22 328.64 
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 I have a romantic relationship. 181 294.88 

Writing comments on 

posts 

I don't have a romantic 

relationship. 
313 278.93 

13.99 .00 
I had a romantic relationship in 

the past. 
87 346.50 

I flirt with someone nowadays. 22 312.20 

I have a romantic relationship. 181 319.26 

Writing comments on 

stories 

I don't have a romantic 

relationship. 
313 278.93 

6.61 .09 
I had a romantic relationship in 

the past. 
87 346.50 

I flirt with someone nowadays. 22 312.20 

I have a romantic relationship. 181 319.26 

Sending emojis on 

stories 

I don't have a romantic 

relationship. 
313 284.17 

8.32 .04 
I had a romantic relationship in 

the past. 
87 328.95 

I flirt with someone nowadays. 22 287.91 

I have a romantic relationship. 181 321.60 

Sending messages 

I don't have a romantic 

relationship. 
313 272.47 

23.61 .00 
I had a romantic relationship in 

the past. 
87 353.30 

I flirt with someone nowadays. 22 350.68 

I have a romantic relationship. 181 322.48 

Voice chat 

I don't have a romantic 

relationship. 
313 288.78 

7.75 .05 
I had a romantic relationship in 

the past. 
87 317.13 

I flirt with someone nowadays. 22 362.34 

I have a romantic relationship. 181 310.25 

Video chat 

I don't have a romantic 

relationship. 
313 280.48 

14.3 .00 
I had a romantic relationship in 

the past. 
87 336.94 
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 I flirt with someone nowadays. 22 350.30 

I have a romantic relationship. 181 316.56 

Shopping 

I don't have a romantic 

relationship. 
87 312.76 

8.99 .03 
I had a romantic relationship in 

the past. 
22 329.20 

I flirt with someone nowadays. 181 324.38 

I have a romantic relationship. 313 284.16 

Polling 

I don't have a romantic 

relationship. 
313 297.38 

3.71 .30 
I had a romantic relationship in 

the past. 
87 295.75 

I flirt with someone nowadays. 22 351.95 

I have a romantic relationship. 181 306.93 

 

Values in Table 3 show that only two of the passive behaviors exhibited on Instagram and 

romantic relationship status are interrelated. In other words, romantic relationship status was 

significantly related to reading messages and viewing who liked posts on the mainstream. In 

contrast, no significant relationship was found between romantic relationship status and passive 

behaviors such as viewing posts, viewing stories, watching videos, watching live videos, 

reading comments on others’ posts, reading others’ bio info, viewing others’ friend lists, 

spending time for searching and exploring, and viewing who saw stories. Those who had 

romantic relationships in the past and flirted seemed more interested in reading messages 

(p=.00) and viewing who liked posts on the mainstream (p=.03).  

 

Table 3  

Romantic Relationship Status and Passive Behaviors on Use (Kruskal-Wallis Test)   

Passive behaviors Romantic relationship status N Mean Rank Chi-Square 
Asymp. 

Sig. 

Viewing posts 

I don't have a romantic relationship. 313 295.49 

6.62 .09 

I had a romantic relationship in the 

past. 
87 311.87 

I flirt with someone nowadays. 22 230.18 

I have a romantic relationship. 181 317.24 



 

 

298 
 

EJERCongress 2022 Conference Proceedings 

 

 

Viewing stories 

I don't have a romantic relationship. 313 290.01 

4.09 .25 

I had a romantic relationship in the 

past. 
87 323.43 

I flirt with someone nowadays. 22 298.09 

I have a romantic relationship. 181 312.91 

Watching 

videos 

I don't have a romantic relationship. 313 292.05 

3.35 .34 

I had a romantic relationship in the 

past. 
87 325.60 

I flirt with someone nowadays. 22 295.36 

I have a romantic relationship. 181 308.67 

Watching live 

videos 

I don't have a romantic relationship. 313 308.99 

3.31 .35 

I had a romantic relationship in the 

past. 
87 300.59 

I flirt with someone nowadays. 22 339.82 

I have a romantic relationship. 181 286.00 

Reading 

comments on 

others’ posts 

I don't have a romantic relationship. 313 302.85 

5.55 .14 

I had a romantic relationship in the 

past. 
87 330.18 

I flirt with someone nowadays. 22 240.93 

I have a romantic relationship. 181 294.41 

Reading others’ 

bio info 

I don't have a romantic relationship. 313 293.89 

3.70 .30 

I had a romantic relationship in the 

past. 
87 331.79 

I flirt with someone nowadays. 22 321.66 

I have a romantic relationship. 181 299.32 

Viewing others’ 

friend lists 

I don't have a romantic relationship. 313 297.50 

2.42 .49 

I had a romantic relationship in the 

past. 
87 326.39 

I flirt with someone nowadays. 22 280.86 

I have a romantic relationship. 181 300.64 

Reading 

messages 

I don't have a romantic relationship. 313 287.71 

13.47 .00 

I had a romantic relationship in the 

past. 
87 355.17 

I flirt with someone nowadays. 22 358.34 

I have a romantic relationship. 181 294.30 
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Spending time 

for searching 

and exploring 

I don't have a romantic relationship. 313 294.72 

4.06 .26 

I had a romantic relationship in the 

past. 
87 309.52 

I flirt with someone nowadays. 22 254.23 

I have a romantic relationship. 181 316.78 

Viewing who 

like posts on 

mainstream 

I don't have a romantic relationship. 313 285.48 

8.65 .03 

I had a romantic relationship in the 

past. 
87 337.84 

I flirt with someone nowadays. 22 348.48 

I have a romantic relationship. 181 307.69 

Viewing  who 

saw stories 

I don't have a romantic relationship. 313 286.73 

7.17 .07 

I had a romantic relationship in the 

past. 
87 335.92 

I flirt with someone nowadays. 22 340.57 

I have a romantic relationship. 181 307.41 

 

Conclusions and Discussion  

In the study, three main conclusions were reached. First, the study concludes that romantic 

relationship status and Instagram usage are significantly related. Within this scope, university 

students who flirt send more posts on their profile pages and have more followers and 

followings when compared to those who have romantic relationships in the past and now and 

those who do not have romantic relationships. On the other hand, time spent on Instagram does 

not differ according to romantic relationship status. The second conclusion is that romantic 

relationship status is considerably related to most of the active behaviors exhibited on 

Instagram. Within this scope, university students who do not have romantic relationships prefer 

showing less active behaviors such as sharing on mainstream, posting stories and videos, 

writing comments on others’ posts, messaging, and video chat, when compared to ones who 

have romantic relationships in the past and now and the ones who flirt. In addition, voice chat 

and polling via Instagram do not show a significant difference regarding romantic relationship 

status. Third and last, the study concludes that romantic relationship status is not considerably 

correlated with most of the passive behaviors except reading messages and viewing who liked 

posts on the mainstream. In other words, passive behaviors such as viewing posts, viewing 

stories, watching videos, watching live videos, reading comments on others’ posts, reading 
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 others’ bio info, viewing others’ friend lists, spending time for searching and exploring, and 

viewing who saw stories do not show a difference regarding romantic relationship status. In 

brief, it can be stated that active utilization of Instagram mainly differs regarding romantic 

relationship status.  

A summary of the results reached in the study is provided below. Similar to the findings 

obtained from prior research, the current study shows a significant relationship between social 

media usage and romantic relationships. However, the study differs from previous ones since it 

focuses on university students, not adolescents (Van Ouytsel et al., 2016) and Instagram instead 

of various social networking tools and environments (Baldwin-White & Gower, 2021; Van 

Ouytsel et al., 2016). In addition, the study finds a positive relationship between Instagram 

usage and romantic relationships, while previous research indicates negative results between 

the mentioned variables (Abbasi, 2019; Bouffard et al., 2021; Hermida & Hernández-

Santaolalla, 2020; Len-Ríos et al., 2016; Ridgway & Clayton, 2016). The current study is also 

significant since it concludes that romantic relationship status considerably differed according 

to active behaviors exhibited on Instagram, while the results of a limited number of studies 

focus on self-esteem (Lee et al., 2019), jealousy, and relationship satisfaction (Fejes-Vékássy 

et al., 2020). To conclude, it is evident that this study is significant with its findings since it has 

revealed the relationship between romantic relationships and active and passive behaviors on 

Instagram among university students.  

Within the scope of the conclusions reached in the study based on the differentiation of 

Instagram usage and types of behaviors performed on Instagram depending on relationship 

status, several recommendations can be noted. First and in the broadest perspective, university 

students should raise their awareness of the relationship between romantic relationship status 

and Instagram use and behaviors exhibited. This would positively impact relationship quality, 

satisfaction, and intimacy among ones who experience romantic relationships. Healthy 

communication should also be prioritized in both Instagram and real-life settings. This would 

flourish togetherness, autonomy, and competence among partners and provide a balance 

between virtual and real behaviors. Users should use Instagram to feel comfortable and close 

within the scope of a secure attachment style (Simpson & Rholes, 2017). In other words, 

students can raise their awareness of behavioral changes and mood changes that may relate to 

Instagram use. Second, since the relationship between romantic relationships and Instagram use 

seem significantly interrelated, teaching programs should include courses on social media 
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 literacy and effective communication. Third, mental health professionals at universities should 

provide services by considering the social media effects on relationship problems and vice 

versa. Fourth and last, social networking application developers should consider the link 

between Instagram and relationship status while developing their applications and adding 

features. In this way, they can contribute to well-being, romantic relationship, and healthy social 

media use among university students.  

 This study is not without limitations. First, the scope of the study was confined to a 

correlational research design that used the administration of a background questionnaire that 

collected data on demographic information, a questionnaire that was used to gather data on 

Instagram use and behaviors. Second, the participants were restricted to 603 students enrolling 

at various BA programs of a state university in Turkey. Third, the analysis of the data collected 

was confined to Kruskal-Wallis Test. In other words, cause and effect relationships cannot be 

inferred due to the correlational nature of this study. Fourth, the data included participants’ 

perceived behaviors exhibited on Instagram. Thus, it should be noted that the data collected 

were limited to self-report data and perceptions rather than their actual behaviors and activities 

on Instagram. Fourth, romantic relationship status was limited to four categories in this study, 

while relationship length and time passed after separation might also relate to active and passive 

behaviors exhibited on Instagram.  

Further research focusing on university students’ romantic relationships and behaviors 

on Instagram is warranted, as studies mainly focus on perceptions. For this purpose, qualitative 

and experimental studies should be carried out to better understand the relationship between 

romantic relationships and behaviors exhibited on Instagram by university students. In this way, 

actual behaviors rather than perceptions will be observed. The effects of social and 

psychological differences regarding romantic relationships and behaviors on Instagram should 

also be examined in different research settings. As a final note, research should focus on a 

comprehensive framework of social media tools and environments in different cultural and 

educational settings within the scope of romantic relationships.  
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Abstract 

This study aims to examine the relationship between parents’ authenticity level and their children's creativity.  

There were 120 preschoolers and 240 parents participated in the research, which were selected via maximum 

variation sampling method. Data were obtained by applying “The Authenticity Inventory” and "Demographic 

Information Form" to the parents and "Torrance Test of Creative Thinking – Figural (Form A)" to the children. 

According to Correlational Survey Model, a moderately significant relationship was found between parents’ 

authenticity level and children's creativity. The authenticity level of parents differed according to the level of 

income, not to the level of education. In addition, a significant relationship was found between children’s creativity 

and parents’ educational and income levels. It has been determined that authentic parents, thanks to their distinctive 

thinking skills and intellectual identities, support their children's creativity by offering them new opportunities in 

terms of their educational and developmental processes.  

Keywords: Preschool children, Preschool children’s parents, Family, Authenticity, Creativity.  

 

Introduction 

Authenticity is the fact that the individual himself/herself, rather than the authority of the 

society, directs his/her lifestyle, decisions and behaviors (Burks & Robbins, 2011). In the 

literature, authenticity is also defined as the individual's freely displaying his true self in daily 

life, relationships and social life, as well as the compatibility of his/her behaviors and discourses 

(Goldman & Kernis, 2002; Wood et al., 2008; Harter, 2002). Based on the concept of self-

actualization, Maslow (1968) considered creativity and sub-concepts of authenticity like acting 

freely, spontaneity in thought and behavior together. Similarly, it is often stated in the literature 

that authentic individuals exist with a creative potential (Degenhardt, 2003; Geçtan, 2010; 

Varga, 2012). It is explained that the concept is also closely related to similar psychological 

structures (Lopez & Rice, 2006; M'enard & Brunet, 2011). Thus, the relationship of authenticity 

with positive psychological constructs such as individual's well-being, life satisfaction, 
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 autonomy, positive self-perception, and healthy relationship style has been proven by many 

studies (Toor & Ofori, 2009; Wenzel & Lucas-Thompson, 2012; Boyraz et al., 2014). When 

characteristics of authenticity like not following the path of others, presenting one's self to 

society, living freely and spontaneously (Kernis & Golman, 2006) are considered, these people 

are thought to be creative individuals who take the existential responsibility of their own lives 

(Geçtan, 2010). In this context, authenticity and creativity can be considered as intertwined 

spiral structures affecting each other. From a broader perspective, it is stated that the most 

important factor that plays a supportive and obstructive role in the development of both 

creativity and authenticity is environment (Csikszentmihalyi, 1996; Hofstede, 2001). It is very 

valuable for social development that creative individuals provide positive support and 

contribution to their close circles and distant environment incrementally (May, 1985).  

The authenticity and creativity of the child who grows and develops in interaction with 

his/her close environment is shaped in this supportive environment. In this context, it is 

predicted that authentic individuals will raise their children as authentic and creative individuals 

with divergent thinking. In fact, in their study Wenzel and Tompson (2012) concluded that 

mother’s authenticity contributes to child’s authenticity. Treffinger et al., (2002) stated that 

creative adults and children alike are curious, ask various questions, defy authority, learn from 

their own mistakes, have humor, live like themselves without fear of expressing their beliefs 

and ideas, and trust their instincts. These individuals are defined as creative free thinkers open 

to new experiences who enjoy the moment (Aydoğan et al., 2017). It is thought that parents 

with high level of authenticity will assume the role of a guide providing physical and social 

environment that will support the development of their children's creativity. The role of family 

in the development of child's creative potential has been discussed for many years both 

experimentally and theoretically (Wallach & Kogan, 1965; Walberg et al., Harrington & Block, 

1987; Starko, 2005). However, studies conducted in the form of an authentic parent-creative 

child relationship could not be found in the literature, but the effect of parents' autonomy and 

creativity on their child's creativity was frequently emphasized (Meador, 1999; Mayesky, 

2006). In this study, relationship between parents’ authenticity and children's creative skills is 

investigated. Investigating relationship of authentic parents with their children's creativity can 

avail revealing the characteristics that parents should have in raising children and increase 

awareness regarding importance of authenticity. In addition, investigating the effects of various 

variables such as income level and educational status on parents' authenticity level will make 
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 an intellectual contribution in terms of which aspects parents have a greater need to improve 

their equipment. Within this context, in this study, it was aimed to examine the relationship 

between authenticity levels of preschool children’s parents and creativity of their children.  

 

Method 

Research Sample 

The "Maximum Variation Sampling" method, which is one of the purposive sampling methods, 

was used in the study because socioeconomic level was determinant, and it was necessary to 

select a sample for it. The schools selected in accordance with the maximum variation sampling 

belong to lower middle upper socioeconomic levels.  

The research was carried out with 120 children in kindergartens and nursery classes in 

Izmir city center and its districts in the fall semester of 2018-2019 academic year and their 

parents. Since “mother-father-child” participation is required in the study, voluntary consent 

was obtained in advance.  

Research Instruments and Procedure  

Studies were carried out on a completely voluntary basis. In this context, participation form 

was first sent to parents since their participation was essential in the study. The study was 

conducted in 6 schools through the same procedure; parents who wanted to participate and their 

children were listed. In order for the distribution to vary, the study was conducted with at least 

3, at most 5 parents and children from each class. One-to-one study was considered to be 

appropriate in order for parents to fill the scale in a valid and reliable way.  

Torrance Test of Creative Thinking lasting approximately 30 minutes was applied to 

each of 120 children individually. At this stage of the research, to be an implementer of the 

scale and to carry out the analyses, researcher received official training. During the application 

of the scale, children studied in quiet places of the schools. Scales were applied to parents and 

their children at parallel times. 

After data collection process, children's tests were scored in accordance with the scoring 

booklet obtained as a result of "Torrance Test of Creative Thinking Scoring and Analysis" 

training. 

