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Abstract

In the 21st century, learning a foreign language and being able to communicate in that language has become a very important
competence. Therefore, it becomes very important for an individual who learns a foreign language to acquire the main skills
(listening, speaking, reading, and writing) and sub-skills (grammar, vocabulary, and pronunciation) in language education, but
it is also clear that not much importance is given to pronunciation skill compared to other skills. Thus, the purpose of the
research was to find out the opinions of the prep-class university students regarding their foreign language pronunciation skills,
and to analyze their needs related to teaching pronunciation skills, and to use the research as a needs analysis of the curriculum
design that will be prepared following the current study. The study was designated according to qualitative research methods,
and the case study model was applied. The research data was collected from 213 students through the form consisting of five
open-ended questions prepared by the researcher, and the data obtained were analyzed by the content analysis method. As a
result of the research, it was determined that the students have some important problems with pronunciation skills and that
they find this skill highly important in terms of language learning.

Oz

21. ylzyilda bir yabanci dil 6grenmek ve o dilde iletisim kurabilmek hayatta oldukga 6nemli bir yetkinlik haline gelmistir. Bunun
icin de yabanci dil 6grenen bireyin dil egitimindeki ana (dinleme, konugma, okuma ve yazma) ve alt (dilbilgisi, kelime ve telaffuz)
becerileri edinebilmesi oldukg¢a 6nemli hale gelmektedir. Tim bu beceriler igerisinden telaffuz becerisine diger beceriler kadar
6nem verilmedigi anlasiimaktadir. Bu yiizden bu arastirmanin amaci; bir Gniversitenin ingilizce hazirlik biriminde &grenim
gormekte olan 6grencilerinin yabanci dil 6gretiminde telaffuz becerisiyle ilgili goruslerini belirleyip onlarin bu alandaki
ihtiyaglarini incelemek ve arastirmayi daha sonra gelistirilmesi planlanan bir 6gretim programi igin ihtiyag¢ analizi olarak
kullanmaktir. Arastirma, nitel olarak tasarlanmistir ve durum c¢alismasi modeli uygulanmistir. Bu kapsamda arastirmaci
tarafindan hazirlanmig olan ve agik uglu sorulardan olusan form yardimiyla 213 6grenciden arastirmanin verileri toplanmigtir
ve elde edilen veriler igerik analizi yéntemiyle incelenmistir. Arastirma sonucunda 6grencilerin telaffuz becerisi ile ilgili Gnemli
sorunlarinin oldugu ve telaffuz becerisi ile ilgili birtakim 6geleri bilmedikleri ve bu beceriyi dil 6grenme agisindan oldukga 6nemli
bulduklari ortaya g¢ikariimigtir.
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INTRODUCTION

Due to the rapid change in the world, it is an undeniable fact that in order to keep up with the developments in various fields
such as technology, medicine, and social issues, individuals must have certain competencies like the ability to communicate in a
foreign language, and the need for people all over the world to communicate with each other has increased much more than
before. Given the fact that English is the lingua franca nowadays, it becomes much more important to be able to communicate in
English with both people whose native language is English and those whose native language is not (Kirkpatrick, 2007).

Today, in foreign language teaching, it is accepted by language educators that there are four basic skills (reading, writing,
listening, and speaking) and three sub-skills (grammar, words, and pronunciation), which are also called macro and micro-skills
(Aydogan and Akbarov, 2014). Language teaching programs and methods differ from each other according to the importance or
the weight they attach to these skills. These skills in language teaching are highly interconnected and intertwined with each other.
Pronunciation is a skill that should be emphasized in this respect. Pronunciation is one of the important cornerstones of language
that allows people to communicate in a foreign language (Akinci, 2015) and is a cognitive and learnable skill (Gilakjani & Ahmadi,
2011). Pronunciation actually plays a vital role in efficient oral communication (Setter & Jenkins, 2005).

Pronunciation, which does not disturb the listeners and does not negatively affect the message to be transmitted but is easily
understood, is called 'intelligible pronunciation' (Derwing, Diepenbroek & Foote, 2012). For an individual who can actively engage
in English-speaking societies and communicate properly, it must be clearly known that intelligible pronunciation is a vitally
important part of communication (Isaacs, 2008). For those who try to learn a foreign language, it seems impossible to have a
pronunciation skill as native people do. In this sense, intelligible pronunciation aims to achieve successful communication and
attempts to eliminate factors that negatively affect communication, such as accents (Munro & Derwing, 1995). If language learners
fall short of intelligible pronunciation, it is clear that they will not be able to communicate with the foreign language they are
trying to obtain and will not be able to use the language properly (Hinofotis & Bailey, 1980).

The practice of teaching pronunciation skill has changed significantly in English language teaching (ELT) over time, along with
various approaches. While pronunciation has been superior to grammar and vocabulary in certain language teaching methods and
approaches throughout history, it has not been given much importance or even excluded in teaching practices. Pronunciation is
considered to have nothing to do with language teaching in grammar-translation method, and some other methods based on
reading comprehension, while it is considered highly important in the methods in which communication and speech are
emphasized (Larsen-Freeman, 2000). However, the communicative approach that emerged in the 1980s has begun to dominate
ELT. This approach is based mainly on oral communication, and it aims to bring them to an adequate level of intelligible and
achievable pronunciation so that learners can have a proper conversation in a foreign language since pronunciation forms an
important part of communicative competence (Goh & Burns, 2012). However, although the comprehension of pronunciation has
been determined as an important part of oral communication, pronunciation has not been taken as a separate field (Celce-Murcia,
1983; Pica, 1984). The main purpose is to ensure that learners use the language and are exposed to the language as much as
possible during and outside the course. In this method, pronunciation is not fully expressed as a certain dimension, and what is
important is to be able to use the language and focus on meaning and comprehension rather than form (Carey, 2002: Derwing &
Munro 2005).

Pronunciation skill is also related to the case whether English is being taught in the context of a foreign language or a second
language. Second language teaching refers to the contexts in which the language taught in the classroom is already spoken outside
the classroom, while foreign language teaching refers to those where the learned language is mostly not spoken outside the
classroom (Brown, 2001). In this sense, English is taught as a foreign language in Turkey, and the majority of studies on
pronunciation skills come from the contexts of foreign language teaching.

Pronunciation skill is often neglected in foreign language learning and given less importance compared to the other skills in
terms of theoretical and practical approaches due to the constant involvement of different variables and the difficulty of doing
research on pronunciation (Derwing & Munro, 2005; Gilbert, 2010). It has been thought that focusing on pronunciation is
inefficient and that pronunciation teaching cannot be integrated into skills such as reading and writing (MacDonald, 2002).
Placement exams, in which students are assigned to different classes, do not usually include questions about pronunciation skills,
and practitioners may not have the knowledge or the necessary tools to formally assess and evaluate pronunciation skills as
needed (Baker & Burry, 2016; Derwing, Diepenbroek & Foote, 2012; Darcy, Ewert & Lidster, 2012; Levis & Grant, 2003; McDonald,
2002). Therefore, practitioners prefer not to pay attention to pronunciation because they will have trouble teaching a subject they
do not know enough. It has also been found that students' motivations and attitudes regarding pronunciation are very important
and that there may be learners in the same class whose pronunciation skills are at a very different level (Elliot, 1995; Gilakjani &
Ahmadi, 2011). The age at which students begin to learn a foreign language is also effective in learning the pronunciation of words
as necessary (Piske, MacKay & Flege, 2001). As a result, it could be said that teaching pronunciation skill has been disrupted in the
language learning process for different reasons.

Turkish students who learn English as a foreign language have a lot of difficulty in obtaining pronunciation skills due to their
mother tongue and the negative transfer resulting from their native language (Demirezen, 2010). In addition, the absence of some
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special sounds in the Turkish language inventory makes it difficult to be effective in target language pronunciation (Celik, 2008).
Teaching pronunciation effectively is also an issue to be dealt with in Turkey, and phonetics is not properly processed in the ELT
departments of Turkish universities, and also many teachers prefer not to teach pronunciation and not to integrate it into their
courses since they are not content with their own pronunciation skill (Cakir & Baytar, 2014; Steel, 2008; Demirezen, 2010;
Hismanoglu, 2012; Saran, Seferoglu & Cagiltay, 2009). In addition, the fact that the national language exams in Turkey mainly focus
on reading and do not include listening and speaking sections also makes teachers think that it is unnecessary to pay attention to
pronunciation (Bekleyen, 2007). Nevertheless, pronunciation teaching has started to gain importance, and more studies have
been carried out in this field. Numerous studies showed that pronunciation teaching should be part of foreign language education,
that teachers should be especially interested in pronunciation throughout the foreign language teaching process, and those
language learners should focus on teaching pronunciation skill (Cakir & Baytar, 2014; Darcy, Ewert & Lidster, 2012; Levis & Grant,
2003; Moedjito, 2016). Furthermore, having a sound pronunciation skill, which is needed for effective communication, positively
affects the attitudes of learners (Celce-Murcia, Brinton, Goodwin & Griner, 2010; Gilakjani & Ahmadi, 2011; Lee, Jang & Plonsky,
2015; Saito & Lyster, 2012). Therefore, teaching pronunciation skill is as important as the other skills in the language teaching
process.

Purpose

The purpose of this research was to find out the opinions of the prep-class university students regarding their foreign language
pronunciation skills and to analyze their needs related to teaching pronunciation skill, and to use the research as a needs analysis
of the curriculum design that will be prepared following the current study. The present study is important since it will set the basis
for the curriculum design for teaching pronunciation skill courses to be prepared later and will determine whether teaching
pronunciation as a separate skill is necessary.

METHOD

The study was designated according to qualitative research methods, and the case study model was applied. In qualitative
research methods, events and perceptions are examined in a holistic manner in their natural environment as they exist in the real
world (Yildirm & Yildirim, 2006, p. 39). Case studies are also a unique approach used to answer scientific questions with the aim
of "evaluating an event" (Blylkoztirk et al., 2010, p. 273). The most important feature of the case studies is the investigation of
situations in depth (Merriam, 2018). Factors related to any case are investigated holistically, and the key point is to focus on how
they affect the case in question and how they are affected by it (Yildirrm & Simsek, 2016, p. 73). Therefore, the students who
participated in this study were asked to evaluate the case related to pronunciation skills.

Study group

The study group of this research consisted of the students studying in the preparatory classes of a university. The preparatory
program, which consists of 24 class hours a week for one year, is optional, and students who do not want to enroll in the
preparatory program start their departments directly. There were 251 students enrolled in this preparatory program during the
implementation of the study. However, some students did not participate in the research because they had already given up the
program or exceeded the absence limit. Therefore, 213 students were reached on a purely voluntary basis within the scope of the
research in the middle of the fall semester. The information of the participants regarding their language levels according to their
own perceptions, gender, and faculties are given in Table 1.

Table 1 Characteristics of the study group

Gender f Department f Language Level f
Female 82 Business (B) 55 Low 83
Male 131 Politics (P) 28 Middle 127
Engineering (E) 125 High 3
Forestry (F) 5
Total 213

Data Collection and Analysis

The data of the research were collected through the Pronunciation Skills Questionnaire Form consisting of 5 open-ended
questions. The form was prepared by the researcher after the relevant literature was examined, and in accordance with the
recommendations of field experts the final form was created. After obtaining the necessary permissions from the institution where
the research was carried out, the questionnaire form was applied to the students on a voluntary basis. The responses of the
students were grouped on the basis of each question and analyzed using the content analysis method. The main process of content
analysis is to collect similar data in the framework of certain concepts or themes and then organize and interpret them in a way
that readers can understand (Creswell, 2002). The aim of content analysis is to reach concepts, categories, or relationships that
are supposed to clarify the data to be obtained (Yildirnm & Simsek, 2016, p. 242). In this study, the data collected from the students
were analyzed relationally under certain themes. The questions on the questionnaire form are as follows:

1. What are your problems regarding pronunciation?
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2. What do you do to learn the pronunciation of a new word?

3. How do you behave when you come across a word that you do not know how to pronounce?
4. Do you think pronunciation skill is important in foreign language learning? Why?

5. Do you think pronunciation skill is important in terms of your profession? Why?

The data of the study were analyzed by three researchers, and the formula developed by Miles and Huberman (1994) was
used to calculate the reliability of the researchers (Reliability = Consensus / [Consensus + Disagreement]). According to the
calculations, the reliability coefficient of coding was found to be 0.95, which showed that the analysis of the study was very
reliable.

FINDINGS

The responses of the students were organized and analyzed using the content analysis method. Additionally, the direct
excerpts of the participants were presented after each finding. For practicality, a number, a code for their gender (female: F and
male: M), and also a code for their departments (Business: B, Politics: P, Engineering: E, Forestry: F) were assigned to each student
respectively. For example, 1FB means the first female student studying at the department of business, and 112MF means the
112%™ male student studying at the department of forestry.

Difficulties with Pronunciation Skill

The students were asked to explain in general the problems they experienced with pronunciation skills in foreign language
learning. It was found out that the responses of the students were gathered under two main themes, and they are shown in Table
2.

Table 2 Students' difficulties with pronunciation skills in foreign language learning

Theme Problem
Learner - based Cognitive My vocabulary memory is poor
| cannot talk

Lack of practice
Previous mislearning
| do not know stress and intonation rules

Affective It does not come into my mind
| do not have the ability to learn any language
Not being able to memorize
| am unable to articulate some words
| am getting nervous.

Teaching-based & word-based Spelling/pronunciation of words
There are very unusual sounds
It takes time to learn
The pronunciation of some words are very similar to each other

As shown in Table 2, it was discovered that the difficulties experienced by the students in the study group regarding their
pronunciation skills were gathered under two themes: 1) Learner-based difficulties, 2) Teaching/Word-based difficulties. Learner-
based difficulties were also examined under two themes: a) cognitive factors and b) affective factors. In terms of cognitive factors
in pronunciation, it was found out that the students had poor vocabulary memory, they were afraid of speaking in public because
of having inefficient pronunciation knowledge, they did not have enough practice opportunities, they did not have enough
information on the stress and intonation of the words, and their previous mislearnings affected their learning process adversely.
For example, student 37ME said, "I cannot articulate the words properly that are difficult to pronounce if | do not use them all the
time because | forget how to pronounce them." In his statement, he stated that he had a problem with pronunciation because his
vocabulary memory was poor. The examination of affective factors in pronunciation showed that when the students thought the
pronunciation of some words was very difficult and could not memorize how to articulate them, they were getting nervous.
Moreover, they felt like losing the ability to learn a foreign language, so they could not remember how to pronounce most words.
For example, student 127FB said, "/ am unable to articulate some words." Teaching/word-based problems were as follows: 1) The
spellings of most words are different from their pronunciation, 2) English language has different sounds from those in Turkish
language, 3) It takes time to learn the pronunciation of the words, and 4) The pronunciation of some words are similar to each
other. It can be said that these problems are related to the pronunciation structure of the English language in general. Student
58FE said, "The pronunciation of a letter can vary in each word. Sometimes a word has a lot of different pronunciations that may
have different meanings. It's a big challenge." Therefore, it could be concluded that various pronunciations of a letter or a word
also cause difficulty for language learners.
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Ways to Learn the Pronunciation of a New Word

When students were asked what they did to learn the pronunciation of a word, it was found out that the responses given by
the students were gathered under three themes, and they are given in Table 3.

Table 3 The Ways that students follow to learn the pronunciation of a new word

Theme Learning Path

Individual Study by listening
by asking the teacher in class
by repeating it continuously
by asking friends
by noting down the pronunciation of the word
by reading aloud
by using a dictionary

By Using Technology by using internet/mobile applications (tureng, translate, yandex, etc.)
by listening to music/watching movies
Reluctance doing nothing

unable to learn

As shown in Table 3, it was discovered that the ways or methods used by the students in the study group to learn the
pronunciation of a word are gathered under the themes of individual studies, use of technology, and reluctance. Accordingly, it
was found out that students mostly tried to learn the pronunciation of a word by doing individual studies. These studies include
some efforts such as listening or repeating, learning by asking the teacher or a friend, noting down the pronunciation next to the
word, reading it aloud, and using a dictionary. For example, student 3FE said, “/ try to repeat it all the time, or | type the word into
a dictionary application on my phone and listen to its pronunciation." He meant that he tried to learn the pronunciation of the
word by repeating and listening to it. It is also understood that students tried to learn the pronunciation by using internet
applications and listening to music or watching movies. For example, student 170MB said, “/ listen to the pronunciation of the
word aloud from the Internet or ask my teacher or friend." In other words, he meant that he tried to learn the pronunciation of a
word by using the internet. It was also found out that there were students who did nothing about pronunciation and thought they
could not improve their pronunciation skills. Instead of expressing a way to learn pronunciation, these students just expressed
their problems. For example, student 15ME said, "Frankly, | do not want to do anything, and | have difficulty pronouncing the
words, so | cannot learn them." He expressed his reluctance to improve his pronunciation skill.

Students' Reactions When They Encounter a Word They Don't Know How to Pronounce

When students were asked what they did when they encountered a word which they did not know how to pronounce, it was
found out that the responses given by the students were gathered under 3 different themes, and they are shown in Table 4.

