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Dear Readers, We are delighted to present the thirt  volume of the 10th issue of e- Kafkas Journal of 

Educational Research. Our goal with this issue is to provide you with a diverse selection of insightful 

and thought-provoking articles from esteemed researchers and scholars in the field of education. This 

issue contains seventeen articles, each offering a unique perspective on current educational research 

topics. Our contributors who are specialist authours have explored the complexities of education and 

presented innovative ideas and research findings that are sure to provoke discussion. 

• Yunus YILDIZ and Rasim TÖSTEN (2023) conducted a quantitative study on transportation-

related problems in mobile teaching as perceived by school administrators. The research 

involved 317 administrators from 197 schools in Siirt during the 2019-2020 academic years. 

The "Problems of Mobile Teaching Based Upon Transportation Scale" was used, revealing 

security and communication issues during transportation according to administrators' opinions. 

Variations in problems were observed based on administrators' roles, experience, and school 

locations. 

• Birgül ÇAKIR YILDIRIM, Meltem IRMAK, and Büşra TUNCAY YÜKSEL (2023) developed 

a theoretical framework named Climate Change Literate Citizenship, integrating climate change 

literacy and citizenship. Analyzing the "Environmental Education and Climate Change" 

curriculum, they found uneven distribution of objectives within the framework, emphasizing 

climate change literacy over climate citizenship. The curriculum exhibited a fragmented 

approach, focusing on functional and personal responsibility components. 

• Sevim GÜLSEVEN TANER and Fatma USLU GÜLŞEN (2023) explored the views of school 

administrators on work-private life balance. Using a phenomenological design, 50 

administrators from public high schools in Mersin were interviewed. Content analysis revealed 

five thematic findings, indicating that despite consideration, school administrators experienced 

an imbalance. 

• Mehmet ŞEN and Yavuz KAMACI (2023) emphasized the importance of students' 

epistemological beliefs in science education. The study focused on grade level and gender, using 

the Epistemological Belief Instrument. Findings showed a significant relationship between 

grade level, gender, and judgment of social truth. No significant relationship was observed 

between gender and the judgment of physical truth, and between grade level and the judgment 

of physical truth. 

• Esin DÜNDAR and Ali MERÇ (2023) assessed the impact of the hybrid system on English 

teacher education. Engaging 18 English teacher educators, the study explored post-effects on 

teacher candidates. Thematic analysis revealed insights on different learner types, effects on 

educators and candidates, survival tips, and learner types. Implications for education faculties 

were discussed.In their study by Ayça ÜLKER, Tülay İLHAN İYİ, and Aysel ESEN ÇOBAN 

(2023) explored the impact of the Socio-Emotional Learning for Professional Development 

Program on 25 early childhood pre-service teachers. The qualitative research revealed positive 

changes in the teachers' perceptions, knowledge, and skills related to professional development 

and socio-emotional learning. The program improved emotional awareness, emotion 

socialization skills, and classroom practices, highlighting the importance of such training for 

pre-service teachers. 



• Ozden SENGUL (2023) conducted a study to explore the professional identity of three male 

high school physics teachers. Using Wenger's theory of learning, the research revealed distinct 

identity characteristics: question-oriented, project-oriented, and lecture-oriented. The findings 

highlighted the link between teachers' beliefs and practices, offering valuable insights into the 

development and characteristics of physics teachers' professional identity. 

• In their 2023 quasi-experimental study, Fatmagül SARIOĞLU and Seda ALTUNBAŞ YAVUZ 

investigated the impact of digital stories on teaching proverbs and idioms to second-grade 

students. With 86 participants, the experiment group received digital story-based instruction, 

while the control group followed traditional methods. Results showed a significant 

improvement in the experiment group's Proverbs and Idioms Success Test scores, highlighting 

the effectiveness of digital stories in enhancing learning and comprehension in language 

education. 

• In their 2023 study, Eda YAPICI and Ismail MİRİCİ investigated the technological pedagogical 

content knowledge (TPACK) among Turkish EFL instructors. The research, conducted at 

various universities in Turkey, involved 155 EFL instructors. The findings revealed that 

instructors generally demonstrated a "sufficient" level of TPACK-Practical skills in classroom 

applications, with no significant impact of demographic variables on their technology 

integration skills. 

• In the study by Burcu BAĞCI ÇETİN (2023), the predictive roles of self-regulation skills and 

digital game addiction tendencies in the prosocial behavior of preschool children were 

examined. The research, involving 255 children aged 5-6, revealed a negative relationship 

between prosocial behaviors and certain dimensions of digital game addiction tendencies. 

Additionally, a positive relationship was found between prosocial behaviors and self-regulation 

skills. Regression analysis indicated that self-regulation skills and digital game addiction 

tendencies together predicted 14% of the variability in prosocial behavior among 5-6 year old 

children. The study highlights the importance of addressing self-regulation skills in 

interventions aimed at encouraging prosocial behaviors in children and emphasizes the need for 

preventive measures regarding the negative effects of digital games. 

• In their phenomenological study, Duran MAVİ, Hakan TOPALOĞLU, Oya USLU ÇETİN, and 

Gamze TUTİ (2023) explored the impact of mentoring on the self-efficacy of school principals. 

Data from eight principals in Kahramanmaraş province highlighted that mentoring significantly 

enhances principals' managerial, instructional, and ethical competencies. The findings 

contribute to the literature on professional development and self-efficacy among principals, 

offering suggestions for policymakers and researchers on formalizing and implementing 

mentoring programs. 

• In their study, Seçil İNANLI and Ayşegül METİNDOĞAN (2023)  used media diaries to 

explore the media exposure of preschool-age children. The research aimed to understand the 

relationship between children's media use duration and their prosocial/aggressive behavior. 

Results revealed an increase in aggressive behavior with more video game use, and a decrease 

in time spent on enriching activities. The study provided valuable insights into the factors 

associated with children's media habits at home. 

• In their meta-analysis study, Erdal TOPRAKCI, Aysun AKÇAY GÜNGÖR, and Akın 

GÜNGÖR (2023) explored the relationship between gender and organizational justice 

perception in educational organizations. Analyzing 86 theses with a total sample of 37,192 

participants, the study revealed a significant gender-based difference favoring men in 

organizational justice perception. The consistent findings across various moderators suggest a 

need for causally-determining studies, and educational administrators are encouraged to focus 

on improving organizational justice perceptions, particularly among women, through enhanced 

efforts. 



• Tuğba BAŞ and Ege AKGÜN (2023) conducted a mixed-method study to examine maternal 

self-efficacy, its correlations with general self-efficacy, and interactions with children. 

Involving 251 mothers quantitatively and 20 mothers qualitatively, the study found that mothers 

with girls had higher self-efficacy. Positive correlations were observed between general self-

efficacy and parenting self-efficacy. Mothers with low parenting self-efficacy focused more on 

"success," while those with high self-efficacy emphasized "sensitivity," "achievement 

orientation," and "game interaction." 

• Ayfer Sayın and Deniz Melanlıoğlu's (2023) study examined Turkish items in the High School 

Entrance System (LGS) since 2018. Analyzing 100 items from 2018 to 2022, the study observed 

a decrease in test difficulty, an overall decrease in discrimination, and variations in item lengths, 

with an average increase. The content primarily comprised informative texts, occasionally 

featuring poetry and narrative texts. 

• Elif Bengi ÜNSAL ÖZBERK and Eda ZENGİNAL conducted a study on the impact of the 

Positive Psychotherapy-Based 0-6 Age Family Education Program on parents with children 

aged 0-6. The sample included 34 parents from various Turkish provinces. The program, 

consisting of four online sessions, positively increased participants' knowledge and awareness 

levels, parental competencies, and reduced parental stress, authoritarian, and protective 

attitudes. No significant difference was observed in democratic and permissive parental 

attitudes. Data analysis involved t-tests, frequency and percentage analysis, and content 

analysis. 

We would like to express our sincere appreciation to the authors who have contributed their work to this 

issue. Additionally, we extend our gratitude to our diligent reviewers who have worked tirelessly to 

ensure the articles' quality and rigor. To our readers, we offer our deep appreciation for your unwavering 

support and interest in our journal. It is our hope that this edition proves to be informative and captivating 

for you, and we eagerly await your feedback. 

We sincerely thank our esteemed readers and researchers for their valuable interest. As we anticipate 

that the year 2024 will bring brightness to our country and humanity, we joyfully welcome the year 

2024, expressing our wishes for peace and tranquility for all. 

Assoc. Prof. Dr. Ali İbrahim Can GÖZÜM  

Editör in Cheif e-KJER 
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Abstract 

This study seeks to investigate the problems caused by transport in bussing in terms of the opinions of 

the school administrators. The study is based on a quantitative method and a descriptive survey model. 

The population of the study consists of school administrators (317) working in schools (197 schools in 

total) transporting students in different neighborhoods in Siirt in the 2019-2020 academic year. 

Population count was taken as the basis in this study instead of using sampling as a method. “The 

Transport-related Bussing Problems Scale" was applied to participants in this study. Data collected via 

Google Form applications were examined by using descriptive analysis and difference tests. According 

to results and based on the opinions of the school administrators, some lack of security (failure to fast 

seat belts and remaining standing during the journey, picking up passengers other than students, 

inadequate information about first aid, etc.) and communication problems were observed in the transport 

(an argument with on-duty teachers, failure to offer punctual service, conflict with parents, etc.). It was 

also observed that there was a considerable difference in transport-related problems in terms of 

managerial position, years of service in management, total experience in bussing, and settlement.  

Keywords: School Administrators, bussing, problems confronted by school administrators 

 

 
1 This study is a part of the thesis entitled “Examining the problems arising from transportation in bussed education 
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Introduction 

Education is the primary service that ensures the development of countries as well as a living construct. 

It differs from case to case and always needs improvement and change. This calls for different practices 

in measures taken for education by countries. Educational practices need to be evaluated in a multi-

dimensional way to meet the needs. The flexibility of the education system to developments and 

challenges is important in this regard. Despite the efforts of countries, millions of people are left out of 

the education and training system. Facts of life and geographical conditions are crucial in this context. 

Bearing in mind that education is the indicator of the welfare levels and development of countries, 

increased quality of education depends on an increased schooling rate, protection of the equality of 

opportunity among citizens, and access to schools. A great number of measures are taken to meet such 

expectations. Bussing (also known as bussed education) is among the relevant practices. 

Bussing is defined as the practice of daily transport of students to schools and institutions, known as 

transport centers, which are determined by the National Education Directorates so that they can continue 

their education (Regulation on Access to Education by Transport, 2014). In Turkey, compulsory 

education was gradually modulated to 12 years in 2012, including a four-year education for primary 

school, secondary school, and high school (Official Gazette, 2012). Although compulsory education is 

in effect, there are no schools in all settlements due to the high additional costs. The inadequacies in 

access to schools have once again demonstrated the importance of bussing. 

The geographical conditions signal the dispersed settlements and scattered population reality. The 

scattered population hinders the establishment of schools in the settlements. Thus, people living in 

dispersed settlements fail to benefit from education and training activities sufficiently. The Ministry of 

National Education is working on different solutions so that all children can benefit from education and 

training equally. One of them is the “Bussing Model” (Kavak, 1997). The transport of students, namely 

bussing, can be defined as ensuring that students, who live in a dispersed settlement with a small 

population or receive their education in inconvenient schools, are transported to the schools in the 

centers selected by the commissions set up by the Directorate of National Education 

(Küçüksüleymanoğlu, 2006). 

Bussing is aimed at reaching all students within the scope of compulsory education in Turkey. Another 

reason for bussing is the requirement to overcome the problems such as lack of teachers, schools, 

insufficient number of classes and materials, and/or inconvenient school environment. It is possible to 

list the reasons for the introduction of bussing under 6 headings (Seçer and Yanpar Yelken, 2009). 

Among these are the dissemination of education, dispersed settlements, internal migration, efforts to 

increase the quality of education, the idea of reducing costs, and equality of opportunity in education. 

The contributions of UNESCO in the international arena have allowed the Bussing System to be 

implemented in many countries including the USA, Australia, and New Zealand while the system was 

launched in Turkey in the second half of the 1989-1990 academic year. A total of five training centers, 

three in Kırıkkale and two in Kocaeli, were established. As the relevant centers were found to be 

successful, a total of 77 centers have also been put into practice in Van, Kocaeli, Eskişehir, Çankırı, 

Konya, Kırklareli, Çanakkale, Antalya, and Balıkesir provinces as of the 1990-1991 academic year 

(Büyükkaragöz and Şahin, 1995). Today, the practice is widespread and takes place wherever it is 

needed. 

Following the adoption of eight-year compulsory education, bussing was launched by the General 

Directorate of Primary Education of the Ministry of National Education to provide education for all 

students, incorporate students in dispersed and small settlements into primary education, and ensure that 

students in multi-grade classes received education and training of a higher quality (Kavak, 1997). The 

main purpose of the bussing system is to expand education throughout the country as well as to provide 

educational justice among students (Ağırkaya, 2010). 

Following the pilot schemes, A. Ekrem YANGIN, the General Director of Primary Education, made the 

following statements: Equality of opportunity was ensured with the help of bussing and the students in 

this sense had access to schools where they could receive normal education. As the multi-grade class 
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practice came to an end in the relocated places, there was also a decrease in the amount of teacher 

shortage. The enrolment rate increased, especially for female students. A qualified environment was 

provided in education with the success of students increasing after bussing. Children transported to 

schools had the opportunity to be engaged in culturally and socially advanced environments, thus 

exhibiting more positive behaviors regarding cleanliness, clothing, and health. Bussing also resulted in 

the end of the construction of schools and public houses in small settlements. No funds were allocated 

to the schools that were closed once bussing was launched (Yangın, 1991). 

It is an inevitable fact that bussing has positive aspects, though it also brings with it some challenges. 

Among these are physical inadequacy and lack of equipment in schools designated as transport centers 

(Özgün, 2007). Most of the students included in the bussing system have nutrition-related problems, 

which mainly occur during lunch. The food served for the students is insufficient while the dining area 

is deprived of suitable conditions (Özgün, 2007). Students are forced to travel standing up when 

commuting to schools as the local people also use the transport services. Most of the roads are in bad 

condition and the climatic conditions also hinder transport (Yeşilyurt et al., 2007). Headaches, stomachs, 

and some psychological disorders occur in students while traveling (Arı, 2003). Students also experience 

problems in adapting to school and the environment. Guidance teachers are not appointed to help 

students having problems (Yeşilyurt et al., 2007). Students have difficulty focusing on their first lessons 

in the morning (Arı, 2003). Bussing vehicle drivers do not have sufficient education (Recepoğlu, 2006). 

Parents report that their kids are not able to come together with their teachers, so they fail to establish 

healthy communication with their teachers (Işık & Şentürk, 2003). One of the criticisms leveled at the 

bussing system is that the stakeholders were not consulted sufficiently before the practice was launched. 

School administrators report that the opinions of teachers and parents were not taken into account before 

the implementation of bussing (Işık & Maya, 2003). While the company officials participating in 

transport tenders, especially in rural areas, participate in the tenders with vehicles with a high number 

of vehicle seats, they are observed to carry out transport with vehicles with a low number of seats after 

the tender (Ülker, 2009). Such challenges pose an obstacle to the healthy and regular functioning of 

bussing. Bussing will be more functional and healthier and provide maximum benefit if such challenges 

are revealed and analyzed and realistic solutions are found (Recepoğlu, 2009).  

Launched to ensure that all individuals benefit from education and training activities with equal 

opportunities, bussing also brought with it several problems (Altunsaray, 1996; Bilek and Kale, 2012; 

Cinoğlu, Demir and Öztürk, 2014; Kaya and Aksu, 2009). ; Kayhan, 2014; Kefeli, 2005; Küçükoğlu 

and Küçükoğlu, 2006; Yalçın, 2006; Yeşilyurt, Orak, Tozlu, Uçakand Sezer, 2007; Yurdabakan and 

Tektaş, 2012). Studies in Turkey demonstrate that these problems are generally based on teacher-parent 

or teacher-student communication, health problems, transport, nutrition, course situations, and problems 

experienced by students in terms of adaptation (Arı, 2000; Küçüksüleymanoğlu, 2006). 

Bussing has some aspects that are different from normal education. These aspects can be listed as 

transport drivers, service, dining halls, diets, and school layout. Schools, where students are transported, 

have some positive and negative aspects for transported students and other students. To successfully 

implement bussing, it is necessary to comprehensively determine and examine the negativities that may 

arise. Thus, the problems experienced in bussing could be solved (Bilek and Kale, 2012). 

In the 2019-2020 academic year, while 754555 students in 42210 schools benefited from 12095 

relocated schools and relocated unschooled settlements in primary schools across Turkey, 9454 students 

in 142 schools benefited from 368 relocated schools and relocated unschooled settlements in primary 

schools in Siirt. While 397965 students benefited from 5103 secondary schools throughout Turkey, 3206 

students benefited from 37 secondary schools in Siirt. While 99810 students benefited from 7553 

schools providing education within the scope of special education practice throughout Turkey, 262 

students benefited from transport services to five special education schools in Siirt (Meb, 2019). 

The fact that millions of students are educated and trained as part of the system makes it important to 

investigate transport-related problems in bussing and bring these problems to light, taking into account 

the opinions of school administrators who are the main actors of the system in the capacity of 

administrators and supervisors. The national literature (Karakütük, 1996; Büyükboyacı, 1998; Bulut, 

2003; Kabaş, 2006; Özgün, 2007; Kolcu, 2011 and Uslu, 2017) reveals some studies on bussing with 
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samples selected from mostly students and parents. It is observed that while dealing with the problems 

of the transport system, transport-related problems are not included in detail. The significance of the 

present study increases as it is aimed at offering solutions for related problems. In addition, the CFA 

(Confirmatory Factor Analysis) was not performed since all participants in the population were reached 

during the scale development stage, which was considered as the limitation of the study. 

The research objective  

This study was designed to shed light on the level of transport-related problems in bussing and whether 

the level of these problems differs statistically in terms of some variables based on the perceptions of 

school administrators. To achieve the main goal of the research, the sub-problems determined by taking 

into account the opinions of school administrators are listed as follows. 

Based on the opinions of the school administrators, 

1- What is the level of transport-related problems in bussing? 

2- Is there a significant difference in the opinions of school administrators in terms of their 

managerial position, their years of service in management, their total experience in transported 

schools, the level of the school, the number of busses used for transport to the school, and the 

settlement of the school? 

Method  

Research Model  

This study was designed with a survey model, which is one of the quantitative research methods. A 

survey model is a form of research aimed at determining the current status and characteristics of past or 

present practices. The event, object, or individual that is been the subject of the research is explained in 

its own terms. No additions, deletions, or changes are made to its characteristics. What the researcher 

wants to obtain is there and included in it. The research solely should observe and determine what is 

desired to be achieved (Karasar, 2009). 

Population  

The population consists of school administrators working in 197 education institutions included in the 

bussing system in Siirt in the 2019-2020 academic year. Since the entire population was accessible, a 

separate sample group was not formed and the relevant population was accepted as the population count. 

The objective is to obtain information about the population. There is no need to create a sampling when 

all the units in the population can be reached. Reaching all units in the population and collecting 

information is called the population count (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz, and 

Demirel, 2018). Information about the population of the research is given in Table 1. 

 

Table 1. 

Number of Schools included in the Bussing System in Siirt  
Primary Schools Secondary Schools Total  

142              37 179 

Personal information about the school administrators participating in the research is given in Table 2. 
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Table 2.   
Personal information about the school administrators participating in the research  

Variable Category N % 

Managerial Position 
School Administrator 157 49.5 

Deputy Principal 160 50.5 

Years of service 

1-3 years 163 51.4 

4-6 years 73 23 

7 years and over 81 25.6 

Total Experience in the bussing system 

1-3 years 140 44.2 

4-6 years 102 32.2 

7 years and over 75 23.7 

Level of the school 
Primary school 201 63.4 

Secondary school 116 36.6 

Number of vehicles  

1-5  149 47 

6-10  65 20.5 

11 and over 103 32.5 

Settlement  

Village  159 50.2 

District 102 32.2 

City Centre  56 17.7 

Total  317 100 

Information related to the managerial position highlights that 157 (49.5%) are school administrators 

while 160 (50.5%) are deputy principals. 163 (51.4%) have an experience of one to three years in 

management with 73 (23%) having an experience of four and six years and 81 (25.6%) having an 

experience of seven years or more. Considering experience in bussing, 140 (44.2%) have an experience 

of one to three years, 102 (32.2%) an experience of four to six years, and 75 (23.7%) an experience of 

seven years and more. The level of the school is primary school for 201 (63.4%) and secondary school 

for 116 (36.6%). Considering the number of transport vehicles, 149 are offered (47%) with one to five 

transport services, 65 (20.5%) with six to ten transport services, and 103 (32.5%) with 11 or more 

transport services. Finally, and based on settlements, 159 (50.2%) work in villages, 102 (32.2%) work 

in district centres, and 56 (17.7%) work in city centres.   

Data Collection Tool 

The "Transport-Related Bussing Problems Scale" developed by the researcher was applied as a data 

collection tool. The measurement tool consists of two parts. The first part contains questions to 

determine the personal information of school administrators while the second part contains a total of 20 

items related to transport-related problems in bussing. Items 3, 11, 13, and 19 of the scale were coded 

as reversed items. The level of participation in the judgments in the measurement tool was graded from 

1 to 5. Accordingly, 1 represents “I strongly disagree” and 5 represents “I totally agree”. 

While preparing the scale, an item pool was created by taking into account the previous studies on 

bussing. While creating the item pool, school administrators working in institutions where bussing is 

available were interviewed. Graduate theses on the issue were reviewed. The item pool was enriched 

through the scrutiny of documents related to transport, drivers, and bussing including news, reports, 

research, etc. Then the problem sources of the measurement tool were categorized in the form of 

themes/dimensions. Relevant items were collected and studied under the categories. The first draft of 

the measurement tool included 33 items. Expert opinion was obtained from two faculty members in the 

field of educational sciences. In this context, five items were revised and the questions in the 

measurement tool were reduced to 31 items. The assessment tool was examined by a language expert 

along with their opinions. Once the expert opinions were completed, the scale was applied to 10 school 

administrators, and the final form of the measurement tool was made ready for application without 

negativity. 

Six questions were added to the personal information form to identify the participants in the 

measurement tool. These questions are comprised of variables including managerial position, years of 

service in the management, the level of the school, the number of vehicles, the settlement, and the 

experience of the administrators in bussing. 
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While developing the measurement tool, 6 sub-dimensions were planned for the item pool stage. These 

are security, student, finance, management, comfort, and communication problems. For example, there 

were items such as "transport drivers have knowledge about first aid responses in case of possible 

accidents" in safety-related problems or "transport drivers pay attention to the cleanliness of vehicles" 

in comfort-related problems. However, the exploratory factor analysis revealed a single factor structure 

and thus, the dimensions were excluded. The necessary information is presented in Table 3. 

To ensure the validity of the measurement tool, expert opinions, which were deemed sufficient, were 

taken for form validity and content validity. However, an exploratory factor analysis was performed to 

test the construct validity. In this case, Kaiser Mayer Olkin (KMO) values and Bartlett’s Sphericity tests 

were taken as the basis to provide the necessary conditions for factor analysis. The KMO value was .95 

and the Barlett Sphericity value was significant (p<.01). The number of samples (317 participants) 

included in the study was considered sufficient. 

There is an ongoing debate on the number of participants to make sense of the statistical analyzes of the 

data obtained as a result of the practice and to clarify the factor loads. The opinions that emerged as a 

result of the debates are evaluated in three categories. These are item/observation number ratios, absolute 

observation numbers, and expected factor/observation number ratios (Yurdugül, 2005). Absolute 

observation widths of 300 participants in factor formations are considered “good” (Comfrey and Lee 

1992). It is sufficient for the observation number ratios to be 10 times the number of items (Osborne and 

Costello, 2004). Therefore, there was no inconvenience in the factor analysis. 

To test the construct validity of the scale, items below .30 were removed from the measurement tool 

after checking the item-total correlation. Then the factors were checked. It was observed that six 

dimensions emerged when the factors were first released, but it was difficult to justify the dimensions 

with the information from the literature. When the structure was re-evaluated based on the single-factor 

structure, it was seen that the explained variance exceeded 50%. As a result, items with factor loadings 

below .30 were also excluded from the process and a single factor structure was found to be valid. The 

final version of the measurement tool was accepted as a 20-item and single-factor scale. Detailed 

information about the validity of the scale is given in Table 3. 

Table 3.  
Exploratory Factor Analysis and Item Total Correlation Results for the Validity and Reliability of the Scale  

Item 

Number 

Item Total 

Correlation 

Loading 

Value 
Items  

1  .676 .561 
Transport drivers have knowledge about first aid responses in 

possible accidents.  

2 .632 .583 
Transport drivers make sure that children wear seat belts during 

transport.  

3 .393 .327 
Transport drivers pick up passengers other than students on transport 

vehicles.  

4 .663 .563 Transport drivers have the maturity to transport children.  

6 .505 .368 Parking spaces for transport vehicles are convenient. 

6 .694 .621 The safety measures of the transport vehicles are sufficient. 

7 .739 .662 Transport drivers are kind to students.  

8 .573 .447 Transport drivers are sensitive to the timetable.  

9 .707 .624 Transport drivers consider the developmental stages of students.  

10 .712 .645 Transport drivers are aware of the service they provide.  

11 .366 .311 
Persons other than the drivers determined by the national education 

also use the transport vehicle.  

12 .539 .419 The control of the transport drivers works well.  

13 .323 .300 During the journey, students transported remain standing.  

14 .671 .578 
Transport drivers pay attention to the cleanliness of transport 

vehicles. 

15 .752 .677 Transport drivers take into account seasonal conditions in the vehicle.  

 

 



Yıldız and Tösten 

 

378 

 

Table 3 continuing 

16 .663 .554 Transport vehicles have sufficient comfort for bussing  

17 .726 .640 Transport drivers use proper language around students. 

18 .565 ,354 School administrators appreciate transport drivers in their work. 

19 .395 ,303 Transport drivers have problems with on-duty teachers. 

20 .679 ,604 Transport drivers communicate well with parents. 

Explained variance= 50,377                            KMO= ,948                  

Total Cronbach-Alpha = ,944                         Barlett Sphericity Test = p=.00 p<.01) 

Table 3 reveals that the load values of the factors of the items range between .30 and .67. The item-total 

correlations of the items range between .32 and .75. The Cronbach Alpha internal consistency coefficient 

calculated from the scores obtained from the scale items is .94. A reliability coefficient ratio of 60 and 

above in measurement tools is an indication that the relevant scale is a reliable measurement tool (Can, 

2017). The values indicate that the “Transport-Related Bussing Problems Scale” is reliable and valid. 

Data Collection  

Before the data collection process for the study, an application was made to the Social Sciences Institute 

of Siirt University to obtain the necessary approvals. Ethics Committee Decision was taken by Siirt 

University with the session date of 04.05.2020 and the session number of 33. Once the approval dated 

26.02.2020 and numbered 4168599 was obtained from the Siirt Provincial Directorate of National 

Education through the Institute, the schools offering to buss were visited one by one to give the 

administrators brief information about the research. Then, data collection began by directly reaching the 

participants through face-to-face interviews voluntarily. However, following the breakout of the first 

Covid-19 case in Turkey on 11.03.2020, schools were suspended as of 16.03.2020. After 23.03.2020, 

schools started to continue education via distance education. As a result of the pandemic rules in Turkey, 

the data collection process, which would have been initially conducted through face-to-face interviews, 

was abandoned. Instead, the "Transport-Related Bussing Problems Scale", which had been prepared 

before through the "Google Form" application, was created and made ready. As a first step, the 

measurement tool, created via Google Form, was delivered to the school administrators with the help of 

the branch managers responsible for the transport in the Provincial and District National Education 

Directorates. In the second stage, the contact numbers of the school administrators of the institutions 

offering to buss were obtained from the branch managers responsible for the transport, and the school 

administrators were contacted by phone and given preliminary information about the scale. Finally, the 

online link was shared and the data were collected. 

Data Analysis  

Among the independent variables of the study are the managerial position, the years of service in the 

management, the level, of school, the number of transport vehicles, the settlement, and the years of 

experience of the administrators in bussing. The collected data were analyzed via the SPSS 22 program. 

Percentages and frequencies were calculated to determine information about the participants. To achieve 

the first sub-goal of the research, descriptive analyzes were made for each item in the measurement tool. 

Percentages, frequency values, arithmetic mean, and standard deviation scores were evaluated. In the 

second stage, an examination was made into whether there was a significant difference in the level of 

transport-related problems based on the independent variables using the t-Test and ANOVA difference 

tests. To find out whether the parametric assumptions were met in the application of the difference tests, 

the normality and homogeneity of the distribution were taken as the basis. It was observed that the 

distribution was homogeneous, but two different situations related to its normality emerged. Considering 

the skewness and kurtosis values, the majority of the items ranged between +1 and -1. Items 3, 5, and 

19 ranged between +2 and +2. In total, skewness and kurtosis values were found to be in the tolerance 

range. According to Tabachnick and Fidell (2013), a normal distribution is the case if skewness and 

kurtosis values range between -1.5 +1.5 while George and Mallery (2010) believe that they should range 

between +2.0 and -2.0 and Groeneveld and Meeden (1984) believe that they should range between +3.0 

and -3.0. The Kolmogorov-Smirnov Test revealed that there was no normal distribution. In addition, the 

result did not change much when both parametric and nonparametric tests were applied. In this case, 

taking into account the central limit theorem and based on the fact that the skewness and kurtosis value 
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is in the normal distribution range, parametric tests were used. According to the central limit theorem, 

regardless of the distribution of the actual masses, the distribution will resemble normal in a randomly 

selected sampling, and therefore the characteristics of the normal distribution can be accepted (Ghasemi 

and Zahediasl, 2012; Pallant, 2007; Ho and Behrens, 1995; Weisstein, 2014). In this case, the findings 

were interpreted with the independent t-test and one-way analysis of variance (ANOVA). LSD test, one 

of the Post Hoc tests, was used to reveal the significant difference in the ANOVA test. The significance 

of the obtained data was searched according to the p<.05 value (Altunışık, Coşkun, Yıldırım, & 

Bayraktaroğlu, 2001).   

Findings  

This section includes the findings obtained as a result of the ' Transport-Related Bussing Problems Scale' 

applied to the administrators of the schools carrying out education activities within the scope of bussing 

in the province of Siirt in the 2019-2020 academic year and relevant interpretations. Each sub-goal is 

given in tables. 

Opinions of School Administrators on Problems Related to Transport 

The arithmetic means and standard deviation values of the responses given by the administrators to the 

items to determine transport-related problems in bussing are presented in Table 4. In this section, the 

item score averages are given as they are, and the reverse items are arranged in the comparisons made 

over the total score. 

Table 4.  

Arithmetic Mean and Standard Deviation Values of School Administrators for Transport-Related 

Problems 

Items  N X̅ SD 

Transport drivers have knowledge about first aid responses in possible 

accidents.  
317 2.25 1.04 

Transport drivers make sure that children wear seat belts during transport.  317 2.16 1.24 

Transport drivers pick up passengers other than students on transport vehicles.  317 3.32 1.46 

Transport drivers have the maturity to transport children.  317 2.98 1.27 

Parking spaces for transport vehicles are convenient. 317 3.08 1.45 

The safety measures of the transport vehicles are sufficient. 317 2.52 1.19 

Transport drivers are kind to students.  317 2.98 1.14 

Transport drivers are sensitive to the timetable.  317 3.21 1.19 

Transport drivers consider the developmental stages of students.  317 2.53 1.13 

Transport drivers are aware of the service they provide.  317 2.68 1.18 

Persons other than the drivers determined by the national education also use 

the transport vehicle.  
317 3.34 1.36 

The control of the transport drivers works well.  317 2.61 1.25 

During the journey, students transported remain standing.  317 3.95 1.11 

Transport drivers pay attention to the cleanliness of transport vehicles. 317 2.83 1.17 

Transport drivers take into account seasonal conditions in the vehicle.  317 2.96 1.11 

Transport vehicles have sufficient comfort for bussing  317 2.64 1.13 

Transport drivers use proper language around students. 317 2.55 1.24 

School administrators appreciate transport drivers in their work. 317 3.04 1.16 

Transport drivers have problems with on-duty teachers. 317 3.15 1.13 

Transport drivers communicate well with parents. 317 2.80 1.13 

General 317 2.87 .85 

Table 4 highlights that the highest problem perception average of the school administrators working in 

the schools offering to buss occurred in the item stating that "During the journey, students transported 

remain standing" (x̅ = 3.95) followed by the item stating that "Persons other than the drivers determined 

by the national education also use the transport vehicle" (x̅ = 3.34) and "Transport drivers pick up 

passengers other than students on transport vehicles" (x̅ = 3.32). The lowest perception average was 

available in the item stating that "Transport drivers make sure that children wear seat belts during 

transport” (x̅ = 2.16) followed by the item stating that “Transport drivers have knowledge about first aid 

responses in possible accidents” (x̅ = 2.25) and “The safety measures of the transport vehicles are 
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sufficient” (x̅ = 2.52). The overall problem perception average of school administrators of transport-

related bussing problems is at a moderate level with (x̅ = 2.87). 

Comparison of Bussing Problems Regarding the Managerial Position Variable 

The t-test was applied to determine whether there was a statistical difference in the scores of the school 

administrators based on the managerial position variable regarding transport-related problems in 

bussing. The results are presented in Table 5.   

Table 5.  

Findings Regarding Whether Transport-Related Problems Differentiate Based on the Managerial 

Position Variable  

Table 5 highlights that a statistically significant difference was found in the opinions of school 

administrators regarding transport-related problems in bussing (t(2.64)= p<.05) based on the managerial 

position variable. The average opinion of the deputy principals (x̅ = 2.99) regarding transport-related 

problems was higher than the average of the school administrators (x̅ = 2.74). Therefore, deputy 

principals had a higher level of perception of transport-related problems in bussing.  

Comparison of Bussing Problems Regarding the Variable of Years of Service in Management  

One-way analysis of variance (One-Way ANOVA) was conducted to determine whether the perceptions 

of the school administrators regarding transport-related problems in bussing differed based on the 

variable of years of service in management (between one and three years, between four and six years, 

and over seven years). The results are presented in Table 6. 

Table 6.  

Findings Regarding Whether Transport-related Problems Differ Based on the Variable of Years of 

Service in Management  

Dimensi

on 

Years of 

Service in 

Management 

 N X̅ SD 
Source of 

variance 

Sum  of 

Squares  
Sd 

Sum of 

Squares 
F p 

Differen

ce  

General 

A 1-3 years  163 2.99 .83 Intergroup  5.485 2 2.742 3.847 .02 
A-B 

A-C 

B 4-6 years 73 2.71 .90 In-group 223.841 314 0.713   B-A 

C 7 years and 

over 
81 2.76 .81 Total 229.326 316    C-A 

Total 317 2.87 .85        

Table 6 reveals that a statistically significant difference was found in the opinions of school 

administrators regarding transport-related problems in bussing (F(3.85)=, p<.05) based on the variable 

of years of service in management. The LSD test from Post Hoc tests revealed that the difference was 

significant between the managers with one to three years of service and the managers with four to six 

years and seven years and more of service. The managers with one to three years of experience perceive 

bussing problems higher than the managers with four to six and more than seven years of service. 

Comparison of Bussing Problems Regarding the Total Experience Variable  

One-way analysis of variance (One-Way ANOVA) was conducted to determine whether the perceptions 

of the school administrators regarding transport-related problems in bussing differed based on the total 

experience in management variable (between one and three years, between four and six years, and over 

seven years). The results are presented in Table 7. 

Dimensions Managerial Position  N X̅ SD sd t p 

General 

School Administrator 
 

  157 

 

 2.74 

 

   .78 

 

310 

 

-2.64 

 

.009 

Deputy Principal 
 

160 

 

2.99 

 

.89 
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Table 7.  

Findings Related to Whether Transport-related Problems Differentiate Based on the Total Experience 

in Management Variable 

Dimension 

Total 

Experience 

in Bussing 

N X̅ SD 
Source of 

variance 

Sum of 

Squares 
Sd 

Sum of 

Squares 
F p 

Differen

ce  

General 

A 1-3 years 140 3.02 .83 Intergroup  5.812 2 2.906 4.08 .018 
A-B 

A-C 

B 4-6 years 102 2.77 .85 In-group 223.51 314 .712   B-A 

C 7 years 

and over 
75 2.71 .83 Total 229.33 316    C-A 

Total 317 2.87 .85        

Table 7 reveals that a statistically significant difference was found in the opinions of school 

administrators regarding transport-related problems in bussing (F(4.08)=, p<.05) based on the total 

experience variable. The LSD test from Post Hoc tests revealed that the difference was significant 

between the managers with a total experience of one to three years and those with a total experience of 

four to six years and seven years or more. A significant difference was found between the managers 

with an experience of four to six years and those with an experience of one to three years. A significant 

difference was found between the managers with an experience of seven years or more and those with 

an experience of one to three years. In addition, managers with an experience of one to three years (x̅ = 

3.02), managers with an experience of four to six years (x̅ = 2.77), and managers with an experience of 

more than seven years (x̅ = 2.71) had higher levels of perception of transport-related problems in 

bussing. 

Comparison of Bussing Problems Regarding the Variable of Level of the School  

A t-test was conducted to determine whether the perceptions of the school administrators regarding 

transport-related problems in bussing differed based on the level of the school variable. The results are 

presented in Table 8. 

Table 8.  
Findings on Whether Transportation-related Problems Differentiate based on the Level of the School 

Variable    

Dimensions 
Level of the 

school 
N X̅ SD sd 

 
t p 

General 
Primary School 201 2.91 .85 315  1.299 .195 

Secondary School 116 2.79 .83     

Table 8 reveals that no statistically significant difference was found in the opinions of school 

administrators regarding transport problems in bussing (t(1.3)=, p.05)  based on the level of the school 

variable. 

Comparison of Bussing Problems Regarding the Variable of Number of Transport Vehicles  

One-way analysis of variance (One-Way ANOVA) was conducted to determine whether the perceptions 

of the school administrators regarding transport-related problems in bussing differed based on the 

variable of the number of transport vehicles (between one and five, between six and ten, and eleven and 

more). The results are presented in Table 9. 
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Table 9.  
Findings on Whether Transport-related Problems Differentiate based on the Variable of the Number of 

Transport Vehicles 

Dimension 
Number of Transport 

Vehicles in Schools 
N X̅ SD 

Source 

of 

varianc

e 

Sum of 

squares 
Sd 

Sum of 

Square

s 

F p 

 

General 

              A 1-5  149 2.93 .85 
Intergro

up  
1.445 2 .722 .995 .371 

              B 6-10  65 2.86 .74 
In-

group 

227.88

1 
314 .726 

  

              C 11 and over 103 2.78 .90 Total 
229.32

6 
316  

  
        Total 317 2.87 .85         

Table 9 reveals that no statistically significant difference was found in the opinions of school 

administrators regarding transport-related problems in bussing (F(1)=, p.05) based on the variable of 

the number of transport vehicles. 

Comparison of Bussing Problems Regarding the Settlement Variable 

One-way analysis of variance (One-Way ANOVA) was conducted to determine whether the perceptions 

of the school administrators regarding transport-related problems in bussing differed based on the 

settlement variable (Village center, District center, and City center). The results are presented in Table 

10. 

Table 10.  

Findings on Whether Transport-related Problems Differentiate based on the Variable of Settlement 

Dimensio

n 

Settlement of 

Schools 
  N X̅ SD 

Source of 

Variance 

Sum of 

Squares 
Sd 

Sum 

of 

Squ

ares 

F p 
Differenc

e  

General 

A Village  159 3.03 .89 Intergroup  13.950 2 
6.97

5 
10.169 .000  A-B 

B District 102 2.57 .71 In-group 215.376 314 .686   B-A 

C City 56 2.96 .79 Total 229.326 316    C-B 

Total 317 2.87 .85               
 

Table 10 reveals that no statistically significant difference was found in the opinions of school 

administrators regarding transport-related problems in bussing (F(10.17)=, p<.05) based on the variable of 

settlement.  The LSD test from Post Hoc tests revealed that the difference was significant between the 

school administrators working in villages and district centers. A significant difference was found 

between the opinions of the administrators working in the city center and those working in the district 

center. In addition, the level of perception of problems arising from transport in bussing was higher 

among the administrators working in the city center (x̅ = 2.96) and those working in the district center 

(x̅ = 2.57).   

 

Discussion and Conclusion  

Conducted to examine transport-related problems in bussing in the context of the opinions of school 

administrators, the present study is quantitative and patterned with a descriptive survey model. The 

'Transport-Related Bussing Problems Scale' developed by the researchers was applied to the school 

administrators participating in the research. Expert opinions were taken to ensure the validity of the 

measurement tool and the validity of the measurement tool was strengthened by performing an EFA 

(Exploratory Factor Analysis). The CFA (Confirmatory Factor Analysis) was not required because the 

results were within the desired value range and all participants in the population covering the study were 

reached. In addition, a CFA (Confirmatory Factor Analysis) is recommended for the measurement tool 

used in the research. If a relationship between the scale items is unknown and the scale is newly 
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developed, an EFA is recommended if while a CFA is recommended if there is a tested relationship and 

determined factors and items collected under them are identified (Guvendir & Özkan, 2015; Orçan, 

2018). 

Transport-related problems in bussing showed a significant difference based on the managerial position 

of the administrators in the school. It was observed that the arithmetic mean of the opinions of the deputy 

principals was higher than the arithmetic mean of the school administrators. This result suggests that 

deputy principals have a higher level of perception of transport-related problems. It is believed that the 

relevant result occurs as deputy principals working as deputy principals on duty are the first responders 

in a problem that occurs and follow the operation of the actions. 

Studies in the literature contradict the relevant findings. For example, in a study focusing on the general 

situation of bussing in primary schools, no significant difference was found among the administrators 

based on the title variable (Ülker, 2009). Along the same lines, in a study on the problems faced by 

teachers and administrators working in primary schools within the scope of the bussing system, no 

significant difference was found based on the variable of duty at school (Küçük, 2010). Besides, Memek 

(2014) conducted a study on the difficulties faced by teachers and administrators working in schools 

where students are transported, concluding that a significant difference was found based on the variable 

of service scores and duty at school. 

A significant difference was observed in the opinions of the administrators in terms of their years of 

service in the management of transport-related problems in bussing. It was observed that the level of 

problem perception of the administrators with one to three years of service in management was higher 

than the administrators with four to six years and more than seven years of service in management. It 

was also observed that the groups with fewer years of service in management had higher levels of 

perception of transport-related problems. This is possible because a new manager behaves sensitively 

with more idealistic behaviors in their job. And those with more experience in managerial positions act 

more sensitively in their job as they are aware of the risks of the job and therefore, the level of problem 

perception is likely to decrease. 

The general situation of bussing in primary schools was discussed and evaluated in a study and no 

significant difference was found between the opinions of the administrators based on the year of 

seniority variable. All of the administrators in the seniority groups reported that the transport was 

partially sufficient (Ülker, 2009). Besides, in a study focusing on the problems of primary school 

students in bussing, it was found that as the years of service in the profession increased, the opinions of 

teachers and school administrators against bussing turned out to be unfavorable. It was reported that the 

reason for this is that a manager with a higher number of years of service in management knows the 

previous situation of bussing and realizes the recent changes in bussing and thus his/her thoughts 

towards bussing are likely to change (Şan, 2012). 

A significant difference was found in the opinions of the administrators regarding transport-related 

problems in bussing based on their total experience in schools where students are transported as part of 

the bussing system. It was observed that administrators with 1-3 years of experience in such schools had 

a higher level of perception of transport-related problems than managers with 4-6 years and more than 

7 years of experience. The administrators with 4-6 years of experience had a higher level of perception 

of transport-related problems than the administrators with more than 7 years of experience. The level of 

perception of transport-related problems decreases as the experience of the administrators increases. 

This is possible because administrators become more practical in solving problems and specialize in 

problem-solving with more experience. In a study focusing on the problems of primary school students 

who are transported, teachers and school administrators are observed to have a positive attitude towards 

bussing as the working time in schools serving as transport centers increase (Şan, 2012). 

No significant difference was found in the opinions of the administrators based on the variable of the 

level of the school in terms of transport-related problems. The results revealed that transport-related 

problems do not differ depending on the thoughts of the administrators working at different school 

levels. 



Yıldız and Tösten 

 

384 

 

No significant difference was found in the opinions of the administrators based on the variable of the 

number of vehicles in terms of transport-related problems. The results revealed that transport-related 

problems do not differ depending on the thoughts of the administrators based on the number of vehicles.  

A significant difference was observed in the opinions of the administrators regarding transport-related 

problems in bussing based on the variable of the settlement where the school is located. It was observed 

that the administrators working in the village had a higher perception level of transport-related problems 

than the administrators working in the districts and cities. Accordingly, the managers working in the 

city center had a higher perception level of transport-related problems than the managers working in the 

district. It is believed that since the village is small, everyone knows each other, and thus school 

administrators are in a guiding position in all business and transactions, which in return helps create a 

sincere environment between school administrators and stakeholders. As stakeholders gradually have 

more personal wishes as part of the sincere environment, their perception level of problems increases. 

Unlike the villages, in the city centers stakeholders have a higher level of perception as they attempt to 

follow the liabilities specified in regulations and articles of the law. However, some other studies show 

that no significant difference occurs between settlements and transport problems. For example, in a 

study focusing on the general situation of bussing in primary schools, no significant difference was 

found based on the settlement variable (Ülker, 2009). In another study on the problems faced by the 

teachers and administrators working in primary schools as part of bussing, the problems arising from 

the settlement showed a significant difference and the order is given as follows: village, district center, 

town, and city center (Küçük, 2010). In a study dealing with the difficulties faced by teachers and 

administrators working in schools to which students are transported, the average service score did not 

show a significant difference based on the settlement (Memek, 2014).  

Based on the data obtained, in-service training seminars are recommended to be organized by the 

Ministry or the National Education Directorates on the functioning of bussing for the administrators that 

are assigned to take charge in the management of education institutions covering bussing for the first 

time. This study took into account the opinions of school administrators and deputy principals. Futures 

studies are recommended to include teachers, students, parents, and transport drivers or the opinions of 

the administrators working in schools in the bussing system in different provinces. Most of the studies 

in this sense are based on quantitative methods and thus qualitative studies are also recommended. 

Transport-related problems can be examined in terms of dimensions. Since a single-factor structure 

emerged in this study, the study was limited to a single factor. However, security, finance, management, 

comfort, and communication dimensions can be studied under separate headings. 
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Abstract 

In the present study a theoretical framework (i.e., Climate Change Literate Citizenship) that combines 

climate change literacy and climate citizenship was developed first. Then, criteria that correspond to 

each of the components of the proposed theoretical framework were developed and used to analyze the 

learning objectives in the “Environmental Education and Climate Change” curriculum. Data analyses 
utilized in the study presented a snapshot of the descriptive landscape of the curriculum in terms of the 

distribution of the objectives within the curriculum. Manifest and latent analyses realized through 

MAXQDA 2022 software were used to illustrate world cloud and word trends and alignment of the 
curriculum objectives with respect to the criteria developed for the Climate Change Literate Citizenship 

framework. Findings showed that there was an uneven distribution of the learning objectives within the 

Climate Change Literate Citizenship framework. Most of the learning objectives aimed to support 

climate change literacy, where objectives pertaining to the promotion of climate citizenship were 
relatively less in number. A similar uneven distribution was observed within the components of climate 

change literacy (i.e., functional, cultural, critical) and climate citizenship (i.e., personally responsible, 

participatory, justice oriented) as well. That is, there were not any objectives related to the cultural 
component of climate change literacy; most of the objectives aimed to develop functional component 

followed by the critical component. Among the components of climate citizenship, personal 

responsibility component and participatory component were addressed equally but there was only one 
learning objective that is in line with justice-oriented climate citizenship. Thus, our findings as a whole 

suggest that the curriculum adopts a fragmented rather than a holistic approach to climate change 

education. Nonetheless, further studies are required to make more robust conclusions about the 

curriculum and its practice.      

Keywords: climate change education, climate change literate citizenship framework, climate change 

literacy, climate citizenship, environmental education and climate change curriculum 
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Introduction 

Climate change education is emphasized as a crucial need of todays’ society to create a sustainable 
future (UNESCO, 2014; IPCC, 2021). Climate change education requires a commitment to the 

wellbeing of all living things and the earth as a whole (Ferguson, 2019). It covers a range of topics, 

including familiarity with and comprehension of climate change challenges, their interdisciplinary and 
complexity nature, a sense of responsibility to address this issue, the competence to offer solutions 

related to adaptation and mitigation strategies, and responsible behavior when handling with this issue 

(Dillon, 2022; Ferguson, 2019). In this sense, it is proposed that cognitive domain of climate change 

education must focus on the causes and effects of climate change (Mochizuki & Bryan, 2015; Shwom 
et al., 2017). Human actions such as the usage of fossil fuels and deforestation contribute to climate 

change and thus, it is necessary to understand these causes and impacts in order to fight against climate 

change. With this understanding, individuals can make well-informed decisions about their behaviors 
and propose solutions to solve these problems. Nonetheless, efforts to develop knowledge and awareness 

are insufficient for climate change education (Hung, 2014).  

In addition to cognitive skills, values and emotions have crucial roles in climate change and climate 
change education because they can influence individuals’ behaviors and drive their actions towards 

lowering carbon footprints (Cantell et al., 2019; Hargis & McKenzie, 2020; Kristen & Marcia, 2020; 

McKenzie, 2021; Monroe et al., 2019). To demonstrate that climate change education is more than 

knowledge, Cantell et al. (2019) offered a bicycle model on climate change education. This model is a 
metaphorical representation of the causes, effects, and solutions of climate change, which consists of 

four parts: the pedals (representing the causes of climate change), the wheels (representing the effects 

of climate change), the frame (representing the systems that perpetuate climate change), and the 
handlebars (representing the actions we can take to mitigate and adapt to climate change). The authors 

found that the model was well-received by both teachers and students, and that it helped them to 

understand the complex issues surrounding climate change in a more concrete and accessible way 

(Cantell et al., 2019). Similarly, Monreo et al. (2019) argued that climate change education combining 

emotional appeals, such as fear, hope, and empathy, is particularly effective in driving behavior change.   

Parallel to educational efforts around the world, there have been efforts to integrate climate change 

education in Türkiye’s school curricula as well. Integration of climate change and related issues in the 
learning objectives of middle school science curricula, which was revised in 2018 (Ministry of National 

Education [MoNE], 2018) was among these attempts. In addition to this, in 2022, Ministry of National 

Education revised elective course “Environmental education” and change the name as “Environmental 
Education and Climate Change”. The course includes six units (i.e., “human and nature", "cyclical 

nature", "environmental problems", "global climate change", "climate change and Türkiye", 

"sustainable development and environmentally friendly technologies"), three of which are directly 

related to climate change (MoNE, 2022a).  In fact, the course is designed to provide students with a 
comprehensive understanding of the impact of climate change on the environment and human society. 

Additionally, it emphasizes the importance of adopting sustainable practices to mitigate the effects of 

climate change (MoNE, 2022). Starting from the 2022-2023 academic year, this course has been offered 
as an elective course to middle school students (6th to 8th graders) for a total of 72 hours (two hours per 

week) in a semester (MoNE, 2022b).   

In this study, as we scrutinize the newly introduced "Environmental Education and Climate Change" 
course, we shall unravel its comprehensive structure and objectives, which aim to equip the future 

generation with the tools they need to comprehend, mitigate, and adapt to the impacts of climate change. 

To this end, a theoretical framework which combines climate change literacy and climate citizenship 

was used. This framework was adapted from Ayar and Ozalp's (2021) environmental literate citizenship 
framework. In the subsequent sections, we delve deeper into the core concepts that shape our 

understanding of climate change education and its transformative potential.     

Climate Change Literate Citizenship 

In today's world, climate change literacy has become a critical component of education. A well-rounded 

climate literacy goes beyond just knowing the basics - it involves having functional knowledge that 

empowers students to identify and implement practical solutions for mitigating the impacts of climate 

change (Corner et al., 2015). In other words, climate change literacy is a multidimensional construct 
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that encompasses the knowledge, skills, and attitudes necessary to comprehend and respond to the 

impacts of climate change (Kuthe et al., 2020). It includes functional, cultural, and critical literacy and 
involves values and attitudes that motivate responsible and engaged climate citizenship (Stables, 2006). 

By promoting climate change literacy, individuals and communities may take action on climate change, 

become responsible and active climate citizens, and contribute toward creating a sustainable future for 

ourselves and future generations (Aruta, 2022; Radzi et al., 2022; Shwom et al., 2017).  

Before moving to the details of the theoretical framework utilized in the present study, the rationale for 

handling climate change literacy and citizenship together and working on climate change literacy 

citizenship will be explained first. As put forth by research, climate change should not be introduced as 
a separate, stand-alone subject area; instead, it should be integrated across existing subject areas such as 

science, citizenship education, geography, social studies, history, language, drama, and the arts 

(Anderson, 2012; Jabareen, 2012; McNichol, Davis, & O’Brien, 2011; Shwom et al., 2017). In addition 
to this, there seems to be a common emphasis on the need for handling climate change literacy and 

citizenship together and including them in climate change education programs as a whole (Kranz et al., 

2022).  

Climate change literacy and climate citizenship are both essential components of climate change 

education. Climate change literacy provides students with the scientific knowledge and understanding 

of climate change, while climate citizenship cultivates the skills, attitudes, and values necessary to 

engage in effective climate action (Hallar et al., 2011; Johnston, 2020). Both climate change literacy 
and climate citizenship education require individuals to participate in learning and activities related to 

civic life (Dawson et al., 2022; Plutzer & Hannah, 2018). Developing climate change literacy and 

citizenship in earlier years is especially crucial for preparing the younger generation to become 
responsible global citizens who will take actions to mitigate the impacts of climate change (Choi et al., 

2021; Karakuş et al., 2019; Monte & Reis, 2021).   

Some researchers propose that middle school years are essential times for students to develop climate 

change literacy and citizenship so as to become responsible global citizens who can effectively take 
action to mitigate the impacts of climate change (Cunnion et al., 2022). Therefore, integration of climate 

change literacy and citizenship education into middle school curriculum is accepted to be vital so that 

younger generations can understand the challenges and opportunities presented by climate change and 
are equipped with the knowledge, skills, attitudes, and values to engage in effective climate action 

(Cunnion et al., 2022; Ho & Chuah, 2017; Osiadacz, 2018). Research also show that incorporating 

climate literacy and citizenship education into middle school curricula can helpstudents develop critical 
thinking skills, scientific inquiry abilities and problem-solving capabilities that are indispensable for 

succeeding in various fields including environmental science and sustainability (Bolstad, 2020; Cunnion 

et al., 2022; Japanwala, 2021). Therefore, utilization of climate change literacy citizenship in education 

will contribute both to the future of our planet Earth and the future of students who will be global citizens 

on it (Alexandru et al., 2013; Bolstad, 2020; Cunnion,et al., 2022).  

Theoretical Framework and Its Components 

In the literature, there are studies which focus on the definition of climate change literacy and citizenship 
as well as the need to consider these two constructs (i.e., climate change literacy, citizenship) together. 

For instance, in her study Johnston (2020) focuses on components of climate change literacy and its 

importance by making references to climate change literate citizenship. Similarly, Cantell et al.’s (2019) 
bicycle model and Hung’s (2014) study can be regarded as research efforts that demonstrate the need of 

combining climate change literacy and citizenship. Nonetheless, to the best of our knowledge, there is 

not any research that combine climate change literacy and citizenship in a theoretical framework.  
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Figure 1. Theoretical framework of the study. 

Based on this gap in the current literature, in the present study, we adopted the theoretical framework of 

Ayar and Özalp (2021), which was originally developed for environmental literate citizenship, to climate 
change context (i.e., climate change literate citizenship). Ayar and Ozalp (2021) utilized environmental 

literacy framework of Stables (1998) and environmental citizenship framework of Westheimer and 

Kahne (2004) to create the Environmental Literate Citizenship framework to analyze the “Human and 
Environment” unit in science curriculum of Türkiye. Figure 1 represents the climate change literate 

citizenship framework proposed in the present study. In the following sections, climate change literacy 

and climate citizenship, as the two components of the climate change literate citizenship framework will 

be explained.    

Climate Change Literacy 

Climate change literacy component is based on Stables’s (1998) environmental literacy framework, 

which acknowledges that environmental education needs to go beyond simply conveying information 
and aim to develop skills, values, and attitudes that are essential for tackling environmental challenges.  

In line with his argument, we adapted Stables’s framework and proposed functional climate change 

literacy, cultural climate change literacy, and critical climate change literacy as the three main 

components of climate change literacy. 

Functional Climate Change Literacy: This component of climate change literacy indicates having a 

fundamental grasp of the scientific concepts underpinning climate change and its effects. It involves 
comprehending how the Earth's natural systems function (e.g., carbon cycle) and how human actions 

impact these systems and climate, in turn. Students who possess functional climate literacy are able to 

comprehend the causes and effects of climate change (IPCC, 2014; U.S. Global Change Research 

Program, 2009). 

Cultural Climate Change Literacy: This component of climate change literacy indicates understanding 

of how climate change affects different communities and cultures. It requires examining the historical, 

cultural, and institutional factors that contribute to climate change and how these factors can be 
addressed. Students who possess cultural climate literacy can analyze the social, cultural, and political 

factors that impact climate change and develop solutions that are sensitive to different cultural contexts 

(Adger, Barnett, Brown, Marshall, & O’Brien, 2013; Aikenhead & Ogawa, 2007).  

Critical Climate Change Literacy: This component of climate change literacy indicates the ability to 
analyze and evaluate information related to climate change. It involves the ability to analyze and 

interpret data, evaluate scientific evidence, and assess the effectiveness of different solutions, policies 

and interventions. Students who possess critical climate change literacy have the ability to critically 
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evaluate sources of information about climate change, differentiate facts from opinions, and develop 

informed opinions about potential solutions to climate change (Feinstein & Kirchgasler, 2015; Wibeck, 

2014). 

Climate Citizenship   

Climate citizenship is a critical aspect that aims to stimulate civic engagement in efforts related to 
climate change mitigation and adaptation. This multifaceted concept entails not only recognizing the 

global consequences of our individual actions but also actively working towards reducing greenhouse 

gas emissions, conserving natural resources, promoting sustainable living practices, and advocating for 

policies that prioritize environmental protection (Dobson, 2007; Kranz et al., 2022; PytlikZillig et al., 
2013). It requires individuals to be informed about current scientific knowledge on climate change and 

its impacts while also considering social equity issues surrounding the unequal distribution of risks 

associated with this phenomenon. Climate citizenship goes beyond being environmentally conscious or 
eco-friendly; it involves taking collective responsibility as global citizens in creating a more sustainable 

future for ourselves and generations yet unborn (Dobson, 2007; Vihersalo, 2017). In addition, climate 

citizenship seeks to promote civic action toward climate change mitigation and adaptation (Kranz et al., 
2022; PytlikZilliget al., 2013). Furthermore, understanding the interconnectedness of social, economic, 

and environmental systems and accepting responsibility for one's impact on the environment are 

accepted as components of climate citizenship (Kim, 2003; Vihersalo, 2017).  

Westheimer and Kahne’s (2004) explanations about the features of a “good citizen” and its three 
conceptions (i.e., personally responsible, participatory, justice oriented) adapted by Ayar and Ozalp 

(2021) and used to study environmental literate citizenship are also valid within the context of climate 

citizenship. That is to say, in this framework multiple levels of engagement are highlighted. These levels 
start from taking personal responsibility for their actions that affect the environment to advocating for 

equitable access to resources concerning climate action. Components of climate citizenship as utilized 

in the present study are as in the following:  

Personally Responsible Climate Citizenship: This component of climate citizenship indicates taking 
individual accountability for mitigating climate change through sustainable behaviors. Such practices 

may include waste reduction, energy conservation, adherence to environmental legislation, recycling, 

and minimizing one's carbon footprint. In addition to these efforts, the Personally Responsible Climate 
Citizen proactively participates in eco-friendly initiatives such as volunteering for environmental 

projects like tree planting or beach cleanups. Educational programs that aim to foster this type of 

citizenship strive to cultivate an ecological mindset by highlighting values such as responsible 

consumption, sustainability and environmental stewardship.   

Participatory Climate Citizenship: This component of climate citizenship indicates actively engaging 

in community groups and activities that address climate change concerns. For instance, climate strikes, 

marches, and protests have gained momentum in recent years as ways for individuals to express their 
concerns and urge policy changes to mitigate climate change (Grewal et al., 2022). Participating in such 

events can demonstrate decision-makers the depth of public concern about climate change and create a 

sense of urgency for policymakers to take action (Adger et al., 2011). In addition to this, individuals can 
engage in other forms of advocacy, such as contacting elected officials to express their concerns and 

support policies that mitigate climate change. Writing letters, sending emails, or making calls to 

representatives at the local, state, and federal levels can be an effective way for individuals to influence 
policy decisions (Corner et al., 2014). Individuals can also contribute to mitigating the impact of climate 

change by volunteering for projects that raise awareness about the issue and encourage others to take 

action. Such projects can include organizing events, such as community workshops and educational 

sessions on climate change or participating in local initiatives to promote sustainable practices 
(Hadjichambis, 2022; Hadjichambis & Reis, 2020). By volunteering, individuals can help build a sense 

of community and encourage others to engage in climate action. In summary, participatory climate 

change citizenship component of the present study involves actively engaging in community groups and 

activities that address concerns about climate change.   

Justice-Oriented Climate Citizenship: This component of climate citizenship indicates the realization 

that democratic citizens must possess opportunities to scrutinize and comprehend the interplay between 
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social, economic, and political forces in regard to climate change and its repercussions. This component 

puts emphasis on explicit attention towards issues surrounding climate injustice and prioritization of 
pursuing climate justice through rhetoric and analysis. Similar to the previous component of the climate 

citizenship proposed in the present study (i.e., Participatory Climate Citizenship), this component 

underscores collective efforts concerning community-related concerns. Nevertheless, unique to this 
component is its particular focus on justice issues (e.g., eco-justice, intergenerational justice, etc.). 

Therefore, educational programs prioritize Justice-Oriented Climate Citizenship aim to equip students 

with the critical tools needed to identify and combat environmental issues and inequalities (Chatterton, 

2016; Aikenhead, 2010). Rather than placing emphasis on charity or volunteering as an end in itself, 
these programs focus on instilling a deeper understanding of climate change and promoting systemic 

change within a democratic society (Corner et al., 2015).  

Purpose of the Study  

This study began with establishing a theoretical framework (i.e., Climate Change Literate Citizenship) 

that combines climate change literacy and climate citizenship. The framework was developed by 

adapting Ayar and Ozalp's (2021) environmental literate citizenship framework and the criteria they 
used to assess "Human and Environment" unit in the country’s science curriculum. Then, the learning 

objectives of the “Environmental Education and Climate Change” curriculum (MoNE, 2022a) were 

examined with respect to the criteria within the developed framework. Research question that guided 

the study is: To what extent do the learning objectives of the “Environmental Education and Climate 

Change” curriculum support students' climate change literate citizenship? 

Method 

In this study a qualitative research design was employed to analyze the learning objectives of the 
“Environmental Education and Climate Change” curriculum in Türkiye within the context of climate 

change literate citizenship. A content analysis approach was utilized to systematically evaluate the 

curriculum objectives against predetermined criteria derived from the existing literature. Content 

analysis is used for analyzing any written contents like textbooks, newspapers, articles and so on 
(Fraenkel & Wallen, 2018). The steps determined by Fraenkel and Wallen (2018) was utilized in content 

analysis. These steps were:  

1. Determining Objectives: The objective of the study was determined as examining newly 

developed Environmental Education and Climate Change curriculum (MoNE, 2022a) to figure 

how the components of the climate change literacy and climate citizenship in the Climate 

Change Literate Citizenship framework were addressed.   

2. Defining Terms: Definitions of the climate change literacy and climate citizenship were decided 

based on the literature review.  

3. Locating Relevant Data: Since the Environmental Education and Climate Change curriculum 

was newly developed in 2022, there were not any other curriculum materials (textbooks, 

practice books etc.) available to the researchers yet. Therefore, only the curriculum objectives 

written in the curriculum document was used as the study data. There was a total of 34 main 

learning objectives and 38 sub-learning objectives (makes 72 objectives in total) included in the 

curriculum; however, five objectives which do not have any direct or indirect relationship with 

climate change were not included in the data analysis (e.g. CEID.3.3. Recognizes that waste and 

garbage cause air, water, soil pollution, and radioactive pollution.) All objectives and sub-

objectives were considered as separate data and coded separately.  

4. Formulating Coding Categories: In order to analyze the objectives, a framework and criteria 

pertaining to different components included in the framework were formed. For developing the 

framework, Ayar and Ozalp’s (2021) Environmental Literate Citizenship was adapted to 

Climate Change Literate Citizenship. Then, the criteria of each component included in Ayar and 

Ozalp’s (2021) study was adapted. Furthermore, based on the literature review, additional 

important characteristics of climate change literate citizens were defined and included as the 

criteria in the framework. The developed framework and criteria were reviewed by two science 
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education researchers who were actively conducting national and international projects and who 

have research outputs about climate change education. The developed framework have three 

dimensions and 35 criteria under climate change literacy which are: functional climate change 

literacy (13 criteria), cultural climate change literacy (6 criteria), and critical climate change 

literacy (16 criteria). The framework also has three components and 25 criteria under climate 

citizenship which are personally responsible citizens (4 criteria), participatory citizens (10 

criteria), and justice-oriented citizens (11 criteria). Criteria under the components of the climate 

change literate citizenship framework and the objectives associated with each are provided in 

Appendix.   

5. Analyzing Data: For the analysis of the data, MAXQDA 2022 software was utilized. Both 

manifest and latent analysis were conducted. For manifest analysis, the word frequency analysis 

was performed. Based on this analysis, word cloud and word trends were illustrated. Then, latent 

analysis was performed to figure out how the curriculum objectives were aligned with the 

defined criteria. After a thorough analysis of the objectives, code matrix browser property of 

MAXQDA was used to visualize frequency of objectives per components of the framework.  

6. Reliability and Validity: In order to ensure the trustworthiness of the analysis, an inter-rater 

reliability assessment was conducted for both manifest and latent content analysis components. 

A subset of curriculum objectives was randomly selected, and two independent researchers 

performed keyword searches and content evaluations. Inter-rater agreement was measured using 

established coefficients and was calculated as 92%. All disparities were resolved through 

consensus until 100% inter-rater agreement was reached.  

Findings 

The findings of this study illuminate a comprehensive analysis of the Environmental Education and 

Climate Change course curriculum in Turkey, delving into its alignment with the principles of climate 
change literacy and citizenship. Through a meticulous blend of manifest and latent content analysis, this 

section presents a detailed exploration of the curriculum's objectives, uncovering not only the overt 

presence of keywords but also the underlying meanings and intentions embedded within the stated 

objectives. Table 1 presents a snapshot of the descriptive landscape of the Environmental Education and 
Climate Change curriculum including the units and the numbers of objectives, and allocated time 

concerning each unit.  

Table 1.  
Number of Objectives and Allocated Time for the Environmental Education and Climate Change 

Curriculum   

Name of the Unit  Number of 

Objectives  

Allocated Time  

Course Hours  %  

1. Human and Nature  6  10  14  

2. Cyclical Nature  4  10  14  

3. Environmental Problems  6  12  17  

4. Global Climate Change  5  12  17  

5. Climate Change and Turkiye  5  12  17  

6. Sustainable Development and Environmentally Friendly 
Technologies  

8  16  21  

Total  34  72  100  

 

To provide a visual representation of the curriculum's thematic emphasis, a word cloud generated from 
the curriculum's objectives through MAXQDA 2022 software is presented (Figure 2). This word cloud 

presents the recurring concepts and focal points that emerged from the analysis, offering a bird's-eye 

view of the curriculum's priorities. The word cloud showcases the prominence of certain themes, 
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highlighting the curriculum's commitment to fostering climate change literate citizenship. As it can be 

seen, climate change keywords are the most prominent ones and the keywords like natural, global, water, 

energy, resources and sustainable development follows these.  

 
Figure 2. Word cloud representation of the curriculum objectives 

In addition to the visual representation provided by the word cloud, the graph of the word trends analysis 

to ascertain the distribution and prominence of key terms throughout different sections of the curriculum 
is provided (Figure 3). The word trends graph below presents a breakdown of the most prominent words 

observed across the ten distinct sections of curriculum. Each section is represented on the x-axis, while 

the y-axis denotes the frequency of occurrence for the corresponding terms.   

 
Figure 3. Word trends in the curriculum 

As the graph depicts, one notable observation arising from the word trends analysis is the uneven 

distribution of key terms related to climate change throughout the various sections of the curriculum. 

While it might be anticipated that terms central to climate change would feature prominently across all 

units, our analysis reveals a nuanced pattern that suggests varying degrees of emphasis on these 
concepts. This finding underscores the need for a more comprehensive and cohesive approach to 

infusing climate change concepts throughout the entirety of the curriculum.   

In the subsequent sections, results of the in-depth exploration of the curriculum's objectives and their 
alignment with climate change literate citizenship are provided. For the ease of following and allowing 

for making more nuanced comparisons, findings are provided separately for the two main components 

(i.e., climate change literacy, climate citizenship) of the framework. Results of the data analyses 
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regarding the framework’s sub-components are given under the headings of the components to which 

they belong.   

Climate Change Literacy 

We analyzed the environmental education and climate change curriculum to figure out how climate 

change literacy is included regarding the aforementioned theoretical framework.  We examined the 
curriculum objectives corresponding to the three components of climate change literacy (CCL): 

"Functional CCL," "Cultural CCL," and "Critical CCL." We aimed to determine the extent to which 

these aspects are involved in the curriculum regarding the criteria that we developed to analyze the 

curriculum (see Appendix). The findings are summarized in Table 2. According to the findings, the 
curriculum demonstrates distinct patterns of climate change literacy (CCL) across six units. Among 

these three components of CCL, we found objectives that are aligned with functional and critical CCL 

components. On the other hand, there was not any learning objectives related to cultural component of 

CCL. 

Table 2.  

Number of Related Curriculum Objectives about the Components of Climate Change Literacy  

Name of the Unit  Functional CCL  Cultural CCL  Critical CCL  Total  

1. Human and Nature  5  0  0  5  

2. Cyclical Nature  7  0  0  4  

3. Environmental Problems  2  0  6  6  

4. Global Climate Change  11  0  3  11  
5. Climate Change and Türkiye  0  0  5  5  

6. Sustainable Development and 

Environmentally Friendly Technologies  

2  0  10  7  

Total  27  0  24  51  

In terms of functional CCL, we found that out of 13 criteria, nine criteria were addressed in the 

curriculum. Among these criteria, F13 criterion “Involves understanding ecosystem components, their 
interrelationships, and their importance in terms of sustainability” was involved in 11 objectives with 

the highest frequency. The criterion labelled F6 “Involves understanding key concepts and phenomena 

related to climate change (e.g., weather, weather events, climate, humidity, global warming, carbon 
cycle, water cycle).” was addressed in four objectives. Criterion F7 “Involves understanding the 

relationship between the greenhouse effect, global warming, and climate change.” was addressed in 

three objectives but the relationships of the greenhouse effect and global warming concepts with climate 

change were ignored in these objectives. This finding shows a significant gap existing in addressing the 
interconnectedness among greenhouse effect, global warming and climate change. Furthermore, 

ecological footprint was involved in environmental problems unit but its relationship with climate 

change was not involved in the units of global climate change or climate change and Türkiye. This 

finding also provides additional evidence for the lack of a holistic approach in the curriculum.    

Another criterion which was addressed multiple times is the F12 criterion “Involves understanding the 

global impacts of climate change on the environment, society, and economy”. We found three objectives 

are aligned with this criterion. However, these objectives are mainly related to impacts of climate change 
on environment. Its impact on society and economy was not addressed specifically. The other criteria 

involved in the curriculum are; F1 “Involves identifying what greenhouse gases are”, F2 “Involves 

defining the greenhouse effect”, F4 “Involves defining global warming”, F5 “Involves defining climate 
change”, F8 “Involves explaining the main causes of climate change” and F10 “Involves understanding 

the impacts of human activities (e.g., deforestation, agriculture, transportation, energy consumption) on 

climate change.”   

The criteria which were not addressed in the curriculum objectives are; F3 “Involves distinguishing 

between natural and anthropogenic (human-made) greenhouse effects”, F9 “Involves distinguishing 

human-induced climate change from natural climate variability”, and F11 “Involves understanding the 

local impacts of climate change on the environment, society, and economy.” This result shows that the 



e-Kafkas Journal of Educational Research 

396 

 

difference between anthropogenic and natural climate variability, the local impacts of climate change 

on environment, society and economy were not adressed in the curriculum.   

In terms of cultural CCL, there were not any objectives that addressed any of the criteria categories 

under CCL. While the impact of climate change on the natural environment is addressed in the 

objectives, its impact on cultural heritage, such as historical structures, appears to be underrepresented. 
This omission includes failing to emphasize how cultural narratives, traditions, and beliefs shape 

perceptions of, and responses to, climate change. Similarly, the rich experience of indigenous people 

and the diverse cultural interpretations of climate change are missing in the curriculum, which may 

deprive students of a comprehensive understanding of the local perspectives on this issue. The 
curriculum also misses an opportunity to teach students the value of respecting diverse cultural 

narratives about climate change, as well as the enormous potential of cross-cultural collaborations in 

addressing climate-related challenges. In its current form, the curriculum appears to ignore the deep 
links between culture and climate change, potentially leaving learners without a comprehensive 

understanding of this critical issue.  

In terms of critical CCL, out of 16 criteria, 9 criteria were involved in the curriculum. Among them, 
some criteria were addressed in more than one objective. The most addressed criterion was CR4 

“Involves recognizing different strategies in combating climate change (mitigating the effects of climate 

change and adapting to climate change).” CR4 was addressed in seven objectives which are in Global 

Climate Change and Sustainable Development and Environmentally Friendly Behavior units. However, 
while these objectives cover disaster preparedness and examples of sustainable development, they 

partially cover mitigation and adaptation strategies without a holistic approach. The second criterion 

which was addressed more was CR16, “Involves understanding how the ecological footprints of 
products, individuals, and countries impact the environment and climate change”. CR16 matched with 

five objectives, which are all in the third unit. These objectives are related to the life cycle of products 

and analyzing ecological footprints. However, these objectives are not related to climate change in the 

curriculum. It is important to explore ways to integrate this crucial aspect into the curriculum to provide 
a comprehensive understanding of the impact of ecological footprints on climate change. With respect 

to CR11 “Involves evaluating the advantages and disadvantages of sustainability strategies (e.g., 

renewable energy, sustainable agriculture, and green infrastructure) in mitigating the effects of climate 
change and adapting to it”, there were three learning objectives which place emphasis on recycling, 

recovery, and waste management. While these strategies are undoubtedly crucial for sustainability 

efforts, it is worth considering broadening the scope of this criterion to incorporate other important 

sustainable practices as well.   

Furthermore, the analysis revealed significant gaps within the curriculum. There were not any objectives 

that aligns with the criteria CR7, which explores potential outcomes of different policy approaches; 

CR8, which evaluates media content on climate change; CR9, emphasizing the analysis of scientific 
data; and CR13, which addresses cultural heritage preservation in relation to climate change. It was also 

found that vital aspects like CR12 - highlighting the effectiveness of climate change strategies in 

reducing health risks - and CR14 - discussing technological limitations in combating climate change - 
were not adequately addressed within the curriculum. These areas require enhancement to provide 

students with a more well-rounded climate change education.  

One notable area where the curriculum could benefit from improvement is in connecting CR1 “Involves 
questioning the relationship between the concepts of ecological footprint and biocapacity with climate 

change”, which cover ecological footprint with its implications for climate change. It seems concerning 

that there is a lack of explicit linkage between these two topics within the curriculum. This may suggest 

a fragmented approach to climate change education rather than a holistic one. Additionally, it would be 
advantageous for the curriculum to acknowledge and address international perspectives on climate 

change. By doing so, students can gain a broader understanding of how this global issue affects various 

regions around the world. 
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Climate Citizenship   

Analysis of the Environmental Education and Climate Change curriculum objectives with respect to the 
Climate Citizenship component of the Climate Change Literate Citizenship framework indicated distinct 

patterns across the six units of the curriculum. The findings are summarized in Table 3.  

Table 3.  
Number of Related Curriculum Objectives about the components of Climate Citizenship  

Name of the Unit  Personally 

responsible citizens 

Participatory 

citizens 

Justice oriented 

citizens 

Total 

1. Human and Nature  1 0 1 2 

2. Cyclical Nature  0 0 0 0 

3. Environmental Problems  1 0 0 1 

4. Global Climate Change  0 0 0 0 

5. Climate Change and Türkiye  2 4 0 6 

6. Sustainable Development and 

Environmentally Friendly 

Technologies  

1 1 0 2 

Total  5 5 1 11 

  
Results reveal that "Personally Responsible Citizens" and "Participatory Citizens" emerge as recurrent 

themes, encompassing five objectives distributed across three and two units, respectively. "Justice 
Oriented Citizens" receives attention only in one unit with one objective. Criteria for each component 

and related curriculum objectives are given in the Appendix.  

In terms of personally responsible citizenship, we found five objectives related to two out of four criteria, 
which are “PR1. Encompasses recognizing and adopting individual responsibilities regarding 

sustainable practices (e.g., reducing energy consumption, conserving water, using public transportation, 

and minimizing waste).”and “PR4. Encompasses following climate change-related policies and 

practices (e.g., policies and initiatives of NGOs and government agencies).” The five objectives of the 
curriculum have potential to develop personally responsible citizens by addressing utilizing waste 

materials to design an upcycled product, referencing international agreements combating global climate 

change and institutions engaged in national-level efforts, conducting research and delivering 
presentations on current environmental issues, and developing attitudes and behaviors towards 

preserving the natural balance.   

While the objectives presented do address certain aspects of personally responsible citizenship, a critical 

examination reveals a notable absence of objectives aligned with two of the criteria: "PR2. Involves 
supporting policies and initiatives that promote renewable energy, preservation of ecosystem 

components, and sustainable development" and "PR3. Includes willingness to engage in educational 

opportunities to enhance awareness about climate change." In that manner, it can be argued that the 
curriculum needs improvement to incorporate objectives related to supporting policies, initiatives, and 

educational awareness so that it may accomplish a more holistic understanding of climate responsibility.   

In terms of participatory citizenship, we found objectives related to three out of ten criteria, which are 
“P1. Involves raising awareness among fellow citizens about the effects of climate change.”, “P2. 

Encompasses expressing opinions on climate change through various channels, both written and verbal, 

in an effective manner.”, and “P4. Involves generating and participating in projects related to climate 

change.” There are three related objectives which stress raising awareness among fellow citizens, 
expressing opinions through effective communication, supporting and collaborating with mitigation 

efforts, and generating and participating in climate change projects. However, the other citizenship 

criteria which includes a range of activities, from using scientific approaches to communicate about 
climate change to leveraging technology for effective outreach, instilling hope, motivating action, 

engaging with policymakers, creating digital content, joining relevant NGOs, and contributing insights 

to conferences on climate change was not addressed in the curriculum.  
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Lastly, in terms of justice-oriented citizenship, we found only one objective related to the one criterion 

which is “JO5. Encompasses advocating for climate justice for all components of the ecosystem.” Only 
in human and nature unit, the students are expected to be involved in the discussions of dilemmas in 

terms of ethical issues.   

When we examine the distribution of the citizenship-related objectives throughout the curriculum, we 
realized an uneven distribution among the units. Notably, the unit "Cyclical Nature" appears to be devoid 

of explicit curriculum objectives linked to climate citizenship components. Additionally, the unit 

"Global Climate Change" does not feature objectives aligned with these components, potentially 

warranting further exploration and consideration in future curriculum development. 

Discussion, Conclusion, and Suggestions 

Environmental Education and Climate Change Curriculum and Climate Change Literate 

Citizenship  

Data analyses of our study presented an overview of the “Environmental education and Climate Change” 

curriculum (MoNE, 2022a) in terms of the Climate Change Literate Citizenship framework developed 

throughout the study. For instance, the word cloud analysis of learning objectives revealed that keywords 
of climate and change are the most prominent in the curriculum, reflecting a deliberate effort to prioritize 

this topic and ensure that students have a comprehensive understanding of its causes, impacts, and 

possible solutions. However, the analysis of the word trends indicates that climate change is currently 

treated as a separate issue within the curriculum. This finding emphasizes the necessity for a more 
thorough and unified approach to incorporate climate change concepts across all subjects in the 

curriculum. Addressing this imbalance in the curriculum and its practice could contribute to a more 

well-rounded educational experience that nurtures informed and engaged citizens capable of grappling 
with the multifaceted challenges posed by climate change. It is widely accepted in the literature that 

there is a strong need for a comprehensive and unified approach in integrating climate change concepts 

across all subjects in the curriculum (Hung, 2014; Tasquier et al., 2016). Passarella (2021) suggests 

incorporating a holistic systemic approach into climate change education to enhance students' 

understanding of transformative solutions.   

In the word cloud we obtained based on our analyses, prominent keywords other than climate and change 

were water, energy, resources and sustainable. Given the water and energy challenges faced by Türkiye, 
the inclusion of a prominent emphasis on these issues in the curriculum serves as an effective and timely 

strategy. The emphasis on 'sustainable development' reflects a proactive approach within the curriculum 

that encourages solution-oriented learning. Based on this result, this curriculum aims to empower 
students to become environmentally conscious citizens who are well-prepared to tackle the complex 

challenges of tomorrow. The integration of education for sustainable development into the curriculum 

has been successful in various countries, including Southeast Asian countries and Australia (Lee et al., 

2016). These countries have integrated Education for Sustainable Development (ESD) into relevant 
subjects such as Social Studies, Arts, and Science, and have established good practices and capacity-

building training for teachers and curriculum developers (Lee et al., 2016).  

The examination of environmental education and climate change curriculum provides valuable insights 
into Türkiye’s educational priorities regarding Climate Change Literacy (CCL). In our Climate Change 

Literate Citizenship framework, CCL involves three components: functional, cultural, and critical. Each 

component plays a vital role in fostering a comprehensive understanding of climate change. From a 
functional CCL standpoint, the curriculum encompasses several aspects. Notably, it places importance 

on the interconnectedness of ecosystem components. However, there are noticeable discrepancies 

concerning the relationship between the greenhouse effect, global warming, and climate change. Yakar 

and Karakuş (2019) investigated the Social Studies curricula in Türkiye from 1968 to 2018 regarding 
the climate literacy. The study found that there were noticeable discrepancies in the curriculum 

regarding the relationship between the greenhouse effect, global warming, and climate change (Yakar 

& Karakuş, 2019).  Another finding in our study about functional CCL was the absence of differentiation 
between natural and human-induced climate effects, along with insufficient emphasis on local impacts 

of climate change. According to Dalagnol et al. (2021) neglecting to distinguish between natural and 
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anthropogenic factors in educational curricula when discussing climate effects could result in 

overlooking the role of human activities in exacerbating climate change and its resulting impacts.  

In terms of cultural CCL component, our analysis revealed the absence of the cultural component in the 

learning objectives of the Environmental Education and Climate Change curriculum. Climate change 

goes beyond being solely a scientific phenomenon and has deep connections with human cultures, 
histories, and stories. A narrative inquiry approach offers researchers a valuable framework to examine 

how individuals perceive and interpret their experiences, as demonstrated by Sherpa (2021). Using 

narratives enables exploration of indigenous knowledge and local practices within climate change 

education. By incorporating narratives into climate change education, the divide between scientific 
understanding of climate change and cultural perspectives can be bridged, leading to a more 

comprehensive comprehension of the issue (Sherpa, 2021). By failing to address cultural heritages, 

beliefs, and narratives related to climate change, students may lack a comprehensive understanding of 
the subject matter which could potentially result in a biased or restricted perspective (Acharibasam, 

2022). Therefore, in the long run, it can be suggested to revise the curriculum so as to include the cultural 

aspect of climate change. In the shorter run, it can be suggested to teachers who implement the 
curriculum to create opportunities to teach and discuss the cultural aspects of climate change in their 

teaching.  In relation to the Critical CCL, certain aspects are adequately covered, such as evaluating 

strategies to combat climate change. However, there are still significant gaps that need to be addressed. 

For example, the curriculum lacks a focus on evaluating various policy outcomes, analyzing media 
content on climate change, and critically examining scientific data - all essential skills for developing a 

generation capable of critically assessing and taking action based on information about climate change. 

According to Hung (2014), the majority of students mentioned media as a knowledge source for climate 
change. Analyzing media content in terms of whether the knowledge source reflect accurate scientific 

information about climate change is essential for promoting media literacy among students (Colston & 

Thomas, 2019). Additionally, although the curriculum partially covers important topics, it appears 

fragmented and disjointed which may result in students having fragmented knowledge rather than a 
comprehensive understanding of climate change. The compartmentalized approach towards ecological 

footprints and their implications for climate change suggests that students may not be fully equipped to 

handle the interconnected complexities of real-world challenges.  

Climate change literacy entails knowledge and comprehension about the scientific aspects of climate 

change as well as its environmental consequences resulting from human activities. However, it is 

through active climate citizenship that this knowledge translates into meaningful action (Manuvie, 2023; 
Vihersalo, 2017). Effective climate citizenship entails not only possessing a deep understanding of 

relevant facts and figures but also engaging in constructive dialogue, advocating for sustainable 

practices, and recognizing the social implications of climate change. As we delve into the topic at hand, 

it becomes evident that developing strong foundations in climate change literacy is essential for 
individuals to become actively engaged global citizens who can contribute effectively towards 

combating climate change on both local and international scales. To cultivate such globally conscious 

citizens, an inclusive curriculum should aim not just to inform young learners but also empower them 
with the skills needed to actively participate in efforts against climatic challenges while considering 

intersections between environment preservation, social equity, and justice (Park & Kim, 2020; 

Vihersalo, 2017). Although learning objectives are intended to promote a comprehensive understanding 
of climate issues and encourage citizen engagement in solutions for mitigating its impact, the curriculum 

needs to incorporate other important components of participatory citizenship. These include utilizing 

scientific arguments for climate change communication, effectively utilizing technology in climate 

outreach efforts, instilling hope and motivating proactive measures, engaging with policymakers 
directly, creating digital content related to climate issues and collaborating with climate-focused NGOs. 

By incorporating these elements into the curriculum, we can ensure a more comprehensive approach to 

promoting participatory climate citizenship. By effectively utilizing technology, students can engage 
with climate-related content, collaborate with climate-focused NGOs, and create digital content related 

to climate issues (Bickham et al., 2021).  

A curriculum that aims to develop justice-oriented citizens need to underscore the importance of 

recognizing the interconnectedness of environmental challenges and social equity, to cultivate a sense 
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of empathy, responsibility, and advocacy towards addressing climate change in a manner that is 

equitable, inclusive, and to help students understand the needs of all components of the ecosystem. The 
emphasis on understanding climate justice is a noteworthy starting point which is evidently lack in the 

current curriculum of “Environmental education and Climate Change” course. The absence of objectives 

that delve into the complexities of justice-oriented citizenship raises concerns about the 
comprehensiveness of the curriculum in addressing this critical component. Hallar et al. (2011) argue 

that it is crucial for students to learn about the impact of climate change on their community and the 

world. By focusing on specific ecological changes resulting from climate change, students can develop 

a deeper understanding of the need for justice-oriented citizenship (Hallar et al., 2011). Educational 
programs that prioritize climate justice aim to equip students with the critical tools needed to identify 

and combat environmental issues and inequalities (Aikenhead, 2010; Chatterton, 2016). The research 

conducted by Kozłowska (2021) revealed inadequacies in the climate change content and citizenship 
objectives within both the Polish and UK national curriculum. In contrast, the elective course 

Environmental Education and Climate Change of Türkiye incorporates elements of climate change 

literacy and climate citizenship. However, there is room for improvement to include cultural climate 
change literacy, justice-oriented climate citizenship, as well as enhancing critical climate literacy and 

participatory citizenship components.  

Although these finding gave us some insight about the potential of Environmental Education and 

Climate Change curriculum, it is essential to acknowledge the primary limitation of this study to be 
considered while interpreting the results. The interpretations drawn from the curriculum heavily rely on 

its stated objectives, potentially leaving certain aspects open to subjective interpretation. The lack of 

standardized coursebooks or instructional resources specific to this curriculum may introduce variability 
in the ways educators approach content delivery, assessment, and student engagement. While the study 

leverages the curriculum's explicit objectives as a foundation for analysis, the absence of detailed content 

within dedicated coursebooks limits the depth of insights that can be gleaned regarding the practical 

implementation of the framework.  

Potential Contributions of Theoretical Framework and Related Criteria   

Climate change is a complex issue since it involves various interconnected social, economic and 

environmental factors (Hung, 2014). In line with this point of view, based on Ayar and Özalp's (2021) 
study, we developed Climate Change Literate Citizenship framework. This framework provides a 

comprehensive approach to climate change education and addresses the need for individuals to have 

both knowledge and skills to become informed, engaged, and active citizens in the face of climate 
change. By integrating the domains of cognitive understanding, emotional engagement, and active 

citizenship, the framework recognizes that climate change education goes beyond simply acquiring 

knowledge. It acknowledges the importance of transforming values, creating emotional resonance, and 

mobilizing behavioral change. This framework emphasizes the necessity of a deep understanding of the 
complexities of climate change and its implications. The framework also underlines the need for a sense 

of responsibility and agency to take action and contribute to meaningful change.   

The framework we proposed is believed to bridge the gap between climate literacy and citizenship 
education, highlighting their shared goals. In fact, climate change literacy and climate citizenship are 

two key components of climate change education (Kranz et al., 2022). The causes and consequences of 

climate change are multifaceted and require a comprehensive understanding in order to develop effective 
mitigation and adaptation strategies (Clemens et al., 2020; Johnston, 2020). Climate citizenship 

encompasses the active involvement, participation, and advocacy for climate justice in tackling climate 

change challenges and working towards sustainable solutions (Vihersolo, 2017). As seen, by their very 

nature, it is not possible to think climate change literacy and climate citizenship independent of each 
other. In this manner, the Climate Change Literate Citizenship Framework also offers a roadmap for 

educators, policymakers, and researchers to cultivate a generation of environmentally conscious 

citizens.   

Similar to the framework we proposed, criteria developed to evaluate the learning objectives of the 

“Environmental education and Climate Change” course are believed to contribute to the literature as 

well as educational researchers, practitioners, and policy makers. The criteria cover scientific, cultural, 

and critical aspects of climate change literacy in a thorough manner. It includes essential knowledge 
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about greenhouse effects and their global consequences, as well as highlighting the human-centered 

impacts of climate change and exploring how cultural beliefs shape our perspectives on it. Furthermore, 
it categorizes climate citizenship into three dimensions: personal responsibility, participatory action, and 

justice-oriented approaches—encouraging individual actions while advocating for collective advocacy 

efforts and promoting social justice considerations. Therefore, researchers who are interested in 
examining curricula of various courses, teaching materials related to these course or practices of the 

courses in formal, informal or non-formal learning environments may utilize the framework and related 

criteria. Educational policy makers may consider including the criteria proposed in the present study in 

the curricula of environmental education and climate change education courses. Similarly, teachers may 

benefit from the criteria in designing teaching activities in their courses.   
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Appendices 

Potential Objectives Associated with Climate Change Literate Citizenship  

Potential Objectives Associated with Climate Change Literacy  

A. Functional Environmental Literacy Criteria  Objectives  
 

F1. Involves identifying what greenhouse gases are.  CEID.* 4.1.a) Identifies the greenhouse gases that cause environmental 
problems.  

 

F2. Involves defining the greenhouse effect.  CEID.4.1.b) States that a certain level of greenhouse gas is necessary for 
maintaining the temperature in the atmosphere.  

 

F3. Involves distinguishing between natural and anthropogenic 
(human-made) greenhouse effects.  

  
 

F4. Involves defining global warming.  CEID.4.2. Recognizes that global warming emerges as a result of the greenhouse 
effect.  

 

F5. Involves defining climate change.  CEID.3.5. Explains local and global environmental issues with examples.  
CEID.4.3.b) Addresses the concept of climate crisis.  

 

F6. Involves understanding key concepts and phenomena related 
to climate change (e.g., weather, weather events, climate, 
humidity, global warming, carbon cycle, water cycle).  

CEID.2.3.a) Recognizes that natural resources such as plants, air, water, soil, etc., 
are sustainable under natural conditions through the material cycle.  
CEID.2.3.b) Recognizes material cycles through the example of the water cycle,  
CEID.2.3.c) The sun is emphasized as the primary energy source in nature.  
CEID.2.3.d) Without delving into the details of topics such as photosynthesis, 
power plants, and ecological pyramids, recognizes their roles in material cycles 
and energy flow.  

 

F7. Involves understanding the relationship between the 
greenhouse effect, global warming, and climate change.  

CEID.4.2. Recognizes that global warming emerges as a result of the greenhouse 
effect.  
CEID.4.3. Explains the relationship between global climate change and global 
warming.  
CEID.4.3.a) It is emphasized that global climate change and global warming are 
distinct concepts.  

 

F8. Involves explaining the main causes of climate change.  CEID.4.1.c) Addresses examples of factors contributing to the increase of 
greenhouse gases can include the use of fossil fuels, deforestation, excessive use 
of fertilizers, waste from industrially raised animals, crop residue burning, 
burying or burning waste, volcanic eruptions, supersonic airplanes, excessive 
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evaporation, exhaust fumes, sprays, refrigerant gases, Styrofoam, fire 
extinguishers, and etc.  

F9. Involves distinguishing human-induced climate change from 
natural climate variability.  

  
 

F10. Involves understanding the impacts of human activities (e.g., 
deforestation, agriculture, transportation, energy consumption) on 
climate change.  

CEID.1.2.b) Addresses the positive and negative impacts of unplanned 
settlements, industrialization, transportation, etc., on nature   
CEID.3.6.a) Addresses the impact of population growth, uncontrolled 
urbanization, industrialization, and changing consumption habits on 
environmental issues.  