Measures 

In the research, as data collection tools “The Authenticity Inventory”, “Torrance Test of 

Creative Thinking Figural Form A" and “DIF” developed by the researcher were used. 
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 The Authenticity Inventory 

The Authenticity Inventory was developed to measure individuals' perceptions regarding 

authenticity. It was developed by Kernis and Goldman (2006) and has 45 items. It is a five-

point Likert-type scale and has four components: awareness, unbiased processing, behavior and 

relational orientation. The adaptation of the scale to Turkish culture was carried out by 

Aydoğan, Özbay and Büyüköztürk (2017). Total scores or seperate scores for components can 

be obtained from the scale. It is also stated that although the four components of the scale may 

be related within themselves, there may not be a linear relationship between them (Kernis & 

Goldman, 2006). In terms of reliability, the internal consistency coefficient was found to be .86 

for the whole scale. In terms of components, it was found .69 for awareness, .59 for unbiased 

processing, .66 for behavior, and .65 for relational orientation. As a result of the reliability 

analysis carried out within this research, the Cronbach Alpha value of the scale was found to 

be .88 for mothers and .88 for fathers. As a result of the confirmatory factor analysis, the fit 

index values of the scale were found as: RMSEA=.06, RMR=.07, CFI=.92, NNFI=.91 and 

GFI=.80 (Aydoğan, Öztürk, & Özbay, 2011). 

Torrance Test of Creative Thinking 

Torrance Test of Creative Thinking (TTCT) is a test applicable from kindergarten to adulthood. 

The scale is considered as the most frequently used creativity measurement tool in our country 

and the world. TTCT, consisting of two parts -verbal and figural-, was developed by E. Paul 

Torrance in 1966. There are three subtests in the figural part including "picture construction", 

"picture completion" and "parallel lines" sections and seven subtests in the verbal part of the 

test. In this study, the figural form was used since the study is based on preschool age group. 

TTCT test was revised in 1984, adding a fluent scoring system. An average of 30 minutes is 

given to each child. For the Turkish version, linguistic equivalence, reliability, validity and 

norm studies of the test were completed by Aslan (2001).  

Demographic Information Form (DIF) 

Information such as duration of marriage, number of children, educational status, total income 

of parents was collected through the DIF prepared by the researchers considering the variables 

of the research and relevant literature. 

Data Analysis 

In this study, a correlational survey model was used to investigate the relationship between 

variables. In this study, no intervention was made to the variables and existing situation was 
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 examined, and how level of parents’ authenticity and children’s creativity change together is 

discussed. 

 

Results 

Data obtained from the Authenticity Inventory and Torrance Test of Creative Thinking were 

transferred to SPSS 23 Package Program. The variance homogenity of parents and children in 

the study was tested by the Kolmogorov-Smirnov Test and the data set was prepared for 

statistical analysis. In the analyses carried out convenient with the sub-problems of the research, 

analysis of variance method was used for comparing the data, while correlation levels and 

differentiations between variables were determined using Pearson’s and Spearman’s 

Correlation Analysis. 

Findings on the Relationship between Parents' Authenticity and Their Children's 

Creativity 

To answer the main question of the research was analyzed using the Pearson Correlation 

Technique. It was found that total scores of both mother and father were positively correlated 

with each of child's components at different levels. (See: Table 1). 

 

Table 1 

The Relationship between Parents' Authenticity Scores and Children's Creativity Components 

 
Fluency Originality 

Headings 

Abstract 
Enrichment 

Resistance to 

Early Closure 

Total 

Creativity 

Mother 

Authenticity 
.375** .288** .255** .240** .265** .317** 

Father 

Authenticity 
.439** .399** .417** .343** .323** .410** 

**p<.01 

 

Findings on the Relationship between Parents' Authenticity Levels and Variables 

As a result of two-way analysis of variance, significant main effect of total income on mother’s 

authenticity was found F (2, 120) = 4.96, p=.009, while the main effect of maternal education 

was not found, p=.457. On the other hand, interaction of mother’s education and income was 

found to be significant, F(4, 120)=2.672, p=.036.  
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 As a result of two way analysis of variance, significant main effect of total income on father’s 

authenticity was found F(2, 120)=5.862, p=.004, while the main effect of father education 

(p=.423) and interaction between father education and total income (p=.240) were not found. 

According to pairwise comparison results, while it was observed that high income 

(mean=162.188, SD=2.581) differed significantly with both low income (mean=145.118, 

SD=2.664) ,p<.001, and middle income (mean=151.219, SD=2.768), p=.005, no significant 

differentiation was found between middle income and low income, p=.114. 

 

Table 2 

Differences in Authenticity Scores of Mothers and Fathers by Income Level 

 Authenticity Score Standard Deviation 

Mother   

Low-Income Level 145.143 3.447 

Middle-Income Level 171.000 3.330 

High-Income Level 143.933 3.330 

Father   

Low-Income Level 145.118 .664 

Middle-Income Level 151.219 2.768 

High-Income Level 162.188 2.581 

  

The relationship between parents' authenticity total score and income level and education level 

was analyzed by Spearman Correlation Method. Positive correlations were found between all 

total scores and each of the variables. See Table 3. 

 

Table 3 

Examination of the Relationship between Parents’ Authenticity Score and Total Income and Education 

Levels 
 

 
Total 

Income 

Mother’s 

Education 

Father’s 

Education 

Mother Authenticity Total 

Score 
.382** .438** .152*** 

Father Authenticity Total 

Score 
.452** .424** .250** 

**p<.01, ***p>.05 
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 Findings on the Relationship between Parental Variables and Children's Creativity 

To test whether child’s creativity differs according to parents’ education level, first of all, 

normality and homogeneity of variance analyzes were made and the Kruskal-Wallis test was 

performed due to the lack of homogeneous distribution. It was found that child's creativity 

scores differed significantly according to mother’s education level, H(4) = 54.219, p<.001. 

Then, the Mann-Whitney U test was conducted to determine between which groups there was 

differentiation. As a result of the Bonferroni correction made for the significance level, the new 

p value was determined as .01. 

It was also examined whether child’s creativity total score differed according to father’s 

education level as well, and similarly, it was found that child creativity scores differed 

significantly according to father’s educational status, H(4)=49.249, p<.001. Both analyzes are 

combined and presented in a single table. See Table 4. 

 

Table 4 

Differences in Children's Creativity Scores According to Parents' Educational Status 

            Median 

 Mother Father 

Literacy 

Primary School 

High School 

Undergraduate 

Graduate 

42.00 

36.00 

64.00 

88.50 

124.00 

52.00 

36.00 

69.50 

84.00 

128.00 

 

In the study, it was also examined whether child’s creativity scores differed according to total 

income level. Since there was not a homogeneous distribution, The Kruskal-Wallis test was 

performed when examining the relationship between family income level and child creativity 

score. Accordingly, children's creativity scores were found to differ significantly according to 

family income level, H(2)=99.405, p<.001. Subsequently, the Mann-Whitney U test was used 

to determine between which groups there was differentiation. As a result of the Bonferroni 

correction made for the significance level, the new p value was determined as .017. See Table 

5. 
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 Table 5 

Variation of Children's Creativity Scores According to Total Income 

Income Level (TL) Median 

Low-Income Level (1800 -2900) 36.00 

Medium-Income Level (3000-9900) 75.50 

High-Income Level (10000 and above) 135.00 

 

Finally, using the Pearson Correlation Technique, relationship between child creativity total 

score and total income, mother’s education, father’s education was examined. A high-level 

relationship was found between child total creativity score and total income, mother's 

education, father's education. 

Table 6 

Examination of the Relationship of Children's Creativity Scores with Total Income, Mother’s Education 

and Father’s Education 
 

 Total 

Income 

Mother’s 

Education 

Father’s 

Education 

Children’s Total Creativity 

Scores 

.523*** .610** .534** 

**p<.01, ***p>.05 

 

Discussion 

Children need parents who will support their development and learning multidimensionally. 

Children can only express themselves creatively and have the chance to be productive 

individuals in a family environment where being different or authentic is not perceived as a 

threat, having a creative perspective is appreciated, and experiences are not judged (Sungur, 

1997). In terms of psychological climate of family support, it is known that children who grow 

up in a warm, moderate and supportive family environment are aware of their freedom of 

expression, and these children are predicted to be more likely to realize their creative potential 

(Gute et al., 2008). In this period, in which the quality rather than the quantity of the time spent 

with the child is emphasized (Bee & Boyd, 2009), children's creative potential can be activated 

with approaches such as giving satisfactory answers to children's questions, encouraging them 

to be interested in different fields and to venture into various experiences, allowing them to be 

free and feel bored (Gray, 2015).  
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 When the findings were examined, a moderately significant correlation was found 

between the parents’ authenticity scores and their children’s creativity. When the literature is 

examined, it is seen that researchers often emphasize the importance of a moderate family 

environment in which child feels safe and respected, accepted and supported on child's 

autonomy and authenticity (Roth et al., 2016, Soenens et al., 2015). Children whose thoughts 

and actions are not judged, whose different ideas are valued and supported, with whom warm, 

comfortable and secure relationships are established, who are basically accepted as they are, 

can express themselves creatively (Lopez & Rice, 2006). As a matter of fact, Roth et al., (2016) 

revealed that there is a significant relationship between parents' authenticity and their children's 

perception of themselves as autonomous and authentic, and parents who exhibit authentic 

behavior support their children's autonomy. In other words, parents’ authenticity is reflected in 

the way they raise their child. Parents with an authentic view can nurture their child's 

autonomous identity, authenticity, and creativity associated with all these structures. 

As a result of the research, it was concluded that “there is a significant relationship 

between parents’ authenticity level and total income, and parents’ authenticity level differs 

according to total income”. This finding was not surprising to researchers since it will not be 

realistic to expect a person who cannot meet his basic needs and has economic worries to feel 

good, to have awareness, to enjoy life and most importantly to be productive. The lowest level 

of Maslow's hierarchy of needs (1962) is the fulfillment of physical needs. A person must have 

satisfied his/her basic needs in order to be able to think, question, and make sense of the world. 

Thus, as a result of their study, İlhan et al. (2010) revealed that individuals who belong to lower 

segments of society economically and who do not feel economically secure have a high level 

of anxiety about the future and that these individuals' tendency to realize themselves is lower 

than other individuals. 

On the other hand, it is also known that income level predicts subjective well-being 

(Cenkseven & Akbaş, 2007) and is in a relationship with well-being (Suh et al., 1996). As a 

matter of fact, Peets and Hodges (2018) stated that positive emotions that accompany economic 

prosperity reveal individual’s authenticity. Thus, this research finding supports the literature: 

as income increases, authenticity increases together with many positive emotions. 

Another variable thought to be effective on authentic structure is education level. 

Therefore, relationship between education level and individual's authenticity was examined in 

the research. However, “authenticity levels of both mothers and fathers do not differ according 
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 to their educational status” finding of the research can be considered as a surprising result. At 

this point, this finding raises the question of how much education feeds individual's 

distinctiveness and uniqueness. It was determined child’s creativity differed according to 

parents’ education level and the relationship between them was found. Nevertheless, in the 

study, parents’ authenticity level did not differ according to their education level. Limitations 

of studies on authenticity and educational level in the literature have made it difficult to discuss 

this finding. Indeed, in parallel with this study, in his study with married individuals, Togay 

(2016) found that authenticity does not differ according to education level and stated that it is 

difficult to discuss due to insufficiency of the literature. On the other hand, although the number 

of studies on this finding is insufficient, when the literature is examined, studies in which many 

psychological structures do not differ according to education level have been found. For 

instance, Arslanoğlu et al. (2010) found that autonomy, competence and relationship needs of 

individuals do not differ according to their education levels. Additionally, in their study, anxiety 

levels of individuals do not differ according to their education levels. As a result of Türk's 

(2013) research, academicians’ psychological structures and needs do not differ according to 

their educational status. In other words, some positive psychological structures and needs, 

similar to authenticity, may not differ according to education level. 

As a result, it was found that there is a positive moderate relationship between child’s 

creativity and parents’ total income, and child’s creativity differs according to parents’ total 

income. According to the literature, various factors such as physical environmental conditions, 

family atmosphere, economic conditions, and parent’s education level affect children's 

creativity (Gray, 2015).  

It is thought that individuals who feel authentic and have low financial concerns can 

allocate sufficient resources to their children and thus support their creativity. As a matter of 

fact, in the literature, relationship between economic income and creativity of the child is 

frequently mentioned (Aslan, 2001; Yaşar & Aral, 2011). 

The importance of a rich stimulating environment in child's creativity is known. 

Although a family experiencing financial difficulties wants to support their child in terms of 

creativity, they cannot do it since the conditions are not suitable. In this case, parents cannot 

allocate the necessary budget to their children for an art exhibition, museum, and workshop or 

for self-discovery with brushes and paints at home. However, adult’s physical environment 

support is critical because richness of experiences at an early age is very valuable for children 
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 to know themselves, develop their tendencies, and discover their interests, needs (Dağlıoğlu, 

2010). Families should be able to offer various opportunities such as planning and providing 

various unstructured materials, story books that will arouse interest and make children think, 

various activities (theatre, cinema, museum, art gallery visits, etc.) to improve their children's 

creativity (Kemple & Nissenberg, 2000; Okutan, 2012). 

It is also possible to explain "there is a significant relationship between children's 

creativity and total income" finding of the research in the form of "parental attitude, creativity 

and income relationship" within a triple relationship. Supportive family environment and 

democratic parental attitude affect children's creativity positively (Mayesky, 2006; Meador, 

1999). As a matter of fact, relationship between parental attitudes and children's creativity has 

been frequently examined in the literature, and it has been found that flexible, warm, supportive 

democratic parental attitudes are the basis for revealing creative potential of children (Kemple 

& Nissenberg, 2000; Lee et al., 2006; Querido et al., 2002).  

Another finding of the study is that child’s creativity differs according to parents’ 

education level and there is a moderate positive relationship between them. Just like the income 

level, as parents’ education level increases, child’s creativity increases. Parents’ education level 

contributes to their self-development in subjects such as child development, child education, 

and family communication. Depending on their education level, it is possible to say that parents 

are more involved in their children's educational and developmental processes, they can spend 

quality and satisfying time with their children, and they can be more competent in supporting 

their children's self-expression (Yaşar & Aral, 2011). On the other hand, studies have proven 

that parental attitudes, which are considered fundamental in supporting creativity, are closely 

related to parents’ education level (Amabile, 1998; Bronstein, & Zlotnik, 2008). Also, it is 

stated that as education level rises, parents establish warmer, more constructive and caring 

relationships with their children, support and guide them to become independent, autonomous 

and self-actualizing creative individuals (Tuna, 2000). Furthermore, it is known that children 

growing up in a family environment where positive, warm and supportive relationships are 

established, adapt easily to life and have a flexible way of thinking (Sarıçalı, 2018). This 

flexibility brings along cognitive and emotional creative thinking and being open to new 

experiences (Fearon et al., 2013). These environmental conditions are related to both economic 

welfare and socio-cultural characteristics. Education level is an important variable in the 



 

 

315 
 

EJERCongress 2022 Conference Proceedings 

 

 context of creativity, just like economic income, but it is not a valid condition on its own. It is 

not possible to say that children of parents with a high level of education are creative. 

 

Conclusion & Recommendations 

This study is the first in the Turkish literature to examine "the relationship between parental 

authenticity and child creativity". Yet, although the sample of the study was selected through 

maximum variation sampling with 120 children and their parents, the collection of data only 

from İzmir province of Turkey can be considered as a limitation regarding the generalizability 

of the research. Thus, it is thought that diversification and enlargement of the sample will affect 

the findings. It will be valuable to work with different geographical regions and different 

cultures in new studies. 

Although it is possible to come across a wide variety of studies with different models 

and methods on the concept of creativity in the literature, this study has been one of the first in 

terms of authenticity. A wide range of theoretical connections of the concept are presented in 

order for researchers to make up for the deficiency in behavioral dimension of authenticity. In 

this context, authentic personality traits can be determined by using qualitative research designs. 

Research can be conducted with other variables that may predict authenticity or be in a 

relationship with it. There is a need for both quantitative and qualitative studies on autonomy 

and awareness, which constitute authenticity. Research to be carried out by expanding and 

diversifying the sample will provide a more in-depth information flow and detail the concept. 
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Abstract 

The aim of this study is to evaluate the special purposes of the compulsory lessons in the curriculum in the context 

of cultural administration in education, according to the views of secondary school administrators. The study was 

designed in a phenomenological design, one of the qualitative research methods. 20 secondary school 

administrators working in Manisa Salihli in 2021-2022 participated in the study. While choosing the sample group, 

criterion sampling and easily accessible sampling method were chosen from purposive sampling methods. A semi-

structured interview form developed by the researchers was used to collect the data. The data were analyzed by 

descriptive analysis and content analysis method. According to the findings, it was seen that although school 

administrators have knowledge about curricula, they expressed similar views on what should be included in the 

curricula in the context of cultural administration. According to the results of the research, it can be said that school 

administrators do not have an active role in terms of whether the cultural administration of the compulsory lesson 

programs of their institutions is carried out effectively or not, due to the busyness of daily tasks, official works and 

transactions occupy most of their time at school. There is a need for studies to improve the curriculum literacy of 

school principals. It is thought that this study will set an example for researchers in terms of combining educational 

administration with educational programs and teaching disciplines. 