Table 4 Students' behaviors when they encounter a word they do not know how to pronounce

Theme Behavior

Making an effort to learn | guess | start with the spelling
| pronounce it as it is written
| note down the pronunciation
I mimic it
| try to memorize it by repeating
| listen to it
Feeling worried or nervous | just make up the pronunciation
I do not do anything
| get stressed
| cannot articulate

Searching and getting assistance | ask somebody (teacher, friend)
I look it up

As shown in Table 4, it was found out that the reactions or behaviors of the participants when they encountered a word whose
pronunciation they did not know were collected under the themes of effort to learn, anxiety, and research and assistance.
Accordingly, it was seen that they made an effort to pronounce the word correctly in some way. However, it was understood that
they did not use any methods or techniques, and they did not consider examining the main pronunciation rules. When students
encountered a new word, they made predictions based on the pronunciation of the individual letters, read it as it was written,
tried to memorize it by repeating, and only mimicked and listened to it. For example, when student 113FE saw a word she did not
know how to pronounce, she said, “I’'m starting with the way the letters are pronounced." It was also found out that the students
sometimes experienced much anxiety and therefore felt stressed and were unable to pronounce the word or were afraid of
articulating it. For example, student 25ME said, “I make up the pronunciation of the word, and sometimes it becomes correct, and
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sometimes | mispronounce it." when he saw a word whose pronunciation he did not know. It was also found out that there were
students who asked their friends or lecturers about the pronunciation of the word or tried to find the correct pronunciation. For
example, student 86FE said, "First, | try to understand its meaning from the context. If | still have not found it, | use a dictionary
or ask my teacher.”

Importance of Pronunciation Skill in Language Learning

When students were asked whether pronunciation skill was important in foreign language learning and why they thought so,
the frequencies of their answers were calculated, and they are shown in Table 5. Accordingly, 25 students stated that they found
it very important, 157 students thought it was important, 13 students found it partially important, and 12 students expressed they
did not find it important. Seven students in the study stated that they did not know the importance of pronunciation skill.

Table 5 Importance of pronunciation skill in foreign language learning

Importance of pronunciation skill f
Important 157
Very important 25
Partially 13
I do not think it matters anymore 12
I do not know 7

As shown in Table 5, it was understood that the majority of students considered pronunciation instruction important and
considered following a pronunciation teaching program as necessary. For example, student 196FP said, "Yes, speaking a language
and understanding what is spoken are as important as knowing a language. In other words, | think the biggest factors in face-to-
face conversations where you need to communicate instantly are pronunciation and fluency.” Some of the students in the study
group said they found the ability to pronounce partly important. For example, student 149FB said, "It's important, but | don't think
it's the most important. Because billions of people speak English, and they do not speak the same English, but they can still
communicate with each other." Some students in the study group stated that pronunciation skill was not important. For example,
student 125FE said, "I do not think pronunciation is important because people from various nations learn and speak English. In
today’s world, the number of countries learning English as a foreign language is greater than the number of countries whose official
language is English. Therefore, it will not be a problem with different pronunciation patterns."

Importance of Pronunciation Skill in Terms of Students' Professions

Students were asked if they thought pronunciation skill was important for their profession and why they thought so. It was
found out that the responses of the students were gathered under 3 different themes, and they are shown in Table 6.

Table 6 Importance of pronunciation skill in terms of students’ future professions
Theme Why?
Important for professional development developing in my field/making a career/professionalism
going abroad/improving myself/working abroad

getting a job
increasing my income

Important for professional communication to be able to communicate with foreign people/English speakers
to be able to learn foreign terms in my profession
introducing/presenting my profession abroad
to be able to follow innovations in foreign countries

Not important it will not do me any good

As shown in Table 6, it was found out that the responses of the students in the study group to the question about the
importance of pronunciation skill in terms of their professions were collected under three themes: 1) Important for professional
development, 2) Important for professional communication and 3) Not important. Accordingly, it was found out that
pronunciation was important in two dimensions in terms of a profession: a) Professional development and b) Professional
communication. It was seen that there were reasons such as having a distinguished career, having a profession abroad and
improving themselves there, and finding a job with a high salary. For example, student 29ME said, "I want to be a computer
engineer. It's important to be understood by others while speaking the foreign language because my profession requires
teamwork." When it comes to professional communication, it was found out that there were reasons such as speaking English
with foreign people, learning professional terms in English, making professional presentations using a foreign language and
following innovations in foreign countries. For example, student 86FE said, "It's of great importance. Since my department is
universal regardless of my country, it is very important to improve myself and follow the latest developments." In addition, it was
also found out that there were students who stated that pronunciation for their profession was insignificant. For example, student
150MB said, "I do not think pronunciation skill will be of much use to me in my profession."

| Kastamonu Journal of Education, 2021, Vol. 29, No. 3|



556

DISCUSSION, CONCLUSIONS, AND RECOMMENDATIONS

The findings of this study revealed that the students in the study group had problems with their pronunciation skills, which
could be examined in two dimensions: learner-based problems and teacher/word-based problems. Students had some problems
related to improving their pronunciation skills: They had poor vocabulary memory (according to their own expressions); they did
not practice pronunciation of the words; they had mislearnt the pronunciation of some words in advance; and they did not have
enough information on stress and intonation. Therefore, students had difficulty in improving their pronunciation skills, and they
were unable to learn correct pronunciation patterns. Moreover, they were also unable to utter the pronunciation of some words
correctly, so they got nervous. In addition, the students also found it very challenging to articulate some words that had very
different spellings and pronunciations since the foreign language they were trying to learn consisted of sounds that did not exist
in their native language. A study conducted by Bekleyen (2011) found that irregularities in English word spelling and excessive
generalization of students played an important role in the pronunciation problems of the students. In order to learn the
pronunciation of a word, students usually tended to listen to that word with the help of technological means, read it aloud and
repeat it, ask the teacher or friends and write down its pronunciation or make predictions based on similar words. It was also
found out that some students were not willing to learn the correct pronunciation of the words and did nothing related to this;
they became stressed when they could not articulate the word; they did not try to learn the correct pronunciation, but they tried
to articulate the word impulsively. In addition, it was concluded that the students did not know the general rules and principles
related to pronunciation skills, phonetic alphabet, and the use and importance of stress and intonation, and this situation
negatively affected their speaking skills in particular and caused negative affective attitudes such as excitement and inability to
speak. A study of 230 students by Moedjito (2016) also found that students considered pronunciation skills to be extremely
difficult, and they wanted it to be separately included in the program and perceived pronunciation as a very important skill. It can
also be said that this can hinder students' motivations to learn foreign languages and lead to undesirable consequences. It was
concluded that students used their own methods to articulate a word they did not know how to pronounce correctly and did not
apply the rules or methods necessary for proper pronunciation, and did not know what to do. This conclusion was also supported
by the study conducted by Bekleyen (2011), which concluded that practitioners did not teach pronunciation-related subjects and
the students were not aware of these topics. A study of 100 adult English learners by Derwing & Rossier (2001) also found that
students had serious problems with pronunciation and that students were not taught strategies related to pronunciation skills
whereas students needed them. This indicates that students want to improve their pronunciation skill, but they do not know how
to apply a method and that they do not have enough information on stress, intonation, and the meaning of phonetic symbols.
Naturally, these problems negatively affect their foreign language learning process. Furthermore, the studies by Khaghainejad
(2015) and Warren, Elgort, and Crabbe (2009) found that teachers did not take time to do pronunciation activities in class, and
they considered giving feedback on students' pronunciation problems and correcting them as a waste of time. In some other
studies, it was found out that although students had problems with pronunciation skills, teachers did not care about this skill
because they did not have serious training regarding teaching pronunciation skills (Breitkreutz, Derwing & Rossiter, 2002; Burgess
& Spencer, 2000; Derwing & Munro, 2005; Macdonald, 2002). Therefore, it can be said that the activities related to pronunciation
skills in textbooks are not enough, and teachers who do not know enough training about pronunciation skills do not want to teach
this skill; thus, they do not give importance to pronunciation.

It was found out that students thought pronunciation skill was very important and necessary in terms of foreign language
learning and their profession in the future. They stated that correct pronunciation increased the ability to be understandable, and
being understandable was the basis of communication. According to students, having a high-level pronunciation competence is
much more necessary in face-to-face conversations, so it should be emphasized as well as vocabulary skills, and it is especially
important for speaking exams.

Considering the problems of students about their pronunciation skills and the importance they attribute to their pronunciation
skills, it is clear that they need a pronunciation teaching program that will bring them a lot of benefits and contribute positively to
their language learning process. It is thought that preparing such a program will also contribute to the related literature. It is also
thought that if teachers put a special emphasis on pronunciation skill and care about pronunciation in their lessons as much as
other skills, it will be beneficial for students.

REFERENCES
Akinc, E. U. (2015). A Comparison of Students’ and Academicians’ Perceptions on English Pronunciation Learning at Tertiary Level. Masters Thesis.
Erzurum: Atatlrk University.

Aydogan, H. & Akbarov, A. A. (2014). The Four Basic Language Skills, Whole Language and Integrated Skill Approach in Mainstream University
Classrooms in Turkey. Mediterranean Journal of Social Sciences, 5(9), 672-680. doi: 10.5901/mjss.2014.v5n9p672

Baker, A. & Burri, M. (2016). Feedback on Second Language Pronunciation: A Case Study of EAP Teachers’ Beliefs and Practices. Australian Journal
of Teacher Education, 41(6). Retrieved form http://ro.ecu.edu.au/ajte/vol41/iss6/1

Bekleyen, N. (2007). An Investigation of English Teacher Candidates’ Problems related to Listening Skill. Electronic Journal of Social Sciences 6(21)
91-105. Retrieved from http://www.esosder.com/dergi/2191-105.pdf

Bekleyen, N. (2011). Pronunciation Problems of the Turkish Efl Learners. Electronic Journal of Social Sciences, 10(36), 95-107. Retrieved from
https://dergipark.org.tr/tr/download/article-file/70268

| Kastamonu Journal of Education, 2021, Vol. 29, No. 3|



557

Brown, H. D. (2001). Teaching by Principles: An Interactive Approach to Language Pedagogy. (2nd ed). New York. Longman.
Blyikdztirk, S., Kihg Cakmak, E., Akgiin, O. E., Karadeniz, S. & Demirel, F. (2010). Bilimsel Arastirma Yontemleri. (5th edition). Ankara: Pegem A

Breitkreutz, J., Derwing, T. M. & Rossiter, M. J. (2002). Pronunciation Teaching Practices in Canada. TESL Canada Journal, 19, 51-61. Retrieved
from https://teslcanadajournal.ca/tesl/index.php/tesl/article/view/919/738

Burgess, J. & Spencer, S. (2000). Phonology and Pronunciation in Integrated Language Teaching and Teacher Education. System, 28, 191-215.
doi: 10.1016/S0346-251X(00)00007-5

Carey, M. (2002). An L1 Specific CALL Pedagogy for the Instruction of Pronunciation with Korean Learners of English. Unpublished PhDd
Dissertation, Macquarie: Macquarie University.

Celce-Murcia, M. (1983). Teaching Pronunciation Communicatively. MEXTESOL Journal, 7(1), 10 — 25. Retrieved from
https://files.eric.ed.gov/fulltext/ED234602.pdf

Celce-Murcia, M., Brinton, D. M., Goodwin, J. M. & Griner, B. (2010). Teaching pronunciation: A reference for teachers of English to speakers of
other languages. (2nd ed). Cambridge: Cambridge University Press.

Creswell, J. W. (2012). (2000) Educational Research: Planning, Conducting, and Evaluating Quantitative and Qualitative Research. Boston:
Longman.

Crystal, D. (1997). English as a Global Language. Cambridge: Cambridge University Press.

Cakir, I. & Baytar, B. (2014). Foreign Language Learners’ Views on the Importance of Learning the Target Language Pronunciation. Journal of
Language and Linguistic Studies, 10(1), 99-110. Retrieved from https://www.jlls.org/index.php/jlls/article/view/185/167

Celik, M. (2008). A Description of Turkish-English Phonology for Teaching English in Turkey. Journal of Theory and Practice in Education, 4(1),
159-174. Retrieved from https://files.eric.ed.gov/fulltext/ED502019.pdf

Darcy, |., Ewert, D., & Lidster, R. (2012). Bringing pronunciation instruction back into the classroom: An ESL teachers’ pronunciation “toolbox”. In.
J. Levis & K. LeVelle (Eds.). Proceedings of the 3rd Pronunciation in Second Language Learning and Teaching Conference, Sept. 2011. (pp.
93-108). Ames, IA: lowa State University.

Demirezen, M. (2010). The Causes of the Schwa Phoneme as a Fossilized Pronunciation Problem for Turks. Procedia Social and Behavioral
Sciences, 2, 1567-1571. doi: 10.1016/j.sbspro.2010.03.237

Derwing, T.M. & M.J. Munro. (2005). Second Language Accent and Pronunciation Teaching: a Research Based Approach. TESOL Quarterly. 39(3),
379-397. Retrieved from https:
//www.jstor.org/stable/pdf/3588486.pdf?refreqid=excelsior%3A7948e07ab5682478d3ab372f62820080

Derwing, T. M., & Rossiter, M. J. (2002). ESL Learners' Perceptions of Their Pronunciation Needs and Strategies. System, 30, 155-166. doi:
10.1016/50346-251X(02)00012-X

Derwing, T. M., Diepenbroek, L. G. & Foote, C. A. (2012). How Well Do General-Skills ESL Textbooks Address Pronunciation? Tes/ Canada Journal,
30(1), 22-44. Retrieved from https://teslcanadajournal.ca/index.php/tesl/article/view/1124/943

Elliot, A. R. (1995). Field independence/Dependence, Hemispheric Specialization, and Attitude in Relation to Pronunciation Accuracy in Spanish
as a Foreign Language. The Modern Language Journal, 79(iii), 356-371. Doi: 10.1111/j.1540-4781. 1995.tb01112.x

Gilakjhani, A. P. & Ahmadi, M. R. (2011). Why is Pronunciation So Difficult to Learn? English Language Teaching, 4(3), 74-83. doi:10.5539/elt.
v4n3p74

Gilbert, J. (2010). Pronunciation as Orphan: What Can Be Done? SpeakOut. The newsletter of the IATEFL pronunciation special interest group 43,
3-7. Retrieved from https://www.tesol.org/docs/default-source/new-resource-library/pronunciation-as-orphan-what-we-can-do-
about-it-.pdf?sfvrsn=0

Goh, C. C. M. & Burns, A. (2012). Teaching Speaking: a Holistic Approach. New York: Cambrige Press.

Hinofotis F. & Bailey, K. M. (1980). American Undergraduate’ Reaction to the Communication Skills of Foreign Teaching Assistants. TESOL 80:
Building Bridges: Research and Practice in TESL. Retrieved from http://works.bepress.com/kathleen_bailey/41/

Hismanoglu, M. (2012). Teaching Word Stress to Turkish EFL Learners Through Internet-Based Video Lessons. US-China Education Review, 1, 26-
40. Retrieved from https://pdfs.semanticscholar.org/a21e/a7206571a83796e2635676d8421e0d25e00d.pdf

Isaacs, T. (2008). Towards Defining a Valid Assessment Criterion of Pronunciation Proficiency in Non — native English-speaking Graduate Students.
Canadian Modern Language Review, 64(4), 555-580. doi: 10.1353/cml.0.0002

Kirkpatrick, A. (2007). World Englishes: Implications for International Communication and English Language Teaching. Cambridge: Cambridge
University Press.

Khaghaninejad, M. S. & Maleki, A. (2015). The Effect of Explicit Pronunciation Instruction on Listening Comprehension: Evidence from Iranian
English Learners. Theory and Practice in Language Studies, 5(6), 1249-1256. doi: 10.17507/tpls.0506.18

Larsen-Freeman, D. (2000). Techniques and Principles in Language Teaching (2nd ed.). Oxford: Oxford University Press.

Lee, J., Jang, J. & Plonsky, L. (2015). The Effectiveness of Second Language Pronunciation Instruction: A Meta-Analysis. Applied Linguistics, 36(3),
345-366. doi: 10.1093/applin/amu040

Levis, J. M. & Grant, L. (2003). Integrating Pronunciation Into ESL/EFL Classrooms. TESOL Journal, 12(2), 13-19. Retrieved from
http://citeseerx.ist.psu.edu/viewdoc/download?doi=10.1.1.466.735&rep=rep1&type=pdf#page=12

MacDonald, S. (2002). Pronunciation: Views and Practices of Reluctant Teachers. Prospect, 17(3), 3-18. Retrieved from
https://www.researchgate.net/publication/285517759_Pronunciation-views_and _practices_of_reluctant_teachers

Merriam, S. B. (2018). Nitel Arastirma, Desen ve Uygulama igin Bir Rehber (Translation editor: Turan, S.). Ankara: Nobel.
Miles, M. B. & Huberman, A. M. (1994). Qualitative Data Analysis. (2nd ed). Thousand Oaks, CA: Sage.

| Kastamonu Journal of Education, 2021, Vol. 29, No. 3|



558

Moedjito. (2016). The Teaching of English Pronunciation: Perceptions of Indonesian School Teachers and University Students. English Language
Teaching, 9(6), 30-41. Retrieved from http://www.ccsenet.org/journal/index.php/elt/article/view/59572

Munro, M. J. & Derwing, T. M. (1995). Foreign Accent, Comprehensibility, and Intelligibility in the Speech of Second Language Learners. Language
Learning, 45(1), 73-97. doi: 10.1111/j.1467-1770. 1995.tb00963. x.