 

F11. Involves understanding the local impacts of climate change on 
the environment, society, and economy.  

  
 

F12. Involves understanding the global impacts of climate change 
on the environment, society, and economy.   

CEID.4.4.a) Issues such as the decline in biodiversity, melting glaciers, rising sea 
levels, changes in coastal ecosystems, drying up of lakes, alterations in the 
chemical composition of aquatic environments, reduction in fresh water sources, 
and shifts in migration and breeding times of animals are impressed upon 
students through case studies.  
CEID.4.5. Explains disasters, either directly or indirectly caused by global climate 
change, along with their effects  
CEID.4.5.a) Addresses disasters such as floods, inundation, landslides, mucilage, 
fires, deforestation, drought, coastal erosion, desertification, hurricanes, 
tornadoes, global hunger, and epidemic diseases  

 

F13. Involves understanding ecosystem components, their 
interrelationships, and their importance in terms of sustainability.  

CEID.1.1. Recognizes that they are a part of the environment in which they live 
based on their observations.  
CEID.1.2.a) Adresses the natural and artificial environments when addressing the 
interaction between humans and nature.  
CEID.1.3.a) Places emphasis on the interactions between living beings and 
between living and non-living entities.  
CEID.1.3.b) By visiting out-of-school learning environments (such as national 
parks, botanical gardens, natural monuments, etc.), students give examples of 
these interactions.  
CEID.1.4. Infers that nature possesses a delicate balance.  
CEID.2.1. Provides examples of local natural resources based on observational 
findings.  
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CEID.2.2. Categorizes the natural resources on Earth based on the results of 
his/her research.  
CEID.2.4. Draws inferences regarding the impact on natural life due to 
disruptions in the material cycle and energy flow.  
CEID.6.2. Recognizes the importance of sustainable water resource usage.  
CEID.6.2.a) Emphasizing the significance of water for living organisms, the 
concept of water literacy is touched upon.  
CEID.6.2.b) Water literacy briefly addresses dimensions such as water 
conservation, water management, keeping water resources clean, and 
agricultural irrigation.  

B. Cultural Climate Change Literacy Criteria  Objectives  
 

C1. Involves understanding the impacts of climate change on 
cultural practices and values (e.g., its effects on traditional farming 
practices, the cultural significance of certain species, etc.).  

  
 

C2. Involves understanding the impact of climate change on 
cultural heritage (e.g., historic structures).  

  
 

C3. Involves understanding how cultural factors (values, beliefs, 
traditions, etc.) influence attitudes and behaviors towards climate 
change.  

  
 

C4. Involves recognizing different cultural perspectives on climate 
change (e.g., knowledge and teachings of indigenous peoples).   

  
 

C5. Involves respecting different cultural viewpoints on climate 
change.   

  
 

C6. Involves understanding opportunities for collaboration and 
learning between different cultures in combating climate change.   

  
 

C. Critical Climate Change Literacy Criteria  Objectives  
 

CR1. Involves questioning the relationship between the concepts 
of ecological footprint and biocapacity with climate change.  

  
 

CR2. Encompasses questioning the local and global effects of 
climate change on the environment, society, and economy (issues 
of food security, problems accessing water resources, loss of 
biodiversity, increased energy needs, etc.).   

CEID.4.4.b) Draws attention to the interrelationships between events caused by 
global climate change.  
CEID.5.1.b) Discusses on the impacts of climate change on areas such as 
agriculture, livestock, biodiversity, tourism, and the economy in Türkiye.   
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CR3. Involves evaluating the role of stakeholders (e.g., civil society 
organizations, municipalities) in combating climate change.   

CEID.5.2.b) Addresses the activities of institutions and organizations working at 
the national level to prevent global climate change.  

 

CR4. Involves recognizing different strategies in combating climate 
change (mitigating the effects of climate change and adapting to 
climate change).  

  

CEID.4.5.b) Discusses the precautions that need to be taken prior to a disaster.  
CEID4.5.c) Explores the actions required during and after a specific disaster 
event.  
CEID.6.1. Recognizes the need to consider future generations' requirements 
while addressing desires and needs in daily life.  
CEID.6.6. Provides examples that support sustainable development in Turkey and 
around the world.  
CEID.6.6.a) Addresses eco-friendly technologie.  
CEID.6.6.b) Addresses concepts such as slow cities, ecological villages, and 
sustainable schools that support sustainability.  
CEID.6.6.c) Addresses examples from historically significant environmental 
conservation practices from the past to the present.  

 

CR5. Involves understanding the role of public policy and 
governance in addressing climate change (for instance, policies 
and regulations that reduce emissions and promote 
sustainability).   

CEID.6.6.b) Addresses concepts such as slow cities, ecological villages, and 
sustainable schools that support sustainability.  
CEID.6.6.c) Addresses examples from historically significant environmental 
conservation practices from the past to the present.  

 

CR6. Involves understanding the importance of individual and 
collective actions (e.g., lifestyle changes, behavior modifications, 
and advocacy efforts) in mitigating the effects of climate change.  

  

CEID.5.3. Provides examples of measures aimed at mitigating the effects of 
climate change in Turkey.  
CEID.5.4. Prepares presentations, posters, banners, brochures, etc., to inform 
their immediate surroundings.  
CEID.6.1. Recognizes the need to consider future generations' requirements 
while addressing desires and needs in daily life.  

 

CR7. Involves the skill of analyzing potential outcomes of different 
policy approaches to climate change.  

  
 

CR8. Evaluates media content related to climate change (e.g., 
social media, blogs, forums, podcasts, news websites, etc.) and 
involves identifying misleading information (e.g., conspiracy 
theories) or biases.  

  
 

CR9. Involves analyzing scientific data related to climate change.    
 

CR10. Involves understanding the potential economic and societal 
benefits of transitioning to a low-carbon economy (e.g., job 

CEID.6.8. Addresses examples of different career fields related to the 
environment, climate, and sustainable development. The discussion touches 
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creation, energy independence, and improvements in public 
health).  

upon green employment sectors, delving into green professions. Student 
opinions are solicited on potential green jobs needed in the future.  

CR11. Involves evaluating the advantages and disadvantages of 
sustainability strategies (e.g., renewable energy, sustainable 
agriculture, and green infrastructure) in mitigating the effects of 
climate change and adapting to it.  

CEID.6.4. Explains the importance of recycling and recovery in terms of 
sustainable development.   
CEID.6.4.a) Mentions the differences between recycling and recovery.  
CEID.6.4.b) Mentions the "Zero Waste" initiative and projects related to waste 
assessment.  

 

CR12. Involves the ability to evaluate the effectiveness of climate 
change mitigation and adaptation strategies in reducing health 
risks associated with climate change (e.g., creating more green 
spaces, promoting natural ventilation systems in buildings, and 
educating the public about heatwaves).  

  
 

CR13. Involves planning strategies to preserve cultural heritage in 
the context of climate change.  

  
 

CR14. Discusses the limitations of technology in preventing the 
effects of climate change.   

  
 

CR15. Critically evaluates international reports, agreements, and 
conferences related to climate change (like the Paris Climate 
Agreement, International Climate Panel reports, etc.).  

CEID.3.6.b) Makes a presentation by utilizing national and/or international 
research findings on a current environmental issue.  
CEID.5.2.a) Addresses international agreements such as the Paris Agreement for 
combating global climate change.  

 

CR16. Involves understanding how the ecological footprints of 
products, individuals, and countries impact the environment and 
climate change.  

CEID.3.1.a) The concept of life cycle analysis is explained.  
CEID.3.1.b) Life cycle analyses of selected consumable items are conducted. 
Emphasis is placed on the natural resources (energy, water, minerals, etc.) used 
in the production stages of everyday items like paper, plastic bags, computers, 
and jeans, as well as the waste generated as a result of production.  
CEID.3.2. Distinguishes between the concepts of waste, garbage, and pollution.  
CEID.3.2.a) The relationship between consumption and waste, garbage, and 
pollution is addressed.  
CEID.3.2.b) The concept of wastage (water, bread, technology, electricity 
wastage, etc.) is touched upon.  
CEID.3.4. Describes the concept of ecological footprint with examples. The 
student is encouraged to calculate their ecological footprint based on their 
consumption habits in terms of air, water, food, energy, and wastes (organic 
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wastes, solid wastes, hazardous wastes, etc.). It is recommended to use reliable 
digital sources for ecological footprint calculations.  

Potential Objectives Associated with Climate Citizenship  

A. Personally Responsible Citizens    Objectives  

PR1.  Encompasses recognizing and adopting individual 
responsibilities regarding sustainable practices (e.g., reducing 
energy consumption, conserving water, using public 
transportation, and minimizing waste).  

CEID.1.6.b) Realize their responsibility in developing attitudes and behaviors 
towards preserving the natural balance.  
CEID.6.5. Designs an upcycled product by utilizing waste materials.   

PR2.  Involves supporting policies and initiatives that promote 
renewable energy, preservation of ecosystem components, and 
sustainable development.  

  

PR3. Includes willingness to engage in educational opportunities to 
enhance awareness about climate change.  

  

PR4. Encompasses following climate change-related policies and 
practices (e.g., policies and initiatives of NGOs and government 
agencies).  

CEID.3.6.b) Makes a presentation by utilizing national and/or international research 
findings on a current environmental issue.  
CEID.5.2.a) Addresses international agreements such as the Paris Agreement for 
combating global climate change.  
CEID.5.2.b) Addresses the activities of institutions and organizations working at the 
national level to prevent global climate change.  

B. Participatory Citizens  Objectives  

P1. Involves raising awareness among fellow citizens about the 
effects of climate change.  

CEID.5.4. Prepares presentations, posters, banners, brochures, etc., to inform their 
immediate surroundings.  
CEID.5.5. Designs project(s) that will create societal awareness about reducing the 
effects of climate change in Turkey.   

P2. Encompasses expressing opinions on climate change through 
various channels, both written and verbal, in an effective manner.  

CEID.5.4. Prepares presentations, posters, banners, brochures, etc., to inform their 
immediate surroundings.  
CEID.5.5. Designs project(s) that will create societal awareness about reducing the 
effects of climate change in Turkey.  

P3. Includes supporting and collaborating with organizations and 
groups striving to mitigate the effects of climate change (e.g., 
environmental groups and climate advocates).  

  

P4. Involves generating and participating in projects related to 
climate change.  

CEID.6.7. Designs a project that offers a sustainable development-based solution for 
a real-life issue.  
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P5. Encompasses communicating about climate change with 
individuals and stakeholders using scientific approaches.  

  

P6. Encompasses communicating about climate change with 
individuals and stakeholders through technology (e.g., social 
media, podcasts, forums, blogs, etc.).  

  

P7. Involves promoting a sense of hope about climate change 
among peers and other community members climate change.  

  

P8. Encompasses inspiring, motivating, and persuading peers and 
community members to take action for climate initiatives.  

  

P9. Involves engaging in communication with the public and 
policymakers about climate adaptation and mitigation.  

  

P10. Includes joining an NGO that plays a significant role in 
combating climate change.  

  

C. Justice-Oriented Citizens  Objectives  

JO1. Encompasses understanding the concept of climate justice.    

JO2. Involves developing empathy towards species, communities, 
and habitats disproportionately affected by climate change.  

  

JO3. Encompasses considering the experiences and perspectives of 
individuals with diverse social, economic, and cultural backgrounds 
in climate change discussions.  

  

JO4. Involves seeking solutions that benefit not only humans but 
also all components of the ecosystem in combating climate 
change, rather than solely human-centric approaches.  

  

JO5. Encompasses advocating for climate justice for all 
components of the ecosystem.  

CEID.1.6.a) Examines behaviors that may negatively impact the natural balance 
through ethical dilemmas from an environmental ethics perspective.  

JO6. Includes understanding the vulnerabilities of certain species, 
habitats, and communities that make them more susceptible to 
climate change.  

  

JO7. Encompasses the ability to communicate and write about 
protecting all species, habitats, and communities from climate 
threats.  

  

JO8. Involves collaborating to advocate for the rights of all 
components of the ecosystem against climate change.  
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JO9. Encompasses considering what is fair for both humans and 
other ecosystem components when making decisions about 
climate change actions.  

  

JO10. Includes understanding how climate change exacerbates 
existing social and economic inequalities (e.g., access to 
healthcare, clean water, quality education).  

  

JO11. Encompasses comprehending the challenges climate 
refugees might face in migration movements caused by climate 
change.  

  

* CEID refers to the objective code originally defined at the curriculum. First number after CEID refers to the number of units, while the following number 
refers to the objective number pertaining to that unit.  
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Abstract 

Working life is as essential and indispensable as private life for people. Paying equal attention to work 

and private life is the way to balance these living spaces. Work-private life balance is essential both 

for the uninterrupted functioning of organizations and for the employees to continue their private lives 

healthily. This study aims to reveal school administrators’ views on work-private life balance. Of 

qualitative research methods, a phenomenological research design was used to examine the subject in-

depth, obtain rich findings, and understand the phenomenon better. The study participants comprised 

50 school administrators, 19 females, and 31 males, selected using purposeful and snowball sampling 

methods from 275 public high school administrators working in four central districts of Mersin in the 

2021-2022 academic year. All the data were collected through face-to-face interviews and divided into 

codes, categories, and subcategories using content analysis. At the end of the analysis, the findings 

relating to five themes were created considering the literature. Although the work-private life balance 

was taken into account when asking questions to study participants, it was discovered that school 

administrators working in public high schools experienced a work-private life imbalance. 

Keywords: work-private life balance, work-private life balance in school organizations, school 

administrators 
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Introduction 

In the current world, where working life holds an indispensable place in employees’ lives as much as 

private life, the working lives of individuals have taken precedence over their private lives. 

Meanwhile, the boundaries between living spaces are nearly eliminated, and the living spaces have 

melded together. Work-private life balance can deteriorate when individuals experience challenges in 

finding themselves among the intermingling living spaces and cannot fulfill the expected duties. 

Work-private life balance is defined as individuals giving equal importance to both living spaces and 

protecting their physical and mental health (Byrne, 2005; Lockwood, 2003).  

Work-private life balance, a concept that first appeared in 1930, is now described by time, 

commitment, and satisfaction. According to relevant literature, various theories address whether an 

employee's work and private life influence each other from their respective unique perspectives. These 

theories could be listed as role theory, spill-over theory, enrichment theory, segmentation theory, 

balance theory, instrumentality theory, internal-conflict theory,  work-family boundary theory, and 

systems approach.  

Various disciplines, including sociology and psychology, study the societal roles imposed on 

individuals today. According to Dinç Kahraman (2010), cultural and social values shape individuals 

from childhood based on their biological genders, perpetuating gender inequalities and discrimination 

primarily initiated and endorsed within the family. As individuals strive to fulfill societal gender roles 

learned from their upbringing and the responsibilities of their work-life roles, they encounter 

challenges and struggle to maintain a work-life balance.  Positive experiences in the workplace can 

extend beyond the organization, affecting personal life, while negative events in personal life can 

hinder one's ability to perform effectively within the organization. Tuğsal (2017) discusses the spill-

over theory, suggesting that work experiences continue to impact personal life.  Conversely, Özaydın 

(2013) argues that achieving success and happiness in work life can positively influence personal life, 

referring to the enrichment theory. The enrichment theory differs from the spill-over theory in terms of 

emphasizing the impact of job satisfaction on other domains of life. 

The segmentation theory posits that work and personal life events remain independent (Ballıca, 2010). 

Additionally, the balance theory explains how individuals may focus on other life domains to cope 

with challenges and negative emotions. According to Mutlu (2016), the balance theory explains that 

employees try to feel better by focusing on other life domains in response to negative emotions caused 

by failures, unhappiness, and similar situations in their personal or work lives. 

According to the instrumentality theory, which considers the events in one life domain as indicators of 

the other life domain, it is argued that one life domain facilitates the other (Polat, 2019). However, 

when employees are caught between the responsibilities of different roles they need to fulfill in their 

life domains and are forced to make choices between these roles, they may experience internal 

conflicts that negatively impact work-life balance. Varol (2015) highlights the internal conflicts that 

arise when job expectations clash with individual traits, values, and opinions.  

Clark (2000) presents a theory of work-family boundaries, suggesting that the relationship between 

work life and personal life is a complex system that extends beyond emotions. Küçükusta (2007) 

emphasizes the system approach, which considers work life, family life, and social life as separate yet 

interconnected systems, offering a comprehensive understanding of work-life balance. In this 

perspective, events or circumstances in an individual's personal life inevitably influence their work life 

to some extent. 

Theories and approaches explaining the work-private life balance put forward two views: those that 

argue that there is an interaction between work and private lives and those that argue that these living 

spaces continue independently (Polat, 2019). Regardless of which theoretical perspective one 

considers the work-life balance, relevant research reports, and policies highlight the significance of the 

multidimensional aspect of work and private life balance. Governments, legislators, and employers 

have developed various policies to protect employees' work-private life balance. The employees' 

work-private life balance is a critical issue that could affect them, the organization where they work, 

their families, and their social environment in various ways. 
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Work-life balance is crucial because it helps people to prioritize their work and personal duties, which 

results in increased overall pleasure and well-being. A lack of balance, also referred as a work-life 

imbalance, can cause stress, and burnout, and have a negative impact on both mental and physical 

health. It might also result in decreased productivity and job dissatisfaction. In literature, the causes of 

work-private life imbalance are divided into organizational and personal factors (Akçil, 2019). 

Organizational factors that cause work-private life imbalance are classified as role ambiguity, role 

conflict, interpersonal conflict, responsibility, involvement in management, management style, job 

security, excessive workload, career barriers, physical spaces, and environmental conditions. In case 

employees are expected to fulfill several roles in an organization, the ambiguity of roles that they 

experience from time to time may lead to problems such as burnout, loss of motivation, and reluctance 

to go to work, causing work-private life imbalances (French & Caplan, 1973; Kanbur, et al., 2016). 

Similarly, Tabancalı and Su (2021) emphasize that school administrators cannot perceive job 

pessimism, low motivation, and tension because of the ambiguity of their roles. In some cases, the 

choices made by employees trying to fulfill their roles in the organization regarding role conflicts 

(Ertem Eray, 2017). For instance, school administrators, who previously worked as teachers in 

educational organizations, could not adapt to their new duties and responsibilities, missed their old 

ways of working, and failed to behave professionally about their decisions (Gökçe & Şahin, 2003). 

This situation may cause various role conflicts for them. While employees experience role conflicts 

among themselves, they may also experience conflicts with other employees, groups, or groups who 

do not share the same thoughts, beliefs, values, and views. The sources of interpersonal conflicts that 

negatively affect the work-life balance of the employee in an organization comprise interpersonal 

incompatibilities, intra-organizational hierarchy, goal differences, the size of the organization, and 

excess responsibilities (Aşan & Aydın, 2006; Gümüşeli, 1994; Karip, 2010). In addition, the excessive 

workload in the organization negatively affects the work-life balance of employees and administrators. 

Because of the excessive workload, employees feel inadequate, under pressure, and unwilling against 

the work to be done, whereby many works in the organization may get disrupted, and disruptions may 

happen in the organization's operation (Dağdeviren, Eraslan, & Kurt, 2005; Katz & Kahn, 1978; 

Thompson, et al., 2005). An increase in the responsibilities that employees should fulfill and their 

limited authority despite the responsibilities imposed on them may cause deterioration in their work-

private life balance. Similarly, educational organizations' employees feel pressured and obliged to 

fulfill their responsibilities regardless of the increasing responsibilities (Ballıca, 2010; Tabancalı & Su, 

2021).  

As in all organizations, the managers' responsibilities can be more than those of other employees. 

However, it is argued that managers rarely want to share their authority and responsibilities. Therefore, 

they do not allow employees to participate in management, and the negative effects of this state on 

employees who cannot take part in management cause work-private life imbalance for themselves and 

managers (Akçil, 2019; Balcı, 2014; Uyar, 2007). 

Personal factors that cause work-private life imbalance are classified as gender, education, and career 

planning. Various research findings about the significance of gender factors in work-private life 

balance may be found in the relevant literature. For instance, some studies show gender causes a 

significant difference in employees’ work-private life balance (Alkan, 2019; Ballıca, 2010; Küçükşen 

& Kaya, 2016; Küçükusta, 2007; Lookwood, 2003; Polat, 2019). Some studies show that gender roles 

and gender stereotypes do not have any effect on the work-private life balance of employees (Akın, 

2019; Altun Dilek, 2015; Çobanoğlu et al., 2019; Dilek & Yılmaz, 2016; İzki, 2019; Yılmaz & 

Altınkurt, 2015). Likewise, there are different opinions about the education of employees. It is 

indicated that as the adequacy of employees’ education level increases concerning the work, the duties 

and responsibilities assigned to them in the organization increase accordingly (Ballıca, 2010). Career 

planning, another personal factor affecting the work-life balance, has an important place in many 

aspects of an employee’s working life. Employees feel happy, motivated, and productive when the 

organization manager supports them in career planning. In contrast, they feel unhappy, abandoned, and 

unwilling when the organization manager does not support them with the courses they want to attend, 

the vocational training they want to take, and when they are not given the opportunity for career 

development (Öztürk, 2016).  
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Work-private life balance disruptions produced by personal and organizational matters cause some 

negativity in an employee's life. These negative emotions can cause psychological, psychosomatic, 

personal time dissatisfaction, family-related problems, and workplace problems. For instance, it is 

stated that work-life imbalances bring about psychological consequences such as anger, stress, tension, 

reluctance to work, burnout, and anxiety disorder in employees (Frone, 2000; Frone, Russell, & 

Cooper, 1992; Kossek & Ozeki, 1998; Perrewe, Hochwarter, & Kiewitz, 1999). 

Although various theories defend different views on work-private life balance, recent studies show 

that the work-private life balance of individuals can affect themselves, their families, social 

environments, and the organizations where they work. Therefore, work-private life balance, a study 

topic that attracts the attention of different disciplines, has gained its place in research studies and 

educational organizations in recent years. Alkan (2019), the researcher who addresses the subject from 

a work-private life balance perspective in education organizations, argues that primary school teachers 

have less difficulty establishing a work-private life balance than other teachers. Similarly, Akın 

(2019), Dilek and Yılmaz (2016), and Yılmaz and Altınkurt (2015) state that high school teachers 

have more difficulty in establishing a work-private life balance than other teachers do. The work-life 

balance in educational organizations is associated with various variables and studied with samples 

involving teachers and academic staff. However, no qualitative study has explored the views of high 

school administrators about their problems in establishing a work-life balance, the reasons behind 

these problems, and methods of coping with them. Hence, this research may contribute to the 

literature. In addition, this research is believed to guide the Ministry of National Education (MoNE) 

officials, school administrators, teachers, parents, and students in maintaining the work-private life 

balance of school administrators. This study explores the views of high school administrators on work-

private life balance. In line with this purpose, we addressed the following research and sub-research 

questions.  

1. What are the views of high school administrators about work-private life balances? 

1.1. What problems do high school administrators face balancing work and private lives? 

1.2. What are the views of high school administrators about the reasons behind the problems they 

experience in balancing their work and private lives?  

1.3. What are the high school administrators’ methods of coping with the problems they 

experience balancing their work and private lives?  

Method 

Research Model 

A phenomenological design, one of the qualitative research methods, was chosen in this study to 

thoroughly explore the work-private life balances from the perspectives of high school administrators. 

The phenomenological research design allows for collecting data from its natural environment from a 

deep perspective and enables the revealing the accurate information directly through individuals who 

have experienced the event (Creswell, 2017; Yıldırım & Şimşek, 2018). Therefore, a 

phenomenological research design was adopted in this study, as the work-private life balance can be 

explained well in line with the participants' views, and the findings obtained can be presented with 

impartiality. 

Study Group 

A study group of 50 school administrators, 19 women, and 31 men, was formed using the maximum 

variation sampling method from purposive sampling methods by considering the gender distribution of 

high school administrators; participants who volunteered for the study could meet with the researcher 

for an interview, worked in different school types, had unique characteristics in terms of age, marital 

status, number of children, working years, and time spent in administration. In purposive sampling 

methods, the aim is to include participants who can meet the predetermined criteria in the study group 

(Gliner, Morgan, & Leech, 2015). In addition, since the number of female school administrators was 

less than the number of male school administrators, the contact details of female school administrators 

were taken from other participants in the study group and those who became a reference to the study 
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and were included in the study, using the snowball sampling method. After specifying the study 

participants, codes were given to all participants using a randomized method.  

Data Collection Tool and Technique 

In order to collect the data, primarily, the relevant literature was examined by the researcher, the 

research question and sub-research questions were taken into account, and a draft form consisting of 

semi-structured interview questions was prepared. The draft form was submitted to six faculty 

members and two school administrators who were experts in educational administration to evaluate, 

and necessary revisions were made in line with the expert opinions. Before finalizing the interview 

form, pilot interviews were conducted to see whether the questions worked, and the views of school 

administrators were obtained about the interview questions. The interview form revised per these 

views, was given its final shape, and the data were collected through a face-to-face interview in this 

study. In the interview form, firstly, general information about participants’ work and private lives was 

obtained, then whether the two areas of life reflect on each other was asked, and finally participants’ 

views on balancing the two areas of lives were taken.  

Data Collection Procedure and the Researcher’s Role 

After requesting permission to conduct the research, the participants' most convenient days and hours 

were determined, and appointments were made for the interviews. The interviews took place between 

11.10.2021 and 10.12.2021. The interview dates and times were rearranged for the interviews that 

could not take place. Before conducting the interview, the participants were informed about the 

purpose of the research, assuring that the data would not be used beyond the research purpose and that 

the researcher would keep what they mentioned confidential. The importance of ethical values was 

reemphasized, and the participants were informed by defining the work-private life balance. The 

participants were informed about the approximate interview duration, and consent forms in which they 

declared that they voluntarily participated were obtained. In addition, permission was requested to 

record the interview using a voice recorder. Before proceeding to the interview questions, the 

participants were asked about daily life and warmed up for the interview. The interviews lasted 35 

minutes on average.  

Interviews were paused from time to time because of the sound of the school bell, the phone, and the 

teachers who came to ask questions. In such circumstances, the researcher tried to re-motivate the 

participant's attention to the interview by acting naturally and making binding sentences regarding the 

topic. Considering the validity and reliability of the data, the researcher avoided asking leading 

questions to the participants during the interview and was careful not to show any reaction, indicating 

that she approved or rejected the opinion, concealing her personal beliefs against the responses. In 

addition, the researcher recorded the entire data collection process by writing a research diary.  

Data Analysis 

In this study, the data were collected as audio recordings of 35 minutes on average and converted into 

written documents of 362 pages. The audio recordings and written documents were compared to 

increase the reliability of the data. The data in written documents were analyzed using the content 

analysis method. Berg and Lune, (2019) state that the content analysis method is employed to analyze, 

code, and organize the research data. As a result of the content analyses codes, categories, and sub-

categories were created considering the relevant literature. In addition, four experts from the 

educational administration coded the interview documents of six randomly selected participants to 

ensure validity and reliability.  The comparison of the coding results obtained separately in terms of 

similarities and differences with the researcher's codings was conducted. According to the reliability 

calculation formula suggested by Miles and Huberman (2015) for reliability, the minimum agreement 

rate should be 80% (Reliability= agreement/agreement+disagreement). In the analysis conducted, the 

intercoder reliability coefficient based on Miles and Huberman was calculated as .90. Then, the 

themes, categories, and sub-categories were created by classifying the codes with common features 

and were presented in tables.  
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Ethical Committee Approval 

The Ethical Committee of Mersin University approved the study; No. 116 on September 07, 2021. 

Results 

Although the work-private life balance was emphasized in interview questions, it was determined that 

the work-private life imbalance was underlined by the participants. The views of participants were 

grouped into four themes, 13 categories, and 41 sub-categories and presented in tables. 

Factors Affecting the Work-Private Life Balance of High School Administrators 

The factors affecting the work-private life balance of high school administrators are addressed under 

two themes: organizational and personal factors. The organizational factors affecting high school 

administrators' work-private life balance are grouped under four categories and 12 sub-categories 

presented in Table 1. 

Table 1. 

Organizational Factors Affecting the Work-Private Life Balance of High School Administrators  

Categories Sub-categories 

Excessive Workload Workload in vocational high schools 

Workload in boarding schools 

Lack of staff 

   

Role Ambiguity 

 

 

 

Diversity and intensity of work 

Official paperwork 

Obligation to teach 

Working beyond working hours 

 

Interpersonal conflict Teacher-related problems 

Parent-related problems  

Student-related problems 

 

Ignoring the views of teachers on  

the structuring of the MoNE  

Changes being made without getting teachers’ 

views on the work  

 Need for a teacher professional law 

Excessive Workload 

Participants state that they are overwhelmed by excessive workloads because of the many duties and 

responsibilities they have to fulfill in their work. From the participants’ remarks, the excessive 

workload differs per school type, and the workload in vocational high schools is higher than in other 

school types. The reference statement of a participant working in a vocational high school is: 

“…You know, occupational health and safety in vocational high schools are more important than in 

other school types. We try to ensure that our students benefit from this occupational health and safety 

service in atelier and laboratory conditions, so we are very busy, and sometimes we have no time to 

eat” (P18).  

In addition, using the following sentences, school administrators working in the boarding school 

explained that the workload is also more in boarding schools.  

“There is a boardinghouse in our school. It becomes a problem on the weekend. I am responsible for 

the boarding house. Since you are responsible for that student, you follow him from the moment he 

leaves his house. That is why the excessive workload is in here” (P34).  

Besides, one participant remarked that the lack of staff in schools causes excessive workload, is: 

“This school is like this. I have to work with only one vice principal because of the number of students. 

When there is only one vice principal, half or more of the work falls to me, so I came here. I mean, I 

am doing the duties of a vice principal after 15 years.” (P39).  
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Role Ambiguity 

Participants emphasized that one of the organizational factors influencing their work-private life 

balance is the ambiguity of roles in their working lives. As in the following, one participant noted that 

the diversity and intensity of work are one causes of role ambiguities:  

“We have a very busy working life. Paperwork, students, and daily work of the school. In this regard, 

it is really intense. So, we cannot finish the tasks on time. Work is always ahead, and we are running 

behind. I would say so.” (P8).  

Participants stated that official paperwork takes their time the most among their duties in 

administrative processes.  

“Actually, the unnecessary paperwork of the Ministry of National Education has been the case in 

recent years. We have to respond to many things, no matter whether they are relevant or not to us” 

(P35). 

One of the participants, who had to deal with both teaching and official paperwork, stated that having 

teaching obligations causes role ambiguities: 

“We do not have a professional definition. I am currently working as the vice principal as a second 

duty. My main job is still teaching, and therefore I have to teach six hours a week” (P18).  

In addition, the participants, who stated that they could not fulfill the duties and responsibilities of the 

role they had to carry out in their working life, expressed that their work and private lives were mixed 

because they had to work beyond the working hours.  

      “My school life somehow gets into our house… As things in our school inevitably steal time from 

home, I have to make explanations to my family. For example, I explain about coming to school on the 

weekend and doing something on the weekend” (P45).  

Interpersonal Conflicts 

Participants stated that their work-private life balance is negatively affected due to interpersonal 

conflicts that sometimes take place in organizations where they work. According to the participants, 

the problems causing interpersonal conflicts differ by school type. However, all participants stated that 

the teacher-related problems were mostly related to the curriculum.  

“Teachers challenge us in terms of school timetable. According to their social life outside, teachers 

ask to have two hours free in her/his teaching schedule, one hour free, let me pick up the child at this 

hour, at that hour. They make us tired…. If the comfort in the workplace is disturbed, our comfort is 

also disturbed. The teacher’s comfort is also disturbed (P21).” 

Participants also remarked that parent-related problems challenged them more than teacher-related 

problems, as follows: “…when students start high school, the interest of parents decreases. Let me put 

it this way, even students do not want their parents to come to school. Therefore, this disconnected 

relationship between students and parents and the indifference of parents to school is one of the most 

challenging factors for us.” (P14).  

In addition to parent and teacher-related conflicts, student-related problems also appear to cause 

conflicts. “…Teachers’ criticisms generally regarding the fact that the kids have low academic 

achievement, have lots of behavioral disorders and don’t even know how to ask for permission. There 

come complaints stating that students are in a much worse condition than the previous students” 

(P22). 

Ignoring the views of teachers on the structuring of the MoNE  

Finally, the participants emphasized that ignoring the views of teachers on the structuring of the 

Ministry of National Education is one of the organizational factors affecting the work-private life 

balance, and one of the factors for this is the change being made without getting teachers’ views on 

work as follows: 
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 “The fact that they do anything without consulting us also makes us look worthless. I personally feel 

worthless. It doesn't matter, I do my own work. I'll come and go. I fulfill my duty. Whatever the 

instructions are, I'll follow them. I have no authority. I do what they say. Nobody is asking anything. I 

want to be consulted and valued” (P13).  

The participants stated that the changes are made without taking their opinions seriously, and this 

negatively affects their work-private life balance. A reference statement stating that they need a 

teacher profession law protecting their personal rights to establish a work-private life balance is as 

follows:  

“For example, when the director of a population registry office in a city in Turkey wants to be 

appointed to another city, he/she acts as the director of the population registry or the editor-in-chief. 

However, there is no such concept for school principals and administrators. When the school 

principal in province A wants to be appointed to province B, he goes there and starts working as a 

teacher. He loses all his personal rights. This makes you demoralized. It means, when we do not have 

professional law or professional rights, this reflects on everything, both in our working and private 

life” (P17). 

Personal Factors Affecting the High School Administrators’ Work-Private Life Balance 

Personal factors affecting the high school administrators’ work-private life balance are grouped and 

presented under three categories and 10 sub-categories in Table 2.  

Table 2. 

Personal Factors Affecting the High School Administrators’ Work-private Life Balance 

Categories Sub-categories 

Gender  Gender roles  

Gender stereotypes 

 

Career planning Lack of norm staffing 

Economic reasons 

Not desiring to work as a teacher 

Desire for promotion  

Desire for leading others 

Thinking that the current administrators are incompetent 

 

Administration knowledge and skills  In-service training for administrators 

 Lack of experience 

The study participants noted that the personal factors affecting the work-private life balance are 

gender, career planning, and administration knowledge and skills.  

Gender 

Only female participants stated that gender is one of the personal factors affecting the work-private life 

balance. Several participants indicated that they experienced work-private life imbalance because of 

their gender roles, as follows: 

“…I am a mother and also a housewife at home. I may have difficulties in following them, or perhaps 

I cannot spare enough time for them, or I may cause disruptions in my housework, or when it comes to 

social life, I cannot spare time for myself. This is our biggest problem as women. We spare it for work, 

for home, and for the children. Let's say when you have a family or there is a situation created for you. 

You wear that robe right now. You work, you are a mother, and you are a housewife” (P48). 

In addition, female participants also described the work-private life imbalances they experience due to 

gender stereotypes as in the following: 

“We feel that you are in a male-dominated society in one way or another here… Sometimes I feel that 

it is because I am a woman. I mean, they look at administration as if it is not a woman’s job. 
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Administration is the man’s job. For example, a colleague had said that when you first came here, I 

was not sure you could fulfill the responsibilities. It was a man who said this” (P34). 

Career Planning 

Some participants, who thought that the school administration job has no gender, stated that they made 

their career planning as school administrators because lack of norm staffing relating to their fields. A 

sample reference remark regarding the lack of norm staffing is as follows: “I cry and think of 

resigning. Next day, I change my mind because there is no norm to go for now” (P6).  

On the other hand, the following statements indicate that many participants are forced to become 

school administrators due to economic reasons: “Why do we continue working as administrators? 

Now, my wife is not working.  While you are working as a school administrator, your additional 

classes are guaranteed. You get a full tuition fee. That is what concerns us. It is definitely a factor” 

(K47).  

Also, the participants pointed out that another factor in planning their careers as school administrators 

was that they did not desire to work as a teacher.  

“I am a teacher of Religious Culture and Moral Knowledge. Once I start teaching, I have to teach for 

30 hours. Because there is already a shortage of teachers. I can no longer find the capacity in myself 

to teach 30 hours of classes” (P39).  

In addition, the participants who desired promotion in their organizations planned careers as school 

administrators.  

“After nearly 20 years, I wanted to move to administration. When I first became a teacher, I had a 

dream for myself that I would retire as a branch manager” (P33).  

Similarly, one participant, who had the desire to manage others, stated: “I am happy with one-to-one 

communication with students when I enter the classes, but I do it to have an impact on more things. I 

do this to be of some benefit to many things” (P29).  

Finally, participants who believed that current administrators were incompetent planned careers as 

school administrators, although they believed it would result in a work-private life imbalance. 

“Actually, the reason I became the administrator is that I worked with incompetent administrators. 

The inappropriate behaviors and attitudes of the person in the administrative position made me say 

why I should not lead him. The idea that I would lead him instead of he would lead me” (P21).  

Administration knowledge and skills 

Participants pointed out that one of the personal factors affecting the work-private life balance is 

administration knowledge and skills. As in the following, some participants emphasized that school 

management should not be perceived as a task alone and that all administrators should receive in-

service training:  

“I would say that is what I think. The administrators should receive at least one year of administration 

training. I mean, we need to receive it for one year. You somehow learn how to manage people, or to 

be exact, these works, and paperwork” (P36).  

On the other hand, the participants, who have been school administrators for four years or less, never 

mentioned in-service training for administration. They claimed that their work-life imbalances were a 

result of a lack of management experience. A sample reference statement regarding the sub-category 

of lack of experience is as follows: “It never finishes. It is always left for the evening. However, this 

could also be due to my lack of experience.  I have been working as an administrator for one month” 

(P15).  

Views of High School Administrators on the Consequences of Work-Private Life Imbalance 

The high school administrators’ views about the consequences of work-private life imbalance are 

grouped under four categories and 12 sub-categories and presented in Table 3. 
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Table 3.  

The Consequences of Work-Private LifeImbalance of High School Administrators 

Categories Sub-Categories 

Psychological consequence Depression 

Anxiety  

Introversion 

 

Psychosomatic consequences 

 

 Blood pressure, diabetes, and heart disease 

Psychiatric drug use 

 

Personal time dissatisfaction  

 

Taking work to home 

Neglecting oneself 

Sleeplessness  

Irregular eating habit 

 

Family-related problems  

 

Family conflicts 

Neglecting partner and children 

Spending poor quality time at home 

Psychological Consequences  

Participants stated that they experienced various negativities both in their professional and private 

lives because of work-private life imbalances. They stated that work-private life imbalance had 

psychological consequences on them such as depression, anxiety, and introversion. The views of one 

of the participants concerning the sub-category of depression are as follows: 

“I am very unhappy right now. Why? Because you cannot do things completely. So I cannot give 

myself entirely to my home and family. Although I try to do things exactly in my job, I am unhappy 

here. I feel depressed. There is no energy” (P23).  

Another participant had the following views on anxiety: “…but sometimes we cannot do duties such 

as paperwork, writing, and writing letters because of dealing with students’ discipline problems and 

other problems. It also increases the work stress in my mind. It continues even when I go home. I 

mean, I am always concerned about finishing and completing them?” (P15). Participants emphasized 

that besides having a feeling of depression and anxiety, they experienced introversion because of 

work-private life imbalances. 

“I mean, if I have a bad time that day, if I am depressed, if I am bored, I go home as if the whole 

world is on me, and I cannot even talk. So I don’t want to talk at all. I don’t even want to open my 

mouth” (P34). 

Psychosomatic Consequences  

The participants, whose psychological moods deteriorated as a consequence of work-private life 

imbalances, seem to have suffered from some psychosomatic diseases known to be of psychological 

origin. Sample participant remarks regarding psychosomatic consequences such as blood pressure, 

diabetes, and heart disease are as follows. 

“…How can you stay balanced at school? How do you not get on your nerves? How do you go home 

healthy? I don’t know about that, but I am going through totally bad things. I get very tired. I also got 

diabetes because of this stress. I had a new diabetes and a blood pressure problem this year, related to 

each other. I have more headaches. I mean, I am burning out. Education should not be like this. It is 

very terrible” (P25). Similarly, the remarks of participants indicate that the participants who lost their 

physical health, as well as those who lost their mental health because of work-private life imbalances, 

needed to use psychiatric drugs. 

“For example, I have ringworm right now. I mean, my body somehow reflects it externally. It kind of 

reflects as fatigue. It reflects physically. For example, I used to be very angry before. I could burst out 

immediately. For example, I started to take psychological medicine right now” (P49). 
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Personal Time Dissatisfaction 

One of the participants, who stated that they experienced personal time dissatisfaction because of 

work-private life imbalance, expressed that they had to take work home: “I have to do class schedule, 

additional class payments, and payment. Regarding the payments, since I play with numbers, there is 

a high chance of making mistakes when there is a lot of noise, and people entering and going out of 

the room. You can do it more peacefully and better at home” (P21). 

Another participant’s expressions indicating that they experience personal time dissatisfaction in the 

sub-category of neglecting oneself are as follows: “I guess I am doing the biggest injustice to myself. I 

cannot spare time for myself. My priorities are always others. When we are at school, our students 

and when we go home, our children are our priority” (P11). 

The reference remarks of participants, who cannot complete the tasks they need to fulfill in their 

working life and suffer sleeplessness problems because of having to work for a long time, are as 

follows; 

“…I try not to take time from home as much as possible. I work after 24.00 or after 01.00 at night. I 

work when everyone is asleep. I forfeit my sleep. I cannot print out the documents from home. I share 

them with teachers. They download and the download time takes to these colleagues’ attention. Sir, 

you did it at 03.29 at night… I experience these 25-30 times a year without exaggeration” (P45). 

In addition to the participants who stated that they suffered from sleeplessness problems, some 

participants also stated that they experienced irregular eating habits as a consequence of work-private 

life imbalance. “I cannot understand when the lunch break takes place. Because even at lunch break, 

people come and go. I try to eat if I have free time. I usually have a snack in my room” (P9). 

Family-Related Problems 

Participants pointed out that work-private life imbalances were reflected not only in their work life but 

also in their private lives as family-related problems. Here is a reference statement of a participant on 

family conflicts:  

 “When I go home, I feel that this tiredness and tension. My wife and child are negatively reflected in 

this situation. I feel guilty. I always try to control it, to stop it. This turns into another factor that 

makes me extra tired. I feel that the tolerance, patience, and understanding that I have to show to my 

kid or my wife run out at school.” (P22). 

The participants stated that neglecting their partner and children as a consequence of the work-private 

life imbalance caused them to feel unable to fulfill their duties. 

“I feel like I am in a vacuum. Because you are neither here nor there. I think we miss out on some 

things. There are things we fail to do in the family, at least in the context of the children, in the context 

of our partner, as a father, as a son. From this perspective, we have many responsibilities not 

fulfilled.” (P41). 

In addition, the participants, who spent most of their time on their work life, pointed out that spending 

poor quality time at home causes problems between them and their families. 

“We have no energy left when we go home. We do not have the energy to spare for our children. They 

actually need that. We have little tolerance towards them. I mean, when I go there, I react to the 

slightest noise. Low and poor quality time is spent” (P30). 

Views of School Administrators Who Think They Have Established a Work-Private Life 

Balance 

The views of school administrators who think that they have established a work-private life balance 

are grouped under seven categories and four sub-categories and presented in Table 4. When the views 

of school administrators who think that they have established a work-private life balance are 

examined, it appears the participants actually establish a balance between their living spaces by 

prioritizing their work life over their other living spaces. 
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Table 4. 

Views of School Administrators Who Think They Have Established a Work-Private Life Balance 

Categories Sub-categories 

Methods followed by school administrators 

who think that they have established a work-

private life balance 

Postponing private life 

Regular and planned work 

Repressing thoughts 

Not sparing time for oneself 

 

Suggestions of school administrators who think 

that they have established a work-private life 

balance 

Behaving professionally 

Exhibiting emotional labor behavior 

Getting used to problems and gaining 

experience 

Methods Followed by School Administrators Who Think They Have Established a Work-

Private Life Balance 

The participants who thought that they had established a work-private life balance, were asked about 

the method they followed, and they had remarks about prioritizing their work life and postponing their 

private life. 

“I usually prioritize the working life. This is my main job. This is where I earn my living… Although 

some of my needs and desires are pushed aside, it is worth it. I should have an eye on it” (P1). 

Similarly, the reference remarks of one of the participants, who thought that they had established a 

balance owing to regular and planned work, are as follows: 

“There are priorities. We have regular and instant works at school. We put in order what should be 

done in time. I try to work regularly. I don’t move on to another work without finishing one work” 

(P5). 

However, participants thought that they established a work-private life balance by repressing thoughts. 

“Regarding administration, I have grown up that it would be unethical, wrong, and immoral to offend, 

victimize, and cause difficulties for people because of one’s private life. Our job is sacred and a top 

priority. In order to prevent this, I try to do my job at school by totally ignoring that part of my mind 

at home or any problems that arise in my private life” (P22). 

While attempting to meet their duties and responsibilities in their private lives by prioritizing their 

professional lives, the participants who felt a lack of time for themselves reported that they began the 

day early by forsaking sleep. “Now, life begins at 7:00 a.m. for people. I get up at 5.30. I don’t steal 

time from my family. I do my sports between 5.30 and 7.00 when the kids are sleeping. I ride my 

bicycle. For example, I swim between those hours. When they wake up, I have come home and finished 

my sport” (P37). 

Suggestions of School Administrators Who Think They Have Established a Work-Private Life Balance 

When we asked the suggestions of school administrators who think they have established a work-

private life balance to the school administrators who are unable to establish a work-private life balance 

or had difficulties in establishing a work-private life balance, they stated that they should behave 

professionally on duty.“... I learned to put things aside and look at things professionally. 

Administration also had a very positive reflection on my normal life” (P4). 

The participants’ remarks indicate that in addition to behaving professionally in school management, 

exhibiting emotional labor behavior is considered critical in establishing a work-private life balance.  

“During my 30-year teaching career, I have always compared administration to a good theater actor. 

I mean, in five minutes, I have to be able to play five different roles. Why did a student come? S/he will 

ask something if you smile at that student. Your director calls. You get serious at that moment. 

Someone else has come. You may have a different facial expression or a sign of anger. So I would say, 

in that sense, a person who does not act well can never be a good administrator” (P14). 
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In addition, the reference remarks of the participants, who stated that a work-private life balance can 

be established by getting used to problems and gaining experience during the school administration 

process, are as follows: “…Human learns some things. As the years pass and progress in 

administration, I do what should be done at work. I do home-related things at home. I don’t take them 

here and there. When you don’t take the two to one another, this time both those at work and home 

become a bit more peaceful. So in this sense, I try to do this” (P4). 

Discussion and Conclusion 

This study investigated the views of high school administrators on work-private life balances. As a 

result, the findings emerged the following themes of organizational and personal factors affecting the 

work-private life balance of high school administrators, consequences of work-private life imbalance 

of high school administrators, and views of school administrators who think that they have established 

a work-private life balance. 

School administrators' workload and work intensity differed according to school types. According to 

the findings, participants, particularly those working in vocational high schools, have difficulties 

understanding and completing the documentation required for students' internship applications, which 

includes financial calculations. As a result, administrators may feel as if they are merely doing clerical 

tasks rather than more meaningful educational activities. This could be due to a lack of training or 

experience in these areas, as well as a lack of unambiguous instructions for paperwork. It could also 

point to the need for more simplified and user-friendly documentation processes to help school 

administrators. This finding contradicts the research findings of Çobanoğlu et al. (2019), Gürbüzkol 

(2018), and İzki (2019), who argue that workloads are similar according to school types. We also 

found that the conflicts between school administrators and teachers, parents, and students differed 

according to school type. Supporting this finding, the research findings showed that the conflict 

matters between school administrators and other school stakeholders were different according to 

school types (Altun Dilek, 2015; Yıldızoğlu & Burgaz, 2014). While school administrators working in 

regions with low socio-economic status have conflict due to the indifference of families (Yücetaş 

Artan, 2019), school administrators working in schools that accept students without examination have 

problems with student discipline problems. It is important to note that different types of schools may 

have different demands, pressures, and working conditions, which can lead to different types of 

stressors for school administrators. These stressors can affect the work-private life balance of school 

administrators differently. Thus, this finding highlights the need to provide school administrators with 

specific and tailored support based on the types of schools they work in to promote their work-private 

life balance. 

In addition, the findings of this study showed that the ambiguity of roles, such as workload, diversity, 

and intensity of work, causes school administrators to experience work-private life imbalance. The 

study's findings suggest that the ambiguity of school administrators' duties and responsibilities can 

lead to work-private life imbalance. In literature, similar findings showed that the ambiguity of roles in 

an organization causes work-private life imbalances (Alkan, 2019; Ünlü, 2013). This could be due to 

the lack of clear expectations for the workload, and intensity of their work, making it challenging for 

them to effectively manage and organize their time. Our finding could also indicate a need for clearer 

job descriptions and the allocation of necessary tools to aid school administrators in efficiently 

managing their workloads and maintaining work-life balance. 

We found that school administrators complained about the top-down changes made in the structuring 

of the MoNE without obtaining the views of school administrators and the need for a Teacher 

Professional Law to protect their rights. This was an organizational factor that caused the work-private 

life imbalance. The research findings reported by Başdemir (2012) and Can and Çelikten (2000) 

support this research finding. They state that because of the organizational structure of MoNE, the 

participation of subordinates in the decision is very limited. It might result in a work-private life 

imbalance for school administrators, who may be pressured to work longer hours or complete 

additional responsibilities without adequate support or resources. A Teacher Professional Law would 

define school administrators' rights and responsibilities, as well as give a framework for solving any 

conflicts or difficulties that may occur. 

While all female participants have stated that their gender is one of the personal reasons affecting their 

work-private life balance, male participants have not mentioned anything about gender. Our study 
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discovered that female school administrators had difficulty establishing a work-private life balance 

due to gender roles and gender stereotypes. Therefore, they experienced personal time dissatisfaction 

in that they left their personal lives aside. It is necessary to carefully interpret the finding that female 

participants experienced work-private life imbalances due to their gender. Determining whether 

opinions on work-life balance vary by gender is beyond the scope of this study. Although female 

participants emphasized that gender is an important variable in work-private life balance, this finding 

does not mean that male participants do not experience work-private life imbalance. In literature the 

research results about the relationship between gender and work-private life balance are contradictory. 

While some findings argued that gender is not a determinant in employees’ work-private life balance 

(Akın, 2019; Çobanoğlu et al., 2019; İzki,  2019), some others emphasized that gender is a vital 

variable in establishing a work-private life balance (Alkan, 2019; Polat, 2019).  

School administrators have difficulty protecting their mental and physical health because of the work-

private life imbalance. School administrators who cannot protect their mental and physical health 

experience psychological and psychosomatic disorders. The research results in the literature 

emphasize that psychological conditions such as nervousness, anxiety, and tension that cause poor 

performance, burnout, dissatisfaction, and alienation are important consequences of work-private life 

imbalance (Birkan, 2020; Esin, 2017; Mutlu, 2016). These findings reveal the importance of the 

existence of support services such as counseling and employee assistance programs and accessing 

these resources to maintain the mental and physical health of school administrators. Furthermore, 

creating an organizational climate that encourages work-life balance will help protect their mental and 

physical health. 

In addition, the study concluded that as the time spent by school administrators in management 

increased, they realized their lack of management training and, therefore; they needed in-service 

training since they experienced work-private life imbalances. Similar to our findings, several 

researchers such as Cobanoglu et al. (2019), Esin (2017), and Sayın (2017) have stated that school 

administrators require in-service training in management. The school administration is a complex task 

that requires a wide range of abilities, including budgeting, human resource management, and 

communication. School administrators lacking the necessary training in these areas may struggle to 

effectively manage their schools and may experience work-private life imbalances. In-service training 

is a method of providing school administrators with ongoing professional development. It can assist 

them in developing the skills and information required to effectively manage their schools, while also 

assisting them in improving their work-private life balance. 

One of the critical consequences of the school administrators’ work-private life imbalance is family-

related problems. Regardless of their marital status, school administrators cannot spare enough time 

for their partners, children, and relatives, whereby they experience family conflicts. The literature is 

also arguing that work-private life imbalances cause family problems (İzki, 2019; Küçükşen & Kaya, 

2016). This finding highlights the importance of providing family-friendly policies that can help 

alleviate some of the pressures on school administrators and support them in balancing their work and 

private lives. Furthermore, school administrators must be conscious of the negative impact that work-

life imbalance can have on their family relationships and try to find time for their families despite their 

heavy workload.  

When examining the findings from the opinions of school administrators who believe they have 

established a balance between work and private life, it is understood that the participants are actually 

unable to create a balance between work and personal life, but rather consider their work lives as 

sacred and create a way of life by prioritizing them. It is noted that due to the intensity and diversity of 

their work lives, it is much more difficult for school administrators to allocate personal time for 

themselves compared to teachers working in the same organization (Altıok Gürel, 2018; Çobanoğlu et 

al., 2019). It has been determined that the participants try to establish a work-private life balance by 

sacrificing their natural needs such as sleep in the limited time, to release stress and recharge, relax, 

and break away from their work and personal life routines. 

Participants who indicate that they have achieved a balance between work and private life have some 

recommendations for school administrators who cannot balance their work and private lives. They 

have stated that many negative situations can be overcome by behaving professionally in their work 

lives without adding emotions. Some of the participants have also stated that school administration 

should be seen as a separate role, just like a theater actor, and that the school administrator can balance 
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their work and private life by hiding their emotions, focusing on their role, and fulfilling their duties as 

school administrators. In light of these findings, it is understood that school administrators who think 

they have achieved a balance between work and private life actually cover up their real feelings by 

behaving emotionally. Among the recommendations of school administrators who think they have 

achieved a balance between work and private life, the last one is to adapt to problems and gain 

experience. Participants have stated that some things in school administration can be gained through 

experience over time and that problems can be adapted to as one gets older. 

Implications 
We can make some suggestions to researchers and practitioners to help school administrators establish 

a work-private life balance. Because of the work they must complete, most school administrators need 

more time to meet their basic needs. School administrators suggest reducing their workload and 

working hours so that they can have time for themselves during lunch breaks, which are their break 

times. Additionally, the reasons for teachers being forced into school administration roles by the 

MoNE should be investigated, solution-focused studies should be planned and opinions should be 

exchanged regarding the decisions to be taken in terms of implementation. School administration 

should be removed from being an additional duty to teaching and should be made into a professional 

profession through a professional law that protects their rights. Authorities should remove school 

management from being a duty in addition to teaching and turn it into a professional profession under 

a professional law that protects personal rights. They also should plan management training for school 

administrators before and after starting their duties. 

Although this study showed no clear association between gender and work-private life balance, one 

should not ignore the views of female school administrators, and authorities should develop various 

policies to prevent their work-private life imbalance. Future research should investigate the types of 

support that help school administrators establish a work-private life balance and support their personal 

and work lives. Finally, at the data collection stage of the study, the participants stated that the 

interview questions of this study provided an opportunity to mirror themselves and that the MoNE 

employees, policymakers, and parents should read the study. These research findings are limited to the 

responses to the interview questions given by public high school administrators working in central 

districts of Mersin province between 2021 and 2022. Therefore, different findings could be obtained 

when the same topic is studied with larger samples using different research methods. 
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Abstract 

Students’ epistemological beliefs are important in science education as developed epistemological 

beliefs facilitate learning, reasoning skills, academic performance, and engagement in debates. This 
study specifically addresses two issues about personal epistemology: grade level and gender. As a 

theoretical framework, the developmental view was adopted in this study and the Epistemological 

Belief Instrument developed by Kuhn et al. (2000) was used to collect data. Therefore, personal 

epistemology was defined in three hierarchical categories: absolutism, multiplism, and evaluativism. 
Two domains of personal epistemology which are physical truth and social truth were studied in this 

study. A total of 430 students ranging from primary school to the university level participated in the 

study. The relationships between grade level, gender, and personal epistemology were analyzed by use 
of the chi-square test of independence. The findings showed a significant relationship between grade 

level and judgment of social truth with a small effect size. The same relation was also observed 

between gender and judgment of social truth. On the other hand, no significant relationship was 
observed between gender and the judgment of physical truth, and between grade level and the 

judgment of physical truth. We think that the findings contribute to understanding the nature of 

personal epistemology regarding developmental level and gender. 
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Introduction 

Epistemological beliefs are the beliefs about the theory of knowledge (the direct translation of Greek 
words episteme and its derivation logos, epistemology, refers to the theory of knowledge according to 

Kitchener, 2011) and epistemic beliefs are the beliefs about knowledge. The students have epistemic 

beliefs rather than epistemological beliefs, but the term epistemological beliefs has been commonly 
used to refer to their epistemic beliefs (Greene et al., 2016). 

Epistemological belief studies started with personal epistemology which deals with how people view 

knowledge and knowing (Elby et al., 2016). Personal epistemology has three waves which are the 

developmentalist view, cogntivist view, and contextualist view. 

Developmentalist View  

The first wave is the developmental perspective rooted in Perry’s (1970) studies. According to Kuhn et 

al. (2000), people experience three hierarchical levels. People are absolutists in the early years of life 
and they believe that knowledge exists outside of the self and does not change. Then, they pass to the 

multiplist level believing that people construct knowledge, knowledge equals opinion, but there are no 

standards to evaluate them. In the end, people reach the evaluativist stance that they use criteria to 
decide which knowledge claim produced by different points of view is more valid than others (Kuhn et 

al., 2000). According to this view, a person has one of these three levels, therefore, epistemological 

belief is uni-dimensional for the developmental view. However, a person’s epistemological belief can 

change from one judgment domain to another. According to Kuhn et al. (2000), there are five different 
judgment domains which are pleasingness (personal taste), beauty (aesthetic), good (value), truth 

about the social world, and truth about the physical world. While a person has an absolutist belief in 

one judgment domain (e.g., the physical world), the same person can have a multiplist belief in 
another (e.g., the social world). Specifically, personal taste deals with people's preferences based on 

personal characteristics and it is easy for people to have multiplist beliefs regarding personal taste (e.g. 

liking a specific food). The beauty domain is about a person’s selection of whether something looks 

good or not. Similar to personal taste, it is easy to have multiplist beliefs in this domain (e.g. selecting 
the best painting among the alternatives). Value judgment, on the other hand, is about people’s 

epistemological beliefs in the judgment of what is important in life (e.g., taking personal 

responsibilities). Although it is not as easy as the previous two domains, people can still reach the 
multiplist beliefs in the value judgment domain. The truth about the social world domain refers to 

people’s epistemological beliefs in social life issues like the theories explaining children’s language 

learning. Having the multiplist stance is difficult compared with the previous three judgment domains 
(e.g. personal taste). The last judgment domain is the truth about the physical world and it is about 

natural life issues (e.g. different theories explaining the structure of atoms).  

Cognitivist View 

The second wave is the cognitivist perspective stemming from Schommer’s (1990) studies. While 
epistemological belief is seen as one holistic belief from the developmental perspective, it is seen as a 

set of constructs from the cognitivist perspective. According to Schommer (1990), epistemological 

beliefs are a set of independent and multidimensional beliefs. These beliefs are autonomous and there 
are five separate dimensions. The first one is certain knowledge which means the absolute knowledge 

is certain and it is reached at the end. The second one is simple knowledge which means knowledge 

includes different pieces. The third one is omniscient authority meaning that knowledge can only be 
accessed through an authority. The fourth one is quick learning which refers to whether learning 

occurs quickly or not. The last dimension is the innate ability which focuses on the belief that learning 

ability is gained through years or comes from birth. In later years, Schommer-Aikins (2002) explained 

that the last two dimensions which are quick learning and innate ability are about the beliefs about 
learning rather than epistemological beliefs. Therefore, Schommer’s (1990) ideas about personal 

epistemology can be evaluated considering the first three dimensions which are certain knowledge, 

simple knowledge, and omniscient authority. By the way, all these three dimensions have negative 
meanings. For example, the ones who believe that knowledge is certain and simple, and knowledge 

comes from external authority have naïve epistemological beliefs. 



Şen & Kamacı 

434 

 

Following Schommer’s (1990) ideas; Hofer and Pintrich (1997) defined personal epistemology in four 

different dimensions. The first dimension is simplicity vs. complexity. The ones having naïve beliefs 
in this dimension believe that knowledge is a collection of bits (simplicity), but the ones having 

sophisticated beliefs believe that knowledge is an interconnection of ideas. The second dimension is 

certainty (naïve belief) vs. tentativeness (sophisticated belief). Accordingly, people with certainty 
believe that knowledge is fixed and absolute, but those who think that knowledge is tentative accept 

the idea that knowledge evolves. The third dimension is about the source of knowledge. Accordingly, 

the ones having naïve ideas for this dimension believe that the source of the knowledge is external, 

and produced outside of the person while others who have sophisticated beliefs in this dimension 
believe that knowledge is internal and originated inside the knower through their own meaning-

making. The last dimension is multifaceted (sophisticated) vs. simplistic (naïve) justification for 

knowing. While people with multifaceted beliefs use multiple criteria (fitting with evidence, coherence 
with other knowledge, and credibility of experts) to justify and evaluate knowledge, people with 

simplistic justification for knowing beliefs evaluate the knowledge claims superficially (Hofer & 

Pintrich, 1997).  

Contextualist View 

The third wave of personal epistemology is the contextualist perspective. According to this 

perspective, our interactions in different contexts affect our epistemological beliefs; therefore, the 

context has a vital impact on epistemology. The context is defined as physical settings, but this 
physical setting can create different contexts if the material, social, and cultural spaces change in that 

setting. Another factor affecting context is time. Similar to the cognitivist view, the contextualist view 

claims that a person’s epistemological belief changes from one context to another, epistemological 
beliefs are multiple-dimensional depending on the number of contexts that a person has interactions. 

As a result, we can claim time and physical settings including different spaces (e.g. social space) form 

context and this context shapes epistemological beliefs (Pintrich, 2002). 

Background Variables 

Background variables like gender, grade level, socio-economic status, and parental education affect 

epistemological beliefs (Paulsen & Wells, 1998). Previous research results on the relationship between 

gender, grade level, and epistemological beliefs yielded inconsistent results. For example; Orhan 
(2022) found no significant effect of gender on the epistemological beliefs of high-school students 

whereas Marzooghi et al. (2008) reported some significant differences between males and females in 

terms of speed of learning as part of epistemological beliefs. Likewise, the studies seeking the 
relationship between grade level and epistemological beliefs had inconsistent results. Theoretically, 

epistemological belief improves with increasing grade level and some studies supported this 

expectation (Kuhn et al., 2000). For example; Schiefer et al. (2022) reported that lower grade level 

students’ epistemological belief profile included absolutistic, evidence-based, and multiplistic levels, 
but students at higher grade levels had more sophisticated epistemological beliefs. This means that 

students at lower grade levels either focused on only evidence and thought there was one correct 

knowledge ignoring the different perspectives. Therefore, such students hold absolutistic beliefs that 
solely depend on the evidence, so absolutist belief was also evidence-based. Likewise, some other 

students from the lower grade levels just focused on the different perspectives, but they did not 

concern evidence, so such students held the multiplist beliefs. To sum up, lower grade level students 
hold naïve epistemological beliefs (i.e., absolutist and multiplist beliefs) as they did not evaluate the 

evidence considering different views. On the other hand, the higher grade level students held the 

evaluativist beliefs which means they held sophisticated beliefs because these students considered both 

evidence and different views. In other words, they could coordinate the objective and subjective 
dimensions of knowing and knowledge. On the other hand, Kuhn et al. (2000) reported that even some 

of the fifth-grade level students held evaluativist beliefs (i.e., sophisticated beliefs) and some of the 

12th-grade level students held absolutistic beliefs (i.e., naïve beliefs) which mean that epistemological 
beliefs might not improve with increasing grade level. Because of these inconsistent results for the 

effect of gender and grade level on epistemological beliefs, this study specifically addresses these two 
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background variables (e.g. gender and grade level) effect on epistemological beliefs to contribute to 

relevant literature. 

Theoretical Relationship between Three Waves of Epistemological Beliefs and Background 

Variables 

Three Waves of Epistemological Beliefs and Gender 

According to Pintrich (2002), the gender and epistemological beliefs relationship differs in three 

waves. For example; the developmentalist view theoretically thinks that gender should not be 

separated from a person’s views and they are not independent structures. In other words, the 

developmentalist view advises us to approach from a holistic perspective when we evaluate people’s 
epistemological beliefs. Otherwise, people’s epistemological beliefs are interpreted with a reductionist 

perspective (Pintrich, 2002). The contextualist view’s approach to the background variables is similar 

to the developmentalist view. Accordingly, the relationship between background variables including 
gender and epistemological beliefs is susceptible to the context for the contextualist wave. Therefore, 

the relationship between gender and epistemological beliefs can not be generalized (Pintrich, 2002). 

The cognitivist view, on the other hand, is more open to seeking a relationship between separate 
variables like gender and independent epistemological beliefs (e.g. certainty belief). These 

explanations might stem from the different worldviews of these three waves. Accordingly, the 

developmentalist and contextualist views are in line with qualitative research and focus on a holistic 

perspective, but the cognitivist view is consistent with quantitative research, so it is open to seeking 

the relationship between separated variables and epistemological beliefs (Pintrich, 2002).   

Three Waves of Epistemological Beliefs and Grade Level 

Theoretically, all three waves agreed on the idea that epistemological beliefs improve over time 
(Pintrich, 2002). According to the developmentalist view, people have more sophisticated beliefs and 

the development is supported by this wave at most. Furthermore, there are some endpoints for the 

development stages in the developmentalist view like the absolutist level. On the other hand, different 

dimensions like certainty and simplicity develop for the cognitivist view, and the development of 
different dimensions is independent of each other. For example; while a person has more sophisticated 

beliefs in certainty, the same person might hold less sophisticated beliefs in simplicity. However, these 

different beliefs do not integrate and can not pass to the higher levels as opposed to the 
developmentalist wave (Pintrich, 2002). Although the development is not very clear for the 

contextualist wave, the development is still supported by contextualism. Accordingly,  the context can 

change and it becomes more sophisticated and this makes the resources more sophisticated. Then, 
people use these resources and their epistemological beliefs improve. For example; the knowledge and 

sources are presented in a sophisticated way at the university. Therefore, theoretically, the students 

reaching more sophisticated sources in university have more sophisticated epistemological beliefs 

compared to the students from different grade levels (e.g. middle school, high school) that do not have 

sophisticated sources (Pintrich, 2002). 

Literature Review 

Gender and Personal Epistemology 

Gender and personal epistemology relation has been examined many times but revealed inconsistent 

results. Furthermore, the cognitivist approach dominated the research where Schommer’s ideas and 

epistemological beliefs components were used. We provide a summary of the research examining 

gender’s relationship with personal epistemology at the domain-general level. 

Researchers mainly used Schommer’s five independent dimensions of epistemological belief which 

are the stability of knowledge (people see knowledge in a continuum from tentative to unchanging), 

the structure of knowledge (accepting knowledge from simple isolated pieces to complex and 
integrated concepts), source of knowledge (from accepting authority as the source of knowledge to the 

accepting observation and causation as the source of knowledge), speed of knowledge acquisition 

(quick learning to gradual learning), and control of knowledge acquisition (fixed at birth to lifelong 
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improvement) (Schommer, 1990; Schommer-Aikins, 2002). Some of these studies did not find a 

significant relationship between gender and epistemological beliefs (e.g., Yakışan & Karaşah, 2016). 
For example; Aslan and Şimşek (2021) found no significant relationship between gender and 

epistemological beliefs for 8th-grade students and claimed that epistemological beliefs are gender-

neutral constructs. Likewise, Orhan (2022) reported no significant relationship between gender and 
high-school students’ epistemological beliefs. In another study, Ren (2006) conducted a cross-cultural 

study among undergraduate students and reported no significant relationship between gender and 

epistemological beliefs. Although these studies reported no significant relationship between gender 

and epistemological beliefs, some other research pointed out some significant relationship between 
gender and epistemological beliefs. For example, Marzooghi et al. (2008) found female undergraduate 

students had more sophisticated epistemological beliefs than males, but their beliefs in the speed of 

learning and simplicity of knowledge are not different from males’ beliefs. Next, Paulsen and Wells 
(1998) reported another difference by claiming undergraduate males’ beliefs about the simplicity of 

knowledge are more sophisticated than females and females had more sophisticated beliefs about the 

nature of learning in terms of fixed ability and quick learning. In another study, Ismail et al. (2012) 
reported gender did not significantly relate to the combined epistemological beliefs, but undergraduate 

males had more sophisticated beliefs in the innate ability to learn. Other epistemological beliefs were 

not related to gender in their research.  Although all these research adopted a cognitivist approach and 

used Schommer’s independent and multiple beliefs for personal epistemology, Kuhn et al. (2000) 
followed the developmental approach which sees personal epistemology as a single and holistic belief 

having different stages (e.g. absolutist level, multiplist level, evaluativist level) and examined different 

groups’ epistemological beliefs (e.g. 5th-grade level students, undergraduate level students, etc.), and 
reported no significant relationship between gender and the developmental level of epistemological 

beliefs. In another study, Baxter Magolda (1992) examined epistemological gender differences and she 

followed female and male undergraduate students throughout their university careers. Baxter Magolda 

(1992) reported males and females have the same development, but they have different development 
patterns. Accordingly, epistemological development includes four steps which are absolute knowing, 

transitional knowing, independent knowing, and contextual knowing. These four steps are in the 

hierarchy and the first two steps correspond to absolutism in the development wave, independent 
knowing is similar to multiplism in the development wave, and contextual knowing refers to 

evaluativism. Males’ epistemological development included the following stages: They have 

mastering patterns at the absolute knowing level which means they take the knowledge from outside, 
focus on success, and interact with others. Then, they have the impersonal pattern in the transitional 

knowing which means they discuss with others without focusing on his ideas. Next, they are in the 

individual pattern during the independent knowing which means they focus on their own thinking 

when listening to the others. On the other hand, females’ epistemological development includes the 
following patterns: First, they have received a pattern in absolute knowing. They either obtain 

knowledge themselves or receive it from the teacher. Second, they are in the interpersonal pattern in 

the transitional knowing. Females focus on the relationships and collect data in this pattern. At the 
independent knowing level, they have interindividual patterns and they use others’ ideas to clarify 

their ideas. For the contextual knowing level, Baxter Magolda (1992) reported no different pattern was 

observed among male and female undergraduates because very few participants reached this level, but 
still, Baxter Magolda (1992) pointed out different genders converge to each other in the contextual 

knowing level because the development of epistemological beliefs in the previous levels for each 

gender facilitated this convergence in the most sophisticated level (i.e., contextual knowing). To sum 

up, it can be claimed that gender’s relationship with epistemological belief is not well-known. 

Grade Level and Personal Epistemology 

Grade level is another background variable that is related to epistemological beliefs. Theoretically, 

researchers from different views (e.g. cognitivist, developmental) agreed that epistemological beliefs 
develop with age (Pintrich, 2002). Marzooghi et al. (2008) consistently reported that freshman 

undergraduates held more naïve beliefs in the innate ability and simplicity of knowledge than seniors. 

Likewise, Schiefer et al. (2022), in their meta-analysis, reported lower grade-level students’ profiles 

were absolutistic, evidence-based, and multiplicity, but the elder students held more sophisticated 
epistemological beliefs. Similarly, Ismail et al. (2012) reported undergraduate students from different 
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grade levels have different epistemological beliefs in quick learning and innate ability of learning 

beliefs. In opposition to theoretical expectations, on the other hand, some research did not report such 
differences in epistemological beliefs depending on the grade level. For example; Yenice (2015) did 

not find any differences in epistemological beliefs caused by grade levels. Likewise, Peter et al. (2016) 

reported only people with advanced education should be at the evaluativist level (e.g. sophisticated 
beliefs), however, even young learners can be at the evaluativist level which is a shred of evidence that 

grade level may not affect the epistemological beliefs. Peter et al. (2016) also added that students from 

the same grade level may have different epistemological beliefs showing grade level may not relate to 

the epistemological beliefs. The same situation can be seen in Kuhn et al.’s (2000) study. Accordingly, 
Kuhn et al. reported 35 % of the 5th-grade students were at the evaluativist level (i.e., sophisticated 

beliefs) in the judgments of truth about the social world domain and 20 % of them were at the 

evaluativist level in the judgments of truth about the physical world domain whereas 14 % of the 12th-
grade students were at the absolutist level (i.e., naïve beliefs) in the judgments of truth about the social 

world domain and 19 % of them were at the absolutist level in the judgments of truth about the 

physical world domain. This evidence shows that even if the grade level increases, the epistemological 
beliefs may not improve. Such reports also blur the relationship between the grade level and 

epistemological beliefs. 

Significance of the Study 

The study has four main significance. First, the previous personal epistemology studies mainly 
adopted Schommer’s ideas, and the instruments used to assess personal epistemology mainly included 

a continuum from absolutism to multiplism. While absolutist view like “knowledge is certain” has 

been seen as naïve belief, the multiplist view like “knowledge is tentative” has been seen as a 
sophisticated belief. However, the evaluativist view that focuses on objective standards to assess 

multiple ideas is ignored in such instruments although the evaluativist view represents sophisticated 

epistemological beliefs (Peter et al., 2016). Furthermore, Peter et al. (2016) reported that multiplist 

ideas include naïve beliefs like absolutist views and do not refer to sophisticated beliefs. The absence 
of evaluativist ideas in previous personal epistemology instruments, therefore, shadows the capacity of 

measuring epistemology beliefs for these instruments. At this point, we thought that using Kuhn et 

al.’s (2000) personal epistemology instrument could be useful to assess personal epistemology 
correctly as this instrument focuses not only on absolutist and multiplist views but also evaluativist 

views. Therefore, the first significance of this research is to measure personal epistemology more 

accurately compared with previous research as this research deals with evaluativist views unlike most 

of the previous research.  

The second significance is about the development aspect of personal epistemology. According to 

Pintrich (2002), all personal epistemology models (e.g. cognitivist, developmental) agreed on the idea 

that personal epistemology develops through time from naïve beliefs to sophisticated ones. However, 
how this development occurs is not well known and can not be explained by the models except the 

developmental model. The developmental model explains the development of personal epistemology 

with three stages having end-points. According to Kuhn and Weinstock (2002), we follow three stages 
starting from the absolutist stage which is followed by the multiplist stage, and the evaluativist stage at 

the end. The balance between objective and subjective dimensions of knowledge improves our 

epistemological beliefs when we reach the evaluativist stage. On the other hand, such an explanation is 
not available for cognitivist and contextualist views. For example, epistemological beliefs are 

multidimensional for cognitivist views and a person may have developed beliefs in the certainty aspect 

and naïve beliefs in the source aspect, but the cognitivist view cannot explain why we have conflicting 

epistemological beliefs (naïve belief for one belief and sophisticated belief for another). Likewise, 
contextualist belief cannot explain the development because we cannot observe the development of the 

beliefs when the context changes (Pintrich, 2002). Because of these reasons, the current study used the 

developmental view as the theoretical framework. In this way, we believe that this study fits with the 

developmental aspect of epistemological beliefs.  

The study has another significance in the development aspect of epistemological beliefs. Yang and 

Tsai (2012) reported that personal epistemology studies should be carried out with young learners to 

understand epistemological beliefs' developmental nature. However, when we examine the previous 
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research examining the developmental nature of epistemological belief, we can see that previous 

research included grade levels that are very close to each other (e.g. Ismail et al., 2012; Marzooghi et 
al., 2008; Yenice et al., 2015) that impede us from understanding the developmental nature of 

epistemological beliefs and these studies mainly included undergraduate students and were not carried 

out with young students. On the other hand, the current study brings different grade levels (primary 
school, middle school, high school, and undergraduate) together. This wide range of grade levels lets 

us better understand the developmental nature of epistemological beliefs.  

The last significance of this study is related to gender and epistemological beliefs’ relationship. There 

are two views about the effect of gender on epistemological beliefs. According to the first view, 
gender does not affect epistemological beliefs and gender orientation (femininity vs. masculinity) is 

more important than gender in terms of epistemological beliefs. On the other hand, the second view 

claims that epistemological beliefs can change depending on gender. For example; males and females 
may not understand knowledge in the same way and their implicit theories about knowledge can be 

different from each other (Pintrich, 2002). Consistent with these two diverging ideas, the literature 

showed inconsistent results for the effect of gender on epistemological beliefs. Some of these studies 
found an effect of gender on epistemological beliefs (e.g., Ismail et al., 2012), and some of them did 

not (e.g., Ren, 2006). By studying the relationship between gender and epistemological beliefs, this 

study may add to the current literature. 

Theoretical Framework 

We used Kuhn et al.’s (2000) and Kuhn and Weinstock’s (2000) ideas for personal epistemology and 

therefore, we adopted a developmental view in this study. According to Kuhn and Weinstock (2002), 

epistemological beliefs include three hierarchical stages which are absolutist, multiplist, and 
evaluativist levels. The lowest level is absolutist and absolutist people see knowledge objectively. 

Knowledge is located in the external world, and it is knowable with certainty. After the absolutist 

level, people reach to multiplist level. One important characteristic of this level is the source of 

knowledge is the knowing subject; therefore, knowledge is uncertain and subjective. However, there is 
no objective standard and conflicting claims are not evaluated at this level. The highest level is the 

evaluativist level where people see knowledge as uncertain and evaluated. Evidence and arguments are 

used to evaluate claims. In this development process from absolutism to evaluativism, the claims are 
seen as copies of reality (in absolutism) at the beginning, then they are accepted as opinions (in 

multiplism) and they are seen as judgment (in evaluativist) at the end. Kuhn and Weinstock (2002) 

also added that our epistemological beliefs change depending on the content domain. These content 
domains are personal preferences, aesthetics, value, the physical world, and the social world. As these 

five content domains are too broad, we believe that we might miss some important points if we study 

all these content domains. Therefore, we specifically focused on participants’ epistemological beliefs 

in the judgments of truth about the social world and physical world. The judgments of truth about the 
social world domain include beliefs about social issues like “why criminals continue to crime” and the 

judgments of truth about the physical world domain are related to the beliefs about explanations of 

physical laws and theories like “the composition of atoms” (Kuhn et al., 2000). Similarly, Nussbaum 
et al. (2008) focused on only the judgments of truth about the physical world domain in their research 

which they focused on scientific argumentation and social interaction.  

According to Kuhn and Weinstock (2002), passing from the absolutist belief to the multiplist belief is 
the most difficult for the judgments of truth about the physical world domain, and the judgments of 

truth about the social world domain follow the judgments of truth about the physical world domain. 

On the other hand, passing to multiplist beliefs for other content domains is easier compared with the 

judgments of truth about the social and physical world domain. When passing from the multiplist 
beliefs to the evaluativist beliefs is considered, this passing is easiest for the judgments of truth about 

the physical world domain and the judgments of truth about the social world domain follow the 

judgments of truth about the physical world domain. Passing from the multiplism to evaluativism is 

harder for other content domains including personal taste, aesthetics, and value judgment. 

In this study, we specifically focus on the relationship between epistemological beliefs and 

background variables which are gender and grade level in the judgments of truth about the social and 



e-Kafkas Journal of Educational Research 

439 

 

physical world domain, and this study is not interested in the change of students’ beliefs, and no 

treatment was implemented to change their beliefs. As this study focused on the relationship between 

gender, grade level, and epistemological beliefs, the study has two research questions: 

1. What is the relationship between gender and epistemological beliefs regarding the judgments of 

truth about the social and physical world domains? 

2. What is the relationship between grade level and epistemological beliefs regarding the judgments of 

truth about the social and physical world domains? 

For these research questions, we hypothesize that gender is not significantly related to epistemological 

beliefs as epistemological beliefs are gender-neutral constructs, but we also hypothesize that 
epistemological beliefs improve when the participants’ grade level increases because epistemological 

beliefs improve with maturity, education, and experience (Kuhn & Weinstock, 2002).  

Method 

Research Design 

This quantitative research is an example of a correlational research design as it seeks the relationships 

between background factors (e.g. gender) and epistemological beliefs in the judgments of truth about 
the social and physical world domains. Kuhn et al. (2000) defined epistemological beliefs in three 

stages (e.g. absolutist), therefore the beliefs in the judgments of truth about the social and physical 

world domain are two categorical variables each of which has three levels. Likewise, gender and grade 

level are another two categorical variables in this study where gender has two levels (male, female) 
and grade level has four levels (primary school, middle school, high school, and undergraduate). As a 

result, this study has four variables and all of them are categorical. 

Sample 

A total of 430 students participated in the study and the participants were from different grade levels. 

Accordingly, 112 students were from primary school (58 females, 54 males), and the data was 

collected from grades 3-4 as younger students could not understand the instrument. In this process, we 

first met with the participants’ teachers and asked them whether their students could understand and 
answer the questions because these teachers were experts and knew the students’ cognitive capacity. 

Then, we selected students from different grade levels in K-4 and asked them to read the questions 

loudly and explain their understanding. Both students’ explanations and teachers’ advice led us to 
think that this instrument is useful for the students enrolled in the 3rd and 4th grade levels.  Likewise, 

105 students were enrolled in middle schools ranging from grades 5-8 (58 females, 47 males). A total 

of 120 high school students from grades 8-12 (70 females and 50 males) participated in the study and 
93 undergraduate students from the primary school department (i.e., Elementary School Teacher 

Education Programme) (86 females, 7 males) of a private university located in Ankara. Therefore, the 

study’s target population is students from different grade levels (primary school, middle school, etc.) 

in Ankara. The convenient sampling strategy was used to save time, energy, and cost and the data was 
collected from Çankaya and Yenimahalle districts; therefore, the accessible population is students 

from different grade levels in these two districts of Ankara. The study was conducted in the fall 

semester of 2022-2023 and the data collection process lasted two months. 

Data Collection 

Kuhn et al.’s (2000) Epistemological Belief Instrument was used to collect data. After we got 

permission from Kuhn to use the instrument, we translated it into Turkish. In the translation and 
adaptation process, we followed the PISA 2021 translation and adaptation guidelines (Organisation for 

Economic Co-operation and Development [OECD], 2022). First, the authors were the coordinators of 

the translation and adaptation process and we presented the guidelines used by PISA 2021 to the two 

translators. The translators were academicians from the English Language Education Department. 
These translators were trained for the guideline and personal epistemology. We asked them to follow 

the guidelines when they translated the epistemological belief questionnaire and reminded the general 

characteristics of the epistemological beliefs. For example, when they translated the alternative for the 



Şen & Kamacı 

440 

 

absolutist level, they were asked to protect the structure of the sentence including the idea that only 

one of the presented views is correct. During translation, general themes remained the same in line 
with the guidelines. For example; if the theme is the theories of atoms, it was also the same with the 

Turkish translation. The translators also worked as adaptors in this process. For example, the 

translators changed people's names because of cultural differences. For example; the names Robin and 
Chris were replaced with Rafet and Caner in the Turkish version. After the translators completed the 

transition and adaptation process, we as coordinators reconciled the two independent translations. In 

reconciliation, we asked for assistance from an expert in Turkish Education who was also an 

academician. The expert checked the language, grammar, and content of the items for both 
translations. Then, we selected the items that better represent the original item considering the 

suggestions of the Turkish language expert, the content of the original questionnaire, and the 

characteristics of epistemological beliefs. Next, we consulted a domain expert from the Educational 
Science department who has expertise in epistemological beliefs and this expert checked the translated 

and adapted questionnaire with the original one in terms of personal epistemology. In this way, the 

final form of the Turkish version of the questionnaire was prepared. Then, we reached students from 
different grade levels including primary school, middle school, high school, and university, and asked 

them to read the questionnaire loudly and tell us what they understood from the items. Next, we 

interviewed these selected students by asking questions found in the questionnaire, and their answers 

to the interview questions were the same as their written responses. A similar process was also 
followed by Kuhn et al. (2000) when they followed the epistemological belief questionnaire. 

Accordingly, Kuhn et al. (2000) started their work with individual interviews and then they prepared 

this questionnaire using interview questions. Kuhn et al. (2000) reported that the results obtained from 

the questionnaires were similar to the interview results.  

The instrument includes 15 items and 5 content domains, so each content domain includes three 

specific items to assess participants’ epistemological beliefs. The Turkish form of the instrument is 

presented in the Appendix 1. After completing the formation of the epistemological belief instrument, 

ethical permissions were obtained from the institution’s human research ethics committee.  

Each item includes two sub-questions in the given content domain. Accordingly, the first question 

assesses whether participants hold absolutist epistemological beliefs or not. In this question, two ideas 
are presented in that domain, and whether only one of the ideas is correct or both can be correct is 

asked. If the participant selects the alternative that only one idea is correct, the participant’s belief is 

coded as absolutist for that item because absolutist people believe that the knowledge is certain and 
there is always one correct answer. If the participant selects the “both ideas can be correct” alternative, 

the second sub-question is asked. The second sub-question assesses whether participants hold 

multiplist or evaluativist beliefs. If participants select the alternative that “one of these ideas cannot be 

more accurate than another”, they are coded as multiplist because multiplist people believe that 
different ideas cannot be compared with each other. On the other hand, if participants select the 

alternative that “one of these ideas can be more correct than another”, they are coded as evaluativist 

because evaluativist people believe that different ideas can be compared with each other considering 
some criteria and some ideas can be more correct than others as a result of such evaluation (Kuhn et 

al., 2000). According to Kuhn et al. (2000), evaluativist belief is hierarchically better than multiplist 

belief and absolutist belief is more naïve compared with the other two beliefs (e.g., multiplist belief).  

As each content domain includes three items, participants’ answers to these items determined 

participants’ epistemological beliefs in that domain. If participants hold the same epistemological 

belief in all three items, they are coded in that belief (e.g. evaluativist). Likewise, if participants hold 

one epistemological belief in two items and they hold another epistemological belief in one item out of 
three, their epistemological beliefs were coded as the belief that is consistent with the two items. For 

example; if a participant holds the evaluativist belief in two items and holds the multiplist belief in one 

item, this participant was coded as evaluativist in that content domain. The same coding process was 
also done by Kuhn et al. (2000). Next, we observed that some participants held three different 

epistemological beliefs in one content domain because their answers to all three items were different 

from each other. In other words, some participants hold evaluativist beliefs in one item, multiplist 

beliefs in another item, and absolutist beliefs in another item when all these three items are part of the 
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same content domain (e.g. the judgments of truth about the social world domain). These participants 

were not coded in terms of epistemological beliefs (e.g. evaluativist) and they were removed from the 

coding process as participants did not have certain epistemological beliefs in that content domain.  

Data Analysis 

This study sought the relation between gender and beliefs in the judgments of truth about the social 
world domain, gender, and beliefs in the judgments of truth about the physical world domain, grade 

level, and beliefs in the judgments of truth about the social world domain, and grade level and beliefs 

in the judgments of truth about the physical world domain. As all these variables are categorical and 

we sought the relationship among them, four different chi-square tests of independence were 
conducted. A total of 430 students participated in the study; however, we could not detect 30 students’ 

beliefs in the judgments of truth about the physical world domain as their answers to three items of 

this domain were different from each other. Therefore, chi-square tests were held considering other 
400 students for the relation between beliefs in the judgments of truth about the physical world 

domain, gender, and grade level. Accordingly, we could not detect 10 primary school students’ data (9 

%), 12 middle school students’ data (11 %), 2 high school students’ data (2 %), and 6 undergraduate 
students’ data (6 %) for grade levels. Moreover, 16 of these unidentified data belonged to the females 

(6 %) and 14 of them belonged to the males (9 %). 

Likewise, we could not detect 51 participants’ beliefs in the judgments of truth about the social world 

domain; therefore, chi-square tests assessing the relation between beliefs in the judgments of truth 
about the social world domain, grade level, and gender were carried out for 379 students. Accordingly, 

we could not detect 18 primary school students’ data (16 %), 12 middle school students’ data (11 %), 

14 high school students’ data (12 %), and 7 undergraduate students’ data (8 %) for grade levels. While 

26 of them were female (10 %), 25 of them were male (16 %) participants. 

Limitations 

The study has three limitations. First, a convenient sampling strategy was used to select the sample. If 

random sampling had been selected, the generalizability of the finding could have been better. Second, 
participants’ epistemological beliefs were assessed by the use of only one data collection tool which 

was the Epistemological Belief Instrument (Kuhn et al., 2000). If various types of data collection tools 

like interviews, and class observations had been used, the data obtained from the questionnaire could 
have been triangulated and the trustworthiness of the study could have been better. Third, some 

participants’ answers to different items of the same content domain varied. For example, they had an 

evaluativist view in one item, a multiplist view in another item, and an absolutist view in another item. 
For such cases, we could not determine the epistemological belief of that participant in the given 

content domain and we did not use their data in data analysis. Therefore, alternative data collection 

tools that accurately measure such participants’ epistemological beliefs could be used to remedy this 

limitation.  

We also have three assumptions in this study. Firstly, we assume that participants honestly and 

seriously answered the Epistemological Belief Instrument (Kuhn et al., 2000). Secondly, we assume 

that the developmental view, which was this study's theoretical framework, accurately reflects the 
personal epistemology. Finally, we assume that the Epistemological Belief Instrument (Kuhn et al., 

2000) is an accurate measurement tool to assess participants’ epistemological beliefs. 

Findings 

The study has two research questions. While the first research question examines the relationship 

between gender and epistemological beliefs in the judgments of truth about the social and physical 

world domain, the second research question investigates the relationship between grade level and 

epistemological beliefs in the judgments of truth about the social and physical world domain. Two chi-
square tests of independence were carried out for each research question and the results are presented 

as follows: 
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Gender and Epistemological Beliefs 

Gender and Beliefs in the Judgments of Truth about the Social World Domain 

Table 1 presents the descriptive statistics regarding students’ gender and their epistemological beliefs 

(e.g. evaluativist) in the judgments of truth about the social world domain. 

Table 1.  
Gender and Epistemological Beliefs in the Judgments of Truth about the Social World Domain 

Epistemological Beliefs in the Judgments of Truth about the Social World Domain 

Gender Absolutist Multiplist Evaluativist Total (n= 379) 

Female 29 (11.8 %) 84 (34.1 %) 133 (54.1 %) 246 
Male 34 (25.6 %) 35 (26.3 %) 64 (48.1 %) 133 

According to descriptive statistics (Table 1), female students’ epistemological beliefs seem to have 

more sophisticated beliefs than male students as the percentage of evaluativist belief is 54.1 % for 

females and 48.1 % for males. Likewise, the percentage of multiplist belief for females is higher than 
for males (34.1 % vs. 26.3 %). Next, males seem to have more absolutist beliefs than females (25.6 % 

vs. 11.8 %).   

Then, the chi-square test for independence was conducted to see whether there is a significant relation 
between gender and epistemological beliefs in the judgments of truth about the social world domain. 

The test indicated a significant relationship between gender and epistemological beliefs in the 

judgments of truth about the social world domain, χ2 (2, n = 379) = 12.128 p = .002, phi = .18, with 

small effect size (.18 < .30, Pallant, 2011, p. 220). 

Gender and Beliefs in the Judgments of Truth about the Physical World Domain 

Table 2 shows the percentages of students’ epistemological beliefs in the judgments of truth about the 

physical world domain considering their gender. 

Table 2.  

Gender and Epistemological Beliefs in the Judgments of Truth about the Physical World Domain 

Epistemological Beliefs in the Judgments of Truth about the Physical World Domain 

Gender Absolutist Multiplist Evaluativist Total (n= 400) 
Female  66 (25.8 %)  71 (27.8 %)  119 (46.4 %) 256 

Male  36 (25.0 %)  34 (23.6 %)  74 (51.4 %) 144 

According to descriptive statistics, the percentage of males was higher than that of females in terms of 

evaluativist beliefs in the judgments of truth about the physical world domain (% 51.4 vs. % 46.4). On 
the other hand, the percentage of female participants having multiplist beliefs was higher than males 

(% 27.8 vs. % 23.6). On the other hand, a quarter of both males and females held absolutist beliefs in 

the judgments of truth about the physical world domain. The chi-square test for independence was 
conducted to see whether there is a significant relationship between gender and epistemological beliefs 

in the judgments of truth about the physical world domain. According to test results, no significant 

relationship was revealed between gender and beliefs in the judgments of truth about the physical 

world domain χ2 (2, n =400) = 1.078 p = .58, phi = .05. 

Grade Level and Epistemological Beliefs 

Grade Levels and Beliefs the Judgments of Truth about the Social World Domain 

Table 3 provides information about the percentages of participants’ epistemological beliefs in the 

judgments of truth about the social world domain considering the grade levels (e.g. primary school). 
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Table 3.  

Grade Level and Epistemological Beliefs in the Judgments of Truth about the Social World Domain 

                        Epistemological Beliefs in the Judgments of Truth about the Social World Domain 

Grade Level Absolutist Multiplist Evaluativist Total (n= 379) 

Primary School 23 (24.7 %)  24 (25.8 %)  46 (49.5 %) 93 

Middle School 24 (25.8 %)  30 (32.3 %)  39 (41.9 %) 93 
High School 13 (12.3 %)  27 (25.4 %)  66 (62.3 %) 106 

Undergraduate 3 (3.4 %)  38 (43.7 %)  46 (52.9 %) 87 

According to Table 3, the percentage of the evaluativist level was highest in favor of high school 
students (62.3 %) and undergraduate and primary school students followed them (52.9 % and 49.5 %). 

The percentage of middle school students having the evaluativist level was the lowest (41.9 %).  

Undergraduate students held the multiplist belief at most with 43.7 % and one-third of middle school 

students held multiplist beliefs. On the other hand, a quarter of the participants from primary school 

and high school held multiplist beliefs.  

A quarter of middle school and primary school students were at the absolutist level, and more than 

one-tenth of the high school students were in this stance. On the other hand, only three undergraduate 

students were at the absolutist level. 

The chi-square test for independence was conducted to see whether there is a significant relationship 

between grade level and epistemological beliefs in the judgments of truth about the social world 

domain, and the results showed a significant relationship χ2 (6, n =379) = 29.09 p = .00, Cramer’s v = 

.20 with small effect size (.20 < .30, Pallant, 2011, p. 220). 