Keywords: Educational administration, Curriculum and instruction, Verbal and numerical lessons, Cultural 

transfer, Program literacy. 

 

Introduction 

Societies shape their communities through education and shape their future. States bring the 

individuals under their influence to the point they aim at and want to reach through educational 

institutions, and they want to reach the level of modern civilizations of the 21st century modern 

societies with the help of the adopted educational philosophy and educational goals. Although 

there are many definitions of education as a concept, the most familiar definition is; Ertürk's 

(1972) definition is 'the process of bringing about a desired change in an individual's behavior 

through self-experience and consciously'. According to Ültanır (2003), while answering the 

question of what education is, it should be included in the culture and these two concepts are 

closely related to each other. 
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 Education, which is the basis of society, is carried out through schools, which are an 

institutionalized structure. It is the education programs that guide these educational institutions 

on how the education and training processes will progress. One of those who directly or 

indirectly affect the educational processes and the efficiency of the educational processes are 

the school administrators who are primarily responsible for the administration of those 

institutions. Although school administrators have an important place in the transfer of culture 

in the curriculum, it is also an important factor for them to be curriculum leaders in order to 

demonstrate their roles. Gümüşeli (1996) listed the factors that negatively affect school 

administrators' curriculum leadership: (i) Official and legal, legislation, implementation 

limitations: In this context, many powers of administrators are restricted by central managers 

and it is not possible for them to take part in curriculum practices effectively. (ii) Time 

limitation: There is a lot of paperwork in the school and there is no time to spare for the 

curriculum implementation process and educational situations. (iii) Lack of leadership training 

of school administrators: Since school administrators worked in the field where they were 

trained as teachers before and did not take part in any in-service training in the field of 

instructional leadership when they switched to administration, their knowledge and practices in 

the field of instructional leadership remain limited. (iv) Factors such as making future-oriented 

decisions, setting goals and lack of self-confidence negatively affect school administrators' 

educational program administration. 

When we look at the literature, it is seen that the curricula are handled separately on the 

basis of branches. In terms of curriculum and culture, it is seen that cultural elements are 

examined in the curriculum according to the majority branches (Demir ,2010; Keskı̇n, 2015).In 

studies on the curriculum, comparisons between the past and the most recently published and 

in effect curriculum in various branches are frequently encountered in the literature (Altunkeser 

& Coşkun, 2018; Baş, 2017; Çoban & Akşit, 2018; Kalayci & Yildirim, 2020; Karatay et al., 

2013).Studies examining curricula in the context of cultural administration remain at a more 

limited level. 

According to Ministry of National Education (MEB) (2012), although there are no 

elective lessons at primary school level, it is stated that elective lessons will take place in 

secondary and high school level schools in line with the wishes and interests of students and 

parents.It is stated that elective lessons are important for the development of individuals' own 

preferences and decision-making abilities, they will enable the development of imagination, 
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 they contain a democratic approach, and they will contribute to the development of common 

culture (Şişman & Dönmez, 2010). 

MEB (2012) 'Turkish, Mathematics, Life Sciences, Science, Social Studies, T.C. History of 

Revolution and Kemalism, Foreign Language, Religion and Ethics, Visual Arts, Music, Games 

and Physical Activities, Physical Education and Sports, Technology and Design, Traffic Safety, 

Guidance and Career Planning, Human Rights, Citizenship and Democracy He stated that there 

were lessons. In addition, it has been announced that two new lessons, 'Games and Physical 

Activities' and 'Human Rights, Citizenship and Democracy' were added to the curriculum as 

compulsory lessons in the 2012-2013 academic year. Compulsory lessons; In order to complete 

the education and training process, it is seen as the lessons with the main content that students 

need to have (Akay et al., 2016). 

In addition, verbal lessons are listed as "Turkish, Social Studies, Religious Culture and 

Moral Knowledge, Guidance, English", while "Mathematics, Science and Technology, 

Information Technologies" lessons are listed as numerical lessons. Physical Education, Music, 

Visual Arts, Technology Design lessons are defined as talent lessons. In the study of Daşdemir 

& Tekin (2018), in which the Turkish cultural elements in the social studies lesson, which is 

taught as a compulsory lesson in secondary schools, are examined, it is seen that the material 

culture elements of Turkish culture are mostly included in the textbooks in the transfer of 

Turkish culture in secondary schools, but the spiritual culture elements are not included enough, 

therefore, this is the case in Turkish. It is stated that there is an important deficiency in the 

transfer of cultural elements. It has been determined that many textbooks need to be filled in 

terms of Turkish cultural elements in order to carry out the cultural administration at the 

secondary school level in a qualified way. 

One of the most emphasized problems in the transfer of culture in digital lessons is 

ignoring the fact that numerical information is universal information, that it carries cultural 

elements, and that these are used within the needs of every society and their lives. The fact that 

cultural elements are included in numerical lessons such as mathematics lessons increases the 

effectiveness of the education process (Ari et al., 2019). 

 

Purpose and Importance of the Research 

The aim of this study is to reveal the responsibilities of secondary school administrators related 

to cultural administration in the compulsory lessons curriculum, the problems they encounter 
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 and the solution proposals in providing school administration. With the findings to be obtained, 

it is hoped that determinations will be made regarding the changing educational and 

administrative needs of school administrations, and that original contributions will be made to 

the field of educational administration in the conceptual sense, as well as to education programs 

and teaching. In line with the main purpose of the research, 'What are the responsibilities of 

secondary school administrators regarding cultural administration in the compulsory lessons 

curricula in providing school administration?' Based on the basic research question, answers 

were sought for 2 sub-questions. 

1. What are the difficulties that secondary school administrators face in cultural administration 

in compulsory lessons curriculum in providing school administration? 

- What are the difficulties encountered in cultural administration in the verbal compulsory 

lessons curriculum? 

- What are the difficulties encountered in cultural administration in numerical compulsory 

lessons curricula? 

2. What are the suggestions for solutions to the difficulties faced by secondary school 

administrators in culture administration in compulsory lessons curriculum? 

- What are your suggestions for solutions to the difficulties encountered in cultural 

administration in the verbal compulsory lessons curriculum? 

- What are your suggestions for solutions to the difficulties encountered in cultural 

administration in numerical compulsory lessons curriculum? 

 

Method 

Research Design 

The research was designed in a phenomenological pattern in the qualitative research method. 

Phenomonology is suitable for studying people's life experiences (Merriam, 2018, p. 26). In 

this study, the phenomenological design was preferred since it was planned that the data would 

be collected based on the school administration experiences of secondary school administrators. 

Research Sample 

The study group of the research consists of 20 secondary school administrators working in 

private and public secondary schools in Salihli district of Manisa province. Easily accessible 

case sampling and snowball sampling were used in the study. The purpose of snowball sampling 

is to sample or select case studies in a network (Neuman, 2010, p.325). On the other hand, 
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 easily accessible case sampling was beneficial in terms of being economical and allowing the 

research process to progress rapidly (Yıldırım, & Şimşek, 2008, p. 113). Availability, cost and 

voluntary participation were considered in the selection of the sample. 

Research Instrument  

In this study, interviews are the data sources of the research. A semi-structured interview form 

prepared by the researchers was used to collect the interview data. The form consists of two 

parts. The first part is about personal information. In the second part, there are six main and 

four probe questions open-ended on the subject. 3 main questions are about the ethics of the 

research, the situations to be added to the research and the method of the research. In order to 

create the form, first of all, the relevant literature was scanned. Opinions of two academicians 

and a school administrator about the created form were taken. Two school administrators were 

interviewed using the draft form. The transcripts obtained from this interview were evaluated 

with two academicians and the interview form was given its final form. A Turkish teacher 

assisted in organizing the final form in terms of language and expression.The data were 

collected by the researchers themselves through face-to-face interviews. Participating school 

administrators were informed that their participation in the study was voluntary. 

Data Analysis 

Content analysis and descriptive analysis were used in the analysis of the data. The main 

purpose of content analysis is to reach concepts and relationships that can explain the collected 

data (Yıldırım & Şimsek, 2008a, p.227). The answers given by the school administrators to the 

questions were coded and these codes were divided into sub-themes and themes according to 

their similarity and homogeneity. The reliability of the data obtained through content analysis 

was checked by the researchers with the formula Reliability 

=consensus/(consensus+disagreement)x100 (Miles & Huberman, 1994) and theme-theme 

coding reliability. Accordingly, the percentage of agreement of the coding made by the 

researchers is expected to be at least 70% (Şencan, 2005). The reliability of the study was found 

to be .91. 
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 Results  

 

Table 1 

Categories and Codings of Theme 1 

THEME CATEGORY CODE 

THEME 1: 

Responsibilities Taken 

Supervısory and 

observatıon 

Provide curriculum supervision 

Ensuring the implementation of 

educational programs 

To preside over the English teachers' 

branch committee 

Following teacher seminars 

Internalızatıon of cultural 

elements 

Giving importance to values education 

activities 

Establishing a 'civilization and values' 

club for students 

Taking part in project and exhibition 

organizations 

Introducing cultural elements 

Beıng a guıde and role 

model 

Being a role model 

Pioneering work that adapts to the era 

To enable teachers to follow 

technological developments and to 

encourage them to use 

To motivate 

Guiding teachers 

Havıng program and 

professıonal knowledge 

Having knowledge of the curriculum 

Having knowledge of teaching 

profession 

 

When Table 1 is examined, school administrators have listed the responsibilities they take on 

cultural management in their curriculum in the category of being a guide and role model. The 

least code is in the category of having program and profession knowledge. School principal I, 

mentioned the importance he attaches to the teaching of the lesson in accordance with the 

curriculum as follows: 'As the school administration, it is under the supervision of the teachers 
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 during the year and its compliance with the program is checked. Teachers are observed in the 

school and the results are followed. 

 

Table 2 

Categories and Codings of Theme 2 

THEME CATEGORY CODE 

THEME 2: 

Challenges 

Encountered 

Dıffıcultıes faced by verbal 

compulsory lessons 

The program is not application-based. 

Insufficient acquisition of cultural transfer in 

curricula 

Insufficient coverage of cultural elements in 

curricula 

Teacher reluctance 

There is no difficulty 

Problems arising from the presence of 

students from different regional cultures at 

the school 

Students' insensitivity 

Cultural corruption 

No idea 

Curriculum density - time constraints 

Incompatibility of the program with 

textbooks and teaching materials 

Lack of cultural relativism perspective in the 

program content 

Dıffıcultıes faced by 

numerıcal compulsory 

lessons 

Stereotyped information transfer 

Insufficient use of digital resources 

Lack of acquisition for cultural transfer 

Insufficient coverage of cultural elements in 

curricula 

Students' perspective on numerical lessons 

Curriculum density - time constraints 

Non-concrete content 
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 When Table 2 is examined, the difficulties faced by school administrators in terms of cultural 

management in curricula are higher in verbal compulsory lessons than in numerical compulsory 

lessons. The fact that the program is not based on practice, the inadequacy of cultural transfer 

in the curriculum and the lack of adequate coverage of cultural elements in the curriculum have 

been the most repeated difficulties for cultural administration in verbal lessons by school 

administrators. While the principal Ü, did not express their opinion, the principal O, emphasized 

that he did not encounter any difficulties. 

The category of difficulties encountered in terms of numerical compulsory lessons consists of 

7 codes. School administrators mostly stated that they had difficulties in terms of lack of 

acquisition for cultural transfer, Curriculum density-time limitation, And not inluding cultural 

elements in the curriculum enough. While the principals L, R, and Ö did not express an opinion, 

the principal O, emphasized that there was no difficulty. 

 

Table 3 

Categories and Codings of Theme 3 

 

THEME CATEGORY CODE 

THEME 3: Suggestions for 

solutions for the difficulties 

encountered 

Suggestıons solutıons to the 

challenges faced by verbal 

mandatory lessons 

The teacher should be a role 

model 

Transfer of cultural elements 

with interdisciplinary 

approaches 

Involving applied activities in 

transferring cultural elements 

Enriching lesson content and 

achievements with cultural 

elements 

Values education club being 

active 

Teacher willingness 

Providing cultural 

administration training to 

teachers 

Increasing group work 
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 More systematic and 

programmatic supervisory of 

applications 

Administrator – teacher – 

parent – student cooperation 

Considering the cultural 

structures of the students 

Suggestıons for solutıons to the 

dıffıcultıes faced ın numerıc 

mandatory lessons 

Examples of daily life should 

be reproduced in the lesson 

content. 

Involving applied activities in 

transferring cultural elements 

Increasing group work 

Increasing teacher training 

Expressing the usage purposes 

of numerical lessons in practice 

Teacher and program follow-

up 

Developing the curriculum 

literacy of the administrator 

Conducting activities to reduce 

exam stress in students 

Reviewing and updating the 

curriculum 

 

When Table 3 is examined, the solution offers for the difficulties faced by school administrators 

in terms of cultural management in their curriculum are higher in verbal compulsory lessons 

than in numerical compulsory lessons. The solution suggestions of the school administrators 

for the verbal compulsory lessons were mostly repeated under the title of including practical 

activities in the transfer of cultural elements. The administrator Ü, did not express an opinion 

on the subject. 

The category of suggestions for solutions to the difficulties encountered in numerical 

compulsory lessons consists of 9 codes. While five of the administrators did not make 

suggestions, the most emphasized topics by the administrators were the topics of reviewing and 
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 updating the curriculum and giving place to applied activities in the transfer of cultural 

elements, respectively. School Principal I, said that the lessons should be taught through 

gamification, 'Making cultural elements fun in the teaching of numerical lessons encourages 

two-sided learning.' Improving the literacy of the administrator's syllabus is another 

recommendation topic emphasized by the participants for compulsory numerical lessons. In this 

regard, the administrators emphasized the importance of the administrator's mastery of the 

subject and content, and the importance of school administrators gaining the competencies that 

can dominate cultural administration in lessons other than their own branch. 

 

Discussion 

Curriculums are tools that contain the cultural elements of the society and enable the transfer 

of the culture of the society to the new generations. Although school administrators have 

knowledge of the syllabus, they also have the responsibility of transferring the cultural elements 

of the syllabus (Karakışla, 2009; Şimşek, 2014). According to Deal & Peterson (1994), culture 

affects everything from attire in educational institutions to the subject of conversation, from 

educational status to the importance given to the student and the willingness to change. 

According to the data obtained from school administrators, it can be seen that school 

administrators are aware of the responsibilities they take in the context of cultural 

administration in their syllabus. There are both domestic and international studies that are in 

line with the research and where the responsibilities and duties of school administrators are 

expressed similarly (Cheng, 2005; Marks & Printy, 2003; Marzano et al., 2001; Şişman, 2002; 

Tahaoğlu & Gedikoğlu, 2009) . However, in many studies in the field, it is also possible to 

come across studies that have findings that the competence of school administrators is not at 

the desired level. In the study conducted by Atay (2001), teachers and students from the 

participants stated that they found primary school administrators inadequate in cultural transfer 

and cultural leadership. According to the findings of Can (2013), school administrators were 

found to be less sufficient in terms of curriculum knowledge, the scope of the syllabus, 

motivating teachers, guiding, fulfilling supervisory duties, and conveying their experiences to 

teachers. Thanomwan & Buncha (2014) examined the relationship between school culture and 

school administration competence; It has been determined that there is a positive relationship 

between schools with a common culture and school administration competencies. The 
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 responsibilities of school administrators stated in the researches are in line with the 

responsibilities stated by the participants. 

Within the scope of the research, 'student insensitivity, students' view of numerical 

lessons, teacher reluctance, curriculum density and time limitation, reducing exam stress in 

students' are among the important problems expressed by school administrators in the cultural 

administration of verbal and numerical lessons. According to the study of Leithwood et al. 

(2002), which is in line with the research, the high scores obtained from the tests from the 

school administration, teachers and students constantly, attaching importance to the education 

and training process academically, not being able to use the syllabus in line with the desired 

purposes, and education in school administrators, teachers and students. It is stated that it causes 

reluctance and intimidation to take part in the teaching process. Although student reluctance is 

expressed as a difficulty in cultural administration in the research findings, it is stated that there 

is organizational commitment, student reluctance and insensitivity are less, and academic 

success is higher in schools with school culture (İnce, 2017). There are studies in the field that 

mention that the school culture, which has reached different findings, has little effect on student 

success (Demı̇rtaş, 2010). 

Today, it is seen that many types of literacy are mentioned in the academic literature. 