Pica, T. (1984). Pronunciation Activities with an Accent on Communication. English Teaching Forum, 22(3), 2-6.

Piske, T., MacKay, I. R. A. & Flege, J. E. (2001). Factors Affecting Degree of Foreign Accent in an L2: a Review. Journal of Phonetics, 29, 191-215.
doi: 10.006/jpho.2001.0134

Saito, K. & Lyster, R. (2012). Effects of Form-focused Instruction and Corrective Feedback on L2 Pronunciation Development of /r/ by Japanese
Learners of English. Language Learning, 62(2): Doi: 10.1111/j.1467-9922.2011. 00639.x

Saran, M., Seferoglu, G. & Cagiltay, K. (2009). Mobile Assisted Language Learning: English Pronunciation at Learners' Fingertips. Egitim
Arastirmalari-Eurasian Journal of Educational Research, 34, 97-114. Retrieved from
https://www.researchgate.net/profile/Murat_Saran/publication/282396032_Mobile_Assisted_Language_Learning_English_Pronunciat
ion_at_Learners'_Fingertips/links/5a291695a6fdcc8e8671d71c/Mobile-Assisted-Language-Learning-English-Pronunciation-at-Learners-
Fingertips.pdf

Setter, J. & Jenkins, J. (2005). Pronunciation. Language Teaching, 38, 1-17. doi: 10.1017/5026144480500251X.

Yildirim, A. & Simsek, H. (2006). Sosyal Bilimlerde Nitel Arastirma Yéntemleri. Ankara: Distinguished.

Warren, P., Elgort, I. & Crabbe, D. (2009). Comprehensibility and Prosody Ratings for Pronunciation Software Development. Language Learning
and Technology, 13(3), 87-102. Retrieved from
https://scholarspace.manoa.hawaii.edu/bitstream/10125/44193/1/13_03_warrenelgortcrabbe.pdf

| Kastamonu Journal of Education, 2021, Vol. 29, No. 3|



Kastamonu Education Journal, 2021, Vol. 29, No:3, 559-573
doi: 10.24106/kefdergi.774173

| Research Article / Arastirma Makalesi|

Aspects of Narrative Competence in Language Levels and Narrative Texts in the CEFR?

Diller igin Avrupa Ortak Basvuru Metni’nde Anlatisal Metinler ve Anlatisal Yetinin Dil
Diizeylerindeki Goriiniimii

Nermin Yazicr’, ilke Altuntas Giirsoy?, Giil Deniz Demirel Aydemir®

Keywords

narrative

narrative text

narrative competence
Common European
Framework of Reference
for Languages

foreign language
teaching

Anahtar Kelimeler
anlati

anlatisal metin
anlatisal yeti

Diller igin Avrupa Ortak
Basvuru Metni
yabancilara Turkce
o6gretimi

Received/Bagvuru Tarihi
26.07.2020

Accepted/Kabul Tarihi
17.10.2020

Abstract

Purpose: This study aimed to identify the genres that require second/foreign language learners to draw on their narrative
competence along with the related level descriptors in the Common European Framework of Reference for Languages (CEFR)
and the CEFR Companion Volume with New Descriptors, which serve to achieve coherence in the structuring of language
learning/teaching processes by standardizing the way language ability is described.

Design/Methodology/Approach: In this qualitative research, data were collected from the Common European Framework of
Reference for Languages (2001) and the CEFR Companion Volume (2018) published by the Council of Europe through document
review, and a content analysis was conducted. The processes of collecting, categorizing, and preparing the data for description
were carried out sequentially.

Findings: In the CEFR, written texts such as novels, personal letters, short stories, short newspaper articles (that describe
events), comic strips, photo stories, travelogues, news items, biographies, cartoons, advertisements, postcards, messages,
notes, e-mails, blogs and fairy tales, which can be considered as narrative texts, are mentioned. In addition, personal
narratives, films, and anecdotes, which are not written genres, are also encountered. It has been found out that the level
descriptors that can be functional in drawing inferences about whether the learners developed a narrative competence or not
are structured gradually from level A to C in the CEFR. Upon analysis of the level descriptors regarding narrative texts and
narrative competence with respect to the four skills, it has been noted that the level descriptors that can be associated with
narrative texts and competence at all levels were the fewest in number regarding speaking and listening and the highest
regarding reading.

Highlights: Even though other genres are not referred to directly in the CEFR, a general framework about other genres is evident
in the text. The categorization of the narrativity-related level descriptors based on proficiency levels and skills is thought to
contribute to the designation of the learning objectives that reflect the language-specific features of narrative structures based
on the level descriptors in the CEFR, and thus to the enhancement of the quality of curriculum, materials, and activities to be
developed.

6z

Calismanin amaci: Yabanci/ikinci dil derslerinin tasarlanip uygulanmasina rehberlik etmesi amaciyla Avrupa Konseyi tarafindan
2001 yilinda yayimlanan Diller icin Avrupa Ortak Basvuru Metni (AOBM) ile birlikte 2018 yilinda yine Avrupa Konseyi tarafindan
yayimlanmis olan AOBM Ekinin (the CEFR Companion Volume) anlatisal yeti gerektiren metinler ve bu metinlerle ilgili diizey
betimleyicileri agisindan incelenmesidir.

Materyal ve Yontem: Nitel olan bu galismada veriler, dokiiman incelemesi yoluyla toplanmis ve igerik analiziyle ¢6zimlenmistir.
Arastirmanin veri kaynagini, Avrupa Konseyi tarafindan yayimlanan (2001, 2018) Diller igin Avrupa Ortak Basvuru Metni
olugturmaktadir. Verilerin toplanmasi, kategorilestiriimesi ve betimlenmeye hazir hale getirilmesi stregleri sirayla yapilmistir.

Bulgular: AOBM'’de yazil anlatisal metinlere dahil edilebilecek olan roman, kisisel mektup, éyki/hikaye, (olaylari anlatan) kisa
gazete makaleleri, ¢izgi roman, fotoroman (photo story), gezi ginltgu, haber metinleri, biyografi, karikatir, reklam, posta
kartlari, iletiler, notlar, e-posta, blog, masal tirlerinden s6z edilmektedir. Ayrica yazili olmayan tirlerden kisisel hikaye (anlati),
film ve anekdota da yer verilmistir. Diizeyler agisindan incelendiginde, A, B ve C diizeylerine gére 6grenicilerin anlatisal yetiye
sahip olup olmadiklariyla ilgili ¢ikarim yapilmasinda islevsel olabilecek diizey betimleyicilerinin asamal bir sekilde
yapilandirildigi sonucuna ulagiimistir. Anlatisal metinlerle ve anlatisal yetiyle iligskilendirilebilecek diizey betimleyicileri 6grenme
alanlarina gore ele alindiginda; anlatisallikla ilgili diizey betimleyicisi sayisinin en fazla okuma becerisinde; en az konusma ve
dinleme becerisinde yer aldig1 gérilmektedir.

Onemli Vurgular: Dogrudan yer verilmemis olsa da diger tirlerle ilgili bir cerceve sunuldugu; A, B ve C diizeylerine gére
6grenicilerin anlatisal yetiye sahip olup olmadiklariyla ilgili ¢itkarim yapilmasinda islevsel olabilecek diizey betimleyicilerinin
asamali bir sekilde yapilandirildigi sonuglarina ulasiimistir. AOBM’deki farkh olgeklerde yer alan diizey betimleyicilerinden
anlatisallikla iligkili gorilenler, dil diizeylerine ve 6grenme alanlarina goére siniflandirildigi i¢in galismanin, alan uzmanlarinin
hazirlayacagi 6gretim programlari ve materyallerde AOBM’deki diizey betimleyicilerinin ilgili dile 6zgl anlatisal yapilanig
o6zelliklerini yansitacak olan kazanim goértintimlerinin belirlenmesine ve programlarin, daha 6zelde materyallerin ve planlanan
etkinliklerin, niteliklerinin arttirilmasina katki saglayacagi distntlmektedir.
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INTRODUCTION

Increasing cultural, economic, commercial, academic, social, and intellectual interaction between different countries due to
globalization reveals the need for learning additional languages more strongly than ever before. In parallel with this, it is observed
that studies regarding foreign/second language learning and teaching have gained momentum in the last half-century. These
studies draw on many disciplines such as literature, psychology, sociology, anthropology, and especially linguistics and education
as they interrelate closely in the field of foreign/second language teaching and learning.

Competency in a language is to be able to understand the content of a perceived message by distinguishing the sounds
contained in the message and finding out which combinations of the sounds distinguished are meaningful and what the meaning
is, as well as to compose a message that can be understood by the recipients (Ozsoy, 2012, p. 3). Given this context, the purpose
of foreign/second language teaching includes structuring of teaching processes so as to enable individuals to produce meaning
and communicate in a language other than their mother tongue.

The main material in the structuring of the teaching processes is the texts produced in the target language. The texts
correspond to parole in Saussure's distinction between langue and parole (Saussure, 1916; trans.: Vardar, 1998), and langue can
only be observed through parole, that is, texts. In this context, the importance of texts as basic teaching materials in both first and
foreign/second language instruction is obvious. What is more, in the framework of communicative language teaching, texts are
considered as constructs that reflect the communicative prototype of the target language.

Linguistic competence of individuals can only be observed through their reactions to the texts they receive and interpret or
produce. When the role of interaction of learners with texts in foreign/second language learning and teaching processes is
evaluated, it is acknowledged that the learners' familiarity with different text types shaped by various communicative purposes
and the culture that surrounds them and also with the linguistic characteristics of the text types and their organizational
conventions have a facilitating role in terms of establishing successful communication (Brown & Lee, 2015, p. 397; Harmer, 2007,
pp. 30-32; Korkut, 2016, p. 196-197, Sendz Ayata, 2005, p. 62). To show how and for what purpose various language structures
are used in different types of texts is the language teaching itself. For this reason, it is necessary to ensure that learners encounter
different types of texts in foreign/second language teaching contexts.

This study focused on narrative texts amongst many different text types. Narratives allow people to make sense of their
experiences. “Their functions . . . include presentation of self, organization of autobiographical memory, socialization of children
into cultural membership, and mediation of ways of thinking about problems and difficulties” (Pavlenko, 2006, s. 105). Narratives
also constitute an important part of daily conversations as relating experiences, reporting events, narrating dreams and future
prospects, telling fairy tales and jokes, etc. (Kaya, 2018, p. 92).

The use of narrative texts in foreign/second language classes prepares learners for the oral and written narratives or
communicative situations they may encounter in real life. The competencies of the learners in this respect are frequently
emphasized by researchers. As a matter of fact, Pavlenko (2006, p. 107) puts forth the concept of L2 (second language) narrative
competence. As Pavlenko puts it, the term suggests a native-like interpretation, organization, and narration of personal and
fictional narratives by second-language users.

The features of the narrative text type such as being the most long-established and common type of discourse, its
distinctiveness among other text types, functionality in preparing the learners for real-life narratives, roles in communication, and
in enabling the learners to connect and socialize with the society and culture in which they live reveal its significance in
foreign/second language teaching. This study emphasized the importance of the knowledge of genre conventions and narratives
and aimed to identify the genres that require second/foreign language learners to draw on their narrative competence along with
the related level descriptors. In order to realize this goal, the Common European Framework of Reference for Languages (CEFR)
(Council of Europe, 2001) and CEFR Companion Volume with New Descriptors (Council of Europe, 2018), which serve to achieve
coherence in the structuring of language learning/teaching processes amongst and beyond the member states of the Council of
Europe by standardizing the way language ability is described, were analyzed. To this end, answers to the following questions
were sought:

- What text types mentioned in the CEFR require learners to draw on their narrative competences?

- What are the level descriptors regarding the texts that call for narrative competence across common reference levels (A1,
A2, B1, B2, C1, C2) in the CEFR?

- What are the level descriptors in the CEFR regarding the texts that call for narrative competence across four skills?

In order to answer these questions, firstly, a theoretical framework was presented on the concept of text, texts in language
teaching, text types, and narrative texts. Then, the CEFR was analyzed to determine how narrative texts and the related level
descriptors are presented. Finally, the findings were interpreted in light of the theoretical framework that had been established.

Texts and Language Teaching

Saussure (1916; trans.: Vardar, 1998) discussed two different dimensions of language by pointing to the concepts of langue
and parole. As Kuzu (Culler, 1976, as stated in Kuzu, 2016, s. 240) explained, the former refers to the same value and semantic

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



561

field as the predetermined, rigid rules and materials of the language from the perspective of its users. The latter, parole, is brought
about by the elements of a language that foresees the same meaning for everyone with the other language elements they relate
to when the personal preferences are at stake. Therefore, it creates different layers of meaning and is regarded as a more personal
field. Rifat (2013, p. 26) stated that language is social and speech is individual. According to Rifat, parole is the specific and variable
realization of the language system. In other words, it can be considered to be the concrete form of the language in use. Drawing
on these, it is possible to interpret parole as texts produced in the language, as mentioned in the introduction.

In the definitions of text offered within the scope of linguistics, communication is emphasized as the purpose. Ginay (2007)
stated that a written or oral document without a specific communication function is not a text. According to Kecik and Uzun (2004,
p. 23), text is a unit of communication, and complete communication takes place through well-structured texts. Ugan (2008, p.
37) and Yazici (2004, pp. 10-11) also underscored that in order for a piece of writing to be considered a text, it must reveal its
communicative purposes and produce meaning. The communicative purposes of a text vary according to the context in which it
is used, the form of verbal or written interaction between the sender and the receiver, and the expectations of the receiver specific
to the communicative functions of the text.

In the definitions of text provided in the disciplines of Turkish literature and Turkish language education, the elements that
make up a text and integrity of these elements are foregrounded. Therefore, a text is considered as a tangible entity that is formed
by gradual articulation and interveawing of its elements that have integrity (Adali, 2003, p. 21; Akbayir, 2013, p. 189; Ozdemir,
1983, p. 32). The text describes a meaningful pattern and a whole created through language (Giines, 2013, p. 2).

Although there is no single definition of text, definitions such as a unit larger than a sentence or a series of sentences are not
valid because the communicative function of texts is ignored in such definitions (Dilidizglin, 2017, p. 21). Texts have different
functions in communication and consequently in social life and language teaching process. Since different communicative
purposes require different text types, teaching text types is essential in language teaching. In the literature, studies showing the
relationship between knowledge of text type and reading comprehension and writing (Oktar & Yagcioglu, 1993; Cakir, 2001;
Temizylirek, 2008; Yildirim et al. 2010; Lile-Mert, 2016) provide arguments for teaching them.

Text Types

Different types of texts enable language learners to encounter different structures of the language, forms of expression, and
perspectives. The text type that becomes evident in line with the communicative purposes of the text determines the language
use specific to the genre. Since a story and an article have different communicative purposes and are in different forms, their
reception and production also differ. In other words, the type of text determines how the learner will interact with and approach
it. The learner's knowledge of and experience about the genre constitutes an important starting point for the comprehension and
interpretation of a text at hand, and that is why it is a necessity for learners to encounter different text types or genres and develop
awareness about them and structures related to them (Canli & Bozkurt, 2019).

In the literature, text type definitions arising from different approaches or disciplines are presented, and different criteria for
the classification of text types are encountered. As researchers in linguistics, Kecik & Uzun (2004, p. 18) state that the main
distinction that helps identify a genre is its communicative purpose. In addition, the stylistic differences that characterize the genre
and the frameworks of expression required by the genre reveal the text’s communicative purposes. Genres are shaped according
to the schematic structures and the purpose of the authors. Yazici (2004, pp. 10-11) also affirms the opinion that the
communicative purposes of a text determine its genre.

In linguistics literature, text types are defined by criteria such as the author's intention, the organization of the text, and the
purpose of communication. Some of these classifications are as follows: descriptive discourse, narrative discourse, explicative
discourse, persuasive and expository discourse (Uzun, 2011b, s. 167)* narrative, argumentative, expository-explicative, and
directive texts (Korkut, 2016); descriptive, narrative, explicative and persuasive texts (Kiran & Eziler Kiran, 2007); narrative,
conversational, poetic, functional, informative, instructive, professional texts, telecommunication, and press texts, warning texts,
boards, banners, posters (Glinay, 2007); descriptive, narrative, explicative, persuasive, conative texts (Dilidiizglin, 2017).