Then, we conducted follow-up chi-square tests (2x2) to understand whether there is a significant 

relationship between grade levels and epistemological beliefs in the judgments of truth about the social 
world domain when we specifically focus on two groups (e.g. primary school vs. middle school). We 

found no significant relationship between grade level and epistemological beliefs when we just 

consider primary school and middle school χ2 (2, n =186) = 1.264 p = .53, phi = .08. Likewise, no 
significant relationship was found when primary school and high school were considered χ2 (2, n 

=199) = 5.701 p = .06, phi = .17. On the other hand, there was a significant relationship between grade 

level and epistemological beliefs for primary school and undergraduate level χ2 (2, n =180) = 18.37 p 

= .00, phi = .32 with medium effect size (.30 <.32 <.50, Pallant, 2011, p. 220.) and for middle school 
and undergraduate level χ2 (2, n =180) = 17.67 p = .00, phi = .31 with medium effect size (.30 <.31 

<.50). Similarly, we found a significant relationship between grade level and epistemological beliefs 

when only middle school and high school were considered χ2 (2, n =199) = 9.56 p = .008, phi = .22 
with small effect size (.20 < .30, Pallant, 2011, p. 220). Lastly, a significant relationship between 

variables was observed when high school and undergraduate levels considered χ2 (2, n =193) = 9.91 p 

= .007, phi = .23 with a small effect size (.20 < .30, Pallant, 2011, p. 220). 

Grade Levels and Beliefs in the Judgments of Truth about the Physical World Domain 

Descriptive statistics for different grade levels regarding epistemological beliefs and the judgments of 

truth about the physical world domain are presented in Table 4: 

Table 4.  
Grade Level and Epistemological Beliefs in the Judgments of Truth about the Physical World Domain 

                            Epistemological Beliefs in the Judgments of Truth about the Physical World Domain 

Grade Level Absolutist Multiplist Evaluativist Total (n= 400) 

Primary School 23 (22.5 %)   23 (22.5 %)  56 (55.0 %) 102 
Middle School 25 (26.9 %)   27 (29.0 %)  41 (44.1 %)  93 

High School 39 (33.0 %)   25 (21.2 %)  54 (45.8 %) 118 

Undergraduate 15 (17.2 %)   30 (34.5 %)  42 (48.3 %)  87 

According to Table 4, percentages of the evaluativist beliefs were similar in different grade levels, and 

nearly half of the students from each grade level held evaluativist beliefs. Primary school students had 
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the highest percentage with 55 %. Similarly, different grade levels held a common percentage 

regarding the multiplist beliefs. Accordingly, a quarter of undergraduate students held multiplist 
beliefs in the judgments of truth about the physical world domain, and middle school students 

followed them. On the other hand, two-tenths of the high school and primary school students had the 

multiplist belief. Regarding the absolutist level, one-third of high school students and a quarter of 
middle school students had an absolutist view. Primary school students followed these two groups 

with 22.5 % and undergraduate students had the lowest percentage (17.2 %) in terms of absolutist 

belief in the judgments of truth about the physical world domain. The chi-square test for independence 

was carried out for the relationship between grade level and epistemological beliefs in the judgments 
of truth about the physical world domain and no significant relationship was found between grade 

level and epistemological beliefs in the judgments of truth about the physical world domain χ2 (6, n 

=400) = 11.01 p = .088, Cramer’s v = .12. 

Discussion 

This study examined the relationship between background variables (gender and grade level) and 

epistemological beliefs in the judgments of truth about the social and physical world domain. The 
study found no significant relationship between gender and epistemological beliefs consistent with the 

majority of the previous research (Aslan & Şimşek, 2021; Er, 2013; Kuhn et al., 2000; Orhan, 2022; 

Ren, 2006; Yakışan & Karaşah, 2016). On the other hand, few previous research results were 

inconsistent with the current study (Marzooghi et al., 2008; Paulsen & Wells, 1998; Ismail et al., 
2012). Pintrich (2002) reported two ideas explaining the gender and epistemological beliefs relations 

and explained that gender either has no relation with epistemological beliefs and the more important 

thing can be gender orientation (femininity or masculinity) or gender can be related to epistemological 
beliefs as females and males understand the knowledge in different ways and their epistemological 

beliefs may diverge because of their gender differences. Our results supported the first explanation that 

gender has no relation to epistemological beliefs. Similarly, Baxter Magolda (1992) reported males 

and females have similar epistemological beliefs but they have different patterns when acquiring these 

beliefs.  

The second topic of the study was the relationship between grade level and epistemological beliefs in 

the judgments of truth about the social and physical world domain. Prior to the study, we hypothesized 
that epistemological beliefs improve with increasing grade level which means that primary-level 

students would hold the absolutist beliefs and the number of evaluativist beliefs would increase with 

increasing grade level from primary school to the undergraduate level. This expectation was observed 
for the beliefs in the judgments of truth about the social world domain to some degree. For example, 

we found a medium effect size regarding the relationship between grade level and epistemological 

beliefs in the judgments of truth about the social world domain when primary school students and 

undergraduate students were considered. The same effect size was also observed when middle school 
students and undergraduate students were considered. In line with this, we observed a small effect size 

for the relationship between grade level and epistemological beliefs when high school students were 

taken into account with middle school students and undergraduate students. Using this information, we 
claim that students start changing their epistemological beliefs in the judgments of truth about the 

social world domain in high school. For example, high school students held evaluativist beliefs with 

the highest percentage (62.3 %) and they started losing the absolutist beliefs (12.3 %) which is the 
most naïve stage for epistemological beliefs. We claim that major change in the beliefs in the 

judgments of truth about the social world domain happens at the undergraduate level as medium effect 

size indicates. In this grade level, only 3 undergraduate students held absolutist beliefs in the 

judgments of truth about the social world domain. While 84 students out of 87 passed to the higher 
epistemological beliefs, 38 of them were in the multiplist beliefs and could not pass to the evaluativist 

beliefs whereas 46 students could pass to the evaluativist level. Losing the absolutist level is an 

achieving task for the judgments of truth about the social world domain because it is not easy to pass 
from the absolutist level to the multiplism in the judgments of truth about the social and physical 

world domain, unlike the other three content domains like the personal taste (Kuhn & Weinstock, 

2002). At this level, students obviously consider alternative ideas and multiple perspectives on social 

issues like the human population and pass to the multiplist level. While some of the undergraduates 
just respect multiple perspectives on social issues and do not discuss the ideas further (i.e., the 
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multiplist), some undergraduates continue challenging different ideas to decide which perspective is 

more accurate (i.e., the evaluativist). Similarly, Schiefer et al. (2022) reported lower grade students 
hold absolutist beliefs more and students from higher grade levels hold more sophisticated beliefs. 

Schiefer et al. (2022) explain this situation as such: when grade level and academic level increase, the 

epistemic climate changes. For example; students make critical discussion and critical thinking, 
compare different approaches, and find their own solutions to the problems. As a result, these 

educational activities done in higher grade levels like high school and undergraduate might improve 

students’ epistemological beliefs in the judgments of truth about the social world domain.  

Although we found a statistically significant relationship between grade level and epistemological 
beliefs in the judgments of truth about the social world domain, we did not find any relationship 

between grade level and epistemological beliefs in the judgments of truth about the physical world 

domain. This result suggests that increasing grade level does not guarantee an increase in 
epistemological beliefs when the judgments of truth about the physical world domain are considered. 

In line with this, Kuhn and Weinstock (2002) found that older people may also have naïve 

epistemological beliefs, therefore, education and age do not bring evaluativist beliefs. On this point, 
Kuhn and Weinstock (2002) reported that the first rule to have evaluativist beliefs is to value reasoned 

argument, and to accept reasoned argument is the way reaching us to knowledge and informed 

understanding. Therefore, the classes starting from the early years of education should provide 

opportunities for students to engage in activities in which they produce and defend their claims. 
During this practice, students evaluate the claims and discuss different ideas in a social context (Kuhn 

& Weinstock, 2002). In other words, argumentation practice where students compete and construct 

ideas to reach a consensus is vital to improve epistemological beliefs (Ryu & Sandoval, 2012).  

In this study, we also observed that primary school students held the evaluativist with the highest 

percentage (55 %) for the judgments of truth about the physical world domain. Similarly, Peter et al. 

(2016) reported that even young learners can have evaluativist beliefs, and students from the same 

grade levels can have different epistemological beliefs. This situation makes the relationship between 
grade level and epistemological beliefs questionable (Peter et al., 2016). There can be explanations for 

why young learners hold sophisticated epistemological beliefs. For example; Ozkal et al. (2010) 

reported that middle school students having working mothers, educated parents, a separate study room, 
and families possessing high socio-economic status generally have more sophisticated scientific 

epistemological beliefs compared to their counterparts. The same can also be true for our sample, but 

we do not have enough data to assert such claims. Kuhn and Weinstock’s (2002) explanations about 
the development of epistemological belief can also support this finding. Accordingly, children start to 

think knowledge comes from external sources at the age of three and they become absolutists. When 

they are 4 years old, they start to think that knowledge is the construction of the human mind and it is 

subjective. They reach the multiplist level in 5 and 6 years when they accept the conflicting beliefs, 
but still, they do not think that the people are the source of knowing, so they are absolutist to some 

extent in these years. Then, they can pass to the multiplist and evaluativist levels (Kuhn & Weinstock, 

2002). Our result for the percentage of evaluativist primary school students is consistent with this 
explanation because primary school students in this study might follow the same pathway until they 

were 6 years old and some of them may reach the evaluativist level in the following three or four years 

(Note: primary school participants were 10 or 11 years old in this study.) 

Implications 

This study provided evidence that gender is not related to epistemological beliefs (Kessel, 2013; 

Pintrich, 2002). Therefore, we advise teachers from different lessons (e.g. science, social science) to 

give gender bias in their thinking. For example, female students were not more absolutistic than males 
in this study. However, if teachers believe that girls can learn as passive listeners and boys can learn 

by doing, this class environment may lead girls to think that knowledge is certain and found outside of 

the self. Therefore, they could have absolutistic beliefs. On the other hand, boys who actively engage 
in the knowledge construction process might think that knowledge is constructed by human beings 

through inquiry and so they might hold higher epistemological beliefs like multiplism or evaluativism. 

In short, teachers’ beliefs and their practice, not students’ gender, may cause differences between girls 
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and boys in terms of their epistemological beliefs (Scantlebury & Baker, 2013). Fortunately, the 

students in this study did not differ in epistemological beliefs, so we infer that their teachers do not 

have a gender bias in their teaching. 

We also found that students’ grade level is related to their epistemological beliefs in the judgments of 

truth about the social world domain and students from high school and undergraduate level held more 
sophisticated beliefs. We thought that the changing epistemic climate might be a cause for change in 

epistemological beliefs in different grade levels (Schiefer et al., 2022). For example; students make 

more critical thinking in higher grade levels and this situation changes their epistemological beliefs in 

a desired way. On the other hand, students’ maturity can also be responsible for the change in their 
epistemological beliefs (Kuhn & Weinstock, 2002). Therefore, we advise researchers to conduct 

experimental studies including the same grade level students with different teaching methods. In this 

way, we can understand better whether changing epistemic climate is the cause of change in epistemic 

beliefs because we control the maturity level of students.  

Although we found a statistically significant relationship between grade level and epistemological 

beliefs in the judgments of truth about the social world domain, we did not find any relation for these 
variables in the judgments of truth about the physical world domain. We think that the lack of 

argumentation practice in science classes can be the cause of this situation (Ryu & Sandoval, 2012). 

Accordingly, there is a competition between ideas in argumentation and students use evidence to 

persuade others in favor of their claims (Sandoval & Millwood, 2008). When students engage in 
argumentation, they will notice that there can be other perspectives for the same problem, so they can 

pass from the absolutist level to the multiplist level. Likewise, when they evaluate the alternative 

ideas, they need to examine the coordination between the evidence and the ideas, so they will reach the 
evaluativist views (Kuhn & Weinstock, 2002). Therefore, we advise researchers to conduct 

experimental research including argumentation treatment, and use different content domains (the 

judgments of truth about the social and physical world domain) as dependent variables. Such research 

can inform us about the relative contribution of argumentation treatment on epistemological beliefs in 

different content domains.  

Lastly, we focused on two content domains (beliefs in the judgments of truth about the social and 

physical world domain) to assess students’ epistemological beliefs. However, Kuhn et al. (2000) 
reported there are three more content domains (personal taste, aesthetic, and value) in which people 

make judgments about epistemological beliefs. Future epistemological belief studies can also examine 

people’s epistemological beliefs in these domains to more holistically understand the nature of 

epistemological beliefs. 
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Appendices 

Appendix 1. Turkish form of Epistemological Belief Instrument 

Değerli Katılımcılar; 

 

Bu araştırma sizlerin epistemolojik inanışlarınızı yani bilgiye yönelik inanışlarınızı ölçmek için 

oluşturulmuştur. Ölçekte 15 adet çoktan seçmeli soru vardır ve bu sorulara yanıt vermeniz 
beklenmektedir. Çalışmaya katıldığınız için teşekkür ederiz. 

Kişisel Bilgiler: 

 

Okulunuz: İlkokul ☐   Ortaokul ☐        Lise ☐ Üniversite ☐ 

 

Sınıf Düzeyiniz: …………………………. 

 

Cinsiyetiniz: Kadın ☐ Erkek ☐ 

 

Okulunuzun 

Adı:………………………………………………………………………………………… 

Eğer üniversite öğrencisi iseniz, Bölümünüz:…………………………………………….. 

 
Aşağıdaki koyu ile yazılmış görüşleri göz önünde bulundurarak sorulara yanıt veriniz: 
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Abstract 

The wave of change in the educational landscape started with Emergency Remote Teaching due to the 

pandemic and was followed by the hybrid system adopted in higher education institutions. The present 

study is an attempt to evaluate the effects of the hybrid system on English teacher education and get 

the reflections of English teacher educators regarding its post-effects on teacher candidates. To this 

end, 18 English teacher educators from 10 different state universities were reached to evaluate post-

pandemic teacher education. Adopting a qualitative research design, the participants were asked to 

complete a survey that included nine questions about different learner types that emerged due to online 

instruction, the effects of the hybrid system on teacher educators and teacher candidates, and survival 

tips for teacher educators. The data were analyzed through thematic analysis and the findings were 

reported under the categories of “overall evaluation, post-effects of the hybrid system, crucial factors 

and survival tips, and learner types”. The findings are discussed in line with the related literature and 

some implications for education faculties are presented.   

Keywords: COVID-19, Hybrid system, Teacher educators, English teacher candidates. 
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Introduction  

Has COVID-19 irrevocably changed higher education? The experience of the educational world with 

Emergency Remote Teaching (ERT), followed by a hybrid system, has turned the attention of 

researchers to this question. The sudden shift of instruction in higher education as a result of COVID-

19, which is called “The Great Online Transition (GOT)”, is indeed a rare opportunity to observe the 

transition to online instruction to that extent and within GOT, the educational world not only 

experienced ERT but also adopted hybrid teaching, maybe to the widest extent in its history (Howard, 

et al., 2022, p. 930). As defined by Carrasco and Johnson (2015), hybrid teaching is a mode of 

delivery in which courses are divided into portions of face-to-face instructional activities within the 

classroom environment and instructional hours within online settings. The Hybrid system can be seen 

as a “best-of-both-worlds” that combines the efficacious features of traditional face-to-face instruction 

and online instruction (Snart, 2010, p. xi). From a different point of view, the hybrid system is a 

response to entirely online instruction that is deficient in student-teacher interaction (Carrasco & 

Johnson, 2015). Online teaching is not free of challenges. It requires funding for the start-up costs, 

institutional readiness, and learner readiness (Bartolic-Zlomislic & Bates, 1999). However, hybrid 

teaching still has significant benefits such as flexibility of time and space, utilizing mobile devices for 

academic purposes, technology-integrated instruction that appeals to different learner types, providing 

interaction through face-to-face courses, and allowing learners to progress at their own pace through 

online courses (Carrasco & Johnson, 2015). Additionally, hybrid courses can provide opportunities for 

learners to develop media information, and digital literacy (Linder, 2017). Yet, it should be noted that 

“thoughtless urgency and uninformed decision-making will push hybrid learning into perilously 

uncharted territory, where it will be susceptible to the worst fates of online and correspondence 

education” (Snart, 2010, p. xii). In other words, a hybrid system requires a planning and decision-

making stage early before its application. Compared to a traditional course, an efficient hybrid course 

requires a larger amount of preparation, and every single instructional material should be prepared in 

advance “to ensure the alignment between in-class and out-of-class content delivery, activities, 

assignments, and assessments” (Linder, 2017, p. 16).   

Hybrid learning as a delivery mode of instruction dates back to before the pandemic. Many higher 

education institutions have been willing to provide hybrid courses as an option for faculty members 

and learners who would like to follow the content of the course in an online setting rather than a 

traditional one (Olapiriyakul & Scher, 2006). The hybrid system has certainly been flourishing in the 

educational world with the decisions of higher education institutions to adopt the best fit (Moskal, 

2017). Yet, it was the pandemic that transformed hybrid education from “an esoteric notion” into a “de 

facto norm” in the blink of an eye (Cohen et al., 2020, p. 1039). COVID-19 is one of the factors 

triggering the global shift towards online instruction, along with “(a) globalization, (b) an 

unprecedented movement of people in the latter decades of the 20th century and the first two decades 

of the 21st century, and (c) remarkable and seemingly endless advances in digital technologies” 

(Dixon, et al., 2021, p. 792). As a result of pandemic and lockdown, educators lived a “hybridized” 

version of their lives in which their homes became shared working spaces with their families and their 

students and the educators welcomed each other into their living spaces (Cohen et al., 2020, p. 1039). 

Although it has been quite challenging for them, educators in higher education institutions have 

become less resistant to online instruction, especially hybrid mode as they acknowledged the 

opportunities provided by the system during their applications during the pandemic phase (Müller et 

al., 2021).  

The adoption of hybrid instruction in higher education, specifically in teacher education, has been an 

area of interest for researchers (Lin, 2008; Swenson & Redmond, 2009; Dickenson, 2016; Vininsky & 

Saxe, 2016; Solihati & Mulyono, 2017; Abdulhak et al., 2018; Mumford & Dikilitaş, 2020) and the 

ineluctable shift to hybrid instruction in teacher education due to the new normal turned the attention 

of the related literature to the applications during COVID-19 and post-pandemic (Calderón et al., 

2020; Rachmadtullah et al., 2020; Saboowala & Manghirmalani-Mishra, 2021; Creely et al., 2022; 

Biberman-Shalev et al., 2023). However, verification of the system followed during the new normal 

calls for further research to examine the factors affecting teacher-student interactions that occur in this 

new online instructional environment and the reflections of the parties experiencing the hybrid system 
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are quite crucial (Raes, 2022). In the 2021-2022 academic year, a hybrid system was adopted by the 

higher education institutions in the Turkish context right after ERT. Contrary to ERT, the shift in the 

mode of delivery did not happen overnight for the term hybrid system was adopted, but we could still 

question the preparedness level of academic staff, teacher candidates, and technological infrastructure 

of education faculties for the application of this relatively new system. It is fair to state that post-

pandemic instructional practices in higher education institutions will not be the same and all 

stakeholders within the process should take a lesson from their experiences of the pandemic era (Singh 

et al., 2021).  As we have witnessed during the 2022-2023 academic year, higher education institutions 

always can return to a hybrid system and this possibility makes it crucial to get feedback on the 

practices conducted. Thus, this present study aims to reveal the reflections of English teacher 

educators on a hybrid system, its challenges, opportunities, and effects on English teacher candidates. 

The study seeks an answer to the following research questions: 

RQ1. How do English teacher educators evaluate the hybrid system? 

RQ2. What do English teacher educators anticipate about the post-effects of the hybrid system on 

English teacher candidates? 

RQ3. What kind of survival tips can English teacher educators suggest to other teacher educators? 

RQ4. What are the observations of English teacher educators regarding the different learner types that 

emerged within the hybrid system? 

Method 

Research Design 

The present study adopted a phenomenological research design, which focuses on a concept or a 

phenomenon and reveals a “common meaning” (Creswell & Poth, 2013, p.76). As the study deals with 

the hybrid system as a concept and mainly attempts to reveal the experiences of English teacher 

educators and to reflect their perspectives regarding the issue, the phenomenological research design 

was chosen for the study.    

Participants 

18 English teacher educators from 10 different state universities in Türkiye participated in the study. 

Demographic features of the participants are presented in Table 1. 

Table 1. 

Demographic Features of the Participants 
ID Gender Area of Expertise Years of Experience 

TE1 Female Teacher training, TEFL 30 

TE2 Male ELT/Pragmatics 39 

TE3 Female Acquisition and methodology 24 

TE4 Male ELT 20 

TE5 Male ELT 30+ 

TE6 Male ELT 15 

TE7 Female ELT 9 

TE8 Male FLT  23 

TE9 Female Pre-service and In-service Teacher Training 32 

TE10 Female ELT, Teacher Training 31 

TE11 Female Distance Education 19 

TE12 Female English-American Literature  28 

TE13 Female Teacher Training 25 

TE14 Female ELT 10 

TE15 Female ELT 38 

TE16 Female ELT 11 

TE17 Male Teaching and Testing Four Language Skills, 

Approaches, and Methods in ELT, Teacher Training,  

Intercultural Communication 

36 

TE18 Female ELT 11 
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As we can understand from Table 1, most of the participants have been working in the field for more 

than 10 years. The majority were female (f=12) and they were experts in the field of ELT, distance 

education, literature, teacher training, methodology, and testing. All participants were working at the 

Foreign Language Education Departments of 10 different state universities at the time of data 

collection and the regional distribution of the universities they worked for are three in the 

Mediterranean, two in Central Anatolia, two in Marmara, one in Black Sea, one in Aegean, and one in 

Eastern Anatolia. Except for the Southeastern Anatolia region, there were participants from all 

regions.      

Data Collection Tools and Procedure 

The data were collected with the “Survey on Hybrid System for English Teacher Educators” 

developed by the researchers. After getting the experts‟ opinions and revising the draft in line with 

their feedback, the researchers prepared the final version of the survey which includes two parts: 

demographic questions regarding gender, area of expertise, and years of experience and nine open-

ended questions related to the hybrid system experiences of the teacher educators such as “can you 

make an evaluation about hybrid teaching system you have been following to train teacher candidates 

in comparison to online teaching and face-to-face teaching in general, what limitations can you define 

about the hybrid system if there are any for English teacher educators, how will it affect the teacher 

candidates to take some of the major courses online during the hybrid process, and what kind of 

suggestions can you give to teacher educators to survive during the hybrid system”.  

Being teacher educators, the researchers of the present study realized that the whole process of 

Emergency Remote Teaching followed by a hybrid system created different „learner types‟ within one 

single system. 3
rd

 and 4
th
-year teacher candidates started their training face-to-face, then experienced 

ERT, and lastly graduated with a hybrid system. The researchers called them „jugglers‟ as they had 

experienced all three systems. Then, there were 2
nd

-year teacher candidates who were called 

„emergency remote trainees‟ because they had started their training with ERT and continued with a 

hybrid system. Lastly, „post-lockdowners‟, the 1
st
-year teacher candidates who started their training 

directly with a hybrid system. In the survey, the participants were asked to evaluate the accuracy of the 

terms suggested by the researchers to define each learner group and 15 participants agreed on the 

terms. The survey also includes questions addressing the differences among the learner groups 

suggested by the researchers in terms of motivation, participation, and classroom interaction.  

Once the researchers got the approval of the Ethics Committee (No-10/05/2022-208), the researchers 

sent e-mails, including an explanation about the study and a link to the online version of the survey, to 

English teacher educators in state universities in Türkiye. As the participation was voluntary, random 

sampling was used and eventually, 18 teacher educators from 10 different universities responded.      

Data Analysis 

The method utilized for the data analysis was thematic analysis by Braun and Clarke (2012). Thematic 

analysis is “a method for systematically identifying, organizing and offering insight into patterns of 

meaning (themes) across a data set. Through focusing on meaning across a data set, TA allows the 

researcher to see and make sense of collective or shared meanings and experiences” (Braun & Clarke, 

2012, p. 57).  Braun and Clarke (2012), specify the following phases for the process: (1) familiarizing 

with the data, (2) generating initial codes, (3) searching for themes, (4) reviewing potential themes, (5) 

defining and naming themes, (6) producing the report.  

The whole process was conducted through the MAXQDA software package. At the beginning of the 

data analysis, the researchers went through the whole data set twice to have a general idea about the 

nature of the data. The responses of the participants were organized into sections in line with each 

question in the survey. The next step was to generate the initial codes. At this point, the researchers 

tried to write down as much as possible to be able to find the best-suited codes for the data set. A color 

coding system was used for this phase. After generating the codes, the codes were evaluated to see 

whether there could be a pattern of codes or groups. The codes were grouped under possible titles of 

themes. As a fourth step, the researchers went over the themes and checked whether there would be 
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other options. Then, the names of the themes for the code groups were found. As the last step, code 

maps were created and direct quotations were selected to support the reporting. 

Findings 

Overall Evaluation of Hybrid System 

Comparing the hybrid system with online and face-to-face teaching, participants evaluated the 

possibilities and limitations of the hybrid system not only from their perspective but also from the 

teacher candidates‟ point of view. The codes defined as a result of the analyses were: convenience, 

learner autonomy, infrastructure which includes e-learning platforms, unstable learning environment, 

reliable internet connection, and stable power supply, digital literacy, the impact of transactional 

distance which includes dialogue and work overload, nature of the program, nature of online teaching-

learning, changing educational landscape, and differences in the application as presented in Figure 1.   

 

 
Figure 1. Overall Evaluations of English Teacher Educators Regarding Hybrid System 

Some of the participants seem to question whether the system their faculty followed could be called 

hybrid. In other words, as they were aware of the prerequisites of online teaching and hybrid systems, 

the practices were not meeting the standards for the system to be called hybrid. One of the participants 

claimed that designing structures of the lessons and instructional materials suitable for online learning 

were crucial parts of the process and required a planning process before the application. It can be 

acceptable that most of the faculties were not ready for conducting online courses during ERT but that 

should not be the case for the following term in which the hybrid system was implemented. Lack of 

knowledge of the features and principles of online learning played a major role in the efficacy of the 

implementation process. One of the participants responded:   

…However, partly because of the planning process, I have observed although it is not 

emergency remote teaching anymore, many faculties still conduct online courses such as ERT 

courses, which have limitations, especially in terms of design and development. The other 

problem is "online", and unfortunately is perceived as "synchronous". Yet, in online learning, 

based on scientific evidence distance education and online learning professionals value the 

contribution of asynchronous activities. As far as I have observed in the online part of the 

hybrid system, asynchronous activities that foster critical thinking and problem-solving skills, as 

well as creativity, have been left aside, and weekly online synchronous meetings have replaced 

the f2f classes, which is just a shift in the physical setting of the lessons, not a real change in 
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pedagogy. I have been observing what has been done in the classroom is transferred to the 

online. This, unfortunately, is not online teaching/learning (TE11) 

Along with their reflections on conducting the hybrid system properly, some of the participants 

seemed to have concerns over selecting which courses to be given with online instruction. They 

believed that if the course content was theoretical without any need for practice, then these courses 

should be chosen for online instruction. As they were concerned with training English teacher 

candidates as a whole and providing them with enough opportunities to practice, they preferred the 

field courses to be given face-to-face. Moreover, the importance of enculturation within campus life 

for the teacher candidates was highlighted by the participants.  

Moreover, teacher educators evaluated the process for themselves and teacher candidates. They 

believed that both they and teacher candidates were worn out because of going back and forth between 

online and face-to-face classes, which also increased the workload of the teacher educators. Other than 

conducting their courses, the teacher educators had other responsibilities such as managing their time, 

arranging a suitable environment to conduct online courses, dealing with technical problems, and 

staying in front of the computer monitor for a long time, which resulted in zoom fatigue, and devoting 

attention both to the students in the classroom and the ones attending online. Moreover, the 

transactional distance decreased the dialogue within the classes and demotivated the teacher 

candidates. As mentioned by one of the participants: 

There is little to no student-teacher interaction in online classes. It is very difficult to create an 

atmosphere of discussion or a platform for philosophical discussions of significant concepts in 

literature classes. Face-to-face teaching enables authentic communication based on trust and 

reliance between student and teacher. Face-to-face teaching enables the teaching of life's crucial 

concepts, values, etc. interactively…. Alienation, isolation, and health problems are the 

consequences of online teaching (because of long sitting sessions 6-8 hours per day lecturing, 

answering e-mails, uploading materials, reading exam papers, reports, etc., and being available 

for online teaching 7/24 hours a day) (TE12) 

According to teacher educators, one of the factors affecting the implementation of the hybrid system 

was digital literacy. They believed that the system required literacy in ICT but not every teacher 

candidate or teacher educator was digitally literate or had the experience of using e-learning software 

and this created the need for providing orientation or training both to teacher candidates and teacher 

educators in this regard. It was revealed that without proper ICT knowledge, it would be quite 

demanding for teacher educators to design effective online courses. The following excerpt illustrates 

the reflections of the participants on the issue.  

The greatest and maybe the sole possibility is access to a linguistically authentic context thanks 

to the internet and the utilities/functionalities that online software provides for running courses, 

monitoring learners' progress, and assessing and evaluating their growth. Yet I am almost sure 

that most of the academics are not aware of the possibilities -online software- of the web 

technologies, nor are they aware of ICT-based teaching techniques and strategies…This is 

largely dependent upon the competencies of the educator; if literate in ICT, then it can be a true 

experience for the learners, if not competent, then it is a sort of ceremonial course, ppt-reading 

torture (TE4) 

In line with digital literacy, some of the participants addressed the changing educational landscape due 

to ERT and they claimed that the hybrid system would open new pages in the field of education and it 

was an opportunity for teacher candidates to have a first-hand experience of that change and see 

examples on how to conduct lectures online. One of them responded:   

…Considering the fact that online teaching/learning will be an inseparable part of all learning 

life, furnishing the teacher candidates with skills, competencies, and experiences of online 

learning does and will benefit them in the long run. The examples they have experienced so far 

might not have been very positive - and may have resulted in some negative attitude and 

perception- as it was an "emergency situation", both teacher candidates and teacher trainers will 

tune-in in time…..the teacher candidates will be exposed to several scenarios of online learning 
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and teaching. Observing what works and what does not is I guess one of the best ways of 

learning how we should teach (the same goes for the f2f part). In the hybrid system, they are not 

only exposed to both f2f and online courses, but they also have a "feel of" what online learning 

is (TE11) 

While reflecting on their experiences with the hybrid system, teacher educators touched upon learner 

autonomy. Although the hybrid system was evaluated as a chance to develop learner autonomy, some 

of the participants still believed that teacher candidates lacked the characteristics of autonomous 

learners and could not utilize the opportunities provided by the hybrid system. Compared to face-to-

face learners, online learners were claimed to lack the skills and behaviors of autonomous learners, 

although some participants saw online learning as beneficial for autonomy as they had more 

opportunities to search for information sources.  

One of the main concerns for the teacher educators was revealed to be the decrease in the quality of 

their lectures delivered and in the participation rates of teacher candidates due to the unstable learning 

environment, which includes technical infrastructure, stable power supply, reliable internet 

connection, and e-learning platforms. For the hybrid system to be practiced properly, both sides need 

to have the technological equipment and infrastructure. One participant shared that the teacher 

candidates were having attendance problems even during the face-to-face system and due to their 

living arrangements, they were having trouble in attending online sessions within the hybrid system. In 

parallel, despite the diversity of choice, the platforms used for the hybrid system were found to be 

insufficient as they were not originally developed for educational purposes. Two of them responded:  

I am not very satisfied with the system. Although the app (i.e. Microsoft Teams) is a good 

choice and offers a variety of tools, due to the interruptions in the connection and the speed as 

well as power cuts, the quality of the lessons we deliver online is affected negatively (for 

example, it takes ages to use the breakout rooms during the lessons) (TE1) 

The hybrid system requires initial requisites, such as strong hardware and software on the side 

of student teachers and a high level of literacy in ICT as well as financial flexibility of obtaining 

internet access without cessation. If these are not met, then the rest of any evaluation would not 

be grounded in the reality of education. If these are met on both learners‟ and professors‟ sides, 

I am still suspicious about any hybrid system within ELT teacher education. Face-to-face 

education will always be stronger, more influential, and durable for student teachers. Our hybrid 

system, if we may call it a system, is not different from any other models adopted in tertiary 

programs in Turkey; weak software that is not designed for teaching but rather for running 

meetings, limited opportunities for hardware and software access of the learners, and even 

professors as well as low literacy competencies (TE4) 

Lastly, as an asset of the hybrid system, teacher educators mentioned the convenience of the system 

both for themselves and teacher candidates to use time and resources efficiently, to reach the lecture 

recordings any time they want to, thus, providing flexibility, and making attending lectures of different 

institutions possible. Two of the participants stated: 

It can address different types of learners. It provides flexibility in time and space. It has the 

potential to increase self-directed learning. Online has no boundaries. F2F is bound to rules 

strictly. Hybrid has invisible boundaries. It makes students feel more comfortable (TE7) 

Flexibility, variability, easy-reach, cost-effective materials, easier contact with peers (TE15) 

Post-effects of Hybrid System 

As a further question, teacher educators were asked to share their opinions regarding how getting 

trained through a hybrid system would affect teacher candidates‟ performances in practicum and their 

professional lives. Their answers mainly focused on the gap between theory and knowledge, teacher 

development, and mental well-being (see Figure 2). 
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Figure 2. Post-effects of Hybrid System on Teacher Candidates 

According to the participants, as teacher candidates had less chance to put their theoretical knowledge 

into practice compared to face-to-face learners and they could not get enough supervision, this would 

affect their teaching performances negatively. Although they had the chance to see the application 

steps for the hybrid system, due to lack of practice and lack of theoretical knowledge, they did not 

remember the content of the online courses well, possible problems regarding which technique to use, 

how to evaluate their students, or how to manage the class would be awaiting them. Some of them 

seemed to be sure that their knowledge in the field of teaching would be impeded. Moreover, it was 

claimed that the limited opportunities to put their knowledge into practice could affect their self-

confidence. The following excerpts exemplify the responses of the participants.  

They may be knowledgeable about the process. However, they have not had a chance to 

perform in the classroom. Thus, they could not attain any experience… I believe that it will 

affect them negatively in making decisions related to methods and techniques, classroom 

management, reflection, and assessment in teaching activities (TE17) 

They might have difficulty in putting theory into practice as the theory part will be limited…. 

From a positive viewpoint, they know how to survive this process and can help students. From a 

negative viewpoint, on the other hand, they may have some problems with classroom 

management, etc.(TE18) 

Focusing specifically on their professional lives, teacher educators stated that due to lack of practice in 

the hybrid system, teacher candidates were likely to have problems with shaping their professional 

identity and building self-confidence and have to deal with weak self-esteem and mental problems like 

burnout or even experience alienation in their professional environment. However, on the positive 

side, they would probably utilize digital materials in their classes more. Three of them responded: 

They feel that they lack important experiences, but I believe they also had important 

experiences for the future of education, which is already happening (TE3) 

…. one main advantage would be their willingness to integrate Web 2.0 tools in their teaching 

and they can make informed decisions as they would have a lot of experience (TE9)  

…since they will have been exposed to more digital materials, they will have a chance to adopt 

and implement these in their classes (some online activities/tools may well be used in both 

settings). Practicum is a great way to test these, but in my personal belief, teacher candidates 
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learn a lot during their training and get a "bite" of teaching in the practicum, but they test 

everything out in their classes (TE11) 

Crucial Factors and Survival Tips 

To have a better understanding of their experiences with the hybrid system, teacher educators were 

asked to share some survival tips with other teacher educators and to point out what was crucial for 

them. As presented in Figure 3, the participants touched upon self-care, the digital divide, and creating 

opportunities for interactive learning along with other factors.     

 

Figure 3. Crucial Factors and Survival Tips 

Some participants focused on the planning phase before the instructional practice. The responses 

mainly suggested that it was important to decide the courses to be given online based on their nature, 

and the outcomes that were vital for teacher candidates should be prioritized. Specification of 

assessment techniques especially focusing on formative assessment was also mentioned. Two other 

factors were the digital divide and providing orientations on e-learning platforms. One of the 

participants believed that there would be no point in expecting participation if the teacher candidates 

did not have the technical equipment or did not know how to use it. The last factor of the planning 

phase was about understanding the nature of online learning. As one of the participants clarified: 

Everything has to be planned in the online classes. The course design should be planned ahead 

of the semester, the materials should be ready, the assessment evaluation, feedback templates, 

rubrics, interactions, everything should be ready. The materials should be self-explanatory, if 

not, they should be accompanied by clear instructions. This however can only be implemented if 

the decision to design to course as an online course at least 3-5 months before the semester 

starts. In f2f, we can save the day, online, we cannot, and in panic, I see many materials being 

shared by students to be "digested", which results in cognitive overload. This in return, creates 

overload for the teacher educators, too. Another survival tip is to follow best practices, find 

MOOCs that can easily be integrated into your online classes, and find, use and perhaps 

contribute to open educational resources (OERs). These all save a lot of time, especially in 

material design and development (TE11) 

For the instructional practice phase of the process, some teacher educators highlighted the importance 

of motivation for teacher candidates while others mostly mentioned finding ways to facilitate 

interactive learning as a crucial factor. It was believed that whether the teacher candidates were 

attending face-to-face or online courses, they should be a part of the discussions and reflections, and 

teacher educators should search for new strategies and utilize educational technology to create an 
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interactive atmosphere. Aside from pedagogical factors, embracing self-care was mentioned as a tip 

for teacher educators. The following excerpts illustrate the opinions of the participants. 

* Attendance * motivation * participation * mutual understanding of difficulties (technological, 

physical, psychological, physiological) * get to know the LMS of your institution * familiarize 

yourself with web 2.0 tools * find ways to connect and pursue rapport with students * do 

physical exercise regularly (TE10) 

Looking for new strategies and solutions for interconnection and for ways of creating interactive 

classroom environments and changing previous problematic perspectives that prevent the 

understanding of students' needs (TE12) 

…engage in EdTech, pair in-class, and remote learners, and use interactive activities (TE15) 

We should develop our use of technological tools, apps, etc., and also learn how to develop 

interaction during the online process as well (TE16) 

Parallel to the interactive learning, two of the participants touched upon human contact and the 

importance of mutual understanding, creating a group identity, and ensuring a feeling of being a part 

of that group. As it was phrased by one of the participants:     

Emotional bonds with the learners, empathy, and feelings of belonging should be established. 

We are educating people not machines. If you cannot establish any emotional code that is 

intelligible across individuals, no valuable learning can take place (TE4) 

Seeing the whole experience as a chance for professional development, one of the participants 

concluded: 

Be realistic and consider the limitations of the circumstances, also take it as a learning 

experience for yourself because it seems there is no going back to traditional classrooms in the 

future…I believe everyone did their best, that was the reality, and it seems closer to the vision 

of education very shortly. There is nothing much we can do about the past but we should try to 

learn as much as possible and get adapted to our future roles (TE3) 

Learner Types 

As mentioned before the researchers of the present study believe that the whole teaching process with 

ERT and the hybrid system created three different learner groups: post-lockdowners, emergency 

remote trainees, and jugglers. One of the concerns of the study was whether there was any difference 

among these learner groups in terms of motivation, participation, and classroom interaction as they 

had experienced different teaching systems. Thus, the participants were asked to compare the groups 

with each other. In terms of motivation, the opinions of the teacher educators seemed to be diverse. 

While some of the participants specifically stated that post-lockdowners were the most motivated 

group, the others believed that it was not possible to make a comparison as there were times when all 

three groups were demotivated and confused. Based on the responses given by the teacher educators, it 

can be stated that due to the lack of clear instructions and uncertainty, teacher candidates felt lost at 

some point. Evaluating each group one by one, three participants explained themselves with the 

following words:     

Post-lockdowners are very motivated, emergency remote trainees feel disappointed and lack 

enthusiasm, jugglers want to graduate only, and they focus on job opportunities more than 

education quality (not all but most) (TE3) 

I had the chance to teach students from all three groups f2f. Jugglers were very happy at the 

beginning and they all expressed how much they had missed school. They all were motivated 

and I believe the majority of them maintained that high motivation. Post-lockdowners were 

mostly motivated. So was ERT. At the beginning of the fall term, the main worry was the 

uncertainty. None of us could know for sure that the lock-down was over and expected to go 

back to online teaching (TE9) 

I guess all of them were de-motivated in different ways. To start with the emergency remote 

trainees, I believe that they were the unluckiest ones since they had limited chances to make 
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friends, and the online classes they had taken were not designed to foster social presence, which 

is a critical factor affecting student motivation in online learning. They did not have a "feel" of 

the university life. Now, ok, they have adjusted to the system, but I have seen them struggling to 

form social groups and rely on group cohesion. The arrival of the post-COV period was a relief 

to them, and I see them more motivated now. The post-lockdowners seem to be motivated since 

they are already familiar with digital learning environments, and right from the beginning of 

their uni life, they have this feel of "uni life" which makes them even more motivated... The 

jugglers seem to be the most motivated. They have learned how to cope with the problems of all 

these. They had their first year f2f -the 4th years-, had their friends; moved online, felt less 

isolated and more supported, and having a chance to be physically in their classes seemed to 

have motivated them even more. Though I have observed them to be pretty demotivated during 

the lockdown period, they learned a lot from the process and learned how to cope with problems 

- technical and pedagogical. This feeling of accomplishment I guess increased their motivation. 

Still, 4th year teacher candidates seem to be more motivated in both online and f2f classes than 

the 3rd years (TE11) 

In terms of participation, the jugglers were mentioned to be the ones who had participated most, but it 

is quite important to state that participants mostly were not satisfied with the participation rates and it 

was not easy for them to make a comparison. While some teacher educators tried to overcome the 

“shyness” problem among the teacher candidates with pair and group work, some believed that 

although each group was willing to participate to some extent, they needed to encourage emergency 

remote trainees more. Focusing specifically on participation rates in online courses, one of the 

participants stated:   

No matter how you define them, they do not participate in the courses online with their cameras 

and microphones. Attendance must be compulsory. Otherwise, we have a huge attendance 

problem (TE17) 

When it comes to classroom interaction, the prominent opinion was that there was no or limited 

classroom interaction. However, for some participants, although the classroom interaction was mainly 

affected by the nature of the course, jugglers seemed to be more interactive compared to other groups. 

The classroom interaction was revealed to be affected mainly by the transactional distance, which 

caused teacher candidates not to be able to bond with their classmates. One of the participants 

responded: 

The major problem for the jugglers and ERTs was not knowing their classmates. I believe the 

main reason was not using the camera throughout online teaching and not seeing each other 

outside the lessons. Hence, they were shy when they were asked to work in pairs or groups. One 

of my students admitted that through pair and group work they got to know their classmates as 

at the beginning they even didn't know each other's names (TE9) 

Discussion and Conclusion 

The present study explored the reflections of English teacher educators on the hybrid system that was 

implemented during the 2021-2022 academic year in higher education institutions right after ERT. The 

findings revealed that the instructions were disrupted because of technical glitches, lack of personal 

devices, or problems with net connections. The participants seemed to acknowledge the changing 

educational landscape and saw the hybrid system as an opportunity for teacher candidates to 

experience technology integration by themselves. However, they were worried that the system 

followed in their faculties might not follow the principles of online teaching and the differences in the 

application might cause problems. Besides, they were not content with the participation rates of 

teacher candidates in the lectures. The interactions between teacher candidates with their peers and 

teacher educators were mentioned to be below the average and teacher educators observed 

demotivation among teacher candidates.   

Some of the participants questioned whether it was right for us to call the system followed in higher 

education institutions hybrid. Institutions and teacher educators were indeed caught off guard by the 

sudden and unexpected shift in delivery mode due to ERT but did they have a chance to get ready for 
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the hybrid system that started right after ERT? According to some of the teacher educators, they did 

not. Based on the responses of the participants, it can be understood that for most of the cases, the 

same contents with the same sources were presented through digital platforms, which were not 

originally developed for online teaching, instead of face-to-face instruction. In other words, the 

content, activities, and materials were not modified for online education. This brings us to the issue of 

the nature of online education and how we understood it during the hybrid system. As underscored by 

Gurley (2018), for hybrid or online education, we need to adopt different pedagogical approaches than 

the ones for face-to-face instruction. Drawing a line between ERT and online education, Hodges, et al. 

(2020) believe that for online education to be effective, it needs “investment in an ecosystem of learner 

supports, which take time to identify and build” (para.11). Thus, online education requires a 

preparation phase. Higher education institutions must prepare educators specifically for hybrid or 

online education as their level of preparedness affects the instructional quality (Gurley, 2018). Another 

crucial point that needs investment and preparation is the infrastructure. As mentioned by the 

participants, online courses were hampered by the factors of owning the necessary hardware and 

software, power supply, and reliable internet connection. The related literature also mentions the lack 

of infrastructure as a challenge for conducting effective online courses (Koi-Akrofi, et al., 2020; 

Kuleto, 2021; Roman & Plopeanu, 2021; Singh, et al., 2021; Oblina, et al., 2022). Moreover, 

investigating the distance education capacity of higher education institutions in Türkiye, Karadağ, et 

al. (2021) claimed that the universities in the Turkish context presented an inefficient profile in terms 

of infrastructure and any attempt to improve the capacity of higher education institutions in this regard 

would contribute to the efficacy of higher education system.   

The question of how to improve teacher candidates‟ digital competence to prepare them for 

digitalization in education remains unanswered (König, et al., 2020). Some teacher educators touched 

upon the importance of digital literacy, providing training both for lecturers and teacher candidates on 

digital platforms and integration of technology into instruction and how they also can learn from the 

application process of hybrid systems. As explained by Borthwick and Hansen (2017, p. 47), “a 

common set of teacher technology competencies for teacher education faculty will provide a pathway 

for professional development and related essential conditions that can be targeted and purposeful”. 

Moreover, when the faculty members have digital skills, they can use those skills in their lectures, 

which can be second-hand learning for the students (Udeogalanya, 2022). For effective learning, 

higher education institutions should equip their learners with digital literacy but to be able to do so, 

faculty members should be competent in this regard (Udeogalanya, 2022). Focusing on the challenges 

experienced by teacher educators during the pandemic, Van Nuland, et al. (2020) claimed that except 

for the ones from the area of expertise, educators are often not informed about the digital sources and 

materials for online courses. This shows us the importance of providing orientations and training to 

teacher educators and teacher candidates. Teacher educators should be role models to teacher 

candidates for technology-integrated instruction but to be able to do so, they should be equipped with 

the necessary training. The studies in the related literature also suggest the need for training on digital 

literacy not only for faculty members (Singh, et al., 2021; Shohel, et al., 2022) but also for teacher 

candidates (Christiani, et al., 2022; Karagözoğlu & Gezer, 2022; Ngao, et al., 2022).    

Why is it so important for teacher candidates to have digital literacy skills? The answer to this 

question may be twofold. First, the teacher candidates would be educating the learners of the 21st 

century. These learners have been engaged with technology from quite young ages and most of them 

access technology through their devices (Hooft Graafland, 2018). To be able to prepare lesson 

contents and materials in line with the needs and interests of these digital natives, teacher candidates 

should have digital competence. According to Buckingham (2007, p. 53), the way technology is 

utilized in and outside the school is quite different for the younger generation and this may cause 

schools to be immaterial to the learners‟ needs and interests as the use of technology in school is 

mostly “narrowly defined, unimaginative and instrumental”. This leads us to the challenge of 

attracting learners‟ attention and creating an in-class environment for effective learning, which makes 

equipping teacher candidates with digital skills more crucial. Second, as mentioned by the participants, 

the educational landscape has been changing due to COVID-19. Technology has become a key point 

for maintaining instructional practices during COVID-19 and it seems to do so even after (Bozkurt et 

al., 2022). COVID-19 catalyzed a paradigm shift in the mode of delivery in education and raised the 
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expectations for teachers to be competent in online teaching (Zhu & Li, 2020). The educational 

changes due to COVID-19 seem to be influential in the post-pandemic phase and we should prepare 

teacher candidates “by offering training on various teaching approaches, such as blended, hybrid, 

flexible, and online learning, to better prepare educators for emerging roles in the post-pandemic era” 

(Bozkurt, et al., 2022, p. 889). Thus, going through the hybrid system has been a simulation to see the 

basic principles of online education and a good opportunity for the teacher candidates to make a self-

evaluation of their digital skills although we can still discuss how efficient the application was for 

them.     

Participants pointed out the importance of determining which courses within the program to be given 

online and giving practice-based ones face-to-face. Practicum is not the only course for teacher 

candidates to practice and get feedback. Ideally, during the micro-teaching sessions in some field 

courses teacher educators and peers evaluate the performance of teacher candidates. Taking practice-

based courses like teaching language skills online during the hybrid phase limited the opportunities for 

teacher candidates to put their pedagogical knowledge into practice and get feedback. The participants 

were concerned that this could affect their performance in a real classroom and make teacher 

candidates question their ability and perform poorly. According to Darling-Hammond and Baratz-

Snowden (2007), if teachers are not provided any guidance when they are learning how to teach, they 

can barely survive rather than fostering learning in their students, thus, teacher education should 

provide constant prospects for practice and reflection to the teacher candidates. Studies in the related 

literature supported the opinion that conducting courses with practical aspects in a virtual setting 

remains deficient (Şen & Kızılcalıoğlu, 2020; Eker & Atıcı, 2023).   

Although the hybrid system provides convenience, supports learner autonomy, and shows teacher 

candidates how to utilize digital materials for instruction, teacher educators seemed to be concerned 

about its post-effects on teacher candidates. They were worried that an unstable learning environment, 

due to technical glitches, net connection, lack of personal devices, lack of dialogue between teacher 

candidates and educators as a result of transactional distance, and a limited amount of teaching 

practice compared to face-to-face instruction would lead to a gap between theory and practice along 

with learning loss and thus, would affect the professional identity of the teacher candidates and cause 

mental problems like burnout in the long term. The study of Berces (2022) pointed out similar points. 

According to Berces (2022), being deprived of opportunities to practice teaching, pre-service teachers 

experienced the feeling of unpreparedness along with “a feeling of guilt, lack of confidence, and 

dissatisfaction” (p.71). With a different perspective, Choi and Park (2022) claim that contrary to the 

concerns of teacher educators, attending practicum within entirely or partly online settings caused 

teacher candidates to have a positive attitude towards the teaching profession, develop teacher identity, 

and “realize their potential as innovative and inspiring teachers in a post COVID-19 era” (p.7).  

The present study suggests that due to the implementation of ERT and hybrid system, three learner 

types emerged: post-lockdowners, emergency remote trainees, and jugglers. When participants were 

asked to evaluate these three groups in terms of motivation, participation, and classroom interaction, 

the responses of teacher educators revealed crucial points. All three groups seemed to be confused at 

the beginning of the implementation because of the uncertainty, which also affected their motivation 

level. Just like educators, students found themselves in an unexpected situation and were dealing with 

challenges. The study of Acosta-Gonzaga and Ruiz-Ledesma (2022) revealed the impact of a sense of 

uncertainty due to the implementation of the hybrid system on students‟ self-efficacy levels. The self-

efficacy of students in their ability to maintain their learning plays a crucial role as it may lead to 

anxiety, stress, and distraction, which eventually decrease their level of engagement in their learning 

(Acosta-Gonzaga & Ruiz-Ledesma, 2022).  

In terms of participation and classroom interaction, the teacher educators seemed to be dissatisfied 

with the performance of teacher candidates regardless of their types in this regard. Studies dealing 

with the level of interaction within online settings revealed that compared to face-to-face, classroom 

interaction decreases in online instruction (Kusuma et al., 2021; Wut & Xu, 2021; Yazgan, 2022). 

According to Yazgan (2022), not having enough opportunities to communicate, not being able to 

participate in social activities, and the exhaustion of online interaction created a gap between students, 

and this new form of interaction had a negative impact on learning. Due to the decrease in interaction, 
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teacher candidates did not have many opportunities to know their classmates and this hindered the 

classroom interactions. As they were not willing to use their cameras during online courses, post-

lockdowners, and emergency remote trainees might not even see the faces of their classmates or know 

their names. The situation remained the same even for jugglers who had experienced face-to-face 

learning. Wut and Xu (2021) also pointed out a similar point. Online instruction hindered interaction 

among students who were not acquainted with each other and it became challenging for them even to 

get the contact information of their classmates (Wut & Xu, 2021). Students‟ hiding behind the screens 

during online sessions worsened the situation. The reluctance to open webcams during online 

instruction made students invisible (Gherheş et al., 2021) and left educators alone with “black squares 

of nothingness” (Aagaard et al., 2023, p.113). However, within a classroom setting, the students show 

a physical presence. The interaction and moments shared in face-to-face instruction are “the catalyst 

for nurturing the senses of familiarity, friendship, and trust” (Kumagai, 2023, p.116). It can be 

concluded that the sudden shift to ERT and hybrid systems impeded interaction not only in online 

sessions but also in face-to-face settings.            

Based on the findings of the present study, we can highlight some points for education faculties to 

consider before adopting a hybrid system. First, strengthening the technological infrastructure of 

higher education institutions. As phrased by Olapiriyakul and Scher (2006, p. 295), infrastructure is 

“the backbone of overall systems that supports the entire e-learning education”. Thus, higher education 

institutions should find ways to improve their technological infrastructure considering the possibility 

of conducting hybrid or online education anytime in the future. Second, specifying the courses to be 

given online and redesigning their content in line with the principles of online education. As criticized 

by some of the participants, the systems followed in most of the higher education institutions were not 

hybrid. Without any further plans, the courses were only moved to e-contexts with the same content, 

techniques, and materials used in face-to-face instruction. For effective teacher education, every single 

detail should be planned. Third, providing a standardized online instruction. As mentioned by some 

participants, there were differences among the online instructions of teacher educators. For the 

efficiency of teacher education, higher education institutions should standardize the applications and 

support faculty members in this regard. Fourth, providing constant training for teacher educators. 

Education technologies are constantly evolving and to be able to keep teacher educators and their in-

class practices up to date, education faculties should focus more on training on digital literacy skills. 

Lastly, it supports the mental health of teacher educators and teacher candidates. During the period of 

ERT and hybrid education, every party struggled with challenges such as workload, adaptation, and 

alienation. To get through this process healthily and learn to cope with similar crises, both teacher 

educators and teacher candidates should not neglect self-care, and guidance and support should be 

provided in this regard.   

The present study is limited to the opinions of English teacher educators. Further studies from 

different fields can provide a different point of view. Moreover, the findings of the study are limited to 

the 2021-2022 academic terms, when the hybrid system was first applied due to the pandemic. More 

studies can be conducted to understand the post-effects of the hybrid system on teacher education and 

teacher candidates. The present study suggested three learner types created as a result of the 

implementation of ERT followed by the hybrid system and investigated their differences in terms of 

motivation, participation, and classroom interaction. Further studies can evaluate these learner groups 

from different perspectives, with different participants from various contexts. Online or hybrid 

education is not a new phenomenon. However, it is fair to state that the pandemic catalyzed the 

transformation in the educational landscape. As foreseen by Buzzetto-More and Sweat-Guy (2006, p. 

153) long before the pandemic, “in the years to come, hybrid learning is poised to cause a paradigm 

shift in higher education”. The shift has become more obvious and extensive due to online instructions 

conducted during the pandemic. Now for the mitigation phase, we should see ERT and hybrid 

applications as an opportunity to evaluate current teacher education programs and options for 

technology integration to keep the content of the programs contemporary. 
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Abstract 

The use of socio-emotional learning skills in the classroom is one of the most important teacher 

competencies. Therefore, this study aimed to examine the change in early childhood pre-service 

teachers’ professional perceptions, knowledge, and skills throughout the Socio-Emotional 

Learning for Professional Development Program which was developed to provide support for 

pre-service teachers. The sample of this qualitative study consisted of 25 early childhood pre-

service teachers who were selected through criterion-based purposeful sampling. They met the 

criterion of completing the School Experience Course and having ongoing teaching practice at a 

kindergarten with 3-6-year-old children. Data was collected through the Demographic 

Information Form and Structured Interview Form. The structured interview form includes 

questions regarding participants’ perceptions of teachers’ professional development, emotional 

socialization responses, their interaction with children, and the program outputs on their 

professional development. The findings showed that pre-service teachers’ perceptions and 

practices towards professional development and socio-emotional learning have changed 

positively after the program implementation. Besides, their emotional awareness and emotional 

socialization skills have been improved. It has been revealed that these changes also improved 

their classroom practices that they displayed more social-emotional learning skills and less 

negative emotion socialization behaviors during their classroom practices. Findings were 

asserted concerning the importance of pre-service teacher training in terms of acquiring socio-

emotional learning. 

Keywords: Early childhood education, pre-service teachers, professional development, socio-

emotional learning. 
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Introduction 

It is known that in the 21st century, the affective dimension of learning has gained importance as well 

as the cognitive aspect, and in parallel, teachers’ socio-emotional interventions in learning 

environments have attracted attention (Ahn, 2005; Hargreaves, 2000). If the curriculum and learning 

environment support social-emotional learning, teachers can focus on teaching social-emotional skills 

directly or indirectly (Göl-Güven, 2021). The use of socio-emotional learning skills in the classroom 

has become an important teacher competency in the last decade. 

Furthermore, the success of educational systems depends on teachers’ qualifications. Therefore, 

teachers have been placed at the center of reforms and policies implemented in education systems. The 

most important policies basically cover a series of regulations involving teachers such as teacher 

training, employment, career development, and professional development opportunities because the 

most important aspect of learning to be a teacher is that professional development is an ongoing 

process. There are various concepts used to describe teachers’ professional development. Continuous 

education, professional learning, in-service training, mentoring/coaching, continuous professional 

development, continuous career development, and lifelong learning are some of them (George & 

Lubben, 2002; Hoban, 1996; NAEYC, 2011). All of these aim to improve the quality of the teaching 

and learning process by increasing teacher qualifications. Similarly, Fullan and Hargreaves (1992) 

highlighted that professional development covers knowledge and skills to improve students’ learning 

opportunities, support teachers as professionals, and make an ecological change that emphasizes the 

teachers’ work environment. The studies emphasize that teachers should actively participate in their 

own learning and think about their own understanding and practices to ensure professional 

development (Gujarati, 2018). It has been determined that teachers’ learning and levels of strategy use 

are higher when coaching, study groups, and peer support are used in teachers’ professional 

development programs (Joyce & Showers, 1988).  

Buettner et al. (2016) emphasize that teachers have professional responsibilities, and they should be 

sensitive towards students, so their social and emotional performance in the classroom and the positive 

social and emotional learning environments they create for children are important and necessary in 

terms of teacher competencies. Similarly, Denham et al. (2012) state that teachers play an important 

role in the education and socialization of children by creating social and emotional learning 

environments in early childhood education institutions. Socio-emotional learning (SEL) skills are 

necessary for maintaining healthy relationships in any environment (classroom, school, home, work, 

etc.) where social relations exist. Therefore, it is of great importance for teacher candidates to acquire 

these skills and teach them to children within the scope of professional development activities. 

SEL refers to the acquisition of important skills and qualities related to the social, emotional, and 

academic development of the individual throughout life, both in school and out of school (Pasi, 2001).  

The concept of SEL emerged from a new understanding of the nature of biology, emotions, and the 

relationship of intelligence with success and happiness (Stern, 1999). In general terms, SEL is the 

development of skills, attitudes, and values for children, young people, and adults to gain social-

emotional competence (Elias et al., 1997). In a sense, SEL is the acquisition of basic social-emotional 

competencies by children and young people to be successful in business and school life (Collaborative 

for Academic, Social, and Emotional Learning [CASEL], 2005). Notions such as child development, 

prevention, and emotional intelligence impact the studies related to this concept. SEL seems to be 

closely related to six basic approaches: emotional intelligence (McCombs, 2004), character education 

(Novick et al., 2002), multiple intelligence theory (Zins & Wagner, 1997), life skills approach 

(Greenberg, 2004), and social learning (Frey et al., 2005). Weissberg and Cascarino (2013) define the 

concept of SEL as “the processes acquiring and implementing effectually the necessary knowledge, 

attitude, and skills to manage the emotions of children and adults, to set and achieve positive goals, to 

feel and show empathy toward others, to establish positive relationships and to make responsible 

decisions” (p.9). CASEL (2017) defined SEL as five basic skill areas: self-management, self-

awareness, social awareness, relationship-building skills, and responsible decision-making. Cüntay, 

Şad Polat, and Bakanay (2020) emphasize that schools are the most important representatives of social 

ties and routines in children’s lives and therefore suggest that children’s learning will be easier and 

more enjoyable in learning environments where SEL skills are established. Meta-analysis studies 

reveal that including socio-emotional learning skills in the school environment increases academic 

achievement (Durlak et al., 2011). Studies in the field of early intervention also draw attention to the 
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importance of supporting children’s learning from early ages with SEL skills (Early et al, 2017; 

Gregory et al., 2017). SEL programs aiming to gain these skills, on the other hand, improve positive 

behaviors such as emotional understanding, cooperation, self-control, tolerance of frustration, use of 

effective conflict resolution strategies, and qualities such as planning, mental flexibility, general 

health, sexual development, and school success (Joseph & Strain, 2003; Sandy & Boardman, 2000). 

Children’s SEL skills are supported by the curriculum and SEL practices in the schools which are 

prepared or directed by the teachers (Jones et al, 2013). Therefore, teachers’ socio-emotional 

competence and teaching skills regarding SEL play an important role in integrating SEL in early 

childhood classrooms. Studies conducted with primary school teachers have shown that teachers’ own 

emotional competencies affect their professional competency perceptions. It has been found that if 

teachers regulate their own feelings about teaching, they have positive effects on the classroom’s 

emotional climate, their interactions with students and parents, their personal and professional 

identities, and their ethical practices regarding care and teaching (Sutton, 2004; Yin & Lee, 2012). 

Research also shows that one of the most important SEL factors affecting the classroom practices of 

early childhood teachers is the emotions experienced by children (Ahn, 2005). Early childhood 

teachers experience rich interactions with children in terms of emotional socialization opportunities 

(Denham et al., 2012). Accordingly, teachers need to learn and use strategies that will support 

children's social-emotional skills in class. 

Studies regarding SEL show the importance of developing teachers’ socio-emotional competence and 

teacher training on SEL (Davis et al., 2021; Schonert-Reichl, 2017; Tran & Nguyen, 2021). These 

studies consider teachers’ needs for a socio-emotional learning curriculum and elaborate on the idea 

that SEL should be involved in preservice teacher training. The limited number of studies on SEL and 

teaching skills and strategies involved in early childhood teacher candidates’ professional 

development practices points to an important gap in this field. Therefore, it is considered important to 

carry out studies to support teachers’ SEL skills, to teach current effective strategies, and to 

understand their needs. On this basis, the Social Emotional Learning for Professional Development 

(SEL-PD) Program, developed within the scope of this study, aims to improve early childhood teacher 

candidates’ teaching beliefs, knowledge, and practices of socio-emotional learning—as well as 

indirectly develop children’s social-emotional learning skills—throughout the active learning 

strategies such as coaching, group work, and peer support. Çoban et al. (2019) stated that teacher 

candidates’ meta-emotional awareness improved through the pilot implementations of the SEL-PD 

Program. Besides, teacher candidates started to use supportive emotional socialization reactions in 

their practices and their communication with children, and these skills acquired by teacher candidates 

improved their classroom management abilities. 

Research Context and SEL-PD Program 

The preschool period is a crucial part of education since critical learning experiences occur in this 

period. The learning and teaching process in an early childhood environment has strong social, 

emotional, and academic components and those components are important parts of preservice teacher 

candidates’ professional development. Therefore, it is believed that the socio-emotional learning 

strategies should be taught as a part of teacher training programs. In Turkey, although the national 

early childhood education curriculum has embodied social-emotional learning skills, it is not a 

compulsory course in the teacher training program (Esen Aygün & Şahin Taşkın, 2019). TÜSİAD 

report (2019) identifies the whole society as the target audience of social-emotional learning skills and 

states that SEL skills would play a major role in increasing living standards. One of TÜSİAD's 

noteworthy recommendations is to include the participation of all stakeholders in SEL-based 

programs, which will be prepared by considering the rights of the child, and to make them a lifelong 

learning policy that will reflect on school, family, and business life from early childhood. In the report, 

it was emphasized that practices related to social-emotional learning skills should be included not only 

in schools but also in all social and educational policies; attention has been drawn to the role of teacher 

training programs and media tools, especially family and teacher education, in fostering social-

emotional learning. Although the 2023 Education Vision Document (MEB, 2019) does not directly 

emphasize social-emotional learning skills, it is important in that it contains reflections on social-

emotional learning principles with its structural and methodological suggestions. In addition, SEL 

skills were also included in the scope of Teaching Career Steps (MEB, 2022). On this basis, the 
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current SEL-PD Program has been developed and piloted in various teacher-candidate groups. As a 

part of a departmental curriculum, SEL-PD, which aims to develop social-emotional learning/ teaching 

practices of early childhood teacher candidates, was formed.  

This training program includes activities to discuss teachers’ professional development, teacher 

identity, emotional awareness for teachers, and emotion coaching skills for responding to children’s 

challenging emotions through psychoeducation and experiential techniques such as play, drama, and 

art. This program, which has 11 sessions, is considered to improve professional development and 

socio-emotional learning/teaching practices. Sessions cover certain themes, which are important for 

gaining supportive teaching and interaction practices. The contents of the first five sessions are as 

follows respectively; an intro session with an emphasis on the participants’ desire to be an early 

childhood teacher; a metaphoric discussion about the participants’ perceptions regarding teaching, and 

two hands-on activities to raise emotional awareness. In the third session, The Bear Card Activity 

(Havighurst and Harley, 2010) is used to focus on different aspects of emotions and meta-emotion 

philosophy. In the fourth session, the Emotion Mask activity adopted from Southam-Gerow (2013) is 

used to explore emotion regulation techniques and develop empathy. The fifth session continues with 

a psychoeducation session about the theoretical base of emotion socialization/emotion coaching while 

the sixth session covers a role-play session about the basic emotion socialization strategies and 

mechanisms. After that, sessions continue with a reflective supervision session in which participants 

bring their own examples from the teaching practices and they are trained on emotion coaching 

responses to anger and anxiety.  In the eighth session, participants exercise emotion coaching 

responses with sample scenarios via a structured worksheet. In the ninth session participants are 

informed on how to cope with children’s negative emotions by using picture story books, breath 

exercises, The Turtle technique, and The Hand Model of Brain (Siegel, 2010). The tenth session is 

about children with individual needs, involving watching a movie together and the session covering a 

discussion on inclusive education. In the last session, a focus group discussion is conducted to explore 

participants’ metacognitions about their beliefs, skills, and knowledge of teaching. This is planned as 

an evaluation session. Most of the sessions are supported with informative handouts and supportive 

reading lists. 

 

The Aim of Research 

In this context, the study aimed to determine the effect of the professional development program based 

on the SEL model, which aims to enhance the professional development and teaching competencies of 

early childhood teacher candidates. In accordance with this purpose, the question “What is the effect 

of the SEL-PD Program on the competencies of teacher candidates?” will be addressed. 

 

Method 

Research Design 

As related to the basic purpose of this intervention study, a qualitative case study methodology was 

employed in order to examine the effectiveness of the SEL-PD program. The qualitative data was 

collected to test the implementation from the perspective of the participants. According to Creswell 

(2007), case studies emphasize a systematic process, including the selection of cases, the collection of 

rich and relevant data, and a rigorous analysis to derive meaningful insights. A case study is a research 

method and a detailed longitudinal examination of a single individual, group, event, or phenomenon, 
enabling researchers to gain insights into real-world contexts and the intricacies of the study subject.  

Participants  

The study group comprises a total of 25 teacher candidates who are enrolled in the 4th year of the 

preschool teaching department of a public university in Ankara. Criterion-based purposeful sampling 

which involves selecting cases that meet predetermined criteria of importance was used for sample 

selection (Patton, 2014). On this basis, all teacher candidates were considered to have completed the 

School Experience Course and to have ongoing teaching practice at a kindergarten with 3-6-year-old 

children in the spring term of 2019-2020. Oral consent and the informed assent of all participants were 

obtained. 
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Data Collection Tools 

The demographic information form covered their age, gender, class level, and the length of their 

teaching experiences. The structured interview form compiled open-ended questions and was used to 

conduct interviews with the participants to assess their perceptions of teachers’ professional 

development, emotional socialization responses, and their interaction with children during their 

practicum and the program outputs on their professional development. Pre and post-interviews were 

used to assess the effectiveness of the program. The type of questions asked of the participants during 

the research were, but not limited, as follows: (1) their perceptions about their own professional 

development level, (2) their own responses to children’s emotions, (3) their interaction with children 

during classroom practice, (4) their point of view throughout the program outputs. Additionally, 

participants were asked to write individual reflective journals about the sessions and received feedback 

about those writings.  

Procedure 

The research process for this study began with the sample selection. As a part of a departmental 

curriculum, The SEL-PD Program, which aims to develop social-emotional learning/ teaching 

practices of early childhood teacher candidates was announced and a purposeful sample was 

identified. Oral consent and the informed assent of all participants were obtained. Additionally, a 

group protocol was signed to protect participant rights in the group process with an emphasis on 

confidentiality. Then semi-structured interview forms were presented to the participants to assess their 

baseline perceptions, practices, and early teacher identities. As the next step, participants attended an 

11-session training (SEL-PD Program) which was formed and piloted before the current research 

(Çoban et al., 2019). The first author directed the group sessions with the supervision of the last 

author, as explained in the previous chapter. In the last session of the program, a focus group 

discussion was conducted to explore participants’ metacognition about their beliefs, skills, and 

knowledge. This was an evaluation session and after group interactions were completed, structured 

interviews were implemented as post-tests to investigate the change in their perceptions and 

experiences during the program. Additionally, participants were asked to write individual reflective 

journals about the sessions and received feedback about those writings.  

Data Analysis 

The findings of this study were derived from the interviews and reflective journals were used to ensure 

the triangulation. Content analysis was used for analyzing the data. Participants’ reflections in the 

reflective journals were used as supportive evidence to show the change in their beliefs, knowledge, 

and practices. Representative quotations were presented in the findings. The qualitative data analysis 

process involved the researchers working on the themes and the data constantly until an inclusive set 

of major themes was established (Creswell, 2007). The fundamental process in content analysis is to 

bring together similar data in the context of certain themes and categories to interpret them in a way 

that the reader can understand them (Yıldırım & Şimşek, 2011). In the second stage; reduced data was 

used and it was tried to reveal patterns between the data. In this regard, the whole interview data was 

read by three researchers and analyzed under the codes and the themes generated from the theoretical 

background of the study scope. In order to ensure reliability, an independent researcher was asked to 

analyze 15% of the data. Reliability was measured by the technique suggested by Miles and Huberman 

(1994) as .88 which is an agreeable level for social research.  
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Findings 

The findings obtained as a result of the study were collected in three categories: professional 

development, social-emotional learning, and program outcomes.  

 

 
Figure 1. The Themes and Categories Obtained 

 

As can be seen in Figure 1, the findings illustrate the changes in early childhood teacher candidates' 

perceptions and practices regarding professional development and emotional socialization throughout 

the program. In addition, the participants expressed their opinions concerning the program's efficacy. 

 

Findings Regarding Professional Development  

In the Professional Development category, two sub-themes were reached: 1) professional development 

perceptions and 2) professional development practices. As can be seen in Figure 2, these categories 

were preserved before and after the implementation of the SEL-PD Program, but it is seen that the 

related codes changed after the implementation.  

 

 

 
 

Figure 2. Findings on the Perception of Professional Development 

 

 

According to Figure 2, the findings show that after the intervention; it was concluded that teacher 

candidates define professional development as profession-based and person-based. In the pre-tests, 

Pre-Intervention PD 
Perception

Future oriented

• Continuous progress 

• Adaptation with future needs 

• Monitoring and implementing new 
skills 

To date gains

• Interest for the profession 

• Efforts for ideal conditions

• Knowledge and skills to date 

• Increasing knowledge by self 
education 

Post-Intervention PD 
Perception

Person Based

• Improving yourself 

• Continuous learning

Profession Based

• Transferring academic knowledge to 
practice 

• Fulfilling the requirements of the 
profession 

• Being aware of the recent 
developments regarding the 
profession 



Ülker, İlhan İyi & Esen Çoban 

479 

 

there was a perception that professional development is gained through continuous progress after 

starting the profession, following the developments in the field, and the theoretical and practical skills 

acquired during the teacher training process. After the SEL-PD Program, it is seen that the 

professional development perceptions of teacher candidates are classified into two categories: To 

improve themselves through continuous learning (person-based), to follow professional developments 

and to put theoretical knowledge into practice, to acquire competencies required by the profession 

(profession-based). The statements of the teacher candidates proving this situation are as follows: 

"Professional development is the state of understanding how the progress in the profession will 

continue. TC1” “Professional development means being aware of there are constant things to learn 

and continuing the learning process. TC6”. 

Figure 3, shows the categories and codes of professional development practices of the participants. 

 

 
Figure 3. Findings on Professional Development Practices 

 

When the professional development practices of the participant teacher candidates were examined; 

before the intervention, it was seen that they evaluated their professional development practices 

according to whether they were sufficient or not, but after the intervention, it was seen that they 

evaluated them in two categories as continuous development and professional competence. The 

professional development category includes knowledge-skills-attitude as three sub-dimensions. It was 

concluded that before the SEL-PD program, most of the participants did not do anything to provide 

professional development and they foresee providing their professional development in the future. 

Examples of participant expressions for this situation are as follows: “After I start my profession, my 

professional development will progress in the future. T15”, “My professional development is only 

theoretical at the moment, I think it will turn into an experience after I started my profession. T3”  

On the other hand, it was seen that after the SEL-PD program, the participants defined professional 

development practices in two categories: continuous development and professional competence. The 

teacher candidates stated that their theoretical knowledge improved, they acquired new knowledge and 

skills and showed positive professional development with their participation in the program. They also 

stated that they transferred this information into practice. The theme of professional competence 

includes three sub-dimensions in itself. The teacher candidates emphasize that the emotion 

socialization and emotion coaching approach they have acquired at the level of knowledge with their 

participation in the program is effective. In the skill sub-dimension, teacher candidates stated that they 

were able to reflect the knowledge they obtained into practice, that they were able to manage 

children's anger, and that they could manage emotion and behavior in their classroom practices.  In 

addition, at the level of attitude; They stated that their motivation for teaching increased, they felt 

more competent, and they developed a positive attitude towards the profession. Examples of 

participant statements reflecting this situation are as follows: “There were models that I learned and 

applied in this program. Therefore, I consider my own professional development to be 'progressive'. 

TC1” “In this Program, my professional skills improved as I understood the emotions of children. 

Pre-Intervention PD Practices

Inadequate

• Insufficient 

Developing

• Completed in the future

Post-Intervention PD Practices

Continious development

• Theoretical knowledge

• Skills & Practice

Professional efficacy 

• Knowledge

• Attitude

• Practice
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TC8” “I realized my own strength and competencies with this program (…) my self-confidence 

increased; I feel more competent TC3”. 

Findings Regarding Socio-Emotional Learning 

Another finding obtained from the interviews held before and after the program is the perceptions and 

experiences of the participants in the social-emotional learning dimension. Under the theme of social-

emotional learning, there are two categories: emotion socialization perception and emotion 

socialization practices which can be seen in Figure 1. 

 

In the Socio-Emotional Learning category, two sub-themes were reached: 1) emotion socialization 

perceptions and 2) emotion socialization practices. As can be seen in Figure 4, these categories were 

preserved before and after the implementation of the SEL-PD Program, but it is seen that the related 

codes changed after the implementation. 

 

 
Figure 4. Findings on the Perception of Social-Emotional Learning 

 

According to Figure 4, teacher candidates' perceptions of socializing the emotions of others and 

recognizing their own emotions changed after the program. Before the program, teacher candidates 

evaluated the emotion socialization process as understanding and reacting to the emotions of others, 

but at the end of the program, they detailed the emotion socialization process as being aware of 

children's negative emotions, reacting, and understanding children's emotions. While teacher 

candidates saw the process of sharing their own feelings and expressing their feelings as a part of their 

emotional awareness before the program, they explained the concept of emotional awareness as 

recognizing, defining, expressing, and regulating their own feelings appropriately at the end of the 

program. 

 

Pre-Intervention ES Perception

Socialization of one's emotions

• understanding other people's emotions

• responding to other peopler's emotions

Emotional awareness

• sharing emotions with others

• expressing one’s own emotions 
properly

Post-Intervention ES Perception

Socialization of one's emotions

• mirroring the child's emotions

• responses to child's emotions

• understanding the child's emotions

Emotional awareness

• expressing one’s own emotions properly 

• recognizing and defining one’s own 
emotions

• regulating emotions
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Figure 5. Findings on the Practices of Social-Emotional Learning 

 

When the emotion socialization practices of the teacher candidates were evaluated before and after the 

SEL-PD Program, it was found that their positive emotion socialization experiences remained the 

same and they used emotion-focused strategies in the socialization of positive emotions. However, it is 

seen that they have more supportive emotional socialization experiences and use the strategy of 

ignoring emotions less in the socialization of negative emotions after the SEL-PD Program. It was 

concluded that after the SEL-PD Program, apart from relieving the children of their negative feelings, 

the teacher candidates exhibited more emotion-focused attitudes such as showing understanding of the 

children's emotions, emotion coaching, labeling and reflecting emotion expression and giving the 

children the opportunity to experience their own emotions. Teacher candidates express this situation as 

follows: “First I express the child’s emotion verbally and then I accompany that emotion TC3”, “I set 

up a sincere environment for him to express his feelings, I guide him to calm down, I express that I 

understand him and reflect his feelings.” It was observed that non-supportive emotion socialization 

strategies decreased after the program, but teacher candidates were able to use the growth strategy by 

presenting examples to children from their own experiences. Teacher candidates state that they have 

adopted a more relationship-based approach with children in their classroom interactions and that they 

are now able to focus on the needs of children, thanks to the socio-emotional learning skills they 

acquired within the scope of the SEL-PD Program. 

Findings Regarding Program Outcome 

Within the program outputs category, the pre-tests highlighted the prominence of personal 

development and professional development sub-themes under the expectations category. Furthermore, 

in the final tests, in addition to the personal and professional development categories, the group 

interaction category emerged under the achievements sub-theme. Figure 6 shows the findings of the 

program outcomes category. 

 

Pre-Intervention ES Practices

Negative practices

• annihilating the reason (ignoring)

• presenting entertaining activities 
(distraction)

Positive practices

• calming

• allowing to express the feeling

• questioning the reason

Post-Intervention ES Practices

Supportive emotion socialization

• demonstrating that I understand his/her emotion 

• emotion coaching

• labeling and reflecting the emotion

• allowing child to experience his/her emotion 

• helping the child to solve the problem

Non supportive emotion socialization

• magnifying by sharing own experiences 
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Figure 6. Findings Under the Theme of Program Outcomes 

 

As seen in Figure 6, it is concluded that the themes of personal development and professional 

development needs are preserved in the final tests in the theme of outputs of the program. In addition, 

it is seen that the expectation of learning to guide children under the category of professional 

development needs changed as the acquisition of instructional skills after the SEL-PD Program and 

group interaction emerged as a new category. In the theme of personal development, during the pre-

tests, it was revealed that the expectations of the teacher candidates from the program were met at the 

end of the program, whose expectations were to get to know themselves, develop professionally, and 

improve their social and emotional skills. At the end of the program, the participants stated that their 

communication skills, self-expression levels, and awareness of themselves and their emotions 

increased and that the program also contributed to their personal lives. In the category of professional 

development needs, pre-tests drew attention to the professional development needs of teacher 

candidates; It is seen that they have expectations such as gaining professional knowledge and skills by 

participating in the program, coping with professional fears and anxieties, recognizing and eliminating 

their inadequacies, and finding answers to their professional inquiries. When the post-tests were 

evaluated, teacher candidates stated that they had learned emotional socialization strategies and 

acquired professional skills by understanding and managing children's emotions and that their sense of 

self-efficacy increased in classroom processes. Also, in the category of professional development 

needs, the teacher candidates who drew attention to the needs of guiding children, recognizing 

children's needs, and coping with children's challenging emotions before the program, drew attention 

to the progress they noticed in classroom management skills by learning the skills of coping with 

children's compelling emotions and emotion coaching at the end of the program. The group interaction 

category that emerged in the final tests indicated that the participants felt understood and accepted in 

this program which is conducted as an interaction group; It shows that they have the opportunity to 

learn from each other's experiences. It is seen that the expectations of the participants for a learner-

centered professional development program are also met through the SEL-PD Program. As expected, 

the SEL-PD Program offered learners the opportunity to get to know themselves; It has provided 

Pre-Intervention

Expectations

Personal skills Self awareness

Developing social emotional skills

Professional needs

Guiding children

Coping with professional anxiety

Professional development

Post-Intervention 
Outcomes

Personal skills Self awareness

Emotional awareness

Communication skills

Professional needs Instructional/teaching skills

Self efficacy

Emotion coaching skills

Tuning in to children

Group interactions Being understood

Being accepted

Co-learning
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personal and professional development and has provided personal awareness because of being 

emotion-oriented.  

In summary, it has been determined that the SEL-PD Program has been effective in the professional 

development needs, social-emotional learning, and teaching skills of teacher candidates and has met 

their expectations. These findings will be discussed in the following section within the relevant 

literature. 

Discussion, Conclusion, and Suggestions 

The findings obtained in this study show the effectiveness of a professional development program 

developed to support teacher candidates’ social-emotional skills. An effective professional 

development program is expected to have clear objectives, blend theory and practice, support 

collaborative group learning, and harmonize content and duration (Zaslow et al., 2010). With this 

aspect, participant views on the SEL Program emphasize the positive qualities of the program. 

Similarly, in studies on the professional development of teacher candidates in the literature, among the 

most emphasized principles of professional development include increasing teachers’ content and 

pedagogical knowledge, providing sufficient time and resources, providing solidarity and cooperation, 

including evaluation processes, being based on teachers’ needs, making decisions according to the 

learners’ outcomes, focusing on individual and institutional development, including monitoring and 

support, being research-based, targeting effective teaching and learning, presenting various stages of 

change, and providing continuous questioning and reflection (Guskey, 2003). Similar to the features of 

professional development programs defined in the literature, a structure has been created in the SEL-

PD Program that will increase the content knowledge of teacher candidates, allow them to interact 

with each other, include reflections of the teacher candidates, consider their needs, and allow them to 

evaluate their skills. Darling-Hammond et al. (2017) identified the elements of effective professional 

development as content focus, active learning, collaboration, use of examples and modeling, coaching 

and expert support, feedback and reflection, and sustainability. Studies investigating the effectiveness 

of the My Teaching Partner Program (University of Virginia, 2012), a professional development 

program developed for teachers to support children’s social-emotional skills within the framework of a 

coaching model, show that children’s social-emotional development progresses by supporting teachers 

in terms of professional development and that teacher–children interactions increased (Gregory et al., 

2017). The positive outcomes of the SEL-PD Program, such as meeting the expectations of teacher 

candidates, including group interaction and emotion coaching skills, providing coaching and 

practitioner modeling, constantly reflecting on the teacher candidates, and receiving feedback on their 

practices, seem to be compatible with the professional development models in the literature. 

Evaluation of the findings related to the SEL dimension of the program indicated that teacher 

candidates showed improvement in terms of emotional awareness and emotional socialization skills. 

Studies aimed at acquiring SEL skills, especially those related to gaining these skills at an early age, 

draw attention to the role of the teacher in the development of these skills (Poulou, 2007; Cüntay et al., 

2020). The literature shows that early childhood teachers present various situational responses to 

children’s emotions, and these responses can be supportive and non-supportive reactions such as 

empathy, relief, distraction, focusing on the problem, punishment, and contempt (Ahn, 2005; Ahn & 

Stifter, 2006). To support emotional awareness, which is one of the important dimensions of SEL, 

supportive emotional socialization skills offered by adults to children are of great importance. 

Children and adults can regulate their emotions to the extent that they can understand and recognize 

their own emotions. Accordingly, in the aforementioned study, teacher candidates could learn and 

reflect on supportive emotional socialization practices. In fact, Hargreaves (2000) stated that teaching 

has become a profession with more relational and emotional components. Due to the multidimensional 

nature of SEL skills, adults can both develop self-awareness and consider the emotions of children. It 

is thought that the balanced inclusion of these two dimensions in the SEL-PD Program will be 

effective in terms of teacher candidates’ skills acquisition. The studies on teacher emotion 

socialization assert that early childhood teacher candidates experience rich interactions with children 

in terms of emotional socialization opportunities and that children’s emotions are socialized through 

modeling, emotional teaching, and situational reactions during these interactions (Ciucci et al., 2018; 

Denham et al, 2012). Consistent with the literature, this study showed that teacher candidates used 
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similar situational reactions, and these reactions were shaped in a more supportive way at the end of 

the program. 

Denham et al. (2017) stated that the job stress of teachers affects the emotional socialization responses 

they offer to children. It has been concluded that early childhood teachers with positive feelings 

toward the profession are more open to positive emotional experiences and have a higher tendency to 

support children’s socio-emotional development. In parallel with the findings of this study, it has been 

found that teachers’ own emotional competencies affect their professional competency perceptions and 

that if teachers regulate their feelings about teaching, they have positive effects on the classroom 

emotional climate, their interactions with students and parents, their personal and professional 

identities, and their ethical practices regarding care and teaching (Sutton, 2004; Yin & Lee, 2012). 

Therefore, it is believed that professional development activities that will nurture teachers’ positive 

perceptions and experiences about the profession may affect teachers’ workload, self-efficacy 

perception, and level of consideration for children. The findings of this study also confirm that the 

teacher candidates gained positive skills through the SEL-PD Program and that they felt more 

competent in their practices. 

Current studies suggest that emotion coaching should be involved in the teacher education process by 

revealing that teachers’ beliefs about their own emotions, their level of acceptance of their emotions, 

their emotional intelligence, and their level of mindfulness affect the level of considering and ignoring 

the emotions of children from different levels such as preschool, primary school, and high school 

(Ülker, 2021; Denham et al., 2012; Ersay, 2015). Gus et al. (2015) claim that discussion and consensus 

are needed on how to enable personal and professional skills to support frameworks for social and 

emotional learning in schools and support the idea that emotion coaching could be easily transferred to 

professional educational environments. In addition, Çoban et al. (2019), in the results of pilot studies 

of the SEL-PD Program, stated that teacher candidates’ meta-emotional awareness improved, they 

started to use supportive emotional socialization reactions in their teaching practices and 

communications with children, and the skills they acquired improved their classroom management 

skills.  

This study is important in terms of showing the effect of a professional development program that will 

enable early childhood teacher candidates to acquire SEL and teaching strategies. Schools have an 

important role not only in providing cognitive development but also in promoting individuals’ social-

emotional development (Durlak et al., 2011; Göl Güven, 2021). Roffey (2010) highlights that for 

successful implementation and integration of intervention programs, a symbiotic relationship is needed 

between the two educational systems; -school culture and climate, and the social and emotional 

curriculum for children. Therefore, as the most important shareholders of schools, teachers must 

improve themselves in terms of SEL, using professional development opportunities. It is also 

important that teachers should have the opportunity to acquire all these skills from the pre-service 

years so that they can internalize these skills and have sustainable goals. Considering the critical role 

of teacher competencies and qualifications in improving child outcomes in early childhood, the 

significance of professional development becomes highly evident. These kinds of professional 

development opportunities would affect all children who will be in the teacher's classes in the coming 

years, thus this ensures the intervention is long-term and large-scale. From this perspective, it becomes 

important for teacher candidates to have access to SEL-based curriculums or professional development 

opportunities before starting their careers. 

On the other hand, this study has limitations. Qualitative research design was employed in this study 

and the sample consists of a single study group without a control group. In order to eliminate these 

limitations, it is recommended to have quasi-experimental research designs with control groups for 

future studies. Future research could be conducted with teachers, focus on certain child outcomes, and 

examine the change in learning environments.  
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Abstract 

The burnout levels of science teachers hold significant implications for both educators and students. 

Burnout can evolve in response to significant social events or be influenced by various variables. In this 

context, the objective of this study is to examine the burnout levels of science teachers, taking into 

account factors such as gender, age, length of service, and working time in the institution, with a 

particular focus on the perception of the school climate. The study adopted a descriptive survey model, 

utilizing a convenience sampling method, and involved 182 science teachers employed in Adana 

province. Data collection instruments encompassed the “School Climate Survey” and the “Maslach 

Burnout Inventory”, along with their sub-dimensions. Data were gathered through a face-to-face survey 

conducted by one of the researchers following rigorous efforts. The results showed that the burnout 

levels of science teachers were relatively low. In addition, when evaluated in general in terms of all the 

variables examined, it was determined that all averages in the dimension of emotional exhaustion, one 

of the three sub-dimensions of burnout, were always higher, while the values in the dimension of 

depersonalization were always lower. Although it varied according to gender, age, length of service, and 

working time in the institution, it was found that burnout differed either in the overall scale or in at least 

one sub-dimension. Notably, science teachers with a low perception of the school climate experienced 

significantly higher burnout levels across the overall school climate scale, encompassing all sub-

dimensions of burnout. While this pattern varied within sub-dimensions of school climate perception, 

dimensions exhibiting significant differences also favored those with lower climate perception. In the 

final section of the study, various recommendations are presented in light of these findings. 
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Introduction 

Healthy and contented teachers play a crucial role in enhancing student achievement (Brasfield et al., 

2019). Despite finding their profession rewarding and satisfying, teachers can often face stressors arising 

from inadequate working conditions, student disciplinary issues, and time constraints (Zhu et al., 2018). 

Schaufeli and Enzmann (1998) stated that long-term stress can lead to burnout in individuals. They 

define burnout as a psychological condition marked by emotional exhaustion, depersonalization, and 

diminished personal accomplishment, which may manifest when individuals collaborate in work 

settings. Specifically, emotional exhaustion signifies the exhaustion of one’s emotional reservoirs; 

depersonalization involves adopting a detached attitude toward colleagues; and a loss of personal 

accomplishment reflects feelings of ineffectiveness and inadequacy in job performance and work-related 

situations (Togia, 2005). Teacher burnout can be attributed to several factors, including excessive 

workloads, conflicting demands, an imbalance between effort and rewards, dysfunctional school-

organizational relations, role conflicts or uncertainties regarding work tasks, and the prevalence of 

students with behavioral disorders (Räsänen et al., 2022). Importantly, when teachers experience 

burnout, it can detrimentally impact student achievement. Teacher burnout not only negatively affects 

students’ physical and emotional well-being but also hampers their academic success, ultimately 

creating an unfavorable classroom atmosphere (Çelik & Kahraman, 2019). Considering the adverse 

repercussions of teacher burnout on teachers, students, educational institutions, and society as a whole, 

it is imperative to allocate greater attention to factors associated with teacher burnout (Saloviita & 

Pakarinen, 2021). Furthermore, teacher burnout may also exert an influence on motivation (Cengiz et 

al., 2023). Given the significance of science education in both the educational context and national 

development, it is essential to prioritize the investigation of teacher burnout levels and the underlying 

causes among those who are responsible for bridging the gap between science education and everyday 

life. 

Certain demographic characteristics are known to contribute to burnout among teachers, as evidenced 

in the literature (Aydın et al., 2022). These factors include gender, age, length of service, and working 

time in the institution. When the gender variable is evaluated, the rates of adopting teacher identity may 

differ in both genders. Societal perceptions may lead to a slightly higher prevalence of teacher identity 

among women (Uçar-Çelebi, 2018). However, women’s increased professional responsibilities and 

dedication may also heighten their susceptibility to burnout. Additionally, emphasizing gender 

disparities within the family may further exacerbate the impact of gender on burnout (Gündüz, 2016).  

In terms of the age variable, different age levels may have different effects on individuals. Especially in 

the younger age group, a lack of perceived competence and an inability to manage responsibilities may 

contribute to burnout (Gündüz, 2016). On the other hand, the fact that individuals are in the young age 

group may cause them to approach the profession more idealistically and thus increase their motivation. 

In the older age group, individuals may have more knowledge about coping with problems. On the other 

hand, individuals with excessive responsibility may feel burnout. And they may get tired of constantly 

solving problems (Özipek-Karabıyık, 2006). 

The length of service can have both positive and negative implications for burnout. Prolonged service 

may lead to a decline in professional enthusiasm, a reduced focus on improving working conditions, and 

lower expectations, potentially contributing to burnout (Acar, 2020). However, extended tenure in an 

institution can also foster greater adherence to institutional norms and promote a more balanced and 

patient attitude (Tekin-Yenigün, 2021). Conversely, working in an unsupportive or oppressive 

institutional environment for an extended period can lead to burnout, especially if professional 

satisfaction is lacking (Koç & Doğan, 2022). A review of relevant literature reveals numerous studies 

investigating the relationship between demographic variables and burnout among science teachers. 

Among these, Tatar and Aslan (2020) found a difference between length of service and burnout level in 

a study conducted with science teachers. In contrast, Kılınç’s (2018) study with science teachers found 

no significant correlations between burnout and gender, seniority, age, marital status, weekly course 

load, or place of employment. Yıldırım (2019) examined age and gender variables in his study with 

science teachers and determined that they may affect burnout levels at the end of the research. Arslan 

(2020) determined that the length of service will affect burnout as a result of his study with science 

teachers. 
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When the literature is examined from a broader perspective, it is evident that studies have been 

conducted on many other factors that may affect teacher burnout. These are psychological empowerment 

(Okan & Yılmaz, 2017), professional social support levels (Gökhan & Kılıç, 2023), professional 

satisfaction levels (Korkutan & Tekin, 2017), attitude towards unwanted student behaviors (Hanedar & 

Öçalan, 2018), colleagues (Emre-Erden & Kılınç, 2021), daily rhythm preference and sleep variable 

(Yurduseven & Önder, 2019), professional burnout and psychological well-being (Söner & Yılmaz, 

2020), toxic leadership behaviors of school principals (Ordu & Çetinkaya, 2018), teachers’ positive 

psychological capital perceptions (Oral et al., 2017), organizational alienation tendencies (Örücü et al., 

2022), life satisfaction (Çelik & Üstüner, 2018), organizational socialization (Baş & Coşkun, 2020), 

self-efficacy (Tokmak, 2018), perfectionism levels (Sancar et al., 2021). There are also studies (Dönük 

& Bindak, 2022; Kocaoğlu & Demirdağ, 2022) on school climate. 