One of the most important types of literacy is program literacy. It is seen that the research 

participants stated that 'the program literacy of the administrators should be improved'. The 

necessity of improving the program literacy of administrators is emphasized in many studies 

(Aslan, 2019; Matsumura et al., 2009). However, there are studies that have determined that 

school administrators do not have sufficient level of educational program literacy (Yıldırım & 

Dursun, 2018). 

School administrators point out that practical activities should be included in the transfer 

of cultural elements to the problems encountered in the context of cultural administration in the 

numerical and verbal lessons syllabus. Çarkıt (2020)'s research emphasizes the importance of 

applied activities in the transfer of culture, but it is stated that the textbooks do not have 

sufficient applications in the transfer of culture, and a finding that overlaps with our research is 

revealed. Therefore, it is clear that the realization of activity-centered studies in both syllabus 

and teaching materials in order to internalize cultural elements will improve cultural 

administration problems. 
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 One of the factors that enable the administration of culture in curricula is the cultural 

content in the curricula and expected to be included. However, there are data showing that 

cultural elements are not at a sufficient level both in the scope of the research and in the syllabus 

of many lessons in the field (Alan, 2020; Daşdemir & Tekin, 2018; Esemen & Sadioğlu, 2019; 

Güfta & Kan, 2014; Okur, 2013). 

School administrators expressed the suggestions of 'teachers’ willingness to be a role 

model, to give cultural administration training to teachers, to cooperation between 

administrators, teachers, parents, and students' as solution suggestions to the problems 

encountered in cultural administration in the verbal lessons curriculum. In the study conducted 

by Grosemans et al., (2015), which is in line with what school administrators say, it is stated 

that teachers provide better development in cooperation with school administrators and their 

environment, learning processes are positively affected, and this situation positively affects 

school culture. In many countries in Europe, it is stated that with shared leadership and 

administration in schools, the willingness of teachers and students increases and thus successful 

results are obtained (Mulford, 2003). It has been revealed by various studies that the insufficient 

level of communication between school administrators and teachers increases teacher 

absenteeism, negatively affects their motivation, student success and organizational culture 

(Nefayaz, 2019). 

 

Conclusion 

Based on the findings obtained within the scope of the research; School administrators are 

aware of their responsibilities regarding the syllabus. In the verbal and numerical compulsory 

lessons, it was emphasized that the deficiencies in the curriculum, such as the lack of timeliness 

of the content that the participants frequently repeat, the enrichment of the content, the fact that 

the contents do not consist of concrete and practical content, and the insufficient cultural 

elements in the curriculum, were emphasized. 

It is thought that more time is needed for the effective realization of cultural 

administration in educational institutions, that teachers use practice, activity-based, different 

teaching methods and techniques in the process, and that effective cultural administration can 

be done with the active participation of learners by being exposed to rich content. In cultural 

administration in the curriculum of both numerical and verbal compulsory lessons; It is an 

important fact that it is emphasized that the cultural administration shared by all parties that 
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 affect the education process, rather than the monopoly of the administration by one person, will 

produce more desirable results. Although school administrators state that it is a responsibility 

to guide teachers in cultural administration and be a role model, it is also emphasized that there 

is a need for school administrators to improve their curriculum literacy. 

 

Recommendations 

Since the study was carried out only with school administrators, it may be useful to conduct 

research on cultural management in compulsory courses for teachers, students and parents, who 

are the elements of educational processes, to determine the deficiencies of the curriculum. 

Research on compulsory courses can also be carried out at every branch level, so that field-

specific deficiencies, determination of problems can give ideas to those in charge of future 

program development and program revision. More applied studies in the field can be included 

in the determination of the degree of school administrators having responsibilities. By ensuring 

the active participation of school administrators in the process of curriculum updates, school 

administrators can be given the opportunity to get to know both curriculum literacy and cultural 

elements in curriculum in more detail. 
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Abstract 

Purpose: Achievement in mathematics and reading is a function of many interrelated variables. Therefore, it is 

important to identify and compare the variables that affect success in these areas. The aim of this study is to 

examine the characteristics that are thought to be effective on achievement scores in reading and mathematics.  

Method: The data of this study, which is a correlational study, were obtained from the PISA 2015 Turkey sample. 

The analysis of the research was carried out with The Latent Regression Rasch Model, which is one of the 

multilevel analysis methods. 

Results: According to the results, female students were more successful than male students in reading and math. 

The student's SES and anxiety level were associated with success in both areas, and this relationship was more in 

mathematics than in reading. In addition, while there was no significant relationship between motivation and 

reading success, this relationship significantly increased mathematics achievement.  

Recommendations: It is recommended to carry out the necessary studies in order to reduce the exam anxiety levels 

of the students, and to increase the motivation of success by giving importance to the cooperation of students, 

parents and schools. In addition, future studies can examine the relationships between different fields (such as 

science, foreign language) and different variables. 

Keywords: PISA 2015, SES, Anxiety, Motivation 

 

Turkish Abstract: Okuma ve Matematik Başarısını Etkileyen Değişkenlerin Örtük Regresyon Rasch 

Modeli ile İncelenmesi 

Özet 

Çalışmanın amacı: Matematik ve okuma alanlarında elde edilen başarı, birbiriyle ilişkili birçok değişkenin bir 

fonksiyonudur. Dolayısıyla bu alanlarda başarıyı etkileyen değişkenlerin belirlenmesi ve karşılaştırılması 

önemlidir. Bu çalışmanın amacı, okuma ve matematik alanında elde edilen başarı puanları üzerinde etkili 

olabileceği düşünülen özelliklerin incelenmesidir.  

Yöntem: İlişkisel tarama deseninde olan bu çalışmanın verileri PISA 2015 türkiye uygulamasından elde edilmiştir. 

Araştırmanın analizleri çok seviyeli analiz yöntemlerinden biri olan Örtük Regresyon Rasch modeli ile 

yürütülmüştür. 

Bulgular: Elde edilen bulgulara göre okuma ve matematik alanında kız öğrencilerin erkek öğrencilere göre daha 

başarılı olduğu saptanmıştır. SED ve kaygı düzeyinin her iki alanda da başarıyla ilişkili olduğu, bu ilişkinin okuma 

alanına göre matematikte daha fazla olduğu görülmüştür. Ayrıca motivasyon ile okuma alanında anlamlı bir 

ilişkinin olmadığı fakat bu ilişkinin matematik başarısını anlamlı düzeyde arttırdığı belirlenmiştir.  

Öneriler: Öğrencilerin sınav kaygı düzeylerinin düşürülmesi için gerekli rehberlik çalışmaları yürütülmesi, 

öğrenci, veli, okul işbirliğine önem verilerek öğrencilerin başarı motivasyonlarının arttırılması önerilmektedir. 

Ayrıca bundan sonra yapılacak olan çalışmalarda da farklı alanlar (fen, yabancı dil gibi) ve farklı değişkenler 

arasındaki ilişkiler incelenebilir. 

Anahtar Kelimeler: PISA 2015, SES, Kaygı, Motivasyon 
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 Introduction 

Education is a complex process consisting of many components. It is very important for 

educators to examine the interactions between the components in order to better understand and 

manage this process. Especially in the field of education, success is measured by the scores 

students get from the exam. Variables related to success may be related to individual 

characteristics such as students' abilities, attitudes, perceptions, anxiety levels, socio-economic 

levels, motivations, as well as family, teacher and school characteristics. 

Success is not only related to the intellectual and affective abilities of the person, but 

also related to the appropriate environment and conditions for the development and processing 

of these abilities. Therefore, one of the most important variables affecting success is the socio-

economic status (SES) of the student (White, 1982). Although there are many different 

definitions of SES, DEEWR (2009) defined SES as individuals' and groups' access to social, 

cultural and economic resources and the relative value given to these resources by different 

individuals and groups. 

When the studies in the field of reading were examined, it was seen that the SES variable 

had a positive effect on reading success, and that students with higher SES levels had higher 

reading achievements. Bradshaw, Ager, Burge, and Wheater (2010), in their study using the 

PISA 2009 UK sample, stated that students with high SES also have a high success in reading 

comprehension. Kotte, Liez, and Lopez (2005) investigated the variables that increase or 

decrease students' reading comprehension success by using PISA 2000 Germany and Spain 

data, and stated that students with higher SES have higher reading success. Similar results were 

observed when the studies in the field of mathematics were examined (Caldas & Bankston, 

1997, 1999; Hanushek, 1997). 

Gender is another variable that affects students' success. Garai and Scheinfeld (1968) 

analyzed the studies published before 1960 and concluded that the gender variable was 

unimportant in homework studies and that male students were better in areas that required 

arithmetic reasoning and mathematical ability. Fenemma (1974), in her study of 36 studies 

examining the relationship between gender and mathematics achievement, concluded that there 

was no significant difference between female and male students at primary education level, but 

that male students at higher education levels were better than female students in subjects that 

required advanced thinking skills. In some studies, it has been determined that there is no 
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 significant relationship between gender and achievement (Gainer, 1962; Petty, Wang & 

Harbaurg, 2013). 

Academic success of students can be affected by the characteristics of the student such 

as gender and SES, as well as by their affective characteristics. One of these factors is the 

academic anxiety level of the student. Anxiety is defined as a feeling of discomfort or physical 

symptoms of tension that people feel about future negativities (Endler & Kocovski, 2001). 

Exam anxiety, which is considered as a situation-specific type of anxiety, is defined as an 

individual's tendency to react in the form of excessive physiological arousal, anxiety, fear of 

failure, and tension in the face of a formal assessment situation (Speilberger & Vagg, 1995). In 

general, these symptoms, which occur intensely before and during the exam, may continue after 

the exam. While a moderate level of anxiety reflects positively on the performance of the 

students, the intense anxiety of the students about the exam affects their mental performance 

and causes a decrease in their success (Casbarro, 2005). When the literature is examined, it has 

been determined that there is a negative relationship between anxiety and academic 

achievement, and that the academic achievement of students with high anxiety levels is lower 

(Hembree, 1988; Rana & Mahmood, 2010; Ma and Xu, 2004). 

The significant contribution of conceptually different motivational processes to success 

reveals that motivation is an important variable in terms of academic success (Steinmayr & 

Spinath, 2009). According to Pintrich and Schunk (2002), motivation refers to a process that 

regulates an individual's goal-directed behavior. Academic motivation is internal processes that 

encourage and direct behaviors aimed at achieving certain academic goals (Pintrich & Zusho, 

2002). When the relationship between achievement and motivation is examined separately, 

Taboada, Tonks, Wigfield, and Guthrie (2009), Stutz, Schaffner, and Schiefele (2016), Türkben 

(2020) revealed that there is a positive relationship between intrinsic motivation and reading 

comprehension. Shores and Shannon (2007), on the other hand, found a positive relationship 

between motivation and mathematics achievement. 

Achievement in mathematics and reading is a function of many interrelated variables 

(Singh, 2002). Therefore, it is important to identify and compare the variables that affect 

success in these areas. The aim of this study is to examine the characteristics that are thought 

to be effective on reading and mathematics achievement through the models of Explanatory 

Item Response Theory, which is a multi-level analysis technique. For this purpose, an answer 
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 was sought for the problem of "how is the relationship between success in mathematics and 

reading and the student's gender, socio-economic level, motivation and anxiety level". 

 

Method 

Research Design 

The aim of the study is to examine student characteristics related to reading and mathematics 

achievement. Therefore, this study is a correlational study. In correlational studies, it is 

determined whether there is a relationship between two or more variables, and if there is, the 

direction and size of this relationship (Karasar, 2006). 

Research Sample 

The study group of the research consists of 2373 (50.6% female, 49.4% male) students who 

responded to the items in the field of mathematics and 2418 (50.5% female, 49.5% male) 

students who responded to the items in the reading field in the PISA 2015 Turkey sample. 

Research Instrument and Procedure  

In the study, it was aimed to determine the variables that affect success in mathematics and 

reading. The data set of the research consists of the reading and mathematics subtests of the 

PISA 2015 Turkey sample. The dataset was downloaded from https://www.oecd.org/pisa/data/. 

The variables used in the research are gender (reference group girls), socioeconomic status 

(SES), test anxiety and achievement motivation. 

PISA 2015 Turkey application was computer-based and a total of 66 main test forms were used. 

All booklets containing the items in the field of reading and mathematics were included in the 

study. There are 88 items in the reading area and 69 items in the math area. Among these items, 

7 items in the field of reading and 5 items in the field of mathematics were scored in partial 

credit. Since the analysis method used in the research was suitable for dichotomous scoring, 

partial credit scoring items were deleted, and analyzes were carried out with 81 items in the 

reading area and 64 items in the mathematics area. In order to ensure consistency with the 

studies in the literature and PISA scoring procedures, in this study, missing items were 

considered as incorrect, inaccessible or invalid data for other reasons as missing. 

Data Analysis  

Since the aim of this study is to investigate individual characteristics related to reading and 

mathematics achievement, the analyzes of the research were carried out with the Latent 

Regression Rasch Model. The Latent Regression Rasch Model is one of the models of the 
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 explanatory item response theory, in which individual characteristics are added as explanatory 

variables in order to examine the differences between individuals' ability levels, but no 

explanatory variable at the item level (De Boeck & Wilson, 2004; Zwinderman, 1991). Since 

this model only includes explanatory variables at the individual level, it is also known as 

"individual explanatory models". The Latent Regression Rasch Model, 𝜃𝑝 is considered as the 

dependent variable and a regression equation is established to explain this variable. 

Before starting the analyses, unidimensionality and local independence, which are the basic 

assumptions of IRT, were checked, and it was seen that the mathematics and reading subtest 

met these assumptions. The analyzes of the study were carried out in the R program, within the 

framework of GDKMs, with the lme4 (Bates, Maechler, Bokler, & Walker, 2014) package 

suitable for the analysis of Latent Regression Rasch Models. The Maximum Likelihood 

(Laplace Approximation) method was used in the estimations of the models. 

 

Results 

Analyzes were started with the multilevel Rasch model (M0). With the Rasch model, which 

didn’t include any explanatory variable at the individual and item level, the ability levels of the 

individuals and the difficulties of the items were estimated. When the results obtained were 

examined, it was seen that the variance of the individuals' ability level estimation was 1.018 

logit in the mathematics field and 0.890 logit in the reading field. Then, The Latent Regression 

Rasch Model was established by including individual characteristics that are thought to be 

related to mathematics and reading success at the individual level. Table 1 shows the results. 

Table 1 

Fixed and Random Effects of Variables Related to Reading and Mathematics Achievement 

 Reading                                                         Mathematics 

 Estimate SE  Estimate SE 

Fixed Effects      

Gender -0.107*** 0.021  -0.295*** 0.018 

SES  0.058*** 0.008   0.259*** 0.014 

      Motivation      0.003 0.011   0.094*** 0.017 

      Anxiety    -0.028* 0.011  -0.111*** 0.017 

Random Effects      

         0.495  0.502 

* p < .05; ** p < .01; *** p < .001 
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 When Table 1 is examined, since female students are taken as the reference group, it is seen 

that female students are more successful than male students by 0.107 logit in the field of reading 

and 0.295 logit in the field of mathematics. These effects are statistically significant. The effect 

of the gender variable is higher in mathematics than in the field of reading. 

Among the two students with a standard deviation difference between their SED levels, 

it was observed that the student with a higher SED level was 0.058 logit higher in reading and 

0.259 logit higher in mathematics. Although this effect in the fields of reading and mathematics 

was statistically significant in both fields, the effect of SES on mathematics achievement was 

found to be considerably higher than in the field of reading. 

When the relationship between the motivation levels of the students and their success is 

examined, Among the two students with a standard deviation difference between their 

motivation levels, it was observed that the student with a higher motivation level was 0.003 

logit higher in reading and 0.094 logit higher in mathematics achievement. Although this effect 

in the field of reading is not statistically significant, it is significant in the field of mathematics. 

However, this effect, which also appeared in the field of mathematics, was found to be lower 

compared to other variables. 

When the relationship between the students' anxiety levels and their achievements was 

examined, it was seen that among the two students with a standard deviation difference between 

their anxiety levels, the lower anxiety level was 0.028 logit higher in the reading field and 0.111 

logit higher in the mathematics field. Although this effect in the fields of reading and 

mathematics is statistically significant in both fields, the effect of anxiety level on mathematics 

achievement is greater than in the field of reading. 