In the classifications of text types made in the disciplines of Turkish language and literature education, informative, usable,
instructive, and literary or fictional texts are found as the most common types. For example, Aktas & Giindiiz (2004) classified
texts as form writings (curriculum vitae, petition, letter, report, announcement, announcement), instructive texts, and literary
texts. Adali (2003) mentioned fictive/fictional, usable/informative texts. Temizkan (2009) discussed a tripartite distinction
regarding event-based texts, information-based texts, and poetry. In the curricula that guide the educational practices, genres are
presented as follows: In the Turkish Lesson (1-8th Grades) Curriculum (MEB, 2019a, p. 17), they are presented under three
categories: narrative texts, informative texts, and poetry. In the Secondary Education Turkish Language and Literature Lesson (9th,
10th, 11th, and 12th grades) Curriculum (MEB, 2018, p. 18), they are grouped under the headings: poetry, narrative literary texts,
theater, and informative (instructive) texts. In the internationally recognized PISA, which provides assessment measures for
secondary school students, six types were defined: description, narration, exposition, argumentation, instruction, and transaction
(MEB, 2019b, pp. 32-33).

4 Uzun, 2011b, s. 165-166. can be referred to for further information on the relationship between discourse and genre.
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Genres such as memoir, biography, autobiography, diary, travelogue, epistolary writing, social media post, blog, and news are
included in the scope of informative texts in Turkish classes (1st-8th Grades) in the Turkish Language and Literature Curriculum.
To illustrate, books such as "Bir Bilim Adaminin Romani” (A Scientist's Novel) by Oguz Atay and “Allahin Siinglleri -Reis Pasa” (The
Bayonets of God - Reis Pasha) by Atilla ilhan are biographies. "My Left Foot" by Christy Brown, “Bir Dinozorun Anilar’” (Memoirs
of a Dinosaur) by Mina Urgan, and "My Childhood" by Maxim Gorky are autobiographies. "Frankfurt Seyahatnamesi" (Travel Notes
from Frankfurt City) by Ahmet Hasim is an example of a travelogue. “Bir Strgiinin Anilar’” (Memories of an Exile) by Aziz Nesin is
a memoir. "Canim Aliyem" (Aliye, My Beloved) by Sabahattin Ali and “On Ug¢ Giiniin Mektuplarl” (Letters of Thirteen Days) by
Cemal Siireya can be given as examples of epistolary novels. These genres, which indeed have a narrative aspect, were categorized
as informative texts based on their reference to reality. In other words, whether they are fictional or not was taken into
consideration rather than their linguistic style. In this context, it would be appropriate to refer to the question Bozkurt (2018)
asked in her article on the problem of classifying text types in reading and writing education: "Can literariness be a meta conceptual
classification term?". She stated that generally, a tripartite classification, which is encountered as narrative/story,
informative/instructive, and poetry, is made, and many genres are excluded in the classifications made by criteria such as the
medium of publication of the text (such as the genres developed around the newspaper), the form of the text is written in (such
as prose or verse), the source of the information presented in the text (reality/fiction), and whether the text is written or spoken,
or some genres do not represent the category they are in in such cases. She conceded that the meaning of the concept of text
type is narrowed due to such classifications.

Fludernik (2000) presented the most useful framework for the purpose of this study in the literature: In her proposed
classification, in which she adopted a functional approach based on spoken discourse, she established a three-level narratological
model consisting of macro-genre, genre, and discourse mode categories. The macro-genre level consists of “the functions of
communication” (Fludernik, 2000, p. 280). She identified five macro-genres: narrative, argumentative, instructive, conversational,
reflective. At the genre level, “traditional genre expectations” (Fludernik, 2000, p. 280) come into play, and novels, plays, films,
myths, sermons, letters, poems, manuals, etc. are considered to be at this level. The discourse mode level is related to the surface
structure of the texts. “On this level, the function, for instance of an argumentative or descriptive passage, within the schema of
the specific genre is at issue” (Fludernik, 2000, p. 280). Reporting, orientational passages, imperatives, dialogue, word plays,
expositional sentences, argumentative passages, etc. belong to the category of discourse mode. They form textlinguistic units in
a genre-specific scheme and do not have a straightforward relation to genres and macro-genres (Fludernik, 2000, p. 283). Defining
the concept of discourse mode separately can be seen as an effort to overcome the difficulty in delineating the macro-genres.
Thus, for example, the presence of a descriptive passage in a narrative text can be explained not by the intertwining of genres but
by the presence of different modes of discourse within the text (if not post-modern or etc.). Drawing on this idea, all three levels,
the discourse mode, the genre, and the macro-genre level, were taken into account while selecting the narrative level descriptors
in the CEFR in the present study.

Narrative Texts

Narrative texts include time, setting, characters, a series of events, and a narrator. The defining feature that distinguishes them
from other text types is that the narrator is particularly recognizable (Toolan, 1998). In narrative texts, there are two levels in
which the series of events or the story are told, and the point of view is given: story and discourse (Kog, 1983). For these two
levels, the concepts of mimesis and diegesis®> were used during the times of Plato and Aristotle. Russian formalists, on the other
hand, used the concepts of fabula and sjuzet to refer to the same concepts (Chatman, 2008, p. 18). Chatman (2008, p. 17, 21)
stated that a narrative includes the content or chain of events and entities (characters, elements of time and space) at the story
level and that at the level of discourse, the way the content is conveyed is expressed. The story is the what of a narrative, and the
discourse is the how.

Whether the narratives contain reality or fiction is one of the issues emphasized in the literature. Prince (1982) defined
narratives as the recountings of real or fictional events. Bal (1977) drew attention to a similar distinction by asserting that narrative
studies are carried out in two separate branches, namely general narratology and literary narratology (Bal, 1977; as stated in
Rimmon-Kenan, 2007, p. 44). In line with these views, Bozkurt (2018, p. 94) presented the narrative texts in two categories:
fictional and based on real life. The fictional ones are short stories, novels, fairy tales, epics, fables, jokes, myths, movie/tv series
scripts, theater plays, comics, etc. The ones based on real-life are memoirs, diaries, personal experience narratives, blogs,
biographies/autobiographies, narrative sections of travelogues, narrative sections of letters, game commentaries, narrative
sections in historical texts, narrative sections in documentary texts, news items, witness texts, etc. Therefore, it should be noted
that narratives that refer to reality are distinct from fictional narratives, that narrative texts do not only consist of literary texts,
and that not every narrative has literary content (Bozkurt, 2018, p. 94). As Uzun stated, narrative discourse includes a wide variety
of text type denominations ranging from oral narratives produced in daily life to fictional narratives presented in written form
(20114, p. 183).

5 The concept of mimesis is mentioned in Plato's State (Trans.: Saragoglu & Atayman, 2005), and the concept of diegesis is mentioned in Aristotle's Poetics (Trans.:
Rifat, 2015).
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Labov, who revealed the textual structure of the narrative based on oral narratives and created a point of reference for many
narrative analyzes, defined narratives as "one method of recapitulating past experience by matching a verbal sequence of clauses
to the sequence of events which (it is inferred) actually occurred" (Labov, 1972, pp. 359-360). According to the prototype Labov
created by taking the constituent functional parts of the narrative into account, in the rhetorical schema of narrative texts
developed in every aspect, elements such as abstract, orientation, complicating action, evaluation, result, and coda can be found.
He noted that all these elements are optional, except for the complicating action. He also put that they can be ordered in complex
ways or be connected to each other. Intertwining can also be observed. Labov stated that these elements basically constitute an
answer to the following questions (Labov, 1972, p. 370):

a. Abstract: what was this about?

b. Orientation: who, when, what, where?

c. Complicating action: then what happened?
d. Evaluation: so what?

e. Result: what finally happened?

This rhetorical schema presented by Labov is shaped by the communicative intentions targeted on the receiver
(reader/listener) and the channel of communication (Yazici, 2013, p. 98). The schema is important for the present study, as the
narrative texts, which are frequently encountered in education and foreign/second language teaching practices, and some of the
level descriptors in the CEFR will be included in the scope of narrative level descriptors to be presented as one of the findings of
the study based on their association with certain elements in this schema.

Narrative Texts and Narrative Competence in a Foreign/Second Language

As Riessman claimed, telling stories about past events is a universal human action (as stated in Uzun, 2011a, p. 183). In this
context, narrative texts are functional both as content and activity, as well as being the types of texts needed in many other ways
in foreign/second language learning. Wajnryb (2003) stated that it is possible to provide the three basic conditions for language
learning put forward by Willis (1996) through stories (or narrative texts), which are exposure, use, and motivation. With the use
of narrative texts in classrooms, learners are exposed to the language, experience using the language, and are motivated by the
interest/curiosity that narrative texts cultivate. Cortazzi (1994) stated that narrative texts and narrative analysis could have a wide
variety of functions in the context of foreign language teaching in terms of instructor and learner. Instructors can use narrative
analysis to identify appropriate points in the text for “prediction, sequencing, gap filling, editing, and story completion tasks”
(Cortazzi, 1994, p.165). A narrative model like Labov's can be functional in assessing learners' written and oral narratives and
coming up with story-based activity ideas. Such a model can also guide learners in creating their own stories. Additionally, Cortazzi
(1994) noted that oral narrative activities are invaluable in language learning classrooms. Classroom interaction often gives
learners the chance to briefly respond to conversations initiated by others. However, telling a story or relating an experience will
allow learners to have an extended turn without being interrupted. He said that the need for teachers to make extensive use of
written narratives such as picture books, traditional stories, contemporary stories, along with oral storytelling, is also advocated
in the literature for learners of all age groups.

Access to the conventional narrative texts in the target language is of utmost importance for foreign/second language learners
because, as Wajnryb (2003) put it, “we cannot assume that the skill of achieving a recount, an anecdote, a postcard or a joke is
easily transportable from one language to another, as the conventions of these narrative types tend to be highly language- and
culture-specific” (p.11). Evaluating the studies in the literature, Pavlenko stated that the narratives produced by second language
learners comply with the conventions of the narratives in the target language when the conventional narrative structures in the
first language and the second language are similar (Berman 1999; Orddiiez 2004; Rintell 1990; Viberg 2001; as stated in Pavlenko,
2006, p. 109). Also, in cases where the narrative structures in the first language and the second language are different, learners
can acquire new structures as well (Maeno 1995, as stated in Pavlenko, 2006, p. 109). Therefore, it is necessary to expose learners
to as many narrative texts as possible and teach the conventions and structures of narrative texts in the target language. However,
as Pavlenko (2006) explained, second language teaching programs rarely focus on the teaching of narrative structures, prioritizing
linguistic or pragmatic competence in classroom practices. However, this can be explained by a few different factors, such as the
limited time and the false belief that learners who can make correct sentences can put these sentences one after the other and
form a narrative. She also stated that it is frequently encountered that learners who are successful at the sentence level fail to
come up with narratives that are appropriate for the language and culture because narrative competence does not exactly overlap
with linguistic competence and “does not fully correlate with measures of syntactic complexity or vocabulary size” (McCabe &
Bliss 2003, as stated in Pavlenko, 2006, p. 105).

As stated in the introduction, narrative competence refers to the second language users’ “ability to interpret, construct, and
perform personal and fictional narratives similarly to a reference group of native speakers of the target language” (Pavlenko, 2006,
p. 107). Pavlenko mentioned three components of this competence: structure, evaluation and elaboration, and cohesion
(Pavlenko, 2006, p. 107). Learners who can operationalize these three elements in their narratives in a way that will be accepted
by the speakers of the target language can be considered to have narrative competence.

’u

“Text” in the Common European Framework of Reference for Languages
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The Common European Framework of Reference for Languages published in 2001 and the updated Companion Volume
published in 2018 are the efforts of the Council of Europe to ensure “quality inclusive education,” which is considered a right for
all citizens (Council of Europe, 2018, p. 23). This text aims to make curricula, teaching practices, and evaluations transparent and
consistent within an institution and across institutions, regions, and countries (Council of Europe, 2018, p. 25). The CEFR was
developed as a continuation of the language education studies of the Council of Europe in the 70s and 80s, so it built on the
communicative approach presented in the study called The Threshold Level in the mid-70s and adopted the action-oriented
approach (Council of Europe, 2018, p. 25). “The CEFR’s action-oriented approach represents a shift away from syllabuses based
on a linear progression through language structures, or a pre-determined set of notions and functions, towards syllabuses based
on needs analysis, oriented towards real-life tasks and constructed around purposefully selected notions and functions” (Council
of Europe, 2018, s. 26). It is basically a tool to help plan curricula, courses, and assessment processes by considering what
users/learners need to do in the language as a starting point (Council of Europe, 2018, p. 26).

Language use in the CEFR is conceptualized in parallel with communicative language teaching, and according to this
conceptualization, language use encompasses the actions of people who develop various general and communicative language
competences as individuals or social agents. Language users and language learners engage in a number of linguistic activities,
including the processes of producing and receiving text and discourse. These language activities are defined as the use of a person's
communicative language competence in a certain domain in receptive or productive processing of texts in order to fulfill a task
(Council of Europe, 2001, p. 9). According to this explanation, texts are one of the basic elements in the communication process.
In the CEFR, a text is defined as “any sequence or discourse (spoken and/or written) related to a specific domain and which in the
course of carrying out a task becomes the occasion of a language activity, whether as a support or as a goal, product or process.”
(Council of Europe, 2001, p. 10). This definition highlights the multidimensionality of the central role of the text in the
communication process and the CEFR.

As clearly stated in the AOBM, communication is not possible without a text. All of the language activities are analyzed in
line with the relation of the user/learner and the other persons involved in the communication, and the text is at the center of
all kinds of linguistic communication (Council of Europe, 2001, p. 93). When evaluating whether a text can be used for a learner
or group of learners, the following factors should be taken into account: “linguistic complexity, text type, discourse structure,
physical presentation, length of the text and its relevance for the learner(s)” (Council of Europe, 2001, p. 165). These factors
have a direct influence on shaping teaching practices.

Text Types in the Common European Framework of Reference for Languages

In the CEFR, recognizing text types and forms is associated with pragmatic competence, which is one of the communicative
competences that learners need to develop in order to be considered competent in a given language. Pragmatic competence,
together with linguistic and sociolinguistic competences, contributes to the successful completion of communicative tasks.
Pragmatic competences are related to “the functional use of linguistic resources,” and they also concern “the learner's mastery
of discourse, cohesion, and coherence, identification of text types and forms, irony and parody” (Council of Europe, 2001, p. 13).
Three sub-categories of pragmatic competence have been identified. These are discourse competence, functional competence,
and design competence. One of the important elements of discourse competence is text design. Text design is concerned with the
way information is structured when some macro functions like description, narrative, exposition, etc. are being realized, the way
stories, jokes, anecdotes, etc. are recounted, the way an argument is made in occasions like debates or courts, as well as the way
written texts such as essays, letters etc. are outlined, structured, or etc. (Council of Europe, 2018, pp. 138-139). Macro functions
fall within the domain of functional competence.

Macro functions such as description, narration, commentary, exposition, exegesis, explanation, demonstration, instruction,
argumentation, and persuasion are presented in the CEFR in relation to the functional use of discourse or written texts (Council
of Europe, 2001, p. 126). The macro-genre concept proposed by Fludernik (2000) also acknowledged macro functions. From this
point of view, the learners' ability as social agents to communicate successfully in oral or written interaction situations, which are
largely shaped by the cultural environment, depends on their ability to produce texts to perform macro functions. In order to
achieve this, they need to be able to identify text types and know how they are designed and structured. Uzun (2011b, p. 166)
stated that the communicative purposes and functions of a text become evident within the genre, and the communicative
purposes determine the genre while the genre determines the discourse schema and language use specific to that text. Therefore,
teaching discourse schemas and language use in connection with text types or genres will enable learners to be competent in both
productive and receptive language activities. In the CEFR (Council of Europe, 2001, p. 160, 165), it is mentioned that the learners'
knowledge of text types would help them to have an idea about the structure and content of a text they encounter and thus
understand it. It is also stated that whether a text has a concrete (as in narratives) or abstract nature impacts the learners’
comprehension.

The way texts are categorized differs from general trends when it comes to language teaching/learning. Categories such as
authentic texts, texts specially designed for instructional purposes, or texts in textbooks and texts produced by learners are some
of the many text categories mentioned in this field (Council of Europe, 2001, p.16). According to the CEFR, each act of using
language takes place in the context of a specific situation in personal, public, professional, or educational domains. In which
domain and in what situations learners may encounter texts can be a valid concern in terms of selection of the texts to be included

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



565

in the curriculum (Council of Europe, 2001, p. 45). For this reason, text types are presented in a table with regards to these four
domains in the CEFR (Council of Europe, 2001, p. 48-49). According to this table, texts that learners may encounter in the personal
domain include teletext, guaranties, recipes, instructional materials, novels, magazines, newspapers, junk mail, brochures,
personal letters, broadcast and recorded spoken texts. The texts that may be encountered in the public domain are public
announcements and messages, labels and packaging, leaflets, graffiti, tickets, timetables, notices, regulations, programs,
contracts, menus, sacred texts, sermons, and hymns. Professional domain includes texts such as business letters, report
memorandums, life and safety notices, instructional manuals, regulations, advertising material, job descriptions, signposting,
visiting cards. Finally, authentic texts, which can possibly be those texts listed in the other domains, textbooks, readers, reference
books, blackboard texts, OP texts, computer screen text, video text, exercise materials, journal articles, abstracts, dictionaries, are
in the scope of educational domain. The CEFR also acknowledged a distinction between the text types associated with four
different domains explained above into two as oral and written texts.