The concept of school climate organization is one of the important factors affecting burnout (Kocaoğlu 

& Demirdağ, 2022). Organizations are structures formed by multiple individuals to achieve specific 

objectives within a social framework. Considering the attributes of organizations, it can be said that 

schools with a bureaucratic structure where responsibility and authority are distributed hierarchically 

are also organizations (Hoy et al., 1991). The comprehensive concept that encompasses interpersonal, 

organizational, and instructional dimensions, ultimately shaping the quality of interactions within a 

school, is termed “school climate” (Hoy et al., 1991). School climate is the relationship between all 

stakeholders in the school—students, teachers, parents, and administrators—and the feelings that 

develop as a result of this relationship (Kaplan & Geoffroy, 1990). Teachers’ daily interactions with 

students and colleagues make social relationships pivotal to their work (Pyhältö et al., 2021). According 

to Bayat (2015), a school’s climate encompasses all the distinctive characteristics that set it apart from 

others. As per Balcı (2013), who defines school climate as the lifestyle cultivated by a school over time, 

it’s appropriate to view school climate as the school’s personality.  

A review of studies specifically focused on science teachers reveals research concerning burnout levels 

and their causes (Tatar & Arslan, 2020), the examination of burnout levels in terms of some variables 

(Kılınç, 2018), the relationship between burnout levels and job satisfaction (Yıldırım, 2019), the levels 

of burnout with the use of new methods and techniques (Okumuşoğlu & Geçikli, 2021), and the 

relationship between daily rhythm preferences and sleep patterns on burnout (Yurduseven & Önder, 

2019). Additionally, there is substantial evidence suggesting that social relationships within the context 

of school climate can contribute significantly to teachers’ well-being (Berkovich & Eyal, 2018). 

Furthermore, positive relationships with colleagues have been demonstrated to alleviate teacher stress, 

while research has highlighted that a weak sense of community and disruptive tensions in social 

interactions, both with students and colleagues, are associated with teacher burnout (Pyhältö et al., 

2021). Research on the relationship between school climate and teacher burnout has involved various 

groups, including mathematics teachers (Dönük & Bindak, 2022), classroom teachers (Bayat, 2015), 

secondary school students (Şahin, 2020), and school administrators (Kocaoğlu & Demirdağ, 2022). 

However, there is a notable absence of research specifically examining burnout among science teachers 

within the context of school climate. Given this gap in knowledge, the main goal of this research is to 

explore the levels of burnout syndrome experienced by science teachers in relation to several key 

variables, with a particular focus on school climate perception. In this regard, the study is directed by 

the subsequent research questions: 

1. Is there a significant difference in teachers’ burnout levels according to gender? 

2. Is there a significant difference in teachers’ burnout levels according to age? 

3. Is there a significant difference in teachers’ burnout levels according to length of service? 

4. Is there a significant difference in teachers’ burnout levels according to their working time in 

their institutions? 

5. Is there a significant difference in teachers’ burnout levels according to school climate 

perception? 

Method 

In this study, the descriptive survey method was used to examine the burnout levels of science teachers 

in terms of gender, age, total length of service, working time in the institution, and school climate 

perceptions. 
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Participants 

The study group for this convenience sampling research consisted of science teachers working in 

secondary schools affiliated with the Ministry of National Education (MoNE) in Adana province in the 

2021–2022 academic year. A total of 182 teachers participated in the study. Various characteristics of 

the science teachers participating in the study are given in Table 1. 

Table 1. 

Characteristics of Participants 
Variable Group N % 

Gender 
Female 111 61.0 

Male 71 39.0 

Age 
40 years or under 92 50.5 

41 years or older 90 49.5 

Length of service 
Under 16 years 89 48.9 

16 years or over 93 51.1 

Working time in the institution 
Under 5 years 86 47.3 

5 years or over 96 52.7 

School climate perception 
Below 3 points 82 45.1 

3 points or above 100 54.9 

 

When Table 1 is analyzed, it is seen that the teachers participating in the study are predominantly female 

(61.0%). In terms of the age variable, the cut-off value determined to divide the participants into two 

groups with approximately the same number of participants was 40, and those who were “40 years of 

age or under” constituted 50.5% of the whole group. When compared according to the length of service, 

it was found that the group with “under 16 years” and the group with “16 years or over” were at 

approximately the same rate. In terms of working time in the institution, it was understood that the 

proportion of the group of teachers with “5 years or over” (52.7%) was slightly higher. When the 

participant science teachers were grouped according to their perceptions of school climate, it was 

observed that slightly more teachers (100) had item response averages of “3 points or above” (high in 

terms of school climate perception) than those with lower perceptions of school climate. 

Data Collection Tools 

Maslach Burnout Inventory (MBI) and School Climate Survey (SCS) were used as data collection tools.  

Maslach Burnout Inventory 

The MBI used in the study was developed by Maslach and Jackson (1981) to measure aspects of burnout 

syndrome. Çam (1993) first adapted this inventory into Turkish to determine the burnout level of 

healthcare workers. Validity and reliability studies were conducted. The 22 items of the MBI used in 

this study were obtained from the study conducted by Gündüz (2006). These items are of the five-point 

Likert type and are graded from one to five. Gündüz (2006) determined that the MBI has three sub-

dimensions: emotional exhaustion, depersonalization, and personal accomplishment. All seven items in 

the personal accomplishment dimension are negative. The Cronbach’s alpha reliability coefficients 

calculated by Gündüz (2006) are given in the “original (α)” column in Table 2, and the items constituting 

the dimensions are given in the “items-original” column. 

Table 2. 

Original and New Versions of MBI Items and Alpha Values 

Dimension Items-Original Original (α) Items-New New (α) 

Emotional exhaustion 1, 2, 3, 6, 8, 13, 14, 16, 20 .85 1, 2, 3, 6, 8, 13, 14, 16, 20 .87 

Depersonalization 5, 10, 11, 15, 22 .65 5, 10, 11, 15, 21, 22 .77 

Personal accomplishment 4, 7, 9, 12, 17, 18, 19, 21 .73 4, 7, 9, 12, 17, 18, 19 .81 

 

This study also involved factor analysis, revealing that scale items were loaded onto three factors. 

Notably, Item 21, highlighted in Table 2, shifted to the depersonalization dimension instead of personal 

accomplishment. This is because the composure in this item, “I deal with emotional problems in my job 

with composure”, was perceived as depersonalization rather than accomplishment by the participants of 
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this study. The reliability values calculated according to these new item groupings are presented in Table 

2, and sample items for each sub-dimension are given in Table 3. Parallel to the increase in dimension-

based reliability values, Cronbach’s alpha coefficient for the overall scale was calculated as .91. 

Table 3. 

Sample Items for Each Dimension of the MBI 

Dimension Sample Items 

Emotional exhaustion 
1.  I feel emotionally drained from my work. 

8.  I feel burned out from my work. 

Depersonalization 
5.  I feel I treat some students as if they were impersonal objects. 

10.  I’ve become more callous toward people since I took this job. 

Personal accomplishment 
4.  I can easily understand how my students feel about things. 

17.  I can easily create a relaxed atmosphere with my students. 

 

School Climate Survey 

To assess science teachers’ perceptions of the organizational climate, we utilized the SCS, originally 

developed by Hoy et al. (1991). Adapted from Şenel’s (2015) study, the original 42-item scale was 

reduced to 35 items through factor analysis. The items on the five-point Likert-type scale were rated 

from one to five. Şenel’s (2015) factor analysis revealed that the scale comprised six dimensions. The 

items related to principal behaviors, totaling 19 items, were categorized into three dimensions: 

supportive, directive, and restrictive. Meanwhile, the items pertaining to teacher behaviors, totaling 16 

items, were grouped into three dimensions: collegial, intimate, and disengaged. Table 4 provides the 

names of these dimensions, the corresponding items, and their Cronbach’s alpha reliability values.  

Table 4. 

Original and New Versions of SCS Items and Alpha Values 

Dimension Items-Original Original (α) Items-New New (α) 

Supportive principal 3, 6, 12, 13, 19, 20, 24, 25, 35 .93 3, 6, 12, 13, 14, 19, 20, 21, 24, 25, 35 .95 

Directive principal 7, 14, 21, 26, 29, 30, 34 .81 7, 26, 29, 30, 34 .86 

Restrictive principal 8, 15, 31 .67 8, 15, 31 .57 

Collegial teacher 1, 9, 16, 22, 27, 33 .71 1, 9, 16, 17, 22, 23, 27, 32, 33 .88 

Intimate teacher 2, 4, 10, 17, 23, 28, 32 .84 2, 4, 10, 28 .71 

Disengaged teacher 5, 11, 18 .58 5, 11, 18 .58 

 

In our study, the factor analysis also identified three dimensions for both principal and teacher behaviors. 

However, among the five bolded items in Table 4, items 14 and 21 were perceived as indicative of 

supportive principal behaviors rather than directive principal behaviors. Additionally, three bolded items 

(17, 23, and 32) were considered representative of collegial teacher behaviors rather than intimate 

teacher behaviors by the participating science teachers. All other items remained within their respective 

factors. Şenel (2015) determined the Cronbach alpha reliability coefficient of the scale as .90. In this 

study, it was found to be .92. The recalculated Cronbach’s alpha reliability coefficients for all sub-

dimensions and the previously calculated values are given in Table 4, and sample items for each sub-

dimension of the SCS are presented in Table 5. 

Table 5. 

Sample Items for Each Dimension of the SCS 

Dimension Sample Items 

Supportive principal 3.  The principal goes out of his or her way to help teachers. 

Directive principal 26.  The principal closely checks teacher activities. 

Restrictive principal 8.  Routine duties interfere with the job of teaching. 

Collegial teacher 16.  Teachers help and support each other. 

Intimate teacher 10.  Teachers know the family backgrounds of other teachers. 

Disengaged teacher 5.  There is a minority group of teachers who always oppose the majority. 
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Data Collection Procedure 

The data collection process was conducted rigorously and ethically, with prior approval from the ethics 

committee and under the supervision of the MoNE. In the context of data collection, the survey 

technique was used. With the data collection tools used, the participants answered the MBI and SCS, 

respectively. However, before starting to answer, one of the researchers gave information about the 

study and explained the instructions for the scales. In particular, it was stated that participation was 

voluntary, and the participants voluntarily participated in the study. The data collection tools were 

administered manually and took approximately 25 minutes to complete. After a concerted effort, data 

were collected from a total of 184 teachers. 

Data Analysis 

First, all data were transferred to a computer environment for data cleaning. Upon examination, it was 

found that only six participating teachers had missing data. The percentage values of the missing data 

in the items on both scales were below 5%, so the missing data were filled by giving the serial averages 

of the items. To identify and analyze outlier data, separate box and whisker plots were generated for 

each variable. Consequently, the data from two teachers who exhibited multiple extreme outliers across 

different variables were excluded from the study. After the kurtosis and skewness values were checked 

and confirmed, and the box plot diagrams were checked again, the analysis of the study continued with 

the data of the remaining 182 teachers. Finally, independent samples t-tests were conducted to examine 

the burnout levels of science teachers according to gender, age, length of service, working time in the 

institution, and school climate perception variables, whose categories are expressed in Table 1. 

Findings 

Table 6 summarizes the descriptive findings related to the burnout levels of science teachers in terms of 

gender, age, length of service, working time in the institution, and school climate perception variables.  

Table 6. 

Mean Scores in MBI and Its Dimensions According to Variables 

Variable Group 
Emotional 

Exhaustion 
Depersonalization 

Personal 

Accomplishment 
MBI 

Gender 
Female 2.46 1.74 2.02 2.12 

Male 2.18 1.55 2.01 1.96 

Age 
40 years or under 2.46 1.78 2.11 2.16 

41 years or older 2.24 1.55 1.92 1.95 

Length of service 
Under 16 years 2.42 1.77 2.14 2.16 

16 years or over 2.28 1.57 1.90 1.96 

Working time in the institution 
Under 5 years 2.48 1.80 2.11 2.18 

5 years or over 2.24 1.55 1.93 1.95 

School climate perception 
Below 3 points 2.64 1.91 2.22 2.30 

3 points or above 2.12 1.47 1.85 1.86 

 

Table 6 shows that female science teachers have higher levels of burnout than male science teachers. 

This was evident in the mean scores of the MBI and its sub-dimensions, which were higher for female 

teachers than male teachers. In terms of the age variable, it was understood that the mean scores of the 

teachers 40 years of age or younger in the MBI and all its sub-dimensions were higher than the group 

41 years of age or older. It was found that the mean scores of the group with less than 16 years of service 

were higher than the group with “16 years or over” in the MBI and all sub-dimensions. Similarly, both 

the group with less than 5 years of working time in the institution had higher mean scores than the group 

with “5 years or over”, and the group with “below 3 points” (low) school climate perception had higher 

mean scores than the group with “3 points or above” (high) school climate perception. When the values 

in Table 6 were evaluated in general in terms of all variables, it was found that all averages in the 

dimension of emotional exhaustion among the three sub-dimensions were always higher, while the 

values in the dimension of depersonalization were always lower. 
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The results of independent samples t-tests conducted to examine the burnout levels of science teachers 

according to gender variable are given in Table 7. As seen in Table 7, it is understood that the higher 

mean burnout level scores of female teachers are statistically significantly different from those of male 

teachers [t(180) = 2.19, p = .030]. It was seen that this difference was caused by significant differences, 

especially in emotional exhaustion [t(180) = 2.65, p = .009] and depersonalization [t(180) = 2.32, p = 

.022] dimensions. 

Table 7. 

Independent Samples T-test Results Related to the First Research Question 
Dimension Female (X̄) Male (X̄) t p 

Emotional exhaustion 2.46 2.18 2.65 .009 

Depersonalization 1.74 1.55 2.32 .022 

Personal accomplishment 2.02 2.01 0.16 .987 

MBI 2.12 1.96 2.19 .030 

 

The results of the independent samples t-test conducted to determine whether the burnout levels of the 

science teachers who participated in the study differed significantly in terms of the age variable are 

presented in Table 8. Upon analyzing this table, it becomes evident that burnout levels differ 

significantly (p < .05) in MBI and all sub-dimensions. In other words, the burnout levels of science 

teachers aged 40 years or under in the MBI and all its sub-dimensions were significantly higher than the 

group aged 41 years or older. 

Table 8. 

Independent Samples T-test Results Related to the Second Research Question 

Dimension 40 Years or Under (X̄) 41 Years or Older (X̄) t p 

Emotional exhaustion 2.46 2.24 2.22 .028 

Depersonalization 1.78 1.55 2.88 .005 

Personal accomplishment 2.11 1.92 2.65 .009 

MBI 2.16 1.95 2.98 .003 

 

Table 9 presents the results of the independent samples t-test analysis concerning participants’ length of 

service. Upon examination of this table, it becomes evident that there is a statistically significant 

difference in burnout levels among science teachers, favoring the group with less than 16 years of service 

[t(180) = 2.61, p = .010]. Furthermore, within the sub-dimensions, statistically significant differences 

were observed in both the depersonalization dimension [t(180) = 2.54, p = .012] and the personal 

accomplishment dimension [t(180) = 3.34, p = .001], once again favoring the groups with less than 16 

years of service. 

Table 9. 

Independent Samples T-test Results Related to the Third Research Question 
Dimension Under 16 Years (X̄) 16 Years or Over (X̄) t p 

Emotional exhaustion 2.42 2.28 1.38 .171 

Depersonalization 1.77 1.57 2.54 .012 

Personal accomplishment 2.14 1.90 3.34 .001 

MBI 2.16 1.96 2.61 .010 

 

Table 10 presents the results of an independent samples t-test analysis conducted to assess whether there 

exists a significant difference in burnout levels among science teachers based on their tenure within the 

institution. As depicted in this table, there is a statistically significant difference in burnout levels among 

teachers, favoring those with less than 5 years of tenure in the institution [t(180) = 3.11, p = .002]. 

Moreover, statistically significant differences (p < .05) were observed in the sub-dimensions of 

emotional exhaustion and personal accomplishment, more clearly in the depersonalization sub-

dimension [t(180) = 3.16, p = .002], in favor of the groups with less than 5 years of working time in the 

institution.  



Yılmaz & Özkanbaş 

 

496 

 

Table 10. 

Independent Samples T-test Results Related to the Fourth Research Question 
Dimension Under 5 Years (X̄) 5 Years or Over (X̄) t p 

Emotional exhaustion 2.48 2.24 2.32 .022 

Depersonalization 1.80 1.55 3.16 .002 

Personal accomplishment 2.11 1.93 2.58 .011 

MBI 2.18 1.95 3.11 .002 

 

The results of the analysis conducted to understand whether the burnout levels of science teachers differ 

significantly according to the school climate perception variable are shown in Table 11.  

Table 11. 

Independent Samples T-test Results Related to the Fifth Research Question 

Dimension Value 
Emotional 

Exhaustion 
Depersonalization 

Personal 

Accomplishment 
MBI 

Supportive principal 

Low (X̄) 2.67 1.95 2.21 2.33 

High (X̄) 2.16 1.49 1.90 1.89 

t 5.22 5.94 4.21 6.25 

p < .001 < .001 < .001 < .001 

Directive principal 

Low (X̄) 2.50 1.77 2.15 2.19 

High (X̄) 2.24 1.59 1.92 1.96 

t 2.47 2.14 3.12 3.06 

p .014 .033 .002 .003 

Restrictive principal 

Low (X̄) 2.35 1.66 2.10 2.08 

High (X̄) 2.35 1.67 1.97 2.04 

t 0.03 -0.20 1.65 0.48 

p .975 .843 .101 .632 

Collegial teacher 

Low (X̄) 2.73 2.01 2.32 2.40 

High (X̄) 2.24 1.57 1.93 1.96 

t 4.15 4.76 4.62 5.37 

p < .001 < .001 < .001 < .001 

Intimate teacher 

Low (X̄) 2.40 1.71 2.10 2.12 

High (X̄) 2.26 1.57 1.84 1.94 

t 1.24 1.67 3.41 2.29 

p .215 .097 .001 .023 

Disengaged teacher 

Low (X̄) 2.33 1.63 2.03 2.04 

High (X̄) 2.50 1.90 1.94 2.16 

t -1.22 -1.75 0.82 -1.15 

p .224 .091 .413 .251 

SCS 

Low (X̄) 2.64 1.91 2.22 2.30 

High (X̄) 2.12 1.47 1.85 1.86 

t 5.45 5.76 5.28 6.73 

p < .001 < .001 < .001 < .001 

 

When Table 11 is examined, it is understood that the burnout levels of the teachers (in terms of the MBI 

score) were statistically significantly different in favor of the group with low school climate perception 

[t(180) = 6.73, p < .001]. Notably, statistically significant differences (p < .05) were observed in favor 

of the low school climate perception groups across all three sub-dimensions of the MBI. When the sub-

dimensions of the SCS were examined, it was seen that there were significant (p < .05) differences in 

favor of the groups with low school climate perception in all sub-dimensions of the MBI and MBI only 

for the sub-dimensions of “supportive principal”, “directive principal”, and “collegial teacher” among 

the six sub-dimensions of the SCS. It’s important to mention that while a statistically significant 

difference was observed in the “intimate teacher” sub-dimension of the SCS in favor of the low school 

climate perception group [t(180) = 2.29, p = .023], further analysis revealed that this difference in terms 

of burnout was primarily driven by distinctions in the “personal accomplishment” sub-dimension [t(180) 

= 3.41, p = .001]. Lastly, in the “restrictive principal” and “disengaged teacher” sub-dimensions of the 
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SCS, it was determined that there were no significant differences in the burnout levels of the teachers (p 

> .05) as measured by the MBI and all associated sub-dimensions. 

Discussion, Conclusion, and Suggestions 

When the mean scores of the MBI and its sub-dimensions in Table 6, which descriptively reveal the 

burnout levels of science teachers, are examined in terms of gender, age, length of service, working time 

in the institution, and school climate perception variables, they can be considered relatively low. It was 

observed that these averages, calculated on a five-point scale, ranged between 1.47 and 2.64 and 

remained below 3. Among the three sub-dimensions of MBI, emotional exhaustion was consistently the 

highest (ranging between 2.12 and 2.64), followed by personal accomplishment (ranging between 1.85 

and 2.22), and depersonalization was consistently the lowest (ranging between 1.47 and 1.91). Among 

these values in the depersonalization sub-dimension, it was understood that the lowest and highest 

averages among the examined variables were in school climate perception. This is because individuals 

can distance themselves from depersonalization for various reasons (Görgülü, 2018). Examples include 

the individual’s characteristics, the ability to cope with problems (Güngör-Uğurtaş, 2020), teacher-

student interaction (Göksal, 2018), and the attitude of the school administration (Alkevli, 2021). When 

the literature is examined, it is seen that there are similar results (Adıgüzel & İpek, 2016). 

The findings obtained for the first research question of this study showed that the burnout levels of 

female teachers were higher than those of male teachers. Some studies in the literature (Kılınç, 2018; 

Yıldırım, 2019) reveal different results. In this context, in Yavuz and Akdeniz’s (2019) study examining 

the relationship between KPSS (Public Personnel Selection Examination) anxiety levels and burnout 

levels of pre-service science teachers, no significant difference was found in terms of gender variable. 

However, the findings of the studies in the literature (Acar, 2020; Bıçak, 2018) generally support our 

study. Purvanova and Muros (2010) emphasized that while women may be more susceptible to stress 

structurally, the numerical and cultural dominance of one gender in a specific profession may generate 

negative experiences for members of the other gender. For instance, working in traditionally male-

dominated professions could lead to role stress for women. On the other hand, working in traditionally 

female-dominated professions may result in low social status and lower pay, which, in turn, could lead 

to higher levels of burnout among individuals. Moreover, work-family and family-work conflict is 

typically defined as a form of inter-role conflict in which the demands from one’s work and family roles 

are inherently contradictory in certain respects, and, for example, investing more time at work can 

encroach upon time dedicated to the family or household responsibilities, leading to late arrivals at work 

(Netemeyer et al., 1996). The common belief is that women experience work-family conflict more than 

men and are more affected by it. Particularly given that women continue to bear the responsibility for 

over 50% of household chores and often act as caregivers for elderly family members, they tend to face 

a greater number of family-related demands, including challenges related to role conflict and role 

ambiguity. When looking at burnout from a gender perspective, excessive stress related to academic 

sources or other stress factors can lead to burnout, a condition where an individual experiences emotional 

exhaustion, depersonalization, and a reduced sense of personal accomplishment. Gender differences, in 

addition to physiological factors, are influenced by the nature of the job as well as cultural and social 

contexts, affecting job satisfaction and burnout (Kara, 2020). Regarding the sub-dimensions, there was 

no significant gender difference in the personal accomplishment dimension when examining burnout 

levels among science teachers. Similar results were observed in previous studies (Çelebi, 2018). 

Considering that personal accomplishment loss is defined as a state of inefficacy and inadequacy in the 

face of job performance and situations encountered in workplaces (Akdemir, 2019), it can be interpreted 

that individuals of both genders may have adopted similar coping strategies. 

The findings obtained for the second research question showed that the burnout levels of science 

teachers did change significantly according to the categories of the age variable. Yıldırım’s (2019) study 

supports this finding. In this context, the positive benefits of advancing age can be taken into 

consideration. For example, it is known that mature people can actively use emotion-focused coping 

strategies (Mefoh et al., 2019). At the same time, people can create various ways to be satisfied with 

their jobs in different age groups (Rožman et al., 2019). Despite the potential for professional burnout, 

the fact that individuals become more proficient in their profession as they age and address professional 

challenges with a more seasoned approach can be considered a contributing factor in preventing burnout 
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(Gomez-Polo et al., 2022). Simultaneously, while younger teachers may be more active, the growing 

sense of self-assurance in areas such as decision-making, fear of making errors, and job responsibilities 

as individuals’ age might lead to a deeper affinity for the profession (Wijeratne et al., 2021). Kolachev 

and Novikov (2020) pointed out in their research that different factors may have an effect on the age 

variable burnout. For example, workloads may be proportional. Simplifying workloads, implementing 

job sharing, introducing breaks, and age-related improvements in economic factors may all impact 

burnout (McDuffy, 2016). Similarly, life experiences can either enhance or diminish work adjustment 

(Johnson et al., 2017). When the sub-dimensions of the burnout scale are analyzed according to the age 

variable, significant differentiation is observed in all dimensions. The emotional exhaustion dimension 

can be associated with the stress experienced by the individual. Younger individuals are less able to 

cope with stress, which may cause them to feel under pressure, tired, and have low motivation (Yıldırım, 

2019). Teachers who experience emotional exhaustion may also become depersonalized and thus show 

indifferent and cold attitudes towards the individuals in the organization (Arslan, 2020). Since young 

teachers have less experience, they may feel inadequate in solving problems related to students or 

mastering the profession, which may cause the individual to experience burnout in the personal 

accomplishment dimension.  

The findings pertaining to the third research question in this study have revealed a significant variation 

in the burnout levels among science teachers in relation to their length of service. While some studies 

in the literature (Özel, 2016; Tatar & Arslan, 2020; Yurduseven, 2020) support this finding, a different 

result was obtained in Kılınç’s (2018) study. As experience accumulates, a notable decrease in burnout 

levels is observed, concomitant with individuals gaining confidence through their tenure and developing 

effective strategies to cope with challenges (Çelik & Üstüner, 2018). Moreover, as the length of service 

increases, individuals become better at shaping their expectations. Novice professionals entering the 

field may commence with heightened expectations, only to experience disappointment when these 

aspirations are not met. Additionally, an overwhelming workload can contribute to an escalation in 

burnout levels (Demirtaş, 2020). When evaluating the sub-dimensions of burnout, a significant 

difference was found only in the emotional exhaustion dimension. Emotional exhaustion refers to 

depleting one’s emotional resources, while depersonalization represents a more distant attitude towards 

colleagues in the workplace (Togia, 2005). In a study conducted by Thomas et al. (2014) on a sample 

of California human services workers, they found that, when controlling for education and caseload size, 

age was a positive predictor of burnout, while years of experience were not related to burnout. The 

research findings can be interpreted as suggesting that newcomers to the field may be less susceptible 

to burnout due to a reduced degree of professional distortion. Çelik (2021) also stated that individuals, 

even with many years of experience in the profession, may not experience burnout over time due to their 

ability to advance their professional skills, develop coping mechanisms for challenges, and experience 

an increase in self-confidence.  

The results obtained for the fourth research question, concerning the length of service within the 

institution, unveiled a notable disparity in the burnout levels of science teachers based on their working 

time in the institution. Akkaya’s (2019) examination of the correlation between individual-organization 

fit among academics and burnout levels yielded findings that parallel the outcomes of the current study. 

Similarly, the results derived from Birkan’s (2020) exploration of the impact of teachers’ burnout levels 

on their work-life balance align with the findings of our study. The length of time spent at school 

increases the communication of individuals with the school environment. The state of the school having 

the necessary equipment, the positive or negative school climate, the relationship between the 

administrator and teachers, the relationship between teachers and teachers, and the student demographics 

can collectively influence the teachers’ burnout levels (Caruso et al., 2014; Von der Embse et al., 2016). 

At the same time, the administration’s perception of justice is another factor affecting teachers’ 

professional status (Spell & Arnold, 2007). Upon scrutinizing the sub-dimensions, it became evident 

that the lowest averages were recorded in the depersonalization dimension. Within this context, 

consistent human relations or recurring issues within the same institution may contribute to 

depersonalization among individuals. Depersonalization can induce stress, potentially leading to a 

diminished sense of accomplishment within one’s role (Alkevli, 2021). 
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The findings pertaining to the final research question of the study underscored a significant distinction 

in the burnout levels of science teachers based on their perceptions of the school climate, whether high 

or low. Upon reviewing the existing literature, no study was identified that specifically delved into the 

correlation between school climate and the burnout levels of science teachers. When the sub-dimensions 

of SCS were examined, it was seen that there was a significant difference in favor of the groups with 

low school climate perception in all sub-dimensions of MBI and MBI only for the sub-dimensions of 

“supportive principal”, “directive principal”, and “collegial teacher” among the six sub-dimensions. In 

instances characterized by supportive principal behavior, principals typically provide considerable 

support to teachers, fostering an environment where employees can work in a secure and constructive 

atmosphere (Göksal, 2018). This approach is generally preferred within the school climate, contributing 

significantly to a positive work environment for teachers (Bayat, 2015). Consequently, the observed 

significant relationship between these factors and burnout levels can be comprehended within this 

context. Conversely, within directive principal behavior, the principal’s lack of respect for teachers and 

the manifestation of a rigid attitude are prevalent (Göksal, 2018). This dynamic often leads to a lack of 

decision-making autonomy for teachers, resulting in diminished motivation and job satisfaction (Bayat, 

2015). Hence, the significant relationship identified between these factors and burnout is explicable 

within this framework. Regarding collegial teacher behavior, teachers benefit from a collaborative work 

environment that fosters mutual respect among colleagues (Şenel, 2015). The establishment of a positive 

climate perception among teachers often stems from an environment where collaboration is encouraged 

and a sense of safety is fostered. Such an environment has the potential to alleviate the feeling of burnout 

among teachers (Alkevli, 2021). Hence, the significant relationship between these factors comes as an 

anticipated outcome. Upon examining the study’s findings, a noticeable distinction was observed solely 

in the “personal accomplishment” dimension within the “intimate teacher” behavior sub-dimension of 

the SCS. This result implies that teachers may not face communication challenges among themselves; 

however, they might experience a lack of satisfaction in terms of their professional competencies. In 

schools situated in low socioeconomic areas or rural settings, despite the existence of collaboration 

within the school environment, the subpar academic performance of students can lead to professional 

dissatisfaction among teachers. This finding finds support in the existing literature (Alkevli, 2021). In 

addition, Spell and Arnold (2007) reported that school climate dimensions such as rules indicating 

relationships with students, time allocated for learning activities, and external interventions can affect 

individuals’ job satisfaction and thus their burnout. Positive relationships with colleagues and principals 

are very important in establishing common values and norms and creating a collective goal orientation 

(Spell & Arnold, 2007). On the other hand, it is consistent with the literature that principal leadership 

predicts teachers’ stress level and self-efficacy (Malinen & Savolainen, 2016). At the same time, 

cooperation also emerges as a vital factor in stress reduction. Interpersonal trust, both among teachers 

and between teachers and principals, along with the perception of a favorable school climate, have been 

shown to play pivotal roles in various studies (Caruso et al., 2014). Upon closer examination of sub-

dimensions, no significant difference was observed in restrictive principal behavior and disengaged 

teacher behavior concerning burnout. Restrictive principal behavior refers to the fact that principals 

impose too much workload on teachers (Şenel & Buluç, 2016). The fact that there is no difference in 

this dimension can be interpreted as teachers’ high interest in the profession, and as a result, they 

willingly do their job even if it is overloaded. On the other hand, disengaged teacher behavior involves 

teachers’ working with each other, and it is generally seen that teachers with this attitude focus only on 

professional studies. Teachers do not set a common goal and often criticize each other (Şenel & Buluç, 

2016). The absence of a difference in this dimension may indicate that teachers are inclined towards 

independent work and remain open to constructive criticism.  

Consequently, the study underscores the variances in burnout levels among science teachers based on 

the variables of gender, age, length of service, working time in the institution, and school climate 

perception. The distinctions within the emotional exhaustion, depersonalization, and personal 

accomplishment sub-dimensions further emphasize the complexities of the issue. Thus, it is imperative 

that more extensive and detailed research be conducted across various regions. Comprehensive 

quantitative and qualitative investigations are expected to facilitate the development of actionable 

policies and practices aimed at mitigating science teachers’ burnout. Notably, the influence of school 

climate on burnout levels among science teachers highlights the need for studies dedicated to fostering 
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and sustaining a supportive school environment, particularly for school administrators and 

policymakers. Furthermore, it is understood that there is a need for studies that examine the effects of 

school climate on teachers’ job satisfaction, motivation, and general well-being in more detail. 
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Abstract 

This study aimed to explore physics teachers’ professional identity through multiple-case methodology. 

The goal of physics teacher education is to enhance teachers’ professional development to address the 

suggestions of reform-based science education. Science teachers’ professional identity has been 

explored at different grade levels: science teachers defined themselves as content teachers, classroom 

managers, or isolated workers. In this study, physics teachers’ professional identity is analyzed and 

explained through Wenger’s theory of learning. The participants were three male high school physics 

teachers. Data were collected through interviews, reflections, lesson plans, and classroom observations 

and analyzed through thematic analysis. The results showed that participating teachers had different 

identity characteristics in that they were defined as question-oriented, project-oriented, or lecture-

oriented teachers. The question-oriented teacher focused on questioning to elicit students’ ideas on 

different types of questions, the project-oriented teacher tended to encourage students to explore the 

real-life physics through projects, and the lecture-oriented teacher aimed to explain the content through 

following a smart notebook including all content explanations and sample questions. The analysis 

through Wenger’s theory showed that the relationship between teachers’ beliefs and practices was linked 

to physics teachers’ professional identity. The study has important implications to understand 

development and characteristics of teacher professional identity. 
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Introduction 

Science teaching and learning in the national and international documents make suggestions to focus on 

three-dimensional learning, in particular, science and engineering practices, disciplinary core ideas, and 

crosscutting concepts (National Research Council (NRC), 2012; NGSS Lead States, 2013). These 

standards aim to enhance teachers’ and learners’ capacity to engage in reform-based instruction to 

integrate laboratory activities, different forms of modelling (visual, qualitative, and quantitative etc.), 

scientific argumentation, and communication. These suggestions promote teachers’ and learners’ 

engagement in scientists’ practices to facilitate “doing science” rather than rote memorization and 

passive learning (Berland et al., 2016). What are the important characteristics of doing science? How 

does “doing science” support teachers’ and learners’ professional development? or Can “learning by 

doing science” support the development of professional identity for reform-based instruction? The 

overarching goal of science teacher education is to support science teachers’ professional development 

through content and pedagogy to address the suggestions of standards (Shulman, 1986). However, 

according to Schleicher (2019), PISA (2018) results showed that Turkey as a developing country had 

only less than 10% of students as top performers in science; most students scored lower than the average 

score. These low achievement results indicated that science teaching and learning should have more 

reform-based features and might need further investigation for students’ learning and teachers’ work.  

Teacher education focuses on the development of teachers’ professional identity in an ongoing process 

through personal, contextual, and community interactions (Lave & Wenger, 1991). Teacher professional 

identity defines teachers’ commitment to construct and reconstruct knowledge and practice of a 

particular profession (Beauchamp & Thomas, 2009). Individuals’ experiences, beliefs, and perspectives 

contribute to their growth and how they behave and make sense of their work (Beijaard et al., 2004). 

Professional identity is dynamic and constantly developing through social interactions within a 

community of learners that can support each other to strengthen professional practices of teachers. Most 

studies focused on teacher professional identity for science teaching in elementary school, middle 

school, or pre-service teacher education level (Avraamidou, 2014; Madden & Wiebe, 2015; Timostsuk 

& Ugaste, 2010). For example, elementary science teachers rarely considered themselves as science 

content teachers, some teachers preferred to act as classroom managers (Madden & Weibe, 2015). In 

Timostsuk & Ugaste (2010)’s study, pre-service teachers did not feel any belonging to teaching 

community that emphasized significance of having a community in initial training.  

Some studies on physics education also argued that physics teachers were expected to develop 

knowledge of physics, knowledge of pedagogy, and knowledge of how to teach physics (Etkina, 2010). 

Physics teachers focused on conceptual understanding and problem-solving ability rather than 

enhancing students’ appreciation and attitudes about learning and doing physics (Bates et al., 2011; 

Nissen et al., 2021). These results showed that there was a need to understand physics teachers’ 

professional development from a teacher professional identity perspective. In this study, we considered 

that experienced high school physics teachers could provide a solid foundation for their professional 

identity. To facilitate development of reform-based physics education, we needed to address a gap in 

the literature  to understand the professional identity of physics teachers. This research aimed to examine 

experienced physics teachers to conceptualize their professional development. This study aimed to 

explain the components of physics teacher identity based on Wegner’s (1998) theory of learning. The 

following research questions guide the study: What are the characteristics of professional identity for 

experienced physics teachers? How do these characteristics influence physics teachers’ professional 

identity? 

Theoretical Framework 

Identity is to describe yourself based on cognitive, social, affective and epistemic perspectives (Beijaard 

et al., 2000). These perspectives are shaped within a culture and society, in which individuals make 

sense of themselves and their actions in social and political contexts. Individuals describe their roles 

based on the expectations, requirements, and rules of their work through meaning-making within a 

specific context by acting on these expectations such as refusing, evaluating, internalizing, and affirming 

(Liang et al., 2023). Identity is a complex term and includes many connections and negotiations across 

different dimensions of personal roles (Stets & Serpe, 2013). A teacher has multiple roles including 

planning, preparation, instruction, management, assessment, and collaborating activities (Renwick, 
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2023). Teacher identity shapes teachers’ “disposition, work engagement, and commitment and 

professional development” (Liang, Ell, & Meissel, 2023, p.1.). These roles involve many activities and 

lead teachers to act in different ways as active thinkers, facilitators, or passive observers (Schutz et al., 

2018). This process describes identity development as a dynamic and iterative process that occurs 

between and within individuals and contexts (Cohen, 2010; Melasalmi & Husu, 2018; Trent, 2015). 

A teacher’s identity is a reflection of the nature of their work. Beauchamp and Thomas (2009) argue 

that teacher identity is shaped within a process and a result of teacher learning and development. 

Teachers have challenges between teaching for learning or teaching for the test. This contradiction in 

teachers’ practices creates an imbalance in their planning and teaching and shapes their roles and identity 

as a support or constrain of their practice (Boyd & Harris, 2010). Teacher resources influence the 

development of teacher identity; Reflective teacher practice assists teachers to realize and understand 

their internal dialogue for personal and professional self and mediate their role (Renwick, 2023). 

Teachers’ personal beliefs, views, experiences, and interactions play a role in supporting teacher identity 

for their career development (Wenger, 1998). Clandinin, Connelly, and Bradley (1999) conceptualize 

teacher professional identity through three major dimensions: (a) interaction, b) continuity, and c) 

situation. These researchers argue that personal and social interactions have an influence on individuals’ 

internal and external conditions; personal meaning-making is not separate from past, present, and future 

experiences and the context that they live. Individuals’ interpretations of past and present experiences, 

and their imagination of the future can influence their identity construction. 

Educational society in a country- their cultures, norms, and practices interact with teachers’ work. These 

approaches show that identity is a contradictory, dynamic, and evolving construct and requires teachers 

to develop resilience (Beauchamp & Thomas, 2011; Schutz et al., 2018). Beijaard et al. (2004) 

summarize the characteristics of teachers’ professional identity as below: Professional identity is: 

(1) ongoing and dynamic. 

(2) related to a person and his/her interactions with others and the context including social, cultural, 

political differences. 

(3) dependent on active teacher thinking, learning, and emotions based on the goals and the resources.  

(4) defined based on sub-identities and roles that are related to construction of teacher’s overall identity. 

Zeichner and Gore (1990) suggest that teachers’ professional development includes their interactions 

and learning during the teacher education program and while working as a classroom teacher. Therefore, 

teachers' professional identities consist of components related to experiences, expectations, context, 

affective factors, reflections, and family roles. Community of Practice (CoP) explores the process of 

learning and construction of identity as a social practice. CoP is suggested by social-constructivist theory 

of learning to develop a community of learners, who have community engagement to share knowledge 

development through producing, practicing, sharing, modifying, and using ideas (Wenger, 2015). 

Wenger (1998) defines community of practice in terms of joint enterprise, mutual engagement, and 

shared repertoire. This community of learners has a mutual purpose to do and continues their collective 

learning and develops collective resources. Identity develops through interactions within a community 

of learners including colleagues, students, school and teaching community. 

According to Lave and Wenger (1991), learning occurs through participation and cooperation in a social 

context rather than cognitively passive knowledge accumulation and transfer process. Learning changes 

and restructures the individuals’ experiences and making sense of themselves, diverse practices based 

on the contextual factors, and views, perceptions, and beliefs to contribute to the professional 

development or professional identity within a community (Lave & Wenger, 1991). Learning occurs by 

novice participants through being involved in the practices of experts within a community. Learning 

helps individuals construct knowledge to modify and reconstruct through new interactions to identify 

themselves (Wenger, 1998). Since individuals have diverse interactions within a community, analyzing 

their experiences, practices, views or personal philosophies, community relations and negotiations can 

support understanding their professional identity as a form of learning.  

Related Literature 

Identity refers to how people see themselves and how they are recognized or accepted by others (Carlone 

& Johnson, 2007; Stets & Burke, 2003). Avraamidou (2022) argues that identity development is 

https://www.sciencedirect.com/science/article/pii/S0742051X22001688#bib9
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influenced by social and political factors that may lead to some people to be recognized but others to 

have lack of recognition. Therefore, research on identity can investigate power relations that may 

influence participation in a community of practice.  

In 1998, Helms explored how science teacher identity was related to teachers’ beliefs about the nature 

of subject matter. As part of a teacher education program, the author worked with five science teachers 

through a qualitative study and collected data through transcriptions of group meeting discussions, 

teaching observations, in-depth interviews. The data were analyzed through grounded theory approach 

to find patterns. The results showed that science teachers identified themselves in terms of actions 

(excitement), others’ expectations (nature of politics), values and beliefs (science vs. faith, philosophy), 

and what they want to be (scientist) when they talked about the nature of subject matter. The study 

provided suggestions to understand teachers’ pedagogical engagement. 

In a recent study, Rushton (2021) worked with five pre-service secondary geography teachers on an 

environmental education program to understand the development of their professional identities. Data 

were collected through interviews and participants’ reflections and analyzed through reflexive thematic 

analysis to develop codes and themes through familiarization, coding, theme generation, and narrative 

writings. The findings indicated that pre-service teachers approached environmental science education 

in diverse ways: making connections with nature, society, and politics or playful approaches. They also 

valued and shared their stories on environmental issues: valueing outdoor learning, protecting spaces 

from damage, coral reefs, sustainability. Teachers tended to facilitate younger students’ awareness 

towards environmental problems to make changes. This study showed the pre-service teachers’ identity 

development in an environmental science education course. The further study suggested the exploration 

of the ways other science education classes can serve to promote science teachers' identity development.  

Participating in professional development courses can assist pre-service teachers to develop a 

professional stance although they have limited and salient teacher identity at the beginning (Sutherland, 

et al., 2010). Yuan and Lee (2016) conducted a narrative inquiry to explore the identity development in 

relation to emotions, reflections, and negotiations of a student-teacher in the process of becoming a 

teacher. Participant was a last year pre-service language teacher in China, who joined interviews and 

discussions with the researchers, and kept personal reflections. The narrative analysis was conducted 

with the participant Ming’s data and reported that his negative emotional experiences influenced the 

process of his learning to become a teacher. At first, Ming described himself as excited and anxious to 

take the responsibility of being a teacher such as considering students’ needs and interests. Second, Ming 

experienced disappointment about not being able to integrate what he has learned in the teacher 

education program since mentor teacher resisted to create a passive learning atmosphere in the 

classroom. He could learn about how power relations could influence the teaching and learning 

processes, and he needed to be strong and powerful to take constructive actions. Third, his attitude as a 

student teacher was recognized by his mentor teacher as a good assistant that gave him satisfaction for 

his work. The participant’s experiences enhanced his emotional responses and contributed to the 

professional identity development.  

Avraamidou (2014) conducted a case study to explore a beginning elementary teacher’s identity for 

science teaching. The five-year data were collected through interviews, reflections, assignments, lesson 

plans, and observations and analyzed through inductive methods. The results showed that the beginning 

pre-service science teacher developed knowledge of scientific inquiry and enacted diverse strategies 

such as argumentation, experimentation, and group work among students. Another result was related to 

the teacher’s relationship or communication with others such as family, mentor teacher, and her teachers 

who influenced her in becoming a teacher. This teacher also discussed the role of gender and context in 

science and teacher development since there were negative and non-supportive experiences of women 

in science. The study showed the positive impact of longitudinal data collection to understand teachers’ 

experiences, relationships, and contexts.  

Additionally, Timostsuk and Ugaste (2010) aimed to explain 45 pre-service teachers’ professional 

identity. Data were collected through individual and focus group interviews and analyzed through 

inductive methods to construct the themes of Wenger’s (1998) theory of learning. The results reported 

student teachers’ successes and failures. They focused on content coverage using diverse pedagogical 
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strategies, and they had difficulty finding a teaching community, but they were successful in 

communicating with mentor teachers and peers to develop themselves. The study emphasized the 

importance of creating an educational community for the development and preparation of pre-service 

teachers for future studies.  

A study by Menon (2020) aimed to examine pre-service elementary teachers’ science teacher identities 

and self-efficacy beliefs through a science methods course. Participants were 121 pre-service elementary 

teachers. Among the participants, four elementary science teachers in different content and preparedness 

levels were selected for classroom instruction. The study was designed and analyzed based on the 

theoretical framework of Bandura (1977) for self-efficacy and Gee’s (2000) identity framework. Data 

sources included self-efficacy questionnaire, open-ended questionnaire, interviews, reflections, 

observations, and artifacts. Statistical (repeated measures analysis of variance) and inductive analysis 

were conducted. The results showed that attending a science methods course enhanced pre-service 

teachers’ self-efficacy beliefs, and their experiences in the course and classroom teaching connected to 

their self-efficacy beliefs with identity. For example, participants’ mastery and verbal experiences were 

found to be contributor of discourse and affinity identity. The study suggested exploring the relationship 

between self-efficacy and identity framework in different contexts.  

Teacher identity should be linked to develop cultural, pedagogical, and subject matter competence to 

establish inclusive classroom environments and address diverse student needs (Rodriguez & Navarro-

Camacho, 2023). Varelas et al. (2022) studied science teacher identity to focus on multiple identities 

including race, gender, ethnicity that teachers brought to address equity and justice issues in teacher 

education. The study focused on teacher learning and identity construction of teachers of color to 

examine how teachers experience critical pedagogies. The study was designed with a phenomenological 

approach to understand how teachers experienced and negotiated being teachers of color. Participants 

were three female first year science teachers (two Hispanic, and one African American teacher). These 

teachers’ application essays to Master of Education program, conversations within the program, and 

teacher inquiry presentations were utilized as data sources and analyzed based on teacher identity 

construction framework. The results indicated that these teachers were able to link the conceptions of 

equity and excellence to their science teacher identity in teaching, reflecting, and lesson design for 

teaching science, facilitating discourse in the classroom, and addressing multiple identities involving 

race, color, and gender. The study made suggestions for science teacher education towards equity and 

excellence framework.  

In a narrative case study, Madden and Weibe (2015) studied science teaching of elementary teachers 

and their teacher identity. Participants were three female second-grade teachers. Data collected through 

classroom observations, science notebooks, and student interviews. The analysis was conducted by 

Gee’s (2000) framework including nature, institution, discourse, and affinity. The results showed that 

three teachers defined their teaching in different ways such as hands-on focused, math person, or 

classroom manager. In terms of institutional identity, although hands-on focused teacher was perceived 

as teacher of other teachers about science, the other science teachers were defined as extrinsic motivator 

or classroom leader. Teacher of other teachers had more science related interactions and excitement to 

science topics whereas math-person found to have didactic instruction and have less interest in science. 

Classroom-manager or extrinsic motivator liked to talk about science in an informal style since the 

teacher had a personal interest toward science and aimed to help students listen better. The study 

suggested exploration of other science teachers to learn how they defined themselves in different 

frameworks. 

These research studies were important to understand the factors that influence and inhibit the 

development of science teaching identities. The involvement of in-service teachers and prospective 

teachers in scientific communities and activities can be a useful tool for shaping and developing science 

teacher identities. Most of the studies focused on elementary teacher education for science teaching, pre-

service teachers in general and science education, and induction period of science teachers with a focus 

on Gee’s (2000) framework. Only a few studies focused on in-service science teachers’ identity with a 

focus on Wenger’s (1998) theory of learning. These studies were also situated in the elementary school 

and middle school contexts, leaving a gap in the literature regarding teacher identities for specific 

science disciplines. An exploration of how physics teachers form and use their teacher identities and the 
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factors mediating the formation and use of their identities is missing. The current study differs from the 

previous work to present and compare the experienced physics teachers’ identities with theory of 

learning. This study adds to the literature to explore three male experienced physics teachers’ 

professional identity. 

Method 

Research Design and Participants 

This study aimed to explore how in-service physics teachers understand and describe their professional 

identity through a multiple case study design (Yin, 2014) using only qualitative approaches. Multiple case 

study aimed to conduct in-depth analysis for each case to explore their characteristics or perspectives and the 

patterns across cases (Yin, 2014). This multiple case study was conducted to make a holistic description of 

physics teachers through in-depth data collection from multiple sources of information and understand the 

similarities and differences across cases (Merriam, 1998). Three public high school physics teachers were 

selected from different schools in a metropolitan city in the northwest region of Turkey to be examined and 

compared. The participants were purposefully selected from 30 physics teachers, who joined one-year long 

project on teacher identity. Three participating teachers voluntarily agreed to provide data over the course of 

one year. They were selected as contrastive and illustrative cases to enhance the rich descriptions. These 

teachers were Ahmet, Mehmet, and Mustafa (Turkish pseudonyms). Demographic information of 

participants is presented on Table 1. All three teachers were male around 60 years old and had worked for 

more than 30 years of experience in Turkish Public Schools. They were teaching in public schools and had 

worked in different kinds of schools including science-based, vocational-based, and normal high schools. 

They worked in different regions of Turkey before coming to the metropolitan city. These teachers completed 

four-year physics program and received a teaching certificate by taking pedagogy courses in their university; 

Ahmet and Mehmet completed the same university in a big city in the east part of Turkey, and Mustafa 

completed a university in another big city in the northwest region of Turkey. These teachers were teaching 

all school grades (ninth, tenth, eleventh, and twelfth) that there were 10-25 students in their classes.  

Table 1 

Demographic information of participants 

 Teaching experience Education Background University 

(pseudonymous) 

Previous teaching 

Ahmet 35 Physics Department 

+ 

Pedagogy Certificate 

East University Project Schools 

Vocational Schools 

Normal Schools 
Mehmet 33 East University 

Mustafa 32 West University 

Table 2 

Sample interview questions 

1. How were your experiences in teacher education program? 

2. How do you describe yourselves as a science/physics teacher? 

3. How do you define teaching science? 

4. How do you think learning is occurring? 

5. What supports did you need after you graduated from teacher education program? 

6. What supports did you get after you graduated from teacher education program? 

7. What is your relationship with students? 

8. Are there any facilitating or limitation factors that influence your profession? 
 

Data Collection and Analysis 

The main data collection strategy was semi-structured interviews to obtain in-depth information from the 

participants about their prior experiences, their science teaching orientations, teaching practices, and 

interactions with others such as students, other teachers, administrators. Each interview took 90 minutes. The 

sample interview questions are provided on Table 2. The interview questions focused on physics teachers’ 

experiences in teacher education program, their beliefs and teaching orientations, their students’ learning, 

their instructional strategies, and their competency in their work. In addition, the researcher observed these 
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Table 3 

Sample codes, themes, and excerpts from the qualitative analysis 

Themes Categories Codes Excepts from Interviews Data Source 

Experience High school Emotional I decided to be a physics teacher, but not like him (Mehmet). Interview 

 Teacher education 

program 

Courses Attending pedagogy classes were not helpful to learn how to teach 

physics (Mehmet). 

 In-service teacher Curriculum 

 

 

Classroom context           

Curriculum changed in 2012… I had tried to teach through 

experiments…There was a lack of equipment to conduct different 

experiments (Mustafa). 

Classroom environment is not suitable to do experiments (Mustafa). 

   Physics is considered as a difficult and unachievable subject 

(Mustafa). 

 

  Student profile  

Belief Science Absolute knowledge Books include accepted and validated information, but students 

believe what is said on YouTube videos (Ahmet). 

Interview 

  Political Politics cannot be integrated within science since the atomic bomb 

was a political decision (Mehmet). 

 

  Use of experiments Students should deal with how and why questions and apply theories 

through active participation (Mustafa). 

 

Community Interactions with Students I can easily organize students to discuss science topics such as 

Chaos Theory in physics club (Ahmet). 

Interview 

  School/projects I organize projects with other science teachers to teach physics. I 

should teach physics within a social science class as well (Mehmet). 

 

  University University professors come and discuss physics, atom physics with 

our students (Ahmet). 

 

  Parents Parents come and talk to me and ask me to prepare students for the 

exam without solving complex physics problems (Mustafa). 

 

Practices Instructional Strategies Triadic Dialogue Use of Initiate-Response-Evaluate trio (Ahmet) Classroom 

Practices   Daily-life examples How many meters do I take from the class to teachers’ room? Is it 

distance or displacement? (Mehmet) 

  Use of 

board/smartboard 

Openning a question on smartboard (Mustafa) 
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teachers in their classroom and school contexts to take fieldnotes about their practices. The main purpose 

of the classroom observations was to understand the role of the teacher and instructional strategies. No 

classroom observation protocol was utilized, but the researcher took fieldnotes based on the teachers’ 

classroom practices. Each teacher’s teaching was observed for two lesson hours (100 minutes). Three 

teachers’ interviews, lesson plans, personal statements, and fieldnotes from classroom observations were 

used to understand teachers’ professional identity.  

The interviews were audio-recorded and transcribed verbatim for analysis. Since the interviews were 

conducted in Turkish, the first author read through the interviews and translated important components 

to English. The interviews were analyzed through thematic analysis (Braun & Clarke, 2006). After 

reading the responses to the interview questions, the responses were categorized into themes of 

Wenger’s (1998) theory of learning including experience, practice, community, and belief. Table 3 

included sample codes, themes and excepts from the interviews. At the end, the case profiles were 

constructed by the first author to conduct a cross-case analysis to examine the similarities and 

differences across three teachers in the discussion part. 

To establish the ethical standards, the study was designed and conducted through receiving the approval 

of ethical committee of researcher’s university and Ministry of National Education (MoNE) to conduct 

interviews with in-service physics teachers and observe their classrooms. For trustworthiness of the 

research analysis, the author used triangulation techniques; the researcher collected data for the purpose 

of the study through various sources including interviews, lesson artifacts, observations, and written 

statements. The idea of member checking was used (Denzin & Lincoln, 2011); each participant was also 

asked to review the interpretations of the data. The author and a graduate student separately read through 

30% of the material and identified the connections between categories and codes to establish the 

interrater reliability. Both the author and graduate student coded the interviews and compared them to 

check the consistency. After establishing 70% agreement between the raters, disagreements were 

resolved through discussion.  

Findings 

Case-1: Ahmet 

Experience: Ahmet devoted himself to physics books to solve different types of questions and to help 

his students. He defined himself as a “question-bank” since he aimed to know all types of physics 

questions and answer them when students asked. He said, “When I first started teaching, I hesitated with 

students’ questions, and I was angry when I was not able to answer. This forced me to solve a lot of 

questions. I have been solving all questions for years.” He was question-oriented and collected many 

questions as a guide for students’ exam preparation. For his teaching, he said, “High school education 

in Turkey is very much affected by university preparation: the inability to do laboratories, the lessons 

are not based on the theory of the course, but always the preparation for university prevails. We must 

head there” (Interview, 2022/11/09). He emphasized that the curriculum might restrict teachers’ teaching 

or explanation of concepts, he preferred to focus on the details of the concepts. He defined himself as a 

disciplined person and stated, “It is not a discipline to make students afraid of me, but to help students 

be organized and study.” He added that students’ academic background, family status, and interest 

influenced their approach to physics discipline and stated, “Some students have high interest towards 

physics, they want to learn particles, quarks, they want to go to CERN. They want to talk to university 

professors. I need to support them to explore and learn and help me learn as well.” He supported and 

guided his students’ physics club activities as an after-class activity to make them engage in science.  

Practice: Ahmet’s teaching was content-oriented to help students solve problems. During the classroom 

observations, Ahmet was on board and talking to his students. Teaching resources were white board, 

smart board, and teachers’ personal teaching notes. The teacher explained the physics concepts by 

drawing figures on a white board and showing visuals and questions on a smart board. The teacher 

facilitated a triadic dialogue since he asked questions and after he received the responses from students, 

he evaluated and asked other questions. Typical classroom practices were based on questioning, short 

student responses and extended teacher explanations (Observation, 2022/11/18).  
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Community: Ahmet was the oldest and most respected teacher in his school community. He could 

organize students to work on physics problems and discuss scientific issues. However, he separated his 

teaching job from physicists work and stated, “Physicists study hard to explain nature, what is going on 

in space; but I am a teacher at school, and I cannot solve some hard questions in society” (Interview, 

2022/11/09).  Ahmet considered himself as a teacher at school, but he defined his job as separate from 

scientists’ work. He said, “I am a standard teacher. I show my visual ability in painting, not in science.” 

He emphasized that he did not have a science-related community after school, but he spent time on 

drawing and painting physical figures. His classroom community lacked the characteristics of dialogic 

discourse or active learning since the lessons involved the introduction of formulas, drawing graphical 

representations, and direct teacher explanations with short student responses. The teacher’s traditional 

instruction was related to his emphasis on standard instructional practices to transfer knowledge that 

linked to teacher’s teacher identity.  

Belief: Ahmet valued having interest and curiosity to develop scientific knowledge. His approach to 

science-related activities was limited to traditional books. He defined, “Books include accepted and 

validated information, whereas students easily believe what is said on YouTube videos” (Interview, 

2022/11/09). He emphasized that students could learn through reaching validated information and 

memorizing accumulated facts. His beliefs about teaching and learning physics aimed to develop good 

content knowledge through memorization and solving many questions.  

Case-2: Mehmet 

Experience: Mehmet’s experiences as a male physics student had impact on his career choice. Mehmet 

had negative experiences with a male physics teacher in his high school and stated, “When I saw that 

strict man was behaving badly to students who could not answer physics questions, I decided to be a 

physics teacher, but not like him” (Interview, 2022/10/26). His emotional experience enhanced his 

interest to become a physics teacher. His university professors were also male, and he could develop 

good content knowledge in their classes, whereas attending pedagogy classes were not helpful to learn 

how to teach physics. He stated, “There is a problem that physics is taught as the final product of 

scientific studies, and it is easy to develop alternative conceptions in this way.” Mehmet commented on 

the limitations of teaching physics practices to approach all students as equal, so he aimed to change and 

develop his practices through attending professional development programs and learning how to prepare 

good curriculum materials. 

Practice: Mehmet’s classroom instruction was discussion oriented. Mehmet was walking around 

students’ desks while asking questions to observe what students were doing. Mehmet’s facilitation of 

the discussion started with an open-ended question to explore sets of students’ ideas. Students were also 

asking questions and making extensive explanations to elaborate on each other’s responses. Mehmet 

continued asking conceptual and open-ended questions without providing direct responses (Observation, 

2022/11/01). The explanations included examples from real-life events and everyday use of physics 

concepts. The main element of the lesson was students’ responses and teacher guidance to dialogic 

interaction. White board, smart board, and any book was not used during the lesson. Although some 

materials were utilized to make demonstrations, no experimental work was included in his lessons.  

Community: Mehmet was known as a project-person among science teachers including biology and 

chemistry teachers to design and enact science projects within their school context. He stated, “We do 

not have an interdisciplinary curriculum, we are teaching physics without any context. We need to 

combine science lessons, chemistry, biology, physics, even mathematics to teach concepts. Since we 

cannot do everything in the classroom, I organize projects with other science teachers to teach physics. 

I should teach physics within a social science class as well” (Interview, 2022/10/26). He argued that a 

physics teacher had an important role in students’ lives to make them understand their nature and 

develop analytical thinking skills. He aimed to create a classroom and school environment to motivate 

and enhance students’ interest in everyday physics through data collection, analysis, and explanation. 

This was also reflected in his classroom community since he aimed to enhance student voice with less 

teacher talk. Moreover, he emphasized the role of parents in the development of scientific literacy in 

society. He said, “Parents need to have advanced scientific literacy to support their students’ 



Şengül 

514 

 

development as a science person.” Mehmet’s communicative interactions with colleagues and his 

students supported him to develop a science community at his school.  

Belief: Mehmet valued nature in science. He thought that teaching physics should involve making 

natural observations, measurements, and connections to daily life. He believed that these teaching 

strategies could create a disequilibrium in students’ thinking to repeat their data collection methods. In 

addition, he defined science as universal and stated, “Science is not related to ethical, social, cultural, 

and religious values that could be dogmatic. Socio-cultural values prevent scientific thinking. Politics 

cannot be integrated within science since the atomic bomb was a political decision. It serves for financial 

assets” (Interview, 2022/10/26). He thought that scientific products were consumed and used for 

financial purposes, but his students should learn how to do science for the benefits of the society.  

Case-3: Mustafa 

Experience: Mustafa described himself as a competent physics student in high school and college years 

since he completed the physics department as the first rank student. He said, “I believe physics requires 

questioning. When we think what, how, and why questions, we can do the rest of it with mathematics” 

(Interview, 2022/11/07). He thought that being a physics teacher was the most appropriate occupation 

for him since he liked talking about physics. He aimed to attend a graduate school to complete a master 

program in physics, but he could not continue due to some problems. He said, “I was successful in the 

graduate school exam, but there were political issues at the universities in 1990s, so I left and continued 

teaching physics at public schools.” He worked in different schools with diverse student profiles 

including religion-based schools, middle schools, rural schools, and technical high schools. He said, “In 

most schools, physics is considered as a difficult and unachievable subject; students have a lot of bias 

towards physics. I think most students in the past -when I was a student- were more ambitious to study 

physics, but now students tend to choose social sciences. Some students graduate without solving a 

physics problem.” He emphasized that students had low math skills to achieve in physics, but if students 

had math skills, they tended to study for the exam instead of developing scientific thinking skills. He 

thought that doing physics experiments was an important component of physics learning to help students 

learn by doing. He said, “In 2012, the curriculum changed, and we were asked to teach physics through 

activities. I had tried to teach through experiments for two months by showing the experiments and 

asking students to answer the questions. There was a lack of equipment to conduct different experiments 

with all students.” Therefore, the teacher preferred to use modelling and virtual simulations during the 

instruction.   

Practice: Mustafa taught physics lessons through lecturing without integrating experimental work. He 

said, “I am not preparing a lesson plan, but I prepared a smart notebook to give my students to follow 

during the lesson. Students are not able to take good lecture notes. I ask them to write the definitions, 

draw figures and solve questions in this notebook. I give homework on this notebook” (Observation, 

2022/11/07). The teacher preferred using the question-answer method about the topic to ask questions, 

receive responses from a few students, and then, ask students to complete the questions on the notebook. 

The teacher’s questions were generally in the knowledge, understanding, and application level. The 

teacher asked students to solve questions using the formulas.  Students needed to listen to the teacher’s 

explanations while answering the questions. For example, he integrated simulations and visual materials 

such as pictures or videos via smart board. He also used the white board to write explanations and draw 

figures, but he was not making extensive explanations. He said, “I am not an authoritarian teacher, I 

give the information that they need to use and work on it.” The teacher said that he aimed to manage 

classroom instruction through a smart notebook and needed more student participation for effective 

lessons.  

Community: Mustafa was known as the expert physics teacher among his colleagues at his school. 

However, Mustafa indicated that parents could sometimes complain about his teaching style. He stated, 

“Parents come and talk to me and ask me to prepare students for the exam without solving complex 

physics problems” (Interview, 2022/11/07). He thought that parents prevented him from giving effective 

physics lectures in class. He indicated that physics was not only in the classroom, but students also 

needed to observe real-life physical events and out-of-school science activities to understand what and 

how something was happening. Thus, his communicative interactions in his classroom were also limited 
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to smart notebook to cover the content and solve sample questions since he aimed not to exceed the 

students’ and parents’ expectations for exam preparation. 

Belief: Mustafa defined science as subject to change by making observations of physical and social 

events and collecting multiple data. He thought that he collected a lot of data about students’ learning, 

and current curriculum and instructional materials forced teachers to teach for memorization without 

addressing students’ learning needs. He added, “Students should deal with how and why questions and 

apply theories through active participation rather than being passive observers” (Interview, 2022/11/07). 

He indicated that physics lessons should be taught in laboratories with sufficient equipment for all 

students. Mustafa defined physics as a dominant positive science and universal that scientific truths 

could change the social and cultural values to develop systematic thinking.  

Discussion, Conclusion, and Suggestions 

These three physics teachers’ professional identities were analyzed through Wenger’s (1998) identity 

framework considering teachers’ experiences, practices, community relations, and orientations to 

science. The study aimed to explore the following research question: What are the characteristics of 

professional identity for experienced physics teachers? How do these characteristics influence physics 

teachers’ professional identity? 

The results showed that participating experienced teachers had developed different professional 

identities: question-oriented (Ahmet), project-oriented (Mehmet), and lecture-oriented (Mustafa) 

teacher identities. Question-oriented teacher identity was aligned with his practices in the classroom and 

his beliefs about science as accumulated information. Project-oriented teacher identity aimed to 

collaborate with other teachers on science projects to enhance student participation; he was more 

student-oriented to increase students’ voice in science classrooms. He tended to develop new assessment 

materials through attending professional development programs. He believed that scientific knowledge 

had been approached as a financial asset rather than developing scientific literacy, so he aimed to 

enhance students’ interest towards science. Lecture-oriented teacher identity was more lecture-oriented 

to manage the classroom instruction according to students’ and parents’ expectations. His beliefs 

challenged with his practices since he thought that physics should have been taught through 

experimentation and application. These results showed that although these teachers were aware of 

reform-minded teaching characteristics, only project-oriented teacher identity facilitated dialogic 

discourse in the classroom to promote student participation. Question-oriented and lecture-oriented 

teachers preferred to create a teacher-centered classroom, whereas question-oriented teacher was more 

disciplined in establishing rules, and lecture-oriented teacher aimed to manage the classroom instruction 

through science notebook. Project-based teacher attended several professional development programs 

to learn new educational innovations, question-oriented teacher solved and prepared physics questions 

for this teaching, and lecture-oriented teacher planned his teaching according to expectations for exam 

preparation. Like Helms (1998) suggested that these participants defined their positionality as physics 

teachers referring to their personal characteristics, other’s expectations, and their interest towards 

science projects. These results suggested how teacher development for reform-based instruction was 

crucial for promoting active learning and for reform-oriented professional teacher identity.  

Beauchamp and Thomas (2009) suggested that teacher identity starts to develop in the teacher education 

program and enhances through being aware of the innovations and understanding their implications for 

effective teaching and learning. Question-oriented and lecture-oriented teachers continued teaching in 

the traditional format or enacting teacher-oriented identity after graduating from the teacher education 

program, but project-oriented teacher valued and taught through discourse that attributed him a more 

student-oriented teacher identity through his learning of innovative strategies. These teachers attended 

similar teacher-education programs: they took core physics courses and pedagogy courses to receive a 

teaching certificate. Since their teacher education programs were content-focused, their identity was 

shaped by their experiences, communicative interactions, social and physical or school-based factors. 

For example, question-oriented teacher identity was known as a disciplined elderly teacher, so his 

lessons focused on solving questions in a silent way, and his students tended to listen to his suggestions. 

Lecture-oriented teacher was influenced by the pressure of parents to teach for the exam. Project-based 

teacher was more social in his school to design and conduct science projects to communicate with 

students and other teachers. This teacher’s interest in becoming an active teacher led him to attend 
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courses and seminars in universities. This finding is related to previous studies that it was possible to 

support and promote experienced teacher learning to become a reform-minded teacher (Madden & 

Wiebe, 2015). The K-12 Framework in Science Education also suggests continuous professional 

development of pre-service and in-service science teachers on scientific practices and nature of science 

(Avraamidou, 2014; NRC, 2012). Avraamidou (2014) suggested that longitudinal data collection on a 

pre-service science teacher’s identity could provide the process of development of reform-minded 

identity in later years. This argument is also relevant for in-service science teachers. For example, in the 

current study, only project-oriented teacher identity had opportunities to join seminars and professional 

development programs to prepare lesson materials. Question-oriented and lecture-oriented teacher 

identities were isolated and strived for self-development. This conclusion showed that these teachers did 

not have a chance to attend a professional development program either in early or late years of their 

teacher work. These results suggested that physics teachers’ development should start in early stages 

while they were pre-service teachers and continue towards beginning and experienced years in a 

collaborative process with other teachers and teacher education programs. Our results showed that we 

need further research to explore how longitudinal professional development programs on reform-based 

instruction can support in-service physics teachers to develop identities aligned with reform suggestions. 

These three case studies indicated that experienced teachers had worked in different teaching and 

learning contexts, and they had different interactions within school contexts. Teachers’ experiences 

showed how their identity was shaped via their interactions. Ahmet, as a question-oriented teacher was 

the most respected teacher among his colleagues and students, he had positive relationships with his 

students since he supported their interest in science in the physics club. However, Mustafa as a lecture-

oriented teacher had negative relationships with parents and students, so he limited his teaching to cover 

the content. Mehmet as a project-oriented teacher had positive interactions with students, other teachers, 

and outside of the school context on science related issues and courses. Project-oriented teacher had a 

negative experience with a male physics teacher who undervalued learners’ ability to do science, so he 

aimed to be a responsive teacher for students’ needs. Among these teachers, lecture-oriented teacher had 

more emotional responses to the reactions of others’ (such as parents) responses which could contribute 

to his identity development. These results suggested that in-service physics teachers needed to 

communicate with other teachers and university professors to design and enact lessons through 

constructivist pedagogy and to eliminate bias and emotional reactions towards their work (Sutherland et 

al., 2010; Yuan & Lee, 2016). These interactions can also enhance the equity considerations in teaching 

and learning science to promote the participation of both female and male learners in physics (Vareles 

et al., 2022). Project-oriented teacher’s reaction to a bad behavior of a male teacher helped him develop 

culturally relevant strategies to access his students and enhance their participation (Rodriguez & 

Navarro-Camacho, 2023). 

Two teachers’ beliefs were related to their practices, only one teacher’s beliefs were not in alignment. 

Question-oriented teacher thought that scientific knowledge was accumulation of validated information 

and learning occurred through memorization of facts. He taught through triadic dialogue in a teacher-

centered format. Project-oriented teacher identity believed that scientific knowledge developed through 

observations and measurements and required application for data collection and analysis. He aimed to 

teach through student-oriented instruction. However, lecture-oriented teacher identity believed that 

learning occurred through observation and application and active involvement, and he taught physics 

through lecturing. Menon (2020) found that teachers’ beliefs and experiences were connected to their 

identity. However, in our study teachers’ meaning of self may be related to or differ from their beliefs 

or practices. For example, question-oriented and project-oriented teacher identities were contributor of 

their classroom practice and community interactions, whereas lecture-oriented teacher identity was 

connected to others’ expectations. 

This study provided a perspective to understand experienced physics teachers’ professional identities. 

The study was limited to three cases to collect data though a face-to-face interview and classroom 

observation.These results helped us conceptualize how experienced physics teachers see themselves and 

how they were viewed by others; we were able to understand these teachers’ experiences, beliefs, 

practices, and communicative interactions. There were both agreements and disagreements on how 

teachers defined their work and their interactions, their beliefs, and practices. The study showed the 
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need to focus on development of teacher identity through mentoring. Future studies should focus on in-

service physics or science teacher’s identity development through longitudinal studies to understand 

their interactions with students, other teachers, parents as well as in- and out-of-school activities to 

support teacher learning through reform-based instruction.  
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Abstract 

In this study, it was aimed to determine the impact of using digital stories in teaching proverbs and 

idioms to primary school students. In the study, a pretest-posttest quasi-experimental research design 

with a control group was preferred. The sample of the study was created by 86 second-grade students 

who studied in a primary school in the Erzurum province in the 2021-2022 academic year. The semi-

experimental process was completed in a total of 5 weeks with a 3-week teaching program and 2-week 

test application. During this time, the experiment group was taught proverbs and idioms through 

digital stories. The control group was taught with the traditional straight narrative. The study data were 

collected using the “Family and Child Information Form”, in which the demographics of the students 

were included, and the “Proverb and Idioms Success Test”, which was developed by the researcher. 

The data were analyzed using SPSS 22.0, and G-power 3.1 statistical package programs. Analysis was 

done using power analysis, descriptive statistics, dependent sample t-test, independent sample t-test, 

chi-square test, and Kuder-Richardson’s-20 test. In the study, it was determined that there was a 

significant increase in the course of the experiment group between Proverbs and Idioms Success Test 

scores of students in the experiment and control group following the application of digital story-based 

proverbs and idioms teaching. According to the results of the research, the use of digital stories in the 

teaching of proverbs and idioms was found to provide students with a better learning and 

understanding of the subject. 
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Introduction 
Language is considered the fundamental tool of communication, and as such, its importance in 

education is crucial for the sustenance and continuity of life. These structures, which can be 

approached both in written and visual forms, have played a role in education as both a means and an 

end due to their contained elements. Language, which carries influences from the lives of societies, 

increases its significance proportionally when used correctly in its content. Idioms and proverbs, 

recognized as traces of experience, serve as fundamental elements for the linguistic transmission of a 

culture. Hence, idioms and proverbs play a pioneering role in the transmission of cultural heritage, 

along with the proper usage of language, and are vital points that need meticulous attention within 

educational processes.  

Language, having existed simultaneously with the history of humanity, is the most essential element 

that has played a fundamental role in the transmission of communication and culture. The sharing 

and accurate transmission of culture depend on preserving and comprehending language to ensure the 

continuation of national culture across generations. Idioms and proverbs represent the richest cultural 

elements contained within language (Kaban & Bulut, 2020, p. 2686; Özerbaş & Öztürk, 2017, p. 

102). 

Among the most identifiable recurrent expressions are proverbs and their closely associated idioms. 

Centuries of paremiological study have underscored their significance within language and culture, 

demonstrating their widespread popularity among various cultural traditions (Davis, 2021). Proverbs 

are words that stem from the thoughts of a nation as a result of the experiences and observations 

experienced by the large communities in it during the historical process, and are made public because 

the narrator is not remembered, and have taken the form of sentences with structural judgment 

(Kaban & Bulut, 2020, p. 2686). Idioms, however, are concise, short, and formulaic expressions of 

the language spoken by a community and convey many material and spiritual cultural elements of 

that society, e.g., customs, beliefs, traditions, way of living, and way of thinking (Bulut, 2013, p. 569; 

Kaban & Bulut, 2020, p. 2688). As the most important building blocks of vocabulary, proverbs, and 

idioms can express a lot with few words and convey the past and experiences, making them 

important in education. When people use language, they often utilize words or expressions that may 

not have a direct literal meaning. Proverbs and idioms are terms designated for these expressions. 

Language acquisition can occur through various sources such as movies, cartoons, textbooks, and 

stories. Among these, stories are the most common medium through which children encounter these 

linguistic phenomena (Sayekti, 2023). To employ proverbs and idioms in education, it is required to 

provide students with settings that are more understandable and suitable for experience because of 

their abstract structure, and stories used from the past to provide these settings (Özerbaş & Öztürk, 

2017, p. 103). 

Because stories provide students with creative thinking skills and imagination, it will be productive 

to teach the advice and lessons learned as a result of past events with proverbs idioms, and stories 

(Bayrak & Şahin, 2019, p. 46). Digital applications enable students to be more active and employ 

visual/auditory/tactile senses and alternative education opportunities. The digital story, which is 

frequently used in education among digital applications, has the advantages of interacting, especially 

on abstract subjects, visualizing the narrative, and making learning easier. Additionally, the 

utilization of these elements in education is justified by their capacity to create imaginative elements 

and metaphorical structures that appeal to the senses, their ease of application, and their economical 

nature. (Ciğerci & Gültekin, 2019, p. 47). 

Varışoğlu, Şeref, Yılmaz and Gedik (2014) stated in his study conducted on proverbs and idioms, 

which are so important to teach, that they were language products that had rich expression content 

that showed the culture and philosophy of the society, combined the past and the present, 

strengthened the expression and made the expression interesting. These products also enable the 

person to express himself/herself adequately in written and oral form in teaching Turkish, and they 

aim to employ the beauty and elegance of the language economically, correctly, and effectively. 

When the Turkish course curricula are evaluated, there must be an effective teaching approach that is 

far from the traditional education approach and rather than plain expression to achieve the purpose of 
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teaching proverbs and idioms in the acquisition of the field of vocabulary. The fact that their 

metaphorical structures and sources are based on the past makes it difficult for today's students to 

properly perceive proverbs and idioms. So much so that the comprehension of the meaning of 

proverbs and idioms in the teaching process, their permanence, and reflection on language use cannot 

be achieved at the targeted level (MEB, 2019, p. 8). 

Achieving the targeted acquisitions in teaching proverbs and idioms is possible with educational 

practices that focus on the student and are designed in this respect. In our present day, thinking that 

primary school students are considered the Z-Generation and live in the age of technology, it is 

inevitable to structure the teaching process with digital education technologies and settings in 

teaching a meaning-based subject e.g., proverbs and idioms (Kaban & Bulut, 2020). 

A digital story is among the digital education technologies that are effective, economical, easy to 

employ and widespread and have high student readiness. Visualizing the metaphorical aspect of 

proverbs and idioms and facilitating their learning in this way are the most advantageous aspects of 

the digital story. Also, the origin stories of proverbs and idioms can be presented to the student with a 

visual expression appropriate to their level with this technology (Duran & Ertan Özen, 2017). 

Providing the teaching of proverbs and idioms, which have an important place in language and 

culture education, with digital stories will contribute to education in terms of their compliance with 

the requirements of the age and the efficiency of education. 

In this regard, the study aimed to investigate the impact of using digital storytelling in teaching 

proverbs and idioms to primary school students. Accordingly, three research problems were 

formulated. The study sought answers to the following research questions: 

1. Is there a significant difference between the pre-test and post-test scores of the students in the 

experimental group for which digital story-based proverb and idiom teaching were used? 

2. Is there a significant difference between the pre-test and post-test scores of the students in the 

control group for which teaching based on the Turkish Course Curriculum was used? 

3.  Is there a significant difference in terms of post-test scores between the students in the 

experimental group for which digital story-based proverb and idiom teaching were applied, 

and the students in the control group for which teaching based on the Turkish Course 

Curriculum was applied? 

Method 
The study had a quasi-experimental study with a pretest-posttest control group within the scope of 

quantitative study methods. Experimental studies aim to test the effect of the differences created by the 

researcher on the dependent variable (Büyüköztürk, Kılıç Çakmak, Akgün, Karadeniz & Demirel, 

2018, p. 195). A pre-test was first applied to the entire sample group in the quasi-experimental study 

model and the application whose effect is examined is presented to the experimental group. No 

additional application was performed in the control group. Finally, the entire sample group was 

subjected to a post-test and the study was terminated (Coştu & Ünal, 2007, p. 199). 

During the study process, the teaching of proverbs and idioms was performed by the researcher by 

using “digital stories” for the students in the experimental group. Proverbs and idioms were explained 

to the students in the control group by the researcher using a direct narrative method to the students in 

the control group, digital stories were not used. The pre-test applied to both groups at the beginning of 

the study process was applied as the post-test after the digital story-based teaching was completed. 

Study Group 
The study was conducted in the school where the researcher worked as a classroom teacher, using the 

convenience sampling method, which enabled data collection quickly and economically (Cohen, 

1988). The population of the study consisted of second-grade students who were studying in the 2021-

2022 academic year. The sample consisted of second-grade students studying at a primary school 

during the 2021-2022 academic year.  

Analysis was performed in the G*Power 3.1 program to determine the sample size, a sample of 74 

people was preferred with a 95% confidence interval, 5% margin of error, 0.85 effect size (Faul, 

Erdfelder, Lang & Buchner, 2007), and a 95% ability to represent the population. As a result, the study 
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was conducted with a total of 86 students, 43 experimental + 43 control, with approximately 14% 

reserve. 

When demographic characteristics were examined, it was found that 65.1% of the experimental group 

was female, 53.5% of the mothers had a bachelor's degree, and 65.1% of the fathers had a bachelor's 

degree. It was found that 51.2% of the control group were female students, 58.1% had mothers with 

bachelor's degrees, and 48.8% had fathers with bachelor's degrees.  

The demographic characteristics of the experimental and control groups and the dependent variable of 

the study were evaluated in the study with the Proverbs and Idioms Achievement Test and compared 

according to the pre-test scores. It was found that there was no significant difference between the 

groups and that the groups had similar characteristics (p>0.05). 

Data Collection Tools 
The “Family and Child Information Form” and “Proverbs and Idioms Achievement Test” were used as 

the data collection tools in this study. 

Family and Child Information Form 
The relevant form consisted of 5 questions about the demographic characteristics of the mother/father 

(age, education level) and the student (gender). 

Proverbs and Idioms Achievement Test 
This test, which consisted of 12 questions in total, was based on the list of proverbs and idioms that 

emerged as a result of the researcher's review of the Turkish Textbook and the 2nd Grade Study 

Questions book recommended by the Ministry of National Education to be used in Turkish Course s 

with the approval of the Board of Education in the 2021-2022 academic year. The test was submitted to 

the opinion of 44 primary school teachers in Turkey with an online form prepared by the researcher. 

Proverbs and idioms were evaluated by the teachers in terms of suitability for students' language and 

education levels, frequency of usage, and control of the curriculum. After the evaluations, and after the 

selection of the 3 proverbs and 3 idioms that received the most votes, a 12-question multiple-choice 

achievement test that included these proverbs and idioms was prepared by the researcher. The questions 

were also evaluated in terms of intelligibility, grammar, relevance to the curriculum, and the final 

version of the test was given according to expert opinions with the feedback received from four faculty 

members from the field of education as experts. The KR-20 value for the reliability of the achievement 

test was found as 0.71 (in the experimental group) and 0.85 (in the control group). A one-question 

sample of the achievement test used in the study is given below: 

 “Which of the following stories can be associated with the proverb "A liar's candle burns until 

the end of time"? 

A) Snow White and the Seven Dwarfs 

B) The False Shepherd 

C) Country Mouse and City Mouse” 

Implementation Process of the Study 
The study was conducted with 2nd-grade students who were studying in a primary school in the 

Palandöken district of Erzurum in the 2021-2022 academic year. The questionnaires were applied face 

to face to the students in the experimental and control groups as pre-test and post-test. The Child 

Information Form was answered by the families of the students who participated in the study. Before 

starting the quasi-experimental study, the “Proverb and Idiom Achievement Test” was applied to the 

experimental and control groups. The scores obtained in this step were recorded as the pre-test scores of 

the students in the experimental and control groups. 

The study was conducted in a total of 24 lesson hours for 3 weeks in the form of teaching two lessons 

every week, depending on the curriculum of the classes and the routines of the teachers to process the 

curriculum. The lessons of the experimental and control groups were conducted by the researcher. The 

researcher introduced proverbs and idioms directly to the control group, while utilizing digital stories 

prepared by the researcher for the experimental group, depicting the origin and meaning of these 

proverbs and idioms. To achieve this, six distinct digital stories were created using diverse digital 

storytelling applications. These stories were designed based on the incorporation of idioms and 
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proverbs found in the 2nd-grade curriculum books specified by the Ministry of National Education. 

Digital story texts were taken from the story books approved by the R.T. Ministry of Culture and 

Tourism and with the International Control Book Number (ISBN) and found in line with the expert 

opinions. Attention was paid to integrating the texts with digital story technology, being understandable 

according to the level, and having the required characteristics in terms of text structure. In designing 

digital stories used as course material, images that were suitable for the selected texts were provided by 

the researcher, taking into account copyright concerns. Missing or faulty points in the pictures and 

videos in the book were corrected by making the final controls of the visuals, voice recordings, 

multimedia materials, and all the final controls placed in the stories by the consultant, designer, and 

researcher. Expert opinions were sought to analyze the story texts and digital stories, and the texts and 

digital stories were finalized in line with their opinions. An example of a digital story used in the study 

along with its visuals is provided below: 

Idiom: Letting The Goats Escape 

URL Address of The Digital Story: https://www.storyjumper.com/book/read/122924502 

Origin Story of The Idiom: 

One day, a shepherd was grazing his goat flock in the mountains. He got sleepy in the 

noonday heat. He let the goats loose and lay down under the shade of a tree to take a nap. When the 

shepherd woke up, what did he see? The goats were nowhere in sight! He thoroughly searched the 

surroundings but couldn't find the goats. 

'Oh no,' he said, 'What will I tell the owner of the flock? My goodness! Where could an entire 

herd go, and how could they disappear?' 

The bewildered shepherd continued searching for his goats. Eventually, the goats, feeling both 

overheated and thirsty, all together went to a nearby cave where nobody was aware of their presence 

yet. 

Running here and there, the shepherd lamented, 'I couldn't fulfill my duty as a shepherd. I let 

the goats escape.' 

In this state, he hastened to the village. He began muttering to anyone who came before him, 'I 

let the goats escape, what will I do now?' 

The villagers, curious, went up the mountain to search for the goats. Meanwhile, the goats, 

after quenching their thirst and cooling off from the small pools inside the cave, came out and started 

grazing where the shepherd had left them. The villagers were astonished when they found the herd 

safe and sound. They counted one by one, and all were there. In this situation, they believed the poor 

shepherd had gone mad. They handed over the goat herd to another shepherd. But after a few days, 

the same thing happened to the new shepherd. He, too, ran to the village exclaiming, 'I let the goats 

escape.' Then, a wise shepherd emerged, found the cave, and the truth was revealed." (Gündüzalp, 

2016, p. 23). 

 

                                                  
 

        

Figure 1: Some Images Used in the Digital Story of the “Letting The Goats Escape Idiom” 
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The digital stories were presented to the students on the smart boards in the classrooms in the quasi-

experimental application. During the application process of the study, the lesson plans were prepared by 

considering the Turkish Course plans of the 2nd grade of primary school. 

Data Analysis 

The analysis of the data obtained from the “Proverb and Idiom Achievement Test” and the “Child 

Information Form”, which were used as pre-test and post-test, was made using statistical package 

programs in the study. Power analysis was performed in the G-power program to determine the 

sample. The SPSS 22.0 program was used for other statistical evaluations. Firstly, the normal 

distribution of the data was evaluated with skewness and kurtosis coefficients, and the range of +2 and 

-2 was used as the limit value (George & Mallery, 2019). Reliability analyses of the measurement 

tools were made by using Kuder-Richardson's Formula (KR-20). It is recommended that the KR-20 

reliability approach be used in measurement tools whose answers are characterized in the form of 

“correct/incorrect” and only correct answers are scored. A KR-20 reliability coefficient of 0.70 and 

above is considered adequate for the reliability of the measurement tool (Can, 2018, p. 388; 

Büyüköztürk et al., 2018, p. 183). The demographic characteristics of the students in the experimental 

and control groups were compared by using the Chi-Square and Independent Samples t-test. The 

Dependent Groups t-test was used to compare the pre-test and post-test scores of the students in the 

experimental and control groups. The Independent Groups t-test was used for the comparisons 

between the groups. The effect size of the significant differences found as a result of the test was 

evaluated with Cohen's d Analysis, which is the effect size coefficient obtained when continuous data 

is used and differences between means are found. The d coefficient, which can take any value, is 

considered a small effect power with a value of 0.2, a moderate effect power of 0.5, and a large effect 

power of 0.8 (Cohen, 1988; Karagöz, 2019, p. 1245). 

Findings 

The pre-test mean scores of the experimental and control groups were compared in the first step of the 

study with the Independent Groups t-Test. The pre-test-post-test scores of the groups were compared 

regarding the sub-problems of the study. The findings obtained according to the research questions are 

given below. 

Is there a significant difference in terms of pre-test scores between the students in the 

experimental group where digital story-based proverb and idiom teaching was applied and the 

students in the control group where teaching based on the Turkish Course Curriculum was 

applied?  

Before the digital story application, the Proverb and Idioms Achievement Test-pretest mean score of 

the students in the control group (   9.23, SD 2.61) was found to be higher than the mean score of the 

students in the experimental group (   8.41, SD 1.60) (Table 1).  o statistically significant 

differences were detected between the Proverb and Idioms Achievement Test pre-test total score 

averages of the groups (t(84)=-1.738, p=0.086). In this respect, the experimental and control groups 

were equivalent to each other in terms of the Proverbs and Idioms Achievement Test pre-test scores. 

Table 1. 

The Comparison of Proverbs and İdioms Achievement Test-Pretest Scores of The Experimental and 

Control Groups 

Variable Group N    SD df t p 

Proverbs and Idioms 

Success 

Test (Pre-test) 

Experimental 43 8.41 1.60 

84 -1.738 0.086 
Control 43 9.23 2.61 

 

Is there a significant difference in terms of pre-test and post-test scores between the students in 

the experimental group where digital story-based proverb and idiom teaching was applied and 

the students in the control group where teaching based on the Turkish Course Curriculum was 

applied?  
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Proverbs and Idioms Achievement Test post-test mean score (    10.65, SD  1.46) of the students was 

higher in the experimental group than the pre-test mean score (   8.41, SD 1.60). According to the 

results of the dependent group t-test that was performed in the experimental group, it was found that 

the mean score (   -2.24) and standard deviation (SD=1.36) of the students increased at statistically 

significant levels after teaching digital story-based proverbs and idioms (t (42)=-10.765, p=0.000) 

(Table 2). The effect size that was calculated as a result of the test (d=-1.6) showed that this increase 

was at a very high level. In this respect, it was found that teaching digital story-based proverbs and 

idioms had a wide impact on students' understanding of proverbs and idioms. 

Table 2. 

The Dependent Sample T-Test Results Regarding The Proverbs and İdioms Achievement Test Pretest-

Posttest Scores of The Experimental Group 

Proverbs and Idioms  

Achievement Test  
N    SD df t p d 

Pre-test-Post-test 43 -2.24 1.36 42 -10.765 0.000 -1.6 

 

Is there a significant difference between the pre-test and post-test results of the control group 

students, to whom the instruction based on the Turkish Course Curriculum was applied, 

regarding the proverb and idiom teaching activities? 

Proverbs and Idioms Achievement Test post-test mean score (    9.41, SD  2.38) of the students in 

the control group was found to be higher than the pre-test mean score (   9.23, SD 2.61). According 

to the results of the dependent group t-test performed in the control group. After the narration, the 

mean score (   -1.10) and standard deviation (SD=0.17) of the students increased (t(42)=-1.112, 

p=0.272); however, it was found that this increase was not statistically significant (Table 3). 

Table 3. 

The Dependent Samples t-Test Results of the Control Group's Proverbs and Idioms Achievement Test 

Pre-Test-Post-Test Scores 

Proverbs and Idioms  

Achievement Test  
N    SD df t p d 

Pre-test-Post-test 43 -1.10 0.17 42 -1.112 0.272 - 

 

Is there a significant difference in terms of post-test scores between the students in the 

experimental group where digital story-based proverb and idiom teaching was applied and the 

students in the control group where teaching based on the Turkish Course Curriculum was 

applied?  

Proverbs and Idioms Achievement Test-posttest score average was found to be    10.65, SD 1.46 for 

the students in the experimental group after the digital story application, and as    9.41, SD 2.38 for 

the students in the control group after the direct narration method (Table 4). It was found that the post-

test mean score of the students in the experimental group was higher than the students in the control 

group. A statistically significant difference was detected between the Proverbs and Idioms 

Achievement Test post-test mean scores of the two groups (t(84)=2.891, p=0.005). The effect size 

(d=0.6) calculated as a result of the test showed that this increase was moderate. In this respect, it was 

found that digital story-based proverb and idiom teaching had a moderately significant effect on 

students' level of understanding of proverbs and idioms compared to the plain expression method. 
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Table 4. 

The Comparison of Proverbs and Idioms Achievement Test-Post-Test Scores of Experimental and 

Control Groups 

Variable Group N    SD df t p d 

Proverb and 

Idioms Success 

Test (Post-test) 

Experiment  

Experimental 43 10.65 1.46 

84 2.891 0.005 0.6 
Control 43 9.41 2.38 

Considering the results of the use of digital stories in the teaching of proverbs and idioms, it was found 

that the average score of the students in the experimental group increased at significant levels (t (42)=-

10.765, p=0.000) and this increase had a great effect (d=1.6). It was also found that the post-test scores 

of the students in the experimental group to which the digital story application was used were higher at 

significant levels than the post-test scores of the students in the control group who had direct narration 

(t(84)=2.891, p=0.005) and this difference had a moderate effect (d=0.6). 

Results and Discussion 
In the present study, the effects of digital story-based proverbs and idiom teaching on the 

success of second-grade primary school students in making sense of proverbs and idioms were 

examined. The results can be listed as follows. It was found after the digital story-based proverb and 

idiom teaching that the post-test scores of the Proverb and Idioms Achievement Test of the 

experimental group were at significant levels higher than the control group, which shows that digital 

story-based teaching has positive effects on student success in understanding proverbs and idioms. 

Statistically, this effect was evaluated as moderate level. Also, it was found that the post-test scores of 

the experimental group were at significant levels higher than the pre-test scores, and digital story-

based proverb and idiom teaching had a wide impact on the student's level of understanding proverbs 

and idioms. Based on this, it was found that the positive effect of digital story-based proverb and 

idiom teaching studies on student teaching continues in the group. 

According to the results of the present study, it was found that the use of digital stories in 

teaching proverbs and idioms enabled students to learn and understand the subjects better. It is aimed 

during the education process to raise individuals who have the competencies of the age. In this 

context, the use of digital story applications that include virtual elements, augmented reality, and 

multimedia applications in educational processes is gaining importance with each passing day (Dolan 

& Aydın, 2020; Özerbaş & Öztürk, 2017). Although there are no studies in the literature in which 

digital story-based applications are used in teaching proverbs and idioms, it was found that there are 

studies that examined the effects of different applications. One study examined the effects of 

augmented reality applied to 2nd-grade primary school students on their idiom learning levels. As a 

result of the study, which was conducted with an experimental model with 29 students, it was reported 

that augmented reality had a significant effect on teaching idioms (Şahin, 2019). It was found in the 

study conducted by Kaban and Bulut (2020) that teaching proverbs and idioms to preschool students 

with multimedia materials enabled them to understand and learn proverbs and idioms better. In the 

study that was conducted in 2017 by Khonbi and Sadeghi, who reported that idioms are important 

parts of communication and have an important place in foreign language education, the instructional 

effects of idiom teaching on students' idiomatic competence in four modes (short film clip, sentence 

use, definition, and role-playing) were examined. Researchers, who found that teaching methods 

played important roles in learning idioms, said that the order of effectiveness was first role-playing, 

then movie, sentence, and definition (Khonbi & Sadeghi, 2017). As a result of the literature review, it 

can be argued that technology is among the most important elements in increasing the efficiency of 

education and that it must be used as qualified teaching material in concretizing abstract subjects in 

language skills courses. The study, however, reached parallel results with the literature data by 

presenting an experimental study that provided the intelligibility required by proverbs and idioms with 

the digital story method. When it is considered that the abstract and metaphorical meanings of 

proverbs and idioms make it difficult to employ correctly and actively at the level of primary school 

students, the study provided reliable results with various analyses by combining the teaching of 
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proverbs and idioms with the application of digital stories to program creators, practitioners in 

education and scientific settings. 