 

Discussion, Conclusion and Recommendations 

According to the results of the study, it was seen that female students were more successful 

than male students in both fields, and the gender effect was higher in mathematics than in 

reading. When the studies carried out in the field of reading are examined, Maslowski, 

Scheerens, and Luyten (2007) found that female students are more successful than male 

students in the field of reading in their studies using data from OECD countries participating in 

PISA 2000. Azina and Halimah (2012) found that female students were more successful in 

mathematics than male students in the studies they conducted, while Karabay (2015) found that 

males were more successful in mathematics. 
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 According to the results of the study, it was seen that SES was significantly associated 

with success in both areas, and students with higher SES were more successful. Again, it was 

seen that mathematics achievement was more affected by SES than reading. Marks (1999) 

stated that there is a relationship between socio-economic background and achievement, and 

students who belong to a family or group with a good socio-economic status perform better 

than others. This result is similar to the findings of other studies in the literature (Kotte, Liez & 

Lopez, 2005; Hanushek, 1986). 

According to the results obtained, while there was no significant effect of motivation in 

the field of reading, it was seen that it had a significant effect in the field of mathematics, and 

students with high motivation were more successful in the mathematics course. Although there 

are deep views on the theoretical explanation of motivation in the literature, it has been found 

that there are significant relationships between the two variables in studies examining the 

relationship between motivation and students' achievement (Fortier, Vallerand, & Guay, 1995; 

Turner, Chandler and Heffer, 2009). 

According to the results, it was determined that reading and mathematics achievement 

were negatively affected by anxiety and this effect was more in the field of mathematics. 

According to the World Health Organization (WHO), normal anxiety is expressed as a positive 

emotion as it enables the person to protect himself/herself and fight against negativities. 

However, if these feelings start to become dominant and permanent, they start to affect the 

person negatively and become a disease (Spielberger and Reheiser, 2009). Some studies in the 

literature support this finding (Vitasari et al., 2010; Dordinejad et al., 2011; Steinmayr et al., 

2016; Wine, 1971). 

According to the results obtained from the study, it is recommended to carry out the 

necessary studies to reduce the exam anxiety levels of the students, and to increase the success 

motivation of the students by giving importance to the student, parent, school cooperation. In 

addition, it is recommended that students with low SES levels be supported as much as possible 

and their access to educational resources should be facilitated. In the study, individual 

characteristics related to reading and mathematics achievement were examined. In future 

studies, the relationships between different fields (such as science, foreign language) and 

different variables can be examined. 
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Abstract 

Problem statement: Divorces have an increasing trend worldwide, increasing researchers' interest in this issue. 

Concepts such as marital satisfaction, marital quality, and marital conflict, often associated with divorce, are used 

interchangeably. However, marital instability provides a structure that can assess marital instability even when 

both or one of the couples has a high level of satisfaction from the relationship. Measurement tools that researchers 

can use are also very limited.  

Purpose of the study: Our study purposed to investigate the psychometric properties of the Turkish Marital 

Instability Index (MII) in a sample of 190 Turkish married individuals.  

Method: To assess the structural validity of the Turkish MII, confirmatory factor analysis (CFA) was conducted. 

Findings and Results: The findings of CFA revealed a one-factor structure of the Turkish MII, confirming the 

unidimensional factor structure of the original MII. Cronbach alpha and McDonald’s Omega coefficients indicated 

that Turkish MII has excellent internal consistency reliability. A multigroup CFA on gender confirmed the 

measurement invariance in four steps. MII produced a strong negative association with the Relationship 

Assessment Scale, indicating that as our participants’ marital instability levels increase, their marital satisfaction 

levels decrease.   

Conclusion: Our results suggested that the MII is a valid and reliable instrument to evaluate marital instability (or 

proneness to divorce) among Turkish married individuals. 

Anahtar Kelimeler: Divorce propensity, Marital stability, Psychometric properties, Confirmative factor analysis  

 

Introduction 

Many different reasons, symptoms, and concepts can predict whether a divorce will occur or 

not. Moreover, divorce can be considered a social problem due to the statistical knowledge 

about annual marriages and divorce numbers. According to the Turkish Statistical Institute 

(2022), the number of divorces (174.085) to the number of marriages (561.710) in 2021 is 31 

percent; one can conclude that approximately one out of every three married couples will end 

in divorce. This ratio (487.279 marriages and 135.022 divorces) was also 28 percent in 2020 

(Turkish Statistical Institute, 2021). The consequences of divorce can also be a resource of 

stress for the family members. For instance, the children of divorced families have more 

mailto:mustafalperenkursuncu@hotmail.com
mailto:sulebastemur@gmail.com


 

 

346 
 

EJERCongress 2022 Conference Proceedings 

 

 behavioral, social, and emotional problems, lower academic achievement, and a weaker 

emotional bond with their parents (especially fathers) compared to children who grow up in 

families where marriages continue (Amato, 2014). Thus, increasing a much more in-depth 

understanding of why marriages end in divorce is essential. Booth et al. (1983) conceptualize 

‘marital instability’ as one of the comprehensive concepts to understand the divorce process. 

Marital instability refers to the propensity that spouses will have a relationship termination, 

including the spouses’ thoughts and feelings on their relationship and their actions toward 

dissolution. The burgeoning literature on marital instability indicated that marital instability 

predicted one of the most prevalent mental disorders of major depression (Bartek et al., 2021). 

Marital instability (with self-esteem) was one of the strong predictors of depressive symptoms 

beyond other confounding variables (e.g., life stress, marital quality, and neuroticism) (Tong et 

al., 2021). Some researchers (Mohammadi et al., 2018) also emphasized significant 

relationships between marital instability, neuroticism, occupational stress, and perceived social 

support. Several family-of-origin variables (i.e., family triangulation) were also risk factors for 

marital stability (Song et al., 2022). Although terms conceptually overlap, marital instability 

may have been used interchangeably with other distinct processes such as divorce, dissolution 

of marriage, marital problems (low level), and marital quality. However, in some cases, these 

terms may refer to very different structures. For instance, low level of marital quality may 

indicate dysfunctional dyadic relationships depending on spouses’ relative evaluations of their 

intact marriages. More specifically, “many marriages of low quality remain intact, while some 

high-quality relationship are terminated” (Booth et al., 1983, p.387). On the other hand, marital 

instability does not directly refer to the marital dissatisfaction levels of couples or conceptualize 

this instability as an experience of spouses during the dissolution process of marriage. The 

concept further provides researchers with a structure to evaluate spouses’ divorce propensity or 

marital instability even when both or one of the couples has a high level of satisfaction with 

their relationship. Marital instability originates in three dimensions: affective statements, 

individuals’ cognitions, and actions toward divorce (Booth et al. 1983). The Marital Instability 

Index (MII; Booth, 1983) was developed to have a conceptually accurate instrument for marital 

instability and divorce proneness. Measurement tools that researchers and practitioners can use 

to evaluate the marital instability levels and divorce risks of spouses are also very limited for 

the Turkish community. We supposed that Turkish MII would contribute to assessing the 
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 instability levels of marriages (and their divorce tendencies) in Türkiye. Therefore, the purpose 

of this study is to translate the MII into Turkish and assess its psychometric characteristics. 

Method 

Research Design 

The aim of the study was to investigate psychometric properties of the Turkish MII in a sample 

of married individuals. The current study was conducted as correlational (quantitative) research 

(Fraenkel et al., 2012); nevertheless, correlational studies may be needed further sophisticated 

correlational techniques (e.g., structural equation modeling). The study's overall design, which 

aims to validate the Turkish MII's original factor structure in a Turkish sample, is best captured 

using confirmatory factor analysis (CFA). The CFA is a robust, and statistical technique 

presents the “observed relationships among a group of indicators with a smaller set of latent 

variables structures” (Brown & Moore, 2012, p.2)  

Research Sample 

The study sample consisted of 190 married individuals (126 females, 66.3%; 64 males, 33.7%) 

from 32 different cities in Turkey using convenience sampling. The average age of the 

participants was 36.32 (SD=6.85), and their age range was between 22 and 56 years. 94 (49.5%) 

participants were university graduates, 46 (24.2%) were graduate or doctoral graduates, 28 

(14.7%) were high school graduates, 12 (6.3%) were college graduates, and 10 (5.3%) were 

primary or secondary school graduates. Of 57 (30%) respondents '6-10 years', 47 (24.7%) '1-5 

years', 38 (20%) '11-15 years', 35 (18.4%) '16 years and more', and 13 (6.8%) participants had 

marriage lengths ranging from '1-5 years'. 81 (42.6%) participants reported that they had 'two 

children', 61 (32.1%) participants had 'one child', 36 (18.9%) participants had no children, and 

12 (6.3%) participants had 'three or more children. 

Instruments 

Marital Instability Index (MII; Booth, 1983) 

The MII (see in Appendix A) assesses marital relationship instability using participants 

‘thoughts’ and ‘actions’ on relationship stability with five items (5-point Likert type scale). 

"Have you or your spouse ever seriously suggested divorce to each other in the last three years?" 

can be given as an example of the items. Cronbach’s Alpha coefficient was .75, in the original 

study (Booth, 1983). Scores range from five to twenty-five. Higher scores indicate higher 

marital instability in marriages.  

 



 

 

348 
 

EJERCongress 2022 Conference Proceedings 

 

 Relationship Assessment Scale (RAS; Hendrick, 1988) 

The RAS evaluates marital satisfaction levels of individuals with seven items in a 7-point 

Likert-type. The scores range from seven to forty-nine, and two items (4 and 7) are reverse-

coded. Higher scores reflect higher marital satisfaction level. Curun (2001) adapted the RAS to 

Turkish with .86 of Cronbach alpha coefficient. In the current study, both Cronbach alpha and 

McDonald’s Omega coefficients were found .92. We included the RAS in the study for the 

convergent validity of the Turkish MII. 

Demographic Information Form 

A study-oriented information form was created for the study reflecting questions on the 

demographic characteristics of the participants (e.g., gender, age, city, educational status, 

number of children, and marriage duration). 

Procedure 

We obtained the ethical permission from Instutional Review Board of Ordu University Ethics 

Committee of Social and Human Sciences (approval number: 2022-07). The data set of the 

study was collected using the 'Marriage Instability Index' (Booth et al., 1983), the 'Relationship 

Assessment Scale' (Hendrick, 1988), and the Demographic Information Form. The criterion for 

participation in the study was being married. The study's sample was determined as the 

'convenience sampling' method. We collected data only through Google Form. In this way, it 

was assumed that our participants' experiences, feelings, or thoughts regarding their divorce 

tendencies (or their marriage's stability) could be better portrayed when they answered the items 

anonymously. Hence, participants would feel more comfortable in their answers with the online 

data collection method. On the first page of the online questionnaire, we gave information about 

the purpose of the study including coordinator, content, and the average response time. 

Afterward, approval of a 'consent form' was requested from the participants. The researchers 

shared the announcement about the study on different social media accounts (e.g., WhatsApp, 

Instagram). After obtaining permission to adapt MII (to Turkish) from the responsible author, 

the scale's items were translated from English to Turkish by two researchers with doctorates in 

the fields of guidance and psychological counseling, and psychology. The researchers gave the 

final Turkish versions of the scale items. 

Data Analysis 

Prior to the CFA, we examined preliminary analysis (e.g., data screening, descriptive statistics, 

assumptions), bivariate correlations (for the convergent validity), reliability evidence, and a 



 

 

349 
 

EJERCongress 2022 Conference Proceedings 

 

 multigroup CFA (for measurement invariance) using SPSS 22 (IBM Corp. Released, 2013) and 

JASP Team (2019). CFA was conducted with maximum likelihood estimation (MLE) to 

confirm the factor structure of Turkish MII in AMOS 24 (Arbuckle, 2016). 

 

Results 

Data Screening and Assumptions 

Since it was necessary to reply to every question on the online survey form, there were no 

missing data sets. The sample size (n=190) met the suggestions (Kline, 2011) that about 200 

cases to have enough power conduct the CFA. The highest skewness (2.48) and kurtosis (6.07) 

values belonged to item 4 (Did you talk about consulting an attorney?) remaining items revealed 

lower than 1.73 (skewness) and 2.45 (kurtosis), as in the Table 1. We assumed univariate 

normality met Kline’s (2011) suggestion that values lower than three were regarded as normal. 

The item 4 was open to outliers, we concluded the exceeding kurtosis value due to the item’s 

content that investigates an extraordinary situation for most participants. Compared to others, 

item 4 appears to be the most important statement in which participants' thoughts on divorce 

are put into action. Mardia’s (1985) coefficient (71.15, p<0.001; multivariate kurtosis) revealed 

that the data was not multivariate normal. Thus, we applied Bootstrapping (Byrne, 2010) as a 

superior solution to multivariate non-normality. The data had only two cases of a multivariate 

outliers in examining Mahalanobis distances. We decided to keep these cases on Tabachnick 

and Fidell’s (2013) suggestions indicating “Mahalanobis distance can either mask a real outlier 

or swamp a normal case” (p. 108). Multicollinearity and linearity assumptions were also met. 

 

Table 1  

Descriptive Statistic for Individual Items of Turkish MII 

 N Min. Max. M SD Skewness Kurtosis SMC 

Item1 190 1 5 1.56 0.94 1.65 1.89 .77 

Item2 190 1 5 1.54 0.92 1.73 2.45 .85 

Item3 190 1 5 1.93 1.05 1.04 0.57 .63 

Item4 190 1 5 1.43 0.91 2.48 6.07 .67 

Item5 190 1 5 1.75 1.03 1.31 0.92 .83 

Note. M=Mean, SD=Standard Deviation, Min=Minimum,  

Max=Maximum, SMC=Squared Multiple Correlation 
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 Confirmatory Factor Analyses (CFA) 

One-factor Turkish MII indicated a good model fit. Chi-Square fit statistic was significant χ² 

(5, N = 190) = 18.95, p = .002; however, the normed chi-square value (χ²/df ratio = 3.79) was 

lower than the recommended (Schumacker & Lomax, 2004) value of 5. CFI = .98 and NNFI = 

.97 were higher than the suggested values of CFI ≥ .95, NNFI ≥ .95 (Hu & Bentler, 1999). 

SRMR = .02 was lower than .00 ≤ SRMR ≤ .05 (Brown & Cudeck, 1993). The fit indices 

findings revealed that the model produced a good one-factor structure. However, RMSEA = 

.12 (90% CI = .067-.182) produced above cutoff value of mediocre fit: .08 < RMSEA < .10 

(MacCallum et al., 1996). Kenny, Kaniskan and McCoach (2015) indicated that “for models 

with small df, the RMSEA can exceed cutoffs very often, even when the model is correctly 

specified” (p.501), which our one-factor model’s df was 5.  

 

Table 2  

Model Fit Indices of Confirmatory Factor Analyses  

 χ2/df CFI NNFI SRMR RMSEA 

CFA 3.81 .98 .97 .02 .122 (90% CI = 0.067-0.182) 

CFA (with modification) .76 1.00 1.00 .01 .000 (90% CI = 0.000-0.097) 

 

As a solution, we applied modification indices (items 3 and 5) as our model’s output suggested, 

and conducted a second CFA. In this second model of CFA, RMSEA = .000 (90% CI = .000-

.097) revealed a perfect fit (.00 ≤ RMSEA ≤ .05; Brown & Cudeck, 1993). Chi-Square fit 

statistic was not significant χ² (4, N = 190) = 3.04, p = .551; the normed chi-square value (χ²/df 

ratio = .76) was lower than the recommended (Kline, 2011) value of 2. CFI = 1.00, NNFI = 

1.00, and SRMR = .01 also produced better fit indices than first model (See Table 2). Factor 

loadings of the Turkish MII’s items ranged between .80 and .92 in the second model (See Figure 

1). 
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 Figure 1  

CFA Analysis of Turkish Marital Instability Index (MII) 

 

 

Measurement Invariance 

We examined Turkish MII’s measurement invariance on gender in four phases: configural, 

metric, scalar, and strict steps (Milfont & Fischer, 2010) in JASP Team (2019). Among 

goodness of the fit statistics, we inspected the Comparative Fit Indexes (CFI), Tucker-Lewis 

Index (TLI), Goodness of Fit Index (GFI), and Incremental Fit Index (IFI). The differences in 

all steps were not greater than -0.01 and 0.01 (Cheung & Rensvold, 2002) across groups 

(women/men), and we concluded that the measurement invariance for Turkish MII was met. 

 

Table 3  

Measurement Invariance (Gender) 

 ΔCFI ΔTLI ΔGFI ΔIFI 

Configural .96 .94 .97 .96 

Metric .97 .95 .97 .97 

Scalar .96 .95 .97 .96 

Strict .96 .96 .96 .96 

 

Reliabiliy 

Cronbach’s alpha and McDonald’s Omega coefficients were both .94 in the current study, 

indicating a strong internal consistency for Turkish MII. 
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 Convergent Validity 

We found a strong negative association (r= -.69, p<.001) between Turkish MII and Relationship 

Assessment Scale. In other words, as the satisfaction levels of married individuals from their 

marriage decrease, their tendency to divorce (or marital instability) increases. 