Although the text type classifications used in linguistics or literature studies have been functional in the background of the
CEFR, the texts it foregrounds are those that are functional in daily life rather than literary genres such as novels, autobiographies,
etc. because its action-oriented approach prioritizes communicative language activities. For example, while a ticket, as an
informative text, is not given much importance in other fields, it becomes a type of text that is emphasized in foreign/second
language teaching. While the collocations, "informative texts" and "narrative texts," are not encountered in the text published in
2001, the mere fact that these expressions are mentioned in the Companion Volume published in 2018 indicates that these
classifications, which were thought to be functional in the background of the CEFR, are actually important reference points in the
text and that they have gained more importance throughout the CEFR’s developmental process.

METHOD

The present research is qualitative. Qualitative research refers to the type of research in which qualitative data collection
methods such as observation, interview, and document analysis are used (Yildirim & Simsek, 2011). Data was collected from the
Common European Framework of Reference for Languages (2001) published by the Council of Europe and the Companion Volume
(2018) through document review, and a content analysis was conducted. Since the Companion Volume (Council of Europe, 2018)
was published as complementary to the previous text (Council of Europe, 2001), both texts were included in the research. Because
the updates presented in the Companion Volume were considered to be essential, priority was given to the updated version at
points where both texts cover. The processes of collecting, categorizing, and preparing the data for description were carried out
sequentially. In order for the findings to be meaningful and consistent within themselves, the analysis was carried out by the three
researchers.

The first research question calls for determining the text types that require narrative competence. In order to be able to answer
it, the theoretical framework established in the previous sections provides a solid basis. Among all the text types mentioned in the
CEFR, texts that include the discourse dimension as well as the story as outlined by Chatman (2008), texts that are likely to include
the narrative discourse mode or texts that can be included in the narrative macro-genre category due to their communicative
function according to Fludernik's (2000) model, texts with a narrative macro function as stated in the CEFR, and finally, texts that
overlap with the narrative genres listed under the categories of “fictional” and “based on real-life” in Bozkurt's (2018) article were
considered as texts that require narrative competence based on narrative text classifications in the literature (Giinay, 2007; Kiran
& Eziler Kiran, 2007; Korkut, 2016; Dilidiizgiin, 2017). In order to determine what the level descriptors related to the texts requiring
narrative competence across levels and skills are, the scales containing descriptors in various categories in the CEFR and self-
assessment scales were examined. Although these scales were not explicitly associated with narrative texts, the level descriptors
that could be related to narrative texts were identified and selected to be included in the findings by the researchers. In order to
identify the relevant descriptors, common reference level scales, DIALANG® self-assessment grids, the scales of overall spoken
production, sustained monologue, overall reading comprehension, reading correspondence, thematic development, coherence,
and cohesion, overall written interaction, correspondence, creative writing, understanding the interaction between native
speakers, listening as a member of a live audience, listening to announcements and instructions, overall listening comprehension,
reading for information and argument, identifying cues and inferring, and information exchange were analyzed. In addition to
these, reading as a leisure activity and telecommunication scales presented for the first time in the CEFR Companion Volume
published in 2018 were used.

Various criteria were determined for the process of associating level descriptors in the CEFR with narrative texts. Level
descriptors meeting at least one of these criteria were considered to be related to narrative texts. In the process of determining
criteria and relating them to narratives, first of all, level descriptors that directly refer to a narrative genre such as novel, story,
etc. were identified. In addition, descriptors that are thought to have a potential to bear narrative passages or can be associated
with the narrative elements in the surface structure of the texts due to the use of narrative discourse mode were identified based

6 DIALANG is a project by the European Commission and its descriptors are extended and adapted to self-assessment in the CEFR. The self-assessment statements
used in DIALANG were taken from the CEFR. It is an assessment system prepared for language learners who want to obtain diagnostic information and feedback
about their linguistic proficiency levels. Moreover, this system gives learners advice on how to improve their language skills and aims to increase their language
learning awareness and competence. (Council of Europe, 2001, s. 22, 226-229).
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on the distinction made by Fludernik (2000) between genre and discourse mode. In addition, descriptors that mention the term
"literary texts" as a super-category were considered appropriate to be considered in this context, as they may include narrative
genres in certain situations, as explained earlier. Level descriptors related to cohesion, which is one of the three components of
the concept of narrative competence that Pavlenko (2006) discussed, were also added to these. Finally, based on the narrative
framework that Labov (1972) presented regarding the elements that make up a narrative, the level descriptors that encompass
summarization skills, which are seen to be essential to produce narrative texts, were also selected as they can be associated with
the abstract section of a narrative. Furthermore, level descriptors that refer to descriptions of persons, places, times, and
situations were selected due to their relation to the orientation section. Level descriptors with an emphasis on storytelling or
recounting an experience were also selected as they may be associated with complicating action section. Lastly, level descriptors
including skills such as interpretation, evaluation, expressing the importance of an event, etc. were also considered as relevant
due to their functionality in the evaluation section. All these descriptors were combined in the table below, in which they were
classified on the basis of proficiency levels and language skills.

FINDINGS AND DISCUSSION

In the present study, the texts requiring narrative competence and the level descriptors related to these texts were analyzed
and presented within the framework of research questions according to language skills and proficiency levels established in the
CEFr. As a result of the analysis, the answer to the first research question (What text types mentioned in the CEFR require learners
to draw on their narrative competences?) is as follows:

In the CEFR, written texts such as novels, personal letters, short stories, short newspaper articles (that describe events), comic
strips, photo stories, travelogues, news items, biographies, cartoons, advertisements, postcards, messages, notes, e-mails, blogs
and fairy tales, which can be considered as narrative texts, are mentioned. Besides, personal narratives, films, and anecdotes,
which are not written genres, are also encountered. However, it should be noted that among these, texts such as short newspaper
articles, advertisements, news items, postcards, personal letters, messages, notes, e-mails, and blogs can be counted as narrative
genres only in cases when they contain narrative sections or use narrative discourse mode proposed by Fludernik (2000). However,
in other cases, these genres may also be considered as informative, expository, etc., as they may have other functions.

A proficiency level-based categorization of the text types/genres mentioned in the CEFR can reveal useful information. Stories
(short and simple), letters, advertisements, comics, photostories, imaginary biographies (short and simple), and postcards are
mentioned in the A-level scales. Short stories, novels, comics, short news items, biographies, and travelogues are encountered in
the B-level scales. In the C-level scales, the most frequently mentioned genres are letters and short/stories. It is observed that
genres such as epic, fable, myth, movie/tv series scenario, memoirs, game commentaries, etc. are not mentioned in the CEFR;
however, as a common framework used for many different languages and in many different contexts, its mission is to provide
examples to illustrate its point rather than listing all of the possible genres. It is the responsibility of field experts to identify the
genres that are specific to a given language, culture, program, and level along with competences related to them and transform
them into specific objectives. As a matter of fact, some examples of use are presented for various domains in Appendix 6 (Council
of Europe, 2018, p. 185-221) due to the fact that the concepts of online interaction and mediation are new to the users of the
text. They mention genres such as folk/fairy tales, blogs, web talks, which were not mentioned in the previous text, and this
supports the idea that genres to be used in the classroom are not limited to those mentioned in the CEFR.

The second and third research questions aimed to find out what the level descriptors regarding the texts that call for narrative
competence across common reference levels (A1, A2, B1, B2, C1, C2) and four skills are in the CEFR. The answers to these research
questions are presented in Table 1.7

Table 1. distribution of the level descriptors regarding the texts that call for narrative competence across common reference levels (A1, A2,
B1, B2, C1, C2) and four skills

READING

A1l  * Canunderstand in outline short texts in illustrated stories, provided that the images help him/her to guess a lot of
the content (Council of Europe, 2018, p. 65).

* Can understand short, illustrated narratives about everyday activities that are written in simple words (Council of
Europe, 2018, p. 65).

A2  *lcan read very short, simple texts. | can find specific, predictable information in simple everyday material such as
advertisements, prospectuses, menus and timetables and | can understand short simple personal letters (Council of
Europe, 2001, p. 26).

* Can understand short simple personal letters (Council of Europe, 2018, p. 61).

7 While determining the distribution of the level descriptors across the four skills, the coherence and cohesion scale in the CEFR was also used; however, the level
descriptors in this scale, except for the descriptor (“Can produce clear, smoothly flowing, well-structured speech, showing controlled use of organisational
patterns, connectors and cohesive devices.” (Council of Europe, 2001, p. 125) were not placed in the table because it is not possible to classify them under the
headings of writing or speaking as they apply to both.

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



567

* Can understand basic types of standard routine letters and faxes (enquiries, orders, letters of confirmation etc.) on
familiar topics (Council of Europe, 2018, p. 61).

* Can identify specific information in simpler written material he/she encounters such as letters, brochures and short
newspaper articles describing events (Council of Europe, 2018, p. 63).

* Can understand what is happening in a photo story (e.g. in a lifestyle magazine) and form an impression of what
the characters are like (Council of Europe, 2018, p. 65).

* Can understand short narratives and descriptions of someone’s life that are written in simple words (Council of
Europe, 2018, p. 65).

* Can understand the main point of a short article reporting an event that follows a predictable pattern (e.g. the
Oscars), provided it is clearly written in simple language (Council of Europe, 2018, p. 65).

* Can understand much of the information provided in a short description of a person (e.g. a celebrity) (Council of
Europe, 2018, p. 65).

* Can understand enough to read short, simple stories and comic strips involving familiar, concrete situations written
in high frequency everyday language (Council of Europe, 2018, p. 65).

* Can follow the general outline of a news report on a familiar type of event, provided that the contents are familiar
and predictable (Council of Europe, 2018, p. 63).

* Can understand texts describing people, places, everyday life, and culture, etc., provided that they are written in
simple language (Council of Europe, 2018, p. 63).

B1

* | can understand texts that consist mainly of high frequency everyday or job-related language (Council of Europe,
2018, p. 167).

* | can understand the description of events, feelings and wishes in personal letters (Council of Europe, 2018, p. 167).
* Can understand the description of events, feelings, and wishes in personal letters well enough to correspond
regularly with a pen friend (Council of Europe, 2018, p. 61).

* Can understand a travel diary mainly describing the events of a journey and the experiences and discoveries the
person made (Council of Europe, 2018, p. 65).

* Can follow the plot of stories, simple novels and comics with a clear linear storyline and high frequency everyday
language, given regular use of a dictionary (Council of Europe, 2018, p. 65).

* Can understand straightforward personal letters, emails or postings giving a relatively detailed account of events
and experiences (Council of Europe, 2018, p. 61).

* Can read newspaper / magazine accounts of films, books, concerts etc. written for a wider audience and understand
the main points (Council of Europe, 2018, p. 65).

* Can follow a line of argument or the sequence of events in a story, by focusing on common logical connectors (e.g.
however, because) and temporal connectors (e.g. after that, beforehand) (Council of Europe, 2018, p. 67).

B2

* | can understand contemporary literary prose (Council of Europe, 2018, p. 167).

*Can read for pleasure with a large degree of independence, adapting style and speed of reading to different texts
(e.g. magazines, more straightforward novels, history books, biographies, travelogues, guides, lyrics, poems), using
appropriate reference sources selectively (Council of Europe, 2018, p. 65).

*Can read novels that have a strong, narrative plot and that are written in straightforward, unelaborated language,
provided that he/she can take his/her time and use a dictionary (Council of Europe, 2018, p. 65).

C1

* | can understand long and complex factual and literary forms of the written language, appreciating distinctions of
style (Council of Europe, 2001, p. 27).

*Can read and appreciate a variety of literary texts, provided that he/she can reread certain sections and that he/she
can access reference tools if he/she wishes (Council of Europe, 2018, p. 65).

*Can read contemporary literary texts and non-fiction written in the standard form of the language with little
difficulty and with appreciation of implicit meanings and ideas (Council of Europe, 2018, p. 65).

C2

* Can read virtually all forms of the written language including classical or colloquial literary and non-literary writings
in different genres, appreciating subtle distinctions of style and implicit as well as explicit meaning (Council of Europe,
2018, p. 65).

* | can read with ease virtually all forms of the written language, including abstract, structurally or linguistically
complex texts such as manuals, specialised articles and literary works (Council of Europe, 2018, p. 167).

*Can read virtually all forms of the written language including classical or colloquial literary and non-literary writings
in different genres, appreciating subtle distinctions of style and implicit as well as explicit meaning (Council of Europe,
2018, p. 65).

WRITING

Al

*Can write simple phrases and sentences about themselves and imaginary people, where they live and what they do
(Council of Europe, 2018, p. 76).
*Can describe in very simple language what a room looks like (Council of Europe, 2018, p. 76).
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A2  * Can write short, simple notes, emails and text messages (e.g. to send or reply to an invitation, to confirm or change

an arrangement) (Council of Europe, 2018, p. 95).

* Can write short, simple imaginary biographies and simple poems about people (Council of Europe, 2018, p. 76).

* Can write very simple personal letters expressing thanks and apology (Council of Europe, 2018, p. 94).

*Can tell a simple story (e.g. about events on a holiday or about life in the distant future) (Council of Europe, 2018,
p. 76).

*Can write an introduction to a story or continue a story, provided he/she can consult a dictionary and references
(e.g. tables of verb tenses in a course book) (Council of Europe, 2018, p. 76).

*Can write diary entries that describe activities (e.g. daily routine, outings, sports, hobbies), people and places, using
basic, concrete vocabulary and simple phrases and sentences with simple connectives like ‘and,” ‘but’ and ‘because’
(Council of Europe, 2018, p. 76).

B1  * 1 can write simple connected text on topics which are familiar or of personal interest. | can write personal letters

describing experiences and impressions (Council of Europe, 2001, p. 26)

* Can write a description of an event, a recent trip — real or imagined (Council of Europe, 2018, p. 174, 76).

* Can narrate a story (Council of Europe, 2018, p. 174, 76).

* Can write accounts of experiences, describing feelings and reactions in simple connected text (Council of Europe,
2018, p. 174, 76).

* Can summarise, report and give his/her opinion about accumulated factual information on a familiar routine and
nonroutine matters, within his field with some confidence (Council of Europe, 2018, p. 174, 77).

*Can clearly signal chronological sequence in narrative text (Council of Europe, 2018, p. 76).

B2 *| can write letters highlighting personal significance of events experiences (Council of Europe, 2001, p. 27).

* Can write clear, detailed descriptions of real or imaginary events and experiences marking the relationship between
ideas in clear connected text, and following established conventions of the genre concerned (Council of Europe,
2018, p. 173, 76).

*Can write letters conveying degrees of emotion and highlighting the personal significance of events and experiences
and commenting on the correspondent's news and views (Council of Europe, 2018, p. 94).

C1  * Can write clear, detailed, well-structured and developed descriptions and imaginative texts in a mostly assured,
personal, natural style appropriate to the reader in mind (Council of Europe, 2018, p. 176, 73).

* | can express myself in clear, well-structured text, expressing points of view at some length (Council of Europe,
2018, p. 169).

*Can employ the structure and conventions of a variety of written genres, varying the tone, style and register
according to addressee, text type, and theme (Council of Europe, 2018, p. 75).

C2  *Ilcan write clear, smoothly flowing text in an appropriate style. | can write complex letters, reports or articles
which present a case with an effective logical structure which helps the recipient to notice and remember
significant points. | can write summaries and reviews of professional or literary works (Council of Europe, 2001, p.
27).

* Can write clear, smoothly flowing, and engaging stories and descriptions of experience in a style appropriate to the
genre adopted (Council of Europe, 2018, p. 173, 76).
SPEAKING

Al  * Can produce simple mainly isolated phrases about people and places (Council of Europe, 2018, p. 69).

* Can ask and answer questions about themselves and other people, where they live, people they know, things they
have. Can indicate time by such phrases as next week, last Friday, in November, three o'clock (Council of Europe,
2018, p. 90).

A2  *Cantell astory or describe something in a simple list of points (Council of Europe, 2018, p. 70).
* Can describe everyday aspects of his/her environment e.g., people, places, a job, or study experience (Council of
Europe, 2018, p. 70).
* Can describe plans and arrangements, habits and routines, past activities, and personal experiences (Council of
Europe, 2018, p. 70).
* Can use simple descriptive language to make brief statements about and compare objects and possessions (Council
of Europe, 2018, p. 70).
* Can explain what he/she likes or dislikes about something (Council of Europe, 2018, p. 70).
* Can describe his/her family, living conditions, educational background, present or most recent job (Council of
Europe, 2018, p. 70).
* Can describe people, places and possessions in simple terms (Council of Europe, 2018, p. 70).
*Can ask and answer simple questions about an event, e.g., ask where and when it took place, who was there, and
what it was like (Council of Europe, 2018, p. 90).

B1  *Icannarrate a story or relate the plot of a book or film and describe my reactions (Council of Europe, 2018, p. 169).

* Can give straightforward descriptions on a variety of familiar subjects within his field of interest (Council of Europe,
2018, p. 70).

* Can reasonably fluently relate a straightforward narrative or description as a linear sequence of points (Council of
Europe, 2018, p. 70).

* Can give detailed accounts of experiences, describing feelings and reactions (Council of Europe, 2018, p. 70).

* Can relate details of unpredictable occurrences, e.g. an accident (Council of Europe, 2018, p. 70).