There is a limited number of studies in the literature regarding teaching proverbs and idioms that 

examined the effects of technological applications, as well as the examination of different methods and 

techniques. In this context, it was reported in the study conducted by Özbay and Akdağ in 2013 that 

the use of active learning in teaching idioms enriched students’ language development and they 

enjoyed the lesson. In another study, Batur and Yavaşça (2018) taught with the animation technique. 

In the present study, in which activities related to 10 proverbs were performed, it was found that 

students' learning of proverbs with drama activities improved. In their study aiming to reveal the effect 

of using the demonstration technique on the success of teaching idioms in Turkish Course s, Yaman 

and Gülcan (2009) found that the demonstration technique was more effective in teaching idioms 

compared to the traditional method. Varışoğlu et al. (2014) examined the effects of cartoons on 

understanding idioms and proverbs. Based on the data obtained in their study which was conducted in 

a quasi-experimental design, it was found that the use of cartoons was more effective than the proverbs 

and idioms taught in Turkish curricula.  

There is a lot of literature on the place of digital applications in children's lives from different 

perspectives. Gözüm and Kandır (2020), who worked with 643 parents in their study aiming to 

develop a scale that includes parents' mediation strategies during children's digital games, found that a 

valid and reliable scale was formed in a factor structure consisting of active co-playing, technical and 

laissez faire mediation strategies. Gözüm (2022), who also took her place in the literature with her 

research examining digital games and family involvement strategies, conducted an educational 

examination of STEM-content digital games played by 60-72-month-old children using the document 

analysis technique. As a result, she found that the children of parents who used the active co-playing 

strategy played at least one STEM game. 

Augmented reality applications have been widely preferred digital applications in the educational 

field. When the literature is examined, studies on augmented reality are also seen. In their study 

aiming to determine the effects of augmented reality applications on learning outcomes in teaching 

animals, Yılmaz and Gözüm (2023) conducted the research with 37 kindergarten students and 2 

teachers. As a result of the research, it was determined that augmented reality applications had a 

positive effect on children's recognition of animals. 

There are also studies in the literature to reveal the profiles of teachers, the practitioners of digital 

applications in education, on this issue. One of them is a qualitative case study conducted by Aldemir 

Engin (2023) with four secondary school mathematics teachers studying for a master's degree at a state 

university in Turkey. The study presents reflections from the online Digital Storytelling Workshop. 

According to the results of the study, which used content analysis to analyze the data, it was 

determined that the participants had the most difficulty in creating a dramatic question and adding 

multimedia. While evaluating the sample digital stories, it was observed that the participants paid 

more attention to the dramatic question, sound and music elements. The digital stories prepared at the 

end of the workshop were analyzed and it was determined that all participants improved in preparing 

digital stories in accordance with mathematical rules. 

The effects of digitalization have been investigated not only in Turkish lessons but also in different 

fields. In the study where digital storytelling in early mathematics education was investigated, 30 

preschool teachers were provided to continue Digital Mathematics Stories Training and to reveal their 

experiences. At the end of a one-week theoretical and practical training with 0 teachers, it was 

determined that teachers' self-confidence increased, they turned towards creativity and production, and 

their ability to integrate mathematics and technology increased (Ulutaş, Çakmak, Akıncı Coşgun, 

Bozkurt Polat, Aydın Bölükbaş, Engin, Kayabaşı & Özcan, 2022, p. 393). Again, in a study 

investigating digital storytelling in the field of mathematics, studies on digital storytelling between 

2005-2019 were compiled. As a result, the study revealed the increasing importance of digital 

storytelling with the digital age. In addition, digital reveals that storytelling enables students to learn 

actively by exploring, helps them develop creative and critical skills, and provides an opportunity to 

learn by doing (Demirbaş & Şahin, 2020). 
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As a result of the literature review, it was found that there was a common opinion on the importance of 

learning and using proverbs and idioms. Also, when both national and international literature were 

reviewed, methods, techniques, and materials for teaching proverbs and idioms were revealed. There 

was a study that made suggestions with both textual and visual approaches, and there were also studies 

in digital approaches, that pointed out the requirements of the age. However, experimental studies that 

combine the necessity of teaching proverbs and idioms, the importance of stories as teaching material 

in Turkish Course s, and the use of digital story applications in the light of technological 

developments, as in the present study, are quite limited. Technology has numerous characteristics e.g., 

saving the teaching process from abstraction and making it more accessible in terms of time, space, 

and economy. The digital story has these advantages as well. It is possible in a digital story to make a 

plot visible and interactive with multimedia materials. It was concluded in the study that digital story-

based proverb and idiom teaching studies increased the skills of understanding and using proverbs and 

idioms. In this context and in line with the results of the present study, the use of digital stories can be 

expanded in Turkish Course s to expand the use of digital stories in education and to increase the 

presence of proverbs and idioms in students. Future studies can be conducted with larger study groups 

and for longer periods. In this regard, more generalizable and reliable results can be achieved. 

Seminars or in-service training can be organized for teachers about the “Digital Story” technology, 

which is new and not used widely in education so that they can employ it in their classes. The study 

was conducted in a semi-experimental design. studies with a mixed design and a combination of 

qualitative and quantitative evaluation can be conducted in the future. 
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Abstract 

Technological Pedagogical Content Knowledge (TPACK) has been a common subject for different 

educational purposes from the planning of teaching process to testing and assessment practices. The 

term "TPACK-Practical" refers to a framework based on teachers' knowledge and experience that 

takes into account the theoretically described TPACK model's structure and the process of teaching 

practice. The present study aims to describe the nature of technology integration among Turkish EFL 

in-service instructors by exploring their skill levels to implement their TPACK-Practical in their 

classroom practices, and by explaining the relationships between these skill levels and some 

demographic variables.  The research was conducted in the contexts of the Schools of Foreign 

Languages at various universities in Turkey at the end of the second term of 2022/2023 academic year. 

All EFL instructors teaching at the university level are the study's target population; however, the 

convenience sample chosen for the study on a voluntary basis only included 155 EFL instructors from 

these schools who responded to the questions on the data collection instrument (TPACK-Practical 

scale developed by Yeh et al., 2014). To comprehensively understand the participant profile and 

collect data to analyze the relations between the variables, the participants' demographic 

characteristics were also considered. The study has a quantitative research design that employs 

descriptive statistics to describe the demographic information and scale results; and correlation 

analysis, independent sample t-test, and ANOVA test to explain the relationships between the 

variables. Results of the study have revealed that EFL instructors generally use their TPACK-Practical 

skills in classroom applications at a "sufficient" level (at the lowest level in the Assessments area and 

at the highest level in the Subject Content area), and that demographic variables have no significant 

effect on their technology integration skills. 

Keywords: TPACK, TPACK-Practical, EFL, technology integration. 
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Introduction 

In today's modern and dynamic society, students are exposed to cutting-edge technological 

environments in both their personal and professional lives due to the rapid progress of technology and 

internet connectivity. Information and Communication Technologies (ICT) serves a crucial role in 

education, fulfilling four key functions: integration into the curriculum, delivery of instruction, support 

of instruction and enhancement of the learning process as a whole (Raja & Nagasubramani, 2018). 

Nowadays, teachers are playing a larger role in the development and delivery of technology-enhanced 

classes. The purpose of technology-enhanced learning (TEL), which uses ICT in a variety of 

educational processes, is to design, develop and describe ICT applications for those processes 

(Ivanovic et al., 2018). Teachers must combine their technological knowledge (TK), pedagogical 

knowledge (PK), and content knowledge (CK) to create technology-integrated classes, which Mishra 

and Koehler (2006) refer to as Technological Pedagogical Content Knowledge (TPACK). Shulman's 

(1986) Pedagogical Content Knowledge theory forms the foundation of the TPACK framework 

developed by Koehler and Mishra (2009), outlining the necessary knowledge and skills for teachers to 

effectively incorporate technology into their teaching. 

 

   

 

 

 

 

 

 

 

 

 

 

Figure 1. Knowledge Constructs in the TPACK Framework (Adapted from Koehler & Mishra, 2009). 

The framework proposed by Koehler and Mishra (2009) as a seven-construct framework contains 

three interconnected constructs of teachers' knowledge, as shown in Figure 1: Contextual knowledge 

frames content knowledge (CK), pedagogical knowledge (PK), and technological knowledge (TK).  

Having knowledge of technology and knowing how to incorporate it into educational environments 

are two separate types of expertise, as highlighted by Mitchell et al. (2019). Being proficient with 

technology is essential, yet it is not enough to utilize technology effectively for educational purposes. 

Meaningful technology integration occurs when educators improve their critical thinking and digital 

literacy skills through practical experience in utilizing and assessing digital resources. This experience 

enables them to apply their expertise to lifelong learning activities responsibly and intelligently 

(Falloon, 2020). 

When teaching, the teacher's practical knowledge and pedagogical content knowledge are utilized to 

organize and achieve teaching objectives using appropriate methods. It is important to understand that 

pedagogical content knowledge is not a static concept, but rather a dynamic one, which is often 

misunderstood by most people who interpret it as a fixed set of "knowledge". Based on the literature, 

Yeh et al. (2014) introduced a TPACK-Practical framework (Figure 2) that incorporates knowledge, 

experience, teaching practice and the theoretical structure of the TPACK model. Figure 2 presented 

below is directly taken from Yeh et al. (2014, p. 714). 
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Figure 2: The Framework of TPACK-Practical. 

TPACK-Practical framework comprises of eight knowledge dimensions in five pedagogical areas. 

These pedagogical areas are Learners, Subject Content, Curriculum Design, Practical Teaching, and 

Assessments. The knowledge dimensions of these pedagogical areas are using ICT to understand 

students, using ICT to understand content, planning ICT-infused curriculum, using ICT 

representations, using ICT-integrated teaching strategies, applying ICT to instructional management, 

infusing ICT into teaching contexts, and using ICT to assess students. 

Significance of the Study 

This study is significant because it shed light on such a subject that has received little attention. The 

application of digital technologies in the teaching of English as a foreign language (EFL) has rarely 

been mentioned in the literature (Ahmed, & Tümen Akyıldız, 2022). From this background, Tondeur 

et al. (2013) noted that more in-depth information is required regarding the methods and justifications 

used by teachers to incorporate technology into the lessons they have prepared for their students. As 

the study involved 155 Turkish EFL instructors who work in various universities across various 

provinces in Turkey, this study is significant also in terms of determining the overall profile of Turkish 

EFL teachers' TPACK skills through their self-reporting of actual teaching practices for integrating 

modern technology.  

Furthermore, findings of this study may help explain the considerable contributions that each 

knowledge component made to the creation of TPACK-Practical and may have implications for 

teacher education programs that emphasise the integration of technology, and for professional 

development programs by identifying the needs and opportunities for professional development 

required to improve teachers' technology integration in the classroom. With a greater awareness and 

better understanding of the extent to which foreign language teacher education programs are effective 

in developing teachers' skills in integrating technology into the curriculum, school districts and 

administrators may benefit from this study to shape teacher training, which will result in better and 

more targeted professional development.  

Purpose of the Study and Research Questions 

The purpose of this study is to describe the nature of technology integration among Turkish EFL in-

service instructors by exploring their skill levels to implement TPACK-Practical in their teaching 

practices (a), and by explaining the relationships between their TPACK-Practical skill levels and some 

demographic variables such as age (b), gender (c), level of education (d), major of study at the 

university (e), type of working institution (f), years of teaching experience (g) and the level they are 

teaching (h). The researcher created the following research questions for this quantitative study with 

these purposes in mind. 
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Main Research Question:  

What are the EFL instructors’ TPACK-Practical skill levels, and the relationships between their 

TPACK-Practical skill levels and the demographic variables discussed in the study? 

Sub-Research Questions: 

SRQ1. What are the EFL instructors’ TPACK-Practical skill levels? 

SRQ2. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to age 

variable? 

SRQ3. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to gender 

variable? 

SRQ4. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to level of 

education variable? 

SRQ5. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to major at 

the university variable? 

SRQ6. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to the type 

of working institution variable? 

SRQ7. Do the EFL instructors’ TPACK-Practical skill levels differ significantly according to the years 

of teaching experience variable? 

Literature Review 

TPACK in Various Educational Environments 

The TPACK framework is being seriously explored by scholars and practitioners, since it aims to 

define the complicated interactions between technology, pedagogy, and content knowledge. The fact 

that the TPACK framework is referenced in more than 471 scholarly publications on the Web of 

Science gives evidence of its growing popularity in both research and education (Soler-Costa et al., 

2021). The successful integration of technology into education necessitates a thorough understanding 

of the complex relationships between various types of knowledge, such as content, pedagogy, 

technology, and context (Koehler et al., 2007). The relationships between various types of knowledge 

are being investigated to see how effectively to educate preservice teachers for the technological 

integration that international standards demand. The term 'technological pedagogical content' refers to 

professional knowledge in today's classrooms – that is, the ability to correlate and integrate technology 

into teaching, which may include knowing how to utilize a specific technology, generating materials 

and activities with that technology, and teaching with technology (Angeli et al., 2016). 

In 2018, Willermark conducted a study to identify the common characteristics of TPACK studies in 

different educational settings. The research analyzed 107 empirical investigations published between 

2011 and 2016. The findings indicated that almost half of the studies (47.7%) did not specify the 

subjects. Among the subject-specific studies, science (15.9%), language (12.1%), mathematics (6.5%) 

and social studies (2.8%) were the most common areas investigated for TPACK. In this analysis, self-

reporting accounted for 71.8% while instructional activity performance made up 28.2% of the TPACK 

identification. According to a study by Pittman and Gaines (2015); age, level of education and years of 

teaching experience had little effect on the amount of technology used in the classroom. In contrast to 

these results, Mailizar et al. (2021) investigated the impact of demographic variables on teachers' 

TPACK and discovered that teachers' level of education and gender had a significant potency on their 

TPACK. It was found that teachers with higher education levels had TPACK that was distinctively 

higher than teachers with lower education levels. According to other studies in the literature, a 

teacher's level of teaching experience may be extremely important to their TPACK (Hsu et al., 2017; 

Nazari et al., 2019; Hsu et al., 2021).  

TPACK in ESL/EFL Settings 

Previous studies conducted in ESL/EFL settings have found that the use of Information and 

Communication Technology (ICT) in English classes have substantial reflections on teaching and 

learning of the English language. Additionally, these studies have shown that English language 

teachers are generally proficient in using their Technological Pedagogical and Content Knowledge 

(TPACK) in classroom practices (Malik et al., 2019; Pangket, 2022). According to Mirici and 

Demirbaş (2013), policymakers and universities should take steps to establish and enhance alternative 
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forms of assessment in language teacher education. This would help to shift the focus away from 

traditional methods and towards more innovative and effective alternatives, even if this requires 

additional time and effort. According to a research study, English language teachers were found to be 

less proficient in using technology as compared to their knowledge of pedagogy and subject content 

(Alqurashi & Samarin, 2015). As EFL/ESL classes focus on multi-sensory experiences to ensure 

lasting and engaging learning, a modern EFL/ESL teacher should be adept at using appropriate 

technology and online teaching tools to create real-life situations for their learners (Biletska et al., 

2021). 

As per the recommendation of Mirici and Kavaklı (2017), language teachers should possess sufficient 

ICT skills to develop digital materials that align with the CEFR objectives and reference levels, which 

are globally accepted standards for modern English Language Teaching. Teachers need to assess their 

students' cognitive abilities to learn and use a particular technology tool without getting overwhelmed. 

In doing so, they should emphasize the importance of learning how to learn. Because it gives students 

more control over their learning process, improves learning outcomes and creates a more 

individualized experience, the idea of "autonomy" is vital for successful language learning and 

teaching (Şentürk & Mirici, 2019). Language teachers should concentrate particularly on playing the 

roles of a mentor, organizer, consultant, prompter, resource, participant or an investigator rather than a 

supervisor, corrector and assessor. That way, they will have a better chance to interact with their 

students and encourage learning.  Given the crucial role that ICT plays in teaching English, language 

teachers must be technologically savvy to plan and execute their lessons.  

Method 

Research Design 

The Statistical Package for Social Sciences (SPSS) was used as a data processing tool in the study's 

quantitative research design to implement descriptive statistics so as to describe demographic data and 

scale results. Correlation analysis, independent sample t-tests and ANOVA tests were also employed 

to shed light on the relationships between the variables. Data were presented and described using 

descriptive statistics, such as the mean, median, mode, minimum and maximum scores, range, 

variance, standard deviation, etc. (Larson‐ Hall & Plonsky, 2015). Descriptive statistics were used to 

organize and explain the characteristics of a sample or population (Salkind, 2013). Descriptive studies 

seek to describe the current distribution of variables, without exploring causal relationships or other 

hypotheses. As many researchers agree, they are quite useful for population monitoring, planning and 

hypothesis generation. Descriptive analysis is capable of standing on its own as a research output 

when it reveals phenomena or patterns in data that were previously unknown (Queirós et al., 2017). It 

is critical to remember that descriptive analysis cannot establish a causal relationship in which one 

variable influences the other. There may be correlations between some variables, but without 

additional research and analysis, it is impossible to say with absolute certainty that one is the cause of 

the other. However, quantitative description is frequently a component of a larger study that also 

includes causal analysis. Because it describes current conditions similarly to how correlational 

research does, causal research is frequently viewed as a type of descriptive research (Apuke, 2017). To 

gain a comprehensive understanding of why a specific intervention has a causal effect, it is imperative 

to utilize both causal and descriptive analysis. A robust causal analysis can assist in assessing the 

direct impact of the intervention, while an efficient descriptive analysis can aid in identifying the vital 

characteristics of the population, application and context that are most significant in interpreting 

results. By combining these two methods, the researcher could gain a deeper understanding of how the 

intervention affected the target population and created more potent solutions to the underlying 

problems at hand. Researchers can better apprehend a phenomenon they are interested in by achieving 

causal and descriptive research. They can then use this understanding to specify potential causal 

mechanisms, materialize hypotheses and intervention strategies, interpret the findings of their 

researches, identify issues for practitioners and policymakers to address, and even discover new cases 

to scrutinize (Loeb et al., 2017). The researcher has explored how the independent variables are 

reflected by the dependent variables using cause-and-effect relationships between variables. It 

attempts to pinpoint the causes or factors contributing to the current state of matters (Mohajan, 2020). 
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This kind of research can be incredibly beneficial in a variety of fields and can offer insightful 

information that would be challenging to learn through other channels. 

Research Population and Sample 

The study's target population includes all EFL instructors who work in state or private universities in 

Turkey and teach English at all levels. Most researchers choose convenience sampling for their studies 

because, in most cases, it is not practical to include the entire population in every type of research 

(Etikan et al., 2016). The convenience sample chosen for the study only included 155 voluntary EFL 

instructors who work in various state or private universities in Turkey. After receiving ethical approval 

for the study, the researcher contacted the directors of the schools of foreign languages at the state and 

private universities where the data would be gathered. The frequency and percentage values of the 

participant demographic variables are shown in Table 1. 

Table 1.  

Descriptive Statistics on the Demographic Variables 

Variable Category f % Variable Category f % 

 

Gender 
Male 104 67,10 Type of 

Institution 
Private University 19 12,30 

Female 50 32,30 State University 136 87,70 

Prefer not to answer 1 0,60  

 

Teaching 

Experience 

1-5 years 19 12,30 

 

Level of 

Education 

BA 23 14,80 6-10 years 23 14,80 

MA 86 55,50 11-15 years 45 29,00 

PhD 46 29,70 16-20 years 35 22,60 

 

 

 

 

Major at the 

University 

ELT 19 12,30 More than 21 years 33 21,30 

Linguistics 93 60,00  

 

 

 

The Level of 

Teaching 

A1 55 16,03 

English Language 

and Literature 
26 16,80 A2 70 

20,41 

Translation and 

Interpretation 
5 3,20 B1 101 

29,45 

American Culture and 

Literature 
7 4,50 B2 75 

21,87 

Other 5 3,20 C1 30 8,75 

Age  ̅ ± ss 38,40±7,96 C2 12 3,50 

Reviewing Table 1, it can be seen that 67.10% of the participants are men while 32.30% are women, 

indicating that the gender variable consists of twice as many men as women. Furthermore, the 

education level variable shows that 14.80% of the participants have Bachelor’s Degrees, 55.50% have 

master and 29.70% are with Phds. The vast majority of the participants in the study held master 

degrees. Based on the distribution of participants' majors at the university, we can observe that 12.30% 

of participants studied English Language Teaching (ELT), 60.00% studied Linguistics, 16.80% 

English Language and Literature, 3.20% Translation and Interpretation, 4.50% American Culture and 

Literature, and 3.20% graduated from other departments. It's worth noting that over half of the 

participants hold degrees in Linguistics as their major field of study. As for the workplace type, 

87.70% are employed in state universities, while 12.30% are in private universities. Upon analyzing 

the distribution of participants based on their years of teaching experience, it seems that the rate of 

participants with 1–5 years of experience is 12.30%, participants with 6–10 years of experience is 

14.80%, with 11–15 years of experience is 29.00%, with 16–20 years of experience is 22.60%, and 

with 21 years or more of experience is 21.30%. The results show that the participants are distributed 

among various levels of teaching, with 16.30% at Level A1, 20.41% at Level A2, 29.45% at Level B1, 

21.87% at Level B2, 8.75% at Level C1, and 3.50% at Level C2. It is important to note that the 

instructors made multiple marks for this question, resulting in a sum of frequency numbers greater 

than the number of samples. When analyzing the distribution of participants by age, the arithmetic 

mean of their ages was found to be 38.40, with a standard deviation of 7.96. 
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Data Collection 

All the voluntary EFL instructors employed in the foreign language programs at various universities 

were given the TPACK-Practical scale by the researcher either in person or via a link to Google 

Forms, one of the most popular survey distribution tools available today. Yeh et al. (2014) developed 

and validated a 5-point Likert-type scale to assess teachers' capacity to apply their technological 

pedagogical content knowledge in the classroom. The scale is divided into two parts. The first section 

contains demographic questions aiming at gathering descriptive information about the participants' 

characteristics. This data is used to examine the relationship between the scale results and the 

demographic variables being studied. The second section of the scale consists of 22 indicators across 

eight knowledge dimensions in five pedagogical areas. 

A review of the studies employing the TPACK-Practical framework in their work was done in order to 

confirm the validity and reliability of the scale to be used in the current study (Ay et al., 2015; Aktaş 

& Özmen, 2022). Results of one of the studies revealed a Cronbach's alpha of 0.89, demonstrating 

overall reliability. In the other study, the Kendall's W coefficient—which measures the degree of 

agreement between the researchers' results—was determined to be 0.962. 

Data Analysis 

The demographic information and scale results collected in this study were analyzed using descriptive 

statistics via the Statistical Package for Social Sciences (SPSS) as a data processing tool. Correlation 

analysis, independent sample t-test and ANOVA test were applied to explain the relationships between 

the variables. The scoring procedures provided by the designers of the scale were followed by the 

researcher. The level of in-class application of TPACK-Practical skills by the English instructors was 

assessed using the average scores for the five pedagogical areas of the scale. When interpreting the 

average scores from the pedagogical areas identified as Learners (three indicators), Subject Content 

(two indicators), Curriculum Design (eight indicators), Practical Teaching (six indicators), and 

Assessments (three indicators), the score ranges prepared on the basis of the theoretical framework 

ascertained in Table 2 are used as a guide. Since 1 (strongly disagree) was the lowest score and 5 

(strongly agree) was the highest on the Likert-type scale, the range value for their scores was resolved 

to be 4 (5-1), and the grade range was determined to be 0.8 (4/5) points by dividing the range value by 

the number of participants. 

Table 2.  

Scoring Ranges of the TPACK-Practical Skill Levels  

Scoring Ranges Lower and Upper Limits 

(1) Insufficient 1.00 - 1.79 

(2) Very little sufficient 1.80 - 2.59 

(3) Slightly sufficient 2.60 - 3.39 

(4) Sufficient 3.40 - 4.19 

(5) Very sufficient 4.20 - 5.00 

The independent sample t-test was employed to correspond the two groups, and the ANOVA test was 

utilized to compare more than two groups, to establish whether there is a statistically significant 

difference between the average scores conveyed from the pedagogical areas identified as Learners, 

Subject Content, Curriculum Design, Practical Teaching and Assessments, and demographic variables 

(Schober, Boer and Schwart, 2018).  

The Pearson Product-Moment Correlation coefficient was used to traditionally explore the 

relationships between the variables. Hence, using the observed correlation coefficient's absolute 

magnitude, a correlation coefficient between 0.00-0.10 was considered negligible, 0.10-0.39 weak, 

0.40-0.69 moderate, 0.70-0.89 strong, and 0.90 and 1.00 indicated a quite strong correlation (Schober, 

Boer, and Schwart, 2018). 
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Limitations 

1. The context of study is limited to EFL instructors at the university level and excludes K12 teachers 

in public education. To enable more comprehensive generalizations of the findings, further research 

should be conducted with a larger sample size in diverse contexts. 

2. Even though the study investigates the instructors’ technology integration skills, it might not be 

possible to entirely explore all aspects since the main emphasis is on their skills and the relationships 

between the variables. 

3. It's worth noting that the use of convenience sampling could potentially lead to a biased sample, as 

it may only attract participants who are particularly knowledgeable or interested in the subject at hand. 

Findings 

The purpose of the study is to seek for the answer to the main research question; "What are the EFL 

instructors’ TPACK-Practical skill levels, and the relationships between their TPACK-Practical skill 

levels and the demographic variables discussed in the study?". A number of sub-research questions 

were developed based on the main research question. The study's findings are presented under each 

sub-research question as follows. 

Findings Based on the First Sub-Research Question 

Descriptive statistics were used to assess the TPACK-Practical skill levels of the EFL instructors in 

their classroom practices for addressing the first sub-research question (SRQ-1) of the study; "What 

are the EFL instructors’ TPACK-Practical skill levels?". As a result, Table 3 provides descriptive 

statistics for the average scores obtained from the pedagogical areas identified as Learners, Subject 

Content, Curriculum Design, Practical Teaching, and Assessments.  

Table 3.  

Descriptive Statistics of the EFL instructors’ TPACK-Practical Skill Levels 

Variable N  ̅ Sd Mode Median Skewness Kurtosis Min. Max. 

Learners 155 3,66 0,78 3,67 3,67 -0,82 0,66 1,33 5,00 

Subject Content 155 3,96 0,83 4,00 4,00 -1,19 2,27 1,00 5,00 

Curriculum Design 155 3,72 0,73 3,50 3,75 -0,99 1,77 1,13 5,00 

Practical Teaching 155 3,74 0,79 3,67 3,83 -0,95 1,16 1,00 5,00 

Assessments 155 3,44 0,87 3,33 3,66 -0,69 0,69 1,00 5,00 

Total 155 3,70 0,70 3,68 3,72 -1,15 2,34 1,09 4,91 

In the first area defined as Learners of 155 English instructors, the arithmetic mean was calculated as 

3,96 ( ̅=3,96) and the standard deviation was determined as 0.78 in Table 3. The level of information 

and communication technologies (ICT) used by the instructors in understanding their students was 

found to be between 3.40 and 4.19, and as a result, it was considered "sufficient" based on this result. 

The central tendency measures were discovered to be quite close to each other in the Learners area, 

where the lowest score was 1.33 and the highest was 5.00. The coefficients for skewness (-0.82) and 

kurtosis (0.66) were also observed to be in the range of ±1.00. The arithmetic mean was calculated as 

3,96 ( ̅=3,96) and its standard deviation was calculated using descriptive statistics to assess the extent 

to which ICT, the second area of the scale, was used to comprehend the subject content. In light of this 

finding, it was resolved that the instructors' use of ICT to comprehend the subject content ranged from 

3.40 to 4.19, and as a result, it was considered "sufficient". The Subject Content area had a range of 

scores from 1.00 to 5.00, and it was found that the measures of central tendency for the median (4.00) 

and mode (4.00) were remarkably similar. The skewness (-1,19) and kurtosis (2.27) coefficients were 

also seen to be slightly outside the range of ±1.00. For the third area of the scale, or the level of using 

ICT in Curriculum Design, the arithmetic mean was determined as 3.72 ( ̅=3.72) and standard 

deviation was 0.73. The level of ICT used by the instructors in Curriculum Design was found to be 
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between 3.40 and 4.19, which was considered "sufficient" based on this result. The lowest and highest 

scores for the Curriculum Design area were 1.13 and 5.00, and it showed that the median (3.75) and 

mode (3.50) measures of central tendency were remarkably similar. It was also seen that the skewness 

(-0.99) and kurtosis (1.77) coefficients were slightly out of the range of ±1.00. Among the descriptive 

statistics obtained to determine the level of Practical Teaching use of ICT, the fourth area of the scale, 

the arithmetic mean was calculated as 3.74   ̅=3.74), and its standard deviation was determined as 

0.79. According to this result, it was specified that the level of use of ICT by the instructors in 

Practical Teaching was in the range of 3.40-4.19, and therefore it was considered "sufficient". In the 

Practical Teaching area, the lowest score was 1.00 while the highest was 5.00, which indicated that 

the median (3.83) and mode (3.67) of the central tendency measures were quite close to each other. In 

addition, the skewness (-0.95) and kurtosis (1.16) coefficients turned out to be slightly out of the range 

of ±1.00. From the descriptive statistics obtained to specify the level of using ICT, the fifth and last 

area of the scale, Assessments of students, the arithmetic mean was calculated as 3.44 ( ̅=3.44) and its 

standard deviation was 0.87. This showed that the level of use of ICT by the instructors in the 

evaluation of students was in the range of 3.40-4.19 and "sufficient". The lowest and highest scores for 

the Assessments area were 1.00 and 5.00, and the median (3.66) and mode (3.33) measures of central 

tendency were found to be very close to one another. The skewness (-0.69) and kurtosis (0.69) 

coefficients were also in the range of ±1.00. 

When the total scores from the TPACK-Practical scale were taken into account, the arithmetic mean 

was calculated as 3.70 ( ̅=3,70) and its standard deviation was found to be 0.70. This has led to the 

conclusion that English instructors generally use their technological pedagogical content knowledge in 

classroom applications at a "sufficient" level. Additionally, it was found that the central tendency 

measures related to the scores acquired from the scale had a median (3.72) and a mode (3.68) that 

were relatively close to each other. Accordingly, it has been demonstrated that the scores from the 

TPACK-Practical scale and its pedagogical ares have a normal distribution, and that parametric 

analysis techniques should be employed to test any differences in the demographic variables identified 

within the study's scope. The histogram graph obtained to determine the EFL instructors’ TPACK-

Practical skill levels is shown in Figure 3. 

Figure 3. The histogram Graph Related to the EFL Instructors’ TPACK-Practical Skill Levels 

When the distribution of the scores from the TPACK-Practical scale, used to assess the levels of the 

TPACK-Practical skills of the EFL instructors, is examined in Figure 3, it is clearly seen that this 

distribution does not significantly deviate from the normal distribution. It is therefore specified that the 

scores obtained from the TPACK-Practical Scale show a normal distribution in light of the results 

obtained from both descriptive statistics and graphical methods.   
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Table 4.  

Descriptive Statistics of the Dimensions and Indicators in the TPACK-Practical Scale 

Dimension Indicator SD D N A/D A SA  ̅ Sd Min Max. 

A. Using ICT to understand 

students 

 

A1 4 9 28 73 41 3,89 0,95 1,00 5,00 

A2 6 19 46 64 20 3,47 0,99 1,00 5,00 

A3 1 15 47 70 22 3,62 0,86 1,00 5,00 

B. Using ICT to understand 

subject content 

B1 3 12 20 78 42 3,92 0,94 1,00 5,00 

B2 4 6 24 75 46 3,98 0,91 1,00 5,00 

C. Planning curriculum –> 

Planning ICT-infused 

curriculum 

C1 3 17 43 66 26 3,61 0,95 1,00 5,00 

C2 2 20 28 69 36 3,75 0,99 1,00 5,00 

C3 3 16 49 65 22 3,56 0,92 1,00 5,00 

D. Representations –> Using 

ICT representations to present 

instructional representations 

D1 2 12 36 73 32 3,78 0,90 1,00 5,00 

D2 4 10 30 77 34 3,81 0,93 1,00 5,00 

D3 4 11 27 79 34 3,82 0,94 1,00 5,00 

E. Teaching strategies –> 

Employing ICT-integrated 

teaching strategies 

E1 3 17 44 64 27 3,61 0,96 1,00 5,00 

E2 2 10 30 86 27 3,81 0,84 1,00 5,00 

F. Instructional management –

> Applying ICT to 

instructional management 

F1 3 8 37 77 30 3,79 0,88 1,00 5,00 

F2 4 16 41 60 34 3,67 1,01 1,00 5,00 

G. Teaching practices –> 

Infusing ICT into teaching 

contexts 

G1 3 18 25 74 35 3,77 0,99 1,00 5,00 

G2 4 10 24 81 36 3,87 0,93 1,00 5,00 

G3 3 15 32 80 25 3,70 0,92 1,00 5,00 

G4 2 21 38 65 29 3,63 0,98 1,00 5,00 

H. Assessments –> Using ICT 

to assess students 

H1 7 29 50 52 17 3,27 1,03 1,00 5,00 

H2 8 15 38 64 30 3,60 1,06 1,00 5,00 

H3 7 16 54 55 23 3,45 1,01 1,00 5,00 

* Strongly Disagree: SD    Disagree: D    Neither Agree/Disagree    Agree: A    Strongly Agree: SA 

Looking at Table 4, it is seen that a total of 155 English instructors expressed their opinions in the B2 

coded expression "I am able to identify the subject topics that can be better presented with ICT", 

which is the second indicator of the dimension of “using ICT to understand the subject content‖ at the 

highest level. The arithmetic mean and standard deviation for the related indicator were calculated to 

be 3.98 and 0.91, respectively. The instructors' scores on the indicator are deemed to be "sufficient" 

based on the average since they fall between 3.40 and 4.19. They were found to have expressed their 

opinions in the B1 coded statement "I am able to use ICT to better understand the subject content" in 

the same dimension as the scale's second-highest average. The arithmetic mean and standard deviation 

for the related indicator were calculated to be 3.92 and 0.91, respectively. The instructors' scores on 

the indicator were "sufficient" based on the average since they were between 3.40 and 4.19.  When the 

findings are considered collectively, it can be concluded that English instructors utilize ICT to the 

fullest extent possible. The H1 coded statement "I know the types of technology-infused assessment 

approaches" in the dimension of “using ICT to assess students” in the area of Assessments was found 

to have the lowest average among the scale's indicators. The related indicator's arithmetic mean was 

3.27 while the standard deviation was 1.03. The scores of the instructors on the the indicator range 

from 2.60 to 3.39, so it is considered "slightly sufficient" based on the average that was obtained. The 

H3 coded statement "I am able to use ICT to assess students' learning progress" in the same 

dimension was found to have the second-lowest average on the scale. The related indicator's arithmetic 

mean was 3.45, and its standard deviation was 1.01. The instructors' scores on the indicator seem to be 
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"sufficient" based on the average since they are between 3.40 and 4.19. When the data is combined, it 

can be said that English instructors only use ICT at the lowest level in the Assessments area. 

Findings Based on the Second Sub-Research Question 

In the second sub-research question (SRQ-2) of the study, it is investigated whether the scores 

obtained from the five pedagogical areas of the TPACK-Practical Scale show a significant difference 

according to the age variable. Table 5 displays the correlation matrix that details the findings of the 

correlation analysis between the age variable and the average scores obtained from the entire scale and 

its pedagogical areas. 

Table 5.  

Correlation Analysis Results 

  ** The correlation coefficient is significant at the 0.01 level; *. The correlation coefficient is 

significant at the 0.05 level. 

Analysing Table 5, it is seen that there were negative correlations between the ages of the instructors 

and the pedagogical areas of Learners, Subject Content, Curriculum Design, Practical Teaching and 

Assessments, respectively. It was settled that there was a weak negative and statistically insignificant 

relationship between the age variable and understanding learners (r=-0.145; p>.05). It was also 

established that there was a negative, insignificant and statistically insignificant relationship between 

the age variable and the subject content (r=-0,094; p>.05). Furthermore, the age variable and 

curriculum design were found to have a weakly negative and statistically insignificant relationship (r=-

0.114; p>.05). The relationship between the age variable and practical teaching was found to be 

negative, insignificant, and statistically insignificant (r=-0.036; p>.05). The relationship between the 

age variable and Assessments was also found to be negative, insignificant, and statistically 

insignificant (r=-0,097; p>.05). All in all, the total scores obtained from the scale were found to have a 

weakly negative and statistically insignificant relationship with age (r=-0.103; p>.05). When all of the 

results are taken into account, it can be concluded that there is no relationship between the age variable 

and the scale scores, or, in other words, that age has no effect on the scale scores. This result is 

consistent with those of another study, which found that participants' knowledge levels were not 

significantly impacted by participants' age (Hsu, & Chen, 2018). 

Findings Based on the Third Sub-Research Question 

In the third sub-research question (SRQ-3) of the study, it is investigated whether the scores obtained 

from the five pedagogical areas of the TPACK-Practical Scale show a significant difference according 

to the gender variable. The analyses were conducted on 154 participants because one participant did 

not make any mark on the gender variable. An independent sample t-test was conducted to see if there 

was a statistically significant difference between the scores obtained from the five pedagogical areas 

of the TPACK-Practical Scale according to the gender variable. Table 6 provides the analysis results.  
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1.Learners 1       

2.Subject Content .623** 1      

3.Curriculum Design .744** .738** 1     

4.Practical Teaching .728** .717** .855** 1    

5.Assessments .551** .448** .695** .709** 1   

6.Total .821** .788** 956** .943** .790** 1  

7.Age -.145 -.094 -.114 -.036 -.097 -.103 1 



e-Kafkas Journal of Educational Research 

543 

 

Table 6.  

T-test Results According to the Gender Variable 

Variable Gender N  ̅ Sd t df p 

Learners Male 104 3,68 0,67 0,46 152 .644 

Female 50 3,62 0,98    

Subject Content Male 104 3,99 0,68 0,80 152 .424 

Female 50 3,88 1,08    

Curriculum Design Male 104 3,77 0,59 1,32 152 .188 

Female 50 3,61 0,95    

Practical Teaching Male 104 3,81 0,65 1,55 152 .121 

Female 50 3,60 1,01    

Assessments Male 104 3,48 0,77 0,77 152 .438 

Female 50 3,36 1,05    

Total Male 104 3,75 0,56 1,27 152 .205 

Female 50 3,60 0,92    

Following the analysis of Table 6, it was concluded that although male instructors ( ̅=3,68) had higher 

scores than female instructors ( ̅=3,62) in the Learners area, this disparity was not statistically 

significant (t(152)=0,46; p>.05). This finding indicates that English instructors' skills to use their 

TPACK-Practical to understand students is unaffected by the gender variable. According to the 

findings of the study, there were no significant discrepancies in scores between male and female 

instructors in the Learners area. However, in the second area of the scale, Subject Content, male 

instructors were found to have slightly higher scores compared to their female counterparts ( ̅=3.99 

and  ̅=3.88, respectively). Nonetheless, this difference was not deemed statistically significant 

(t(152)=0,80; p>.05). The study findings indicate that gender does not impact the English instructors' 

proficiency in utilizing their Technological Pedagogical Content Knowledge to understand the subject 

content. In simpler terms, it can be inferred that male and female instructors scored similarly in the 

Subject Content area. Although male instructors scored slightly higher ( ̅=3,77) than female 

instructors ( ̅=3,61) in the Curriculum Design area, this difference was not statistically significant 

(t(152)=1,32; p>.05). Therefore, the gender of English instructors does not have an impact on their 

ability to use their TPACK-Practical in the Curriculum Design area. In conclusion, both male and 

female instructors scored similarly in the Curriculum Design area.  Despite male instructors scored 

higher ( ̅=3.81) than female instructors ( ̅=3.60) in the fourth area, Practical Teaching, the difference 

was considered statistically insignificant (t(152)=1.55; p>.05). This suggests that gender does not affect 

the ability of English instructors to apply their TPACK-Practical skills in Practical Teaching. 

Essentially, both male and female instructors scored similarly in this area. Although male instructors 

scored higher ( ̅=3.48) than female instructors ( ̅=3.36) in the Assessments area of the scale, statistical 

analysis (t(152)=0.77; p>.05) indicated that this difference was not significant. So, the gender of English 

instructors does not affect their ability to use Technological Pedagogical Content Knowledge during 

assessments. In other words, both male and female instructors performed similarly in the Assessments 

area.  While male instructors ( ̅=3.75) scored higher on the TPACK-Practical Scale than their female 

counterparts ( ̅=3.60), the difference was considered statistically insignificant (t(152)=1.27; p>.05). As 

such, it was resolved that gender did not have a significant impact on the TPACK-Practical Scale or its 

pedagogical areas, as determined by the total scores obtained from the scale. The study's finding aligns 

with other research studies (Cai et al., 2017; Sariçoban et al., 2019) which also found no significant 

difference between gender and technology usage. However, males generally tend to have more 

positive attitudes and self-confidence towards technology use. 

Findings Based on the Fourth Sub-Research Question 

In the fourth sub-research question (SRQ-4) of the study, it is investigated whether the scores obtained 

from the five pedagogical areas of the TPACK-Practical Scale show a significant difference according 

to the level of education variable. To determine whether the scores obtained from the TPACK-

Practical Scale, which consists of a total of 22 indicators in five pedagogical areas, show a significant 

difference according to the level of education variable (bachelor's-BA, master's-MA, and doctorate-

PhD), a One-Way Analysis of Variance was applied and the analysis results are shown in Table 7. 
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Table 7.  

ANOVA Test Results According to the Level of Education Variable 

Variable Level of Education N  ̅ Sd F df Sig. Difference 

Learners 1.BA 23 3,36 0,99 2,24 154 .110 ⎻ 

2.MA 86 3,75 0,62     

3.PhD 46 3,65 0,91     

Subject Content 1.BA 23 3,87 1,10 0,24 154 .715 ⎻ 

2.MA 86 4,01 0,68     

3.PhD 46 3,91 0,94     

Curriculum Design 1.BA 23 3,41 0,79 2,86 154 .061 ⎻ 

2.MA 86 3,81 0,63     

3.PhD 46 3,71 0,85     

Practical Teaching 1.BA 23 3,53 0,93 1,00 154 .370 ⎻ 

2.MA 86 3,76 0,69     

3.PhD 46 3,80 0,89     

Assessments 1.BA 23 3,00 1,05 3,95 154 .021 1⎻3 

2.MA 86 3,48 0,79     

3.PhD 46 3,60 0,87     

Total 1.BA 23 3,42 0,82 2,25 154 .108 ⎻ 

2.MA 86 3,76 0,57     

3.PhD 46 3,73 0,82     

Table 7 reveals that instructors with master’s degree ( ̅=3.75) scored higher in understanding Learners 

area compared to PhD graduate instructors ( ̅=3.65) and instructors with Bachelor’s degree ( ̅=3.36). 

Nevertheless, the difference was not statistically significant (F(2-154)=2.24; p>.05). Therefore, it was 

inferred that the instructors with BA, MA, and PhD degrees had a similar level of proficiency in using 

ICT to understand students. In terms of using ICT, the second area of the scale, to understand the 

Subject Content, MA instructors ( ̅=4.01) had higher scores than PhD instructors ( ̅=3.91) and BA 

instructors ( ̅=3.87). The difference was found to be statistically not significant, though (F(2-154)=0,24; 

p>.05). In other words, in terms of the scores obtained in the dimension of ―using ICT to understand 

the subject content”, it was concluded that the instructors at every degree were at a similar level. It 

was resolved that MA instructors ( ̅=3.81) had higher scores than PhD instructors ( ̅=3.71) and BA 

instructors ( ̅=3.41), respectively. In other words, in terms of the scores obtained in the area of using 

ICT in Curriculum Design, it was concluded that the instructors at every degree were at a similar 

level. In terms of using ICT, the fourth area of the scale, in Practical Teaching, PhD instructors 

( ̅=3,80) had higher scores than MA ( ̅=3,76) and BA instructors ( ̅=3.53). However, it was again 

concluded that the difference was not statistically significant (F(2-154)=1,00; p>.05). In other words, it 

was determined that the instructors at every degree were at a similar level in terms of the scores 

obtained in the area of using ICT in Practical Teaching. The number of MA ( ̅=3.48) and PhD 

instuctors ( ̅=3,60) were found to have higher scores than BA instructors ( ̅=3,00) when it comes to 

the Assessments, which is the fifth area of the scale. It was determined that this score disparity was 

statistically significant (F(2-154)=3,95; p<.05). The difference between instructors with a master’s 

degree and those with Phd in this area was found to be significant (I-J=0.60; p.05) after the Bonferroni 

multiple comparison test, which was used to determine from which groups this difference between 

instructors teaching English at different education levels, was conducted. In other words, it was 

discovered that instructors with a PhD degree used ICT in the Assessments area noticeably more often 

than instructors with master’s degree. Additionally, it was found that there was no significant 

difference between the total scores on the scale and education level (F(2-154)=2,25; p>.05). 

Findings Based on the Fifth Sub-Research Question 

In the fifth sub-research question (SRQ-5) of the study, it is investigated whether the scores obtained 

from the five pedagogical areas of the TPACK-Practical Scale show a significant difference according 

to the major of study at the university variable. For this reason, a One-Way Analysis of Variance 

(ANOVA) was conducted to see if there was a significant difference between the pedagogical areas of 

the TPACK-Practical Scale, which has a total of 22 indicators in five pedagogical areas, and the scores 
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obtained from it. English Language Teaching (ELT), Linguistics, English Language and Literature, 

Translation and Interpretation, American Culture and Literature, and Other make up the major of study 

at the university. Table 8 displays the findings of the analysis. 

Table 8.  

ANOVA Test Results According to the Major at the University Variable 

Variable Major at the University N  ̅ Sd F df Sig. Difference 

 

 

 

Learners 

English Language Teaching (ELT) 19 3,63 0,74 1,31 154 .261 ⎻ 

Linguistics 93 3,67 0,79     

English Language and Literature 26 3,62 0,77     

Translation and Interpretation 5 3,00 1,11     

American Culture and Literature 7 4,14 0,66     

Other 5 3,80 0,38     

 

 

Subject 

Content 

English Language Teaching (ELT) 19 3,97 0,61 0.71 154 .613 ⎻ 

Linguistics 93 3,94 0,87     

English Language and Literature 26 3,94 0,88     

Translation and Interpretation 5 3,50 1,12     

American Culture and Literature 7 4,36 0,63     

Other 5 4,20 0,57     

 

 

Curriculum 

Design 

English Language Teaching (ELT) 19 3,90 0,56 1,11 154 .358 ⎻ 

Linguistics 93 3,68 0,77     

English Language and Literature 26 3,71 0,62     

Translation and Interpretation 5 3,28 1,06     

American Culture and Literature 7 4,11 0,63     

Other 5 3,88 0,70     

 

 

Practical 

Teaching 

English Language Teaching (ELT) 19 3,89 0,75 1,76 154 .124 ⎻ 

Linguistics 93 3,72 0,79     

English Language and Literature 26 3,69 0,81     

Translation and Interpretation 5 2,93 1,03     

American Culture and Literature 7 4,14 0,60     

Other 5 4,07 0,57     

 

 

 

Assessments 

English Language Teaching (ELT) 19 3,56 0,65 0,45 154 .811 ⎻ 

Linguistics 93 3,41 0,93     

English Language and Literature 26 3,49 0,89     

Translation and Interpretation 5 3,13 0,96     

American Culture and Literature 7 3,76 0,46     

Other 5 3,27 0,95     

 

 

 

Total 

English Language Teaching (ELT) 19 3,82 0,54 1,28 154 .274 ⎻ 

Linguistics 93 3,68 0,74     

English Language and Literature 26 3,68 0,63     

Translation and Interpretation 5 3,15 1,01     

American Culture and Literature 7 4,10 0,57     

 Other 5 3,86 0,53                               

According to Table 8, instructors in American Culture and Literature scored the highest in the 

understanding Learners area ( ̅=4.14) while instructors in Translation and Interpretation scored the 

lowest ( ̅=3.00). The ANOVA test, which was used to see if there was a difference between the 

groups in how well the university's instructors from various majors used ICT to understand their 

students, concluded that there was not a statistically significant difference between the groups (F(2-

154)=1,31; p>.05). In other words, it was concluded that the instructors who graduated from different 

majors were at a similar level in terms of the scores obtained in the dimension of ―using ICT to 

understand students”. Instructors at American Culture and Literature received the highest score on the 

Subject Content area of the scale ( ̅=4.36), while instructors at Translation and Interpretation received 

the lowest score ( ̅=3.50). The ANOVA test was used to define whether there was a statistically 

significant difference between the groups in terms of how university instructors from various majors 

used ICT to comprehend the subject content. The results showed that there was not a statistically 
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significant difference between the groups (F(2-154)=0,71; p>.05). In other words, it was concluded that 

the instructors who graduated from different majors were at a similar level in terms of using ICT to 

understand the subject content. In the area of Curriculum Design, the third area of the scale, American 

Culture and Literature graduates got the highest score ( ̅=4.11), while the lowest score was obtained 

by Translation and Interpretation graduates ( ̅=3.28). As a result of the ANOVA test accomplished to 

determine whether the instructors in different majors of study at the university show a significant 

difference in terms of using ICT in Curriculum Design, it was concluded that the difference between 

the groups was not statistically significant (F(2-154)=1,11; p>.05. In other words, it was determined that 

the instructors from various majors of study are on par in terms of their use of ICT in Curriculum 

Design. Graduates of American Culture and Literature scored the highest on the Practical Teaching 

area of the scale ( ̅=4.14) while those of Translation and Interpretation scored the lowest ( ̅=2.93). 

The ANOVA test was used to determine whether there was a statistically significant difference 

between the groups in how the university instructors in various majors of study used ICT in Practical 

Teaching. The results showed that there was not (F(2-154)=1,76; p>.05). The study found that instructors 

across different majors demonstrate a similar level of proficiency in using ICT for Practical Teaching. 

Among the pedagogical areas of the scale, Instructors graduated from American Culture and Literature 

scored highest ( ̅=3.76) in Assessments, while instructors graduated from Translation and 

Interpretation scored lowest ( ̅=3.13). An ANOVA test was conducted to discern if there was a 

significant difference in ICT use for evaluating students among instructors in different majors at the 

university. However, the test results showed that there was no statistically significant difference 

between the groups (F(2-154)=0,45; p>.05). In other words, it was determined that the instructors from 

various majors had similar levels of proficiency in using ICT to assess students. Additionally, it was 

found that there was no significant difference between the total scores on the scale and major of study 

at the university variable (F(2-154)=2,25; p>.05). 

Findings Based on the Sixth Sub-Research Question  

In the sixth sub-research question (SRQ-6) of the study, it is investigated whether the scores obtained 

from the five pedagogical areas of the TPACK-Practical Scale show a significant difference according 

to the type of working institution variable. An independent sample t-test was conducted to determine 

whether there is a significant difference in the scores obtained from the TPACK-Practical Scale, which 

has a total of 22 indicators in five pedagogical areas, depending on the variable of the type of working 

institution. Findings of the analysis are shown in Table 9. 

Table 9. 

T-test Results According to the Type of Working Institution Variable 

Variable Institution N  ̅ Sd t df p 

Learners Private University 19 4,00 0,53 2,02 153 .044 

State University 136 3,62 0,80    

Subject Content Private University 19 4,39 0,61 2,48 153 .014 

State University 136 3,90 0,84    

Curriculum Design Private University 19 3,86 0,56 0,84 153 .400 

State University 136 3,70 0,75    

Practical Teaching Private University 19 3,82 0,74 0,43 153 .662 

State University 136 3,73 0,80    

Assessments Private University 19 3,49 0,73 0,24 153 .807 

State University 136 3,44 0,89    

Total Private University 19 3,86 0,55 1,06 153 .287 

State University 136 3,68 0,72    

Upon analyzing Table 9, it was revealed that instructors at private universities ( ̅=4.00) scored higher 

than those at state universities ( ̅=3.62) in the Learners area and this difference was found to be 

statistically significant (t(152)=2,02; p<.05). This finding indicates that English instructors' capacity to 

use technological pedagogical content knowledge to understand learners is significantly influenced by 

the variable of the working institution. In other words, it has been determined that the levels of the 
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instructors at the state university and the private university differ in terms of the results obtained in the 

Learners area. In a similar vein, it was found that instructors employed by private universities received 

higher Subject Content scores than those employed by state universities ( ̅=4.39 vs.  ̅=3.90) and that 

this difference was statistically significant (t(152)=2,48; p<.05). This finding suggests that the type of 

institution variable has a significant impact on English instructors' ability to apply their Technological 

Pedagogical Content Knowledge to understand the subject content. In other words, it was determined 

that the instructors employed at the state university and the private university were at different levels 

based on the scores received in the Subject Content area. Although instructors employed by private 

universities received higher scores than those employed by state universities ( ̅=3.70), it was 

ascertained that this difference was not statistically significant for the third area of the scale, 

Curriculum Design (t(152)=0,84; p>.05). This finding indicates that English instructors' ability to use 

their technological pedagogical content knowledge when designing the curriculum is unaffected by the 

type of working institution variable. In other words, the instructors at state and private universities 

performed similarly in terms of the scores obtained in the area of Curriculum Design. It was also 

found out that although instructors employed by private universities ( ̅=3.82) outperformed those 

employed by state universities ( ̅=3.73) in terms of Practical Teaching, this difference was not 

statistically significant (t(152)=0,43; p>.05). According to this result, it is safe to say that the type of 

institution variable does not have any effect on the ability of English instructors to use their 

Technological Pedagogical Content Knowledge in the Practical Teaching area. In other words, in 

terms of the scores obtained in the Practical Teaching area, it was concluded that the instructors of 

both types of instutions were at a similar level. For the Assessments, the fifth area of the scale, it was 

concluded that although instructors working at private universities ( ̅=3.49) had higher scores than 

their colleagues at state universities ( ̅=3.44), this difference was not statistically significant 

(t(152)=0,24; p>.05). According to this result, it can be said that the type of working institution variable 

does not have any effect on the ability of English instructors to use their Technological Pedagogical 

Content Knowledge in the Assessments area. In other words, in terms of the scores obtained in the 

Assessments area, the instructors at both types of instutions were at a similar level. According to the 

total scores obtained from the scale, although instructors working at private universities ( ̅=3.86) had 

higher scores than their counterparts at state universities ( ̅=3.68), this difference was not statistically 

significant (t(152)=1,06; p>.05). According to this result, it was determined that the variable of the type 

of working institution did not cause a significant difference in the TPACK-Practical Scale used in the 

study and the areas of the scale. 

Findings Based on the Seventh Sub-Research Question 

In the seventh sub-research question (SRQ-7) of the study, it is investigated whether the scores 

obtained from the five pedagogical areas of the TPACK-Practical Scale show a significant difference 

according to the years of teaching experience variable. For this reason, One-Way Analysis of Variance 

(ANOVA) was conducted to determine whether the scores obtained from the TPACK-Practical Scale, 

which consisted of a total of 22 indicators in five pedagogical areas, ascertained a significant 

difference according to the variable of years of teaching experience. The years of teaching experience 

consist of five categories: 1-5 years, 6-10 years, 11-15 years, 16-20 years and over 21 years. ANOVA 

test results are shown in Table 10. 
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Table 10.  

ANOVA Test Results According to the Years of Teaching Experience Variable 

Variable Experience N  ̅ Sd F df Sig. Difference 

 

 

Learners 

1-5 years 19 3,58 0,82 1,68 154 .157 ⎻ 

6-10 years 23 3,86 0,82     

11-15 years 45 3,69 0,66     

16-20 years 35 3,80 0,64     

More than 21 years 33 3,39 0,98     

 

 

Subject Content 

1-5 years 19 4,05 0,88 0.73 154 .568 ⎻ 

6-10 years 23 4,11 0,92     

11-15 years 45 3,90 0,78     

16-20 years 35 4,04 0,68     

More than 21 years 33 3,79 0,96     

 

 

Curriculum Design 

1-5 years 19 3,59 0,78 0,92 154 .454 ⎻ 
6-10 years 23 3,88 0,85     

11-15 years 45 3,79 0,69     

16-20 years 35 3,76 0,62     

More than 21 years 33 3,56 0,78     

 

 

Practical Teaching 

1-5 years 19 3,47 0,85 0,84 154 .502 ⎻ 
6-10 years 23 3,91 0,85     

11-15 years 45 3,79 0,77     

16-20 years 35 3,74 0,66     

More than 21 years 33 3,71 0,89     

 

 

Assessments 

1-5 years 19 3,40 0,90 0,44 154 .776 ⎻ 
6-10 years 23 3,48 0,79     

11-15 years 45 3,54 0,95     

16-20 years 35 3,48 0,69     

More than 21 years 33 3,28 0,99     

 

 

Total 

1-5 years 19 3,57 0,74 0,82 154 .509 ⎻ 
6-10 years 23 3,85 0,81     

11-15 years 45 3,75 0,66     

16-20 years 35 3,75 0,57     

More than 21 years 33 3,56 0,78     

Analyzing Table 10, it is seen that the highest score in the understanding Learners area was received 

by instructors with 6-10 years of experience ( ̅=3.85), while instructors with 21 years or more of 

experience ( ̅=3.39) obtained the lowest score. As a result of the ANOVA test carried out to determine 

whether the instructors with different years of teaching experiences show a significant difference in 

terms of using ICT to understand learners, it was concluded that the difference between the groups 

was not statistically significant (F(4-154)=1,68; p>.05). In other words, it was resolved that instructors 

with different years of teaching experiences were at a similar level in terms of the scores obtained in 

the area of using ICT to understand learners. In the second area of the scale, Subject Content, 

instructors with 6-10 years of experience have the highest score ( ̅=4.10), while instructors with 21 

years and more experience ( ̅=3.78) have the lowest. As a result of the ANOVA test, carried out to 

determine whether the instructors with different years of teaching experience at the university show a 

significant difference in terms of using ICT to understand the Subject Content, it was concluded that 

the difference between the groups was not statistically significant (F(4-154)=0,73; p>.05). To put it 

another way, it was ascertained that instructors with different years of teaching experience are at a 

similar level in terms of using ICT to understand the subject content. In the area of Curriculum 

Design, the third area of the scale, the highest score was acquired by instructors with 6-10 years of 

experience ( ̅=3.87), while the lowest score was by instructors with 21 years or more of experience 

( ̅=3,56). As a result of the ANOVA test carried out to determine whether the instructors with 

different years of teaching experience at the university show a significant difference in terms of using 

ICT in Curriculum Design, it was concluded that the difference between the groups was not 

statistically significant (F(4-154)=0,92; p>.05). In other words, instructors with different years of 

teaching experience were at a similar level in terms of using ICT in Curriculum Design. In the area of 
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Practical Teaching, the fourth area of the scale, the highest score was obtained by instructors with 6-

10 years of experience ( ̅=3.90), while the lowest score was by instructors with 21 years or more of 

experience ( ̅=3, 71). As a result of the ANOVA test, it was seen that the difference between the 

groups was not statistically significant (F(4-154)=0,84; p>.05). Instructors with different years of 

teaching experiences are at a similar level in terms of using ICT in Practical Teaching. In the fifth area 

of the scale, in the area of Assessments, the highest score was obtained by instructors with 11-15 years 

of experience ( ̅=3.54), while the lowest score was by instructors with 21 years or more of experience 

( ̅=3.28). As a result of the ANOVA test conducted to determine whether the instructors with different 

years of teaching experiences at the university show a significant difference in terms of using ICT in 

assessing students, it was concluded that the difference between the groups was not statistically 

significant (F(4-154)=0,44; p>.05). In other words, it was concluded that instructors with different years 

of teaching experiences were at a similar level in terms of using ICT to assess students. In addition, it 

was determined that the total scores obtained from the scale did not differ significantly according to 

the years of teaching experience (F(4-154)=0,82; p>.05). 

Discussion, Conclusion, and Suggestions 

In this study, TPACK-Practical skill levels of Turkish in-service EFL instructors, and the relationships 

between their TPACK-Practical skill levels and the demographic variables discussed in the study were 

investigated. As stated in the findings, results indicated that EFL instructors generally use their 

TPACK-Practical skills in classroom applications at a "sufficient" level. When the total scores from 

the TPACK-Practical scale were taken into account, the participants' scores ranged between 1,09 and 

4,91. The arithmetic mean of total scores was calculated as 3.70 ( ̅=3,70) and its standard deviation 

was found to be 0.70. The central tendency measures related to the scores acquired from the scale had 

a median (3.72) and a mode (3.68) that were relatively close to one another. Accordingly, it has been 

demonstrated that the scores from the TPACK-Practical scale and its pedagogical areas have a normal 

distribution, and that parametric analysis techniques should be employed to test any differences in the 

demographic variables identified within the study's scope. The findings of the study are congruent 

with the findings of some previous studies which report that English language teachers are generally 

competent in using their TPACK in classroom practices (Malik et al., 2019; Pangket, 2022). 

When the data is combined, it can be concluded that EFL instructors use ICT at the lowest level in the 

Assessments area and at the highest level in the Subject Content area. This finding could be taken to 

mean that EFL intsructors consider themselves the most skilled users of ICT in their subject content in 

English language. The finding that Subject Content is the area where instructors use technology at the 

highest level agrees with the findings of Alqurashi and Samarin (2015) which revealed that English 

language teachers' knowledge of technology use lagged behind their knowledge of pedagogy and 

subject content. It might also indicate an assumption that after many years of teaching, teachers gain 

confidence in their background knowledge of pedagogy and the content they naturally become 

accustomed to. The finding that Assessments is the area where instructors use technology at the lowest 

level supports Mirici and Demirbaş's (2013) assertion that policymakers and universities as 

practitioners should take action to create and develop alternative types of assessment in language 

teacher education in order to change the attitude toward assessment, regardless of how time-

consuming or challenging it may be to try alternative assessment. 

As stated in the findings, the level of ICT used by the instructors in Curriculum Design was found to 

be between 3.40 and 4.19, which was considered to be "sufficient" based on this result. This 

demonstrates that instructors tend to use ICT when creating digital materials, keeping in mind the 

goals and common reference levels established by the CEFR, an internationally recognized framework 

that serves as the foundation for current English Language Teaching practices, as suggested by Mirici 

and Kavaklı (2017). It could also indicate that teachers are taking on new responsibilities as 

curriculum designers and are now tasked with incorporating rapidly advancing technology into their 

lessons. 

After revealing the TPACK-Practical skill levels of the participants, the present study also intended to 

explain the relationships between their TPACK-Practical skill levels and the demographic variables 

covered in the study. Contrary to expectations, no significant differences were observed between these 
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variables. The relation between the age variable and the scale scores was negative, or, in other words, 

that age has no significant effect on the scale scores. This result differs a little from the common belief 

that younger teachers will typically possess more technological knowledge. However, this finding of 

the study is compatible with the findings of another study which revealed that age made no significant 

difference to the knowledges of participants (Hsu, & Chen, 2018). Future studies might be needed to 

widen the age gap to diversify the ages of the participants, which could lead to different results. 

The statististical analysis for the relationship between the gender variable and the scale scores revealed 

no significant relationship between these variables. The analyses were conducted on 154 participants 

because one participant did not make any mark on the gender variable. The participants of the study 

consisted of 104 male and 50 female Turkish in-service EFL teachers from various universities in 

Turkey. Although male instructors ( ̅=3.75) scored higher on the TPACK-Practical Scale than their 

female counterparts ( ̅=3.60), the difference was considered statistically insignificant (t(152)=1.27; 

p>.05). The study's findings are in line with some other studies in the literature (Cai et al., 2017; 

Sariçoban et al., 2019). Cai et al. (2017) examined gender and attitudes toward technology use and 

identified a total of 50 articles from 1997 to 2014 to be used in their meta-analysis. The results of these 

studies indicated that no statistically significant difference was observed between gender and 

technology usage although males in general tend to have more positive attitudes and self-confidence 

toward technology use. The researchers of these studies conclude that the difference resulting from 

gender is no longer significant due to the more widespread use of ICT by nearly every member of 

society. 

It was found that there was no significant difference between the total scores on the scale and the level 

of education (F(2-154)=2,25; p>.05). However, instructors with PhD degrees used ICT in the 

Assessments area noticeably more often than instructors with master’s degrees. This does not support 

the widely held belief that the quality of a teacher is significantly influenced by their level of 

education. This result also conflicts with a study by Mailizar et al. (2021) that examined the impact of 

demographic factors on teachers' TPACK and found that teachers' level of education significantly 

influences their TPACK. It revealed that teachers with higher education levels have TPACK that is 

noticeably higher than teachers with lower education levels. 

The instructors from different majors of study at the university had similar levels of proficiency in 

using ICT in all areas. In other words, the difference between the total scores on the scale and major of 

study at the university was insignificant (F(2-154)=2,25; p>.05). When it comes to the relationship 

between the type of working institution variable and the scale scores, instructors working at private 

universities ( ̅=3.86) had higher scores than instructors working at state universities ( ̅=3.68); 

however, this difference was not statistically significant (t(152)=1,06; p>.05). According to this result, it 

was determined that the variable of the type of working institution did not cause a significant 

difference in the TPACK-Practical Scale used in the study and the areas of the scale.  

With reference to the relationship between the years of teaching experience variable and the scale 

scores, it was determined that the total scores obtained from the scale did not differ significantly 

according to the years of teaching experience (F(4-154)=0,82; p>.05). This result is consistent with those 

of a different study that found no appreciable differences between teachers' TPACK and levels of 

teaching experience (Mailizar et al., 2021). It also backs up the findings of another study by Pittman 

and Gaines (2015), who discovered that factors like age, level of education, and years of teaching 

experience had little impact on how much technology was used in the classroom. This result of the 

present study, however, contradicts earlier findings that level of teaching experience might play a 

critical role in teachers' TPACK (Hsu et al., 2017; Nazari et al., 2019; Hsu et al., 2021). 

Based on the findings of the current study, it can be concluded that EFL instructors generally use their 

TPACK-Practical skills in classroom applications at a "sufficient" level (at the lowest level in the 

Assessments area and at the highest level in the Subject Content area), and that demographic variables 

have no significant effect on their technology integration skills. For further studies, direct 

observational data collected by the researchers themselves and interview data supported with the 

quantitative data, which have rarely been mentioned in TPACK studies, could be helpful in more 
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precisely determining the level of TPACK among teachers and the fairness of their choices on how to 

use technology in their teaching implementations. 
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Abstract 

In the study, the role of self-regulation skills and digital game addiction tendencies in predicting the 

prosocial behavior of preschool children were examined. The study group of the research, which was 

conducted using the correlational model, consisted of 255 children aged 5-6 years who were studying 

in the kindergartens of the primary schools affiliated to the Ministry of National Education in the Efeler 
district of Aydın province in the 2022-2023 academic year. The data of the study were collected through 

the General Information Form filled by their parents for their children, The Digital Game Addiction 

Tendency Scale, The Self-Regulation Skills Scale for 4-6 Years-Old Children-Mother Form and The 
Child Prosociality Scale-Teacher Form filled by their teachers for children. In the research findings, a 

negative significant weak relationship was determined between the prosocial behaviors of preschool 

children and the conflict and reflection sub-dimensions of digital game addiction tendencies. A positive 

and significant weak relationship was determined between pre-school children's prosocial behaviors and 
the sum of their self-regulation skills and sub-dimensions of attention, working memory, inhibitory 

control-emotion, and inhibitory control-behavior. As a result of regression analysis, it was determined 

that self-regulation skills and digital game addiction tendencies of 5-6 year old children together 
predicted prosocial behavior variability by 14%. The findings showed that the most powerful predictors 

of the child's prosocial behavior were self-regulation skills, attention and inhibitory control-behavior 

sub-dimensions, and the tendency for digital game addiction to be the conflict sub-dimension. The 
findings were discussed in the light of the literature, and suggestions were made to those concerned that 

prevention and intervention studies should be given importance to the negative effects of digital games 

that contain negative elements and are exposed for long periods of time, and that it would be effective 

to address self-regulation skills in interventions and programs aimed at encouraging children's prosocial 
behaviors. 

Keywords: Digital game, self-regulation, prosocial behavior. 
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Introduction 

Play, which is considered to be the most important occupation of children, has a significant impact on 

the development of the child and supports many skills such as problem solving, discovery, creativity, 

and communication (Gözüm & Kandır, 2021; Kennedy-Behr, Rodger & Mickan, 2015; Lillard, Lerner 
& Hopkins et al., 2013). Today, in parallel with technological developments, children's games and play 

tools, even playgrounds, have changed and the concept of digital games has emerged and taken place in 

children's lives (Bird & Edwards, 2015; Gözüm & Kandır, 2020a; İnan & Dervent, 2016). In studies on 

the concept of digital games, which have increased in recent years, the frequency of children playing 
digital games (Akçay & Özcebe, 2012; Gözüm & Kandır, 2021; Işıkoğlu-Erdoğan, 2019;), game 

preferences (Tuğrul et al., 2014), game addiction (Ünsal, 2019), parents' views (Gözüm, 2022; Işıkoğlu-

Erdoğan et al., 2019; Mercan-Uzun, Bütün-Kar & Özdemir, 2023; Yiğit & Alat, 2022), the effects of 
digital tools and games on their children's development (Gözüm & Kandır, 2020b; Taş & Güneş, 2019; 

Toksoy, 2018) are included. When these studies are examined, it is seen that the number of studies with 

children in the early childhood period is very limited and the study group of the studies generally consists 
of children aged six and over. However, it is known that digital games, which are increasingly preferred 

by all age groups, are also used in early childhood (Genç, 2014; Gözüm, 2022; Papadakis et al., 2022; 

Plowman, Stevenson, Stephen & McPake, 2012; Yılmaz & Gözüm, 2023). Research has revealed that 

the number of children online doubled between 2010 and 2015 in Türkiye, the age of using the internet 
decreased to two years old, and and the majority of children can access to their own mobile devices 

before the age of four (Aldemir-Engin, 2023; Aslan, 2016, cited in Avcı & Er, 2019; Radesky et al., 

2020). The massive increase in the adoption and use of digital tools among children (Rideout & Robb, 
2019, cited in Domoff, Borgen & Radesky, 2020) has raised concerns about excessive or problematic 

use for healthy child development (Common Sense Media, 2018, cited in Domoff, Borgen & Radesky, 

2020; Gözüm & Kandır, 2020b). Because the increased interaction with digital games at an early age 

can increase the risk of digital game addiction (Bülbül, Tunç, & Aydil, 2018). 

In the literature, there are studies reporting that digital games with educational content provide a desired 

learning environment for children (Plowman, Stevenson, Stephen & McPake, 2012), support children's 

problem-solving, attention skills and memory (Greenfield, 1996) and provide positive contributions to 
emotional discharge and relaxation (Prot, Anderson, Gentile et al., 2014; Young, 2009). However, long 

hours spent with digital tools are associated with loneliness (Wack & Tantleff-Dunn, 2009), depression 

and anxiety (Mentzoni et al., 2011), aggression (Adachi & Willoughby, 2011), violence tendency 
(Williams, Kennedy & Moore, 2011), low self-regulation (Hosokawa & Katsura, 2018), and a decrease 

in prosocial behaviors (Greitemeyer & Müge 2014) for young children. It is seen that the findings about 

the negative effects of violent digital games are remarkable. In the study of Anderson et al. (2010), it 

was detected that violent digital games increased violent thoughts, behaviors and physical impulses 
towards violence, depersonalization against violence increased, and empathic and social tendencies 

decreased. In the report made by the Ministry of Health (2018), it was emphasized that aggressive games 

negatively affected the development of prosocial behaviors such as helping, sharing, empathizing, 
protecting, and comforting. Holman, Hansen, Cochian, and Lindsey (2005) found regression in social 

development, low self-confidence, excessive anxiety in social relations and high level of aggressive 

behavior in children who spent most of their time with computer games. It is very important to support 
the social and emotional skills and development of children in the pre-school period. In this period, the 

child can see the effects of his own behavior by showing awareness of the feelings and behaviors of 

others as a result of the interactions he/she experiences with his/her environment. This socialization 

process, which becomes more complex over time, brings with it the risk of increasing problem 
behaviors. Reducing problem behaviors and encouraging prosocial behaviors make an important 

contribution to the development of social and emotional skills of children at an early age (Darling-

Churchill & Lippman, 2016; Malti & Noam, 2016; San-Bayhan & Artan, 2009; Ülgen & Fidan, 2003). 
Prosocial behavior, which serves as an important factor in adaptation to the society in terms of 

psychological and socialization, is defined as a voluntary behavior aimed at providing benefit to others 

(Eisenberg & Mussen, 1997). Prosocial behaviors include behaviors such as cooperation, empathy, 

sharing, helping, inclusion, and comforting peers (Honig, 2004). Fisch, Truglio, and Cole (1999) 
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suggested that friendship, conflict resolution, cooperation, sharing, taking turns, and entering social 

groups are the most important aspects of social and emotional interactions. Playing digital games, which 
is one of the variables thought to affect the development of prosocial behavior, becomes a problem when 

individuals cannot control their desire to play, when they have difficulty in quitting playing and this 

situation begins to affect their lives (Young, 2009). Digital game addiction means excessive and 
compulsive use of digital games, causing emotional and social problems, but still not being able to stop 

playing games (Lemmens et al., 2011). Gökçearslan and Durakoğlu (2014) define digital game addiction 

as “incompatible and stubborn behavior towards playing games” (p.422). It is thought that digital game 

addiction may occur more in young children than adults. The self-control mechanism that develops with 
age can prevent adults from behaviors that will reveal addiction. However, without this control, children 

can play digital games for a long time whenever they have the opportunity (Alter, 2018). For this reason, 

children's acquaintance with the digital environment at a very early age brings the possibility of digital 
addiction. As a matter of fact, studies have revealed that the symptoms of internet and game addiction 

are also seen in preschool (Akçay & Özcebe, 2012; Ünsal, 2019) and primary school children (Bilgin, 

2015). The fact that children in this age group are in a critical developmental period suggests that 
possible addiction symptoms may cause permanent behavioral problems in children. For this reason, 

early intervention and preventive services in early childhood have an important place in addiction 

studies. 

Another developmental skill that is closely related to the prosocial behavior of children in the preschool 
period is self-regulation (Gözüm & Aktulun, 2021). It is stated as a multidimensional structure that 

expresses the ability to control self-regulation, emotions, cognition and behavior that begins to develop 

in the preschool period and affects all aspects of individuals' attitudes, behaviors and adaptations 
throughout life (Birgisdóttir, Gestsdóttir & Thorsdóttir, 2015; Eisenberg, Eggum, Sallquist & Edwards, 

2010). Vallotton and Ayoub (2011) defined self-regulation as a critical social skill that supports 

children's ability to act prosocially with peers and adults, participate efficiently in learning activities, 

and adapt successfully to new or challenging situations. The role of self-regulation skills in both showing 
constructive behaviors and controlling negative social behaviors has been emphasized in many studies 

(Aras, 2015; Fındık-Tanrıbuyurdu & Güler-Yıldız, 2014; Gözüm & Aktulun, 2021; Montroy et al., 

2016; Trommsdorff & Cole, 2011). Because, in order to exhibit prosocial behavior, children need to be 
able to regulate their own emotions and behaviors or exhibit actions that can help others regulate their 

emotions. Children with high self-regulation skills are able to focus their attention on the feelings and 

needs of others rather than their own negative emotions by regulating their emotional arousal levels, and 
thus exhibit prosocial behavior (Eisenberg, Fabes & Spinrad, 2006; Gözüm, 2020b). When the relevant 

literature is examined, it is found that the capacity to regulate children's negative emotions (Eisenberg 

et al., 1993) as well as their excessive emotions (Cole et al., 1994) is associated with aggressive 

behaviors and it is seen that high regulatory capacity supports cooperative behaviors by reducing the 
rate of exhibiting externalized behaviors (Gilliom et al., 2002) and increasing the level of social 

competence (Işıksolu-Aysel, 2020). There are research findings stating that the level of prosocial 

behavior is associated with low impulsivity and high self-regulation capacity (Bronson, 2019), and that 
self-regulation skill is a strong predictor of moral rules and social behaviors (Kochanska, 2002; Lewin-

Bizan et al., 2010). It is stated that the self-regulation skills of children who can make effort without 

giving up in challenging tasks, are successful in tasks requiring attention, and show social behaviors 
such as sharing toys and waiting their turn more frequently are higher (Gözüm, 2020a; Vasseleu, 

Neilsen-Hewett, Ehrich, Cliff & Howard, 2021). Children's self-control as a feature of inhibitory control 

is frequently discussed as one of the positive social skills that should be taught to all children (Diamond, 

2012; Gözüm, 2020a). Some researchers have stated that prosocial behavior includes features such as 
"following directions" and "controlling anger with peers" (Lane, Givner & Pierson, 2004, p.106). 

Considering the importance of regulating children's emotions and behaviors in their socialization 

processes and social relations in supporting prosocial behaviors in the preschool period, studies on these 
variables are important. 

In the context of the perspective mentioned above, it is seen that playing digital games has an 

increasingly important place in children's lives and directly affects their lives (Kabakçı, Yurdakul, 

Dönmez, Yaman & Odabaşı, 2013). In this respect, it is thought that examining the variables that are 
causally related to the development of prosocial behavior revealed by literature studies will be beneficial 
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in terms of giving important clues about the process of supporting the development of prosocial behavior 

in preschool children. While there are many studies on the variables affecting the development of 
prosocial behavior (Aydın, 2021; Bağcı-Çetin & Öztürk-Samur, 2018; Coyne et al., 2017; Denham, 

1986; Karaman & Dinçer, 2020; Ostrov, Gentile & Crick, 2006; Saygılı & Akkaynak, 2021) have not 

found any studies examining the co-predictive effect of self-regulation skills and digital game addiction 
tendencies. In this context, this study, which aims to determine the predictive role of pre-school 

children's self-regulation skills and digital game addiction tendencies, is expected to contribute to the 

literature, which has been found to have a limited number of studies in the conceptual framework. 

Purpose (Sub-purposes) 

In this study, the role of digital game addiction tendencies and self-regulation skills in predicting the 

prosocial behavior of preschool children was examined. In parallel with this aim, sub-objectives of the 

study were determined.  

1. Is there a relationship between pre-school children's prosocial behaviors, self-regulation skills and 

digital game addiction tendencies? 

2. Do preschool children's self-regulation skills and digital game addiction tendencies together predict 
their prosocial behavior? 

Method 

Research Model 

In the study, the correlational model used to determine the existence and/or degree of change between 
two and more variables was applied (Karasar, 2015). 

Participants 

The population of the study consisted of children aged 5-6 years who were studying in the kindergartens 
of primary schools affiliated to the Ministry of National Education in Aydın in the 2022-2023 academic 

year. In the research, convenient sampling method, which allows easy access and application, was used 

(Büyüköztürk et al., 2018). The study group consisted of 255 children aged 5-6 years who volunteered 

to be participants from the study population. The distribution of the study group according to their 
demographic characteristics is presented in Table 1. 

Table1. 

Distribution of the Study Group by Demographic Characteristics 
  N % 

Gender Female 130 51 

Male 125 49 
Number of siblings Single child 16 6.3 

Has a sibling 116 45.5 

Has two or more siblings 123 48.2 

Previous pre-school 

education status 

Yes 40 15.7 

No 215 84.3 

Family income level Very low 8 3.1 

Low 65 25.5 
Middle 140 54.9 

Good 42 16.5 

Very good 0 0 

When Table 1 is examined, it is seen that 51% of the sample group consists of girls and 49% of boys. It 

was determined that 6.3% of the children had only one child, 45.5% had a sibling, and 48.2% had two 
or more siblings. It is seen that 15.7% of the children have received pre-school education before, while 

84.3% of them have not received pre-school education before. When the family income levels of the 

children are examined, it is seen that 3.1% of them are very low, 25.5% are low, 54.9% are medium, 

and 16.5% are good. 
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Data Collection Tools 

In this section, the explanation of the measurement tools used in the research and the reliability data 

obtained within the scope of the current research are given. 

General Information Form 

The data on the gender of the children in the study group, the number of siblings, previous pre-school 

education status and family income level were collected through a personal information form created by 

the researcher. 

Child Prosocialness Scale (CPS-Teacher Form) 

The original scale consists of the Child Rating Questionnaire (Strayer, 1985) and the Prosocial Behavior 

Questionnaire (Weir, Stevenson, & Graham, 1980). Edited by Bower (2012). Adaptation to Turkish 

culture and validity, reliability study were conducted by Bağcı and Öztürk-Samur (2016). The scale is a 
five-point Likert scale. A high score from the scale indicates that children's prosocial behaviors are high. 

With the exploratory factor analysis (EFA) and confirmatory factor analysis (CFA), it was determined 

that the CPS Teacher form was formed in a one-dimensional structure consisting of 22 items. The 
reliability coefficient of the Child Prosocialness Scale Teacher Form was calculated as .96. Accordingly, 

it is stated that the Child Prosocialness Scale is a valid and reliable measurement tool. The Cronbach 

Alpha reliability coefficient calculated for the scale within the scope of the study was found to be .95. 

Digital Game Addiction Tendency Scale (DGAT) 

The scale, which aims to determine the digital game addiction tendencies of preschool children, was 

developed by Budak and Işıkoğlu (2022). In the scale consisting of four sub-dimensions (breaking from 

life, conflict, constant playing and reflecting on life) and 20 items, each dimension can be evaluated 
within itself as well as the total score can be calculated. The five-point Likert scale does not have a 

reverse scored item. It is stated that as the total score obtained with the scale, which can be scored as the 

lowest "20" and the highest "100", increases, the digital game addiction tendencies of children increase. 

Expert opinion was taken to determine the content validity of the scale, and EFA and CFA techniques 
were applied in the process of determining the construct validity. As a result of the analyses made, the 

total variance rate of the scale was determined as 63.06%. The obtained model fit indices were 

determined to be sufficient. The total Cronbach Alpha reliability coefficient of the scale was calculated 
as .93, and for the sub-dimensions conflict .90, disconnection from life .88, reflection on life .70, 

continuous play .82. The Cronbach Alpha reliability coefficient calculated for the scale within the scope 

of the research was found to be .83 for the total digital game addiction tendency, and .76 for conflict, 
.74 for disconnection from life, .82 for reflection on life, and .80 for continuous play for the sub-

dimensions. 

Self-Regulation Skills Scale for 4-6 Years-Old Children (Mother Form) 

The scale was developed by Erol and İvrendi (2018) to determine the self-regulation skills of children 
aged 4-6 based on parental views. Concurrent criterion validity, EFA and CFA techniques were used in 

the construct validity analyses of the scale. With EFA, it was observed that the scale was formed in 20 

items and four sub-dimensions (attention, working memory, inhibitory control-emotion and inhibitory 
control-behavior), which explained 61% of the total variance. As a result of the CFA performed to 

validate the model obtained, the fit indices were found to be sufficient. The item-total correlations 

ranged from .36 to .70, and the Cronbach Alpha internal consistency coefficient of the scale was 
determined as .90. Concurrent validity was found to be .84 and test-retest reliability was found to be .77. 

In line with the findings, it is stated that the scale is a valid and reliable measurement tool for determining 

the self-regulation skills of children aged 4-6 based on the opinions of their mothers. The Cronbach 

Alpha reliability coefficient calculated for the scale within the scope of the study was found to be .81 
for self-regulation skills, .73 for attention, .79 for working memory, .77 for inhibitory control-emotion, 

and .80 for inhibitory control-behavior. 

 



                                                                                                                                    Bağcı-Çetin 

560 

 

 

Data Collection 

The data were collected from the mothers and teachers of children aged 5-6 years studying in the 

kindergartens of primary schools affiliated to the Ministry of National Education in Aydın in the 2022-

2023 academic year. After obtaining the permission of the research and ethics committee, the teachers 
and mothers of the children were reached through the school administration and informed about the 

study. Participants' files, which included an information note about the study, forms of data collection 

tools (Digital Game Addiction Tendency Scale, Self-Regulation Skills Scale for 4-6 Years-Old Children 

-Mother Form), personal information form and consent form, were distributed to families. The Child 
Prosocialness Scale-Teacher Form to be filled in by the children's teachers was delivered to the 

classroom teachers. The data of the children who volunteered to participate in the study were transferred 

to the SPSS program by the researcher and analyzed. 

Analysis of Data 

The research data were evaluated through the SPSS 22.00 statistical program. In the analysis of the data 

using the multiple linear regression analysis technique, first of all, the assumptions of normality, 
autocorrelation and multicollinearity related to the data set were examined. The normality of the 

variables was examined both graphically and statistically. In the normal Q-Q graph, which is one of the 

graphical methods, the observed values are on the X axis and the expected values are on the Y axis. It 

is interpreted that the deviations from the normal are not excessive as the values of the variables get 
closer to the line and gather close to the below, above and below (Mertler & Vannatta, 2005, akt. Çokluk, 

Şekercioğlu & Büyüköztürk, 2018). In this direction, it was seen that the Q-Q plot graphs examined 

showed a distribution close to the normal. According to the Skewness-Kurtosis normality test, which is 
one of the statistical options for evaluating normality, the values related to prosocial behavior scores 

were Skewness= -.542, Kurtosis= -.531; values for the sum of self-regulation skills Skewness= -.868, 

Kurtosis= .110. The values for the total score of digital game addiction tendency were determined as 

Skewness= .246, Kurtosis= -1.00.These values were found to be between +1.5 and -1.5, and based on 
this, it was determined that the data showed a normal distribution (Tabachnick & Fidell, 2015). The 

analysis of the relationship between the error terms was carried out using the Durbin Watson test. The 

value calculated as DW= 1.847 is between 1.5 and 2.5, which is an indication that there is no 
autocorrelation between the error terms. In the literature, it is stated that multicollinearity problem occurs 

when the correlation between independent variables is greater than .90 and the tolerance value is less 

than .10 (Çokluk et al., 2018). The correlation coefficients between the independent variables of the 
study were between -.326 and .013, and the tolerance values were between .16 and .63. According to 

the findings, there is no multicollinearity between the independent variables and the data set meets the 

necessary conditions. First of all, Pearson product-moment correlation coefficient was used in the 

analysis of the data. The coefficient obtained in correlational studies takes a value ranging from +1 to -
1, and a value of +1 indicates a perfect relationship between the variables, while a value of 0 indicates 

no relationship. If this value is less than .30, it is interpreted as weak, if it is between .30 and .70, it is 

moderate, and if it is greater than .70, it is interpreted as a high level of relationship. A positive 
coefficient indicates that while an increase occurs in one variable, there is an increase in the other 

variable, while a negative coefficient indicates that there is an increase in one variable and a decrease in 

the other (Köklü, Büyüköztürk, & Çokluk, 2007). 

Research Ethics Committee Approval 

In the process of conducting the research, all ethical rules were followed during the data collection and 

analysis stages. In addition, ethical approval of the research was obtained from Adnan Menderes 

University Educational Research Ethics Committee with the date of 27.02.2023 and E-84982664-
050.01.04-320578, 2023/2-XIII permission number. 

Findings 

The arithmetic mean, standard deviation, and minimum and maximum values of the children aged 5-6 
years regarding the scores they got from the child prosocialness scale, the self-regulation skills scale, 

and the digital game addiction tendency scale are presented in Table 2. 
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Table 2. 

Minimum, Maximum, Arithmetic Mean and Standard Deviation Values of Scores From Scales 
 n Min. Max. X̄ Sd 

Prosocial Behavior 255 60 110 92.33 12.80 

Self-regulation skills Attention 255 9 30 21.26 5.06 

Working memory 255 10 25 21.48 3.45 

Inhibitory control-emotion 255 9 25 18.43 4.51 

Inhibitory control-behavior 255 7 20 13.29 2.90 

Self-regulation skills-total 255 40 94 74.47 12.77 

Digital game 

addiction tendency 

Detachment from life 255 7 27 14.16 5.62 

Conflict 255 5 24 12.48 4.66 

Continuous play 255 5 20 11.61 3.95 

Reflection on life 255 3 13 7.25 2.60 

Digital game addiction tendency-

total 

255 20 70 45.51 14.13 

When Table 2 was examined, the mean scores of children aged 5-6 years from the child prosocialness 
scale were X̄ =92.33 (SD=12.80). When the arithmetic averages of the scores of the children from the 

self-regulation skills scale were examined; attention was calculated as X̄ =21.26 (SD=5.06), working 

memory X̄ =21.48 (SD=3.45), inhibitory control-emotion X̄ =18.43 (SD=4.51), inhibitory control-
behavior X̄ =13.29 (SD=2.90), self-regulation skills-total X̄ =74.47 (SD=12.77). When the arithmetic 

averages of the scores they got from the digital game addiction tendency scale were examined; 

detachment from life was calculated as X̄ =14.16 (SD=5.62), conflict X̄ =12.48 (SD=4.66), constant 

playing X̄ =11.61 (SD=3.95), reflection on life X̄ =7.25 (SD=2.60), digital game addiction tendency 
total X̄ =45.51 (SD=14.33). 

The correlation values between the child prosocialness scale, self-regulation skills scale and digital game 

addiction tendency scale scores of 5-6 year old children are given in Table 3. 

Table 3. 

Correlation Results of Preschool Children's Prosocial Behavior, Self-regulation Skills and Digital Game 

Addiction Tendency Variables 
Variables 1 2 3 4 5 6 7 8 9 10 11 

Prosocial behavior 1           

DGAT-Total -.063 1          

DGAT-Detachment 
from life 

.000 .898 1         

DGAT-Conflict -.172* .867 .662 1        

DGAT- Continuous 

play 

.080 .785 .607 .570 1       

DGAT- Reflection 

on life 

-.156* .742 .603 .615 .409 1      

SS-Total .230** -.260 -.162 -.326 -.180 -.205 1     

SS-Attention .281** -.238 -.098 -.316 -.215 -.186 .886 1    

SS- Working 

memory 

.132* -.285 -.265 -.215 -.253 -.206 .761 .581 1   

SS- Inhibitory 

control-emotion 

.161* -.260 -.206 -.306 -.091 -.276 .773 .511 .467 1  

SS- Inhibitory 

control-behavior 

.112* .013 .095 -.150 .026 .096 .745 .664 .419 .398 1 

*p<.05, **p<.001        DGAT= Digital Game Addiction Tendency,     SS= Self-regulation Skills 

When Table 3 was examined, it was seen that there was a negative significant weak correlation between 

the prosocial behaviors of preschool children and the sub-dimensions of digital game addiction tendency 

conflict (r= -.172, p<.05) and reflection on life (r= -.156, p<.05). A positive significant weak correlation 

was determined between the sub-dimensions of self-regulainhibitory control-emotion (r= .161, p<.05), 
and inhibitory control-behavior (r= .112, p<.05), attention (r= .281, p<.001), working memory (r= .132, 

p<.05), and self-regulation skills-total (r= .230, p<.001) and preschool children's prosocial behaviors.  
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The results of multiple linear regression analysis regarding the prediction of prosocial behaviors of 

preschool children's self-regulation skills and digital game addiction tendencies are given in Table 4. 

Table 4. 

Multiple Linear Regression Analysis Results 
 R R2 

 

ΔR2 

 

β B 

 

Standard 

error 

F t p 

 

Predictor 

variables 

 .41 .16 .14  79.82 6.39 6.19 12.48 .00** 

Self-regulation 

skills 

Attention    .37 .94 .23  3.93 .00** 

Working 

memory 

   .03 .13 .29  .45 .64 

Inhibitory 
control-

emotion 

   -.02 -.08 .20  -.40 .68 

Inhibitory 

control-

behavior 

   -.18 -.82 .37  -2.20 .02* 

Digital game 

addiction 

tendency 

Conflict    -.36 -.99 .39  -2.53 .01* 

Continuous 

play 

   .21 .69 .38  1.80 .07 

Reflection 

on life 

   -.14 -.711 .50  -1.41 .15 

Detachment 

from life 

   .11 .25 .21  1.20 .22 

*p<.05, **p<.001 

According to Table 4, the regression model established based on the results of the multiple linear 
regression analysis was statistically significant (F(8, 246)=6.19, p=.00). Accordingly, preschool children's 

self-regulation skills and digital game addiction tendencies together predict prosocial behavior 

variability by 14% (R=.41, R2=.16, ΔR2 =.14). Among self-regulation skills, attention (β=.37, p<.001) 
and inhibitory control behavior (β= -.18, p<.05) were significant predictors of the child's prosocial 

behaviors; working memory (β= .03, p>.05) and inhibitory control feeling (β= -.02, p>.05) were not 

significant predictors of the child's prosocial behavior. The conflict dimension of digital game addiction 
tendencies (β= -.36, p<.05) was a predictor of the child's prosocial behaviors, continuous playing (β= 

.21, p>.05), reflection on life (β= -.14, p> .05) and detachment from life (β= .11, p>.05) were not found 

to be significant predictors of the child's prosocial behavior. 

According to the findings, attention, which is one of the self-regulation skills of preschool children, 
positively predicts their prosocial behavior, while inhibitory control behavior negatively predicts them. 

The conflict dimension of children's digital game addiction tendencies negatively predicts their prosocial 

behavior. One-unit change in attention level, one of the self-regulation skills of preschool children, 
creates a change of .94 units in their prosocial behavior, and a 1-unit change in the level of inhibitory 

control behavior creates a -.82-unit change in their prosocial behavior. 