 

Discussion 

Our research sought to find out about the Turkish MII's psychometric characteristics, which 

developed to evaluate married individuals' divorce tendency and marital instability levels, a 

psychological field in Türkiye that demands research attention due to the scarcity of research 

on divorce. More specifically, this study purposed to validate the Marital Instability Index (MII) 

for Turkish-speaking married individuals since the scale was initially developed in the US 

(Booth, 1983). The current study revealed that Turkish MII has a unidimensional factor 

structure that is congruent with the usage of the scale in samples such as Asia (Song et al., 2022) 

and Latin (Killoren, 2022) countries. Convergent validity analyses of the Turkish MII produced 

a strong negative association with RAS, indicating an expected direction between the two 

scales. The current results revealed that the Turkish MII has an excellent level of reliability 

considering Cronbach Alpha and McDonald’s Omega coefficients of internal consistency. 

Furthermore, the results indicated that the Turkish MII provided measurement invariance in 

groups related to the gender variable in four steps (i.e., configural, metric, scalar, and strict). 

We concluded that Turkish MII had proved measurement invariance. We conclude that this 

finding suggests that the Turkish MII ensures a reliable assessment of married individuals’ 

propensity to divorce, linked to their affective and cognitive statements. These findings produce 

strong support for the MII’s structural validity and reliability in a Turkish married individual 

sample. These findings also contribute to the literature that psychometric properties of MII for 

Turkish culture might expand the number of future research that aim to investigate the reasons 

for spouses’ divorce propensity and marital instability, comprehending the concept in a cross-

cultural manner. Furthermore, family therapists may use Turkish MII in their professional 

practice to evaluate spouses' divorce propensity and marital instability levels for the therapeutic 

process planning. 
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 Conclusion 

Our findings contributed to the literature on confirming first-ever results regarding the 

assessment of marital instability (or divorce propensity) among Turkish married individuals. 

Moreover, our study indicated that the Turkish MII is an excellently valid and reliable 

instrument in assessing marital instability (or divorce propensity) levels, which researchers and 

mental health professionals can confidently use for research and practice. 

 

Limitations and Recommendations 

We noted several limitations regarding the current study. Our study solely investigated the 

psychometric properties, including structural validity and internal consistency reliability of the 

Turkish MII. We suggest future research should maintain evidences for test-retest reliability 

and incremental validity. Our study’s data were gathered via self-report instruments, which 

have several limitations. Future studies should diversify the data collection with various 

qualitative (e.g., phenomenological) and quantitative (e.g., dyadic CFA) techniques. The 

current study’s design also had a cross-sectional nature. We suggest longitudinal and 

experimental methods, including Turkish MII, to make causal inferences. The non-probabilistic 

convenience sampling and predominantly female participation in the sample were other 

limitations of the current study. We recommend for future research a more gender-balanced and 

probabilistic sampling. 
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 Appendix A 

 

Evlilik İstikrarsızlığı Ölçeği 

(Lütfen her bir ifadenin size uygunluğunu 5 dereceli ölçek üzerinde değerlendiriniz.) 

 Hiç Nadiren Bazen Sıklıkla Çok sık 

1) Sizin veya eşinizin son üç yıl içinde birbirinize ciddi 

olarak boşanmayı önerdiği oldu mu? 

 ①      ②    ③     ④    ⑤ 

2) Boşanma ya da ayrılık fikrini yakın bir arkadaşınızla 

paylaştığınız oldu mu? 

①      ②    ③     ④   ⑤ 

3) Eşiyle çok iyi geçinen insanlar bile bazen evliliklerinin 

yürüyüp yürümediğini merak eder. Evliliğinizin tehlikede 

olduğunu hiç düşündünüz mü? 

①      ②   ③     ④   ⑤ 

4) Boşanmaya ilişkin yasal süreçleri araştırdığınız oldu 

mu? 

①      ②   ③     ④  ⑤ 

5) Son üç yılda boşanma veya ayrılık fikrinin aklınızdan 

geçtiği oldu mu? 

①      ②   ③     ④  ⑤ 
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Abstract 

Language teachers’ Classroom Interactional Competence (CIC) has been a popular research area in that 

language teachers use interaction as a tool to mediate teaching and learning at the same time. Among many moves 

that language teachers make during the interaction, this study focuses on teacher echoing, which briefly refers to 

a language teacher’s exact verbatim of the self or student utterance. Though language teachers’ echoing has 

sparked interest in studies conducted in face-to-face EFL settings, how it is influenced by online platforms is an 

under-researched area. With an attempt to fill in this gap, in this study, teacher echoing was observed in an EFL 

classroom taught at tertiary level via a videoconferencing application. The analysis showed that along with 

commonly mentioned functions of teacher echoing in the existing literature, which was confirming a correct 

answer or correcting error, the teacher echo served also several other functions. Among them, the only one that 

was observed as directly resulting from online teaching environment was teacher repetition that was made to 

compensate for unintelligible utterances arising from poor internet connection.  

Keywords: Teacher echo, Classroom interactional competence, EFL, Videoconferencing 

 

Introduction 

Classroom discourse relies on the understanding that each language classroom is unique. 

Research of classroom discourse relies on the assumption that teachers use the interaction as a 

tool which functions as an aid for learning as well as for managing teaching (Walsh, 2006).  As 

such, EFL classrooms deserve to be researched as a form of educational setting in that the 

language used in EFL classrooms is the main functional tool that both organizes task flows and 

establishes interpersonal relations among participants (Kaanta, 2010). Given the 

multifunctional role of teacher talk in language classrooms (Walsh, 2011), teacher talk has been 

the focus of research in several other studies (Can Daşkın, 2015; Girgin & Brandt, 2020; 

Üstünel & Seedhouse, 2005). In this article, the nature of teacher echoing (a teacher’s repetition 

of what has been just said) has been investigated by sticking to commonly observed classroom 

interaction pattern that takes place in initiation-response-feedback (IRF) cycle (Walsh, 2002). 

Teacher echo is taken granted to occur mainly in the feedback turn of IRF sequence (Urhahne, 

Zhu, & Wagner, 2020). What specific functions this feedback move achieves has been 

discussed in several other studies.  One of the widely known functions of a teacher’s verbatim 

repetition of students’ answers is to implicitly signal students that an error is detected, which is 

also accompanied by the teacher’s intonation change that aptly indicates the error detection 

mailto:tuba.demirkol@asbu.edu.tr
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 (Lyster et. al., 2013). In this kind of error-signalling teacher echo, teachers may choose to repeat 

not the whole student utterance but only the erroneous part (Yoshida, 2008, p. 83). As in the 

study of Yoshida (2008, p. 88), if the teacher does not provide the explicit correction or other 

types of corrective feedback along with a verbatim repetition of a student-error, this may be 

because the teacher believes in that student’s potential to notice and correct the mistake at hand. 

It is possible for a teacher to add another form of corrective feedback such as recast or explicit 

correction to teacher echoing to provide combined corrective feedback. Contrary to negative 

evidence, teacher echo may also be used for highlighting positive evidence. Teachers may aptly 

employ teacher echo with two simultaneous functions: confirming and amplifying a correct 

answer by a student (Walsh, 2002). In this case, an immediate teacher echo may turn to be a 

positive but implicit praise for that student (Urhahne, Zhu, & Wagner, 2020). One other 

employment of teacher echo is said to be accompanied by a rising intonation in order to seek 

clarification upon the semantic content of a student’s response (Lyster, 1998). Lyster (1998) 

also mentions two other roles of teacher echo: ‘to provide or seek additional information related 

to the learner’s message’ (p. 64) by teacher echoes that are usually inserted either into a 

declarative or an interrogative phrase. Along with this strategic value attributed to teacher echo, 

it is also possible to mention the existence of a negative attitude toward it, in which teacher 

echo is seen to be resulting particularly from a teacher’s lack of experience (Bittner, 2006 cited 

in Urhahne, Zhu, & Wagner, 2020, p. 337). Since the teacher observed in our study is a 13-year 

experienced teacher and the researcher of this study has not observed any tokens of that kind of 

incompetence in her employment of teacher echo, there is no evidence to build on this criticism. 

The existing literature discussing teacher echo seems to be quite limited because the discussions 

mostly revolve around roles assigned to teacher’s verbatim repetition of student answers and 

cases illustrating a teacher’s echoing her own utterance are rare. Because our data set revealed 

exemplary instances where the teacher repeated her own utterance, this study will hopefully 

reveal promising evidence for the motivations underlying a teacher’s self-echoing by answering 

the following questions: 

1- What are the functions of language teacher echo that appears in the form of teacher’ self-

echo? 

2- What are the functions of language teacher echo that repeats students’ utterances? 
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 Method 

The data of this study was gathered from an intensive but optional summer course designed for 

a group of university students who proved B1 level English proficiency in in-house assessments 

and were getting prepared for an in-house proficiency exam administered by the university they 

were enrolled in. Though the course lasted for two weeks and was taught by a group of EFL 

instructors, the data used in this study comprises of a two-day class taught consecutively by the 

same instructor. The EFL instructor in this study is a 13-year experienced female teacher in the 

context of higher education and she is holding her BA from the English language teaching 

program. The data is comprised of 4 hours of recordings, each of which lasted between 30-40 

minutes. The data was recorded via a video-conferencing application that allowed all 

participants to join the classes simultaneously. As such, these were classes held via synchronous 

online teaching.  

In order to analyse the functions of teacher echo in the data set, the researcher first 

transcribed all 4 hours of video recordings.  The researcher conducted this analysis with 

inspiration from the Self Evaluation of Teacher Talk (SETT) proposed by Walsh (2006). 

Accordingly, SETT is a descriptive framework and approaches to classroom interaction with 

the assumption that what teachers say in the classroom can accomplish quite a facilitative role 

for learning to happen if teachers notice this potential of their talk. SETT is used around four 

different classroom modes which are managerial mode, materials mode, skills and systems 

mode and classroom context mode (Walsh, 2006). Though there is not a fixed order, managerial 

mode generally appears at the beginning of the class and the teacher directs learners to the 

learning mode (Walsh, 2006, p. 68). In materials mode, the teacher leads learners’ attention to 

the teaching material to be used (Walsh, 2006, p. 70). Skills and systems mode covers the 

instances where language practise is done while classroom mode creates instances for students 

reflection on what has been done through the class (Walsh, 2006, p. 73-79). By relying on this 

framework, the researcher decided on teacher echo as the move to be analysed. In order to 

pinpoint the cases of teacher echoing, a working definition was developed by relying on the 

related literature. Then the transcriptions were revisited for the identification of teacher echoing 

and the function(s) each echoing case fulfilled.  Regarding the definition of teacher echo, based 

on the studies of Urhahne, Zhu and Wagner (2020) and Walsh (2006), a working definition of 

teacher echo has been arrived: 
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 a) A teacher utterance that is comprised of the teacher’s exact or slightly changed 

repetition of a learner’s previous utterance 

b) A teacher utterance that is comprised of the teacher’s exact or slightly changed 

repetition of his/her previous utterance 

The aim of this study is to identify functions of the teacher echo detected in the data set and 

the findings are thought to offer valuable insights into the nature of EFL teaching done through 

synchronous online platforms as the data set is comprised of recordings made in an EFL setting 

where all the classes were held via an application allowing synchronous online teaching. In 

order to ensure reliability of the functions identified by the researcher, the researcher invited a 

second-rater to analyse the functions of teacher echo detected in the data set. Since there were 

many instances, the second-rater randomly analysed one scene from categories predetermined 

by the researcher. Both raters agreed on the functions associated with the cases of teacher echo. 

 

Findings 

The analysis of teacher echoing in this study was conducted on two perspectives: one was on 

the cases in which the teacher echoed herself while the other cases consisted of the ones in 

which the teacher repeated the student’s utterances. In both perspectives, the teacher echo was 

identified by following utterances repeated a second time consecutively. The first subsection 

below involves only cases where the teacher repeated herself. It is important to clarify that the 

functions discussed in the following sections were not listed according to frequency criterion. 

The criterion for structuring the findings was identification of a different function of teacher 

echoing cases. As she got through the data set from the first class hour to the last one, she 

categorized the teacher echoing cases according to their functions and the following functions 

were all identified in this data set. 

Teacher’s Self-Echoing  

As can be seen in the tables below, the cases of teacher echo were presented not only with 

transcription but also with brief descriptions about the moves and the classroom modes 

identified. It is essential to state that the design and illustration of tables in which extracts were 

supported by explanations into the mode and move were adopted from the way the data was 

presented in the study of Chin (2006) who investigated teacher questioning types and feedback 

in a science class. 
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 Table 1 

Compensation Function of the Teacher’s Echo 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Teacher Ok, are all the bookstores same 

for you? Or do you prefer some of 

them more than the others? (the 

question gets less and less audible 

toward the end of the teacher’s 

talk) 

 

I Question  Classroom-

Context 

Mode 

Student Sorry? 

 

R Request   

Teacher Do you think all the bookstores 

are the same for you? Or do you 

prefer some of them more than the 

others? 

I Question To compensate 

for technical 

problems 

 

 

As can be seen in Table 1, the first echoing of the teacher’s self in the data set was done upon 

the request of a student. Accordingly, in the video, the teacher was seen to be preparing students 

for the new unit of the course book. Before starting the new unit, the teacher asked a referential 

question that aimed to lead the students into the activity. The question was seen to be taking 

place in meaning and fluency context as it aimed to elicit students’ feelings and thoughts about 

the unit’s theme. However, the teacher’s first attempt was undermined by a technical problem 

resulting from the poor internet connection that made the teacher’s sound less audible and one 

learner indicates the need for the teacher’s repetition by saying ‘Sorry?’. As in the very next 

move the teacher repeated her previous question by using the same vocabulary, though with a 

slight change in the sentence structure, this was interpreted as a case illustrating the teacher-

echoing done for compensating a technical problem. One other use of teacher echoing was 

observed again in Managerial Mode where the teacher echoed her previous utterances with 

slight changes in order to encourage students to answer the question that she had already asked, 

a way of seeking more participation from learners. 

 

 



 

 

362 
 

EJERCongress 2022 Conference Proceedings 

 

 Table 2 

Encouragement Function of the Teacher’s Echo 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Teacher Ok. What things do people 

generally lie about? (5 

seconds of silence) 

I Question  Managerial 

Mode 

Teacher Yes, What things do people 

generally lie about? Why 

do people lie? About what? 

I Question Encouraging 

student 

participation 

 

Teacher Any ideas? If it is not a 

good thing, why do people 

lie? What do they lie 

about? 

I Question   

Student 

1 

Some.. R Reply   

Student 

2 

sometimes R Reply   

Teacher Ok, Al…, is that you? I Question   

 

In Table 2, the teacher was seen to echo herself for the sake of seeking some reply from the 

students. The scene took place in the Managerial Mode where she was setting the stage for the 

next exercise, which was a reading activity. In her first move, she did not take any response 

from the students and her second move, which came after a five-second silence, appeared to be 

her self-echoing which was again followed by another move of self-echoing. This last move 

was comprised of some small changes in the sentence structure. The teacher changed the 

question word ‘what’ into ‘why’ and she shortened the question by removing the adverb 

‘generally’ and the preposition ‘about’. In the next moves, what was seen was the occurrence 

of slightly different structural forms of this very first echoing until she got a response from the 

students. As such, the explicit function of teacher echoing here was to seek participation from 

the students.  Additionally, the slight changes identified in the sentence structure were 

apparently moves aiming to make the meaning clear for the learners. The third occurrence of 

the teacher’s self-echoing was observed in the following excerpt. Here the teacher is seen to 

echo herself verbatim for the purpose of reshaping her instruction flow. 
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 Table 3 

Instruction Improvement Function of the Teacher’s Echo 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Teacher Thank you very much. Now, we have two 

sentences here. Exercise 3, and third 

question. We have two sentences here. 

First one is there are two main dangers 

and disadvantages to buying things on 

the Internet. And second one, on the 

other hand, shopping for certain things 

on the Internet has several points in its 

favour. What is the purpose of these two 

sentences? Why did the writer write these 

sentences? 

I Question To improve 

the clarity of 

the task-

instruction 

Material 

Mode 

 

In Table 3, it is seen that the teacher started giving the task-instruction first by focusing on a 

detail about a task they had already commenced. Then, the teacher is seen to repeat the phrase 

‘we have two sentences here’ to add details about the sentences. One final observation made 

into the teacher’s self-echoing is that fillers such as right might have different functions in the 

teacher’s idiolect even though these very same items are repeated once after another. The 

following excerpt shows how teachers used the very same word, which is ‘right’, with two 

different functions. 

 

Table 4 

Multiple Functioning of Fillers in the Teacher’s Echo 

Speaker Utterance Move Type of 

utterance 

Function 

of echoing 

Mode(s) 

identified 

Teacher You have some time 

to read the 

questions, right? 

Right↓.  