* Can relate the plot of a book or film and describe his/her reactions (Council of Europe, 2018, p. 70).

* Can describe dreams, hopes and ambitions (Council of Europe, 2018, p. 70).
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* Can describe events, real or imagined (Council of Europe, 2018, p. 70).
* Can narrate a story (Council of Europe, 2018, p. 70).
*Can clearly express feelings about something experienced and give reasons to explain those feelings (Council of
Europe, 2018, p. 70).
*Can say whether or not he/she approves of what someone has done and give reasons to justify this opinion (Council
of Europe, 2018, p. 72).
*Can give important details over the phone concerning an unexpected incident (e.g. a problem in a hotel, with travel
arrangements, with a hire car) (Council of Europe, 2018, p. 92).

B2  *Can describe the personal significance of events and experiences in detail (Council of Europe, 2018, p. 70)
*Can develop a clear description or narrative, expanding and supporting his/her main points with relevant supporting
detail and examples (Council of Europe, 2018, p. 141).

C1 Can give elaborate descriptions and narratives, integrating sub themes, developing particular points and rounding
off with an appropriate conclusion (Council of Europe, 2018, p. 70).
* Can produce clear, smoothly flowing, well-structured speech, showing controlled use of organisational patterns,
connectors and cohesive devices (Council of Europe, 2018, p. 142).

C2 * Can produce clear, smoothly flowing well-structured speech with an effective logical structure which helps the
recipient to notice and remember significant points (Council of Europe, 2018, p. 69).

LISTENING

Al  *Canrecognise concrete information (e.g. places and times) on familiar topics encountered in everyday life, provided
it is delivered in slow and clear speech (Council of Europe, 2018, p. 55).

A2  *Canunderstand the important points of a story and manage to follow the plot, provided the story is told slowly and
clearly (Council of Europe, 2018, p. 59).

B1  *Can understand the main points and important details in stories and other narratives (e.g. a description of a
holiday), provided the speaker speaks slowly and clearly (Council of Europe, 2018, p. 59).
*Can listen to a short narrative and predict what will happen next (Council of Europe, 2018, p. 67).
*Can follow a line of argument or the sequence of events in a story, by focusing on common logical connectors (e.g.
however, because) and temporal connectors (e.g. after that, beforehand) (Council of Europe, 2018, p. 67).

B2  *Can follow chronological sequence in extended informal speech, e.g. in a story or anecdote (Council of Europe,
2018, p. 56).

C1 -

c2 -

Pre-A1l level, which was framed as a new reference level in the CEFR Companion Volume published in 2018, was not included
in the table above because no narrative texts or level descriptors that could be associated with narratives were encountered at
this level. Al level learners can receive and grasp the general meaning of simple and short (and slowly delivered in the case of
spoken texts) texts that are about themselves or their immediate surroundings, concrete or embodying elements concretized
through pictures, etc., when the time, setting, and people in the narratives are clear. They can also produce texts of a similar
nature. A2 is the level with the highest number of level descriptors. Therefore, it is the level for which the highest number of level
descriptors associated with narratives was provided in the table. At this level, narratives (noted as short and simple though) and
narrative genres such as story, comic, photo story, short newspaper article, advertisement, and letter are mentioned for the first
time. A learner at this level can follow the flow of spoken or written texts in which the events are in chronological order as well as
producing very simple narratives that include descriptions of persons or places using simple connectives. An Al or A2 level learner,
who is also described as a “basic user” (Council of Europe, 2001, p. 23), cannot be said to have a narrative competence (Pavlenko,
2006) because she/he has limited resources to structure, evaluate, elaborate, and ensure coherence, and more importantly, and
she/he is not proficient enough to produce an example of any genre in the target language.

A B1 or B2 level learner is described as an “independent user” in the CEFR (Council of Europe, 2001, p. 23). It can be claimed
that learners at the B1 level are able to cope with more general content outside of their immediate surroundings for the first time.
They can produce written or oral descriptions of events and their experiences with important details more fluently than at A levels
by making connections between events. Also, at this level, learners show awareness of the conventional structures of genres for
the first time (Council of Europe, 2018, p. 141). It is seen that a more independent learner is depicted in the level descriptors at
the B2 level. Learners can understand and produce narrative texts at this level without being as dependent on reference sources
as before. For example, they can read novels with an uncomplicated plot and only one narrator. They can evaluate the events by
emphasizing the importance of the events for themselves in their narratives and can create cohesive texts in which they emphasize
the relationships between the events or opinions using conjunctions. They can produce all the components in Labov's rhetorical
schema at a minimum. For these reasons, it can be concluded that independent users have a developing narrative competence.

Learners at C1 and C2 levels are termed as “proficient users” (Council of Europe, 2001, p. 23). A C1 level learner can develop
an elaborate oral or written narrative from orientation to coda according to Labov’s (1972) schema. A learner at the C2 level can
even notice the stylistic nuances of discourse, in addition to the competencies developed at the previous levels. It can be claimed
that learners at this level are able to cope with complex narrative texts that involve complicated phenomena such as multiple
narrators or various point of view devices and adapt them to the situation or to the culture while producing such texts. Therefore,
proficient users can be said to have been equipped with the skills required for narrative competence.
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When the level descriptors regarding narrative texts are analyzed with respect to the four skills, it is observed that learners
can understand descriptions about themselves, people around them, their family, immediate surroundings, and events taking
place in daily life in Al and A2 levels, and the ones about feelings, wishes, experiences and events in B1 level. While there are
descriptors regarding understanding short, simple, and plain texts about daily life at A1, A2, and B1 levels, the use of the word
"advanced" in descriptors at B2 and C1 levels might indicate an increase in terms of the difficulty as learners can understand and
evaluate long and complex literary texts at these levels. At the C2 level, there are level descriptors related to understanding, critical
reading, and evaluation of abstract and complex literary texts. There can be multiple narrators in literary narrative texts, which
can create unconventional structures in a narrative. The discourse of the text is noticed as much as its story. Sometimes the way
the story is told gets more attention than the story itself. Therefore, it can be asserted that a learner at this level has the ability to
understand narrative texts in which different literary techniques are used.

Another finding related to reading is that the number of level descriptors related to narrativeness is the highest in reading
among four skills. During reading, schemas related to the content of the text in long-term memory, reading processes (decoding,
skimming, inferencing, summarizing), and their types (Bayat, 2018) are activated. Therefore, this process requires the learner to
perform many operations simultaneously and have relevant competencies. The fact that the number of level descriptors is the
highest in reading can be associated with the fact that learners can achieve more in receptive skills than productive skills.

As for the writing skill, there are descriptors about making simple sentences about themselves, the people around them, their
families, places where they live, and events at Al and A2 levels, and descriptors about relating experiences and events are
encountered at B1 and B2. In the C1 and C2 level descriptors, the expression "advanced" is used, as in the descriptors for reading,
and an emphasis is put on clarity, comprehensibility, and fluency in descriptors referring to writing fictional letters, imaginary
texts, stories, etc. It is thought that these point to an increase in the difficulty of descriptions and the fictional quality of the
writings. While basic users are expected to produce simple and short texts, proficient users are depicted as users who have the
potential to produce literary texts that involve fiction, imaginary elements, or narrative aspects, or who can operationalize
different structures and rules according to the style, genre or theme of the text as well as use different styles or even criticize
literary works.

Writing is a multidimensional and complex process as it includes many cognitive processes. In the writing process, learners’
knowledge of the background and the world interact with many skills (related to styles in the target language; vocabulary, syntax
and grammatical structures; cultural specificities, point of view, etc.). Writing, which is one of the productive skills, also requires
higher-level thinking. It is observed that the difficulties of level descriptors in writing increase in C1 and C2 since this skill develops
later than receptive skills (Keser, 2018, p. 89) and requires more cognitive processing at advanced levels.

A wider variety in terms of descriptions has been found in the scope of speaking at A1 and A2 levels. There are level descriptors
regarding describing oneself, the people around, one’s family, the place one lives in, daily events, one’s living conditions,
education, job, possessions, plans, habits, and experiences. Speaking is needed in all domains in life and thus has a wider
functionality. The diversity of descriptors related to speaking, especially at the basic level, in the CEFR is compatible with its wider
functionality in daily life. It can be said that B1 and B2 level learners have the capacity to be able to tell the theme and plot of a
story or movie and express their feelings, dreams, passions, reactions and experiences. At C1 and C2 levels, the difficulty of tasks
increases. Speaking, as a productive skill, develops later, like writing, because the coding process is more difficult than decoding
for learners (Dogan, 2009; Keser, 2018). Therefore, advanced learners are expected to be able to come up with elaborate and
comprehensible descriptions or narratives on complex subjects according to the CEFR.

Regarding listening, descriptors at A1 and A2 levels that are related to being able to recognize concrete issues concerned with
daily life and also to being able to follow the theme and plot of a story are presented in more detail as being able to understand
the main points, details and the sequence of events in narratives at B1 and B2 levels. In addition, emphasis is placed on short
narratives and understanding slow and clear speech at these levels. It is noteworthy that while the competencies of C1 and C2
level learners were possible to identify for other skills, no narrativity-related level descriptors that can be included in the table for
the listening skill could be found in the CEFR.

CONCLUSION AND RECOMMENDATIONS

Narrative texts deserve special attention for the role they play in developing the narrative competences of learners, which are
crucial in communicating in the target language and within the community speaking that language. However, in the CEFR published
in 2001 and the Companion Volume published in 2018, a framework regarding different text types has not been established, and
scales specific to text types have not been developed. Therefore, in this study, the scales containing the information and level
descriptors in the CEFR were examined, and the information about narrative texts and level descriptors thought to be guiding in
the context of foreign/second language teaching were selected and brought together.

In line with these, one conclusion drawn in the study is that the CEFR mentions some genres that can be considered as
narrative, such as stories, letters, novels, imaginary texts, and provides level descriptors that can be associated with these genres.
What is more, level descriptors mentioning advertisements, comics, photo stories, biographies, postcards, travelogues, news
items, personal narratives, films and anecdotes are few. Based on these results, considering theirimportance in language teaching,
it is thought that the level descriptors related to narrative texts are limited. However, although genres such as epic, fable, myth,
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movie/tv series script, memoir and game commentary are not directly included in the text, culture-specific genres and other
narrative texts can be included in the programs by the users (program developers and language teachers) of the CEFR, taking the
requirements of the context and the needs of the learners into account, and can be defined clearly in specific objectives
considering that the mentioned genres are given as examples since the CEFR is a general framework.

Another conclusion reached is that presentation of the reading as a leisure activity scale, which is introduced in the CEFR
Companion Volume has resulted in an increase in the number of level descriptors that can be related to narrative texts and
competence. Although new scales and level descriptors related to narrative texts regarding all of the four skills were added to the
CEFR in 2018, the number of the new descriptors that relate to listening and speaking is higher than those relating to reading and
writing. This can be interpreted as an adjustment to compensate for the insufficiency of the text published in 2001 regarding oral
skills; however, when the two texts in question were evaluated together, it is found out that the level descriptors that can be
associated with narrative texts and competence at all levels are the fewest in number regarding speaking and listening, and the
highest regarding reading. Considering the abundance of narrative genres based on fiction in literature in which written production
is essential, this result regarding reading is not surprising.

It is observed that the level descriptors that can be functional in making inferences about whether or not the learners have
narrative competence are structured gradually in the CEFR, in parallel with the A, B, and C levels defined as basic user, independent
user, and proficient user levels. Thus, while it is possible to maintain that a learner at A level has very limited narrative competence,
a learner at B-level has started to develop this competence and is on the way to perfect it. Not surprisingly, C-level learners are
expected to demonstrate a high level of narrative competence.

It is necessary to acknowledge that the CEFR, as a common framework, makes general statements about language
teaching/learning theories and practices and points to the diversity of possibilities rather than cover all the possible situations or
answer all the questions. Keeping in their minds that the CEFR is just a guide, program developers, textbook writers, and language
teachers can benefit from a wider variety of narrative texts in the programs, books, materials, or lessons they prepare in line with
the approach of the CEFR and their own teaching context, and they can come up with a number of activities to develop narrative
competence. If researchers clarify the narrative competence-related sub-skills in the form of objectives, define them through
language-specific features, engage in academic studies researching these in detail, and focusing on different genres, they would
contribute significantly to the field.
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Abstract

The aim of this research was to examine the teachers' views on the 2006 Turkish Lesson Curriculum (TLC)
and speaking skill methods/techniques in the literature. The model of the research was a
phenomenology pattern, which is one of the qualitative research methods. The data were obtained from
26 Turkish teachers working in the central district of Bolu in the 2013-2014 school year. Criteria sampling
method, one of the purposeful sampling types, was used to determine the participant teachers in the
study group. In the research, a semi-structured interview form consisting of 8 items was used as a data
collection tool. The data obtained were analyzed according to the content analysis method. According
to the findings of the research, it was concluded that the teachers did not know the methods/techniques
of speaking education sufficiently, that they experienced conceptual confusion about the
methods/techniques, they lacked theoretical knowledge in the application of the methods/techniques;
however, they could not turn them into practice skills. Teachers attribute their insufficiency in
methods/techniques to the deficiencies in undergraduate education, the complexity of programs and
guidebooks, and the inadequacy of the literature. In the research, some of the implications and
suggestions for education are included within the scope of these findings.

6z

Bu arastirmanin amaci, 2006 Tiirkce Dersi Ogretim Programi (TDOP) ve literatiirde yer alan konusma
becerisi ydbntem/ tekniklerine iliskin 6gretmen goruslerinin incelenmesidir. Arastirmanin modelini nitel
arastirma yontemlerinden olgubilim (fenomenoloji) deseni olusturmaktadir. Veriler 2013-2014 egitim
6gretim yilinda Bolu’nun Merkez ilgesinde gorev yapan 26 Tirkge 6gretmeninden elde edilmistir. Calisma
grubunda yer alan 6gretmenlerin belirlenmesinde amagli 6rnekleme tirlerinden 6lglit 6rnekleme
yontemine basvurulmustur.  Arastirmada veri toplama araci olarak 8 maddeden olusan yari
yapilandirilmig gorisme formu kullaniimistir. Elde edilen veriler igerik analizi yontemine gore
¢ozumlenmistir. Arastirma bulgularina goére 6gretmenlerin konusma egitimi yéntem/ tekniklerini
yeterince tanimadiklari, yoéntem/teknikler konusunda kavramsal karmasa vyasadiklari, ydntem/
tekniklerin uygulanmasinda teorik bilgi eksikligi icerisinde olduklari ya da bildikleri halde uygulama
becerisine dénistiiremedikleri sonucuna ulasiimistir. Ogretmenler yéntem/ tekniklere iliskin
yetersizliklerini, lisans egitimindeki eksiklige, program ve kilavuz kitaplarin karmasikligina, literattirin
yeterli olmayisina baglamaktadir. Arastirmada bu bulgular kapsaminda egitime y6nelik bazi ¢ikarimlara
ve Onerilere yer verilmistir.

1 This study was produced from the master's thesis titled "Teacher Opinions on the Methods/Techniques Suggested for Speech Education
in the Secondary School Turkish Language Curriculum".
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INTRODUCTION

Speaking skill can be claimed to have important effects on a human’s cognitive, social and psychological
existence. Having successful speaking skills in daily life, people gain advantageous positions in almost every field
of life. Dominant communication channel is the speaking skills in all social constructs such as school, work,
education, and family. Some regrets and self-criticisms are heard around, such as “All my troubles come from my
tongue; nothing is more troublesome than my tongue.” The complaint point here is about the obstacles during
communication. A dialogue starting with the lack of basic communication approaches such as respect, nice style,
emphatic vision, tolerance, and faith can go to unpleasant points, cause communication barriers and undermine
socialization which is the greatest potential of the human being. In this context, the most important mediator
variable of love, respect, and finally self-realization Maslow (1943) mentioned can be claimed to be speaking
skill. Yusuf Has Hacip in Kutadgu Bilig points to the place of speaking in social relationships through his words
“Destiny of human changes according to his/her speaking / Either he will be head of the country or will be
beheaded.” The proverb “Sweet speaking takes the snake out of its hole.” emphasizing the importance of
speaking skills in human-to-human relationships, indicates the power of speaking skill. Another word indicating
this power is expressed among people in this way: “Speaking may make one either vile or the king.” In their meta-
analysis study (99 articles between 1955 and 1999), Morreale, Osborn, and Pearson (2000) examined the effects
of speaking skills in human life under the four titles of personal development, academic development, social
development, and professional development. In this context, training can be claimed to be extremely important
in speaking skills that greatly affect on the individual’s existence, mental processes, thinking world,
communication with the society, production of culture, and sense of belonging.

All shareholders particularly formal educational institutions effective in the process, have great
responsibilities in the development of speaking skills (Morreale and Pearson, 2008; Hunt, Wright and Simonds,
2014). Although Chomsky (1957) claims that human being is born with the ability to acquire and use the language,
it should not be forgotten that this ability becomes operative by means of the environment. It was observed that
wolf children (Amala and Kamala) grown in a medium far away from people in the 1920s in India could not speak
and behave like humans (Sisman, 2001). Likewise, it was found that the children brought up far from concern,
love and communication in “Romanian Orphanages” lacked various humane skills particularly speaking skills.
Many similar cases have been observed and discussed so far. These cases have shown that the responsibility of
emerging and developing the speaking skill belongs to environmental factors such as family, school and society
though it is an innate humane ability.