Discussion  

In the study, the role of self-regulation skills and digital game addiction tendencies in predicting the 

prosocial behavior of preschool children was examined. For this, firstly, the relationship between 

children's digital game addiction tendencies, self-regulation skills and prosocial behavior levels was 

examined, then the predictive power of children's digital game addiction tendencies and self-regulation 
skills, and prosocial behaviors were tested by regression analysis. In the study, a statistically significant 

negative correlation was found between the prosocial behaviors of preschool children and the sub-

dimensions of the tendency of digital game addiction to conflict and reflection on life. In the literature, 
it is seen that the studies examining the relations of the variables discussed in the research in the sample 

of preschool children are not sufficient, but the findings are in parallel with the research findings in the 

literature. The ever-expanding research literature on the concepts covered in this study has revealed 

many findings examining the positive and negative effects of digital games. It is seen that violent games 
attract the greatest attention regarding the negative effects of digital games. It is stated that the use of 
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such games by more and more individuals every day increases the tendency towards violence at the 

community level (Aydoğdu-Karaarslan, 2015). In the meta-analysis study of Anderson et al. (2010), it 
was found that violent digital games increase violent thoughts, aggressive behaviors and physical 

impulses towards violence, depersonalization towards violence, and decrease prosocial tendencies. 

Likewise, Anderson and Dill (2000) demonstrated the impulsive effects of violent elements in digital 
games on aggression. In addition, it is stated that playing digital games for a long time can lead to 

disruption of daily life activities, communication problems and insensitivity to social events (Ministry 

of Health, 2018). Digital games play an increasingly decisive role in children's lives and directly affect 

the physical and emotional environment of the child (Kabakçı, Yurdakul, Dönmez, Yaman & Odabaşı, 
2013). In the study conducted by Holman, Hansen, Cochian and Lindsey (2005) to address the 

importance of this issue, it was determined that children spend most of their time on computer games 

and the Internet, as a result of which a significant regression in their social development, low self-
confidence, excessive anxiety and aggression in social relations are observed. While Paulus et al. (2021) 

suggested that social skills were negatively affected by computers, mobile devices and video games, 

Canaslan-Akyar and Sevimli-Çelik (2022) associated the increase in time spent with digital media with 
low social self-regulation skills. In their research, Gözüm and Kandır (2020b) revealed that as the 

duration of digital game play of preschool children increased, their tendency to play and their 

concentration level decreased. Şenol, Şenol and Can-Yaşar (2023) found that digital game addiction 

tendencies increased and their social-emotional development was negatively affected due to the fact that 
children could not find the opportunity to open up to the environment during the Covid-19 pandemic.  

In the current study, a statistically significant positive correlation was found between the prosocial 

behaviors of preschool children and the sum of their self-regulation skills and sub-dimensions of 
attention, working memory, inhibitory control-emotion, and inhibitory control-behavior. In the 

literature, the results of studies showing a significant relationship between self-regulation skills and 

prosocial behaviors show parallelism with the current research findings. Attention regulation skills, one 

of the sub-dimensions of self-regulation skills, are extremely important skills in terms of social skills 
(Williams & Berthelsen, 2017). Because the ability of an individual to voluntarily share his resources 

with others requires him to pay attention to the clues he conveys about the needs of others. In this regard, 

a study by Laible, Carlo, Murphy, and Augustine (2014) found that 4-year-olds with higher attention 
regulation and less emotional reactivity were rated more prosocial by their teachers compared to children 

with low attention regulation. Simonds, Kieras, Rueda, and Rothbart (2007) stated in their research that 

attention control was important in situations related to social relations. In the study conducted by 
Hughes, White, Sharpen, and Dunn (2000), it was determined that children with low empathy levels had 

low executive function controls. Inhibitory control skills are associated with behavioral problems in the 

preschool period (Schoemaker, Mulder, Dekovi´c, & Matthys, 2013). It has been determined that 

children with low inhibitory control skills have high levels of aggression (Raaijmakers et al., 2008), 
while children with low working memory skills exhibit less prosocial behavior (León, Dias, Martins, & 

Seabra, 2018). A meta-analysis study by Imuta et al. (2016) found a small but significant relationship 

between theory of mind development and children's helping, cooperating and comforting behaviors. Eke 
(2018) found that there was a statistically significant relationship between children's values, self-

regulation skills and social behaviors. Pazarbaşı and Cantez (2019) found significant relationships 

between self-regulation skills and peer relationships in their research. Işıksolu-Aysel (2020) determined 
a positive low-level significant relationship between children's self-regulation and social competence 

skills and their self-regulation and problem-solving skills.  

As a result of regression analysis, it was determined that preschool children's self-regulation skills and 

digital game addiction tendencies together predicted prosocial behavior variability by 14%. The findings 
showed that the most powerful predictors of the child's prosocial behavior were self-regulation skills, 

attention and inhibitory control-behavior sub-dimensions, and the tendency for digital game addiction 

to be the conflict sub-dimension. In predictive correlation studies, the relations between variables are 
examined and the unknown value of the other variable is tried to be determined by starting from the 

known value of one variable. It can be said that the higher the relationship between two variables, the 

more accurate this determination can be made (Fraenkel & Wallen, 2006). Various studies have been 

developed in the literature to determine whether the nature of digital gaming affects the formation of 
prosocial behaviors. Considering the effect of digital games, studies support the conclusion that violent 
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games tend to reduce prosocial behaviors (Anderson & Bushman, 2001; Anderson et al., 2010), playing 

games that include prosocial behaviors with the intention of helping another person in a situation other 
than gaming was also associated (Greitemeyer & Osswald, 2010). Cross-cultural and longitudinal 

studies reveal a relationship between the quantity and quality of game consumption and prosocial 

behavior (Anderson et al., 2010; Gentile et al., 2011; Prot, Anderson, Gentiler, Brown, & Swing, 2014). 
Accordingly, playing a game involving prosocial behavior patterns tends to reduce aggressive cognitions 

and increase accessibility to prosocial ones. Saleme et al. (2020) found that children exhibit prosocial 

behaviors by transferring their skills in digital games to real social interactions (Craig, Brown, Upright, 

& DeRosier, 2016; Sanchez, Brown, Kocher, & DeRosier, 2017). While research has highlighted the 
worrisome associations between the amount of digital gaming and emotional and behavioral problems 

in middle childhood, especially in boys (Mundy et al., 2017), well-designed digital games can help with 

self-regulation perspective (Williams & Berthelsen, 2017). It is stated that factors that support children's 
developing social skills, such as receiving and cooperation, also affect positively. For example; 

Multiplayer digital games encourage this behavior by requiring children to work towards a common 

goal with team members. This provides children with valuable experience working in groups and with 
others. Li and Zhang's (2022) research showed that children playing video games that involve positive 

social behavior for a short time increased their positive social thoughts and prosocial behaviors. The 

longitudinal study by Gentile et al. (2009) showed that while violent digital games increase aggressive 

thoughts and behaviors, prosocial game content increases prosocial thoughts and behaviors. Contrary to 
the findings of this study, it was stated that preschool children do not always realize the analogical 

connection between themselves and the fantastic (or animated) characters on the screen, or they cannot 

easily apply the prosocial behaviors learned through a game program to real-life social situations (Mares 
& Acosta 2008; Richert & Molly, 2017). 

Since self-regulation includes both emotional regulation (Raver, 2002) and attention regulation (Blair, 

2002), it is likely that children with high self-regulation skills have more capacity to exhibit prosocial 

behavior towards others (Eisenberg, Fabes & Spinrad, 2006). In the study conducted by Yurdakul, İlhan-
Ildız and Tüm-Ayhan (2022), it was determined that the self-regulation skills of children aged 4-6 were 

a significant predictor of their prosocial behaviors. In addition, attention, working memory, and 

inhibitory control skills, which are the basic elements of self-regulation, were found to be positively 
related to the level of prosociality. In a longitudinal study on the development of prosociality, it was 

found that children who can effectively regulate their emotions at the age of two have a high level of 

prosocial behavior at the age of four (Scrimgeour, Davis, & Buss, 2016). Bierman, Nix, Greenberg, 
Blair and Domitrovich (2008), in their study with 4-year-old children, concluded that executive function 

skills positively affect children's prosocial behavior levels. In the study conducted by Rasmussen et al. 

(2019), it was found that children who played a game that focused on social and emotional competences 

used emotional regulation strategies more frequently than children in the control group who played an 
application that focused on teaching letters and numbers. In many studies, it is stated that children with 

high self-regulation skills are more competent in social skills (Yang & McGinley, 2022) and tend to 

avoid negative behaviors (Aydoğdu, 2022; Robson, Allen, & Howard, 2020). Gülbetekin and Yıldırım 
(2023) argued that there is a mutual interaction between self-regulation skills, behavioral problems and 

problematic internet use, and stated that as children's self-regulation skills increase, behavioral problems 

decrease, and as the level of problematic internet use increases, behavioral problems increase. 

Conclusion and Suggestions 

Considering the age range of the children constituting the study group of the current research, it is 

thought that they spend a significant part of the period that is important for their social-emotional 

development at home due to the Covid-19 pandemic. In this period, it is thought that the increase in 
children's playing habits by starting to play digital games with both parental guidance and imitation of 

the individuals around them continue after the pandemic. It is thought that the resulting excessive use 

of technology negatively affects children's acquisition of positive behavior patterns through social 
relations by reducing their interactions with their peers and their environment. In addition, looking at 

the research findings, it can be said that children tend to exhibit similar behaviors in their lives by being 

influenced by the examples of negative behaviors they encounter in digital games. It can be said that the 

determination of a positive relationship in the current study is in the expected direction, since the skills 
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required for the individual to be able to act prosocially towards the needs of others include the processes 

of directing attention, regulating emotions and behaviors. In this direction, it can be said that the 
development of self-regulation skills and playing digital games have important effects on the 

development of prosocial behaviors in terms of duration and content. 

The rapid growth in research on digital games has important implications for increasing our 
understanding of both the positive and negative effects of digital games, public policy discussions, 

theory development, and planning possible intervention strategies. Considering the large proportion of 

children and adolescents playing these games, it is clear that prevention and intervention studies should 

be given importance to the negative effects of digital games that contain negative elements and are 
exposed for long periods of time. In this regard, it is recommended that families, who have an active 

role in meeting children with the digital world, actively participate in trainings conducted about the risks 

of excessive use of digital games and mediation strategies for prevention. Experts recommend that 
parents whose children are at risk should apply to psychological counseling services. However, 

traditional cultural views appear to be an important factor in ignoring this recommendation. It should be 

aimed to increase the active practical outputs of the studies and counseling centers carried out in order 
to combat this prejudice towards counseling and to provide the necessary treatment. It is important in 

terms of accessibility that consultancy services are carried out through public institutions and free of 

charge. Encouraging efforts should be initiated to create and use content that facilitates the control of 

digital games and their content by the necessary institutions and the emotional and attention regulation 
skills required to develop pro-social behaviors. In the research findings mentioned above, it was stated 

that self-regulation skills have a significant effect on prosocial behavior. At the same time, studies have 

revealed that awareness-based program practices for self-regulation skills provide positive gains in self-
regulation and social-emotional skills. Regarding the findings and the literature, it is considered 

important to address self-regulation skills in interventions and programs to support children's prosocial 

behavior (Flook et al., 2015). 

Limitations 

The research is limited to 5-6 year old children who are studying in the kindergartens of primary schools 

determined in Aydın province Efeler district center in the 2022-2023 academic year. The research is 

limited to the data obtained through the Digital Game Addiction Tendency Scale, the Self-Regulation 
Skills Scale for 4-6 Years-Old Children-Mother Form, and the Child Prosociality Scale-Teacher Form. 
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Abstract 

Mentoring is one of the professional development tools supporting school principals. Thanks to 

mentoring, principals can overcome the problems they confront and meet the expectations of different 
stakeholders. Thus, principals can perform more effectively in schools. Mentoring has become a formal 

process for principals in various countries for a long time. Moreover, several researchers from different 

countries focus on the various impacts of mentoring on principals. One of these is the self-efficacy of 

principals. Mentoring has the potential to enhance the principals' self-efficacy. However, it is difficult 
to note that mentoring and its influence on principals' self-efficacy have been analyzed thoroughly. In 

this context, this phenomenological study aims to overcome the current inadequacy. The study data was 

collected based on criterion and snowball sampling from eight principals working in Kahramanmaraş 
province. MAXQDA 2020 was utilized for data analysis. The results revealed that mentoring plays a 

critical role in the self-efficacy beliefs of principals. In other words, it develops principals' managerial, 

instructional, and ethical competencies. This finding significantly contributes to the literature on 
principals' professional development, professional learning, and self-efficacy. Several suggestions have 

been offered for policymakers and researchers about the formalization of mentoring and the details of 

its implementation. 

Keywords: Mentoring, principal, self-efficacy, Türkiye. 
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Introduction 

Schools are among the most important institutions that play a role in developing countries. What is 

expected in these institutions is not only the students' attaining academic success but also teachers' giving 

quality service. However, many factors such as organizational ones (Özdemir, 2018) and educational 
policies (Aypay, 2015) affect these expectations. Although previous studies have focused on the 

relationship between these impacts on teachers, recent studies relatively prioritize school principals 

(Hallinger et al., 2020; Parylo & Zepeda, 2015; Spillane & Sun, 2022). The research that takes principals 

as an antecedent or mediator factor has revealed that principals could make meaningful contributions to 
the quality of education (Dhuey & Smith, 2014; Messer, 2019). On the other hand, studies highlighting 

leadership have shown that the functions of principals are mingled with their administrative skills (Davis 

& Darling-Hammond, 2012). According to Katz (1974), principals carry out their duties benefiting from 
their theoretical knowledge, technical skills, and competence in human relations. This draws on the 

principals and research based on them to the aspect of professional development. In fact, the gradual 

increase in the literature discussing the specialty and professional development of principals confirms 
this argument (Bakioğlu et al., 2010; Chu & Cravens, 2012; Gümüş & Ada, 2017; Parylo & Zepeda, 

2015). 

Various researchers make analyses and proposals for the professional development of principals (Balyer 

& Gündüz, 2011; Chu & Cravens, 2012; Lipke, 2019; Ng & Szeto, 2016; Özdemir & Kavak, 2019). All 
these reveal the significance of principals' professional specialization since it positively affects the 

school and learning experiences (Gümüş & Bellibaş, 2016). The value of principals' professional 

development could be well understood, especially when the problems they face are analyzed thoroughly 
(Arar, 2018; Meyer & Patuawa, 2022; Oplatka & Lapidot, 2017; Tahir et al., 2015). Thus, coaching or 

certificate programs, simulations, and graduate studies are offered to support newly appointed principals 

in various countries. At this point, mentoring is another method utilized in the professional development 

of principals (Bakioğlu et al., 2010; Geismar et al., 2000; Hayes, 2020; Lipke, 2019). 

In the simplest terms, mentoring could be defined as a professional development relationship between 

an experienced principal and a novice one (Schechter, 2014). It helps novice principals manage their 

schools successfully (Jamison et al., 2020) and contribute to instructional endeavors (Hayes, 2019). 
Thus, decision-making (Augustine-Shaw & Hachiya, 2017), professional skills (Gümüş, 2019; Hayes, 

2019; Jamison et al., 2020), leadership (Gimbel & Kefor, 2018; Hayes, 2020), and feeling of trust in 

school (Smith, 2007) could be strengthened thanks to mentoring. Moreover, Aravena (2018) and Tahir 
et al. (2015) assert that mentoring also contributes to the development of mentors. When the results of 

professional learning and development processes such as the development of quality relationships 

(Lipke, 2019), managerial support (Parylo et al., 2012), and job satisfaction (Özalp et al., 2016) are 

added to all these, benefits of mentoring for new principals become clearer. It is seen that mentoring 
supports principals' self-efficacy toward teacher and student success, especially by contributing to the 

instructional leadership skills of principals (Daresh, 2004; Hayes, 2019; Hayes, 2020; Helber, 2015). 

This makes self-efficacy a significant dependent variable in terms of mentoring. 

Self-efficacy is an individual belief that one can do a job or task successfully (Bandura, 1977). As for 

principals, self-efficacy refers to their managerial roles and instructional and ethical leadership abilities 

(Özer, 2013). Empirical studies show that these abilities significantly affect principals' commitment 
(Federici & Skaalvik, 2011; Skaalvik, 2020) and burnout (Skaalvik, 2020) levels. In addition, it is seen 

that as the self-efficacy of principals increases, so does the collective competence of teachers (Hallinger 

et al., 2018). It is predicted that problems in a principal's self-efficacy may limit the effectiveness of 

schools (Versland & Erickson, 2017). The literature on the self-efficacy of principals draws attention to 
the professional development of principals, which suggests that it would be appropriate to examine 

mentoring specific to principals (Jugmohan & Muzvidziwa, 2017; Versland, 2016). Studies stating that 

principals' self-efficacy can be strengthened by mentoring (Tschannen-Moran & Gareis, 2007) also 

support this idea. 

The literature shows findings displaying the significant effects of mentoring on principals' self-efficacy. 

For instance, Fox (2018) depicts that mentoring positively affects principals' self-efficacy regarding 

their management skills. Similarly, Helber (2015) states that the self-efficacy of principals who receive 
mentor support is higher than their colleagues, which can contribute to various elements ranging from 
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school districts to leadership programs. When all these are combined with the studies showing the 
advantages of mentoring (Augustine-Shaw & Hachiya, 2017; Eusanio, 2022; Oplatka & Lapidot, 2017; 

Tahir et al., 2015), it is thought that the relationships among the variables should be handled in a different 

context. In this sense, the current study examines the reflections of novice Turkish principals' mentoring 

experiences on their self-efficacy. 

Mentoring and Türkiye Context 

According to the statistics of 2020, there are about 100.000 educational administrators in Türkiye 

(Ministry of National Education [MoNE], 2022a). The professional development of these individuals, 
most of whom are school principals, is based on in-service training focusing on legislation (MoNE, 

2022b). However, the benefits of this training are in question (Gümüş & Ada, 2017). In fact, mentoring 

is not a formal practice coordinated by MoNE in Türkiye. Nevertheless, it is clear that, like their 
colleagues in different countries (Arar, 2018; Hayes, 2019; Ng & Szeto, 2016), Turkish principals need 

support especially in the beginning of their career (Bozkurt & Özkan, 2021; Ereş, 2009; Hobson & 

Sharp, 2005; Searby, 2010), and thus get help from their experienced colleagues (Gündüz & Balyer, 
2011; Turhan & Karabatak, 2015). Villani (2006) indicates this is a type of mentoring. In this sense, it 

is expected that this current study will make important contributions to the policies and analysis of the 

professional development of Turkish principals and the literature on the relationship between mentoring 

and self-efficacy.  

Mentoring  

Various researchers have made different definitions of mentoring. For instance, Schechter (2014) 

defines mentoring as a process by which an experienced person transfers their knowledge, skills, and 
abilities to a less experienced one. Likewise, Hansford and Ehrich (2006) define mentoring as a 

spontaneous and coordinated approach based on an individual and confidential relationship between 

mentor and mentee including professional development and personal support. Thus, Schechter (2014) 

and Hansford and Ehrich (2006) perceive mentoring as an integral course of the professionalization 
processes. In this respect, mentoring is also a professionalization tool for new school principals 

(Augustine-Shaw & Hachiya, 2017; Geismar et al., 2000). Mentoring can provide new principals with 

important opportunities in improving student achievement, supporting teachers, and empowering them 
professionally (Hobson & Sharp, 2005). Lipke (2019) regards mentoring as an important mechanism 

supporting inexperienced principals in times of change in the principalship. On the other hand, Aravena 

(2018) emphasizes that mentoring is one of the crucial tools that new principals can use to solve the 
problems they may encounter. In other words, principals and, thus, schools could eliminate the 

difficulties through mentoring. 

Mentoring is also seen as a mechanism that reduces isolation, stimulates critical reflection on leadership 

behaviors, encourages a different view of school culture, and improves the links among schools (Service 
et al., 2018). It is argued that mentoring supports the transition of individuals into management and 

offers various benefits by facilitating the induction of new employees into organizations (Jugmohan & 

Muzvidziwa, 2017). One of the most important benefits of mentoring is self-awareness, as mentors and 
mentees can reflect on their abilities and potential throughout the process (Aravena, 2018). Therefore, 

they become more motivated to be successful and fulfill their profession's requirements (Tahir et al., 

2015). Thus, individuals' self-efficacy and self-esteem levels can increase. Indeed, Bolam et al. (1995) 
consider mentoring as a supportive factor for obtaining new information, learning good and bad 

leadership practices, networking with colleagues, and continuing professional development. In this 

respect, it can be stated that mentoring is a learning-teaching process based on the win-win principle 

and is significantly related to principals' professional self-efficacy. 

Principal Self-Efficacy 

Self-efficacy, developed by Bandura, is defined as the belief in one's ability to change and control the 

events that affect their life (Eusanio, 2022). Self-efficacy beliefs determine whether behavior can be 
initiated, how long it can be sustained in the face of obstacles, and how much effort will be put in 

(Bandura, 1977). In this sense, self-efficacy, an essential element of social-cognitive theory, can 

potentially change the strength and level of individuals' actions. The effects of self-efficacy on 

leadership (Anselmus et al., 2022; Hallinger et al., 2020; Helber, 2015) make it a vital factor that can 
shape one's commitment, performance, and approach to events. Leaders/persons with low self-efficacy 
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are seen as stress-prone people, who give up when faced with challenges, personalize failure, and spend 
too much time learning a skill (Bennett, 2015). On the other hand, people with high self-efficacy do not 

underestimate their abilities, struggle, see failure as an opportunity, and continue striving (Owen, 2015). 

In this respect, it is possible to assert that individuals' self-efficacy perceptions significantly affect their 
cognitive, affective, daily, personal, and professional lives. Principals who lead schools are not exempt 

from this evaluation as individuals. 

Tschannen-Moran and Gareis (2007) summarize the self-efficacy of the principals as planning, 

organizing, structuring, carrying out tasks, and evaluating the skills of managing school relations with 
people in the environment. These can also be considered the responsibilities of principals with a 

multidimensional and deep structure (Anselmus et al., 2022). Principals can sometimes be overwhelmed 

by the complexity of their responsibilities (Arar, 2018) and thus may lose confidence in themselves and 
show poor performance. Therefore, principals need to be well-prepared for the profession. Their self-

efficacy needs should be professionally supported during their services, as self-efficacy is a principal's 

judgment about their ability to trigger change (Tschannen-Moran & Gareis, 2007). Researchers have 
linked principal self-efficacy with school innovation (Davis & Darling-Hammond, 2012) and learning 

quality (Dhuey & Smith, 2014). Therefore, principals' strong self-efficacy perceptions align with 

students' best interests (Kelleher, 2016). As a result, principals who increase their self-efficacy can lead 

the school effectively and maintain their positions (Mohanty, 2021). 

Empirical studies on principals' self-efficacy are rising and reveal remarkable results (Federici & 

Skaalvik, 2011; Laouni, 2022; Özer, 2013; Versland & Erickson, 2017). For instance, Osterman and 

Sullivan (1996) consider principals with high self-efficacy to be determined, more willing, and flexible 
in achieving their goals, while principals with low self-efficacy blame others for failure. Lyons and 

Murphy (1994) emphasize that principals with high self-efficacy do not see it as a failure and remain 

calm when faced with problems. The authors state that principals with high self-efficacy tend to use 

their intrinsic power such as expertise, knowledge, and technical power to fulfill their roles. These 
abilities are shown among the basic characteristics of principals (Jamison et al., 2020). At this point, 

increasing principals' knowledge and skills is important to strengthen their self-efficacy perceptions. It 

is believed that it would be especially beneficial for new managers to work under the mentorship of 
experienced ones (Hayes, 2020; Oplatka & Lapidot, 2017). Because new principals benefit from the 

experiences of their mentors, they develop professionally and learn how to fulfill the responsibilities of 

their new duties (Aravena, 2018; Messer, 2019; Mohanty, 2021). Otherwise, educators who have 
difficulty getting used to their new duties in the first year of their principalships face serious problems 

such as resignation and difficulty in maintaining a work-life balance (Kelleher, 2016; Oplatka & 

Lapidot, 2017; Tahir et al., 2015). 

School management is not seen as a professional career in Türkiye. Moreover, principals can be 
appointed even as teachers without leadership training. The personal and managerial competencies that 

principals are expected to possess are tried to be provided through in-service training. It is also stated 

that mentoring can significantly contribute to principals receiving support from their more experienced 
colleagues (Demirtaş & Özer, 2014). It is known that principals in Türkiye also benefit from this 

mechanism (Koç & Atmaca, 2022; Polat et al., 2018). However, the effects of this process on their self-

efficacy have not been thoroughly analyzed. In this regard, the reflections of mentoring, utilized in many 
countries, on the self-efficacy of Turkish principals will be examined in the current study. Türkiye has 

significant potential for educational research with millions of students and thousands of principals. It is 

believed that the results can add a lot to the professional development of principals in Türkiye, the 

Middle East, and developing countries. In this regard, the participants were asked to answer the 

following questions (and sub-questions):  

1. What does school management training mean to you? 

(a) Have you ever had management training before starting this career?  

(b) What do you think about the scope, adequacy, and contributions of this training?  

2. How do you perceive the concept of mentoring? What you were learning from your mentor; 

(a) How does it affect your managerial competencies?  
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(b) How does it influence your instructional leadership?  

(c) How does it contribute to your ethical leadership?  

3. How would you evaluate getting support from a mentor before or as soon as you start school 

principalship? 

Method 

This qualitative study was designed with a phenomenological approach due to its very nature to reveal 

and analyze participants' views in detail (Özdemir, 2010, p. 334). Indeed, Patton (2015) argues that 

phenomenology is a proper design to discover and understand participants' experiences.  

Work Group 

The participants of this study were depicted through criterion and snowball sampling. Although 

mentoring is not practiced as a formal process within the frame of MoNE practices, the support that 
novice educators get from more experienced ones could be regarded as mentoring (Villani, 2006). Thus, 

the participants of this study consisted of experienced principals who voluntarily offer help to others 

and novice principals who get in touch with experienced ones closely, which composes the criterion 
sampling (Patton, 2015, p. 425). Subsequently, these principals were asked to assist researchers in 

identifying other potential novice principals who get mentoring, which constitutes the snowball 

sampling of the participants. As the interviews continued, the number of participants was adequate since 

the same principal names emerged (p. 122), and the participants' views repeated (Patton, 2015, p. 474). 
Thus and so, eight principals working in Kahramanmaraş province were interviewed, and Table 1 

illustrates the details of these principals.  

Table 1.  

Descriptives about Participants 

No. Gender Age School Education Seniority Code Name 

1 Male 33 Middle School Bachelor's 3 Principal-M1 

2 Male 34 Primary School Master 2 Principal-M2 

3 Male 48 High School Bachelor's 2 Principal-M3 

4 Male 46 Primary School Master 19 Principal-M4 

5 Male 57 Middle School Bachelor's 35 Principal-M5 

6 Male 31 Middle School Master 2 Principal-M6 

7 Female 33 Primary School PhD 8 Principal-F1 

8 Female 40 High School Master 3 Principal-F2 

Note. * = Years. 

 

Tablo 1 shows the basic demographic information about the participants. All the participants were coded 

as Principal-M1/F1 to ensure anonymity. 

Tool and Data Collection 

The study's data were collected through a semi-structured interview form generated by the researchers. 

This form was checked by three experts experienced in qualitative research and took its last version in 
line with their suggestions. Then, this tool was tested with a pilot scheme with two participants. 

Subsequently, the form was reviewed in terms of its clarity and functionality and found eligible to be 

used in data collection. The researchers recorded the interviews and took notes upon the participants' 
approval. However, the participants were informed that they could leave the interview whenever they 

wanted. The data collection was completed between December 2022 and January 2023.  

Data Analysis 

Data analysis started with transcribing the interview records and arranging the notes taken during the 

interviews. The inferences based on these notes were illustrated with "<<< >>>" symbols in the text. 

The researchers utilized the analysis approach developed by Miles and Huberman (1994/2019) and made 

use of MAXQDA 2020. For this purpose, the data were analyzed through descriptive coding, and the 
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codes were arranged to form themes. This approach was preferred as it is proper to interpret the 
phenomenological details (Tesch, 1990). In order to ensure clarity, we also used a code matrix, which 

illustrates which code is used, by whom, and how often (Kuckartz & Rädiker, 2019). Then, the analyzed 

data set was transformed into a scheme to attain a holistic picture. Lastly, the data in this scheme were 

interpreted thoroughly. 

Trustworthiness and Rigor 

We obtained ethics committee approval from the Ondokuz Mayıs University Ethics Committee of Social 

and Humanistic Sciences. We also got the approval of MoNE for the implementation of the study. 
Furthermore, the study's data collection was based on voluntary participation. After that, we made 

appointments with the participants and they were informed about the process. We assured the 

participants that they could end the interviews at any time. All the recordings and notes were kept safe 
and ready to be used upon proper request. We followed these steps not only to ensure reliability and 

validity but also to prevent possible partialities (Merriam, 2018). We did not interpret the findings 

without the permission of all participants. Therefore, after the interviews were completed, we informed 
the participants about our notes and a general summary of the recordings. At this point, our major goal 

was to assess the consistency between what the participants said and our analyses. Moreover, we used 

MAXQDA 2020 qualitative research software to strengthen the validity and reliability of the research 

during all these stages. In this way, we tried to eliminate possible biases that may occur in the 
construction of themes and analysis. Another factor that contributes to reliability and validity is 

coherence among codes (Miles & Huberman, 1994/2019). For this purpose, we developed new themes 

and combined some of them where necessary. During this process, we consulted the experts from whom 

we benefitted when we prepared the data collection tool.  

Findings 

We prepared a code matrix to answer the research questions. This matrix revealed that there are 130 

codes. The theme that includes the most codes is mentoring on self-efficacy (48), and the one that 
consists of the least is mentoring perceptions (25). The school management training theme includes 30 

codes, although the future practices theme comprises 27 codes, as shown in Figure 1.  

 

 

Figure 1. Matrix of Codes 

 

We obtained four themes and ten sub-themes at the end of our analysis as illustrated in Figure 2. 
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Figure 2. Themes and Sub-themes 

 

Findings on School Management Training 

In order to answer the first question of the study, "What does school management training mean to 
you?", the codes in the theme of school management training were analyzed. Here, it was seen that the 

participants' views were organized into three sub-themes. These sub-themes are based on individual 

efforts, originating from official obligations, and deprivation. 

Based on individual efforts sub-theme signals that specialization in administration depends on individual 
efforts. In other words, to become a good principal, the participants need to solve some of their problems 

on their own and acquire the skills they need to gain in school management through their efforts. 

Principal-F2 states that there are different training opportunities on various platforms, and benefiting 
from them depends on the principal's efforts with the following sentence: "So, it is up to you to improve 

yourself at that point." At this point, the participants who are primary teachers consider themselves 

luckier than other principals. Those who had previously worked as classroom teachers at a school with 
unified classrooms stated that this position taught them a lot (e.g., correspondence, supervision, and 

school-environment relations). Principal-M4 and F1 reported that their master's degrees contributed 

significantly to their career. Principal-M1, on the other hand, stated that the readings he did provided 

him with essential benefits. However, it is seen that the participants do not find the training specific to 
school management/administration organized. Moreover, Principal-F2 harshly criticizes the general 

dissatisfaction that the appointment of school management is based on exam scores without any 

formation. Principal-M2 takes these criticisms one step further and argues that those who receive 
administrative training are positively differentiated from those who do not, even if appointed through 

an exam result. 

Originating from the official obligations sub-theme reflects the view of MoNE's central or 

provincial/district level activities in the eyes of principals. The first content that stands out in this sub-
theme is the low contribution of the training offered to principals by MoNE. This finding is also reflected 

in the “based on individual efforts” sub-theme. Thus, it can be concluded that the participant principals 
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find the school management and leadership activities planned and prepared by their organizations 
inadequate or boring. Principal-M1 considers these training initiatives that remain only on paper and 

have inadequate or problematic functions. While participants appreciated camp-type programs, they 

were more critical of salon-type or compulsory activities. Principal-F2 stated that the expertise of the 
individuals organizing the activities directly affected their enjoyment of the training. Principal-M2 

declares that the training organized for managers is not always of poor quality:  

They always say we could not catch up, but they appointed principals through an exam in the 

nineties. Candidates who passed those exams were given in-service training. After the in-service 
training, they gave another exam and eliminated the inadequate candidates again. Many of the 

principals I know who passed that exam is very high quality. I mean, I like that practice, for 

example. I think they gave training for about a month. (...) For example, these principals are 

noticed more than others. 

This participant does not regard the training organized by MoNE as a definitive solution. He also argued 

that the vice-principal position should be a prerequisite for becoming a principal instead of such 

activities where participation is compulsory. 

The sub-theme of deprivation contains the most tragic findings of the school management training 

theme. This is because principals unanimously report that they did not receive perpetual and practical 

management training in the early years of their careers. Moreover, all participants indicated that they 
highly needed professional support during this period. Especially the principals who started their 

positions in rural areas are confident and clear. Principal-M2 expresses the lack of support for principals 

by drawing attention to the depth of the gap between educational theories and practices in Türkiye. 
According to him, what he learned during his undergraduate education was not enough to overcome the 

difficulties he encountered while practicing his profession. Principal-F1 supported Principal-M2 in 

explaining this deprivation of principals with the metaphor of feeling like a fish out of water. Principal-

M4, who holds a master's degree, takes this finding further by stating that she did not receive any specific 
training on this issue during her undergraduate education. These findings display the relationship 

between the sub-theme of deprivation and the sub-theme based on individual efforts. Principal-M1, on 

the other hand, states that a lack of school management education leads to the loss of human resource 

potential. In other words, not specializing in school management results in the resignation of principals. 

Findings on Mentoring Perceptions and Mentoring on Self-Efficacy 

The second research question is, "How do you perceive the concept of mentoring?". While answering 
this question, two sub-themes (professional friendship and wise assistance) under the theme of 

mentoring perceptions and three sub-themes (managerial, instructional, and ethical) under the theme of 

mentoring on self-efficacy emerged. The findings related to these sub-themes are as follows: 

Professional friendship is the sub-theme in which participants described mentoring as a professional 
friendship. The principals who were interviewed within the scope of the research regarded the 

experienced principals who mentored them as valuable friends and colleagues. On the other hand, all 

participants regarded the experienced principals who mentored them as the authorities they consulted to 
solve the problems they could not overcome by themselves. Principal-M3 states that the scope of this 

friendship includes principals working in the same school types. In other words, according to Principal-

M3, a high school principal acquires new skills and tries to be more productive through their friendship 
with a principal from another high school. Principal-M1 clarifies his close relationship with his mentor 

as follows: "He <<<means his mentor>>> knows how to deal with parents or teachers. When I have a 

question, I ask him, and he shares all his experience with me. Moreover, he does this without expecting 

anything in return. So whatever you can think of...". Principal-M1 and F2 mentioned that they enjoyed 
sharing what they learned from their mentors with their colleagues working in different schools. 

According to these participants, supporting other principals <<<mentoring, so to speak>>> is joyful. 

However, Principal-F2 stated that he established this friendship not with the old-generation principals 

but with the ones who follow the innovations. 

In the sub-theme of wise assistance, mentoring is explained by the participants in terms of receiving 

support from a wise person and benefiting from the vast knowledge of a master. In line with this sub-

theme, Principal-M5, the oldest participant of the study, emphasizes the importance of sharing 
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experiences and considers mentoring as a facilitator for success. Principal-M5 was delighted that her 
mentor shared successful practices with her. In this sub-theme, the male participants' qualities should 

have described mentors as having sufficient professional knowledge/equipment (Principal-M1, M2, M4) 

and a certain maturity (Principal-M1). According to Principal-F1, one of the female participants, this 
quality has a certain seniority in management. Here, Principal-M6 conceptualizes her mentor and his 

wisdom with the following statements: "A person whose ideas are taken as a guide, as an adviser... Of 

course, the final decision <<<again>>> belongs to the person <<<i.e., the principal>>>; but a person 

who can say that it would be better if you do this <<<is mentor>>>. He is a person who opens up 
horizons, who applies the saying that wisdom is above reason." Principal-M1 sees mentoring as a 

professional process that does not make the mentee dependent on the mentor. This finding provides 

clues about the relationship between mentoring and self-efficacy in line with the purpose of the study. 
Principal-M1 thinks mentors help mentees become self-sufficient leaders and the participants approve 

of this. As a matter of fact, with the second question of the study, the reflections of mentoring on 

principals' self-efficacy were also evaluated. During the analysis, it was found that the effects of 
mentoring experiences on principals' self-efficacy were clustered in three sub-themes (managerial, 

instructional, and ethical) under the theme of mentoring on self-efficacy.  

The managerial sub-theme focuses on the effects of the support principals receive from experienced 

colleagues on their administrative skills. Principal-M5 clarifies this as follows: 

The managerial effects of mentoring are manifested in the context of mobilizing potential power 

in the school. <<<I mean>>> mentoring has taught me how to put an idea into practice and support 

of turning a spark into a fire. (...) Field mentoring experiences reflect that a sense of justice is 
never left untouched. I do not act on my judgment when I evaluate teachers <<<and I carefully 

avoid it>>>. I try to treat everyone equally. Your employees should trust you. In this way, 

problems in communication within the school are eliminated. 

Principal-M5 points to the contribution of mentoring to the people and action components of school 
management. Principal-M6, who reported that more than one experienced principal mentored him, 

stated that he could get their support on administrative issues even by phone. According to him, having 

access to a mentor at any time is vital for managerial competencies. Unlike Principal-M3, Principal-M6 
declared that he could get this support from mentors working at different school levels. Principals-M1, 

M3, and F2 depicted paperwork, applications/procedures to be followed over the internet, and legal 

procedures as areas of managerial work facilitated by mentor support. Principal-M2 and M4 emphasize 

that their mentors support their capacity to lead the schools. 

The instructional sub-theme consisted of codes related to the contributions of mentoring to principals. 

These codes include the interests of teachers and students. In this sub-theme, courses, field trips, 

curricula, supervision procedures, planning activities, and guidance services were listed among the 
benefits of mentoring. For example, Principal-M5 stated that his mentor supported him significantly in 

supervising teaching activities. This participant was perfectly satisfied with her mentor's support in 

classroom supervision. Similarly, Principal-M3 states that she increased her capacity to plan 
instructional activities thanks to her mentor. Principal-M3 adds that this process also involves teachers. 

Principal-F1 states that she received vital help from her mentor in nurturing her instructional leadership 

competence. Principal-F2 expresses that the support she received from her mentor extended her capacity 
beyond teachers and students with the following sentences: "I taught my vice principal everything. After 

a while, I realized he had started performing better than me. (...) This experience gives you happiness. 

It is good to teach someone something and be helpful." According to Principal-F2, the assistant principal 

acquired many skills thanks to her support. Principal-M6, the youngest participant of the study, stated 
that mentoring provided them with critical support in developing, preparing, and implementing projects. 

When all these statements are considered as a whole, it can be concluded that mentoring has positively 

contributed to principals' competencies and school life. 

In the ethical sub-theme, it can be said that the participants summarized the support they received from 

their mentors in terms of communication, climate, attitudes, and decision-making. For example, 

Principal-M1 expresses his mentor's contributions to him on decision-making and attitudes with the 

following statements "In the past, I would have led with my chin, I would have done what I knew, but 
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decision making is very complicated <<<the participant points out the difficulty of the decision making 
here>>>. One of the best things I have learned is this... Then, when something bad happens <<<in case 

of failure of individual decisions>>>, the blame falls on your head. <<<When teachers are asked for 

their opinions on a school matter>>>, they are also pleased. Especially when their opinions are 
recognized, they feel valued." It would not be wrong to note that these statements also indicate the school 

climate. Principal-M3, similar to Principal-M1, states that the moral gains mentoring offers eliminate 

the unwarranted criticism of principals. Principal-M4 summarizes the potential of the gains mentoring 

offers principals as follows:  

If I had met with an experienced principal in the beginning, I could have been in a very different 

position now <<<here, he refers to a mentorship and regrets that he did not have a mentor at the 

beginning of his career>>>. I could have reached my 19 years of experience in maybe 9-10 years. 
<<<Pointing out the benefits of mentoring>>> organizational justice equals to employee. If you 

want to gain trust in a school, you should not equate employees who work with body and soul to 

those who do not. Treating every teacher with consistent and equal practices without a labor 

union, race, or opinion discrimination is necessary. 

Moreover, Principal-M4, differing slightly from the other participants, stated that her mentor provided 

her with critical personal characteristics such as staying calm and being a good listener. Principal-M1 

and F1, on the other hand, put forward relatively contradictory views about the contributions of 
mentoring to ethical leadership competencies. According to them, mentoring is a concept with benefits 

but not a perfect one. At this point, these participants point out that mentoring is not the only and absolute 

solution for principals' self-efficacy. 

Findings on Future Practices 

The last question of the study was about the participants' views on being matched with a mentor before 

or as soon as they start to work. Here, principals not only expressed their opinions on mentoring 

formation and process but also made some suggestions. The findings were clustered into two sub-themes 
under the theme of future practice. These sub-themes are formalization and suggestions on content and 

implementation. 

The sub-theme of formalization includes all principals' views on the formalization of mentoring and 
making it programmed. Principal-M4 strongly wants the mentor-mentee relationship to be 

professionalized. He sees this as a necessity and thinks that the school's success can be indirectly 

supported through mentoring. Principal-M5 argues that it is too late for this process in Türkiye, stating 
that mentoring for principals should have been implemented years ago. Principal-M6, whose 

administrative experience is relatively limited, expresses his opinion on this issue as follows: 

"<<<meaning the pairing of principals with a mentor>>>, maybe. They pair a newly appointed teacher 

with a <<<counselor>>> either in the first year or in the internship period. This <<<practice>>> can 
also happen in the principalship. New appointees can be paired with an experienced, well-performing 

principal <<<newly appointed principal>>>." Moreover, Principal-M6 supports this view arguing that 

mentoring could also contribute to students and teachers. Principal-M1 makes similar statements to 
Principal-M6. Principal-F2, on the other hand, asserts that formalizing the mentoring can prevent 

principals from resigning, prevent them from receiving administrative penalties, and contribute to 

professionalization in school management. Principal-F2 also stated that mentoring could be a resource 

for principals' professional learning. 

When the codes of suggestions on content and implementation sub-theme are analyzed carefully, it is 

observed that participants want the mentoring process to have rich content such as psychology, crisis 

management, communication skills, critical thinking, and strategy development. At this point, principal-
M2 refers to behavioral sciences while Principal-F2 finds the case study method a vital part of the 

mentoring process. Principal-F2 argues that mentors should be chosen among people who have proven 

themselves. Here, the details of a mentor's competencies and the application principles and content of 
mentoring are deciphered. Principal-F2 characterizes principals who have distinguished themselves in 

their profession of mentoring. Principal-M3 confirms this and says that the effect of mentoring also 

depends on the mentor. Principal-M4 believes that keeping calm in times of conflict <<<participant here 

refers to anger management skills>>> should be a possible part of mentoring. Regarding the 
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implementation time, all participants pointed to the early stages of their principalship careers with 
statements such as before or as soon as they start their duties. It is difficult to say that the participants 

agreed on the implementation period. 

Discussion and Conclusions 

This current study looks at the impacts of mentoring on school principals by consulting the principals 

working in various schools from different levels and school sizes. The results reflect principals' views 

on school management training, mentoring, and mentoring on self-efficacy and future practices.  

The findings of the first research question of the study indicate that the participants are satisfied with 
the general training related to school management. However, participants continue their professional 

development mainly through their own opportunities. This finding contradicts the literature (Chu & 

Cravens, 2012; Gümüş, 2019; Ng & Szeto, 2016). It is possible to notice the practical problems and 
inadequacies of the curriculum followed at the faculties of education, which confirms the continuous 

learning and development expectation in school management (Daresh, 2004; Gümüş & Bellibaş, 2016; 

Ng & Szeto, 2016; Parylo & Zepeda, 2015). The participants reported that the training they were offered 
was generally compulsory. The criticism towards training structured in seminars plays an important role 

in this study. In this regard, the findings are compatible with the previous studies (Gümüş & Ada, 2017; 

Polat et al., 2018; Turhan & Karatabak, 2015). However, there are cases where the participants are 

partially satisfied with the training given by MoNE, which differentiates this study from others. The 
results reveal that principals lack professional support in principalship and management, especially in 

the early stages of their careers. Besides, the need for such training in Türkiye is at a high level as in 

developed countries (Bakioğlu et al., 2010; Bozkurt & Özkan, 2021; Ereş, 2009). Additionally, the 
findings revealed that the need mentioned above is among the causes of the resignation of principals, 

which makes this study profound in determining the stressors of being a principal. As a result, it can be 

concluded that the Turkish educational system, which pretends to be professional in the principalship, 

holds certain critical inconsistencies regarding educational strategies and practices. 

The second research question of the study discusses what participants understand from mentoring. The 

results reveal that participants consider their mentors not only as friends but also as professionals. 

Namely, a mentor is a friendly authority consulted to overcome various problems. The participants of 
the study are grateful for their mentors. In this sense, the study confirms that the perceptions of Turkish 

principals about their mentors are similar to their colleagues in different countries (Bolam et al., 1995; 

Owen, 2015; Schechter, 2014; Smith, 2007). The view stating that the only requirement for mentoring 
is neither being a friend nor an experienced one is compatible with the nature of mentoring. This is 

because mentoring is a complicated field involving innovation and guidance that aims to make the 

mentee independent. According to the participants, mentors are wise people from whose experiences 

they benefit as this wisdom mediates their success. These results are compatible with the findings of 
previous research (Daresh, 2004; Fox, 2018; Gimbel & Kefor, 2018; Hansford & Enrich, 2006). In this 

sense, the present study characterizes the Turkish context of mentoring. According to the study results, 

mentoring provides principals with critical advantages, among which principals' self-efficacy is listed 
(Eusanio, 2022; Fox, 2018; Helber, 2015; Messer, 2019; Mohanty, 2021; Versland, 2016). The study's 

second question concerns mentoring's effects on principals' self-efficacy. The findings illustrated that 

mentoring contributed to principals' managerial, instructional, and ethical efficacy beliefs. Mentor 
support in school management, legal procedures, and leadership competencies were the competence 

topics with which the participating principals expressed their satisfaction. These are also frequently 

mentioned in the literature (Geismar et al., 2000; Jugmohan & Muzvidziwa, 2017; Özalp et al., 2016; 

Parylo et al., 2012; Service et al., 2018). Mentors also shape principals' instructional self-efficacy. The 
benefits of mentoring, especially in the field of curriculum and supervision, develop principals' 

instructional leadership roles. These self-efficacies, which also support teachers and students, confirm 

the school-level benefits of mentoring in Türkiye and underline its unique potential. Mentoring also 
contributes to the ethical leadership skills of principals. As was found in the present study and similar 

studies, mentoring strengthens participants' self-control and decision-making competencies (Aravena, 

2018; Gimbel & Kefor, 2018; Searby, 2010). This suggests that the criticisms about the centralized 

identity of the Turkish education system (Gümüş & Ada, 2017; Özdemir, 2018) can be relatively 
optimized through mentoring. Principals report that their mentors make vital contributions to their 
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communication self-efficacy. In this respect, it is thought that communication problems (Arar, 2018; 
Gündüz & Balyer, 2011; Meyer & Patuawa, 2022; Osterman & Sullivan, 1996; Spillane & Sun, 2022), 

teachers frequently complain about and cite among the reasons for leaving their institutions, can also be 

alleviated through mentoring. 

The third and last question of the study analyzed the participants' suggestions on the application and 

content of mentoring. MoNE aims to increase the professional development and learning of principals. 

For this reason, MoNE has been developing strategies for principal professional development practices 

for a long time (MoNE, 2022a; MoNE, 2022b; Özdemir, 2018). In this regard, it is thought that it would 
be appropriate to include mentoring within the scope of principal professional development and learning 

practices since all participants wish that mentoring should take a formal structure. This wish is 

compatible with the literature regarding the needs of principals (Bozkurt & Özkan, 2021; Ereş, 2009; 
Özalp et al., 2016). The critical research results include the formalization of mentoring and the 

clarification of mentors' qualifications. The participants listed competencies such as equipment, 

professional knowledge, maturity, and helpfulness among the characteristics of mentors. These qualities 
give policymakers and researchers valuable messages (Bolam et al., 1995). The contribution of 

mentoring to the development of principals into independent, self-efficacious individuals is integral to 

this message. When commenting on the mentoring curriculum, the participants did not mention 

legislative training or virtual platforms (e.g., MEBBIS). On the other hand, the participant principals 
found content such as communication, anger management, crisis management, and critical thinking 

essential for mentoring. In this sense, the research adds depth to previous studies on the competencies 

of principals (Demirtaş & Özer, 2014; Koç & Atmaca, 2022). 

Implications, Limitations, and Future Research 

This study carries important implications for clarifying the relationship between mentoring and self-

efficacy. The results make valuable contributions to the literature on the functions of mentoring in 

supporting principals' self-efficacy. The study sets a theoretical framework on the content of mentoring 
and the qualifications of mentors for developing and non-western educational settings such as Türkiye. 

It is thought that this framework can be a guide for mentoring practices in the future. In Türkiye, 

mentoring is an informal professional development practice occasionally utilized in the private sector. 
One of the main implications of the current study is that it has the potential to provide evidence to the 

literature and researchers by addressing mentoring at this level. Its clear findings on the formalization 

of mentoring give this research a particular position in practice and policy development. 

First, the current study reflects the mentoring practice in a limited way since, as mentioned above, 

mentoring has not become a formal mechanism in the research population. Thus, the findings mirror 

only the principals' views within the study's scope. Therefore, it is not easy to generalize the findings. 

Moreover, it is necessary to conduct quantitative studies to make clearer comments about the causality 
between mentoring and principal self-efficacy. Otherwise, the criticisms that mentoring can sometimes 

be dysfunctional in pulling a rabbit out of a hat will not be resolved. 

In the future, it is suggested that the mentoring-principal self-efficacy relationship should be studied 
through cross-sectional or longitudinal techniques. In addition, qualitative studies can address the views 

of principals as to their mentor preferences. Thus, the process of mentoring, as well as mentoring, can 

be enriched. Finally, it is thought that it would be appropriate to propose a mentoring model to MoNE 

in which principal self-efficacy is considered. 
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Abstract 

The present study, exploring media exposure of preschool age children using media diaries had three 

major goals. First goal was to examine whether there was a relationship between the duration of 

children’s media use and their prosocial and aggressive behavior. Then, the second goal was to 

explore links between the content of media they use and children’s prosocial and aggressive behavior. 

Finally, informed by displacement theory, we focused on exploring whether the time spent for 

developmentally enriching activities changed based on the time spent for media use. Parents of 52 

preschool age children between the ages of 4 and 6 reported on their children’s media use on a media 

diary filled out throughout a weekend and the teachers assessed the prosocial and aggressive 

behaviors of the same children. Findings showed that there is a positive correlation between the levels 

of aggressive behavior and the time spent for playing video games increased. Additionally, as 

displacement theory suggested, when children spent more time on video games, time they spent for 

engaging developmentally enriching activities decreased. The results of the study contributed to the 

field as it provided an in-depth exploration of factors associated with media use habits of children at 

home using media diaries providing duration, content and context of media use and their relationship 

to children’s prosocial and aggressive behaviors. 
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Introduction 

In today’s world, media industry serves for people from all age groups including very young children. 

There were about 40 channels in Turkey that broadcast cartoons and other TV shows specifically 

targeting children as of 2017 (Özen & Kartelli, 2017). These TV channels broadcast mostly 

international programs or shows, dubbed in Turkish. The technology use of children aged between 6 

and 15 was first researched in 2013 in Turkey by Turkish Statistical Institute (TURKSTAT) and the 

study was repeated in 2021 to monitor changes. In the former study carried out in 2013, results 

showed that while 48.7% of the children between the age of 6 and 15 years, watched television 0-2 

hours a day and for 39.3% of the children within the same age group, the time doubled showing that 

these children watched TV between 3 and 4 hours a day. Of these children, 72.1% of them were 

reported to watch cartoons whereas 60.3% of them watched dramas and movies. However, because of 

rapid developments in technology, there are new media tools and channels such as tablets, more 

advanced consoles used both to play games and watch shows, or smartphones and video streaming 

channels such as Netflix, the later study examined children’s Internet usage rather than limiting it to 

television use. While the Internet usage was 50.8% in 2013 for children aged 6-15, it became 82.7% 

in 2021. According to the statistics of 2021, 86.2% of these children used Internet for participating in 

online classes and 83.6% of them used it for homework or learning purposes. It is important to note 

however that, due to the COVID 19 pandemic, many schools continued to implement online teaching 

during that time. Yet the rate was still high for playing or downloading games as they were in the 

third place for the purpose children use the Internet with a percentage of 66.1. The statistics also 

showed that 61% of the children used Internet to watching videos on websites (TURKSTAT, 2021). 

Children’s media viewing, commonly defined as either viewing or playing by using a media device, 

have entered, and taken a major part of children’s lives either by children actively choosing them or 

because adults around them are using them and children are being exposed (Calvert, 2015; Stiglic & 

Viner, 2019). As a result, in more recent years, media use, its causes and consequences have started to 

receive greater attention (Mares & Woodard, 2005; McHarg & Hughes, 2021). Although these studies 

all point to several key factors that should be considered while exploring the links between children’s 

media viewing and child developmental outcomes, the effects of media cannot be explained by solely 

looking at the device or the amount of time spent without focusing on the content and the context the 

media device is used such as whether the content is violent and that promote aggressive behavior. 

Furthermore, the media acts as a replacement for other activities children could engage by taking time 

away from them. While there is research in this realm, because of the rapid growth of new 

technology, and the need to explore the complex dynamics of factors that lead to certain outcomes, it 

is possible to argue that research on the effects of media tools is “slow to catch up” (Hofferth, 2010) 

and lacks tapping into the dynamic effects of the factors associated with media usage on young 

children. Additionally, even though there is still not much consensus on the effects of media, much 

research focuses on the harmful effects, and more needs to be explored in terms of prosocial media 

content (McHarg & Hughes, 2021). Currently however, a growing body of research focuses on how 

parents monitor and regulate children’s media viewing experiences, in other words, parental 

mediation, indicating that parent presence is very low in the context of young children’s media use 

(Gözüm & Kandır, 2021). 

Child media studies suggest that the time children spend using media plays a crucial role in child 

developmental outcomes (Anderson & Hanson, 2009; Bender et al., 2018; McHarg & Hughes, 2021; 

Gottschalk, 2019; Madigan, Browne, Racine, Mori, & Tough, 2019). The interest in examining how 

media influences developmental outcomes led brain researchers to examine the pathways and the 

studies suggested that the effects of media on the developing brain are complex and there is more to 

be understood. However, there is still evidence that excessive screen time impairs brain structure, its 

functions and executive functioning which plays a crucial role in problem behavior control (Dong & 

Lin, 2013; McHarg & Hughes, 2021; Paulus et al., 2019). These studies point that the damage is often 

found to be on the frontal lobe creating a major risk and perhaps deuteriations in the use of executive 

functions. Thus, the executive functioning skills that include controlling impulses, problem solving, 

recognizing emotions, and capability for empathy may all be negatively affected by excessive media 

use. Supporting these claims, Corkin et al. (2021), explored the effects of media use on young 
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children’s executive functions and concluded that total exposure when children are two years of age is 

linked to poor executive functioning skills at the age of four and a half. Other studies provided 

evidence to support the claim that amount of media exposure is a risk factor for undesired 

developmental outcomes independent of the content or other factors. Tamana et al. (2019), based on 

their cohort study, argued that there is a positive relationship between increased screen time and 

inattention problems among preschool children. In another study, focusing on 3-year-old children and 

their parents, Manganello and Taylor (2009) reported that there was significant positive relationship 

between children’s TV exposure and childhood aggression even after other factors such as maternal 

health and demographic characteristics were controlled. Similarly, Bender et al. (2018) reviewed 

studies using a range of methodological approaches and concluded that the amount of time children 

spends viewing media is associated with the increased levels of aggression. 

Although the evidence suggested that the amount of media exposure was associated with aggression 

in children, and many studies focus on the negative effects, other studies in the area focused on 

exploring whether the content of the media children were exposed to was associated with some 

developmental gains and positive outcomes (Anderson & Bushman 2001; Gözüm, 2022; Rasmussen 

et al., 2016). Although evidence suggests that violent media was linked to increased levels of 

aggressive behavior (Huesman, Moise-Titus, Podolski, & Eron, 2003), other studies on the other hand 

found that there were positive effects of educational cartoons on children’s cognitive development 

(Baydar et al., 2008; McHarg & Hughes, 2021) and positive effects of the prosocial media on 

children’s positive social behaviors (de Leeuw & van der Laan, 2018; Mares & Woodard, 2005). For 

example, Greitemeyer and Mügge (2014) reported that playing violent video games increased 

aggression while playing video games with prosocial content increased prosocial skills.  

Another question which has been investigated in the child media literature is whether children “miss” 

or are “deprived” while they spend time in front of the screen. Displacement theory proposes that the 

total amount of time children have is divided between media and other activities children have and 

when children spend time with media tools their time spent for developmentally enriching activities is 

reduced. These developmentally enriching activities are essential to foster children’s development yet, 

engagement with media devices takes time away from other more stimulating activities (Huston, 

Wright, Marquis, & Green, 1999). Based on this perspective, the focus on media cannot be solely on 

what media introduces to the children or what the effects would be when the inappropriate media is 

consumed in amounts that produces negative effects. Rather, the focus should be on how much time is 

taken away from more developmentally stimulating engagements such as play, literacy, peer 

interaction, outdoor play, family time or cognitively stimulating activities   In Turkish Statistical 

Institute’s study (2013), 35.9% of the children in the 6-15 age group reported that they spent less time 

reading books because they spent more time in front of the screen. Also 27.7% of these children stated 

that they spent less time with their family and 25.4% of them stated that they spent less time with their 

friends to meet face-to-face or play games because they spent more time for media use.  

Children’s Prosocial and Aggressive Behavior  

Social cognitive theory explains how an individual learns in the context of social relationships by 

exposure and observation (Bandura, 2001). Considering that media use includes elements of exposure, 

observation, and engagement, it provides a unique setting to understand and explain how media 

influences children’s behaviors in the light of social cognitive theory. As a result, many media studies 

implemented social cognitive theory and found it to be suitable to explore the links between media 

use and children’s prosocial and aggressive behaviors (Bandura, 2001; Huesmann & Taylor, 2006). 

Social learning theory focuses on how learning of certain behaviors occurs as children develop an 

understanding of and acquire knowledge of rules, skills, beliefs, strategies, and attitudes by observing 

others and reproducing similar or novel behaviors based on learned content (Bandura, 1986). As 

illustrated in the classic BoBo Doll Experiments, Bandura and his colleagues reported that after 

observing adult models acting aggressively, young children would show aggressive behaviors 

(Bandura, Ross, & Ross, 1961). Intriguingly, the children would not be simply triggered to act 

aggressively or imitate the modeled behaviors, these children, when exposed to adult models acting 

aggressively would go beyond simply imitating the observed adults. They would demonstrate novel 

and sometimes even more complex aggressive behaviors. The findings of this famous BoBo doll 
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study improved our understanding of learning mechanisms of aggression and violent behaviors in a 

social context.  Furthermore, media provides the perfect set up for modeling aggressive behaviors as it 

catches the “attention” of children, allows for “retention” as the children have many opportunities for 

repeated exposure, “production” because children play observed behaviors either with peers or on 

video games and finally “motivation” because games or videos can be stimulating and rewarding 

(Nabi, et al., 2021). More studies illustrating how observation, and in this case media viewing, is 

linked to aggressive behaviors following the original experiments of Bandura and his colleagues 

probably because of the increasing rates of aggressive behaviors in schools and in media over the past 

decades (Anderson & Dill, 2000; Neumann & Herodotou, 2020). 

Violent media depicts individuals, including nonhuman cartoon characters, with intentional attempts 

to inflict damage on others (Anderson & Bushman, 2001). Consequently, all media components and 

outlets, including video games, TV programs, computer games, shows and movies have potential risks 

to increase the level of aggression as they can all include violence. In fact, years of research in the 

field, showed at least some evidence that even brief exposure to violent media, particularly violent 

video games, can be related to increases in aggressive behaviors, and that violent media is possibly a 

significant risk factor for violence among young children and youth (Anderson et al., 2003, Burkhardt 

& Lenhard, 2021; Prescott et al., 2018). In fact, other studies showed that there was a link between 

preschool children’s media viewing habits and their social behaviors in the classroom. For example, 

Conners-Burrow et al., (2011) found that children who watched age-inappropriate content showed 

lower levels of social competence and illustrated poor social skills rated by their teachers.  

In addition to the focus on aggressive behaviors, how media viewing influences children’s positive 

behaviors is also examined in child media literature. Of these positive behaviors, prosocial behavior 

has received considerable attention and broadly defined as “any voluntary behavior intended to 

benefit another person” (Eisenberg et al., 2006). Prosocial behaviors include behaviors with altruistic 

intentions, delaying gratification in the benefit of others, friendly acts towards others, sharing, 

cooperation, sympathy, acceptance of others belonging in different groups, and higher capacity to 

imitate such positive behaviors (Bar-on, 2000; Wilson, 2008). If the content of media includes 

prosocial elements, called prosocial content, it is defined as having “the potential of fostering social 

interactions that are nonviolent and positive in tone” (Mares & Woodard, 2001). According to Mares 

and Woodard (2005) the amount of time spent engaging in prosocial media matters and when children 

watch more hours of TV programs with prosocial content, they behave more positively and have more 

positive attitudes than others who watch fewer hours of similar content. Similarly, in another study, 

De Leeuw and van der Laan (2018) found in their experimental study that children who watched a 

Disney clip in which the main character was illustrated to help a friend were more likely to help their 

own friends compared to the children who did not watch the clip. Thus, the researchers suggested that 

television viewing did not have to be only linked to violence and that given the right content and 

positive models, such as characters in the media helping others, would allow children to develop 

prosocial skills including helping others and understanding others’ feelings.  

Developmentally Enriching Activities and Media 

Social learning theory helps explain the dynamics of how media tools promote prosocial behavior or 

expose and encourage children for aggressive behaviors depending on the content that the children are 

exposed of. However, the media takes time away from children to engage in more age appropriate and 

developmentally stimulating activities that are traditionally part of their everyday play. Displacement 

theory focuses on the risks that are brought onto children’s lives when media steals time away from 

developmentally enriching activities including play and social interactions. In her book, Winn (1977), 

assumes that television viewing interferes with positive family and peer interactions of children and 

thus, it interferes with the healthy development of positive social behaviors and successful human 

relationships (Winn, 1977). Despite these assumptions, studies on the displacement hypothesis seem 

to be lacking and the little evidence is inconclusive as it is true that while people spend more time on 

media outlets, they spend less time on other activities; yet it is unclear if the media is not used, the 

alternatives people turn to would be high quality traditional engagements (Hall, Johnson, & Ross, 

2018). 
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To conclude, this study focused on examining children’s media use engagement and other activities at 

home over a period of a weekend where the children were at home with their parents. Because the 

focus was to capture media use in detail media diaries that also included time spent on other activities 

were used. Current studies suggest that media’s presence in children’s lives is undeniable and more 

comprehensive approaches need to be implemented capturing its negative and positive influences 

when studying its effects on children (Fitzpatrick et al., 2023). Thus, to explore both negative and 

positive aspects of media use to capture the dynamics of media use and how young children are 

influenced, the focus was on both aggressive and prosocial behaviors using teacher reports. It was 

expected that the teacher reports would be accurate sources to examine prosocial and aggressive 

behaviors of children as young children have opportunities at preschools to interact with their peers 

throughout the day during a week. Additionally, media use needs to be considered in context and how 

children may be lacking developmentally enriching activities in their home lives due to increased 

media exposure (Hurwitz et al., 2020).  

Although there are several research questions explored in the study, the first goal of the study was to 

describe the media use behaviors of the parents and the children and to see whether boys and girls 

differed in their media habits. Additionally, even though the focus of the current study is not on age or 

gender related differences, their effects were explored for explorative and descriptive purposes as for 

young children, the content and the amount of time spent on media may vary based on age and child 

sex (Kucirkova et al., 2017).  Following the descriptive explorations, the first research question of the 

present study was to investigate if there was a relationship between children’s total screen time, which 

means total time spent engaging in media activities, and their prosocial and aggressive behaviors. 

Using diaries parents filled out over the weekend, the media children used were coded whether the 

content was prosocial or aggressive and the time spent by children on them was noted. Thus, the 

second research question in the study was to explore the links between children’s aggressive and 

prosocial behaviors and the aggressive and the prosocial media that they viewed. Specifically, in this 

study, we proposed that while prosocial content would be associated with positive behaviors; 

aggressive or violent content would be associated with more aggressive behaviors. Finally, preschool 

children are still young and much of their time at home is spent for routine activities such as feeding, 

sleeping and bath. As a result, they have relatively fewer hours at home to be active, alert and 

engaging. In the light of displacement theory, we believe that media use will take time away from 

more developmentally appropriate activities such as play, arts and crafts, reading and social 

interactions with peers and family members. Therefore, the third research question focused on 

whether the time children spend for media use was related to the time they spend for developmentally 

enriching activities. We expected that the relationship would be negative and that while children 

spend more time engaging in screen either watching shows or playing video games, children would 

spend less time engaging in enriching and developmentally appropriate activities such as play, 

reading, interacting with others or outdoor play. 

Methods 

Design and Procedure 

Integrating a mixed method approach, the current study incorporated both questionnaires, surveys and 

detailed diaries parents completed reporting on children’s media viewing behaviors and their 

engagements in other activities. In the preparation phase of the study, although there would be 

concerns with generalizing the results, the authors carefully considered the options and implemented 

convenience sampling method as the data collection required somewhat rigorous involvement of the 

participants (Kanaki & Kalogiannakis, 2023). Additionally, as an exploratory study, two of the main 

purposes was to effectively rate all the media content and get a detailed picture of how the 

participating children were spending their time at home, rather than generalizing the results.  

Furthermore, ethical issues highlighted by Petousi and Sifaki (2021) were carefully followed. After 

receiving the ethical approval, directors of two preschools that the researchers had contact were 

contacted and data were collected in 2015. School staff including guidance teachers helped 

disseminate the announcements for the study at the participating schools. However, to protect the 

rights of the parents and not to burden them, the information for the study was sent over via routine 

announcements and those parents who were interested were contacted and the procedure was 
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explained to them in detail. Parents were given the opportunity to complete the media journals over a 

typical weekend, spanning two and a half days, from Friday evening through Sunday evening because 

children were at school and parents were at work during the weekdays. Each set of questionnaires was 

sent out in an individual envelope, and a unique identification number was assigned to each child to 

match the envelope with the Child Behavior Scale (CBS; Ladd & Profilet, 1996) form that teachers 

would later complete. 

Parents of 90 children, all between the ages of 4 to 6 received the questionnaire packages in one of the 

schools and 34 complete sets of data were obtained during the data collection period of four weeks. In 

another preschool, parents of 55 children aged 4 to 6 were contacted via email to inquire about their 

interest in participating in the present study. Twenty-six parents agreed to participate, and the same 

data collection procedures were followed (announcements, reminders, fliers etc. for a period of 4 

weeks). Eighteen of these participants fully completed the questionnaires and returned them to the 

school, using the provided envelopes. Subsequently, the teachers of the kids, whose parents 

participated in the study completed the CBS for all the children. In the end, data from 52 children 

were examined for the present study. The low return rate was attributed to the demanding nature of 

the study requirements as it necessitated a significant commitment from parents over a weekend 

filling out the media journals. 

Participant Characteristics 

The data for the present study came from an unpublished master’s thesis of the first author advised by 

the second author (İnanlı, 2015). The study involved 52 preschool children between the ages of 4 and 

6 to examine their media viewing habits through parental reports (media journals). Among these 

children, 28 were girls with an average age of 5.13 (SD = 0.70), and 24 were boys with an average 

age of 4.91 (SD = 0.69). These families were selected from two preschools located in the same district 

in Istanbul. The first school, 65.4% of the participants, was a public school where children attended 

full-day classes. The second school, constituting 34.6% of the sample, was a private school, and 

children attended either half-day or full day. Out of the parents who completed the questionnaires, 46 

were mothers (88.5%), and 6 were fathers (11.5%). The age of the parents ranged from 28 to 47 years, 

with an average age of 37.4 (SD = 5.02). 

Of the parents, 21 (40.4%) had graduated from a four-year university, 14 (26.9%) held a master's or 

doctorate degree, 13 (25%) had completed high school, and 4 (7.7%) were primary school graduates. 

Additionally, 32 of the parents (61.5%) were employed, while 20 (38.5%) were not working. Parents 

indicated their socio-economic status (SES) on a 5-point Likert-type scale, answering the question, 

"How would you describe your income level considering Istanbul, the city you currently live in?" 

Most parents (48.1%) selected "Average," while 18 (34.6%) chose "Above average." Seven (13.5%) 

rated their SES level as either "Below average" or "Low," and only two parents described their SES 

level as "High." 

Measures 

Children’s Media Use 

The study assessed children's media usage behaviors using a package that included a questionnaire on 

demographic characteristics, a survey of media devices at home, parental media use, and a media 

diary, which were completed by one of the parents over a weekend.  

The media diary was employed to collect detailed data about the content, duration, context of media 

usage, and other activities children were involved in over an entire weekend, from Friday night to 

Sunday evening. This media diary is based on an adapted form of a time diary, where participants 

record their media-related activities for a specific period (Vandewater & Lee, 2009). The Child 

Development Supplement (CDS) utilized a modified time diary approach in the Panel Study of 

Income Dynamics, where participants completed a 24-hour time diary for one randomly selected 

weekday, and one randomly chosen weekend day. Present study implemented a similar methodology 

and covered the entire weekend because one of the primary objectives was to gather descriptive data 

on how children spent their time when they were at home with their parents.  
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For each day, starting from Friday after school until Sunday bedtime, parents used a timetable to 

record their children's media-related activities. They documented the program or activity name, the 

time spent on it, and the type of media device used. Notably, the choice of media device did not 

determine the type of media activity. For example, if a child watched the program "Caillou" on an 

iPad, it was categorized as "TV watching" since it was a form of "viewing" activity independent of 

what it was viewed on. Additionally, parents recorded information about sleep and nap time, as well 

as other activities in which children participated during the weekend and their respective durations, 

such as reading a book or doing puzzles. These details were collected through open-ended questions 

to allow parents to provide specific and detailed information about the other activities in which their 

children engaged. 

Children’s Prosocial and Aggressive Behavior 

The study assessed children's prosocial skills and aggression using the Turkish version of the Child 

Behavior Scale, as adapted by Gülay and Önder (2009). This scale comprises six subscales yet, for the 

purpose of the current study, only the "aggressive with peers" and "prosocial with peers" subscales 

were employed. The "aggressive with peers" subscale consisted of 7 items, while the "prosocial with 

peers" subscale included 10 items. Teachers assessed children's levels of aggressiveness and prosocial 

skills using a 3-point Likert scale, where 0 represented "doesn't apply," 1 denoted "applies 

sometimes," and 2 signified "certainly applies." The internal reliability of both subscales was 

evaluated using Cronbach's Alpha, resulting in a coefficient of .80 for "aggressive with peers" and .89 

for "prosocial with peers. "It's worth noting that in the original version of the Child Behavior Scale, 

the reliability coefficients were .92 for aggressiveness and .88 for prosocial behavior, while in the 

Turkish version, they were .87 for the aggression scale and .91 for the prosocial scale. 

Coding Strategies 

Media Content 

Child media researchers have historically utilized the rating systems of non-governmental 

organizations to categorize the type of media children watch or play (Tomopoulos et al., 2007). 

Common Sense Media Rating System was used as a guide to categorize international TV programs to 

examine age-appropriateness, content, and educational value. For TV programs, it provides further 

information regarding age-appropriateness and assesses various content related aspects, including 

educational value, positive messages, positive role models, violence, scariness, sexual content, 

language, consumerism, and substance use. Each subcategory is rated on a 5-point scale, with a 3-

point rating indicating a fair amount of that type of content. 

Out of the 61 TV programs mentioned in parents' media diaries, 56 were cartoons, with 38 of them 

already assessed by Common Sense Media. To categorize these cartoons, the study first considered 

age-appropriateness. If Common Sense Media suggested an age range above that of the study's 

participants (4-6), such as 8, the cartoon was categorized as having content suitable for school-aged 

children. In cases where a program was both age-inappropriate and received a 3 or more-star rating 

for violence, it was categorized as having aggressive content, examples being "Ben 10," "Ben 10: 

Ultimate Alien," and "Tom & Jerry." 

If a cartoon was deemed appropriate for the target age group, the study assessed subcategories like 

educational value, positive messages, and violence. A cartoon was categorized as having educational 

content if it received at least 3 stars in the educational value subcategory. If it received at least 3 stars 

for positive messages, it was categorized as having prosocial content. If the cartoon received at least 3 

stars for both educational value and positive messages, it was classified as a program with both 

prosocial and educational content. If it had at least 3 stars only for its violence, it was categorized as a 

program with aggressive content, such as "Scooby-Doo." Cartoons for which parents didn't provide 

the program's title were labeled as unnamed program. 

For the 18 programs not covered by Common Sense Media reviews, two early childhood educators 

assessed them based on the same rating system. They watched at least three episodes of each cartoon, 

initially determining whether it was suitable for preschool children. They then rated the cartoons for 
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educational value, positive messages, and violent content. In most cases, their assessments were 

aligned, with only one requiring further evaluation. 

In summary, the study identified 24 programs with prosocial content, promoting positive behaviors 

like sharing, kindness, conflict resolution, and the use of polite language such as "please" and "thank 

you." Three programs had high educational value and aimed to teach specific subjects, like shapes or 

the law of buoyancy. Fourteen programs had both prosocial and educational content. Five programs 

were deemed aggressive, with themes of violence, scariness, and occasional use of inappropriate 

language. Eight programs were considered to have content suitable for school-aged children, featuring 

advanced language and topics. Five programs were categorized as adult content due to intense 

violence or sexual material. Lastly, two programs were labeled as unnamed, as parents didn't specify 

their titles. 

Movies categorized based on the Motion Picture Association of America's rating system, which 

includes categories like "General Audiences (G)" and "Parental Guidance Suggested (PG)." Video 

games played by the children were categorized using the Entertainment Software Rating Board 

(ESRB) system, with most games falling under the "Everyone" category, suitable for all ages, and one 

in the "Everyone 10+" category, appropriate for ages 10 and up. 

Time Spent for Media Use 

The study calculated the cumulative time that children spent watching or playing on screens for each 

type of program daily. Subsequently, the total amount of time spent watching TV, the combined 

screen time (including both TV and movies), and the total time spent playing video games over the 

entire weekend were computed. 

Developmentally Enriching Activities 

The various activities in which the children participated were categorized into 11 distinct groups. 

These were: Literacy, art, role-play, Legos/blocks/cars, puzzle and math, outdoor activities, music, 

branch activities (e.g., ballet, swimming lessons), shopping malls, family activities (e.g., playing 

football or cooking together), unnamed play (for cases where parents simply noted "s/he is playing 

games"). These categories were used to help organize and understand the diverse range of activities in 

which the children engaged over the period of a weekend the journals were completed by the parents. 

Results 

Descriptive Statistics 

Among the entire sample, 40.4% of households had two televisions, 36.5% had only one TV, and 

15.4% had three or more TVs. In 61.5% of households, there was at least one DVD player. When 

considering both computers and tablets, 36.5% of parents had two devices, and 34.6% had three or 

more devices in their households. Most of households (90.4%) had at least one satellite connection, 

while only 19.2% had at least one game console. 

When parents were asked about their media use for a typical weekday, they reported that they spent 

an average of 91.6 minutes watching TV (SD = 80.86), whereas they spent an average of 106.8 

minutes watching TV (SD = 92.74). Approximately 13.5% of parents reported that they did not watch 

TV on either weekdays or weekends. The maximum reported TV-watching time was 480 minutes. 

Parents also provided information about the time they spent in front of computers, excluding work-

related time. On a typical weekday, the mean time spent in front of computers was 40.1 minutes (SD = 

37.80), and on a typical weekend day, it was 30.7 minutes (SD = 29.04). Approximately 21.2% of 

parents reported not spending any time in front of computers on weekdays, while 32.7% reported the 

same for weekends. The maximum reported duration for weekdays was 180 minutes, and for 

weekends, it was 120 minutes. 

Regarding the type of TV programs that children spent the most time watching, programs with both 

prosocial and educational content, such as "Dr. McStuffins," "Kabarcık Çocuklar," and "Barney," 

ranked as the top choice. The second most-watched type of program was those with prosocial content, 

including "Max & Ruby," "Gürültücü Aslan Ra Ra", and "Damla'nın Dolabı." The third most-watched 
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category was programs with aggressive content, such as "Ben 10" and "Mixels." These were the 

programs that children spent the most time viewing (See Table 1). 

Table 1.  

Total Time Spent for Television Programs in Minutes 
 N Minimum Maximum Mean Std. Deviation 

Prosocial TV 52 0 300 28.75 58.41 

Prosocial TV* 52 0 300 77.12 74.40 

Educational TV 52 0 195 15.77 39.32 

Educational & Prosocial TV 52 0 280 48.37 57.50 

Aggressive TV 52 0 120 19.90 36.74 

School Age TV 52 0 120 10.67 27.11 

Adult TV 52 0 180 13.85 44.24 

Unnamed TV 52 0 150 16.15 38.59 

*Including programs with both prosocial and educational content. 

Children primarily engaged with video games and apps falling under the "everyone" category, 

including titles like "Hay Day," "Subway Surf," and "Candy Crush." The movies they watched 

belonged to the "general" category, featuring titles like "Kar Patileri," "Prenses Okulu," and "Impy's 

Island." These choices reflected the preferred media content for the children in the study (Table 2). 

Table 2. 

Total Time Spent for Video Games and Movies in Minutes 
 N Minimum Maximum Mean Std. Deviation 

Games for Everyone 52 0 270 30.00 53.22 

Games for 10 above 52 0 180 5.87 26.58 

Unnamed Video Games 52 0 180 9.42 30.57 

General Movies 52 0 120 11.15 25.62 

PG Suggested Movies 52 0 120 5.48 22.03 

 

When the data were analyzed separately for boys and girls, looking at the time they spent on screens, 

descriptive analyses revealed that girls had slightly higher total screen time compared to boys. 

However, boys spent more time than girls on playing video games. This analysis highlights gender 

differences in screen time and video game usage among the study participants (Table 3).  

Table 3. 

Time Spent for Media Activities According to Children’s Gender in Minutes 

 
 

Total TV 

Time 
Total Screen Time Total Video Game Time 

Girls Mean 185.54 225.36 38.93 

 N 28 28 28 

 Std. Deviation 119.128 147.101 61.012 

Boys Mean 159.63 213.75 54.54 

 N 24 24 24 
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Table 3 continuing  

 Std. Deviation 115.010 135.841 64.745 

Total Mean 173.58 220.00 46.13 

 N 52 52 52 

 Std. Deviation 116.827 140.754 62.634 

 

Research Question 1: The Relationship between Children’s Time Spent for Media Use and 

Their Prosocial and Aggressive Behaviors 

The first research question of the study focused on investigating whether the children's prosocial and 

aggressive scores changed in relation to the time they spent on media, regardless of the content. 

The results indicated a significant positive relationship between children's aggression scores and the 

time they spent on video games, r (50) = .32, p < .05. This suggests that as children spent more time 

playing video games, their aggression scores increased, indicating a potential link between increased 

video game usage and elevated aggression levels. 

In addition, although not statistically significant, there was a potential negative relationship between 

children's prosocial scores and the time they spent on both screen time and video game time. 

However, the lack of statistical significance means further research is needed for further examination 

(Table 4). 

Table 4. 

Correlation Between Time Spent for Media Use and Aggression and Prosocial Scores of the Children 
  Aggression 

Scores 

Prosocial 

Scores 

TV 

Time 

Video Game 

Time 

Screen 

Time 

Aggression 

Scores 

Pearson 

Correlation 

     

 Sig. (2-tailed)      

 N      

Prosocial Scores Pearson 

Correlation 

-.367(**)     

 Sig. (2-tailed) .007     

 N 52     

TV Time Pearson 

Correlation 

.019 .045    

 Sig. (2-tailed) .892 .749    

 N 52 52    

Video Game 

Time 

Pearson 

Correlation 

.328(*) -.192 .160   

 Sig. (2-tailed) .018 .173 .256   

 N 52 52 52   

Screen Time Pearson 

Correlation 

.163 -.044 .898(**) .576(**)  

 Sig. (2-tailed) .248 .759 .000 .000  

 N 52 52 52 52 52 

** Correlation is significant at the 0.01 level (2-tailed). 

*  Correlation is significant at the 0.05 level (2-tailed). 
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Further examination of the data revealed an association between screen time and the age of the 

children, r (50) = .40, p < .01. This indicates that as children grew older, they tended to spend more 

time on screens. Compared to younger children, older children devoted more time to screen-related 

activities.  

Research Question 2: The Relationship between Media Content and Children’s Prosocial and 

Aggressive Behaviors 

The second research question of the study asked whether children's prosocial and aggressive behavior 

was influenced by the time spent on specific types of programs or video games. To explore this 

relationship, a series of Pearson correlations were conducted. 

The study included seven types of TV programs: prosocial content, educational content, both 

prosocial and educational content, aggressive content, school-age content as well as programs for 

adults, and unnamed programs. However, the results revealed that there was no significant 

relationship between the children's prosocial and aggressive scores and the specific type of content 

they watched or played on the screen. 

Specifically, there was no significant relationship between the time children spent on programs with 

prosocial content, including those with both prosocial and educational content, and their prosocial 

scores, r (50) = -.13, p > .05. Similarly, there was no significant relationship between the time 

children spent on programs with aggressive content and their aggression scores, r (50) = .06, p > .05. 

To assess the impact of gender on the time spent on various TV contents, independent samples t-test 

was conducted. The categories of programs with school-age content and unnamed TV programs were 

combined under the label "All Others" to reduce the number of t-tests. The prosocial TV category also 

included programs with both prosocial and educational content. However, the study found that gender 

had no significant effect on the time spent on TV programs with any type of content. 

Research Question 3: The Relationship between Children’s Time Spent for Media Use and 

Their Time Spent for Developmentally Enriching Activities 

The last research question of the study aimed to investigate the displacement hypothesis suggesting 

that as children spend more time on media activities, they may allocate less time to developmentally 

enriching activities. The study grouped parents' answers into 11 categories, including literacy, art, 

role-play, lego/blocks/cars, puzzle, and math, outdoor, music, branch (e.g., ballet, swimming lessons), 

shopping malls, family activities, and unnamed play. The total playtime was calculated as the sum of 

the time spent on these activities during the weekend, excluding family activities and shopping malls, 

which only encompassed visiting relatives and shopping. Pearson correlations were employed to 

explore whether the amount of time spent on play decreased as the time spent on media activities 

increased. The results indicated a significant negative relationship between the time spent on video 

games and developmentally enriching activities, r (50) = -.44, and p < .01. This suggests that as 

children spent more time playing video games, they tended to allocate less time to other forms of play. 

Furthermore, the results also suggested that as children spent more time watching TV and movies, 

there was a tendency for them to spend less time on family activities. However, these results were not 

statistically significant, implying that further research might be required to establish a clear 

relationship in these cases (Table 5). 

Table 5. 

Correlation between Time Spent for Play, Family Activities, and Media Use 
   Family 

Activity 

Time 

Play 

Time 

TV Time Video Game 

Time 

Screen 

Time 

Family Activity 

Time 

Pearson 

Correlation 

     

  Sig. (2-tailed)      
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Table 5 continuing 

  N 52     

Play Time Pearson 

Correlation 

-.18     

  Sig. (2-tailed) .19     

  N 52     

TV Time Pearson 

Correlation 

-.17 -.10    

  Sig. (2-tailed) .24 .50    

  N 52 52    

Video Game 

Time 

Pearson 

Correlation 

-.08 -.44(**) .16   

  Sig. (2-tailed) .60 .001 .26   

  N 52 52 52   

Screen Time Pearson 

Correlation 

-.17 -.26 .90(**) .58(**)  

  Sig. (2-tailed) .22 .06 .000 .000  

  N 52 52 52 52  

** Correlation is significant at the 0.01 level (2-tailed). 

 

The primary activity that children engaged in during the entire weekend was family activities, with an 

average of 234.10 minutes (SD = 127.54). Following that, the second most time-consuming activity 

was the total screen time, including TV and movie watching, with an average of 220 minutes (SD = 

140.75). The third activity in terms of time spent during the weekend was unnamed play, 

encompassing activities that parents didn't specify and simply noted as "Playing games" in the media 

diaries (Table 6). 

Table 6. 

Time Spent for Developmentally Enriching Activities and Media Activities in Minutes 
 N Minimum Maximum Mean Std. Deviation 

Literacy Time 52 0 360 49.04 71.04 

Art Activity Time 52 0 170 38.94 47.11 

Role Play Time 52 0 300 27.12 61.60 

Cars Blocks Time 52 0 330 30.10 59.69 

Puzzle Time 52 0 130 9.52 25.90 

Family Activity Time 52 0 540 175.58 150.33 

Outdoor Time 52 0 390 86.83 90.51 

Music Time 52 0 20 1.06 4.35 

Unnamed Play Time 52 0 480 88.75 109.87 

Branch Time 52 0 180 10.96 33.62 

Mall Time 52 0 180 14.62 43.41 

TV Time 52 0 510 173.58 116.83 

Movie Time 52 0 180 16.63 36.05 

Video Game Time 52 0 270 46.13 62.63 
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Discussion 

Media is an inescapable part of life today. Instead of constantly engaging in a battle against it that 

parents often lose, it is important to find ways in which parents can live with it and use it effectively 

without harming or altering the pathway to healthy growth for young children. Obviously, parents, 

policy makers, educators and researchers have challenging yet a crucial role to play in a quest to find 

ways in which this is possible. Children learn, have fun, be moved, teach, express, protest, and share 

via media tools. In short, it is the new normal for today’s children as they are born into a digital world 

now. Therefore, all involved in children’s development and care look for the answers to questions 

such as when to start introducing media, which programs are good for them, how much media is too 

much exposure and whether media has any positive or negative effects on children’s development. 

Although these questions will probably be asked for a long time, presently, there are various 

conclusions and responses to then when the results of the child media studies are considered 

(Kucirkova et al., 2017).  One important conclusion is that media viewing is not all good or bad for 

children and evidence suggests that the content of media, the amount of exposure either by playing 

games or viewing media, and the context in which media viewing takes place are all crucial factors 

that need to be considered to understand the effects of media on young children. Although included in 

this quest for media use to an extent, it is worth exploring the expense of including media into the 

lives of children. Thus, present research was designed to contribute to existing studies on media 

literature by exploring whether the amount of time spent with media devices, the content quality 

(aggressive or prosocial) contributes to children’s prosocial and aggressive behaviors rated by 

teachers. Furthermore, by describing the home environment in terms of media use and other 

engagements at home, the goal was to also explore whether children’s time spent on traditional 

activities such as play, family time and outdoor activities lessen. By combining survey questions, 

media diaries, and questionnaires, another goal was to incorporate a range of techniques to obtain 

more insight, as some techniques such as media diaries, although very useful, are often not preferred 

as much since they require more resources. 

Turkish Statistical Institute (TURKSTAT, 2013) reported that children 50.6 % of children aged 6 to 

15 spent 1 hour 55 minutes watching TV on average on a typical day in 2013 Currently, however, a 

newer report for 2021 showed that 82.7% of the children in the same age group use media. Social 

media use among children using all digital media has risen and majority of them use the internet. 

Although the data were collected in the academic year of 2014 and 2015, long before the pandemic hit 

the world in 2019, the media use among children were on the rise and there were many easily 

accessible alternative media outlets at home for children. Then the 2019 pandemic has certainly 

affected the rise of digital media use significantly, yet, although life has seemed to resume its regular 

course as the restrictions were lifted after the pandemic subsided (e.g., school closures, after school 

activities etc.), and children are still using digital media much more than ever before with digital 

media use affecting all aspects of life. In fact, statistical reports (TURKSTAT, 2021) suggest that 

many aspects of children’s lives, including time spent reading books, physically interacting with 

friends and playtime have all decreased such as social media, online games, watching videos have 

become routine activities for children. The data for the current study were collected prior to pandemic, 

so results do not reflect on current developments in media use, yet they give perspectives as to the role 

and power of media use and its effects on young children. Studies have found that overuse of media is 

related to many health risks including behavioral problems (Bozzola et a., 2022). Similarly current 

study showed that increased media use puts children at risk for aggressive behaviors. Similar findings 

were reported by other studies that increased screen time was risking children’s well-being and 

putting them at risk for higher levels of aggression (Supanitayanon et al., 2020) and problems with 

executive functioning (Corkin et al., 2021).  

Although there are studies focusing on assessing the content quality of video games in Turkey 

(Gözüm & Kandır, 2021), evaluating the quality of media content children watch seem to be 

challenging. As it happens, assessing the content quality of the digital media including shows, movies 

or even games, there is no clear guide easily available in Turkey for evaluation purposes. This 

provides extra challenge for parents and researchers to assess the content quality and the 

appropriateness of the media for young children. Having said this, in the current study, existing 
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evaluation criteria were combined and used as a guide to classify the content as prosocial or 

aggressive/violent. In one study, Bushman et al. (2015) explored the opinions of media researchers 

and found that aggressive media content increased violence in children. Similarly, in their meta-

analysis, Coyne (2018) reported that prosocial media increased prosocial behaviors despite several 

moderators. However, we found no evidence that prosocial video content increasing prosocial 

behaviors or aggressive content increasing aggressive behaviors among young children. Further 

studies assessing the content quality of media tools more in depth would be valuable for an 

examination of the dynamics of the messages in them, and their effects on children. 

Contrary to the expectation, findings of the present study did not reveal a positive relationship 

between prosocial content and prosocial behaviors of the children. Similarly, there was not a positive 

relationship between children viewing more aggressive content and more aggressive behaviors. Yet 

the total media viewing was associated with more aggressive behaviors. One reason for this might be 

that, when the program is rated as prosocial or aggressive, the detailed picture of the content could not 

be produced. It is possible that an aggressive show has prosocial elements, or the prosocial show has 

aggressive elements. Perhaps when a show is evaluated for its prosocial or aggressive content, it is 

possible to focus on prosocial or aggressive act counts or explorations of children’s perceptions of the 

nature of the show, or what children’s take away messages are watching these shows. In the current 

study, the average media use for children between the ages of 4 and 6 was 1 hour 50 minutes over a 

weekend somewhat lower than national statistics and higher than that of studies using US samples. 

One of the reasons of why national statistics in Turkey reported higher amounts of time might be 

related to the age of the target group. It is possible that the reason for why the average time was higher 

in national statistics might be because they used an older and wider age group as a sample. In the 

current study, it was found that time spent viewing media had increased with age, suggesting that age 

is a contributing factor for increased media use. As expected, parents have more control in younger 

children’s media usage than that of older children’s (Kucirkova et al., 2017). It is also possible that 

parents might think that as children get older, they grow a better insight about what is appropriate or 

not for them on the screen. Another possible explanation for this might be that the media market 

offers more content for school age children including movies, cartoons, TV shows and games. The 

content that is appropriate for school age children may receive the attention and interest of older 

preschool children, exposing younger children for content that is more ambiguous or more difficult to 

interpret and understand prosocial content. Further research needs to explore more in detail for how 

age influences children’s media viewing and the reasons for parents to use media outlets for young 

children. It is also important to explore how the decisions are made for young children’s media 

viewing. 

Research in the field of children’s media use suggested that there was a link between violent media 

exposure and aggressive behaviors as violent media being a predictor of aggressive behaviors among 

children (Bushman, Gollwitzer, & Cruz, 2015). In the present study, we found that the children who 

played more video games were reported by their teachers to show more aggressive behaviors. This 

finding was evident even though parents reported these video games to be in the category of “video 

games for everyone” based on the guidelines of Entertainment Software Rating Board. Thus, this 

shows that frequent use of video games may be related with aggression in children, regardless of the 

content, like other studies such as Manganello and Taylor’s (2009) study suggested.  Specifically, 

Manganello and Taylor (2009) argued that no matter what the content is, there is a positive 

relationship between direct TV exposure and children’s aggressive behavior. As the displacement 

theory suggests, it is possible that children spend less time with their peers when they spend more 

time on screens similar to what Bickham et al., 2003 argued. It is possible to speculate that children 

learn to negotiate social relationships and find more efficient strategies to express themselves while 

spending time with their peers. Yet, when they are in front of screens, there is not much time left to 

socialize with peers perhaps there is even a risk for deprivation in terms of social interactions with 

peers. Furthermore, video games allow for more acting out as children in these games actively engage 

in act of violence possibly leading to aggression. Even though it was not significant at the 

conventional levels, we found that there was a tendency for a negative relationship between time 

spent for video games and children’s prosocial behaviors suggesting less media viewing could be 

linked to better prosocial behaviors. It is possible to state that children, during the crucial time of their 
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development, children might experience a lack of developing social skills while playing video games 

even if the content is harmless or not considered to be harmful. It is also possible to conclude that 

children who lack prosocial skills and are more aggressive may play more video games. Further 

research needs to focus more on exploring the factors associated with why children spend more time 

on video games and how increased time on video games are more harmful. While exploring such 

factors it would be inspiring and valuable to explore children themselves perceive the issue. Yazıcı 

Arıcı, et al. (2023) conducted a study with young children playing video games and reported that 

metaphors were used by children to express their feelings and these metaphors were useful providing 

insight into children’s learning and understanding. Similarly, allowing children to express their own 

minds and understanding can be used to explore why children use media tools more and even in the 

expense of conventional games and play. Perhaps children can better express themselves and help us 

understand how they feel their needs are fulfilled by the media tools and media interaction.  