 

I Explanation + 

Question 

Filler Material 

Mode 
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 Students (more than 

one talking 

simultaneously) 

yes, yes R    

 

In Table 4, it is seen that the first time the teacher used the word ‘right’, she used an intonation 

pattern suggesting that it was checking confirmation from the students. It functioned as a kind 

of a confirmation check question. After she gave a task-instruction, she employed the first 

‘right’ with a questioning tone. The very next ‘right’ word, on the other hand, was apparently a 

filler that the teacher used to signal that she ended her utterance at hand, which was clearly 

indicated by the falling intonation accompanied by the word. 

Teacher Echoing Students’ Utterances 

When the teacher echoed what a student said, several recurring functions were noticed in the 

data set. Among them, the most frequent was the teacher echo that was done for confirming 

students’ answers while also amplifying them for other learners as exemplified in the following 

table.  

 

Table 5 

Confirmation Function of the Teacher’s Echo 

Speaker Utterance Move Type of 

utterance 

Function of echoing Mode(s) 

identified 

Teacher Could you find three 

methods? 

 Ok, the first one? In the 

first paragraph, is there a 

method in the first 

paragraph? 

I Question   

Student 

3 

 

Getting people slow 

down. 

R Reply   

Teacher Yeah, getting people slow 

down. Hı hı. What else? 

F & I Confirmation + 

Question 

To amplify the 

student answer & to 

confirm the student 

answer 

Material 

Mode 
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 In Table 5, the most dominant function of teacher echoing, which is confirming and amplifying 

the student answer, is displayed. The exchange between a student and the teacher is seen to be 

taking place in the Material Mode. The interaction pattern under the scrutiny perfectly fits into 

Initiation- Response- Feedback (IRF) sequence. The teacher attracted the students’ attention to 

the reading text that they had just read. The scene in Table 5 describes the phase where the 

teacher asked reading-comprehension questions and the students were required to show their 

understanding by answering the questions. In Table 5, one student answered the teacher’s 

question correctly and as the feedback, the teacher repeated and confirmed the student’s answer 

verbatim without explicitly using any confirmation phrase. As such, this case is accepted to be 

a sample in which the teacher’s echoing of a student utterance aims both to confirm and amplify 

a correct answer by students. Additionally, when the teacher echoed to confirm and amplify a 

student’s utterance, it was sometimes seen to have a dual function: firstly, to confirm the 

student’s answer and then to deploy it as a herald for the teacher’s extension of what the student 

had just said as in the following excerpt: 

Student 2: I think hocam, a friendly welcome. 

Teacher: (approves) hı hı. Yeah, very good, a friendly welcome (2 seconds of silence). So 

that they do not steal from the supermarkets. Yes, what else? They make promotion at the 

entrance of the markets, right?  

The instructor repeated the student’s utterance verbatim, that is ‘, a friendly welcome’ and after 

having waited for two seconds, she offered a further explanation, that is ‘so that they do not 

steal from the supermarkets’ which worked as the extension of the learner utterance. In this 

case, teacher echo both confirmed the student’s utterance and set the scene for the teacher 

extension on the student’s contribution. One other use of the teacher’s echoing of students’ 

utterances is seen to be the teacher’s response to the students’ inquiry. This can be taken as a 

kind of approval movement that is slightly different from the confirmation function. The 

confirmation function was detected in the F move of the I-R-F sequence where the ‘I’ move 

was launched by the teacher. On the other hand, the approving response function was detected 

to happen in the ‘I’ move of an I-R sequence where the ‘I’ move was launched by students and 

‘R’ move was done by the teacher, as can be seen in Table 6. 
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 Table 6 

Positive Response Function of the Teacher Echo 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Student 4  

 

Sorry! In book? (she is 

showing a different book 

to teacher on the screen) 

I Question   

Teacher  It's not our book. No, 

not it's not. Yeah.  

R Reply   

Student 4  

 

IELTS book? I Question   

Teacher  IELTS book, yeah. We 

sent it to the Google 

classroom. 

R Reply Responding to 

the student’s 

inquiry  

Classroom 

Setting Mode 

Student 4  

 

Yes, I have it, yes. I have 

it sorry. 

F Confirmation   

 

The case illustrated in Table 6 was experienced in the very first minutes of the lesson. In this 

scene, a student seemed to be confused about which book to follow and she consulted the 

instructor. She found out that she was looking at the wrong book and she used a short phrase, 

which is ‘IELTS book?’ with an intonation of questioning. Upon this question, the teacher 

repeated verbatim what the student said. Here, this echoing done by the teacher was explicitly 

a response to the student’s inquiry. It can be also counted another form of confirmation done 

for student’s answer, though this time teacher-echo did not confirm a student’s response to a 

question but a student’s correct understanding a case. One other use of the teacher echo is seen 

to be its employment in order to point at students’ errors. The specific feature of this echoing 

style was seen to be that it was accompanied by a response token ‘hımm’.  
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 Table 7 

Error Indicating Function of the Teacher Echo 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Teacher  

 

Okay, second Picture. 

Did you say he is happy? 

I Question  Material 

Mode 

Student 1  

 

no R Reply   

Student 2  No, he is angry, teacher. R Reply   

Teacher  

 

Angry. Hımmm.  F Repetition Indicating 

student error 

 

Student 3  

 

Angry and thoughtful and 

bored. 

R Reply   

Teacher  

 

Bored, yes he is. How 

about the third picture? 

F Confirmation   

 

In the excerpt shown in Table 7, the teacher asked a question and two different students 

answered consecutively. The teacher responded to the second student’s reply by echoing the 

key word from the student’s utterance. In the next turn, another student attempted to improve 

the answer by adding another adjective. And the next teacher utterance was seen to be an 

example of the previously illustrated ‘confirmation’ function. She again echoed a key word 

from the third student’s answer to confirm and amplify that answer. The final function of the 

teacher’s echoing of students’ answers was observed in relation to Yes/No questions for which 

students gave only the answer of a Yes or No. For this kind of situations, the teacher’s echoing 

of the word Yes or No was a clear indication of her expectation for longer utterances from the 

students as in the following situation. This attempt can be counted also as a way of seeking 

clarification from the student. 
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 Table 8 

Signalling the Expectation for Longer Student Contribution 

Speaker Utterance Move Type of 

utterance 

Function of 

echoing 

Mode(s) 

identified 

Teacher 

 

Argumentative. So can you say 

‘the woman is being 

argumentative’? 

I Question   

Student 4 

 

yes R Short answer   

Teacher   

 

Yes? Okay. So what sort of 

conversation do you think they 

are having? What sort of 

conversation? A happy 

conversation? 

F & I Repetition + 

Questioning 

Signalling 

dissatisfaction 

Material 

Mode 

Student 4  

 

no  R Short answer   

Teacher  

 

No? What sort of, what kind of 

conversation do you think 

they're having? You can choose 

one of these words, 

argumentative conversation or 

an irritating conversation? 

F & I Repetition + 

Questioning 

Signalling 

dissatisfaction 

Material 

Mode 

 

As illustrated in Table 8, in the first move, the teacher directed a Yes/No question and a student 

answer with only one word, which is ‘Yes’. In the feedback move, the teacher echoed the word 

‘Yes’. Her second initiation also got only a one-word answer, which was ‘No’. Similar to the 

previous turn, she again echoed the word ‘No’ that was immediately followed by another wh-

question. As such, teacher echoes of the words ‘Yes’ or ‘No’ were clear indications of a 

combined response-initiation moves. 

 

Discussion 

Our study confirms that in EFL classroom, repetition appears to be a pedagogic means in the 

structure of teacher echo where the teacher repeats her/his utterance or a student’s utterance 

with context-oriented functions.  The first group of teacher echo described in this study 
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 comprised of the cases where the teacher repeated herself. The first function identified in this 

category was a completely technology-bound one because the teacher was seen to repeat her 

question in order to compensate for the low sound quality in the videoconferencing tool. Similar 

to our study, experiencing a sound problem occasionally has been also reported by the 

participants in Archibald et al. (2019) whose research suggested that this problem with audio 

can be prevented by adjusting the audio settings of the equipment used by participants as long 

as it is not so serious to interfere with the flow of communication.  The second use of the 

teacher’s self-echoing was for encouraging student participation by allocating more time for 

students to think when they displayed no willingness to participate in the class. This finding is 

confirmatory of using teacher echo as a tool to allocate more thinking time for students as 

reported by Li (2011) who also described a very similar classroom case where an EFL teacher 

repeated a referential question to create thinking space for the learners to share their attitudes 

during a general class discussion. One common diagnosis that has been made in relation to the 

samples of the teacher’s self-echoing in this study, regardless of what function it is fulfilling, is 

that teacher echoing does not necessarily happen through the exactly same words. Both in the 

sentence structure and vocabulary choice, there can be slight changes, which typically appear 

as a form of reformulation, a category of scaffolding (Walsh, 2006). Though Walsh took 

reformulation that is done on the student utterance as scaffolding, it can be easily suggested that 

a teacher’s reformulation of her very own utterance fulfils the function of scaffolding as this 

form of the teacher aims to improve learners’ understanding of what the teacher says.  So, the 

definition of teacher echo may be revised.  This study suggests that a teacher’s self-echo refers 

to cases where a teacher produces a verbatim repetition of her/his previous utterance or comes 

up with a reformulated utterance of self for scaffolding learning process. Thus, the findings of 

this study suggest that the scope of scaffolding should be widened to include teacher echo as 

well. 

The second category of teacher echoing was comprised of samples where the teacher 

repeated a student’s utterance. This is a phenomenon that research on teacher echo has mainly 

investigated (Ekinci, 2020; Lyster, 1998; Urhahne et al., 2020). The first two functions of 

teacher echo in this category was the confirmation and error-indication functions that has been 

reportedly mentioned in the literature (Li, 2011; Urhahne et al., 2020; Walsh, 2002).  Regarding 

the confirmation function, teachers’ repeating student utterances for confirmation and 

amplification can be especially frequent in the online class as the teacher may feel that this kind 
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 of amplification is needed by students who may have technic problems and also students’ sound 

quality is not equally good for everybody and the answer should be made audible for all 

students’ reach. Another use of teacher echo was for signalling that the teacher was expecting 

a longer utterance when a student’s answer was comprised of only either of the words ‘yes & 

no’. Though this finding is partly similar to a finding reported by Lyster (1998) who says that 

teacher echo may be a form of seeking more information from learner, our finding is different 

in that the teacher’s echo functions as a call for longer response and shows the teacher’s 

dissatisfaction with a student’s one word short answer. One observation made via this study 

points at the pervasive occurrence of teacher echo in different classroom contexts. Though it 

was associated mainly with ‘skills and systems mode’ in Walsh’s description of four-main 

classroom contexts (2003), our study points at a more prevalent employment of teacher echo 

by diffusing into other contexts as well, particularly into Material Mode and Managerial mode 

depending on the function it fulfils.  
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Abstract 

The integration of Syrian children into the Turkish national educational system has been an important issue in the 

field of Turkish educational policy since 2011 when the Syrian crisis caused millions of people to seek asylum in 

Turkey. After Temporary Education Centers (TECs) in refugee camps were phased out due to the changing 

inclusive education policies, Promoting Integration of Syrian Children into the Turkish Education System project 

(PIKTES) was introduced by the Ministry of National Education (MoNE) in 2016 in 26 cities across the country 

mainly to alleviate the linguistic challenges of Syrian refugees and facilitate their social integration into the society. 

The present qualitative type of study aims to describe and analyze the inclusive education practices for Syrian 

students at primary state schools. Data collected from five experienced Turkish teachers of integration classrooms 

via semi-structured interviews. The reflexive thematic analysis revealed three main themes as systemic 

shortcomings, Syrian families’ indifference, and insufficient professional support for the teachers. The themes 

present the challenges of inclusive education in Turkey from the initial stages in TECs to the recent practices 

within the scope of the PIKTES project. Findings shed light on how to redesign inclusive education for refugees 

in the Turkish context. 

Keywords: Refugee education, Integration, Educational policy, National project 

  

Introduction 

Because of the political repressions, and a decade long civil war in the Syrian Arab Republic, 

around six million Syrians have been forced to migrate since 2011 and Turkey has received the 

most Syrian refugees (3.7 million) (World Migration Report, 2022). Around 1.7 million of these 

refugees are children in the compulsory schooling age (between 5-17). This remarkable high 

number of children among the refugee population has rendered the issue of education the 

biggest problem of the refugee crisis. Rather than removing these "children at risk" from the 

mainstream system, education systems now need to make sure that schools are welcoming and 

engaging environments for all kids. According to Stubbs (2008), "inclusive education" refers 

mailto:celikkeskintugba@gmail.com
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 to a broad range of tactics, initiatives, and procedures intended to realize everyone's right to a 

high-quality education. It aims to make it possible for communities, systems, and structures 

across all contexts and cultures to fight discrimination, celebrate diversity, encourage 

participation, and remove obstacles to learning and engagement for everyone. 

When Syrians initially arrived in Turkey, they were considered guests under "temporary 

protection", and the inclusive education policies started with the establishment of Temporary 

Education Centers (TECs) in refugee camps. Their goal was to lessen the difficulties Syrian 

children would experience upon returning home by providing the country’s customized national 

curriculum for all subject areas like Science and Math by Syrian teachers in Arabic. Turkish 

was just a subject matter among other lessons. The education in TECs was conducted in 

isolation and teachers had difficulty managing challenging classrooms with severely 

traumatized students in the absence of adequate administrative support, effective planning of 

curriculum, and teaching materials (Gümüş et al., 2020). Despite these drawbacks, these 

facilities served as crucial transitional hubs for Syrian children.  

However, with the prolonged nature of the Syrian conflict, TECs were gradually phased 

out and the Promoting Integration of Syrian Children into the Turkish Education System 

(PIKTES) project began in 2016. This harmonization project by the Ministry of National 

Education (MoNE) sponsored by the EU, was put into practice in 26 cities throughout Turkey's 

public schools. By providing the refugees with free admission to schools, the Turkish 

government aimed to ensure Syrian children's long-term inclusion in the educational system 

and help them successfully integrate into the Turkish community and obtain better chances for 

their future careers. For the project, MoNE has employed Turkish language teachers (N=5.700) 

and psychological counselors (N=491) to provide language training, psychological counseling 

and guidance for students, in-service training for teachers and school managers, social 

integration activities, and Turkish for Syrian parents (PIKTES, 2021). Primary school students 

began their education at state schools with Turkish peers; as there was increasing second-

generation refugees born in Turkey and are of school age, the project's focus was mainly on the 

primary level (Erdoğan, 2020). 

In the first phase of the project Syrian students had Turkish instruction in the first grade 

in separate integration classes for two to three hours per day while the rest of the day was spent 

in regular classes with Turkish students. As of 2019, refugee children with "poor" Turkish 

abilities at the end of the second grade are sent to integration classes for a one-year training in 
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 Turkish and in academic subjects for 30 hours per week (20 hours Turkish, 2 hours math, 2 

hours science, 2 hours social sciences, 2 hours PE, 1-hour music and 1-hour arts). 

The education of Syrian refugees has been the subject of numerous studies revealing 

serious challenges for Syrian students, such as language barriers (Erçetin & Kubilay, 2018; 

Gagné et al., 2018), intercultural gaps, and social discrimination (Özyurt et al., 2020; Sarmini 

et al., 2020). However, few studies so far have focused on the changing practices over the years 

and described the implementation of inclusive education practices within the scope of the recent 

PIKTES project implemented for 6 years (Celik et al., 2021). Thus, the present study aims to 

describe and analyze the implementation of inclusive education practices from the teachers’ 

perspectives. We believe that their viewpoints are crucial in designing inclusive education for 

refugees in Turkey. The following research question was addressed: What are teachers' opinions 

on the education of Syrian refugee students in Turkey? 

  

Method 

To be able to answer the broad research question about teachers’ views on the inclusive 

education of Syrian refugees before and during PIKTES, a multiple case study was designed 

with qualitative data collection and analysis procedures. 

 Participants 

In the study, purposive sampling was used. Five female Turkish teachers of integration 

classrooms from different primary schools in two cities with the highest number of Syrian 

refugees participated in the interviews. The participants are a homogeneous group because they 

all work at public primary schools and have experience teaching Syrian refugees since the 

establishment of TECs. All participants are currently working for PIKTES. In their integration 

classrooms, they have around 15 Syrian students. Four teachers are graduates of the Elementary 

School Teaching department and one graduated from the Turkish Language Teaching 

department. To maintain anonymity and confidentiality pseudonyms were assigned. 