It can be claimed that training of speaking skill is underestimated despite of its importance in individual and
social life (Gogls, 1978; Asicl, 1996; Taser, 2000; Canbulat, Celenk and Canbulat, 2004; Hart, 2005; Sargin, 2006;
Arhan, 2007; Arslan, 2010; Bas, 2011; Altuntas, 2012; Yaman, Tulumcu and Demirtas, 2013; Hunt, Wright and
Simonds, 2014; Herbein et all, 2018). The fact that the children can speak when they come to school makes the
teachers think that the children know how to speak and that there is no need to spend effort on speaking skills.
Moreover, it can be expressed that some educators think adding training of speaking skills to the program is
unnecessary (Tompkins, 1988). However, research indicates that speaking activities at school and participation
of the children in these activities are beneficial (Dickson and Patterson, 1981; Wilson, 1997; Zaher, 2006; Yildiz,
2015; Kemiksiz, 2016; Herbein et al., 2018; Kartallioglu, 2018; Unsal, 2019). Children learn to speak more or less
before starting school. However, that speaking is “Turkish of their own age and environment.” Moreover, that
speaking generally being casual bears dialect features. The facts that speaking skill acquired in the family contains
local features and that regional dialects are dominant in new coming students create barriers in social agreement.
Gokalp indicates the national agreement language conceptualized as Istanbul Turkish by saying “Fine language is
Turkish to us / Another language is a night to us / Istanbul dialect / purest and finest to us.” The institutions which
can change speaking language from local structure to the national one are the schools. In Goglis's (1978) view,
local speaking should be absolutely terminated in primary and secondary schools. If the transfer from local to
cultural speaking cannot be achieved until the age of fourteen, it will be more difficult after this age.

Speaking training is not a process of loading some memorized knowledge into the brain, but it is a skill lesson
during which the individual makes all new learnings parts of his/her own life. It is not possible to develop speaking
skills by memorizing the rules or making these rules memorized. Speaking skill is acquired only by speaking. Not
speaking, not thinking in a way, and as a result, not participating in class activities mean not learning (Kavcar,
Oguzkan, and Sever; 2005). Therefore, it is necessary to make many and various practices, listen to fine and
effective speaking persons and take them as models (Ozbay, 2005). Development of speaking skills as in
developing all other knowledge, skills, and abilities is possible with rich educational experiences. It cannot be
contended that basic language skills particularly speaking and listening skills were given importance in Turkish
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language classes before the 2006 Turkish Lesson Program (Ozbay, 2006; Giines, 2014). 2006 Turkish Lesson
Program (6-8), unlike previous programs, included methods to implement; therefore, it led the teacher the way
in the field of a method using in mother tongue courses (Ozbay, 2006).

The program lists ten methods/techniques toward transferring speaking skills goals to students under the
title of “Methods and Techniques” and asks for carrying the speaking activities to learning environments
employing these methods. For instance, it suggests the method of free speaking in the activity of “Maymun
GOzUnl Acti (Monkey Opened its Eyes)” and that of guided speaking in the activity of “Gilzel Bir Giin (A Nice
Day).” Furtermore, the need for using different methods in other speaking activities is emphasized (Ministery of
National Education [MNE], 2006). It is placed an emphasis of “Each speaking activity should be done according
to a definite method and technique and each activity should be done by a different method (MNE, 2006, p. 257).”
by pointing to the importance of methods/techniques in the process in teaching lesson section of Turkish Course
Teaching Program. Once again, in the memorandum of Turkish Teachers Special Competencies MNE (2008)
transmitted, it is placed the expression of “Teacher uses different methods and techniques according to students’
development levels.”. It means that Turkish teachers should know and apply special teaching methods and
techniques in Turkish teaching. Binbasioglu (1995, pp. 46-47) concludes that the most important determinant of
the teaching profession is his/her dominance over teaching methods. This fact was known in the first foundation
phase of teacher-raising schools, and the teaching methods course was the first professional formation course
inserted into the teacher schools’ programs. In this respect, it can be stated that the method/technique issue in
education plays a vital role in achieving program gains.

In the light of all these facts, speaking skill training and methods and techniques used in this training can be
said to be important. When literature examined, it can be found a great number of studies related to speaking
training (Kurudayioglu, 2003; Ozbay, 2005; Temizyiirek, 2007; Ucgun, 2007 Temizkan, 2009; Dogan, 2009;
Altuntas, 2012; Ayranci, 2016; Kemiksiz, 2016; Kartallioglu, 2018; Unsal, 2019) but no remarkable studies based
on teachers’ views about the practices of methods and techniques in speaking training. Considering the
importance of speaking training and its problems explained above in detail, it is appreciated that the efforts to
enlighten how methods and techniques are perceived and used by teachers are crucial. Within this scope, in this
study examining teachers’ views about 2006 (6-8) Turkish Lesson Program (TLC) and methods and techniques
toward speaking skill existed in literature, answers have been sought for the following questions.

1. What are the methods/techniques teachers use in the development of speaking skills?

2.  What are the teachers’ views about their competencies related to speaking skill methods/techniques?

3. What are the teachers’ views about factors they care about while choosing methods/techniques in
speaking skills training?

4. What are the teachers’ views about the practice of speaking skill methods/techniques in the learning-
teaching process?

5. What are the teachers’ solution proposals against the problems they encounter in the practice of
speaking skill methods/techniques?

METHOD

In this section, explanations about the design of the study, study group, instruments, and data analysis were
done.

Design of the Study

In this study, phenomenology design, one of the qualitative research methods, was used. The main goal in
phenomenological studies is to discover the participants’ views, perceptions, tendencies, and beliefs related to
a phenomenon that exists but is not exactly understood (Creswell, 2013; Yildirim and Simsek, 2018).

Study Group

Study group of this research consists of 26 Turkish teachers serving in the Bolu city center. In selecting teachers
in the study group, the criterion-referenced sampling method, one of purposive sampling, was used. The criteria
were teachers’ actively teaching, graduated department, serving time, average student numbers of the classes
in which they teach, voluntary participation, and their representation qualities of the population. The interviews
with the study group were held in April, May, and June 2014. Demographic information of the teachers in the
study group has been depicted in Table 1.
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Table 1. Demographic information of the teachers in the study group

Personal Information f %
Gender Female 15 57.7
Male 11 423
Graduated department Turkish Language Teaching 19 73.0
Turkish Language and Literature Teaching 2 7.6
Classroom Teaching 2 7.6
Department of Turkish Language and Literature 2 7.6
Others (English, French, German) 1 3.8
Student numbers 20 and below 3 11.5
Between 21 and 30 14 53.8
30 and above 9 34.6
Service time 0-5 years 7 26.9
6-15 years 15 65.3
16 years and above 4 15.4
TOTAL 26 100

Data Collection Tool

Data resources in phenomenological studies are the persons who experience the phenomenon the research
focused on and can reflect the phenomenon. The main data collection tool in this study is the interview. In this
context, a semi-structured interview form prepared by the researcher was used in this study. The interviewer
has great flexibility in a semi-structured interview. The researcher, in this kind of data collection, has the freedom
of asking both pre-determined questions and additional questions to take detailed information about the pre-
determined questions (Yildirim and Simsek, 2018). Within this scope, literature was reviewed, and a series of
draft questions were prepared before forming the last version of the interview form. Views of six academicians
serving in the departments of Turkish Education and Educational Sciences were taken about draft questions. As
a result of these views, the number of questions was increased from six to eight and some corrections about
wordings were done. These studies were done to ensure the content validity of the interview form. Before
finalizing the interview form, it was submitted to two Turkish teachers serving in the Bolu city center to test the
intelligibility of the questions, and these teachers were excluded from the study group.

Data Collection

Taking voluntariness into consideration, all the teachers in the study group were contacted through
telephone, and an appropriate time was planned for the interviews. The interviews were held at lunch time, after
classes, at free hours, or on free days as pre-planned. Teachers’ rooms, libraries, administrative rooms, canteens,
or open areas were preferred in accordance with the teachers’ requests. The interviews held with a total of 26
Turkish teachers took between a minimum 13.04 minutes and a maximum 45.31 minutes. The total interview
time in the study was 11 hours, 44 minutes, and 49 seconds. Mean interview time was 27 minutes and 07
seconds. Recording equipment was used in the interviews by taking the teachers’ permissions. Additionally,
important points were written down by the researcher. These notes mainly involve a description of teachers’
body language reflecting their mood while they answer the questions. The environment was arranged, and
necessary breaks were taken in long interviews or unexpected situations in accordance with the teachers’
requests. Therefore, validity and reliability of the data were tried to ensure. The names of the schools and the
teachers’ institutional and personal information were not revealed for ethical considerations, but only random
coding (T1, T2, T3, ...) was used to facilitate the elaboration of the data.
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Data Analysis

Content analysis was used to analyze the interview data. The main aim of content analyses is to find out the
concepts and relationships that can explain collected data. Data were processed in detail in content analyses,
and the concepts and the themes hard to notice are discovered at the end of these analyses. The main process
is to gather similar data around the definite concepts and themes and to explain them in a way reader can
understand by organizing (Yildirnm and Simsek, 2018). Validity and reliability studies are crucial in data analysis.
Therefore, data were analyzed synchronically with another researcher (Turkish teacher / expert in educational
sciences). In Yildirim and Simsek’s (2018) view, an additional study to ensure coding reliability is needed in cases
when more than one researcher studies on data. Researchers in these cases code the same data sets and
compare coding similarities and differences numerically and calculate the coding percentage. It is necessary to
reach at least 70 percent level reliability in these cases. In reliability of data in this study, codes of both
researchers and the categories related to the codes were compared and calculated an agreement percentage of
91 (Miles and Huberman, 1994). Researchers reached an agreement after discussing disagreed items.

FINDINGS

In this section, there are findings related with teachers’ views about 2006 (6-8) Turkish Lesson Program (TLC;
MNE, 2006: 64,65) and methods and techniques toward speaking skill existed in literature.

Findings Related to the First Research Question

In the first research question, there are Turkish teachers’ views about what methods and techniques they
use to develop speaking skills. Obtained findings related to this question have been summarized in Table 2.

Tablo 2. Turkish teachers’ views about methods and techniques they use in speaking training (n=26)

Themes and sub-themes Themes and sub-themes
Methods and Techniques not placed in TLP f Methods and Tecl_}r:iF?ues not placed in f
Question-Answer 26 Guided Speaking 20
Brainstroming 24 Attended Speaking 15
Dramatization 15 Creative Speaking 14
Deduction 12 Discussion 10
Induction 12 Emphatic Speaking 8
Six Hats Thinking Method Critical Speaking 7
Speaking on Desk Persuation Method 7
Speaking Based on Caricature, Picture, etc. Free Speaking 6
Telling Memory or Story Speaking by Choosing from Word Pool 3

Role Cards
Speaking Circle

Keeping in Mind -

R R P W W W W

Perform Karag6z or Puppet Show

In examining Table 2, it can be said that techniques mostly used by the participant teachers are question-
answer (f=26), brainstorming (f=24), guided speaking (f=20), dramatization (f=15), creative speaking (f=14),
deduction (f=12), induction (f=12) and discussion (f=10). It can also be said that emphatic speaking (f=8), critical
speaking (f=7), persuasion method (f=7), free speaking (f=6), speaking by choosing from word or concept pool,
six thinking hats, speaking on desk, caricature, picture, etc. are used less, and technique of keeping in mind is not
used at all by the participant teachers.

Views of majority of the teachers can be gathered under the inclusive statement of “I use the methods and
techniques in Turkish course within the development of speaking skill. | make the children do the activities of
guestion-answer and brainstorming and make them do guide speaking or discussion in which | also participate
in order to make them speak (T.14).” The teachers emphasized that they do not much use the methods and
techniques the program suggests because the question-answer method is at the center of the lessons for the
development of speaking skills. They concretize their usage level by expressing, “We try to use a couple of times
by considering the intensity of the topics when we have time during the year (T.4).”

T.4: “I use the methods the program suggests as well, but | use the methods of question-answer, brainstorming
and discussion more, which are easier for me.”
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T.18: “We are not open to different methods and techniques. We constantly use the methods which are familiar,
known, and easy for us.”

T.20: “A non-reading child cannot speak. This is an important problem for the children. Therefore, | generally use
guided speaking. Everyone can say something with this method. | want the children to enter into the spirit of the
subject at the same time by using the question-answer method.”

T.21: “I do not use a specific method in speaking training. | take the children’s views about the subject by means
of the question-answer method.”

Findings Related to the Second Research Question

In the second research question, Turkish teachers’ views about their competences related to the
methods/techniques they use in the development of speaking skills have been examined. Findings related to the
second research question have been summarized in Table 3.

Table 3. Teachers’ views and reasons about their competencies in using methods/techniques for speaking
training (n=26)

Themes and sub-themes f Themes and sub-themes f
Sufficient 6 Partly Sufficient-Insufficient 20

Insuffucient Domain

Sufficiency Cases Conceptual Lackness 5

Knowledge of Method/Technique 14

Knowledge of Method/Technique 6 Application Skill toward Method and 6
Application Skill toward Method 6 Technique

and Technique
Reasons

Lackness during undergraduate education 15

Guidebook confusion 15

Program insufficiency 12

Literature Lackness 4

Scarcity of Personal Effort 3

In examining Table 3, it has been determined that majority of the participant teachers (f=20) see themselves
as partly competent or incompetent in the fields of misconception (f=5), lack of knowledge (f=14), transferring
the knowledge to practice (f=6) and integration of methods and techniques with Turkish lessons. On the other
hand, the minority of the teachers (f=6) see themselves as competent related to this topic.

T.2: “These methods have been explained just with a couple of sentences. They remain so brief. | do not know
how to use them.”

T.12: “There was something called side field during our university time. For instance, our side field was Social
Sciences, and we always took the courses of History and Geography. We also learned about grammar, phonetics,
morphology, Old Turkish, Middle Turkish; these are all useful, but | do not remember much about language skills
at the moment. | mean, there is the effect of the courses that we did not take during university instruction for our
incompetency.”

T.10: “We do not give adequate importance to speaking training as a community or group. | mean, none of us
ask the question of ‘What have you done for the development of speaking skill?’ to each other.”

T.26: “Children like to jaw, and they withdraw themselves when their views are asked. Children are quarreling in
this situation, and so | have to cut the activity. | do not make separate time for speaking in order not to face these
kinds of situations. | make them speak by asking them questions.”
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Findings Related to the Second Research Question

In the third research question, Turkish teachers’ views about methods and techniques they use for developing
a speaking skill have been examined. Findings related to the second research question have been summarized in
Table 4.

Table 4. Turkish teachers’ views about factors when they choose methods and techniques for developing a
speaking skill (n=26)

Themes and sub-themes Themes and sub-themes
Student Characteristics f Teacher Characteristics f
Studentls Active Participation 11 Teacher’s Inclination toward the Method 20
Student’s Level d Knowledge of Method/Technique 6
Student’s Desire 3 g q
Time and Physical Opportunities Features Related with Program and Method
Duration 25 Features 9f subJect/theme 16
Speaking Skill Goals 6
Student Number 20 - .
. Other Learning Domains 4
Classroom Properties 6 . .
School Properties 5 Suggestion of Program and Guidebook 3
P Method/ Practicality of the Technique 2

In examining Table 4, the interviewed teachers can be said to consider the factors related to student, teacher,
time, physical opportunities, program and method when they choose methods and techniques for developing
speaking skills. It can be said that class duration (f=25), student number (f=20), familiarity of the teacher with the
method (f=20), features of topic/theme (f=16), students’ active participation (f=11) and students’ levels (f=9) are
particularly taken into consideration by the teachers. It can also be said that speaking skills goals (f=6) and
students’ desires (f=3) are relatively less considered by the participant teachers in choosing methods and
techniques for developing speaking skills. Views of participant teachers are presented below by quoting.

T.4: “Everyone has a specific teaching style, and practicality is important for me.”

T.6: “I choose the practical techniques by which all our students can speak, and the class duration will be
adequate because speaking is an individual activity.”

T.11: | cannot make much time for speaking activities, but as long as | have time, especially at the end of the
class, | use practical methods and techniques. | sometimes ask the students to tell one memory and sometimes
use a free speaking method on current issues.”

T.14: “There some methods students like much; but these methods take too much time. Therefore, | cannot
make time for other learning skills. As a result, | generally use practical question-answer and brainstorming
techniques.”

T.26: “The best method for me is the method | know, and | am capable of using. Therefore, | do not use the
methods | do not know. It cannot be called choosing, but | use the methods on which | specialized. For instance, |
use wh question method.”

Findings Related to the Fourth Research Question

In the fourth research question, Turkish teachers’ views about the application of the methods and techniques
for developing speaking skills. The findings obtained related to the research question have been summarized in
Table 5.