Our results showed that there is an inverse relationship between the time spent playing video games 

and the time spent for engaging in developmentally enriching activities, such as doing puzzles or role-

playing. Keeping in mind that children’s aggression levels increased when they spent more time 

playing video games, we can argue that when children spend less time playing traditional games or 

engage in stimulating and developmentally appropriate activities and when they used more media, 

particularly spend more time playing video games, their aggressive behaviors at school increase. 

Similarly, not significant at the conventional levels, the tendency emerged to suggest that TV 

watching seemed to take time away from spending time on developmentally enriching activities. 

Although bound to be tested by further research, it appears that watching TV or online videos as well 

as playing video games all crowd the home environment and children’s immediate contexts in a sense 

and preschool children spend less time playing traditional games, doing arts and crafts, or engaging in 

family activities. In one study conducted by Gözüm and Kandır (2020), researchers focused on 

children’s concentration levels and their desire for play in relation to how much time they spend 

playing video games and found that time spend for video games has a negative influence on them. It is 

reasonable to conclude that too much media use by means of playing video games or watching videos 

deprive children of rich learning and development opportunities that traditional games or 

developmentally enriching activities provide such as role playing, perspective taking, language rich 

and emotionally fulfilling interactions as well as building skills to enhance focus, attention, and 

inhibitory skills. In the literature there is some evidence suggesting that higher levels of media 

exposure are linked to lower levels of self-regulation skills among young children (Cliff et al., 2018). 

Furthermore, there are other studies providing evidence that improved self-regulation skills are linked 

to lower levels of aggression and other problem behaviors as well as positive developmental outcomes 

such as social competency (Robson et al., 2020). Given that child development is a dynamic process, 

future research can focus on the dynamic relationships among media use, self-regulatory skills, and 

aggression to explore the pathways for aggressive behaviors.  

In an experimental study with adult participants, Hall et al. (2018) found that high amounts of social 

media use were associated with perceptions of lower life quality. When the participants were 

introduced study conditions where social media use was restricted, the participants spent more time 

for work and house chores. However, these activities were also associated negatively with perceptions 

of low quality of life. Hall et al. (2018) argues that social media displaces other activities in 

individuals’ lives, however, assuming people engage in more social, or personally fulfilling activities 

when social media use is absent, would be misleading. It is the case that engaging in with media use 

in general for adults or children do take time away from other activities. However, perhaps more 

media use is a result of lacking more pleasant activities in life. Similarly, perhaps children are turning 

to use of media because there is a lack of more exciting, stimulating, rich and developmentally 

appropriate activities in their lives. Considering that in today’s world, particularly for children and 

youth, digital media is a part of everyday life, there is a need for a change in the mindset. Instead of 

viewing media as simply taking time away from more developmentally enriching activities, it is 

important to accept that media usage is part of children’s everyday lives, and the efforts need to be 

placed on generating and providing more quality activities that can serve as alternatives of media for 

children. 
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Having participants with higher socioeconomic level than the average socioeconomic level of Turkey 

was one of the limitations of this study. Although much lower in Turkey (11%) the approximate 

percentage of the university graduates was 67% in the current study suggesting that the study sample 

was composed of families with higher socioeconomic levels. Furthermore, there was a high 

percentage of children with personal tablets or game consoles. Studies show that higher levels of 

media use among children is associated with lower levels of parental education (Anand & Krosnick, 

2005).  Therefore, results of the present study need to be interpreted with caution and further studies 

should include more diverse families in terms of parental education and income. It would be 

interesting to see whether the children’s media viewing habits are influenced by the number of media 

devices at home among families with lower and higher socioeconomic backgrounds.  

Currently, some researchers argue that young children can benefit academically and cognitively when 

media devices are implemented in developmentally appropriate activities and games (Kanaki, & 

Kalogiannakis, 2022).  Although we do agree that media tools can be very useful when used 

appropriately, nonetheless, the results of the present study suggested that it is a cause for concern 

when children use too much media at young ages. Therefore, a thorough public policy work educating 

the parents about the effects of media on children, and guiding parents to provide alternative activities 

with and for children is needed. Currently, number of studies focusing on parental mediation are on 

the rise (Gözüm & Kandır, 2020, 2021). It is important that further research focusing on parental 

mediation and effects of media on children focus on how parental strategies are used to regulate 

children’s media related activities along with their own and perhaps explore the pathways for more 

regulated media engagements for young children. Moreover, use of smart technologies and 

engagement with media is now possible with one single finger stroke and many interactive games are 

introduced as suitable for young children in digital stores (Papadakis, 2023). When the content is 

labeled as educational, parents tend to think that the content is beneficial for their very young children 

although how these apps and digital games are rated as suitable for young children are unclear 

(Papadakis, 2023). Furthermore, because young children, and even infants, can manage to use many 

of the smart devices with interactive screens, adult presence and monitoring for much younger 

children are not a necessity to navigate through pages and skip through apps. Therefore, these ratings 

and what they mean become a central challenge for families and young children. In fact, a major the 

challenge we faced in the present study was rating the content of the media. There was no systematic 

and a detailed rating system to assess the media content for young children that could guide parents to 

decide whether the content was developmentally appropriate or the content could be inappropriate or 

harmful. Hence there is a need to develop a rating system that is thorough, user friendly and provides 

simple tools to assess both positive and prosocial content as well as harmful content including 

violence and aggression. Furthermore, since we are now in a post pandemic era and during the 

pandemic and thereafter games, leisure activities and even socializing with friends and family became 

online, more studies are needed to explore the effects of sudden and rapid increase of digital media 

use and its effects longitudinally. Lastly, qualitative studies may be helpful to explore the reasons for 

parents to leave children alone in front of screens, their beliefs regarding the effects of media and how 

they interact with their children when they use the media together. It would be helpful to explore what 

strategies parents use to mediate their children’s media use, how they monitor the content in the media 

and their views on traditional games and developmentally appropriate activities as alternatives for 

media. Considering that today’s children and adults are using media more than ever before, and 

children are at much younger ages are interacting with media, we need to better understand the 

expense of media use in children’s lives. 
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Abstract 

This study aims to examine the relationship between the perception of organizational justice and 

gender in educational organizations using the meta-analysis method. Additionally, the study explores 

the impact of moderator variables, including year, thesis/study type, field of study, participants, school 

type, and applied region, on the relationship between organizational justice perception and gender. The 

research begins with a comprehensive literature review that identified 883 academic theses. These 

theses were then screened based on inclusion criteria, resulting in 86 independent theses that met the 

criteria for meta-analysis. The meta-analysis encompassed a total sample size of 37,192, with 20,503 

females and 16,689 males. The study findings indicate a significant gender-based difference in 

organizational justice, favoring men [k = 86, d = -0.062, 95% CI (0.096, -0.028), p < 0.05]. 

Additionally, the results show that the relationship between gender and organizational justice 

perceptions remains consistent across various moderators. Based on these findings, it is recommended 

that researchers conduct causally-determining studies, while educational administrators should focus 

on enhancing interactional, distributional, and procedural efforts to improve the perception of 

organizational justice, particularly among women. 

Keywords: Educational organization, Educational administration, Organizational justice, Gender, 

Meta-analysis. 
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Introduction 

Justice is a concept that Plato and other philosophers emphasized intensively and which is still 

difficult to define scientifically today. Nevertheless, it is indisputable that justice is key to the 

continuation of the exchange relationship between living beings, especially regarding respect for the 

right to life. Its essence lies in valuing and respecting the right to life of others at least as much as one's 

right to life. It is inherent in the concept of justice that at least one of the living beings involved must 

be conscious, as the content of valuing and respect implies. This is because only a conscious living 

being can realize whether the established exchange relationship includes respect for its right to life. On 

the other hand, the survival of unconscious creatures relies on the initiative of the conscious, and while 

consciousness can be socialized, collective consciousness is not superior to individual consciousness; 

both forms of consciousness are equally valid. The greatest unconscious living being is nature and the 

universe, which contains movement and formation within itself and encompasses all conscious and 

unconscious living beings. If this movement holds inherent meaning, it can be considered conscious. 

Hence, it is crucial to emphasize that any harm inflicted upon the balance of nature and the universe 

also affects conscious beings. Accordingly, it is clear that human beings, as conscious creatures, 

should base their exchange relationships on respect for the right to life, which includes nature within 

its scope. Moreover, if both living beings establishing the exchange relationship are conscious, it 

becomes necessary to speak of a qualitative and quantitative development of respect for the right to 

life within the framework of peace (spiritual) and quality of life (material) of the consciousnesses. As 

evident, the three variables of the concept of justice are two living beings, at least one of which is 

conscious, and nature. Therefore, a definition of justice can be formulated within the context of these 

variables. Justice is the achievement of a dynamic balance of respect for the right to life, considering 

nature in the material and spiritual exchange relationship between a human (conscious) and another 

(living-conscious). 

When considering the qualifications related to the concept of justice, it is crucial not to overlook the 

variables of nature/universe and unconscious living beings, as studies addressing the problems arising 

from this deficiency focus on future generations and environmental issues (Algan, 1995; Bahro, 1989; 

Baudrillard, 1998; Bookchin, 1994; Brzezinski, 1994; Castoriadis, 1993; Demirer, 1992; Elgin, 1994; 

Feyerabend, 1995; Fırat, 2003; Giddens, 1998; Kaplan, 1997; Metzner, 1994; Özdek, 1993; Özer, 

2001; Popper, 2001; Tanilli, 2000; Touraine, 2000; West, 1994). Beyond these studies, numerous 

significant thinkers, such as Hume, Rousseau, Locke, Hobbes, Kant, Mill, and later scholars (Deutsch, 

1975; Gill, 1992; Gorowitz, 1981; Habermas, 1999; Jasso, 1980; Lerner, 1977; Rawls, 1999; Reeve, 

2017; Robertson, 1998; Van Wormer, Kaplan & Juby, 2012), have contributed to a more socially-

oriented understanding of justice. In fact, according to the TDK (2023) dictionary, justice is defined as 

follows: "1. Distinguishing between the rightful and the unjust, giving the rightful his/her right. 2. 

Having everything where it should be, being in its proper place. 3. To dispose of one's property in the 

area that belongs to oneself, to respect the rights of others." From this definition, it can be inferred that 

the concept of justice is often associated with social or societal justice, highlighting the relationship 

between social consciousness and individual consciousness. 

When examining ideas related to social justice, thinkers like Rawls argue for the equal distribution of 

fundamental rights and duties (Adams, 1965; Rawls, 1999). They propose that social and economic 

inequalities should only be accepted if they benefit the least advantaged members of society (Rawls, 

1999; Van den Bos, 2003). On the other hand, Nozick and similar thinkers emphasize the uniqueness 

of the individual and the importance of individual rights and freedoms (Folger&Konovsky, 1992; 

McDaniel, Rios, Necochea, Stowell & Kritzer, 2001; Tanaka, 1999; Sağlam, 2007). Some views 

perceive social justice as a social ideal with no class differences, where all citizens are considered 

equal (Miller, 2001). Additionally, Walzer's understanding of justice emphasizes that different 

conceptions of equality should be taken into account in the distribution of values in society, depending 

on each social production (Hazır, 2012). Social justice, therefore, pertains to justice within a social 

structure. A social structure, which encompasses society, consists of substructures called 'institutions' 

created to fulfill the needs of its members (Toprakçı, 2017). Thus, the distinction between 'society' and 

'organization' can be explained by the fact that 'society' encompasses 'organization'. Society can be 

seen as a vast organization that encompasses countless smaller organizations. Consequently, the 
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concept of social/societal justice can shape the concept of organizational justice in terms of its 

meaning (İçerli, 2010; Özen, 2002; Özmen, Timurcanday & Özer, 2005). 

In terms of meaning, the concept of organizational justice appears to align with Rawls' (1999) idea that 

inequality can be tolerated in favor of the disadvantaged and Adams' (1965) understanding of social 

justice. Combining these perspectives, organizational justice can be defined as the equality between 

what members contribute to an organization and what they receive from it, in comparison to other 

members within the spiral of similar organizations. The perception of this equality by each member is 

referred to as the 'perception of organizational justice'. Greenberg (1990) considers the 'perception of 

organizational justice' as the reflection of perceived justice in the work environment or the perceived 

justice regarding the work environment. Establishing organizational justice is vital for the healthy 

functioning of an organization, which involves ensuring that employees have a balanced perception of 

equality concerning other members within the spiral of similar organizations. When this is achieved, 

employees tend to increase their input to the organization (Yeniçeri, Demirel, &Seçkin, 2009) and 

develop positive attitudes toward their jobs. Organizational justice is typically examined through three 

sub-dimensions: distributive justice, procedural justice, and interaction justice (Adams, 1965; Colquitt, 

2001; Cropanzano, Prehar, & Chen, 2002; Greenberg, 1990). 

Distributive justice refers to the perception of whether the outcomes (such as tasks, goods, services, 

opportunities, roles, status, wages, promotions, etc.) obtained by an organizational member are fair, 

ethical, and moral, as well as whether the rewards are distributed fairly (Polat, 2007). Adams defined 

distributive justice as the perceived fairness of outcomes obtained from a social exchange or 

interaction (Nowakowski & Conlon, 2005). In short, distributive justice entails the fair sharing of 

outputs within an organization (Lambert, 2003). 

Procedural justice, another sub-dimension, concerns the fairness of the procedures, practices, and 

methods used in decision-making. It reflects employees' perceptions of whether managers, who are 

responsible for distributing organizational resources, act fairly in their distribution practices. It also 

encompasses employees' perceptions of the processes that determine the rewards, promotions, and 

wages they receive (Altıntaş, 2007; Çakar & Yıldız, 2009). The quality of relationships between 

individuals within the organization influences the perceptions and attitudes of each member. 

Therefore, the quality of relations between decision-makers and employees forms the basis for 

interaction justice, which plays a crucial role in the perception of organizational justice 

(Karaeminoğulları, 2006). The perception of interaction justice is influenced by the communication 

between employees and those responsible for implementing organizational procedures and managers. 

Elements such as respect, honesty, and courtesy are essential in shaping this process, significantly 

impacting people's perceptions of justice. Low perception of interaction justice among employees may 

lead to negative reactions toward their managers or the unit responsible for causing this perception 

(Söyük, 2007). 

Realizing social/organizational justice within educational institutions, as one of the essential means of 

ensuring social justice (Kahraman, Karadağ&İşeri, 2023), seems to be relatively more critical 

compared to other organizations. Consequently, numerous studies have focused on how stakeholders 

(teachers, administrators, supervisors, and academics) experience the perception of organizational 

justice within educational organizations, both globally and in Turkey. These studies have examined 

the perception of organizational justice in various educational organizations and aimed to identify the 

variables that influence this perception. Depending on the country, variables, and specific research 

focus, some academic studies on employees' perceptions of organizational justice in Turkish 

educational organizations have utilized the concept of "gender to gather information about the sample. 

However, in academic theses, the concept of "gender" is primarily used as a variable (Gök, 2014; 

Akgüney, 2014; Bahçeci, 2014; Çökük, 2013; Kılıç, 2013; Kuru Çetin, 2013; Polat, 2007). Despite 

this, the lack of a meta-analysis study on gender and the perception of organizational justice in 

educational organizations in the literature highlights the need for further research. 

This study aims to systematically and comprehensively synthesize the relationship between gender and 

organizational justice in educational organizations and determine whether gender significantly 

influences the perception of organizational justice. By obtaining a large sample, it seeks to investigate 



Toprakçı, Güngör, & Güngör 

614 

 

whether there is a substantial difference in the perception of organizational justice between genders. 

The findings of this study are expected to contribute to future research on the perception of 

organizational justice and inform practitioners about the potential role of gender as a variable in 

establishing justice within their organizations. 

In this context, the study seeks to answer the following questions: 

1. Does the perception of organizational justice differ significantly according to gender in 

academic theses on educational organizations in Turkey? 

2. Do various moderators, such as the year of the study, type of thesis/research, the field of study, 

the people to whom it is applied, type of school, and region of application, affect the effect size of the 

significant difference between organizational justice and gender in academic theses/research on 

educational organizations in Turkey?  

Method 

In this study, the meta-analysis method was used to determine the role of gender in organizational 

justice in educational organizations. Meta-analysis is a statistical method used to combine independent 

studies on a certain subject to obtain stronger results and a larger sample size (Littel, Corcoran, & 

Pillai, 2008; Petitti, 2000; Cumming, 2012). The study focused on quantitative studies that examined 

the relationship between organizational justice and gender, with organizational justice as the 

dependent variable. The studies analyzed were master's and doctoral theses published in the YÖK 

Thesis database, written in Turkish, and conducted in educational institutions in Turkey. 

Determination of Theses for Analysis 

The theses included in the study were obtained from the YÖK Thesis database, covering the period 

from 2007 to 2023. A search for "organizational justice" was conducted, resulting in a total of 883 

theses. Then, the title, abstract, and sample parts of these theses were examined and 130 theses that 

were studied in educational organizations were identified. These theses were screened based on the 

criteria of being quantitative research, providing the number of male and female participants, and 

reporting the means, standard deviations, or p-values for "general organizational justice perception" of 

male and female participants. As a result of the screening, a total of 44 studies were excluded from the 

study because 11 of them were not quantitative and 33 of them did not contain sufficient and 

necessary data (29 of them did not have a general score). Attempts were made to contact the 

investigators of 29 studies with no overall score, but no results were obtained. As a result of this 

elimination, the number of theses included in the study was 86. All of the included theses are about 

educational organizations, measure the general perception of organizational justice with gender 

variables, are made with quantitative methods, and include data sets used to find the standard mean 

difference in the study. 

Coding of Theses 

The Standardized Mean Difference (SMD) effect size, also known as Cohen's d, was used in the meta-

analysis. To calculate the SMD and identify possible moderators, the following information was 

extracted from each study:  

a) Sample size (male and female), 

b) Author's coding scheme for gender, 

c) Quantitative data (correlation coefficient, t-value, F statistic, chi-square, or mean and standard 

deviation) necessary for calculating the effect size. 

In this study, males were coded as 0, and females were coded as 1. If the data were coded oppositely, 

it was transformed to match the coding scheme of this study. Thus, a negative d value indicates that 

men score higher on organizational justice perception, while a positive d value indicates that women 

score higher on each dimension of organizational justice perception.  

Additionally, all studies were coded into six different moderator categories for further analysis. These 

categories were: 
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a) Year of publication, 

b) Type of thesis (Master's DegreeM, PhDD), 

c) Field of study (Educational Sciences ES, Non-Educational Sciences NON-ES), 

d) Sample type (Teachers T, Administrators, and Teachers A+T, Administrators and all 

stakeholders A+S, University Lecturers UL), 

e) School levels included in the sample (Pre SchoolPre, Primary School P, Secondary School 

S, High School H, University U), 

f) Region where the study was conducted (All, Aegean, Mediterranean, Black Sea, Marmara, Central 

Anatolia, Eastern Anatolia, Southeastern Anatolia). 

In the meta-analysis study, a total of 86 effect sizes related to general organizational justice were 

calculated. The study sample consisted of 37,192 participants, with 20,503 females and 16,689 males.  

The inclusion/exclusion of the articles analyzed for study reliability was evaluated by two researchers. 

Each checklist item on the coding sheet was independently checked, and five studies were jointly 

coded for control purposes. The remaining 81 studies were coded separately by the two researchers. 

Inter-coder reliability (ICR) correlation and Cohen's kappa statistic were calculated using SPSS 

software version 17, resulting in values of 94% and 0.92, respectively. In case of disagreement, the 

researchers had planned to consult a third coder to make the final decision, but no disagreements were 

found between the coders on any item. 

Effect size calculations were performed using Comprehensive Meta-Analysis software (Version 2.0). 

To determine the appropriate model based on statistical results, the Q statistic, which tests 

heterogeneity-homogeneity in meta-analysis, was examined. If the Q value was significant, indicating 

heterogeneity, the random effects model (Borenstein, Hedges, Higgins & Rothstein, 2013) was 

deemed appropriate. In meta-analysis, the I2 value, which represents the ratio of variance and ranges 

from 0 to 100, was used to interpret the effect size. Values of 25, 50, and 75 were considered as low, 

medium, and high heterogeneity, respectively (Higgins, Thomson, Deeks, & Altman, 2003). 

Findings 

Publication Bias 

Publication bias refers to the tendency to publish statistically significant studies. Publication bias 

affects the average effect size to be calculated and shows it higher than it should be (Borenstein et al., 

2013). In this study, publication bias was analyzed by looking at the funnel scatter plot. When Figure 1 

is analyzed, it is seen that the funnel plot is symmetrical. Therefore, there is no publication bias in 

terms of the funnel scatter plot. 

 

Figure 1. Funnel Plot for Publication Bias 
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In addition to the funnel plot, four methods were used to test for publication bias. These are Orwin's 

Protected Number, Egger's test, Duval and Tweedie's trim and fill method, and Kendal's. The reason 

for choosing these four statistics is that they are frequently used and understandable in the studies in 

the literature. The findings for these tests are presented in Table 1. 

Table 1.  

Publication Bias Test Results for Organisational Justice 

Organizational 

Perception of 

Justice  

Orwin'sProtected 

Count  

Duval and Tweedie's Clip 

and Fill Method 

Egger 

Test 

 

Kendal tau b 

"insignificant" for 

SMD*  

number of necessary 

studies  

Cropped 

Study 

SMD Observed 

(filled) 

Female 

0,01 SMD for 524 

17 -0,06219(-

0,10718) 

P1=0,06  

(2 tails)  

0,23 

Male 0 -0,06219(-

0,06219) 

P2=0,11  

(2 tails)  

0,45 

* SMD: Standardized Mean Difference 

Orwin's Protected Count for Perception of Organizational Justice is approximately six times larger 

than the total of 86 included studies. Moreover, the newly calculated Standardized Mean Difference 

(SMD), considering the trimmed and filled studies, does not exhibit a significant difference in terms of 

size or direction. All of the Egger test results are p > .05, indicating that the funnel plot is not 

asymmetric. Lastly, Kendall's tau b value was calculated, and both tau b1 (.23) and tau b2 (.45) were 

found to be insignificant (p > .05). These findings collectively suggest that no publication bias was 

detected in this meta-analysis study. 

In this study, the effect of gender on the perception of organizational justice was examined using 86 

independent studies, which provided a total sample size of 37,192 participants. Among these 

participants, 20,503 were female and 16,689 were male. The Q statistic was calculated to determine 

the appropriate model for the meta-analysis, and it was found to be significant [Q(86) = 202.788, p < 

.001]. Additionally, the I2 value indicated a moderate variance ratio of 58.084, further supporting the 

use of the random effects model in the meta-analysis. 

The results of the meta-analysis conducted using the random effects model are presented in Table 2. 

Table 2.  

Meta-Analysis Results of Gender on Organisational Justice 

Variable 

N 

k d 

%95 CI 

Q I2 
Female Male 

Lower 

limit  

Upper 

limit  

Organizational 

Justice 
20.503 16,689 86 -0,062 -0,096 -0,028 202,788 58,084 

Notes: Random Effects Model;  p< .01; CI Confidence Interval; Q Homogeneity Measure; I2 Higgins 

and Thompson Heterogeneity Measure 

As can be seen from Table 2, the findings reveal that gender has a significant effect on the perception 

of organizational justice [k = 86, d = -0.062, 95% CI (-0.096, -0.028), p < .05]. This suggests that 

women and men hold different perceptions of organizational justice, with men exhibiting a more 

favorable perception. The forest plot, displayed in Figure 2, visually represents the effect size and 

confidence intervals of each included study. 

The forest plot illustrates the weights of each study in the meta-analysis and provides insight into the 

individual and overall effect sizes (Lewis & Clarke, 2001). In this study, the weights of the included 

studies are observed to be closely distributed. 
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Study/Thesis SMD SE V LL UL Z P F M Std. Mean. Difference and 95% CI WAM 

Demir,2021 -0,021 0,097 0,009 -0,211 0,168 -0,223 0,824 259 183 

 

1,28 

Saydam, 2012 0,051 0,105 0,011 -0,155 0,257 0,485 0,628 262 138 1,19 

Uğurlu, 2009 0,000 0,065 0,004 -0,127 0,127 0,000 1,000 472 481 1,63 

Yılmaz,2012 0,035 0,140 0,020 -0,239 0,309 0,251 0,801 146 79 0,89 

Balcı, 2019 0,123 0,100 0,010 -0,073 0,319 1,227 0,220 158 273 1,24 

Güneş, 2019 -0,179 0,077 0,006 -0,330 -0,028 -2,318 0,020 450 271 1,49 

Akbulut, 2020 -0,200 0,104 0,011 -0,405 0,004 -1,920 0,055 158 222 1,20 

Akdeniz, 2018 -0,613 0,110 0,012 -0,829 -0,397 -5,573 0,000 202 151 1,14 

Akdenizli, 2022 0,043 0,088 0,008 -0,130 0,216 0,488 0,625 265 251 1,37 

Aksay, 2021 -0,067 0,063 0,004 -0,191 0,056 -1,067 0,286 628 417 1,65 

Alagöz, 2020 -0,131 0,113 0,013 -0,353 0,092 -1,152 0,249 303 105 1,11 

Aslan, 2019 -0,221 0,119 0,014 -0,454 0,012 -1,860 0,063 203 110 1,06 

Aslanoğlu, 2021 -0,311 0,183 0,033 -0,670 0,048 -1,699 0,089 96 44 0,63 

Atahan, 2022 -0,136 0,143 0,020 -0,416 0,145 -0,949 0,343 118 84 0,87 

Atasoy, 2019 0,021 0,090 0,008 -0,155 0,198 0,236 0,814 281 219 1,34 

Aydın, 2015 0,211 0,106 0,011 0,003 0,420 1,988 0,047 177 179 1,18 

Canbaz, 2022 0,009 0,120 0,014 -0,227 0,245 0,075 0,940 178 113 1,05 

Cesur, 2019 0,235 0,099 0,010 0,041 0,429 2,378 0,017 199 214 1,25 

Ceyhan, 2022 -0,011 0,118 0,014 -0,243 0,221 -0,093 0,926 136 151 1,06 

Coşkun, 2019 0,052 0,099 0,010 -0,143 0,246 0,520 0,603 202 203 1,25 

Çapraz, 2009 0,027 0,153 0,023 -0,274 0,327 0,174 0,862 66 120 0,79 

Çavuş, 2016 -0,129 0,093 0,009 -0,311 0,053 -1,392 0,164 221 247 1,32 

Çekiç, 2018 0,083 0,113 0,013 -0,138 0,303 0,733 0,464 230 120 1,12 

Çetin, 2019 0,149 0,092 0,009 -0,032 0,330, 1,610 0,107 174 359 1,32 

Çetin, 2021 -0,089 0,126 0,016 -0,336 0,158 -0,707 0,480 168 101 1,00 

Çetin., 2021 -0,006 0,090 0,008 -0,181 0,170 -0,064 0,949 286 221 1,35 

Çırak, 2013 -0,188 0,111 0,012 -0,406 0,031 -1,684 0,092 233 124 1,13 

Dahmaz, 2019 -0,029 0,126 0,016 -0,275 0,217 -0,230 0,818 144 113 1,00 

Demir, 2020 -0,128 0,097 0,009 -0,319 0,063 -1,311 0,190 256 180 1,27 

Demirbilek, 2018 -0,272 0,073 0,005 -0,415 -0,129 -3,720 0,000 366 390 1,54 

Derici, 2019 -0,048 0,081 0,007 -0,207 0,111 -0,593 0,553 388 251 1,45 

Doğan, 2014 0,011 0,136 0,018 -0,256 0,277 0,078 0,938 195 75 0,92 

Dursun, 2021 0,227 0,110 0,012 0,011 0,443 2,055 0,040 255 122 1,14 

Duyurucu, 2014 -0,205 0,120 0,014 -0,439 0,030 -1,713 0,087 208 106 1,05 

Emir, 2017 0,109 0,101 0,010 -0,089 0,308 1,080 0,280 213 180 1,23 

Ergül, 2019 -0,136 0,087 0,008 -0,307 0,035 -1,556 0,120 310 227 1,37 

Ersoy, 2020 -0,076 0,093 0,009 -0,259 0,107 -0,819 0,413 222 238 1,31 

Eyigün, 2022 -0,064 0,116 0,013 -0,292 0,163 -0,554 0,580 166 134 1,08 

Gegekoğlu, 2021 -0,208 0,095 0,009 -0,393 -0,023 -2,200 0,028 315 175 1,30 

Girgin, 2016 -0,212 0,110 0,012 -0,427 0,003 -1,936 0,053 263 123 1,15 

Gölcür, 2022 -0,159 0,087 0,008 -0,330 0,011 -1,834 0,067 387 202 1,38 

Görgülü, 2021 0,078 0,129 0,017 -0,175 0,330 0,603 0,546 148 102 0,97 

Güngörmez, 2014 0,012 0,111 0,012 -0,206 0,230 0,110 0,913 130 215 1,13 

İşler, 2022 -0,062 0,104 0,011 -0,267 0,142 -0,598 0,550 200 170 1,20 

İşleyici, 2015 0,101 0,106 0,011 -0,107 0,310 0,955 0,340 229 145 1,18 

Kahraman, 2014 0,074 0,104 0,011 -0,130 0,278 0,708 0,479 202 170 1,20 

Kahraman, 2017 0,264 0,187 0,035 -0,102 0,629 1,414 0,157 35 165 0,61 

Karabacak, 2020 0,165 0,100 0,010 -0,030 0,361 1,656 0,098 303 151 1,24 

Karabulut, 2018 0,108 0,117 0,014 -0,121 0,337 0,926 0,355 85 545 1,08 

Kaya, 2022 0,148 0,103 0,011 -0,055 0,351 1,433 0,152 196 180 1,21 

Kemer, 2021 -0,271 0,110 0,012 -0,487 -0,056 -2,469 0,014 243 127 1,14 

Kete, 2015 0,052 0,087 0,007 -0,118 0,222 0,601 0,548 287 250 1,38 

Kızılkaya, 2016 -0,114 0,128 0,016 -0,365 0,136 -0,895 0,371 180 93 0,98 

Korkut, 2019 -0,047 0,096 0,009 -0,235 0,141 -0,489 0,625 249 193 1,28 

Köse, 2020 -0,089 0,064 0,004 -0,214 0,035 -1,406 0,160 955 334 1,65 

Kurt, 2020 -0,024 0,107 0,011 -0,234 0,186 -0,225 0,822 168 182 1,17 

Kuşci, 2014 -0,140 0,103 0,011 -0,342 0,062 -1,360 0,174 129 354 1,21 

Mıhcı, 2019 -0,061 0,135 0,018 -0,325 0,203 -0,451 0,652 101 121 0,93 

Nayır,2011 -0,125 0,086 0,007 -0,294 0,044 -1,447 0,148 187 481 1,39 

Özcan, 2014 0,135 0,144 0,021 -0,146 0,417 0,942 0,346 103 92 0,86 

Özgöçer,  2019 -0,054 0,204 0,042 -0,454 0,347 -0,263 0,792 34 81 0,53 

Özyolcu, 2015 -0,381 0,166 0,028 -0,706 -0,055 -2,294 0,022 81 68 0,72 

Özyurt, 2021 0,065 0,101 0,010 -0,132 0,263 0,648 0,517 196 199 1,23 

Polat, 2022 0,028 0,127 0,016 -0,221 0,277 0,222 0,824 148 107 0,99 

Potuk, 2017 -0,058 0,071 0,005 -0,196 0,081 -0,816 0,414 512 330 1,57 

Pusmaz, 2020 -0,086 0,081 0,007 -0,245 0,072 -1,065 0,287 380 255 1,45 

Saçlı, 2022 -0,100 0,104 0,011 -0,303 0,103 -0,964 0,335 215 164 1,20 

Sağbaş, 2020 -0,138 0,086 0,007 -0,306 0,031 -1,596 0,110 411 201 1,39 

Saruhan, 2019 -0,435 0,095 0,009 -0,622 -0,248 -4,557 0,000 221 229 1,29 

Selekler, 2007 0,028 0,098 0,010 -0,163 0,220 0,291 0,771 230 193 1,26 

Şamdan, 2019 -0,422 0,082 0,007 -0,582 -0,261 -5,159 0,000 583 206 1,44 

Tan, 2017 0,177 0,172 0,030 -0,160 0,514 1,031 0,303 38 315 0,68 

Tavaslı, 2021 -0,015 0,134 0,018 -0,278 0,247 -0,114 0,909 113 110 0,93 

Tekin, 2023 -0,097 0,094 0,009 -0,280 0,086 -1,037 0,300 297 186 1,31 

Terkeş, 2015 0,068 0,122 0,015 -0,172 0,307 0,554 0,580 187 105 1,03 

Uludağ, 2018 0,205 0,141 0,020 -0,072 0,482 1,450 0,147 157 74 0,88 

Uludağ, 2022 -0,151 0,102 0,010 -0,351 0,049 -1,475 0,140 249 157 1,22 

Uysal, 2014 -0,143 0,121 0,015 -0,380 0,094 -1,181 0,238 142 133 1,04 

Uysal, 2019 -0,091 0,076 0,006 -0,240 0,058 -1,198 0,231 482 271 1,50 

Yavuz, 2021 -0,090 0,187 0,035 -0,455 0,276 -0,481 0,631 224 33 0,61 

Yavuz, 2022 -0,284 0,054 0,003 -0,391 -0,178 -5,235 0,000 628 754 1,75 

Yıldız, 2015 0,005 0,105 0,011 -0,201 0,212 0,052 0,959 179 181 1,19 

Yıldız, 2019 -0,244 0,174 0,030 -0,585 0,096 -1,407 0,159 43 148 0,67 

Yoldaş, 2018 -0,357 0,142 0,020 -0,635 -0,079 -2,515 0,012 201 67 0,87 

Yozgat, 2019 -0,343 0,131 0,017 -0,599 -0,087 -2,625 0,009 142 102 0,96 

Yüksel, 2022 0,039 0,084 0,007 -0,125 0,204 0,468 0,640 321 254 1,41 

Rasgele Etki Modeli -0,062 0,017 0,000 -0,096 -,028 -3,601 0,000 20.503 16.689   -2                  -1                     0                    1                    2  

F: Female, M: Male, P: P Value, Z: Z Value, LL: Lower Limit, ÜL: Upper Limit, V: Variance Value, SH: Standard Error, 

SMD: StandardizedMeanDifference, WAM: Weight of the study in the Analysis 
MALE                                                                       FEMALE  

Figure 2. Forest Graph of Organisational Justice Meta-Analysis Study 
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Figure 2 shows the forest plot of the effect of organizational justice on the gender of employees in 

educational institutions. The figure shows the study weights of each study included in the meta-

analysis. It is observed that the weights of the studies included in the research are close to each other. 

Moderator Analyses 

Another purpose of this study is to evaluate whether various moderators affect the relationship 

between the perception of organizational justice and gender. The moderators of the study were 

determined as the year of the studies, the type of thesis reached in the studies, whether the studies were 

conducted in the field of educational sciences, the sample of the studies, the school levels of the 

sample of the studies, and the region where the sample of the studies was applied. The factors that may 

affect the direction and size of the overall effect size of the studies were determined as moderators, 

and it was left to the researcher to determine these moderators. Moderator analyses were made in line 

with the determined analyses, and the analyses of these categorical moderators are given in Table 3. 

Table 3.  

Moderator Analyses For Organisational Justice 

Moderator K %k d SE 
95% CI 

Lower      Upper 
Qb df(Q) p 

Year of Studies 86 100    15,530 14 0,343 
2007 1 1,16 0,028 0,098 -0,163 0,220    
2009 2 2,33 0,004 0,060 -0,113 0,121    
2011 2 2,33 -0,152 0,070 -0,289 -0,015    
2012 1 1,16 0,035 0,140 -0,239 0,309    
2013 1 1,16 -0,188 0,111 -0,406 0,031    
2014 6 6,98 -0,018 0,048 -0,112 0,075    
2015 6 6,98 0,039 0,063 -0,084 0,162    
2016 3 3,49 -0,152 0,062 -0,273 -0,031    
2017 4 4,65 0,065 0,071 -0,075 0,205    
2018 6 6,98 -0,145 0,125 -0,390 0,099    
2019 19 22,09 -0,089 0,044 -0,174 -0,003    
2020 9 10,47 -0,081 0,031 -0,142 -0,020    
2021 11 12,79 -0,055 0,045 -0,143 0,034    
2022 14 16,28 -0,055 0,039 -0,131 0,021    
2023 1 1,16 -0,097 0,094 -0,280 0,086    

Thesis Type of Studies 86 100     1,646 1 0,200 
PhD 10 11,63 -0,116 0,044 -0,202 -0,029    
Master's Degree 76 88,37 -0,054 0,019 -0,091 -0,017    

Whether it has been done in the field 

of EducationalYapılmamışOlması 

86 100     0,196 1 0,658 
ES 

 

81 94,19 -0,064 0,018 -0,100 -0,028    
NON ES 

 

5 5,81 -0,044 0,041 -0,124 0,036    

Sample of Studies 86 100     3,843 3 0,279 
T 74 86,05 -0,048 0,017 -0,081 -0,014    
UL 2 2,33 -0,134 0,069 -0,269 0,001    
A+T 9 10,47 -0,172 0,076 -0,322 -0,023    
A+S 1 1,16 -0,090 0,187 -0,455 0,276    

School Levels of Studies 86 100     3,489 7 0,836 
Pre+P+S+H 17 19,77 -0,053 0,036 -0,123 0,017    
P 11 12,79 -0,027 0,035 -0,095 0,041    
P+S 20 23,26 -0,046 0,041 -0,126 0,034    
P+S+H 16 18,60 -0,061 0,039 -0,138 0,016    
H 10 11,63 -0,077 0,045 -0,166 0,011    
S 7 8,14 -0,164 0,098 -0,355 0,028    
S+H 3 3,49 -0,066 0,076 -0,215 0,083    
U 2 2,33 -0,134 0,069 -0,269 0,001    

Implementation Region 86 100     13,751 7 0,056 
Mediterranean 6 6,98 0,016 0,037 -0,057 0,088    
Eastern Anatolia 7 8,14 -0,152 0,046 -0,242 -0,062    
Aegean 14 16,28 0,006 0,035 -0,064 0,075    
Southeast Anatolia 5 5,81 -0,111 0,106 -0,319 0,098    
Central Anatolia 12 13,95 -0,127 0,055 -0,234 -0,020    
Black Sea 11 12,79 -0,046 0,030 -0,104 0,012    
Marmara 30 34,88 -0,061 0,031 -0,122 0,000    
All 1 1,16 -0,125 0,086 -0,294 0,044    

K: Number of Studies, %k: Percentage of Study, d: Effect size, SE: Standard Error, CI: Confidence Interval, Qb: 

Homogeneous Matching of Moderator Effects With Gender, Q: Homogeneity Measure, p: Significance Level 
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When the theses included in the study in Table 3 are examined according to the year of the study, it is 

observed that the studies in which organizational justice is examined as a dependent variable are 

mostly from 2019 (22.09%). Furthermore, the studies on organizational justice have shown an 

increasing trend over time, especially after 2019. However, the meta-analysis results indicate that the 

effect size calculated based on the relationship between organizational justice perception and gender 

does not differ significantly according to the moderator effect of the year of the studies (p > .05). 

When the theses included in the study were examined according to their type, it was found that the 

majority of studies examining organizational justice as a dependent variable were master's theses 

(88.37%). Nevertheless, the meta-analysis results indicate that the effect size calculated based on the 

relationship between organizational justice and gender does not significantly differ according to the 

moderator effect of the type of studies (p > .05). 

In terms of the field of study, when examining the theses included in the study, it was observed that 

the studies in which organizational justice was examined as a dependent variable were mostly in the 

field of educational sciences (94.19%). However, the meta-analysis results suggest that the effect size 

calculated based on the relationship between organizational justice and gender does not significantly 

differ according to whether the studies were conducted in educational sciences (p > .05). 

When the theses included in the study were analyzed based on the participants, it was revealed that the 

studies in which organizational justice was examined as a dependent variable mostly involved teachers 

(86.05%). However, the meta-analysis results indicate that the effect size calculated based on the 

relationship between organizational justice and gender does not significantly differ according to the 

moderator effect of the participants (p > .05). 

Regarding the type of school in which the studies were conducted, it was observed that the studies 

examining organizational justice as a dependent variable were mostly conducted in the sample group 

comprising both primary and secondary schools (23.26%), while the proportion was the lowest for 

university settings (2.33%). However, the meta-analysis results suggest that the effect size does not 

significantly differ based on the moderator effect of school type (p > .05). 

Finally, when examining the regions where the studies were conducted, it was observed that the 

studies investigating organizational justice as a dependent variable were mostly conducted in the 

Marmara Region (34.88%), while the least number of studies were conducted in mixed regions 

(1.16%). However, the meta-analysis results suggest that the effect size calculated based on the 

relationship between organizational justice and gender does not significantly differ according to the 

moderator effect of the region where the studies were conducted (p > .05). 

Conclusion, Discussion, and Recommendations 

This study aims to demonstrate the divergence between standard methods for assessing the connection 

between organizational justice and gender in educational organizations and to identify moderators who 

can partially account for the perceived male/female gender difference. In this context, theses on the 

relationship between perceptions of organizational justice and gender in educational organizations in 

Turkey were examined. As the research is based on theses with a sample of Turkey and there is no 

meta-analysis study with domestic and foreign samples, this section includes discussions about studies 

that use domestic articles instead of foreign ones. 

According to the results of the study, there is a significant difference in the perception of 

organizational justice in educational organizations in Turkey, with men being more likely to be 

favored by gender. The studies conducted by Oguz (2011), Akar (2015), Şamdan, and Başkan (2019) 

in educational organizations in Turkey demonstrate substantial disparities in favor of men when 

examined against other research methods. In accordance with Jepsen and Rodwell (2010), Australian 

studies reveal that organizational justice in educational organizations is influenced by gender 

differences. Again, in a study conducted by Ramamoorthy and Flood (2004), women in Ireland had 

lower organizational justice perceptions than men. Based on Lee, Pillutla, and Law (2000), men were 

more likely to perform their duties within the organization, follow the existing contract properly, and 

treat their superiors and friends fairly than women in the study conducted in Hong Kong. Procedural 

justice is a subdimension of organizational justice. 
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Upon reviewing the publications in Turkey, no considerable advantages for women were detected. In 

the USA, a study conducted by Warner, Culatta, and James (2013) found that women are more likely 

to be influenced by gender than status in their perception of organizational justice. This is supported 

by other important studies. In Nigeria, Arogundade, Anandades, and Oyebanji (2015) conducted 

research on educational organizations and found that female teachers tend to have a higher level of 

organizational commitment than male teachers, which has broader implications for organizational 

justice. Ansari, Moazzam, Jabeen, and Salman (2016) analyzed their research in Pakistani universities 

and concluded that perceptions of justice are significantly influenced by gender. In the same study, the 

researcher conducted a literature review on whether there is a sex difference in perception of 

organizational justice and stated that and stated that the studies in the literature show a difference in 

favor of men. However, when his studies were examined, it was found that organizational justice 

perceptions in women were higher than in men, contrary to what had been assumed. Despite this, the 

literature generally indicates that men have a higher belief in organizational justice in educational 

institutions than women. 

Another study's findings indicate that only 19 of the investigated theses contain statistically significant 

data on how gender-based differences affect the perception of organizational justice. In the meta-

analysis study, it is crucial to demonstrate that a significant outcome can be achieved when large 

effects are produced through merging studies with mostly irrelevant data. In fact, Üstün and Eryilmaz 

(2014) assert that meta-analysis is an effective method of research synthesis in which the results of 

many large-scale studies are merged and interpreted to explain the inconsistent results in the literature. 

The study's second outcome indicates that the relationship between gender and organizational justice 

perceptions remains consistent across different moderators, including the year, type, field, individuals 

applying to the thesis/study, the type of school, and the region in which the project is conducted. 

Because the studies on organizational justice differences based on gender cannot be analyzed in a 

meta-analysis, this research has revealed whether the dependent and independent variables are affected 

by the moderator effect for the first time. This study highlights this issue. The literature is expected to 

provide a significant guideline for further research to enhance and develop the subject. 

This research was limited to theses in Turkey. Researchers were asked to identify the theses and 

dissertations of meta-analysis studies in the context of articles that can be suggested. On the other 

hand, studies conducted in other countries. 

It can be suggested that educational administrators should give importance to interaction, 

transactional, and distributional practices that increase the perception of organizational justice of 

female staff in their organizations, or avoid or reduce interactional, transactional, and distributional 

practices that decrease their perceptions of organizational justice. 
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Abstract 

The present study has the aim of examining the parental self-efficacy of mothers in terms of the 

education level and social support status of mothers and the gender of their children different 

variables, establishing the correlation between parenting and the general self-efficacy levels of 

mothers and identifying the characteristics of their interactions with their children in the context of 

their self-efficacy. Explanatory sequential design, a mixed method, was used in this study. For the 

quantitative part, 251 mothers with children who are 60-72 months were involved. The sample for the 

qualitative part was formed of volunteers out of the said sample and consisted of 20 mothers with 20 

children in total; in this group of mothers, the self-efficacy levels were determined as low (n=10) or 

high (n=10). The data were collected through a set of forms, namely the “Demographic Information 

Form”, “General Self-Efficacy Scale”, “Berkeley Parenting Self-Efficacy Scale Revised”, and 

“Mother-Child Interaction Games Video Records”. Statistical analyses revealed that the total scores of 

mothers' self-efficacy did not differ according to their educational status and social support from their 

spouses, but showed a significant difference according to the gender of their children, in favor of 

mothers with girls. Additionally, it was found that mothers' general self-efficacy levels and parenting 

self-efficacy were positively related. Mothers having low parenting self-efficacy levels exhibit more 

behaviors gravitating towards a “focusing on success” first and foremost, followed by “sensitivity” 

and “play interaction”. Mothers with high parenting self-efficacy, on the other hand, exhibited 

behaviors towards the theme of "sensitivity" the most, unlike mothers with low self-efficacy in games. 

However, the frequency of behavior for the themes of "achievement orientation" and "game 

interaction" was also found to be high. 

Keywords: Mother-child interaction; parenting self-efficacy; general self-efficacy; early childhood. 
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Introduction 

Children, who first encounter their family when they are born, try to make sense of life with their help 

and their first experiences are mostly in the family. Güler (2012) defined the family has an impact on 

the children’s development since they are born. The behavior of parents towards their children can 

leave traces that will affect them The relationship between a mother and their baby is a fundamental 

and usually lifelong relationship that builds a reference for subsequent relationships, and should 

ideally meet the physiological needs of the child such as hunger, thirst, sleep, cleanliness, and shelter, 

as well as their needs for love, warmth, and closeness, etc. (Çağdaş, 2012). The parent-child 

relationship can help parents provide social support to their children, show them affection, make sense 

of life experiences, and better problem-solving skills (Gordon, 2017; Horstman et al., 2016). Parents 

who make their children feel loved and aware of their positive behavior can help their children to think 

that they are valuable. Instead of helping their children develop feelings of love, respect, and courage, 

the children of parents who reject and constantly criticize them may feel worthless (Morgan, 1977). If 

children are approved only when strict rules are set and they follow these rules, they may have 

difficulty expressing themselves adequately. Similarly, if the abilities of the children are 

underestimated, expected to do much more, and overprotected, they may not express themselves 

adequately. Instead, they may begin to show obedience or defiance. Both of these negative situations 

can cause the children to develop feelings of anxiety and insecurity that can last for many years 

(Çağdaş & Seçer, 2011). 

Play in the preschool period offers an important opportunity for mother-child interaction and for the 

child to learn through such interaction (Özyürek & Gürleyik, 2016). Mother-child play is powerful in 

that it covers physical contact, is mutual, and also has emotional content. Playing together helps create 

a unique interactional context to establish and develop a safe relationship between the mother and the 

child (Akgün & Yeşilyaprak, 2011). During the play process, the mother needs to accept the children 

as they are, allow the children to develop and detail the theme of the game without interfering with it, 

create a warm and caring environment, and make an effort to recognize the needs and potential of the 

child and to allow them to freely express their feelings and behaviors (Gander & Gardiner, 2010; 

Wood & Attfield, 2007). For this reason, mother-child play can provide an opportunity to observe 

some features that show the positive or negative nature of the mother-child relationship. One of these 

characteristics is the mother's warm and sensitive approach. Cebioğlu & Aksan (2012) found that 

maternal warmth predicted children's self-regulation skills. Adults who could not feel enough warmth 

in their childhood relationships with their mothers may prefer individuals who display a distant, 

critical, and pedantic attitude as their partners later in life. This, in turn, may negatively affect their 

adult relationships (Cloud & Townsend, 2000). Mothers with a high level of sensitivity can accurately 

recognize the behaviors exhibited by their children and address them with appropriate reactions. In 

addition, a mother-child interaction shaped by a high level of sensitivity from the mother may allow 

children's cognitive skills to develop further (Bee & Boyd, 2009). All kinds of touches, including 

physical closeness reflecting the warmth of the parent towards the child, are also very important for 

the emotional development of a child. In addition, a child whose needs for physical contact are met 

consistently may also enjoy a closer maternal attachment. Since girls and boys share similar needs for 

physical contact, parents should offer an equal level of physical contact to girls and boys (Chapman & 

Campbell, 2018; Güleşen & Yıldız, 2013). Another factor that can affect the quality of a mother-child 

interaction is the use of praise or criticism. Praise can be defined as the outcome that the child is 

provided with after exhibiting a desired behavior (Açıkalın et al., 2001). The use of such judgmental 

expressions as “You are great!” and “You are perfect!” that relate to a child's personality may cause 

the child to assume that they will never be deserving of this adjective once they have made a mistake. 

In addition, it may cause the child to withdraw just so that the praise wouldn’t turn out to be 

undeserving or to try to lighten their responsibility by exhibiting an undesired behavior. On the other 

hand, descriptive praise given through the definition of the specific desired behavior can enable the 

child to draw positive conclusions from these praises and thus, to develop essential opinions about 

their world (Ginott, Ginott, & Goddard, 2016). Criticism, on the other hand, can be defined as a 

listener's judgment of a speaker, shaped in line with their point of view (Dökmen, 2008). The use of 

criticizing, judging, and accusatory expressions by mothers in their interaction with their children may 

cause the child to feel inadequate, worthless, and humiliated, and to avoid communicating in order not 
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to face their mother's negative judgments. In addition, frequent criticism of children can negatively 

affect their self-esteem (Çağdaş, 2012; Gordon, 2017). 

A mother's parenting self-efficacy level can be effective in mother-child interaction. Bandura (1995) 

defined the perception of self-efficacy as the belief in one's capabilities to manage future situations 

and execute and organize the necessary actions. According to Hergenhahn and Olson (2005), self-

efficacy is one's beliefs about what one can do. Personal successes and failures, seeing oneself close to 

others in terms of performance in various tasks, and verbal persuasion can be determinative in the 

formation of self-efficacy perception. Individuals' high perceptions of efficacy may be effective in 

determining whether they will strive to cope with difficult situations. People may avoid anxiety-

provoking situations that they believe they will have difficulty overcoming and may have difficulty 

exhibiting the expected behavior. However, when they believe that they will be successful in 

controlling the situations that occur, they are more likely to exhibit the expected behavior (Bandura, 

1977; Schunk, 2011). Self-efficacy can reduce future fears and constraints, as well as affect previous 

efforts to be successful by individuals. Efficacy expectations can determine how much effort 

individuals will exert and how long they will sustain that effort when faced with obstacles and 

disruptive experiences. Individuals with a high level of proficiency and high expectations to cope with 

difficulties may tend to be more diligent (Bandura, 1977). In addition to behaviors, self-efficacy can 

also determine emotional reactions, especially in anxious, stressful, unfamiliar, or avoided situations. 

According to Bandura, a feeling of inadequacy arises in the face of undesirable events that cause 

individuals to fear. As a result, experiences that increase coping efficacy can reduce fear, and 

encountering this previously feared and avoided situation may appear as a less disturbing situation 

(Bandura, 1982).  

Parental self-efficacy, on the other hand, belongs to the class of more general constructs related to 

general self-efficacy but consists of a potential cognitive construct related to child and family 

functions. Parental self-efficacy can also be defined as parents' expectations about whether they will 

be successful in raising children (Jones & Prinz, 2005). Parental self-efficacy includes the specific 

level of knowledge about the behaviors involved in both child development and child-rearing, and the 

ability of a parent to meet specified role behaviors without feelings of frustration or inadequacy 

(Coleman & Karraker, 1997). While raising their children, parents have to manage other relationships 

within the family system and non-family social affairs including education, entertainment, and health 

and care opportunities, as well as experiences related to the child. A mother’s beliefs concerning 

parenting skills play an important role in their capability for caring their child and supporting their 

development. A mother's belief that she will fail in mothering may prevent them from demonstrating 

these skills. According to assessments undertaken among mothers before their first child is born, 

mothers with a high expected parenting self-efficacy have a stronger belief that they will be successful 

in their children's care (Bandura, 2000). It is also stated that parental self-efficacy may have been 

correlated with some important sides of parenting such as role satisfaction, control, parental warmth, 

and involvement (Junttila et al., 2007). 

A low level of parenting self-efficacy may be considered an effective factor in a child's behavior 

problems by way of its implications for the mother's behaviors (Jackson & Huang, 2000). Parents who 

experience behavioral problems in their children may have difficulty maintaining a high parenting 

self-efficacy due to the negative consequences they have observed (Jones & Prinz, 2005). In addition, 

a low parental self-efficacy was found to be associated with the mother's depression level, controlling 

behaviors, high parenting stress, passive or negative style of coping with parenting, tendency to focus 

on relationship difficulties, irritability, and feelings of helplessness and disturbance (Coleman & 

Karraker, 1997). Mash et al., (1983), on the other hand, showed in their study that parents with low 

self-efficacy levels try to regulate their behavior by employing more authoritarian and stricter methods 

of discipline towards their children. Gözübüyük (2015) found that there was a positive and significant 

correlation between mothers' self-efficacy levels in teaching and daily tasks and their children's 

language and fine and gross motor skills. In another study, it was found that there was a positive and 

significant correlation between mothers' distinct strategies of mothering, what they can bring to the 

child, and their perception of total self-efficacy and their ability to establish close relationships with 

their children (Balat, 2015). In addition, a negative significant correlation was found between 
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children's levels of anger, aggression, anxiety, and introversion and mothers' levels of self-efficacy 

(Buluş & Samur, 2017). In another study conducted by Balat (2014) with mothers who have preschool 

children, a negative relationship was found between the mother's depression level and parenting self-

efficacy level. Similarly, in another study conducted with mothers whose children attend a pre-school 

education institution, a negative relationship was found between the mother's anger level and parenting 

self-efficacy level (Balat, 2014; Balat, Sezer, & Tunçeli, 2014). Mash, Johnston, and Kovitz (1983) 

showed in their study that parents with low self-efficacy try to change their behavior by using more 

oppressive and strict discipline methods toward their children. 

Mothers with high parenting self-efficacy levels may feel better emotionally, establish stronger bonds 

with their children, and adapt to the parenting role more easily in the postpartum period. It has been 

suggested that parents having high parental self-efficacy levels have a more favorable effect on their 

children's social competence than parents with low self-efficacy levels.  Parents with high parental 

self-efficacy levels have also been suggested to create a more positive effect on their child's social 

competence level than parents with low parental self-efficacy levels (Swick, & Hassell, 1990). In 

addition, people having high parenting self-efficacy are more optimistic and display more coherent 

behaviors in parent-child interactions (Ozer, 1995). In a study conducted by Anthony et al. (2005), it 

was found that parents with high self-efficacy levels exhibit more positive, more consistent, and more 

competent behaviors toward their children. Other studies also found that high parenting self-efficacy 

levels exhibit more positive, more consistent, and more competent behaviors toward their children and 

engage in more verbal interaction and less conflict with their children (Anthony et al., 2005; Balat, 

2015; Diken & Diken, 2008; Gözübüyük, 2015). Improved parental self-efficacy can reduce behavior 

problems observed in children or prevent the emergence of serious behavioral problems (Bandura, 

2000). Relevant studies have emphasized that programs designed to improve mothers’ levels of 

parenting self-efficacy or to strengthen parents’ perceptions of self-efficacy may be instrumental in 

reducing children's behavioral problems and giving rise to more positive behaviors and more positive 

verbal expressions in mutual mother-child interactions (Coleman & Karraker, 2003; Diken, 2009; 

Mouton & Roskam, 2015).  

When the literature is examined, it can be seen that parenting self-efficacy is linked with mostly some 

variables such as the mother's education level, social support, and child's gender (Brody, Flor, and 

Gibson, 1999; Coleman and Karraker, 2003; Davies & Lindsay, 2004; Dursun and Bıçakçı (2015) 

Holloway et al. 2005; Öztürk and Giren, 2015; Seven, 2007; Sevigny and Loutzenhiser, 2010; Teti and 

Gelfand, 1991). The socioeconomic status of the family, on which the education level of the mother is 

effective, has been associated with many aspects of parenting behavior (Fuligni & Yoshikawa, 2012). 

Higher parenting self-efficacy is observed in mothers with a higher education level, higher income, 

and having previous experiences with children other than their own (Coleman & Karraker, 2000). 

Family and friends can provide support on issues that affect parenting, such as caring for children, 

financial assistance, promoting parenting performance, positive evaluations, and strategies for 

parenting skills (Izzo, Weiss, Shanahan, and Rodriguez-Brown, 2000). When adequate support is not 

provided, individuals' efforts to cope with stressful situations decrease. On the other hand, it is stated 

that individuals can feel more secure and emotionally better when adequate social support is provided 

(Bandura, 1995; Holloway, Suzuki, Yamamoto, & Behrens, 2005). The family's living conditions may 

play a role because raising a daughter or son may be more difficult under certain circumstances and 

therefore mother’s self-efficacy can be different in terms of their child’s gender (Gessulat, 

Oppermann, Cohen & Anders, 2023).  

To form a strong bond between the baby and the mother, who is the person who cares for the baby in 

most cases, a positive interaction must be created between the mother and the baby. A situation that 

will negatively affect the interaction between mother and baby may prevent the baby from establishing 

unity with the mother and the mother from giving a healthy reaction to her baby (Bakkaloğlu, 2010). It 

is thought that one of the factors affecting mother-child interaction characteristics may be the mother's 

parenting self-efficacy level. The mother's beliefs about these skills are very important for her ability 

to care for her child and support his development, because the mother's belief that she will fail in 

various mothering skills may prevent her from displaying these skills. This situation, together with the 

variables that may determine the mother's self-efficacy skills, may negatively change the care that the 
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mother will provide to her child and the characteristics of her interaction with her child. However, 

when the early childhood education literature was examined, no study was found examining the 

relationship between mothers' parenting self-efficacy level and mother-child interaction characteristics 

during play. Therefore, it is thought that this study will contribute to the literature with these variables. 

In this context, the study aimed to examine the parental self-efficacy among mothers in terms of 

various variables (educational status of mothers, receiving social support, and gender of their children) 

and the correlation between parenting and general self-efficacy levels of mothers, and also the 

characteristics of their interaction with their children in the context of their parenting self-efficacy. To 

fulfill this general aim, the study seeks answers to the following questions: it was  

1. Is there a significant difference between parenting self-efficacy levels of mothers with 60-72-

month-old children and their educational status, receiving social support, and gender of their children? 

2. Is there a significant correlation between general and parenting self-efficacy levels of mothers with 

60-72-month-old children? 

3. What are the characteristics of mother-child interaction among mothers with 60-72-month-old 

children in free and structured play concerning their parenting self-efficacy levels? 

Method 

Research Design 

This study employed mixed methods research to achieve the aforementioned aims. Mixed methods 

research is a research approach bringing together or blending quantitative and qualitative data or 

methods in a study (Christensen et al., 2015). In this study, parents' general and parenting self-efficacy 

levels were identified through quantitative data, while the characteristics of mother-child interaction 

were determined with qualitative data. Consequently, this research study was designed as mixed-

method research.  

Explanatory sequential design, a form of mixed methods research, was considered appropriate for the 

present research study. According to Creswell and Clark (2010), quantitative data are to be collected 

first through studies conducted using explanatory sequential design, also called explanatory design. 

Quantitative data analysis results determined the subgroup where qualitative data will be collected as 

the final stage of the design. 

Research Sample 

The sample of this study was determined through criterion sampling, a purposive sampling method. 

The criterion sampling method allows for an examination of units meeting a specific set of criteria 

designated for research (Büyüköztürk et al., 2008). The sample was identified in line with the criteria 

that the children are of normal development, attend a preschool, and are in the age range of 60-72 

months in this study. Considering these criteria, 251 voluntary mothers and their children attending 

independent preschools in Altındağ, Keçiören, Mamak, Çankaya, and Yenimahalle districts of Ankara 

were included and they were asked to fill out the “Demographic Information Form”, “General Self-

Efficacy Scale-Turkish Form”, and “Berkeley Parenting Self-Efficacy Scale Revised”. Demographic 

information of the mothers participating in the study is given in Table 1. 

Table 1.  

Demographic Information of the Mothers  
Demografik Bilgi  n % 

Age 

30 Years Old or Younger 102 40,6 

31-34 Years Old 87 34,7 

35 Years Old or Older 62 24,7 

Educational Status 

Primary School 39 15,5 

High School 127 50,6 

Associate Degree or Higher 85 33,9 

Number of children 

One Child 64 25,5 

Two Child 146 58,2 

Three or More Child 41 16,3 

Working Status Working 64 25,5 
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Table 1 continuing 

 Not Working 187 74,5 

Family Situation 
Parents Together 241 96,0 

Parents Separated 10 4,0 

Family Type 
Extended Family 32 12,7 

Elementary Family 219 87,3 

Child Gender 
Girl 117 46,6 

Boy 134 53,4 

Receiving Social Support 

(Husband) 

Receiving 214 85,3 

Not Receiving 172 68,5 

Total  251 100 

 

Table 1 shows that 40.6% of the mothers participating in the research are “30 years old or younger”; 

34.7% are “31-34 years old”; and 24.7% are “35 years old or older”. In terms of their educational 

status, 50.6% of the mothers are “high school” graduates; 33.9% have an “associate degree or higher”; 

and 15.5% are primary school graduates. 58.2% of the mothers have “two” children; 25.5% have 

“one” child; and 16.3% have “three or more” children. In the research, most of the mothers (74.5%) do 

not work. Most mothers are “parents together” (96%) and have an elementary family (87.3%). In 

response to a question on the spousal social support available to them, the majority of mothers (85.3%) 

indicate that they receive support from their spouses. The gender breakdown of the children 

participating in the study was balanced (53.4% were boys and 46.6% were girls). 60.2% of the 

children included in the study were the first child, 25.8% were the second child, 12% were the third 

child and 2% were the fourth child. When the duration of children's attendance at preschool was 

examined, it was seen that 39.8% had been attending preschool for "0-1 year", 29% had been attending 

preschool for "1-2 years" and 31.2% had been attending preschool for "2 years or more". 

After the quantitative data was collected and analyzed, the study group which qualitative data were to 

be drawn from was determined in line with the criteria of high and low maternal self-efficacy. After 

mothers' scores of “Berkeley Parenting Self-Efficacy Scale Revised” were ranked from low to high the 

overall grouping of mothers having low and high parental self-efficacy was done. As a result, 10 

mothers having low parenting self-efficacy and 10 mothers having high parenting self-efficacy and 

their children (12 boys and 8 girls) were included, in line with criterion sampling, in the subgroup for 

the subsequent organization of mother-child interaction games. Demographic information of the 

mothers and their children is included in Table 2. 

Table 2. 

Demographic Information of the Mothers and Their Children  
Demographic Information n % 

Child Gender 
Girl 8 40 

Boy 12 60 

Child Birth Order 

First Child 7 35 

Second Child 9 45 

Third Child or More  4 20 

Number of children 

One Child 1 5 

Two Child 15 75 

Three or More Child 4 20 

Age 

30 Years Old or Younger 6 30 

31-34 Years Old 8 40 

30 Years Old or Older 6 30 

Educational Status 

Primary School 5 25 

High School 9 45 

Associate Degree or Higher 6 30 

Total  20 100 

According to Table 2, 40% of mothers have girls and 60% have boys. When the birth order of their 

children is examined, it is seen that 35% of the children are the first child, 45% are the second child, 

and 20% are the third child or above. Additionally, 5% of mothers have only one child, 75% have 2 
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children, and 20% have 3 or more children. The ages of the mothers range between 24 and 45, and 

30% of the mothers participating in the research are “30 years old or younger”; 40% are “31-34 years 

old”; and 30% are “35 years old or older”. 25% of the mothers are “high school” graduates; 45% have 

an “associate degree or higher”; and 30% are primary school graduates. 

Data Collection Tools 

Demographic Information Form 

A demographic information sheet was prepared to address information about mothers and their 

children in the research. The information form includes two parts. The first part inquires into the 

child's gender, date of birth, birth order, and the duration of the child's time in preschool. The second 

part requests information about the mother’s age, educational status, number of children, employment 

status, and spousal support with childcare, as well as the presence or absence of other individuals in 

the household and if present, their relationship with the family. 

General Self-Efficacy Scale-Turkish form (GSES-TF) 

The study employed the GSES-TF to identify the level of general self-efficacy among the mothers. 

The first Turkish adaptation of the scale, developed by Sherer et al. (1982), was by Gözüm and 

Aksayan (1999). The Turkish adaptation of the revised version was carried out by Yıldırım and İlhan 

(2010). Accordingly, 17 points can be obtained from the minimum and a maximum of 85 points can 

be obtained from the 5-likert scale, which consists of 17 items (Yıldırım & İlhan, 2010). The test-

retest correlation coefficient of the GSES-TF was found to be .69. The internal consistency coefficient 

of the GSES-TF was calculated as .80. The exploratory factor analysis conducted for validity resulted 

in a three-factor structure. These factors were named “Beginning”, “Not Giving Up”, and 

“Sustaining”. This three-factor structure explains 41.47% of the variance (Yıldırım & İlhan, 2010). 

Berkeley Parenting Self-Efficacy Scale Revised (BPSE-R) 

BPSE-R was used to identify the parenting self-efficacy levels of mothers. BPSE-R was developed by 

Suzuki et al., (2009) as an edited version of the Berkeley Parenting Self-Efficacy Scale (BPSE). The 

Turkish adaptation of the scale was published by Güler Yıldız et al., (2021). BPSE-R is a 6-point 

Likert scale and consists of two subscales, namely “parental strategies” and “child outcomes”. The 

internal consistency values of the BPSE-R were found to be 0.83, 0.87, and 0.91 for the subscales of 

“parental strategies” and “child outcomes”, and for the overall scale, respectively (Güler Yıldız et al., 

2021). 

Mother-Child Interaction Games 

Free and structured play sessions were utilized to determine the characteristics of mother-child 

interaction. The features of the game used in the research are as follows: 

Free Play (FP) Session: For free play, each mother and their child entered an environment prepared 

specifically for the game and equipped with one table, two chairs, one carpet, and a playset in advance. 

The playset included a train, a toy car, a doll, a toy airplane, a puppet, a set of animals, toy kitchen 

utensils, and a toy set for playing house. After the mother and child were introduced to the 

environment, the following instruction was given to the mother: “Be natural, I want you to play with 

your child the way you always do. Also, you are not expected to make any additional effort. I'll let you 

know when your time is up.” 

Each game resulted in 15 minutes of video recording, the first 10 minutes of which were considered 

adaptation play between the mother and the child to get familiar with the environment and thus, not 

included in the analysis. 

Structured Play (SP) Session: After the free play, each mother and their child were introduced to the 

structured play session and given an 18-piece playset consisting of three-dimensional blocks of 

different shapes, and five visuals created by the author in advance. Prior to the commencement of the 

play sessions, the materials and visuals were vetted by three experts, and a series of pilot plays were 

implemented to confirm their suitability to the age group. During the actual play, the mother and the 

child were given the following instructions: “Now, you can collect the toys with your child and move 

on to the game in the other box. I want you to create the structures in the images together using the 

pieces in this set in 10 minutes.” 
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After the instructions for the structured play were explained to the mother and the child, the author left 

the room, and a 10-minute video recording was taken of the mother and child playing. Some mother-

child pairs in the study completed the structures in images in less than 10 minutes; therefore, the 

analysis only considered the first 5 minutes of their video recording. 

Data Collection and Ethics Committee Approval 

Before the commencement of the study, due permission was granted to the study by the Ethics 

Committee for its ethical compliance. Then, a group was formed mothers volunteered to be involved 

in the research and all of them signed consent forms. The mothers first filled in the “Demographic 

Information Form”, “Berkeley Parental Self-Efficacy Scale Revised”, and “General Self-Efficacy 

Scale”. After that, the quantitative data was analyzed and the grouping of the mothers with low and 

high parenting self-efficacy scores according to “Berkeley Parental Self-Efficacy Scale Revised” was 

done. Finally, the volunteering mothers and their children grouped in line with their levels of self-

efficacy played mother-child interaction games in pairs in suitable preschool environments. For this 

purpose, environments used in preschool during activities carried out outside the classroom, such as 

drama and various active games, were used for the games. While choosing these environments, care 

was taken to ensure that there were no materials that could distract the attention of the child and 

mother. A table and two chairs were placed in the environment, and the mother and child were asked 

to sit facing the wall. The toys that the mother and child would play with were placed in the middle of 

the table, allowing easy access to the materials. 

Data Analysis 

The first step in investigating the qualitative variables was the study of the normal distribution. For 

this purpose, the mean, mode, and median values, kurtosis and skewness coefficients, Kolmogorov-

Smirnov Test, histogram, and scattering and box-line graphs are examined. For this reason, the 

Kruskal Wallis H-Test, one of the non-parametric tests, was used to examine the parenting self-

efficacy levels of mothers according to the mother's education level. Mann Whitney U-Test, a non-

parametric test, was used to examine mothers' parenting self-efficacy levels according to their social 

support status and the gender of their child. To examine the relationship between mothers' general and 

parenting self-efficacy levels, normal distribution was first examined. For this purpose, mean, mode, 

and median values, kurtosis and skewness coefficients, Kolmogorov-Smirnov Test, histogram, scatter, 

and box-plot plots were examined. These examinations resulted in the conclusion that the data did not 

distribute normally, and the Spearman Correlation Coefficient Test was used to test whether there was 

a relationship between the mothers' general and parenting self-efficacy levels. 

The qualitative data collected for the research study including the characteristics of mother-child 

interaction and relevant video recordings was analyzed by the content analysis. With content analysis, 

identifying the concepts (codes) and determining the correlations (themes) in between to account for 

the data is targeted (Yıldırım and Şimşek, 2016). 

The steps taken to encode the qualitative data firstly entailed the author watching all video recordings 

twice followed by the decoding and transcription of the video recordings. Once all video recordings 

had been transcribed, the transcripts were studied to identify certain codes in line with the literature on 

mother-child interaction (Mash et al., 1983; Cielinski et al., 1995; Bakkaloğlu & Sucuoğlu, 2000; 

Diken et, al., 2009; Akgün & Yeşilyaprak, 2011; Ceyhun et al., 2015). The codes thus identified were 

taken as a reference for a second reading of the records (reinforced with a second viewing of the video 

recordings as necessary), whereby a list of codes was created with the addition of new codes 

identified. Then, all the records were watched once again and re-examined in line with the code list. 

Once the final code lists were organized, the codes were grouped around respective themes.  

To ensure reliability in the coding of the qualitative data, the expectation is that the coding is 

undertaken by multiple authors independently and the numerical values of the similarities and 

differences observed are compared with a resulting value of over 70% (Yıldırım and Şimşek 2016). In 

the present study, independent coding was undertaken by a researcher attending their post-graduate 

program on preschool education for coding reliability, resulting in a reliability value of 71.3% 
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Findings 

Findings of Mothers' Parenting Self-Efficacy Levels According to Mothers' Educational Status, 

Children's Gender and Social Support 

The findings regarding whether the BPSE-R scores of the mothers differ significantly according to the 

educational status of the mothers, the gender of their children, and the status of receiving social 

support from their husbands are given in Table 3, Table 4, and Table 5 respectively. 

Table 3. 

BPSE-R Kruskal Wallis H-Test Analysis Results by Mothers' Educational Status 

* p>.05 

According to Table 3, it was found that the total scores of mothers' parenting self-efficacy did not 

differ significantly according to their educational status. 

Table 4. 

BPSE-R Kruskal Wallis H-Test Analysis Results by Mothers' Educational Status BPSE-R Mann 

Whitney U-Test Analysis Results by Gender of Children 
Gender of Children n Mean Rank Sum Rank X

2 
p 

Girl 117 140,35 16421,50 6159,50 .003
*
 

Boy 134 113,47 15204,50   
* p<.05 

When Table 4 is examined, it was found that the total parenting self-efficacy scores of the mothers 

differed significantly according to the genders of their children, U=6159.50, p<.05. Considering the 

mean rank, it was observed that mothers with girls had higher parenting self-efficacy levels than 

mothers with boys. 

Table 5. 

BPSE-R Mann Whitney U-Test Analysis Results According to Mothers' Social Support from Their 

Husband 
The Source of 

Social Support  

Status of Receiving Social 

Support 
n Mean Rank Sum Rank X

2 
p 

Husband 
Receiving 214 126,78 27130,00 3793,00 .684 

Not Receiving  37 121,51 4496,00   
* p>.05 

Table 5 shows that the total scores of mothers' parenting self-efficacy did not differ significantly 

according to the status of receiving social support from the husband, U=3793.00, p>.05. 

Findings from The Evaluation of the Correlation Between General and Parenting Self-Efficacy 

of Mothers 

This part describes the findings regarding the parenting self-efficacy levels and the general self-

efficacy levels of the mothers and the characteristics of their interaction with their children according 

to the parenting self-efficacy. Table 6 shows the findings regarding the correlation between the general 

and parenting self-efficacy of the mothers. 

 

 

 

 

 

 

Educational Status n Mean Rank df X
2 

p 

Elementary School  39 127,46 2 0,266 .876 

High School 127 123,70    

Associate Degree and Above 85 128,76    
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Table 6. 

The Results of the Correlation Between Mothers' General and Parenting Self-Efficacy Levels 

Variables 
Beginning 

Subscale 

Do not Give Up 

Subscale 

Sustaining 

Subscale
 

General Self-Efficacy 

Total Score 

Parental Strategies 
.245* .169* .143* .241* 

.000 .007 .024 .000 

Child Outcomes 
.233* .124 .123 .206* 

.000 .050 .052 .001 

BPSE-R Total Score 
.242* .139* .134* .222* 

.000 .028 .034 .000 
* p>.05 

Table 6 demonstrates that there is a weak positive correlation between the BPSE-R “Parental 

Strategies” subscale and the GSES-TF “Beginning” subscale, r=.245, p<.05; the GSES-TF “Do not 

give up” subscale, r=.169, p<.05, the GSES-TF “Sustaining Effort-Insistence” subscale r=.143, p<.05, 

and the total score of the GSES-TF r=.241, p<.05. 

It is found that there is a weak positive correlation between the BPSE-R “Child Outcomes” subscale 

and the GSES-TF “Beginning” subscale, r=.233, p<.05; and the total score of GSES-TF, r=.206, 

p<.05. In addition, no significant relationship was identified between the BPSE-R “Child Outcomes” 

subscale and the GSES-TF “Do not give up” subscale, p=.05, and the GSES-TF “Sustaining Effort-

Insistence” subscale, p>.05. 

A positive and weak correlation is seen between the BPSE-R and the GSES-TF “Beginning” subscale, 

r=.242, p<.05; the GSES-TF “Do not give up” subscale, r=.139, p<.05; the GSES-TF “Sustaining 

Effort-Insistence” subscale, r=.134, p<.05; and the total score of the GSES-TF, r=.222, p<.05. Cohen 

(1988) construes the correlation as weak if the correlation coefficient is in the range of r=.10 -.29; as 

moderate if r=.30 - .49; or as strong if r=.50 -1.0 (Cohen, 1988, as cited in Pallant, 2017). 

Findings from The Evaluation of the Characteristics of Mother-Child İnteraction in Free and 

Structured Play According to Mothers' Parenting Self-Efficacy Levels 

The characteristics of mother-child interaction and behavioral themes observed during free and 

structured play are described in Table 7.  

Table 7. 

Behavior Themes Identified During Free and Structured Play 
Behavior Themes Identified During Free and Structured Play 

Focusing on 

success 

Sensitivity Enjoyment Being judgmental Being out of 

play 

Play 

interaction 

A close look at Table 7 shows that the characteristics of mother-child interaction of mothers in free 

and structured play center around the themes of “focusing on success”, “sensitivity”, “enjoyment”, 

“being judgmental”, “being out of play”, and “play interaction”. 

Table 8 shows the number of times mothers used expressions falling under the predetermined themes 

for the mother-child interaction characteristics and the analysis in line with the respective parenting 

self-efficacy levels. 
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Table 8. 

Behavior Themes Identified During Free and Structured Play 
Parenting Self-

Efficacy Level 

Mother-Child Interaction Characteristics and Frequency of Expressions Used in Free 

and Structured Play 

 
Participant 

No 

Focusing on 

Success 
Sensitivity Enjoyment 

Being 

Judgmental 

Play 

Interaction 

Being Out 

of Play  

FP SP FP SP FP SP FP SP FP SP FP SP 

Low 

M41 14 34 8 19 - - - 1 13 - - 1 

M90 12 25 11 41 1 1 12 4 13 - 3 4 

M111 33 25 22 19 2 - 1 4 24 - 2 3 

M121 8 28 14 11 - 1 3 - - - - 2 

M134 3 25 23 18 3 - 4 1 6 - - 2 

M180 20 39 30 26 4 - 8 1 33 - - 2 

M201 16 32 5 30 3 - - 1 32 - - 2 

M207 19 35 25 18 - - 1 5 - - 1 - 

M218 24 15 4 17 1 2 3 7 12 - 3 1 

M251 27 39 29 20 2 - 2 2 3 - 2 - 

Total  176 297 171 219 16 4 34 26 136 0 11 17 

High 

M8 8 38 13 24 2 - - 1 18 - - - 

M36 4 14 20 30 1 - 1 1 2 - 4 - 

M37 13 28 8 22 - - 1 2 17 - 8 - 

M75 13 15 16 13 - - - - - - - - 

M81 10 27 12 30 2 - 2 2 3 - 1 - 

M89 9 21 9 5 - - 2 1 6 - 1 - 

M118 9 27 14 42 2 - 1 4 10 - 4 - 

M137 19 15 19 24 - - 6 10 7 - - - 

M185 21 30 37 53 6 4 1 - 29 - - - 

M200 15 15 9 19 3 2 - 3 19 - - - 

Total  121 230 157 262 16 6 14 24 111 0 18 0 

An analysis of Table 8 in line with the self-efficacy levels of the mothers indicates that the mothers 

with low parenting self-efficacy levels exhibit behaviors primarily the theme of “focusing on success” 

in the first place, followed by the themes of “sensitivity” and “play interaction”. The mothers having 

high parenting self-efficacy, otherwise, exhibited behaviors primarily around the theme of 

“sensitivity” during the games, followed by the themes of “focusing on success” and “play 

interaction”. The mothers having low parenting self-efficacy displayed more behaviors consistent with 

the theme of “being judgmental” and “being out of play” than mothers having high parenting self-

efficacy.  

The number of behaviors exhibited by mothers with both low and high parenting self-efficacy around 

the theme of “enjoyment” is close to each other and is in the lowest order.  

When examined according to the types of free and structured play, the mothers are seen to have 

exhibited behaviors primarily around the theme of “sensitivity” during the free games, followed by the 

themes of “focusing on success” and “play interaction”. In structured plays, on the other hand, the 

behaviors of mothers gravitated more towards the theme of “focusing on success”, followed by the 

themes of “sensitivity” and “being judgmental”. None of the mothers were observed to display any 

behavior around the theme of “play interaction” in structured play. The number of behaviors exhibited 

by mothers for the theme of “enjoyment” is higher in free play. 

The behavioral codes related to the characteristics of mother-child interaction observed during free and 

structured play are given in Table 9. 
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Table 9. 

Behavioral Themes and Codes Observed During Free and Structured Play 
Themes 

Codes 

Focusing on 

Success 

Sensitivity Enjoyment Being 

Judgmental 

Being out of 

the Game  

Play 

Interaction 

Directing Feedback 

(reflecting, 

responding) 

Humor, 

Laughing, 

Singing 

Criticism Conversations 

with no 

Relevance to 

the Game  

Play Talk 

Teaching Reinforcement 

(praise, applause, 

clap, 

encouragement) 

Physical 

Contact 

   

Interference Asking 

Questions 

    

Focusing on 

the Task 

Complying with 

the Child's 

Wishes 

    

 Asking the Child 

for their Opinion 

    

 Assistance     

Examples of expressions grouped around the themes and relevant codes as specified in Table 9 are 

given below. 

The mothers' expressions on the theme of “focusing on success” were accounted for with the codes of 

“directing”, “teaching”, “interference” and “focusing on the task”. 

During the free play, M-C180 (Low PSE) used the following expressions as an example for the 

“teaching” code. 

Mother: “Mr. Waiter!” 

Child: “What!” 

Mother: “Not what, Ma’am.” 

Child: “Here…” 

Mother: “You will say “Ma’am”.” 

M-C89 (High PSE) used the following statements during the structured play as examples for the 

“Focusing on the Task” code: 

Child: “Mom, I want to play a different game.” 

Mom: “But look, you have to play with these. Come on, mommy. Come sit here.” 

Child: “Mom, these are hard.” 

The mothers' expressions around the theme of “sensitivity” accounted for the codes of “feedback 

(reflecting, responding)”, “reinforcement (praise, applause, clapping, encouragement)”, “asking 

questions”, “complying with the child's wishes”, “asking the child's opinion”, and “assistance”. 

In the free play, M-C36 (High PSE) used the following expressions as examples for the code 

“Reinforcement (praise, applause, clapping, encouragement)”: 

Child: “You put it in.” 

Mom: “You did it all, you can put this in too.” 

Child: “I don't think I can.” 

Mother: “I think you do. How do you need to put it in so that it is round?” 

Boy: “Ugh, I don't know.” 
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Mom: “You can do it.” 

During the structured play, M-C90 (Low PSE) used the following expressions as examples for the 

code “complying with the child’s wishes”. 

Child: “Mom, I want to do this (pointing to one of the images).” 

Mom: “Okay, let's do it, whatever you want, bring it here, but let's not forget our pieces.” 

The mothers' expressions around the theme of “enjoyment” were accounted for with the codes of 

“humor, laughing, singing” and “physical contact”. 

During the structured play, M-C41 (Low PSE) used the following sample expressions for the 

“physical contact” code: 

Child: “Mom, I will find a place to sit, too.” 

Mom: “Okay, come on. We put it in like this. Right-o! (She sits the child on her lap.) Stop, 

this one should go here.” 

M200 (High PSE) used the following expressions during the free play as examples for the “humor, 

laughing, singing” code: 

Mother: “Let her friend the donkey come (Mother and child sing the song “My Friend the 

Donkey”). Very nice.” 

Expressions of mothers on the theme of “being judgmental” were accounted for with the “criticism” 

code. 

During the structured play, M-C90 (Low PSE) used the following statements around the “criticism” 

code: 

Child: “Shall I break it apart? (He wants to break the shape to make the new shape.)” 

Mother: (while the child is taking the shape apart) “Don't do that, don't let the pieces fall apart. 

Make your mind up, what do you want to do” 

Child: (Selects an image and starts to do it.) 

Mom: Be careful, that’s not how it should be. But I’ve already told you that’s not how it 

should be done. That’s not the way. Come on, do it. Do its legs first. You will put it at the top. 

Yeah. Let's bring it a little closer to the edge. 

Although the “play talk” code was included in the theme of “play interaction” during free play, 

mothers were found not to have exhibited any behaviors around the theme of “play interaction” during 

structured play. 

M-C180 (Low PSE) used the following expressions during the free play as examples for the “play 

talk” code: 

Mother: “Where is my tea and cake, waiter?” 

Child: “Tea?” 

Mom: “Yes, I want one tea and one cake. That’s with sugar, Mommy, I take it without sugar.” 

Child: “Here you go” 

Mom: “Yes, I'm drinking my tea. Thanks. Is this mine?” (They point to one of the two cups on 

the table.) 

For the free and structured plays, the codes of “out of the game conversation”, “not fulfilling the 

child's requests” and “opting out of the game” were included under the theme of “being out of play”  

M-C89 (High PSE) used the following expressions during the free play as examples for the code 

“opting out of the game”: 

Boy: “I'm going to fly this plane.” 
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Mom: “Never put it in your mouth.” 

Child: (The child plays alone with the plane for a while.) 

Mother: (Mother also seems to be interested in the other toys.) 

During the structured play, M-C180 (Low PSE) used the following statements for the code of “not 

doing the child's requests”: 

Child: “Done, can it stay up like this?” (He wants the piece to stand upright on the table.) 

Mom: “It can't.”  

Discussion, Conclusion and Recommendations 

As a result of the study, it was found that the parenting self-efficacy of the mothers did not differ 

significantly according to their educational status. It is thought that one of the factors determining this 

finding of the study may be the critical evaluation of their skills by being more aware of the 

knowledge and skill deficiencies of the mothers who received more education. The result of the 

research conducted by Coleman and Karraker (2003) supports this finding that the level of parenting 

self-efficacy of the mother does not change according to educational status. Similarly, in the study of 

Brody, Flor, and Gibson (1999), it was concluded that the educational status of the mother did not 

affect parental self-efficacy. On the other hand, there are also studies in the literature showing that the 

parenting self-efficacy of mothers increases with education. In the study carried out by Dursun and 

Bıçakçı (2015), it was found that mothers with bachelor's degrees had higher parenting self-efficacy 

than mothers who graduated from primary school, and as a result of the research conducted by Öztürk 

and Giren (2015), the parenting self-efficacy level of high school graduate mothers was compared to 

the parenting self-efficacy level of primary school graduate mothers found to be higher. The results of 

these studies may differ due to the occupation and working status of the mother because some mothers 

can have more education about the child growing related to the occupation and this can result in higher 

parenting self-efficacy. In addition, the reason for this result may be the content of the education they 

receive. In addition, Holloway et al.’s (2005) research also shows that parents' parenting self-efficacy 

level is not related to the skills and resources obtained through higher education. In this study, most of 

the mothers were also primary and high school graduates and they didn’t take a course directly related 

to parenting self-efficacy.  

It was observed that mothers with daughters had higher parenting self-efficacy levels than mothers 

with sons. According to the literature, boys exhibit more externalized behavior problems (Davies & 

Lindsay, 2004; Seven, 2007). For this reason, it is thought that mothers with boys may have difficulty 

in managing these behaviors and may perceive their parenting self-efficacy as lower. In the study 

conducted by Sevigny and Loutzenhiser (2010), it was concluded that mothers with daughters had 

higher parenting self-efficacy levels. Similarly, Kılıçgün (2017) concluded that mothers with 

daughters have higher parenting self-efficacy levels. Unlike this result, Kotil's (2010) study found that 

the parenting self-efficacy of mothers did not change according to the gender of their children. The 

study of Holloway et al. (2005) on mothers with preschool children also shows that the parenting self-

efficacy of mothers does not change according to the gender of the child. In addition, in the study 

conducted by Coleman and Karraker (2003), no relationship was found between the parenting self-

efficacy of mothers and the gender of the child.  

It was found that the parenting self-efficacy of the mothers did not differ significantly according to the 

status of receiving social support from the husband. The mother's dissatisfaction with the level of 

support despite receiving support from her spouse may cause no significant difference in parenting 

self-efficacy. Mothers who receive support from their husbands may not share the responsibilities 

related to the child equally so even if the mother receives support from their husbands, this may not be 

enough and satisfying. Unlike the findings of this study, studies in the literature have generally 

concluded that parenting self-efficacy levels of mothers increase with social support. In the study 

conducted by Holloway et al. (2005), it was concluded that mothers who received support from their 

spouses and other relatives had higher parenting self-efficacy. Similarly, in the study conducted by 

Kılıçgün (2017), it was concluded that mothers who received support from their spouses had higher 
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parenting self-efficacy. In the study conducted by Teti and Gelfand (1991), it was found that mothers 

who received more social support had higher parenting self-efficacy. 

In the research, a significant positive correlation between the mothers' general self-efficacy and total 

scores in parenting self-efficacy and also their parental strategy subscale scores were concluded. 

Parenting self-efficacy is considered to develop proportionately with general self-efficacy, as the skills 

required to carry out various parenting tasks may be derived from a feeling of competence in skills 

developed and utilized in other parts of life. In other words, it may be that a mother's past experiences 

of success relating to their general self-efficacy may also indicate that they may exhibit appropriate 

parenting behaviors. There are similar studies in the literature indicating that the general self-efficacy 

of mothers predicts parenting self-efficacy (Coleman & Karraker, 2000; Sevigny & Loutzenhiser, 

2010). It was stated that as the level of parenting self-efficacy increases, it increases in direct 

proportion to the general self-efficacy level of the parents (Murdock, 2013). Unlike these studies, 

however, Porter and Hsu (2003) imply that mothers' general self-efficacy does not predict parenting 

self-efficacy. 

In the present study, mothers having low parental self-efficacy were found to display more behaviors 

primarily closer to “focusing on success” followed by the themes of “sensitivity” and “play 

interaction”. One of the factors determining the behaviors of focusing on success among mothers 

having low parenting self-efficacy might be their disbelief in their capabilities to bring forward the 

skills necessary to achieve the expected goal with their child, especially in a structured play 

environment. Similarly, the literature establishes that parents' self-efficacy levels and their levels of 

stress while accompanying their children during play were negatively related (Sugiana et al., 2020). In 

addition, during the mother-child interaction games, some of the mothers stated that they did not know 

how to play with their children and had not been playing with them. It is considered that this may have 

something to do with the negative behaviors of mothers with low self-efficacy levels such as focusing 

on success.  

Mothers having high parenting self-efficacy were concluded that they exhibit more behaviors around 

the themes of “sensitivity”, “focusing on success”, and “play interaction” during the games. In this 

regard, the positive beliefs of mothers with high parenting self-efficacy concerning their parenting 

skills are thought to improve their ability to interact positively with their children, and thus, such 

mothers exhibit more sensitive behaviors such as complying with the child's wishes, asking them for 

their opinion, assistance, and giving feedback. The literature indicates high parenting self-efficacy 

levels and positive parenting behaviors were positively related (Benedetto & Ingrassia, 2018). These 

behaviors are illustrated by inductive and non-rigid punishment discipline strategies, high parent 

involvement, and sensitivity and warmth towards children. Similarly, Fewell and Deutscher (2004) 

accounted for positive characteristics in mother-child interaction with the factors of sensitivity to the 

child's emotional state and interests. Certain studies account for positive characteristics in mother-

child interaction with the themes of assistance (Bakkaloğlu and Sucuoğlu, 2000), sensitivity-

responsivity (Ceyhun et al., 2015), sensitivity to the emotional state of the child, sensitivity to the 

child's interests (Mahoney et al., 1986), and asking descriptive questions, praise, and verbal reflection 

(Akgün and Yeşilyaprak, 2011). Similar to this conclusion of the present study, Leerkes and 

Crockenberg (2002) identified a positive and significant correlation between the mothers’ parenting 

self-efficacy and sensitivity. 

Mothers having low parenting self-efficacy levels exhibit more behaviors around the theme of “being 

judgmental” and “being out of the game” than mothers with high parenting self-efficacy levels. A 

factor that determines parents' judgmental behavior may be their children's inability to manage the 

problem behaviors of their mothers with low self-efficacy levels. This, in turn, predisposes parents to 

use more judgmental expressions in their interactions with their children. In Anicama (2018), parental 

self-efficacy is negatively associated with harsh/punitive parenting. In parallel, Maglica et al., (2020) 

concluded that any replacement in parenting self-efficacy level corresponds to an increase in their 

children's extroverted problem behaviors. There are also studies in the literature suggesting that there 

may be a cyclical relationship between a child's behavior and the mother-child interaction. In addition, 

Crowell and Feldman (1988) concluded that the children of calm and self-confident mothers who are 

interested and enthusiastic in participating in activities with their children have fewer behavioral 
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problems. Ferreira et al. (2016) found a positive correlation between the prosocial behavior of children 

and mother-child interaction quality. On the other side, it is considered that mothers having low 

parenting self-efficacy can exhibit more out-of-play behavior because of their self-perceived 

incapacity to demonstrate the skills necessary to achieve the goal set for the structured game with their 

child and their resulting inability to manage the process. Similarly, Büyüktaşkapu (2012) found 

mothers to hold perceptions of low efficacy in playing with their children.  

The values of the behaviors of mothers having either low or high parenting self-efficacy around the 

theme of “enjoyment” are close to each other, albeit at the lowest rank among all themes and only 

slightly higher in free play. Mothers with either low or high self-efficacy levels can, similarly, 

participate more actively in a game with their children by taking on more roles in free play, and can 

adapt to the game more easily owing to the variety of materials. They are thus considered to be more 

capable of developing richer game content and enjoying the game more during free play. Similarly, 

Ginsburg (2007) considers the participation of parents in their children's free play as an opportunity 

for them to see the world from their child's perspective and as a suitable environment for 

communicating more effectively with their children and offering gentle and nurturing guidance. Free 

play situations often see children being more enthusiastic and more persistent in their problem-solving 

situations, finding it easier to elicit and accept their mother's help and offer them more room for 

exploration. Özyürek and Gürleyik (2016) revealed that mothers reportedly playing dramatic games 

such as playing house thought that the game gave them happiness through stress relief and relaxation. 

Fewell and Deutscher (2004) and Bakkaloğlu and Sucuoğlu (2000) accounted for the mother-child 

interaction behaviors observed during free play with the factor of enjoyment and the theme of positive 

emotion. Moreover, Kwon et al., (2013) observed that parents established more cognitive scaffolding 

and exhibited less negative behavior towards their children during free play compared to structured 

play. 