Data Collection Instrument and Procedure 

Semi-structured online interviews were used to collect data. In order to learn about the 

participants' opinions on refugee education and the PIKTES project in a detailed way, questions 

were posed without an arranged order. Questions were adjusted to bring up fresh ideas in the 

flow of the communication in Turkish which is the mother tongue of both parties. Each 

interview took between 45 min and one hour. 
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  Data Analysis 

Reflexive thematic analysis was applied on the interview data. The data were coded inductively 

without trying to fit it into a prior topic, making the thematic analysis data-driven (Braun & 

Clarke, 2006). The recursive and continuing analysis occurred throughout the study. Interview 

data were first transcribed; then the researchers familiarized themselves with the data by reading 

it repeatedly. Based on the iterative patterns in the data, the themes and sub-themes were 

developed. At the end, the main themes and their sub-themes were presented along with sample 

quotes taken from the participants' translated responses. The validity of the qualitative analysis 

was achieved through triangulation of data sources and member checking via emailing the 

interview transcripts to the participants and asking them to make any necessary additions or 

edits. 

  

Results 

Participants were asked to evaluate and share their insights about the inclusive education 

process for Syrian students starting with TECs and evolving to the PIKTES project. Analyses 

reveal the challenges of inclusive education in years. There are three broad themes as systemic 

shortcomings, families’ indifference, and insufficient professional support. 

 Systemic Shortcomings 

Even though the attempts of inclusive education for Syrian refugees started with well-intentions 

to support them in their integration process and to speed up the process as much as possible, 

there were a number of challenges stemming from the systemic designs and lack of effective 

planning that the teachers had to deal with during the evolving practices from TECs to the 

PIKTES project with two implementational phases at schools. 

 Temporary Education Centers (TECs) 

The experienced teachers revealed that TECs were not serving the purpose of Syrian integration 

by providing education in separate buildings with classes of 35-40 refugee students from 

various ages and mixed backgrounds. One of the teachers mentioned her experience about 

classroom management in TECs. 

The classrooms were hard to control because they were really crowded. As Turkish 

teachers, we were all alone, so we couldn’t cope with that most of the time. The students 

were used to violence at home and schools, but we never resorted to the use of force. That 

was a great hardship for us at first until they got used to our styles. (Sinem) 
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  First Phase of the Project 

At first, PIKTES was implemented as a daily Turkish course at schools with 2 lesson hours a 

day to learn Turkish. Then, the students used to join their mainstream classrooms for the 

remaining 4 hours of other subject areas with their Turkish peers. The participant teachers 

explained that this application created a chaotic environment at schools. The students and their 

individual progress were not monitored adequately. Due to the irregularity, it was hard to 

establish rapport with the students and give appropriate feedback on their improvement. 

We used to have 4-5 students from each classroom for only 2 hours of Turkish lessons 

every day. We were usually confused about the curriculum and had difficulty keeping 

track of their attendance, learning levels, styles, etc. This implementation was so limited 

and insufficient. (Bircan) 

At first, it was like a 2-hour course for the students. They used to change classrooms to 

attend our Turkish classes while their Turkish peers are in lessons like PE or art. This 

created a huge disorder for all of us. (Sinem) 

Another repeatedly mentioned challenge of the inclusive education project in its first years is 

the inappropriate teaching materials and books. The participants explained that they had to 

create their own materials and share the photocopies with their students. No books for the 

students or guidance for the teachers were provided by the project. 

When we first started, there was nothing in the name of the book. We, ourselves, were 

handing out photocopies, and we still are. Then, some resource books started to be 

distributed in the following years, but this time the books did not meet the need. So, 

materials didn't meet expectations. They are above their levels. (Bircan) 

  

Second Phase of the Project / Integration Classrooms  

The current integration classrooms system with only 3rd-graders for extensive Turkish is 

praised to ensure regularity for teachers and students. It is easier to monitor students and build 

a good relationship with them. Even though the integration classrooms are offered to solve 

earlier problems observed in the first phase of the project, there are a number of issues that need 

improvement based on the participant teachers’ experiences. The integration classrooms are 

designed to overcome the refugee students’ linguistic difficulties besides to catch up with other 

subject matter lessons like science, math, social sciences etc. However, the teachers revealed 
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 that they cannot follow the curriculum due to the low proficiency level of the students. Their 

primary focus is on teaching how to read and write in Turkish and some basic math. 

These students cannot read and write in Turkish, that is why our first goal is to teach 

them how to read and write in Turkish and help them to speak Turkish, express 

themselves in a way. Namely, it is not sensible to emphasize lessons like science, social 

sciences for the students who struggle reading and comprehension in Turkish. The actual 

implementation is different from the project system. We tackle the realities! (Sinem) 

The integration classrooms are also criticized by the participant Turkish teachers as being 

isolated from the Turkish society. They explain that their classrooms turn into an Arabic 

speaking environment easily, and there is no chance for social interaction and cohesion with 

their Turkish peers. The integration classes for a full year have deepened social isolation of the 

Syrian students and “resembled TECs” as Syrian children could not socialize with their Turkish 

peers.   

We basically focus on teaching how to read and write in Turkish for the whole year but 

students are not so willing. They speak Arabic to each other and the class turns to a 

monolingual Arabic class. How can I teach math and social sciences? They are still 

working on letter recognition. I just hope they can at least keep the track when they go 

back to their regular classrooms. For social integration, we conduct PE classes all 

together in the garden. I observed that boys tend to play football with friends only from 

their own classrooms. They don’t talk to other students from different classes. After a 

while, my students step aside and get bored. They can’t communicate or make friends 

with students with different languages and cultures. (Zeynep) 

One of the teachers echoed the same situation with her classroom and shared her technique to 

encourage the use of Turkish in lessons. 

What is my method? I tell them that I will give presents to those students who speak less 

Arabic, more Turkish during the week. Every Monday, I choose that student and give a 

present or put his/her photo on the bulletin board. These types of reinforcement are 

generally catchy and enthusing for them. It works! (Bircan) 

Another Turkish teacher touched upon the social isolation issue, comparing the current 

application with that of the previous one: 

We used to teach Syrian students two-three hours a day in integration classes and they 

returned to their regular classrooms for the rest of the day. It was better because the 
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 support was ongoing. They felt better; social integration is about wellbeing. Now they 

feel somehow ‘pushed’ to make friends and communicate in Turkish and children do 

not like it. I can see their resistance, sometimes even hatred. (Derya) 

As for the books, the teachers stated that the project provided a set of Turkish for Foreigners 

books for the students. However, they are not applicable at that low level. The teachers 

generally use only the first book and they pick some other activities from the other two books 

according to the students’ levels and needs. 

The books are sent by the main office and I think they are not suitable for our students’ 

levels who are not even A1 in Turkish. The books are mainly for A1 A2 level learners, 

so we try to use them by simplifying the activities. I personally create activities for letter 

recognition, sentence formation, syllabication, vocabulary and functional language in 

the form of games. (Funda) 

Majority of my students have difficulty in reading and writing in Turkish, so I try 

teaching the basic literacy skills, but I do not have sufficient materials, e.g. realia, digital 

tools, story books. I feel limited. My colleagues and I mostly use 1st grade books in the 

3rd grade with supplementary materials. Since they mainly struggle with reading and 

writing, we can’t enrich the lesson with interesting activities as well, like doing drama 

or playing Kahoot. (Zeynep) 

Additionally, the participants generally think that implementation of integration classrooms at 

3rd grade is late. It should be earlier to increase its effectiveness in terms of learning Turkish. 

I personally feel that integration classrooms are being too late in 3rd grade. If we could 

teach the basic concepts in Turkish and school rules instead of teaching how to read and 

write at least at 1st grade or preschool years, would it be more effective? I honestly think 

that it would be more effective for the children. (Funda) 

One of the teachers explained that the reasons for choosing 3rd grade only for integration 

classrooms are to ensure social adaptation of the Syrian children into their mainstream 

classrooms and homeroom teachers at first and second years. 

I believe that first and second grades are actually for getting used to the class 

environment and their friends. Also, the curriculum of the third grade is like the 

continuation of the second grade, so the subjects are not very different. Just one step 

forward. That's why I think it's the third grade. (Sinem) 



 

 

379 
 

EJERCongress 2022 Conference Proceedings 

 

 Moreover, the teachers complained about the lack of standardized selection for the integration 

classrooms. The project shared assessment criteria in the form of a 50 question-survey to fill 

out for each refugee student by their teachers. However, the homeroom teachers tend to send 

all Syrian students in their classes without considering the survey items and give them 

intentional low scores. Dealing with Syrian students was a kind of additional “workload” for 

them. 

I can see that the (homeroom) teacher in my school doesn’t want Syrian students in 

class. To get rid of them for one year, she gives low scores on purpose. Actually, she 

knows the aim of the project- a rubric for student evaluation is provided and discussed 

several times. She attended meetings about the project, but she doesn’t want these 

students. There are many teachers like this. Even though we warn them, we are still 

struggling with that problem. (Zeynep) 

Some homeroom teachers are really biased. They believe that Syrian students can’t 

learn. They ignore them in class and these students face discrimination without 

sufficient care. Their teachers are willing to send them to integration classes (Derya) 

They recommended that the integration classroom teachers should also be part of the placement 

procedure of Syrian students at the end of the second grade. The homeroom teachers’ decisions 

should be discussed in a commission with other teachers of these students. 

First of all, I think we, as Turkish teachers, should take part in the placement of 

integration classrooms. Because when we leave it to their teachers, frankly, the teachers 

want to get rid of the students because they are naughty. They don’t want to deal with 

Syrians because they can’t communicate with them. Not all are like that, of course. Thus, 

I think it would be better if the Turkish teachers were active in pre-assessment. (Sinem) 

  

Syrian Families’ Attitudes 

All participating teachers repeatedly shared that Syrian parents have a considerable 

influence on the inclusive education process of their children and the effectiveness of the 

practices. The families do not support their children either in psychological or academic ways. 

The participants unveiled that some parents experience problems about social integration into 

the Turkish community even after all these years. Their “indifference” regarding societal norms 

prevented the effective integration process for the students and due to the linguistic barrier, 

there is no connection between them and the schools. The teachers try to interact with the 
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 students’ elder siblings speaking Turkish better or they need translation assistance to talk to the 

parents. 

Only a few of my students’ parents speak Turkish. We usually need a translator to 

communicate. They are not much involved. Frankly speaking, they are not like Turkish 

parents. They don’t come when we call. So, I can say that caring parents are really rare. 

(Funda) 

However, they reported that it was not only the language barrier but more importantly lack of 

willingness that made it hard to reach the desired results. 

 Parents need to put some effort, but they simply don’t. They are culturally resistant to 

learn and speak Turkish. That is incredible! In one of my parents’ meetings, I suggested 

watching some quality Turkish programs on TV all together as a family, but they said 

that they don’t have any Turkish channels at home. As far as I learned, they don’t even 

have Turkish neighbors to make friends with. They live in isolation from society and 

they are closed to inclusion. This negatively affects my students for sure. (Bircan) 

  

Inadequacy of Professional Support 

The participants revealed that in-service teacher development programs throughout the 

inclusive education processes were not sufficient and regular and there was no follow-up. They 

had a great difficulty in initial stages about how to approach these students and what to do. A 

few of the participants expressed that some training sessions were provided on how to teach 

Turkish and how to approach children experiencing trauma before the start of the PIKTES. The 

in-service online webinars continue in breaks by focusing mostly on recent topics like children 

of migration, children of pandemic, communication with students, children’s rights, qualified 

teaching etc. They basically explain the related theories and they are found partially effective 

by the participants. 

I think the seminars are good for consciousness, but they don’t help our in-class 

teaching. They explain the theoretical issues, but we need more hands-on workshops 

with real practices, case analysis, discussion on authentic examples and collaboration 

with other colleagues, and in-class implementation ideas, suggestions, etc. (Bircan) 
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 Discussion 

The current study was conducted with the intention of hearing from Turkish teachers of 

integration classrooms. Similar to international attempts and projects on inclusive education for 

refugee students in Ethiopia, Kenya, Uganda, Lebanon in collaboration with UNHCR and 

national governments, as well as German GIZ and DAFI projects at different grade levels, not 

TECs but PIKTES project in Turkey appears to achieve its objectives in terms of structural 

integration with increased enrollment to the public primary schools throughout the project. That 

means younger refugee students were able to access more education, and a warm and secure 

learning atmosphere, which corresponds to the inclusive education pivots on the ability to 

welcome the student who is unfamiliar to the teacher and society. It also had a valuable effect 

on drawing attention to the vital issues of refugee integration via national educational practices. 

However, the results depicting inclusive education programs until now, have mostly 

focused on the flaws and limitations of the practices as part of national policies and projects. 

The difficulties mentioned by the teachers are in line with previous research's conclusions 

(Esen, 2020; Özkan & Cakmak, 2021; Şahin & Şener, 2019; Topaloğlu, 2020), including 

persistent language barriers (Dryden-Peterson, 2015), academic failure (Aydin & Kaya, 2019), 

and difficulty adjusting to and participating in the curriculum (Kılıç & Gökçe, 2018). The 

results also show that integration classes in particular are implemented without adequate 

planning, lesson designs, necessary teaching materials, and they do not assist social inclusion 

by educating refugee students separately from their Turkish peers (Gümüş et al., 2020; Taşkn 

& Erdemli, 2018). Additionally, teacher-induced exclusion in mainstream classes is another 

issue to be reported. According to Derrida (2010), teachers should make sure their children have 

the opportunity to express themselves and learn about the cultures they interact with. Due to 

their linguistic difficulties and low academic performance, these students should be viewed in 

the context of their prior traumas and stress (Celik et al., 2021). In summary, in line with 

previous research, the current study shows that the integration of refugees in the national 

education system is fraught with various difficulties stemming from the aspects like language, 

acculturation, policy development, teaching practices, and teacher-family attitudes. 

Most of the teachers are not specialized in inclusion and multicultural education, so they 

lack the credentials needed to interact with Syrian students appropriately, prepare appropriate 

course material, employ teaching strategies effectively, establish positive communication, and 

ensure family participation. For effective inclusive education, teachers must have additional 
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 pedagogical skills (Keser & Düzkantar, 2019), hence they need to consider a number of 

interconnected aspects while attempting to manage the diversity in their courses with students 

from a variety of psycho-social backgrounds, such as individual traits, needs, expectations, and 

pre-learning experiences (MoNE, 2017). As the study's findings show, the teachers need more 

support with relevant, locally based in-service teacher education programs to become ‘reflective 

practitioners’, and child-centered team workers. Although the MoNE has been organizing in-

service teacher training sessions for teachers since the start of the project to guide them on 

inclusive education, they lack practice based, reflexive and hands-on experiences. The findings 

are consistent with previous research on the difficulties in integrating refugee students 

successfully due to Turkey's lack of pre- and in-service education programs (Kazu & Deniz, 

2019; Zengin & Akdemir, 2020). Regarding the familial effect on inclusive education, some 

Syrian families were also the root of barriers because of their lack of empathy and concern, 

inability to support their children academically, and linguistic difficulties when contacting the 

school for assistance. 

The sharp rise in the number of refugee students and the sudden demand for integration 

into the national education system were both wholly unanticipated issues on the agenda of the 

Turkish MoNE. Because of this unpreparedness, it may be assumed that the inclusive education 

attempts and the PIKTES project have failed to meet the predetermined goals in terms of 

relational integration to create fully inclusive learning environments to accommodate a range 

of learning levels, diverse cultural values, ethnic identities, and linguistic backgrounds so that 

all students can develop fulfilling lives (Education Reform Initiative, 2017). Additionally, the 

current integration classroom model of PIKTES could be problematic and inadequate because 

of psycho-social isolation of disadvantaged students, labeling academic failure, ineffective 

language teaching, and distorting educational outcomes. 

 

Recommendations 

The research's findings supporting earlier studies on the integration of refugees have some 

implications for the field. First of all, it would be best to rebuild integration programs with 

intensive Turkish language instruction in the first grade or, preferably, at the preschool stage in 

order to address the language-related hurdles that Syrian students face. The students may also 

receive additional academic training in later years if they need, when they overcome the 

language barrier earlier thanks to a well-designed and appropriate curriculum for teaching 



 

 

383 
 

EJERCongress 2022 Conference Proceedings 

 

 Turkish as a second language for young learners. Moreover, in-service education programs with 

reflection sessions to comprehend and immediately address teachers' problems should be 

provided for teachers and school employees to gain the professional abilities required to teach 

these vulnerable children. To help students from both Turkey and Syria, develop their 

intercultural skills via a multicultural, democratic, and bias-free worldview, teachers must be 

given pertinent instructional materials. Orientation programs and more coalescence initiatives 

for Turkish and refugee families should be created to promote effective parent integration and 

collaboration, allowing both groups to contribute to the upkeep of community-wide peace and 

learn to coexist in social harmony. Further research is required on inclusive education for 

refugees in order to get a more complete picture using additional data from stakeholders such 

as Syrian students from various cities, parents, and policy makers (project managers) besides 

the teachers. 
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