In the study, it was concluded that mothers mostly exhibited behaviors around the theme of 

“sensitivity” in free play, followed by the themes of “focusing on success” and “play interaction”. Free 

play is considered to make it easier for mothers to exhibit more sensitive behaviors such as giving 

feedback or encouragement, fulfilling the child’s wishes, and asking questions since free play does not 

dictate a predetermined goal to be achieved with the play emerging spontaneously roles being assumed 

in an imaginary world, and the mother and the child taking an active role in the play. In this process, 

children's strengths and independence can be supported through encouragement that focuses on the 

process and effort instead of focusing on the result (Açıkalın et al., 2001). Thus, words of 

encouragement can help the child feel better by allowing them to express their feelings more easily 

(Chapman & Campbell, 2012). Similarly, asking a child for their opinions encourages the child to 

make an effort to control their behavior. A parent offering constant guidance and not allowing the 

child to make their own choice may cause frustration, persistence in inappropriate behaviors, and 

resistance. A child who is allowed to make choices and produce solutions can regulate their behavior 

more easily (Faber & Mazlish, 2012). In addition, open-ended materials made available to a mother 

and their child during free play are also thought to support mothers in exhibiting sensitive behaviors. 

Thus, any restrictions on mother-child interaction may be avoided effectively through open-ended 

questions inquiring into the child’s feelings rather than questions that make the child feel bad such as 

those of a judgmental or accusatory nature (Gordon, 2017). 

In the structured play, the mothers were found to display more behaviors around the theme of 

“sensitivity” and “being judgmental” with the most common theme being “focusing on success”, and 

they did not exhibit any behaviors related to the theme of “play interaction”. One of the factors that 

determine the success-oriented behaviors of parents may be that mothers focus on the goal that needs 

to be achieved at the end of the game rather than on playing with their children in structured games. 

Thus, in structured play, it is thought that mothers use directing expressions that require less 

interaction instead of expressions aimed at improving their interaction during the game such as talking 

to their children. In addition, the mothers’ disbelief in their arsenal of cognitive abilities sufficient for 

their children to achieve the result in the game is thought to have a role to play in their gravitation to 

interfering in their child’s play more and thus, in their focus on success. Piaget emphasizes the 

importance of pretend games, which allow children aged two to seven to develop and use skills such 
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as role-playing, animating, and replacing one object with another. In addition, Piaget argues that 

games with rules, which can be very beneficial for a child in terms of skills such as learning the 

importance of following the rules, cooperation, and social development, require higher cognitive 

abilities and their functionality starts around the age of seven and remains relevant into adulthood 

(Kadan, 2018; Özdoğan, 2014). When evaluated in this context, free play in preschool is considered to 

have a very important role in mother-child interaction. In addition, John et al., (2013) concluded that 

mothers, while playing a game with their child, tended to display behaviors of trying to structure the 

game and teaching their child how to play it. The fact that the behaviors around the theme of 

sensitivity were exhibited more in structured play than in free play may be associated with the 

mothers’ belief that they could offer better reinforcement and support to their children by giving them 

clues to achieve the goal during the play. The literature states that parents’ efforts to reinforce the 

positive requests of their children often result in the regulation of their negative requests (Root & 

Rubin, 2010). In addition, it is argued that parents can help reinforce correct behaviors by using 

affirmative feedback, and with corrective feedback, they can send a message to the child about which 

behavior should be corrected and how this can be achieved (Açıkalın et al., 2001). Behaviors of 

assistance are also very crucial as regards helping the child in structured play. However, if parents try 

to solve the problems before the child has the opportunity to do so, the child may not develop 

sufficient problem-solving skills. For this reason, parents need to support their children by assuming a 

facilitating role instead of taking on the child's problem completely (Gordon, 2017).  

In conclusion, mothers with low self-efficacy levels were found in general to exhibit more behaviors 

around the themes of focusing on success, being judgmental, play interaction, and being out of games. 

Mothers with high parenting self-efficacy levels were concluded to display more behaviors around the 

theme of sensitivity during the games. In the study, a suitable play environment was prepared for the 

mother and child to play, and they were allowed to stay alone in the room so that they felt more 

comfortable during the game. Video recording was taken to fully evaluate mother and child 

expressions during mother-child games. The fact that the data obtained regarding the expressions and 

behaviors during mother-child interaction are based on the records obtained during the video recording 

process can be considered a limitation of the study. A comparison between free and structured play 

sessions indicated that mothers enjoyed free play more and did not exhibit play interaction behavior in 

structured play. Moreover, the mothers participating in the study were observed to have used certain 

expressions indicating that they had not played with their children and did not know how to play with 

them, and to have enjoyed the game more during free play. In this regard, it is recommended that 

parents be given training on the importance of playing games and on the types of games they can play 

at home with their children. It is also recommended to plan training for mothers having preschool 

children to improve their parenting self-efficacy levels and the characteristics of their mother-child 

interaction. The study examined mother-child interactions by qualitative methods in line with the 

mothers’ respective parenting self-efficacy levels. For future research, the use of quantitative 

measurement tools is recommended for the determination of the correlation between mothers' 

parenting self-efficacy and the characteristics of their interaction with their children using quantitative 

measurement tools. 
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Abstract 

This study aims to examine the structural features of Turkish items in the High School Entrance 

System (LGS), first implemented in 2018, and to determine changes in these features over the years. 

This descriptive survey initially investigates how 100 Turkish items administered in the LGS from 

2018 to 2022 changed in terms of test difficulty, discrimination, and internal consistency. 

Subsequently, textual features (sentence, word, and syllable length; readability), contextual features 

(visuality, meaning of the item stem, common stem), and purpose features (content domain, text type) 

of the items were determined, and changes in these features over the years were examined. As a result 

of the study, it was found that the test difficulty of the LGS Turkish test decreased over the years, 

indicating an increase in item difficulty. While there was no significant overall change in test 

discrimination, a general decrease in test discrimination was observed. The study also revealed 

variations in item lengths over the years, with an observed increase in the overall test's average length 

during the same period. The content of the items predominantly consisted of informative texts; 

however, in some years, poetry and narrative texts were included in the items. 

Keywords: Turkish education, High School Entrance System, reading comprehension items, structural 

features, readability. 

 

 

 

                                                      

1  Ayfer Sayın, ayfersayin@gazi.edu.tr, Gazi University 

2  Deniz Melanlıoğlu, Istanbul University 

https://orcid.org/0000-0003-1357-5674
https://orcid.org/0000-0002-3663-0894
https://orcid.org/0000-0003-1357-5674
https://orcid.org/0000-0002-3663-0894
https://orcid.org/0000-0003-1357-5674
https://orcid.org/0000-0002-3663-0894


e-Kafkas Journal of Educational Research 

653 

 

Introduction 

The Turkish language course, in which mother tongue education is carried out systematically, 

aims to provide primary and secondary school language skills. Students' competence in language 

skills is directly proportional to their academic success (Sevgi & Karakaya, 2021; Şahin, 2022). 

The performance indicators for the courses are the result of measurement and evaluation 

activities. These indicators are also one of the main variables determining students' transition 

between levels. In Turkey,  two central exams determine the transition between levels. The first 

one is the High School Entrance System (LGS), which regulates the transition from secondary 

school to high school, and the second one is the Turkish Proficiency Test (known as TYT) and the 

Field Proficiency Test (known as AYT) used for university entrance. It can be said that LGS has 

particular importance in terms of the average age of the students and that it is the first centralized 

exam they face. Students enrolled in the eighth grade of formal schools participate in this verbal 

and numerical exam. With the exam results, students can be placed in science high schools, social 

sciences high schools, project schools, and Anatolian technical programs of vocational and 

technical Anatolian high schools (MEB-LGS Report, 2022, p. 12). The number of Turkish items 

and the coefficient for scoring are higher in the verbal section than in other verbal subtests. The 

Turkish items in the central exam are based on the eighth-grade outcomes of the Turkish 

Curriculum (for grades 1-8) (MEB-LGS Report, 2022, p. 13; MEB-LGS Report, 2021). Although 

the curriculum includes learning outcomes for listening/monitoring, speaking, reading, and 

writing skills, the central exams focus on measuring specific learning outcomes (Aydın, 2022; 

Calp & Alpkaya, 2021; Taşıyaran, 2022). 

In line with the Turkish Lesson Teaching Program (for Grades 1-8), the education provided during 

secondary school serves the purpose of using language skills effectively, making reading and 

writing skills a habit, developing high-level thinking skills, using information sources effectively, 

reinforcing national and spiritual values, and gaining aesthetic pleasure (MEB, 2019a). The fact 

that reading and writing skills are given particular importance in the program can be explained by 

the fact that both are acquired during the school process. For this reason, it is possible to say that 

what is expected from students in the central exams is to realize the reading and partial writing 

achievements. Of course, it is known that this situation is affected by many variables, such as the 

multiple-choice preparation of central exams, the breadth of the target group taking the exam, and 

the fact that reading is considered the essential element of personal learning. According to Uluyor 

and Eryılmaz (2015), among these variables, reading is more effective in raising individuals who 

can think creatively and critically, cooperate, communicate effectively, take responsibility, try 

different ways of accessing information, and utilize technology for its purpose. For students, 

reading is seen as a great source of input in acquiring world knowledge (Januarty & Nima, 2018). 

According to Hiebert (1983), reading is an essential life skill, and it is not possible to be 

successful in life without the ability to read well. Accordingly, measuring students' reading skills 

in central transition exams is essential. 

Reading occurs through an interaction between author-reader-text. Many factors, such as prior 

knowledge, cultural background, value judgments, and expectations, play an active role in 

realizing this communication (Wigfield & Guthrie, 1997). In this regard, meaning-making in 

reading is a process in which the reader puts his/her prior knowledge and mental skills to work; 

variables such as the reader's prior knowledge, interest, need, and reading level can affect the 

meaning-making process positively or negatively (Melanlıoğlu, 2021). Guthrie and Scafiddi 

(2004) discuss the factors affecting the meaning-making process of reading as text, reader, the 

interaction between the reader and the text, and the mental state of the reader after reading the 

text; Singer (1978) examines them under four main headings: individual differences, reading task, 

reading purpose and text. Uyar (2015) draws attention to the reader (the reader's prior knowledge 

and the reading strategy used), motivation, text, and context elements that affect the process. 

These elements can be considered as determinants of the level of reading comprehension. Reading 

comprehension refers to the comprehension of the reading material (Özdemir, 2011). The stages 

that need to be realized to reach comprehension of the reading material are as follows (Davis, 

1944): 
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 Vocabulary 

 Predicting the meaning of words or phrases based on context 

 Follow the organization of the text and identify antecedents and references within it 

 Select the main idea of the text 

 Be able to answer items specifically answered in the text 

 To be able to answer items that are answered in the text but not in the words in which the 

item is asked 

 Making inferences from the text 

 To be able to recognize literary arts in the text 

 Identifying an author's purpose, intention, and point of view, making inferences about an 

author 

Considering the nine stages listed, it should only be expected to follow them in some reading texts. 

For example, when an informative text is read, there is no need to realize the stage of recognizing 

literary arts to establish meaning in this text. Therefore, the steps followed in reading comprehension 

differ according to the text type. However, vocabulary knowledge, the first stage, is necessary for 

making meaning in every text type, including informative, narrative, and poetry. Orasanu (1986) 

asserts that vocabulary knowledge is the principal determinant influencing the information a reader 

brings to the text, the comprehension of the text, and the subsequent capacity for learning and 

retention. There needs to be more than the reader's vocabulary knowledge to understand the text; the 

reader should also have fluent reading skills. Reading fluency is associated with cognitive processes 

defined as information retrieval, comprehension, evaluation, and reflection (OECD, 2019), and it 

includes the speed and accuracy of reproducing text into spoken language (Jiang, Sawaki & Sabatini, 

2012). Fluency improves as readers progress in automatic decoding and word recognition, resulting 

in more accurate and faster reading. As readers develop automaticity in word recognition, text 

comprehension improves at the cognitive level (Perfetti & Hogaboam, 1975; Stanovich, 1980). For 

reading fluency to be realized, readers must have automatic recognition, vocabulary knowledge, 

formal discourse structure knowledge, world knowledge, and the ability to use cognitive and 

metacognitive strategies (Grabe, 1991). Gabb (2000) asks an essential item about why students face 

obstacles in moving to the fluency stage despite having basic decoding skills. At this point, variables 

such as the type of text encountered, readability level, and vocabulary knowledge should not be 

ignored. Reading fluency is also considered essential to meaning-making in PIRLS and PISA, which 

are organized internationally and focus on reading comprehension. 

In the PISA application, in which students in the same age group as LGS students participate, six 

competency areas for reading literacy are defined. These competency areas, which are shaped 

according to the text and the behavior expected from the student, follow a hierarchy. The items in the 

LGS Turkish test are similar to the reading items in the PISA application. It is known that the skills 

that the items in the LGS test aim to focus on a higher level than the previous exam - TEOG- items 

(Ayyıldız & Aktaş, 2022; Azili & Tutkun, 2021; Çepni, 2019; Kızkapan & Nacaroğlu, 2019; Şan & 

İlhan, 2022). In the 2023 Education Vision Document published by the Ministry of National 

Education, it is stated that "New generation digital measurement materials that support metacognitive 

skills will be developed so that students can achieve the desired results in international exams such as 

PISA." (MEB, 2018a). In this context, it is seen that Turkish items were prepared per visual reading 

and context-based item logic.  

In this context, LGS Turkish items focus on students' analytical and critical thinking, interpretation, 

and evaluation skills. Batur, Ulutaş, and Beyret (2019) and Çiçek and Dilekçi (2022) found that LGS 

Turkish items met the PISA reading skills objectives at levels 2, 3, and 4, and explained the reason 

for this result with the fact that LGS was not prepared at the targeted level in terms of measuring 

high-level thinking skills. This finding also coincides with the results of Aktaş's (2022) study in 

which LGS items were associated with PISA reading proficiency levels. Kanık Uysal (2022) 

determined that there were no items at the 5th and 6th levels, characterized as high-level reading 
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skills according to PISA reading skills proficiency levels, in LGS. In addition, the researcher, who 

also evaluated the LGS items according to the revised Bloom's taxonomy, stated that there were only 

items that could be associated with the creation step for higher-order thinking skills and that the 

analysis and evaluation steps were not considered. In this sense, Vural (2020) states that the existing 

exam cannot measure higher-order thinking skills. Gökdemir, Aydaşgil, and Topçuoğlu (2021) also 

found that the items in the 2020 LGS mainly corresponded to the comprehension and recall levels of 

the taxonomy. Erden (2020), who reveals the effect of the "new generation items" defined at the 

point of measuring higher-order thinking skills of the exam in the field in line with teacher opinions, 

states that Turkish teachers find the new generation items focused on higher-order thinking skills 

suitable for reading and grammar achievements, they like them in terms of associating them with 

higher-level achievements, but they find them insufficient in terms of the items being above the 

achievements, focusing on specific achievements, not including verbal logic items in the 

achievements, trying to make Turkish items similar to mathematics items and not addressing all 

learning areas. This result is similar to the results of Aydın (2022), who found that the LGS Turkish 

items conducted between 2018 and 2021 did not include listening and speaking objectives at all and 

measured 85% reading and 15% writing objectives. Based on the fact that LGS Turkish items were 

prepared by taking 8th-grade achievements into consideration, Calp and Alpkaya (2021) concluded 

in their study that LGS Turkish items were sufficient to measure the level of achievement of the 

learning outcomes in the Turkish curriculum, but ignored to measure the achievements related to 

some skill areas. 

Studies on LGS Turkish items (Aktaş, 2022; Altun, 2021; Batur, Ulutaş & Beyrut, 2019; Benzer, 

2019; Calp & Alpkaya, 2021; Çiçek & Dilekçi 2022; Ekinci & Bal, 2019; Erden, 2020; Kanık Uysal, 

2022; Kılkapan & Nacaroğlu, 2019; Ordu, Engin & Topçuoğlu, 2021; Sayın & Takıl, 2023; Soysal & 

Güngör, 2022;), it is seen that LGS Turkish items are addressed from various perspectives such as 

reflecting the learning outcomes in the Turkish curriculum, representing language skills, testing 

higher-order thinking skills, and meeting the reading levels in international exams. The correct 

answer rate of the items and the variables affecting this rate (such as the educational level of parents) 

are discussed in the reports published by the Ministry of National Education on the evaluation of 

LGS (MEB-LGS Report, 2022; MEB-LGS Report, 2021). When the literature on the subject was 

reviewed, no correlational studies were found on LGS Turkish items from 2018 to date. 

Research Questions 

The current study aims to examine the structural and psychometric features of LGS Turkish items 

between 2018 and 2022 in detail and to determine the relationship between these two factors. In line 

with the stated purpose, the questions sought to be answered within the scope of the research can be 

listed as follows: 

1. How do LGS 2018-2022 Turkish test statistics (test difficulty, discrimination, internal 

consistency) change? 

2. How do the textual features (sentence, word, syllable length, and readability) of LGS 2018-2022 

Turkish test items change? 

3. How do the contextual features of LGS 2018-2022 Turkish test items (visuality, meaning of the 

item root, common stem) change? 

4. How do the purpose features (sub-topic, text type) of LGS 2018-2022 Turkish test items change? 

5. How do the test statistics, textual, contextual, and purpose features of LGS 2018- 2022 Turkish 

test items change together? 

Considering the listed sub-problems, it is aimed to examine the change in test statistics in the context 

of test difficulty index, test discrimination, and internal consistency of the items; to reveal the 

structural features by considering textual, content, and objective qualities; and to determine the change 

in these features. Considering that 1,031,799 (83.46%) of the 1,236,308 eighth-grade students who 

automatically applied to the 2022 LGS (MEB, LGS-2022 Report, p. 18) participated in the exam 

(MEB, LGS-2022 Report, p. 18), it is believed that the results of the research are essential for 

policymakers, teachers, students, parents, and interested parties. 
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Method 

Research Design 

Since this study aims to reveal the structural features of LGS Turkish items and determine how these 

features change over the years, the research was conducted using a descriptive survey research 

method. Descriptive survey research aims to summarize the features of a given situation (LGS Turkish 

items) by describing its features as thoroughly and carefully as possible and revealing its features in 

detail (Büyüköztürk, et al., 2020). 

Sample/Documents 

In the study, MoNE compiled the changes in LGS Turkish test statistics from post-exam reports. The 

textual (sentence, word, and syllable length; readability), contextual (visuality, meaning of the item 

stem, common stem), and purpose features (sub-topic, text type) of the items were analyzed by the 

researchers. All documents were accessed from MoNE's official website (https://raporlar.meb.gov.tr/); 

no participants were involved.  All human research and all other activities that involve partially human 

research, regardless of whether there is a sponsor/supporter, must be reviewed and approved by the 

relevant ethics committee before data collection can begin. All research involving human participants 

(including interviews, questionnaires, and questionnaires) must be assessed by the relevant ethics 

committee, except for research that does not require ethics committee approval. 

Data Collection Tool 

Turkish items of LGS were analyzed in detail. The items are made openly available within days/days 

following the administration of the exam. However, the data of the students who participated in the 

exam are not open access; information about the exam results can be accessed from the "Central 

Examination Report on Secondary Education Institutions" published regularly by MoNE every year. 

These reports include introductory information on the scope and evaluation of the exam, statistics of 

students who took the exam, descriptive statistics on correct answers based on subtests, central exam 

score distribution, and information on the relationship between exam performance and school 

achievement score. However, the reports do not include any item-based information. 

Data Analysis 

The current study analyzed 100 Turkish items from LGS 2018-2022 using the features specified in 

Table 1. 

Table 1. 

Features in the Items 
Features Variables 

 

Test statistics 

Test difficulty 

Test discrimination 

Internal consistency coefficient (KR-20) 

Textual features Sentence, word, and syllable length 

Readability 

Content features Whether it is visual or not 

Positive-negative item stem 

Dependence on a common stem 

Purpose features The sub-topic it aims to measure 

Text type (informative, narrative, poetry) 

In the analysis, the contents subject to analysis in Table 1 can be listed as follows: 

Examining the change in test statistics: By examining the reports published by MoNE, the results 

were tabulated, and the change was expressed by creating a graph. 

Examining the change in textual features: In the analysis of the textual features of the items, 

sentence, word, and syllable length for the item stem, sentence, options, and the whole item, and the 

readability of the items were calculated. Notably, different readability formulas can be used in 

readability calculations (such as the Dale-Chall readability formula, Flesch readability formula, 

Coleman readability formula, and Fry readability graph). Some of these formulas have been adapted 
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into Turkish. For example, the Flesch readability formula was adapted into Turkish by Ateşman 

(1997) (Equation 1) and has gained widespread use (Baş & Yıldız, 2015; Çiftçi et al., 2007; Durukan, 

2014). At this stage, calculations were performed using Python programming language, and the 

results were shown in tables and graphs.  

Readability value = 198.825 - (40.175. [X1 ] - 1) - (2.160. [X2 ] - 2)                  (Equation 1) 

X1: Average length of sentences in the text in words 

X2: Average length of words in the text in syllables 

Although the readability of texts has been calculated, this study calculated the readability values of 

Turkish items for the first time. For this purpose, the process steps were introduced in detail. In the 

process of calculating the length and readability values of the items, 

 The expressions with Roman numerals such as I and II in the items with premises are written as 

"one, two." If the bullet points are written as I. and II. in the item, they are edited as they are read 

as "first, second." 

 Phrases are written as numbers, such as "5, 1980", and have been edited to read as "five, one 

thousand nine hundred and eighty." 

 The lines in the poems are put together to form sentences. 

 The statements in the options are defined as sentences. 

 The words or phrases in the options are also defined as sentences. For example, the expression 

"Only I" is organized as "Only one," and the expression in each option is counted as a sentence. 

 In the Turkish subtest of the LGS 2019 application, visual text was included in 5 items (items 4, 

5, 7, 17 a, 18), and verbal expressions were shown in a table in 2 items (items 19 and 20). In the 

"visual reading" items, the information in the visual was described verbally. The expressions 

used in the description process were chosen like the expressions in other items (abstract-concrete, 

length, etc.). For example, visual texts were described verbally in item 4 of the 2019 exam. While 

the readability rate of the expressions in the item stem and the item sentence is 76.06, the 

readability value calculated for the whole item because of the verbal descriptions of the visuals in 

the options is 74.07. 

Examining the change in content features: In the examination of the content features of the items, 

whether the items contained visuals, whether the item stem was positive or negative, and whether the 

items were dependent on a common stem were examined; frequency and percentage values were 

calculated, and the results were presented graphically. Although the readability of texts has been 

calculated, in this study, the readability values of Turkish items were calculated for the first time. For 

this purpose, the process steps were introduced in detail. In the process of calculating the length and 

readability values of the items; 

Examining the change in the purposeful features: To examine the purpose of the items, the 

subtopics that the items aimed to measure, and the type of text used in the item were analyzed; 

frequency and percentage values were calculated, and the results were shown graphically. 

Findings 

1. How do LGS 2018-2022 Turkish test statistics (test difficulty, discrimination, internal 

consistency) change? 

Based on the results of the central exam reports, the change in LGS 2018-2022 Turkish test statistics 

was analyzed. In the 2018 numerical report, the mean and standard deviation values for the subtests 

are reported based on the answers of the students who were placed, not the number of students who 

participated in the exam. However, the test difficulty of the subtests was calculated based on all 

candidates who took the test. For comparison, the average value for 2018 was calculated based on the 

test difficulty. The results for 2018-2022 are shown in Table 2, and the changes over the years are 

shown in Figure 1. 
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Table 2. 

Changing the Test Statistics for LGS 2018-2022 Turkish Items 
Booklet Number of 

students 

 

Number 

of items 

X Sx Test 

difficulty 

Test 

discrimination 

Internal 

consistency 

(KR-20) 

LGS 2018 971.657 20 12.40 ---- 0.62 0.56 0.84 

LGS 2019 1.029.555 20 11.75 5.15 0.59 0.59 0.87 

LGS 2020 1.472.088 20 10.00 4.49 0.50 0.38 0.82 

LGS 2021 1.038.492 20 9.41 4.79 0.47 0.41 0.82 

LGS 2022 1.031.799 20 9.22 4.61 0.46 0.39 0.81 

 

 

Figure 1. Changing the Test Statistics for LGS 2018-2022 Turkish Items 

Average item difficulty is the average of the difficulty levels of the items in a test or subtest. This 

criterion provides information about the correct answer rates of the items in the test or subtest 

(Crocker & Algina, 1986). Figure 1 shows that the test difficulty coefficient of the LGS Turkish test 

has decreased over the years. In 2018, the test difficulty of the test was 0.56, while it was 0.46 in 2022. 

In other words, while the students who took the test in 2018 answered 56% of the Turkish items 

correctly on average, the students who took the test in 2022 answered 46% correctly on average. This 

result shows that the average correct answer rate in the LGS Turkish test has decreased. 

The test discrimination coefficient is the average of the discrimination coefficients of the items in a 

test or subtest. This coefficient measures how much people with different achievement levels can be 

discriminated by the items in the test or subtest. 0.30 - 0.40 indicates adequate discrimination; 0.40 - 

0.50 indicates high discrimination; and 0.50 and above indicates very high discrimination (Mertler, 

2003). When Figure 1 is analyzed, it is seen that the test discriminations of the LGS Turkish test differ 

according to the years. While the test discrimination coefficient was close to each other and above 

0.50 (very high) in LGS 2018 and 2019, this ratio decreased to 0.38 in LGS 2020. It took similar 

values (0.41 and 0.39 - high discrimination) in 2020-2022. 

KR-20 coefficient values of 0.70 and above indicate that the internal consistency of measurement tools 

used in social sciences is sufficient (Cronbach, 1951; Tavakol & Dennick, 2011). When the 

information in Figure 1 is examined, it is seen that the internal consistency coefficients calculated for 

the answers given by the students to the LGS 2018-2022 Turkish items are generally similar and 

calculated above 0.70. 

2. How do the textual features (sentence, word, syllable length, and readability) of LGS 2018-

2022 Turkish test items change? 

2.1. Test Length 
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In the process of analysing the textual features of LGS Turkish items, firstly, the number of sentences, 

words, and syllables in the items was calculated to determine the length of the items. The descriptive 

statistics calculated for the results are given in Table 3. 

Table 3. 

Descriptive Statistics on the Length of Items in LGS 2018-2022 
Item element Length N of Items Minimum Maximum X Sx 

 

All item 

Sentence count 100 5.00 35.00 11.94 6.27 

Word count 100 24.00 416.00 111.15 71.53 

Syllable count 100 80.00 899.00 297.25 172.26 

 

Stem  

Sentence count 100 0.00 26.00 5.99 5.37 

Word count 100 0.00 267.00 65.63 54.11 

Syllable count 100 0.00 627.00 172.39 136.37 

 

Question prompt 

Sentence count 100 1.00 6.00 1.18 0.81 

Word count 100 5.00 54.00 11.08 8.10 

Syllable count 100 17.00 168.00 35.88 22.77 

 

Options 

Sentence count 100 4.00 24.00 4.77 2.72 

Word count 100 4.00 288.00 34.44 41.11 

Syllable count 100 4.00 600.00 88.98 100.31 

When the length of a total of 100 Turkish items in the LGS in 2018-2022 is analyzed in Table 5, it is seen that 

there are 11.94 (±6.27) sentences, 111.15 (±71.53) words, and 297.25 (±172.26) syllables on average in the 

items, including item stem, item sentence, and options. It was determined that there were 5 items with direct item 

sentences without an item root (For example, "In which of the following sentences was a mistake made 

regarding the use of punctuation marks? -LGS 2018, item17). While two of these items were about spelling and 

punctuation, three belonged to the word meaning subtest. It was determined that the texts in the item stem had an 

average of 5.99 (±5.37) sentences. There were 65.63 (±54.11) words and 172.39 (±136.37) syllables on average. 

LGS 2018-2022 LGS Turkish items had an average of 1.18 (±0.81) sentences, 11.08 (±8.10) words, and 35.88 

(±22.77) syllables. Although item sentences usually consist of 1 sentence, there are also item sentences in which 

other sentences are connected to the antecedents within the item sentence. The following item can exemplify this 

situation: 

–  "According to this, in the explanations of the word "test", which of the following qualities are expected to be 

found in dictionaries; I. Defining the word and exemplifying its use following the definition, II. Including idioms 

and proverbs in which the word is used, III. It shows the meanings of some concepts with pictures. IV. Please 

give information about the language in which the word originated and its state in that language. V. Specify the 

local uses of the word. (LGS 2019; Item 18) 

There are 4.77 (±2.72) sentences, 34.44 (±41.11) words, and 88.98 (±100.31) syllables on average in all options 

A, B, C and D of the items. Even if there is only one word in the options, it is seen that there are at least 4 

sentences since the expressions are defined as sentences. To assess the variation in item length over the years, an 

analysis was conducted on the word count of the item stem, item sentence, and options. The findings are 

illustrated in Figure 2. 
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Figure 2. Changing the Length of Items in LGS 2018-2022 

2.2. Readability 

The calculated readability values for the Turkish items in LGS 2018-2019 are shown in Table 4 and the changes 

are presented in Figure 3. 

Table 4.  

Descriptive Statistics for the Readability Values of Items in LGS 2018-2019 
Readability Item element N of Items Minimum Maximum X Sx 

 

Atesman 

All items 100 20.35 91.96 64.28 13.87 

Item sentence 100 0.00 77.51 39.90 15.21 

Options 100 0.00 156.04 80.93 37.26 

Item root 95 3.74 100.39 58.42 18.48 

The readability values presented in Table 6 were calculated using Ateşman's (1997) readability formula. When 

Table 6 was analyzed, it was found that the average readability of the statements in the item stem was 58.42 

(±18.48), the item sentence was 39.90 (±15.21), and the options were 80.93 (±37.26). The average readability 

value of all items was calculated as 64.28 (±13.87). When the calculated readability values are analyzed, it is 

understood that the readability of the items is generally at a medium level. It was determined that the readability 

of the options was easy, the item stems were medium, and the readability of the item sentences was difficult. 

 

Figure 3. Changing the Readability of Items in LGS 2018-2022 

Figure 3 shows that the readability of Turkish items was relatively more difficult in 2018. It is seen 

that the readability of the item stem, item sentence, and the whole LGS item list in 2019-2022 is 

consistent. Although the readability of the options was easy every year, it was determined that the 

readability of the options was easier in 2020 compared to other years. 
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2.3. Length-Readability 

The Pearson correlation coefficient was calculated to determine the relationship between the length 

and readability of LGS 2018-2022 Turkish items. It was found that there was no significant 

relationship between the average word count in the items and the readability value (r=0.037; 

p=0.717>0.05). Relationships were also analyzed based on options. One of the principles of item 

writing is that the options should be equally difficult (Tekindal, 2008). For this purpose, the options 

should be equal in many respects, such as structure, meaning, expression, and length. In this direction, 

the relationship between the length and readability of the options was analyzed with Pearson 

correlation coefficient. The results are shown in Table 5. 

Table 5.  

Relationships Between the Length and Readability of the Options of the Items in LGS 2018-2022 
Options Length (number of words)   Readability  

 A B C D A B C D 

A 1 ,976** ,969** ,982** 1 ,762** ,771** ,782** 

B ,976** 1 ,978** ,970** ,762** 1 ,774** ,873** 

C ,969** ,978** 1 ,973** ,771** ,774** 1 ,804** 

D ,982** ,970** ,973** 1 ,782** ,873** ,804** 1 

**p<0.001 

When Table 5 is analyzed, it is seen that there is a positive and high level of correlation between the 

lengths of the options of the LGS 2018-2022 items (r=0.969-0.982; p<0.05). In other words, the word-

based lengths of the options A, B, C, and D of the items are mainly similar. It is also understood that 

there are positive and high relationships between the readability of the options (r=0.771-0.873). 

However, the relationship between the readability of the options is lower than the word lengths. In 

other words, although the lengths of the options are very similar, their readability is not similar at the 

same rate. 

3. How do the contextual features of LGS 2018-2022 Turkish test items (visuality, meaning of the 

item root, common stem) change? 

In the study, to determine the content features of LGS 2018-2022 Turkish items, it was examined 

whether the items contained visual texts and poems, whether the item stem was positive or not, and 

whether it depended on a common stem. The calculated frequency and percentage values are given in 

Table 6. The change according to years is also shown in Figure 5. 

Table 6.  

Distribution of LGS 2018-2022 Turkish Items According to Content Features 
Booklet Content features Yes No 

f % f % 

 Contains visual text 19 19,0 81 81,0 

LGS 2018-2022 Positive item sentence 71 71,0 29 29,0 

 Dependence on a common stem 7 7,0 93 93,0 

 

When Table 8 is analyzed, it is seen that 19% of the Turkish items in LGS 2018-2022 included visual 

and written text. It is understood that 71% of the items consisted of positive item stems, and 29% 

consisted of negative item stems. 7% of the items were based on a common stem (two common 

stems). 
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Figure 4. Changing in the Content Features of LGS 2018-2022 Turkish Items by Years 

When Figure 6 is analyzed, while there were no items with visual text in 2018, 35% of the items in 

2019, 25% in 2020, 15% in 2021, and 20% in 2022 included visual text. While 75% of the Turkish 

items in LGS 2018 were written in positive stem, 80% of the items in 2019, 55% in 2020, 80% in 

2021, and 65% in 2022 were written in positive stem. In LGS, only in 2018, the first year of 

implementation, were items based on common stems used. A total of 7 items were asked in two 

common stems, 4 items based on the first common stem, and 3 items based on the second common 

stem. Between 2019 and 2022, no items were based on the common stem. 

4. How do the purpose features (sub-topic, text type) of LGS 2018-2022 Turkish test items 

change? 

4.1. Change in the sub-topic that the items aim to measure 

The sub-subjects that LGS 2018-2022 Turkish items aimed to measure were examined in the context 

of curriculum outcomes. The results are presented in Table 7. 

Table 7.  

Distribution of LGS 2018-2022 Turkish Items According to the Sub-Subjects They Aim to Measure 

Booklet Subtopics f % 

 Meaning in the Word 10 10,0 

LGS 2018-2022 Meaning in Sentence 17 17,0 

 Meaning in a Fragment 31 31,0 

 Language and expression 4 4,0 

 Text type 3 3,0 

 Reasoning 16 16,0 

 Language knowledge 11 11,0 

 Spelling and punctuation 8 8,0 

 

When Table 7 is examined, it is seen that 31% of the 100 Turkish items in LGS 2018-2022 are about 

meaning in passage, 17% about meaning in sentence, 16% about reasoning, 11% about grammar, 10% 

about meaning in word, 8% about spelling and punctuation, 4% about language and expression, and 

3% about text type. In addition, 3 of the grammar items are related to expression disorder, 2 to 

sentence type, 1 to the elements of a sentence, 1 to roof, and 3 to structure. In addition, it is seen that 

the highest number of items in the LGS Turkish test in 2018-2022 belong to the topic of meaning in 

the passage (31%) and the lowest number of items belong to the topic of text type (3%). At the same 

time, the items on the meaning in the passage were the most predominant topics in all years. It is 

understood that the weight distribution of grammar, spelling and punctuation items is generally 

similar across years (this topic was not included in 2021 due to the COVID-19 pandemic). The 

weights of language and expression, text type, and reasoning differ between years. 
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4.2. Change in text type 

In 13% (n=13) of the 100 Turkish items in LGS 2018-2022, it was determined that the item started 

with a direct item sentence or the statements in the item stem did not show a text feature. The 87 

items with a textual context in the item stem were analyzed in terms of the type of text they contained, 

and the results are presented in Table 8. 

Table 8.  

Distribution of LGS 2018-2022 Turkish Items According to the Text Types 

Booklet Text type f % 

 Informative 63 63,0 

LGS 2018-2022 Narrative 3 3,0 

 Poetry 1 1,0 

 Informative and visual 19 19,0 

 Informative and narrative 1 1,0 

 

When Table 8 is examined, it is seen that most of the Turkish items in LGS 2018-2022 were in the 

informative text type. Informative text was used in 63% of the items, informative text and visual 

content were used in 19%, and both informative and narrative text were used together in 1% of the 

items. Based on all these data, 83% of the Turkish items in the exam were in the informative text 

type. Narrative text was used in 3% of the items, and narrative text was used together with 

informative text in 1%. Only 1% of the 100 Turkish items in LGS 2018-2022 utilized poetry text 

type. Since informative text type was used in more than 90% of the items, the change over the years 

is not shown graphically, but the levels of text types in LGS 2018-2022 Turkish test items according 

to years are as follows: 

 Informative text type was used in 17 items in LGS 2018, 10 items in 2019, 13 items in 2020, 12 

items in 2021, and 12 items in 2021. 

 While there was no narrative text type in the LGS items in 2018 and 2019, narrative text type 

was used in 1 item in 2020, 1 item in 2021, and 1 item in 2021. 

 While poetry was included in 1 item in LGS 2018, poetry text type was not used in the exams 

held between 2019-2021. 

 However, in LGS 2019, informative and visual text were used together in 7 items. In LGS 2020, 

informative and visual text were used together in 5 items, and informative and narrative text were 

used together in 1 item. In LGS 2021, informative and visual text were used together in 3 items, 

while informative and visual text were used together in 4 items in 2022. 

 In addition, it was determined that there was no text in the item stem of 2 items in LGS 2018 or 

the expressions were not in a context that would constitute a text. 

 

5. How do the test statistics, textual, contextual, and purpose features of LGS 2018-2022 

Turkish test items change together? 

The changes in test statistics, textual features, contextual features, and purposeful features of LGS 

2018-2022 Turkish test items are shown in Table 9.  

Table 9.  

Relationships between Psychometric and Structural Features of LGS 2018-2022 Turkish Items 
Booklet Psychometric Features 

( ̅  
 Textural 

Features ( ̅  
Content Features 

(%) 

Purposive Features 

(%) 

Test 

difficulty 

Test 

discrimination 

KR-

20 

Word 

count 

Readability Visual Positive 

Question 

Prompt 

Common 

Stem 

Informative 

text 

Comprehension Grammar Reasoning 

LGS 2018* 0.62 0.56 0.84 100.7 58.3 0.0 75.0 35.0 85.0 70.0 25.0 5.0 

LGS 2019 0.59 0.59 0.87 126.3 65.8 35.0 80.0 0.0 85.0 50.0 25.0 25.0 

LGS 2020 0.50 0.38 0.82 125.9 66.3 25.0 55.0 0.0 95.0 55.0 20.0 20.0 

LGS 2021 0.47 0.41 0.82 88.4 67.2 15.0 80.0 0.0 75.0 85.0 0.0 15.0 

LGS 2022 0.46 0.39 0.81 114.7 63.9 20.0 65.0 0.0 75.0 65.0 25.0 10.0 
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The results obtained when Table 9 is analyzed stated that LGS 2018-2022 Turkish test statistics are 

considered together; it is seen that the test difficulty coefficient for the Turkish test was 0.62 and 0.59 

in 2018 and 2019, respectively, when the test discrimination was the highest. In the years when the 

Turkish test was the easiest for the students on average, the discrimination values and internal 

consistency coefficient were also the highest. As the test difficulty decreased, test discrimination also 

showed a general decrease. However, it was determined that the internal consistency of the tests and 

the curves of change in test difficulty and discrimination were different. 

The average number of words in the tests increased and decreased over the years, which is similar to 

the changes in test difficulty and discrimination. It was determined that the test difficulty of the items 

in 2019, which had the highest test length (average word count), was the highest (easiest), and the 

test discrimination and internal consistency were the highest. However, the change curves were not 

similar. 

Similarly, the test with the highest proportion of items with visual text (LGS 2019) also had the 

highest test discrimination and difficulty. The average word count was also the lowest in the years 

when visual text was not included at all (LGS 2018) and when it was included the least (LGS 2021). 

In other words, it was determined that the length of the visual items was longer than the other items. 

Since the common stem item was only in 2018, it is impossible to talk about a change in this regard. 

In 2020, the year with the lowest number of affirmative item sentences, the average stoicism was 

calculated to be the lowest. While there was a slight increase in test discrimination in 2021, when the 

number of affirmative item sentences increased, there were slight decreases in affirmative item 

sentences and test discrimination in 2022. No similar change was observed for the change in test 

difficulty and whether the item stem was affirmative or negative. The composition of the items in the 

tests with affirmative-negative stems also varies by year. 

In 2020, when informational text was used the most, test discrimination was the lowest. However, 

test discrimination was lower in 2021 and 2022, when this text type was used the least. It is seen that 

the changes in test difficulty and discrimination are not similar to the changes in the sub-subjects that 

the items aim to measure. 

Conclusion, Discussion and Suggestions 

This study aims to examine the structural and psychometric features of LGS Turkish items 

implemented since 2018 and determine their relationship. For this purpose, 100 LGS Turkish items 

were analyzed psychometrically in terms of test difficulty index and item difficulty index and 

structurally in terms of textual, content, and purpose features. As a result of the evaluation, firstly, the 

results obtained within the scope of the research, the discussion of these results in the literature, and 

finally, the recommendations are given. 

Test statistics 

It is understood that the test difficulty of LGS Turkish items has decreased over the years; in other 

words, the items have become more difficult over time. While the discrimination levels of the tests 

were relatively high in 2018 and 2019, they were found to be low in 2020-2022 (although they still 

had high discrimination). 

Textural features 

The number of words was chosen to compare the length of the items. It is seen that the part with the 

most expressions among the elements that make up the item is the item stem, then the options, and 

finally, the item sentence. This is expected, considering that most of the items aim to measure reading 

comprehension skills. Although the length of the items based on the number of words is generally 

similar, it is understood that the item lengths in 2018 and 2021 are shorter than the exams in other 

applications. This may be because LGS was implemented for the first time in 2018, and there were 7 

items based on the common stem. In 2021, there was a partial shortening in the item lengths due to the 

suspension of education for a certain period due to the COVID-19 outbreak and the realization of 

online training. 
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The readability of the items was generally at a medium level. The readability of the options was found 

to be easy, the item stems were found to be medium, and the readability of the item sentences was 

found to be difficult. One of the reasons for this situation is that the item sentences usually consist of a 

single sentence and, therefore, include expressions in the question prompt. The readability of the LGS 

items in 2019-2022 was found to be of medium difficulty and consistent. Although the lengths of the 

options were very close to each other on a word basis, the readability of Option B was generally more 

difficult than the other options. 

Content features 

In 2018, the first year of implementation, there were no items with visual texts to measure visual 

reading skills, while the number of items with visual texts was consistent in 2019-2022. It has been 

determined that the distribution of positive and negative roots of Turkish items in LGS 2018 showed 

inconsistencies. Regarding measurement and evaluation principles, items should be written in a 

positive stem. Due to their nature and the small number of items in the exam, some items can be 

expected to be written in negative stems. For example, an item aimed at measuring the acquisition of 

"Determines the main idea / main emotion of the text" should be written in the positive root. However, 

given that a text in an item aimed at assessing the outcome 'Identifies the auxiliary ideas in the text' 

may contain multiple auxiliary ideas, it is impractical to create individual items for each. 

Consequently, the item designed to measure this outcome may adopt a negative format. Notably, in the 

inaugural year of LGS implementation in 2018, items based on common stems were employed. A total 

of 7 items were presented, with 4 items centered on the first common stem and 3 items on the second 

common stem. Subsequently, between 2019 and 2022, no items were framed around common stems. 

The absence of common stem-related items during this period, attributed to the limited item count, is 

considered a positive outcome. 

Purposive features 

In the LGS applications of 2018 and 2019, the poetry text type was incorporated into only one item. 

Notably, in 2019, it was discerned that the verses within the item's options were intended not for 

poetry interpretation but for the comprehension of visual texts. Furthermore, it was observed that no 

items for poetry interpretation were present in the Turkish sections of the applications from 2020 to 

2022. Considering the inclusion of the outcome 'Writes poetry' in the 8th-grade curriculum, 

incorporating items featuring poetry becomes essential for ensuring content validity. Despite the 

emphasis on narrative texts in both the curriculum and textbooks, the sporadic exclusion or minimal 

utilization of narrative texts in LGS in certain years is inconsistent with content validity principles. 

Changing together 

A relatively inverse correlation was observed between test discrimination and the positivity of the 

item stem. As the items were written in negative stems, a decrease was observed in test 

discrimination. It is a necessity to analyze these descriptive results on an item basis in further studies. 

The test in 2019, the longest test, was determined to be the test with the easiest test difficulty and the 

highest discrimination. However, item-by-item examinations are necessary to determine whether the 

test becomes easier or harder as the item length increases. It was found that the readability of the 

items, the inclusion of visuals, being in positive or negative stems, and the type of text did not 

directly affect the items' difficulty levels. While some visual items focus on comprehension, some are 

aimed at measuring reasoning skills. Therefore, what the visual text measures is more important than 

the text itself. At the same time, it was determined that the length of the visual items was longer than 

the other items. However, the effect of this situation on difficulty should also be examined based on 

student data. 

There are many studies in the literature on LGS Turkish items (Aktaş, 2022; Altun, 2021; Batur et 

al., 2019; Benzer, 2019; Calp & Alpkaya, 2021; Çiçek & Dilekçi 2022; Ekinci & Bal, 2019; Erden, 

2020; Kanık Uysal, 2022; Kılkapan & Nacaroğlu, 2019; Ordu et al., 2021; Soysal & Güngör, 2022). 

For example, Calp and Alpkaya (2021) found that LGS items predicted the learning outcomes related 

to reading and writing skill areas in the Turkish curriculum but did not include any content related to 

the learning outcomes related to listening/watching and speaking skill areas. When the outcomes 

included were examined, it was understood that items covering reading interpretation, making 
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inferences, spelling, punctuation, sentence types, verbs, and expression disorders were included. It is 

stated that items on similar topics were asked in all LGSs from 2018 to 2022 (Aydın, 2022). Erden 

(2020) and Sayın and Takıl (2023) stated that Turkish teachers think that skill-based items focus on 

specific learning outcomes and do not cover all learning areas. Therefore, content validity in LGS 

exams cannot be fully ensured. These issues overlap with Benzer's (2019) study examining Turkish 

textbooks for LGS exams. Another related result was found in Diker Coşkun's (2013) study, which 

examined textbooks in terms of PISA reading criteria, and it was concluded that textbooks were 

insufficient in developing reading skills that require higher-order thinking skills. In Altun's (2021) 

study examining the theme evaluation items in the 8th-grade Turkish textbook according to PISA 

levels and Bloom's revised cognitive domain taxonomy, it was found that there were no items 

belonging to the steps of analysis, evaluation, and creation. Erden (2020) states that Turkish teachers 

also state that textbooks are not compatible with skill-based items and that they experience a shortage 

of resources. Again, the items asked of the students in Turkish exams were also examined in this 

context, and it was determined that there were only items for the creation step among the higher-level 

thinking skills according to the cognitive process dimension of Bloom's taxonomy; there were no 

items for the analysis and evaluation steps, and there were no items for higher level reading skills 

(5th and 6th level) according to PISA reading skills proficiency levels. These results indicate that 

Turkish course written exams are insufficient in measuring higher-level thinking skills (Kanık Uysal, 

2022). In the study conducted by Büyükalan Filiz and Yıldırım (2019), the secondary school Turkish 

curriculum was examined according to the renewed Bloom's taxonomy. It was understood that the 

gains were concentrated in the comprehension and application steps in the cognitive process 

dimension. There were very few gains in the knowledge accumulation dimension at the 

metacognitive level. A similar study conducted by Çerçi (2018) determined that the learning 

outcomes were insufficient to represent the steps of analyzing, evaluating, and creating, which 

require high-level thinking skills. It was observed that the skills addressed in all test types and 

activities in the textbook did not show a balanced distribution in cognitive stages and were 

concentrated in the comprehension and analysis stages. In addition, it was concluded that the recall 

stage was not included in the LGS Turkish test, the application stage was not included in the LGS 

Turkish test and sample items, the evaluation stage was not included in the LGS Turkish test, sample 

items and theme evaluation items, and the creation stage was not included in the LGS Turkish test 

and sample items (Taşıyaran, 2022). 

The content that students encounter in the Turkish course has also been compared with PISA, an 

international exam. It has been determined that the reading skill outcomes in the Turkish curriculum 

do not match the PISA content, and the outcomes that do match are concentrated at levels 1, 2, 3, and 

4 (Batur & Ulutaş, 2013; Batur et al., 2019; İnce, 2016, Karabulut, 2017; Koç , 2021). When the items 

in Turkish textbooks were compared according to PISA reading proficiency levels, it was found that 

the items measured subcognitive processes (Benzer, 2019; Bozkurt et al., 2015; Yağmur, 2009), there 

were almost no items at the 5 and 6 levels in Turkish textbooks, the weight of the items was in the 

cognitive process of accessing and remembering information (Bozkurt et al., 2015) and the principles 

of the current reading approach were not used in reading activities (Yağmur, 2009). However, 75% 

of the PISA reading skill assessment framework includes metacognitive level items (Bozkurt et al., 

2015). An indicator of this is the timing of graph/table reading and visual interpretation skills. This 

item type is also included in LGS and sample items published by the ministry. Köse and Kanık Uysal 

(2020) state that visual literacy, which is based on understanding and solving expressions in visual 

elements, is considered an essential skill in today's conditions. Success in a centralized exam is 

important for evaluating students' academic achievement. Turkish items in these exams are 

interpreted not only as an indicator of academic success but also as an output that shows that 

individuals who can communicate effectively with society have grown up. In this respect, learning to 

read is the foundation of academic success and is considered one of the most outstanding 

achievements in childhood (Ehri, 1995; Paris, 2005). Pressley (1998) argues that it is important for 

students to perceive themselves as successful readers for their academic success. It is only possible 

for a student to characterize himself/herself as a successful or active reader when he/she makes sense 

of what he/she reads, in other words, when he/she reaches meaning from the text. Research on 

reading emphasizes that reading is a process of making meaning (Dadandı, 2020; Temizkan, 2008, 
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2009; Uyar, 2015; Yılmaz, 2008). In LGS, students' realization of this meaning-making process is 

itemized. In this inquiry, students are expected to use their world knowledge while reaching meaning 

in the text they read. 

The Ministry of National Education's 2023 Education Vision Document states that one of the goals is 

to reduce the need for competitive and qualifying exams. In this context, the central exam's purpose, 

content, and item types should be reconsidered, and the level of students' internalization and use of 

21st-century skills should be measured. Thus, it aims to adopt a measurement and evaluation 

approach in which basic cognitive skills are measured (MEB, 2018a). The change in the system 

applied in the transition to high schools in 2018 was also influenced by this education policy. Batur 

and colleagues (2019) state that Turkey's central exams for transition to high school were conducted 

with a system that asked for memorized knowledge until 2018 and did not focus on reading 

comprehension and interpretation. Therefore, an inference can be made regarding the level of 

Turkish that students transfer to daily life in creating the content of LGS items. 

In this study, the items were evaluated in terms of text type, readability, and visual usage, and an 

attempt was made to present a perspective by including the results of the studies in the literature on 

the subject. Based on the findings and results obtained, the following suggestions can be made: 

 In this study, it was determined that there was no direct relationship between test length and test 

difficulty and that the student average was the highest in the test with the highest test length. 

These results should be analyzed on an item basis to prevent the perception that longer items are 

more difficult. 

 Since exam duration remains constant, it is recommended that the average length and readability 

of the items should be organized in such a way that they are consistent across years. 

 The readability values of LGS items should also be determined to assess the extent to which 

students are exposed to a reading load. It was observed that although the length of the options 

was the same, their readability was different. It is recommended that this issue should also be 

taken into consideration in item writing principles. 

 To ensure content validity in LGS Turkish items, content from each text type should be included 

so that students can complete the process of reaching an understanding of different text types. 

LGS should adopt a holistic approach that includes reading and writing outcomes and listening 

and speaking outcomes. 

 A conscious choice should be made as to which achievements can be measured with positive 

item stems and which with negative item stems. In this context, it is recommended to prepare a 

taxonomy and an item writing principle guide for constructing reading comprehension items. 

 Pre-calibration studies should be conducted to ensure that the psychometric features of the items 

are consistent across years. 

 It is recommended to publish statistics on an item-by-item basis. 

 It is recommended that similar studies be conducted in exams related to different transition 

systems. 

Limitations of the Study 

In this study, changes in the structural features of the tests were analyzed based on descriptive 

statistics. More detailed relationship examinations can be made based on real data from students. 
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Abstract 

In this study, the effect of the 0-6 Age Family Education Program based on Positive Psychotherapy, 

which was developed for parents with children between the ages of 0-6, knowledge and awareness 

levels, parent competencies, parental stress and parental attitudes were examined. The sample of the 

study consisted of 34 parents with children between the ages of 0-6 who participated from various 

provinces of Turkey. Data collection was carried out in the spring semester of the 2020-2021 academic 

year. Positive Psychotherapy Based 0-6 Age Family Education Program consisting of 4 sessions was 

applied online to the participants. Before training, the Parental Competence Scale, The Mother-Father 

Stress Scale, the Parental Attitude Scale, the Personal Information Form created by the researcher to 

collect the demographic information of the participants, and the Program Evaluation Questionnaire 

created by the researcher to determine the knowledge and awareness levels of the participants have been 

applied. After the training, in addition to the forms and scales applied before the training, the End of 

Program Evaluation Form created by the researcher was applied in order to get the subjective opinions 

of the participants about the training and the research data were obtained. In data analysis studies, t test 

for the analysis of quantitative data, frequency and percentage analysis, content analysis for qualitative 

data were used. As a result of all these analyzes, it was determined that the Positive Psychotherapy 

Based 0-6 Age Family Education Program applied to the participants positively increased the knowledge 

and awareness levels and parental competencies of the participants, and reduced parental stress, 

authoritarian and protective parental attitudes. It was observed that there was no significant difference 

on democratic and permissive parental attitudes.  
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Introduction 

Human beings continue their lives as they complete the developmental periods that are considered 

turning points for them (Levinson, 1986). Parenting is also among the developmental tasks within the 

developmental periods of a person. According to Erikson (1993), a person wishes to fulfill the 

psychosocial developmental task of reproduction in adulthood, which continues from the end of young 

adulthood until the sixties. In this context, reproduction, which is the psychosexual adaptation mode of 

adulthood, is defined as the creation of the next generation, becoming a parent, and guiding the next 

generation. Individuals choose to become parents to complete their developmental tasks on their way to 

self-realization and not to face stagnation, which is the psychosocial complexity of this period (Yazgan 

İnanç & Yerlikaya, 2012). 

Parents take responsibility for their children’s survival and development by being attached to them with 

love (Erikson, 1993; as cited in Yazgan İnanç & Yerlikaya, 2012). Therefore, parents have a great 

influence on children’s social, mental, emotional, and physical development. As the first social 

environment in which the child finds himself/herself after birth, the family has an important task such 

as meeting the child’s main needs as well as ensuring that the developmental stages are accomplished 

in a healthy way. Every behavior and attitude towards the child is of great importance for the formation 

of the child’s personality in the first years of his/her life. The child’s bond and communication with 

family members constitute the foundation of the behaviors and attitudes that the child adopts towards 

his or her whole life (Yavuzer, 1996). 

The importance of parents’ attitudes and behaviors in raising children has been demonstrated by many 

studies (Grusec & Davidov, 2007). The child-rearing behaviors of parents are closely related to not only 

their own experiences but also the upbringing behaviors applied to parents in their childhood (Yavuzer, 

1996). While fulfilling this crucial task, parents model their parents’ behaviors while raising their 

children and exhibit the behaviors they observe from their parents as they raise their children (Grusec 

& Davidov, 2007). However, the accumulation of behaviors that individuals bring with their life cycle 

may not always yield positive results. The approaches followed by parents for raising their children, 

their methods of punishments and rewards, their teaching procedures, and the values they try to convey 

to the child may cause negative consequences in the child’s life (Olcay, 2008). 

In our rapidly developing and changing world, societies’ views on family and children are differentiating 

with advances in science and technology. There is a consensus that parents should abandon traditional 

behaviors in child rearing (Duruhan & Şad, 2008; Nelsen, Lott, & Glenn, 1993). In addition, parents 

need help with getting to know their children, helping them in their development, and developing 

positive feelings about parenting (Tezel Şahin & Cevher Kalburan, 2007). In line with the contemporary 

requirements, education programs that only focus on changing the unwanted behaviors of the child are 

insufficient in understanding the child and establishing healthy relationships with him/her. Traditional 

methods and behavioral approaches based on reward and punishment can even be harmful to the child 

(Miller, 1996). 

Positive psychotherapy, one of the most recent approaches, is a school of psychotherapy that focuses on 

positive emotion, cooperation with people in solving problems, and the hope that problems can be 

solved. It utilizes the principle of balance when evaluating the solution to the negativities in which 

individuals find themselves. It focuses on the reactions of individuals to negative situations and the 

functions of these reactions. Positive psychotherapy emphasizes that behavioral patterns that individuals 

describe as negative have in fact a function in their lives. Thus, the individual is expected to create a 

balanced life and future by helping the individual to interpret these functions positively (Peseschkian, 

2009). Positive psychotherapy is a multicultural psychotherapy with applicability in different cultures. 

Positive psychotherapy aims to increase awareness and application of the field and to contribute to the 

well-being of society and the field of psychological assistance (Henrichs, 2012). This objective is made 

possible through the flexible and adaptable structure of positive psychotherapy, which is designed to 

increase its prevalence. In this context, it is used in many different fields from industry to education, 

from medicine to mental health. Although it is primarily used in individual therapy, it can also be used 

in group counseling, family therapy, family training, and group guidance. As a result of the teaching, 

awareness, and healing functions of therapy, it is appropriate for use in family education and group 
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guidance (Cope, 2014). It can be said that this type of therapy is suitable for family education, especially 

when considering the view that conflicts in interpersonal relationships in positive psychotherapy is a 

result of the individuals' own family history, socialization process, and culture, and that the main causes 

of the conflicts experienced by individuals in life occur in childhood based on their relationships with 

their parents or caregivers. In addition, the self-help principle of positive psychotherapy, which includes 

teaching the therapy method to individuals during therapy, facilitates the use of positive psychotherapy 

in the family education process as well. After the therapy process is complete, the individual will 

continue to use these methods for himself and his family (Peseschkian, 2000). In reviewing the literature, 

it is apparent that positive psychotherapy is used with students in the context of group guidance, but 

there are no programs for parents (Eryılmaz; 2012; Eryılmaz, 2015). It is more important for group 

guidance activities to focus on the individual, including group activities that assist individuals in 

becoming more aware of themselves, realizing their environment and the possibilities that surround 

them, and directing themselves by making realistic and appropriate plans for themselves (Özgüven, 

1999). A family education program, on the other hand, provides training for parents and helps to raise 

healthy individuals by enhancing the relationship between children, mother, and father (Eryorulmaz, 

1993). As a result, it has been of interest to study the use of positive psychotherapy in family education, 

which advocates that the individual who evaluates the client as a whole along with his family and culture 

should both integrate with his family as well as become independent of his family in a healthy manner. 

In the related literature review, it was observed that there are no parent education programs that are free 

from traditional methods and are suitable for the needs and existence of the child, that the healing effect 

of positive psychotherapy, which is an effective method in group guidance, has not been used in parent 

education programs before, and that parents who try to raise children with their personal experiences by 

modeling their parents are forced to apply intervention methods that are considered ineffective today 

(Grusec & Davidov, 2007). Thus, it was a matter of interest to examine the effectiveness of a parent 

education program based on positive psychotherapy and it was decided to investigate the effectiveness 

of the Positive Psychotherapy-Based 0-6 Age Family Education Program. 

The Aim of the Study 

This study aims to examine the effectiveness of positive psychotherapy-based parent education program 

in depth. In this respect, the following questions will be addressed. 

1. Is there a significant difference between the Perceived Parenting Self-Efficacy Scale pre-test and 

post-test scores of the parents who participated in the Positive Psychotherapy-Based 0-6 Age Parent 

Education Program? 

2. Is there a significant difference between the pre-test and post-test scores of the Parental Attitude 

Scale’s subscales and the total score’s pre-test and post-test scores of the parents who participated and 

did not participate in the Positive Psychotherapy-Based 0-6 Age Parent Education Program? 

3. Is there a significant difference between the Parent Stress Scale’s pre-test and post-test scores of the 

parents who participated in the Positive Psychotherapy-Based 0-6 Age Parent Education Program? 

4. What are the pre- and post-education scores of the Program Evaluation Questionnaire of the parents 

who participated in the Positive Psychotherapy-Based 0-6 Age Parent Education Program? 

5. What are their views on the Positive Psychotherapy-Based 0-6 Age Family Education Program?  

Method 

In the study, a mixed method was utilized that combines quantitative and qualitative methods. Among 

the mixed method types, the validating quantitative data model was used, which is one of the 

triangulation designs. Triangulation Design is the most common and best-known among mixed methods 

(Tashakkori & Teddlie, 2003). This design is a single-stage design in which researchers apply qualitative 

and quantitative methods at the same time and with equal importance. Researchers collect and analyze 

qualitative and quantitative data separately to better understand a research problem. Separately collected 

data are then combined by interpreting or by transforming qualitative data into quantitative data 

(Creswell & Plano Clark, 2007). The validating quantitative data model is made use of in cases where 

researchers wish to extend or validate the quantitative results from a questionnaire by including a few 
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open-ended qualitative questions. In this model, the researcher collects both quantitative and qualitative 

data with a questionnaire. To analyze the quantitative data, a quasi-experimental design was utilized 

since the study aimed to test the effectiveness of a family education program based on positive 

psychotherapy. A quasi-experimental design with a pre-test-post-test model was used in the study 

(Büyüköztürk, 2010). In classical experimental designs, some participants are subjected to interventions 

throughout the research, evaluations are made before and after these interventions, and participants are 

randomly selected. In cases where participants are not randomly selected, quasi-experimental designs 

can be chosen as an alternative to the classical experimental design (Greeno, 2002). Regarding the 

detailed information provided in the population and sampling section, the quasi-experimental design 

was preferred as there would be no randomization when selecting the groups. 

The participants in the experimental group were first administered a pre-test. Afterwards, they were 

asked to participate in the Positive Psychotherapy-Based 0-6 Age Family Education Program. They were 

also requested to fill in the scales included in the post-test at the end of the program. 

Participants 

When creating the study group, convenient sampling method was made use of, which is one of the non-

random sampling methods. Accordingly, the voluntary, easily accessible participants were selected 

considering various factors such as time, cost, and labor. 

In this regard, 40 parents who responded to the program application announcement and volunteered to 

participate in the program took part in the education program. However, six parents could not continue 

the education program for various reasons and were therefore not included in the sample. 

Regarding the research sample, Table 1 presents information on gender, age, marital status, employment 

status, education level, number of children, and their ages. 

Table 1. 

Demographic Characteristics of the Participants in the Sample 
Demographic Characteristics 

of the Participants 

  Participant Group  

(N = 34) 

Gender 
 

n % 

 
Female 31 91.2 

 
Male 3 8.8 

Age Group 
   

 
24-30 years 9 26.5 

 
31-35 years 13 38.2 

 
36-40 years 8 23.5 

 
41-45 years 3 8.8 

 
46 years and older 1 2.9 

Marital Status 
   

 
Married 32 94.1 

 
Divorced 2 5.9 

Employment Status 
  

 
Employed 30 88.2 

 
Unemployed 4 11.8 

Education Level 
  

 
High School 2 

5.9 
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Table 1 continuing    

 
Associate Degree 4 11.8 

 
Bachelor’s Degree 19 55.9 

 
Master’s Degree 5 14.7 

 
Doctorate Degree 4 11.8 

Number 

of Children 
   

 
One Child 31 91.2 

 
Two Children 3 8.8 

Age of Children 
   

 
0-24 Months 9 24.3 

 
25-48 Months 18 48.7 

 
49-72 Months 10 27 

 

Data Collection Tools 

Personal Information Form: The researcher prepared a “Personal Information Form” to find out the 

demographic characteristics of the participants who participated in the study. Introductory information 

was collected from the participants with the prepared form. This included age, gender, educational status, 

marital status, occupation, number of children, and their ages. The personal information form was filled 

out by the participants before the education program. 

Perceived Parenting Self-Efficacy Scale (PPSE): The Perceived Parenting Self-Efficacy Scale was 

developed by Caprara, Regalia, Scabini, Barbanelli, and Bandura in 2004 (Caprara et al., 2004). In 2014, 

Demir and Gündüz completed the Turkish adaptation study and introduced it to Turkish literature. 

Turkish version of the scale is a 7-point Likert-type scale consisting of 11 items. Participants are required 

to respond to the 11 items in the scale based on the question “How adequately do you exhibit the 

following behaviors in your relationships with your son or daughter?” on a scale from “I am quite 

inadequate (1)” to “I am quite adequate (7)”. The lowest score that can be received from the scale is 11, 

whereas the highest score is 77 (Demir & Gündüz, 2014). 

The item pool consists of 15 items. As a result of the factor analysis, items with factor loadings lower 

than .40 were not included in the scale and a finalized form was re-arranged into 12 items. The reliability 

of the scale was measured by the test-retest method. In the measurements conducted at 2-week intervals, 

the reliability coefficients were .99, .98, .96, and the internal consistency coefficient was between .92 

and .94. In addition, the construct validity showed that a single-factor significant structure was obtained 

(Caprara et al., 2004). 

When adaptation study processes were investigated, it was observed that Turkish translation was 

conducted first and then the translation validity was examined. A Turkish translation was created by 

taking 16 expert opinions. To achieve translation validity, the original form and the translated form were 

administered to 18 English teachers. After the Turkish translation procedure, 510 parents were contacted 

in the factor analysis and the KMO value was found .91. The 7th item in the scale was removed because 

it did not work since it was not compatible with Turkish culture, and a single-factor structure was 

obtained. To assess the criterion-related validity study, General Self-efficacy Scale developed by 

Çelikkaleli and Çapri (2008) and Parenting Self-efficacy Scale were randomly administered to 115 

parents and a correlation of .78 was found. To achieve test-retest reliability, 104 parents were tested at 

3-week intervals and the correlation between them was observed as .94. All these analyses concluded 

that the Turkish form of the scale is valid and reliable (Demir & Gündüz, 2014). 
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Parent Stress Scale (PSS): The Parent Stress Scale was developed by Kaymak Özmen and Özmen in 

2012. With the aid of this scale, it was intended to determine the parental stress regarding the bond 

between them and their children in daily life. It is a 4-point Likert-type scale consisting of 16 items. 

Participants are asked to select one of the following options for each item: “Always”, “Frequently”, 

“Sometimes”, and “Never”. When evaluating the answers, “Always” is considered as 4 points, 

“Frequently” as 3 points, “Sometimes” as 2 points, and “Never” as 1 point. Getting a high score on the 

scale is considered a high level of parental stress (Kaymak Özmen & Özmen, 2012). 

When developing the scale, a literature review was first conducted and then an item pool was created 

with 68 items. The item pool was inspected by 5 experts and 16 items were removed. As a result, a pre-

test form was prepared with 52 items. The form was given to 35 parents to assess the comprehensibility 

of the items as well as the duration of administration. Afterwards, feedback was received and necessary 

adjustments were made. The prepared form was applied to 438 parents for psychometric analysis and 

its validity and reliability were determined. When the construct validity of the parent stress scale was 

analyzed, it was observed that it had a single-factor structure that was composed of 16 items as a result 

of the exploratory factor analysis. The results of the confirmatory factor analysis of the finalized scale 

were 𝑋2=252.98 (N=438, sd=104,p=.000), 𝑋2=/sd=252.98/104=2.43, RMSEA=0.05, RMR=0.03, 

RMS=0.04, GFI=0.93, AGFI=0.91 and CFI=0.91. When the internal consistency reliability of the scale 

was evaluated, Cronbach’s alpha value was found to be .85 and Spearman-Brown Split-Half Test 

reliability .82. When these values are taken into consideration, it can be argued that the scale has valid 

and reliable psychometric properties (Kaymak Özmen & Özmen, 2012). 

Parental Attitude Scale (PAS): The Parental Attitude Scale was developed by Karabulut Demir and 

Şendil in 2008. The developed scale aims to determine parents’ parenting attitudes. It is a 5-point 

Likert-type scale consisting of 46 items. For each item, the participants were asked to select one of the 

following options according to their frequency: “Always like this”, “Mostly like this”, “Sometimes 

like this”, “Rarely like this”, and “Never like this”. In the evaluation process, the option “Always like 

this” is rated as 5 points, “Mostly like this” as 4 points, “Sometimes like this” as 3 points, “Rarely like 

this” as two points, and “Never like this” as one point. It is considered that whichever aspect the 

participant gets a higher score from, he/she shows more attitudinal behaviors belonging to that aspect 

(Karabulut Demir & Şendil, 2008). 

When developing the scale, a draft form with 62 items was formed to measure “permissive”, 

“democratic”, “authoritarian”, and “protective” parental attitudes, which are acknowledged in the 

literature. The validity and reliability studies were conducted on 420 parents from different socio-

economic levels with children between the ages of 2 and 6, while the construct validity was tested with 

56 parents. As a result of the analyses conducted within the scope of construct validity, 16 items were 

removed from the scale and the finalized form of the scale was created with 46 items and 4 aspects. The 

Cronbach’s alpha reliability coefficient of the “permissive” subscale was .74, the Cronbach’s alpha 

reliability coefficient of the “democratic” subscale was .83, the Cronbach’s alpha reliability coefficient 

of the “authoritarian” subscale was .76, and the Cronbach’s alpha reliability coefficient of the 

“protective” subscale was .75 (Karabulut Demir & Şendil, 2008). 

Program Evaluation Questionnaire :The researcher developed a “Program Evaluation Questionnaire” 

to measure the awareness and knowledge levels of the participants about the education content. The 

content of the questionnaire included items that contained information about the topics to be presented 

by the researcher in the 4 sessions of the program. A total of 19 5-point Likert-type items make up the 

questionnaire; four are devoted to bonding with your child, four are devoted to understanding and 

expressing emotions, four are devoted to cooperating with your child, and six are devoted to bonding 

with yourself. 

Participants are required to answer the 19 items provided according to their level of knowledge and 

awareness by choosing one of the following options: “Strongly disagree”, “Disagree”, “Neutral”, 

“Undecided”, “Agree”, and “Strongly agree”. Getting a low score on the questionnaire suggests a low 

level of knowledge and awareness, while a high score indicates a high level of knowledge and 

awareness. 
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End-of-Program Evaluation Form: The End-of-Program Evaluation Form was created by the researcher 

in an effort to find out the participants’ opinions about the education program. By using the form, it was 

aimed to identify the strengths and weaknesses of the program that need to be developed. There are 5 

open-ended questions in the form. 

Data Collection 

Data collection was carried out in the spring semester of the 2020-2021 academic year. After the 

experimental group was identified, the participants first signed the Consent Form indicating their 

willingness to participate in the program. Personal Information Form, Perceived Parenting Self-Efficacy 

Scale, Parent Stress Scale, Parental Attitude Scale, and Program Evaluation Questionnaire were applied. 

Upon administering the tests and forms, the Positive Psychotherapy-Based 0-6 Age Family Education 

Program was applied to the experimental group. After completing the program, in addition to the scales 

administered as a pre-test at the beginning of the research, the End-of-Program Evaluation Form was 

also applied to the participants. Then, the effectiveness of the education was evaluated by investigating 

whether there was a significant difference between the pre-test and post-test. The implementation stages 

of the data collection tools are presented in Figure 1. 

Figure 1. Flow diagram of the data collection process of the Positive Psychotherapy-Based 0-6 Age 

Family Education Program 

Data Analysis 

The quantitative data in the research were analyzed with SPSS 22.0 statistical package software. The 

data from the personal information form and program evaluation questionnaire created by the researcher 

were analyzed and presented using frequency and percentage measurements. The normality analyses 

were carried out by examining skewness and kurtosis coefficients for the data obtained from the scales 

such as the Perceived Parenting Self-Efficacy Scale, the Parent Stress Scale, and the Parental Attitude 

Scale, for which validity and reliability studies were conducted. For the data to be normally distributed, 

skewness and kurtosis values should be between -2 and +2 according to some authors, and between -3 

and +3 to others (Kalaycı, 2014). In line with these facts, skewness and kurtosis analyses were performed 

to uncover whether the scales and subscales were normally distributed. 

Table 2. 

Analysis Results for the Assumption of Normality 
   

N x  Median Skewness Kurtosis 

Perceived Parenting 

Self-Efficacy Scale  

 
Pre-Test 34 56.76 58.50 -.798 .122 

 
Post-Test  34 62.05 63.00 .312 -.043 

Parent Stress Scale 
 

Pre-Test 34 33.14 33.00 .376 -.631 

 
Post-Test  34 30.17 30.00 .394 .1,08 

 
Post-Test  34 25.08 24.50 .412 .1,73 

 

Preparation of Positive Psychotherapy-
Based 0-6 Age Family Education Program 

(February - March 2021)

Determining the Participants 
and Carrying out Pre-Test 

(April 2021)

Implementation of Positive 
Psychotherapy-Based 0-6 Age 

Family Education Program

(May - June 2021)

Conducting Post-Test

(June 2021) 
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Table 2 continuing 

Parental Attitude 

Scale 

 
 

Permissive Pre-Test 34 24.88 25.00 .530 .439 

Post-Test  34 25.08 24.50 .412 .1,73 

Democratic Pre-Test 34 73.73    74.00      -.823      .868 

Post-Test  34 74.52 74.50 -.017 -.356 

Authoritarian Pre-Test 34 19.58 20.00 -.199 .539 

Post-Test  34 17.55 17.50 .145 -.410 

Protective Pre-Test 34 27.79 27.00 .332 .1,34 

Post-Test  34 25.14 24.50 .094 .127 

Skewness and kurtosis analyses revealed that the data in all scales and subscales were normally 

distributed. Consequently, parametric techniques were chosen for comparing the groups. 

Median and arithmetic mean values are also important in normality assessment. When the data are 

normally distributed, the median and arithmetic mean are close to each other (Kalaycı, 2014). Table 2 

demonstrates that the median and arithmetic means of the data are close to each other. 

Upon discovering that the data were normally distributed and the number of participants was sufficient 

(n = 34), parametric methods were used. Afterwards, the t-test was utilized to investigate whether there 

was a significant difference between the pre-test and post-test data obtained from the participants. 

Content analysis was used for the analysis of qualitative data. Tavşancıl and Aslan (2001) defined 

content analysis as a research method that enables verbal or written data to be analyzed with regard to 

meaning, presented message, or linguistics. Systematicity, objectivity, qualitativeness, and clarity are 

considered indispensable in content analysis. In this regard, content analysis is a scientific method in 

which the researcher investigates social reality by obtaining certain results. In content analysis, the 

researcher selects the appropriate content analysis method among different content analysis types in line 

with the research purpose (Gökçe, 2006). Content analysis types have distinctive characteristics and no 

one type of content analysis can be used for all research purposes (Krippendorff, 2003). In this study, 

frequency and categorical analysis were used as content analysis techniques (Tavşancıl & Aslan, 2001). 

Frequency analysis, which aims to determine the frequency of message elements, is the first technique 

historically used in content analysis (Bilgin, 2006). In frequency analysis, countable units are collected 

and the frequency of occurrence of the units is revealed in quantitative terms (percental and proportional) 

(Tavşancıl & Aslan, 2001). Categorical analysis is one of the most frequently used types of content 

analysis along with frequency analysis (Bilgin, 2006). It involves dividing a certain content into specific 

units and then grouping these units into categories according to pre-defined criteria (Tavşancıl & Aslan, 

2001). Categories can be created in different forms in accordance with the research purpose. The subject 

of the message, its tendency (negative or positive), the values it carries, the features used in the 

description, study themes, etc. can be identified as categorization criteria (Bilgin, 2006). Inter-rater 

reliability was calculated to measure the reliability of the analysis conducted during the content analysis 

process. To this end, the reliability formula created by Miles and Huberman (1994) (Reliability = 

Agreement/Agreement + Disagreement) was used. As a result, the similarity between the researchers 

was found to be 87.9%. 

 

Findings 

Below are the findings on whether there is a significant difference between the pre-test and post-test 

scores of the participant parents regarding the Perceived Parenting Self-Efficacy Scale. 
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Table 3. 

Paired Samples T-Test Results of Perceived Parenting Self-Efficacy Scale 

PPSE N x  SD t-test 

t SD p 

PPSE Pre-Test 34 56.76 9.55 -2.972 33 .005 

PPSE Post-Test 34 62.05 5.36 

 

The analysis of the pre-test and post-test results of the Perceived Parenting Self-Efficacy Scale in Table 

3 shows that there was a significant difference between them (t=-2.97, SD=33, p=.005). This finding 

indicates that the education given to the parents had an impact on their parenting self-efficacy. 

Therefore, it can be suggested that the parenting self-efficacy levels of the participants increased upon 

their participation in the Positive Psychotherapy-Based 0-6 Age Family Education Program. 

Below are the findings on whether there is a significant difference between the pre-test and post-test 

scores of the participant parents concerning the Parent Stress Scale. 

Table 4. 

Paired Samples T-Test Results of Parent Stress Scale 

PSS N x  SD 
t-test 

t SD p 

PSS Pre-Test 34 33.14 5.62 
3.142 33 .004 

PSS Post-Test     34   30.17    4.71 

 

Table 4 shows that there is a significant difference between the pre-test and post-test data of the Parent 

Stress Scale (t=3.14, SD=33, p=.004). The arithmetic mean of the pre-test was 33.14 and its standard 

deviation was 5.62. The arithmetic mean of the post-test was 30.17 and its standard deviation was 4.71. 

It is seen that there is a decrease in the arithmetic mean scores of the participants based on the post-test 

data. Thus, it is observed that the participants who took part in the Positive Psychotherapy-Based 0-6 

Age Family Education Program had lower levels of parental stress. Both the t-test results and the 

arithmetic mean value unearthed that the education program had an impact on the participants’ parental 

stress.  

Table 5 presents the findings on whether there is a significant difference between the pre-test and post-

test scores of the participant parents about the sub-tests of the Parental Attitude Scale. 

Table 5. 

Paired Samples T-Test Results of Permissive Parental Attitude Subtest of Parent Attitude Scale 

PAS N x  SD t-test 

t SD p 

Permissive Subscale Pre-Test 34 24.88 4.07 -.295 33 .770 

 Permissive Subscale Post-Test 34 25.88 4.76 

Democratic Subscale Pre-Test 34 73.73 6 -.87 33 .386 

Democratic Subscale Post-Test 34 74.52 5.65 

Authoritarian Subscale Pre-Test 34 19.58 3.28 3.30 33 .002 

Authoritarian Subscale Post-Test 34 17.55 3.71 

Protective Subscale Pre-Test 34 27.79 5.07 3.27 33 .002 
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Protective Subscale Post-Test 34 25.14 5.10 

Table 5 presents data on the subtests of the Parental Attitude Scale. Accordingly, there is no significant 

difference between the pre-test and post-test data of Permissive Parental Attitude (t=-.29, SD=33, 

p=.770) and Democratic Parental Attitude (t=-.87, SD=33, p=.386) subtests. This shows that the 

education program had no effect on permissive and democratic parental attitudes. 

When the pre-test and post-test data of the Authoritarian Parental Attitude subtest are analyzed, it is 

observed that there is a significant difference between the data (t=3.30, SD=33, p=.002). The arithmetic 

mean of the pre-test was 19.58 and the standard deviation was 3.28. The arithmetic mean of the post-

test was 17.55 and the standard deviation was 3.71.  It is observed that there is a decrease in the 

arithmetic mean scores of the participants according to the post-test data. This finding posits that the 

participants perceived themselves as less authoritarian after the education. Both the t-test results and the 

arithmetic mean value suggest that the family education program had an impact on the authoritarian 

parental attitude. 

The analysis of data on the Protective Parental Attitude subtest uncovered that there was a significant 

difference between the pre-test and post-test data (t=3.27, SD=33, p=.002). The arithmetic mean of the 

pre-test was 27.79 and the standard deviation was 5.07. The arithmetic mean of the post-test was 25.14 

and the standard deviation was 5.10.  It can be seen that there is a decrease in the arithmetic mean scores 

of the participants according to the post-test data. This puts forward that participants perceived 

themselves as less protective after the education. Not only the t-test results but also the arithmetic mean 

value point out that the family education program had an impact on protective parental attitude. 

The researcher developed the Program Evaluation Questionnaire to assess the change in the participants’ 

knowledge and awareness of the program content before and after the education. The data from the 

Program Evaluation Questionnaire were analyzed through percentage and frequency values. 

When the data of the Program Evaluation Questionnaire are examined, it is seen that the data section 

with the answers given before the education is distributed among the options, whereas the data section 

with the answers given after the education focuses more on the “agree” and “strongly agree” options. 

The first question in the End-of-Program Evaluation Form is “Did the program meet your 

expectations?”. The analysis of the participants’ responses to this question is provided in Table 6. 

Table 6. 

Frequency and Percentage Values of the Program’s Meeting the Participants’ Expectations 

The status of the program meeting the expectations of 

the participants 

f % 

Yes 34 100 

Total 34 100 

 

Table 6 shows that 100% of the participants (n=34) answered “yes” to the first question of the End-of-

Program Evaluation Form, which is “Did the program meet your expectations?”.  

The second question of the End-of-Program Evaluation Form is “What are the three concepts you 

remember from the program? Please specify”. In response to this question, 3 concepts emerged from the 

responses of each participant, and the analysis was conducted over 102 concepts. The results of these 

analyses as well as the data are presented in Table 8. 

Table 7. 

Frequency and Percentage Values of the Concepts Remembered at the End of the Program by Themes 

Frequency and percentage values of the concepts remembered at the 

end of the program by themes 

f % 

Bonding  16 15.69 

Functioning of the brain in the attachment process 14 13.73 
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Recognizing the needs of the child 18 17.65 

Table 7 continuing   

Coping with unwanted behavior 22 21.57 

Positive psychotherapy 15 14.71 

Good enough parenting 17 16.67 

Total 102 100 

 

Table 7 indicates that 15.69% (n=16) of the 102 concepts are about the theme of “bonding”, 13.73% 

(n=14) “functioning of the brain in the attachment process”, 17.65% (n=18) “recognizing the needs of 

the child”, 21.57% (n=22) “coping with unwanted behavior”, 14.71% (n=15) “positive psychotherapy”, 

and 16.67% (n=17) “good enough parenting”. 

The responses acquired through the third question in the End-of-Program Evaluation Form were also 

assessed in terms of which session they belonged to. These responses are shown in Table 8. 

Table 8. 

Frequency and Percentage Values of the Concepts Remembered at the End of the Program by Sessions 

Frequency and percentage values of the concepts remembered at the 

end of the program by session 

f % 

Bonding with the child (First Session) 37 36.27 

Understanding and expressing the emotions of the child 

(Second Session) 

17 16.67 

Cooperating with the child (Third Session) 19 18.63 

Bonding with yourself (Fourth Session) 29 28.43 

Total 102 100 

 

The table points out that 36.27% (n=37) of the 102 concepts that emerged from the third question in the 

End-of-Program Evaluation Form were included in the first session called “bonding with the child”, 

16.67% (n=17) in the second session “understanding and expressing the emotions of the child”, 18.63% 

(n=19) in the third session “cooperating with the child” and 28.43% (n=29) in the fourth session 

“bonding with yourself”.  As a result, it is seen that at the end of the program, most of the concepts were 

remembered from the first session, whereas the least amount of concepts belongs to the second session. 

Regarding the program content, this may be because the first session was where the most intensive 

theoretical knowledge and conceptual content is delivered, whereas the second session focused on 

sharing participant experiences rather than theoretical knowledge and conceptual content. 

Responses to question 4 of the End-of-Program Evaluation Form, “What changes occurred in your life 

and your relationship with your child at the end of the program?” were first scrutinized as to whether 

there were changes or not. The relevant data are shown in Table 9. 

Table 9. 

Frequency and Percentage Values of Participants’ Awareness of Whether They Experienced Change at 

the End of the Program 

Participants’ Awareness of Whether They Experienced 

Change at the End of the Program 

f % 

There has been a change 33 97.06 

There has been no change 1 2.94 

Total 34 100 
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Table 9 shows that 97.06% (n=33) of the participants responded, “There has been a change” and 2.94% 

responded “There has been no change” to question 3 of the End-of-Program Evaluation Form. The 

participants’ responses about whether there had been a change were also interpreted with regard to the 

aspect in which the change took place. The results of the evaluation are demonstrated in Table 10. 

Table 10. 

Frequency and Percentage Values of the Type of Change Experienced by the Participants Who Stated 

that They Experienced Change at the End of the Program 

The Type of Change Experienced by the Participants Who 

Stated that They Experienced Change at the End of the 

Program 

f % 

There has been an increase in awareness and knowledge 17 51.52 

There has been a behavioral change 16 48.48 

Total 33 100 

Table 10 indicates that of the 33 participants who responded, “There has been a change” to the question 

“What changes occurred in your life and your relationship with your child at the end of the program?”, 

51.52% (n=17) responded “There has been an increase in awareness and knowledge” and 48.48% (n=16) 

responded “There has been a behavioral change”. 

The fourth question in the End-of-Program Evaluation Form is “Did you find the duration of the program 

sufficient?”. The analysis of the participants’ responses to this question is provided in Table 11. 

Table 11. 

Frequency and Percentage Values of Participants’ Evaluation of the Duration of the Program 
Did you find the duration of the program sufficient? f % 

Yes 18 52.94 

No 16 47.06 

Total 34 100 

 

Table 11 reveals that 52.94% (n=18) of the participants answered “Yes” and 47.06% (n=16) answered 

“No” to the question “Did you find the duration of the program sufficient?”. 

Regarding the participants’ suggestions about the program, since one participant made more than one 

suggestion, the percentage values of the data were not calculated and the evaluation was made based on 

frequency values. The data concerning the suggestions of the participants about the program are 

presented in Table 12. 

Table 12. 

 Frequency Values of Participants’ Suggestions About the Program 

Participants’ suggestions of about the program f 

Dissemination of the program 7 

Extending the duration of the program 8 

Conducting the program with fewer participants 5 

Holding a supervision meeting at the end of the sessions 3 

Increasing the number of daily life examples in the session content 1 

 

Table 12 shows that there are seven suggestions about disseminating the program to reach more parents, 

eight suggestions about extending the duration, five suggestions about conducting the education 

program with fewer participants, three suggestions about holding a supervision meeting at the end of 
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the sessions, and one suggestion about increasing the number of daily life examples in the session 

content. 

 

Discussion, Conclusion, and Suggestions 

This study investigated the effect of the program on both the knowledge and awareness levels of parents 

with children between the ages of 0-6, as well as the participants’ parenting self-efficacy, parental stress, 

and parental attitudes. In this section, the findings acquired from this study are compared and discussed 

with the studies in the literature. 

As a result of the analyses conducted on the parenting self-efficacy of the parents who participated in 

the Positive Psychotherapy-Based 0-6 Age Family Education Program, a significant difference was 

found between the pre-test and post-test total mean scores of the participants. This finding shows that 

the Positive Psychotherapy-Based 0-6 Age Family Education Program is effective in increasing parents’ 

parenting self-efficacy. It can be argued that the education program, whose effectiveness was 

investigated within the framework of the concept of parenting self-efficacy, increased the degree to 

which parents perceived themselves as competent in their parenting roles. Individuals’ perceptions of 

parenting self-efficacy are affected by many factors. According to the literature, one of the most vital 

factors positively affecting parenting self-efficacy is providing parental education (Barnard, 1994). 

Likewise, Mindfulness Parent Training Programme implemented by Işık (2020), the mother-child 

interaction focused early intervention training program implemented by Boyce et al. (2017), and Parent 

Education Program implemented by Bağartan (2012) also increased the parenting self-efficacy of the 

participants. Parenting self-efficacy, as previously explained in the literature, can be interpreted as 

parents’ perceptions of their ability to influence their children’s development and behavior in a 

purposeful, useful, and constructive way (Coleman & Karraker, 2003). It is considered that increasing 

knowledge about parenting is influential in developing an individual’s perception of parenting self-

efficacy.  It can be suggested that parents’ acquisition of knowledge and skills that can positively support 

their children’s development also changes their perceptions of parenting self-efficacy in a positive 

fashion (Benasich & Brooks-Gunn, 1996). The aforementioned studies and these statements show that 

the literature supports the research data. Parents were educated on parenting skills through the Positive 

Psychotherapy-Based 0-6 Age Family Education Program, and this training led to an improvement in 

parental perceptions of self-efficacy. 

The research shows that the Positive Psychotherapy-Based 0-6 Age Family Education Program is 

influential in reducing the parental stress of the participants. One study conducted by Çiftçi (2020) 

examined the effect of the psychoeducation program developed for parents of gifted children on parental 

stress and pointed out that there had been a decrease in stress levels. In a study by Löfgren et al. (2017), 

a parent education program was provided to 83 parents with children between the ages of 1 and 10 with 

an emphasis on behavioral, cognitive-behavioral, Adlerian, and family systems theories. Consequently, 

it was observed that there was a decrease in the participants’ stress in terms of parental health. 

The current study investigated the parental attitudes of the Positive Psychotherapy-Based 0-6 Age 

Family Education Program under 4 main aspects: democratic, permissive, authoritarian, and protective 

parental attitudes. As a result, the analyses unearthed that there was no significant difference between 

the pre-test and post-test total mean scores of the participants’ permissive and democratic parental 

attitudes, whereas there was a significant difference between the pre-test and post-test total mean scores 

of authoritarian and protective parental attitudes. In the study conducted by Tönbül (2019), a family 

education program was administered to 15 parents over the course of 10 weeks and the results posited 

that the family education program was useful in reducing authoritarian parental attitudes, but no 

significant difference was found in democratic attitude. Moreover, the data acquired from the study by 

Alkan Ersoy, Kurtulmuş, and Çürük Tekin (2014) suggested that there was a decrease in protective and 

authoritarian parental attitudes and an increase in democratic parental attitudes. Demircioğlu (2012) 

investigated the effect of a family education program on parental attitudes. The parental attitude analysis 

was scrutinized with the Family Attitude Scale and the findings demonstrated that there was a significant 

difference in the pre-test and post-test results for democratic and authoritarian parental attitudes in all 

three education groups. Parental attitudes point out that the democratic parental attitude is characterized 
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as balanced, compatible with the child, and healthy in the literature. It was uncovered that the democratic 

parental attitude, which has its foundation in empathy, unconditional love, and sincerity, is the desired 

and expected parental attitude to be adopted by parents. Psychological interventions, psychoeducation 

programs, and parent education programs are anticipated to change parents’ parental attitudes towards 

democratic parental attitudes (Aksoy, 2015; Tuzcuoğlu, 2003; Çağdaş, 2003; Yavuzer, 1999). When the 

findings in the present study and the ones in similar studies in the literature are compared, it is considered 

an expected result that there was no change in the democratic parenting practices of parents who have 

already adopted democratic parenting attitudes as a result of the parent education. In relation to the 

findings on permissive parental attitudes, it is understood that they contradict other studies in the 

literature. Concerning the findings related to authoritarian and protective parental attitudes, it can be 

argued that similar results were received compared to other studies in the literature. 

In this study, the Program Evaluation Questionnaire was used to assess the changes in the knowledge 

and awareness levels of parents who participated in the Positive Psychotherapy-Based 0-6 Age Family 

Education Program. In the analyses, the responses given to the Program Evaluation Questionnaire before 

and after the education were compared by considering frequency and percentage values. As a result, it 

can be stated that there is a positive change in the knowledge and awareness levels of the parents in 

terms of percentage and frequency values after the Positive Psychotherapy-Based 0-6 Age Family 

Education Program. Sahillioğlu (2016) found that the parent education program for the prevention of 

child neglect and abuse applied to parents with children between the ages of 0-12 created an effective 

and permanent change in the knowledge and awareness levels of the participants. Üstündağ, Şenol, and 

Mağden (2015) conducted a study to identify the knowledge levels of parents about child abuse. They 

aimed to raise the awareness level of parents by organizing education programs to eliminate the lack of 

knowledge. Consequently, they reported that the education program applied in their study created a 

positive increase in the knowledge levels of the participants. Aksoy (2015) found that the “Mother-Child 

Education Program” applied to mothers with children between the ages of 0-4 increased the knowledge 

levels of the participating mothers about child development and education. 

At the end of the study, the perceptions of the parents who participated in the Positive Psychotherapy-

Based 0-6 Age Family Education Program were assessed with the End-of-Program Evaluation Form. 

Based on these analyses, it can be argued that the program met the expectations of the participants, that 

the participants experienced positive changes in terms of knowledge, awareness, and behavior at the end 

of the program, that they found the duration of the program sufficient, and that they left the program 

with positive feelings and were satisfied. In a study conducted by Yılmaz (2019), as a result of the 

school-based psychoeducation program for protection from sexual abuse, it was revealed that all parents 

who participated in the study made positive comments about the program. A study conducted by Şeker 

(2013) that investigates the effectiveness of family education activities organized for parents who have 

children with special needs uncovered that while the participating parents had difficulty in responding 

to the needs of their children before the educational activities, they were able to solve the problems they 

experienced with their children thanks to the information they acquired after the educational program. 

Gardner, Burton, and Klimes (2006) applied the Incredible Years program to the parents of children 

diagnosed with conduct disorder and examined its effects. The findings indicated that parents who 

participated in the program had high levels of satisfaction with the program. 

Based on the findings of this study, the following recommendations can be made for researchers and 

practitioners: other researchers can apply the Positive Psychotherapy-Based 0-6 Age Family Education 

Program to a larger sample group; the research can be repeated by selecting a more specific sample 

group such as only mothers, only fathers or only parents who have children with special needs; the 

education program can be provided to parents who have adopted a child or foster parents and then its 

effect on bonding processes can be investigated; since the education program was prepared for parents 

with children aged 0-6 years, it can be expanded to include 7-12 and 13-18 years of age. A suggestion 

for the education program implementers is that just as the education program can be delivered in 4 

sessions, the sessions can also be held individually or grouped according to the needs. Although the 

education program in this study was conducted online, it can also be provided face-to-face. By 

cooperating with non-governmental organizations and local governments, the education program can 
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reach out to more parents. Parenting support groups can be founded with the parents who participate in 

the education program to increase the effectiveness of the process and ensure its sustainability. 
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Şeker, E. (2013). Özel gereksinimli çocuğa sahip ebeveynlere yönelik olarak düzenlenen aile eğitimi 

 etkinliklerinin değerlendirilmesi [Unpublished master’s thesis]. Marmara Üniversitesi, 

 İstanbul. 

Tashakkori, A., & Teddlie, C. (2003). Handbook of mixed method in social and  behavioral research. 

 California: SAGE Publications.  

Tavşancıl, E., & Aslan, A. E. (2001). Sözel, yazılı ve diğer materyaller için içerik analizi ve uygulama 
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