Table 5. Frequency values related to the teachers’ views about the application of the methods and techniques
for developing speaking skills (n=26)

Positive Negative
Themes View View
f f
Necessity of Method/Technique in Speaking Training 11 15
Practicality of Methods/Techniques with Activities 13 13
Sufficiency of the Methods/Techniques suggested in TLP to Achieve Speaking Skill Goals 10 16
Guidance of Program and Guidebooks 8 18
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In examining Table 5, the participant teachers can be said to have both positive and negative views about the
application of methods and techniques for developing speaking skills. It has been found that the participant
teachers have more negative views (f=15) about the need for methods and techniques in speaking training.
Similarly, the majority of the teachers (f=16) think that the methods and techniques suggested in TLC are
inadequate for developing speaking skills. Moreover, it can be said that the guidance of the program and
guidebook is inadequate (f=18) and teachers’ positive and negative views about the practicality of methods and
techniques are equal (f=13) according to teachers’ views. Views of participant teachers are presented below by
being quoted.

T.3: “Children already speak in Turkish classes. | do not need an extra method. | use these methods from time
to time as the program suggests them.”

T.10: “Methods and techniques take place without planning. Speaking with a specific method limit the
students.”

T.9: “These techniques are introduced at the beginning of guidebooks. They also state which methods and
how they should be used. Sometimes, | even think that these limit teachers.”

T.14: “Guidebook and program should guide the teachers more because teachers have deficiencies in
knowledge and skills related with this field and they should present the activities for this process more concretely.”

T.19: “I look into the guidebook when | plan to make speaking activity. It only tells us to use a specific method
but does not explain how to practice exactly. | can understand how to practice by means of activities; | can practice
them only in this way.”

T.5: “The program is just interested in what students speak. But for me, how students speak is also important.
Methods do not foster this though the program has goals about it.”

Findings Related to the Fifth Research Question

In the fifth research question, teachers’ views about (a) problems and (b) solutions encountered in the
application of the methods and techniques of speaking skills have been examined. Findings obtained related to
the research question have been summarized in Table 6.

Table 6. Teachers’ views about solutions of the problems encountered in the application of the methods
and techniques of speaking skills (N=26)

Suggestions f

In-service training should be given to teachers on speaking training and the methods. 21

A separate lesson having a program for speaking training will make the practice of methods and techniques

more effective. 20
The program and the guidebooks, by being updated, should provide guidance in the application of the 18
methods and techniques.

Didactic activities should be included in undergraduate education. 16
The duration of speaking training in Turkish lessons should be increased. 14
Student numbers in classes should be decreased. 14
A separate classroom having necessary equipment is needed for speaking training. 9

Lesson intensity should be decreased in the unitized yearly plan. 6

Nice speaking samples prepared as auditory should be included in listening activities. 4

Importance of speaking training should be recognized in educational mediums. 4

Students should have books including nice speaking samples. 3

Methods and techniques should be arranged according to class grades. 2

Speaking skills should be developed from very young ages. 2

Activities in which methods and techniques are practiced should be interesting. 2

Table 6 shows that participant teachers suggest in-service training (f=21), a separate lesson for speaking skills
(f=20), development of the program and guidebooks (f=18), quality undergraduate education (f=16), increasing
the duration for speaking in the lessons (f=14), decreasing the student numbers (f=14), designing classrooms
appropriate for speaking training and development of course materials toward speaking skills as solutions for the
problems encountered in the application of the methods and techniques for speaking skills.

Views of participant teachers are presented below by being quoted.
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T.18: “Speaking should be a separate lesson. Children should come to these classes without books because
they feel themselves more comfortable. This will be quite effective. Speaking methods can be practiced more
comfortably in this way. It can be a selective lesson. Curriculum can be lightened more.”

T.1: “Undergraduate education is inadequate in this context. We weren’t given information and skills in the
field of Turkish skills. Therefore, speaking training should be valued more.”

T.12: “Practical activities should be done with the studies of speech stand, practical oratory and
dramatization.”

T.6: “Number of lesson hours should be increased. It should be a selective lesson if needed. Guidebooks should

be more toward practices. Proposed activities should be in accordance with the methods. Guidebook perplexes
me instead of helping. It should be a guide for us more.”

DISCUSSION

It can be stated that the participant teachers use the methods and techniques of question-answer (f=26),
brainstorming (f=24), guided speaking (f=20), dramatization (f=15), and attended speaking (f=15) as a result of
examining the findings obtained in this study goal of which is to determine the views of the teachers related with
Turkish Lesson Program (TLP, 2006) and methods and techniques existing in literature for developing speaking
skills. On the other hand, it has been found that teachers use guided and attended speaking methods and
techniques more often, but they less or never use the techniques of speaking by choosing from the word or
concept pool (f=3) and keeping in mind. Moreover, it can be stated that teachers use general teaching methods
and techniques (question-answer and brainstorming) more than the methods and techniques the program
suggests for developing speaking skills. It can be stated that the most suggested methods and techniques are the
guided and creative speaking; the least suggested ones are free and critical speaking in teacher guidebooks. It is
seen that the technique of keeping in mind is not suggested in any activity. In the light of these findings, it can
be stated that guided and creative speaking techniques which are among the most used techniques by the
teachers are also the most suggested techniques by teacher guidebooks. Another finding obtained in this study
is that teachers who make separate time for speaking training use the methods and techniques suggested in the
program; teachers who do not make separate time for speaking training and mostly teach reading, writing and
grammar do not use the methods and techniques suggested in the program.

The great majority of the teachers (f=20) have views that can be summarized as “I use the method and
techniques | use in Turkish lesson also for the development of speaking skills. | use the techniques of question-
answer, brainstorming, guided speaking and discussions (T.14).” Teachers expressed that they base the question-
answer technique on developing speaking skills (f=26), and they emphasized that they do not much use the
methods and techniques the program suggests. They concretized their usage levels by stating, “We try to use
them for a couple of times during the year when we have time within the frame of subject intensity (T.4).” The
findings obtained within this scope are in line with the findings of previous studies (Kutluata, 2008; Altuntas,
2012). On the other hand, the question-answer method most used according to findings is seen as important by
domain experts in terms of speaking training. Alperen (1994), Ozbay (2005), Temizyiirek (2007) and Kurudayioglu
(2003) emphasized the importance of the question-answer method and make suggestions about how to use this
method. It is seen that the second most used method is brainstorming following the question-answer method
(f=24). The brainstorming method, just like the question-answer method, is also seen as important by experts in
terms of speaking training. Kurudayioglu (2003) claimed that brainstorming is used not only in Turkish lessons
but also in all lessons and it is important for the mental development dimension of speaking skills.

It can be stated that more than half of the teachers (57%, f=15) use the dramatization technique which is not
included in the program. Oz (2001) claimed that dramatization which is important to activate the students in
primary schools, can also be used in the development of verbal performance. It can be stated that it is important
to use the methods and techniques (question-answer, brainstorming, dramatization) that take place in literature
but are not included in the program and which the teachers state that they use intensively in the activities for
the development of speaking training. It can be evaluated as a deficiency that emphatic and free speaking
methods which the program requires to be practiced particularly at definite moments of Turkish lessons are used
by a small number of teachers (30%, f=8).

In examining the findings related to the Turkish teachers’ competences in speaking skill methods and
techniques, the great majority of the teachers are seen to state that they do not make much time for speaking
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training and do not often use the methods and techniques for developing speaking skills. Among the reasons for
not using, the view that they do not know the methods and techniques well and they are not so competent to
use them takes place on the top. On the other hand, some teachers stated that they know the methods and
techniques, but they cannot transform this knowledge into skill.

Six of the teachers (T3, T4, T5, T10, T18) stated that they do some studies in the classroom for speaking goals,
but they do not name the methods and techniques, and they do not know the names of these methods well. In
this sense, similar results were found, and teachers emphasized conceptual confusion in Yaman, Tulumcu and
Demirtas’s (2013, p.415) study. Similarly, a conceptual confusion toward the applying the methods and
techniques was expressed according to the results of Kutluata’s (2008) study conducted in relation to the
methods and techniques in Turkish lessons.

An important part of the participant teachers (f=14) expressed that they do not have the knowledge of
methods and techniques and do not need them to develop of speaking skills. Arhan (2007, p.135) reported that
70% of the teachers have a view that methods are formed on their own in speaking training in time, and 12,3%
of the teachers have a view that there is no need for any method. These findings support the findings of this
study. It can be stated that knowledge about methods and techniques is needed before anything else in order to
use any method and technique healthily. This result of the study may have challenging consequences for the
teachers who are designers and practitioners of educational mediums. Oztiirk and Altunta (2012) also stated that
many methods and techniques suggested in the program are not used for speaking skills and they claimed that
knowledge deficiency is among the reasons for this case. Although speaking skill is accepted as an innate ability,
it can be developed through education like all skills. Therefore, it can be stated that knowing and practicing the
methods and techniques included in the program is the most important responsibility of a teacher. Akdeniz and
Kiguk (2011) call this responsibility a legal-social responsibility.

Nearly one third of the participant teachers (f=8) stated that they know the methods TLP suggests in terms
of both conceptual and content and practice, but they could not bring them to the classroom medium. The
prominent reason, according to the teachers’ views related to inadequacy is the deficiency in undergraduate
education. Constructivist language approach entering rapidly into education after 2005 bases on the learning-
teaching process teachers are not so familiar. It is predictable that teachers who were graduated from university
before 2007 when undergraduate programs were updated according to constructivism may have difficulties in
teaching the language skills, particularly speaking training. Moreover, teachers added other reasons for the
guidebook and literature deficiencies related to inadequacy about methods and techniques they experience.

It can be expressed that the program and the guidebooks explain the related methods and techniques in a
limited way (MNE; 2006, pp. 64, 65). Activities that reflect the basic understanding of the program have been
highlighted. Highlighting the activities is the desired situation, but methods and techniques have been named as
a suggestion (MNE, 2006, pp. 87, 103). The point of how methods and techniques are used has not been fully
clarified in the program. Although much time passed after the introduction of the program, it can be stated that
intensive effort and time are still needed for the introduction and the absorption of the methods and techniques.
It particularly seems not so possible that teachers will learn these methods and techniques through their own
efforts. Moreover, the great majority of publications in this field explain these methods and techniques in a
limited way to the extent that the program introduces them. Ozbay (2006), Unalan (2006), Temizyiirek and et al.
(2011), Sahin and Kana (2013) and Kurudayioglu (2013) included these methods in their books but they did not
refer to the detailed specifications other than the program mentioned. On the other hand, Demirel and Sahinel
(2006), Yildiz (2008), Tazebay and Celenk (2008), Kirkkilic and Akyol (2007) and Akyol (2010) did not include these
methods at all in their books. As a result, the case the teachers do not know the methods and techniques TLP
suggests is closely related to the reasons they expressed.

In examining the findings related to the first and second research questions, it can be stated that teachers do
not see themselves as competent particularly in the techniques of keeping in mind, six hats, speaking by choosing
from word and concept pool. In the study of Oztiirk and Altuntas (2012, p. 352), it was found that the techniques
of keeping in mind and six hats were not used by the teachers. Similarly, in Yaman, Tulumcu and Demirtas’s
(2013, p. 419) study, it was found that the technique of keeping in mind was never used. Teaching technique is
the practicing way of teaching method depending on the individual, place, time, physical conditions, tools and
materials (Oguzkan, 1989; Calp, 2010; Demirel, 2010). If handled in this term, teaching techniques can be seen
important factors in developing speaking skills. Speaking skills consist of many complex factors integrating each
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other. These can mainly be expressed as mental and physical factors (Ozbay, 2006; Kurudayioglu, 2013;
Temizyirek, Erdem ve Temizkan, 2007). Memory education is at the center of mental factors. Knowledge existing
in the memory lies in the background of good speaking. The techniques of keeping in mind and speaking by
choosing from the word and concept pool are important practices in the development of memory in this term.
It should be stated that techniques like the six hats thinking technique can develop speaking skills considering
that speaking exists with a thought or the best evidence of the thought is speaking.

In examining the points that the participant teachers consider in choosing the methods and techniques for
developing speaking skills, it is seen that they value the practice time most. The other points they value other
than this are their familiarity with any method and technique, features of the topic, active participation of the
students, learners’ levels and desires, student numbers, easiness and practicality for the method and technique.
Kiglikahmet (2011) claimed that the most important factor is the time in determining method selection.
Therefore, it is an expectation that teachers take the time into consideration while choosing the method.
However, it is well known that many teachers explain their dependencies to classical methods with inadequacy
of lesson time. Another point valued by the teacher is student numbers. When asked about the maximum
student number for the contemporary teaching methods to be used, the answer is often “as few as possible”.
This point is more important in terms of speaking training. Speaking skill is only acquired by speaking and
students need the opportunities to acquire communication skills in life. Another finding is that very few teachers
consider student desires and program goals in choosing a method.

Lesson goals may give clues about what methods that lesson will be taught. For instance, the statement “using
voice and body language” of the second goal related to speaking skills in the program is directive for method
determination. Choosing a method and technique focusing on physical properties of speaking (diaphragm, vocal
cords, articulation, intonation, etc.) instead of mental skills may be more functional in order to achieve this kind
of goal. Onan (2010) emphasized the importance of considering the effect fields of methods and techniques in
order to achieve the goals with reference to the relation between brain, language and speaking.

Ergin and Birol claimed that speaking ability consists of four elements of visual behavior, voice, language and
mental activity. There are intensive mental activities at the back of audio-visual elements of speaking, which also
make these elements meaningful. Giileryiiz (2002) and Calp (2004) emphasized that speaking has the dimensions
of cognitive, affective, and psychomotor and the skills depending on these dimensions can be developed. Not
taking these acquirable skills and program goals into consideration makes the instruction questionable. It means
arbitrariness because teachers’ first task is making the students acquire the program goals. Another important
point with reference to the findings is that teachers consider “student characteristics” less than “time, physical
properties and teacher characteristics”. This situation can be accepted as the natural result of teacher-centered
approaches they were exposed to and accustomed to during their own learning lives.

Contemporary understanding in education has a viewpoint taking the students into the center and making
them responsible for their own learning. The role of the teacher has changed in educational mediums and the
teacher has a new role of leading the students as a guide instead of the role of transferring the knowledge (Yasar,
1998; Arslan, 2007). This new viewpoint has not decreased the teacher’s responsibility and also has created new
responsibilities. The basic responsibility for the teacher is to know the individual’s interests and needs and bring
the methods and techniques into educational mediums to make the student active in the learning process.
Therefore, speaking methods and techniques should be practiced with a holistic approach considering the
students’ learning styles. Glines (2014) claims that multiplicity and diversity have been aimed toward speaking
goals instead of one concept, one principle, one method, one technique in the Turkish Teaching Program
developed after 2005. Various kinds of methods and techniques have taken place in the program. Teachers
should take many variables into consideration, travel among the methods and techniques masterfully, and bring
the diversity of methods into educational mediums.

It is seen from the findings related to the application of the methods and techniques that teachers have
positive and negative views. Great majority of the teachers have negative views about the need and practicality
of the methods and techniques in the development of speaking skills. TLP emphasizes the need for the methods
and techniques to achieve the goals related to speaking skills (MNE, 2006: 21). The understanding of achieving
the language goals through the activities the program bases on is largely accepted also by the domain experts
(Sever et al., 2011; Ozbay, 2006; Unalan, 2006; Akyol, 2010). It can be referred to as an important problem that
teachers have negative views about using a definite method and technique in speaking training. The way to
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achieve the speaking goals cannot be making the students memorize some speaking formulas or using one- or
two-minute superficial activities at the end of a lesson (Gogus, 1978). Speaking skill, the basic accelerator of
human relationships and democratic life, seems impossible to reach the desired level without any efforts
(Morreale and Pearson, 2008; Hunt, Wright, and Simonds, 2014).

Speaking activity is not only a tool for sharing our feelings and ideas but also an important factor in the
formation of democratic culture. Being aware of self-expression rights and respectful of the exercise of this right
is the requirement of the current age. Social consensus and common understanding are only possible in this way.
The development of civilization and democratization does not seem so possible without speaking training.
Therefore, there are speaking classes in primary and secondary schools in the West. These classrooms contain
tape deck, video player, microphone, and lectern to use in speaking training (Yal¢in, 2002, p. 164). However, it
brings failure to construct speaking training independent of any method and technique. Moreover, the results of
the recent experimental studies investigating the development of speaking skills point to the importance of
method, technique, tactics, and activity practices (Yildiz, 2015; Kemiksiz, 2016; Herbein et al., 2018; Kartallioglu,
2018; Unsal, 2019).

Findings related to the problems encountered in the application of speaking methods and techniques and the
solution proposals indicate that the participant teachers need in-service training. The teachers suggested that
there should be a separate lesson for speaking training, the program should be updated considering the speaking
training more, didactic studies on special teaching methods should take place in undergraduate education, the
duration for speaking skills in Turkish lesson should be increased, student numbers should be decreased, and
special classrooms should be designed.

Great majority of the teachers suggested that there should be a separate lesson or hour for speaking training.
Literature has studies supporting this suggestion (Arslan, 2010; Dedeoglu Orhun, 2009; Saglam, 2010). However,
the emphasis of the program related to this point is “Turkish learning consists of listening/watching, speaking,
reading, writing and grammar toward the development of comprehension, interpretation. The mentioned
learning fields should be handled holistically as they interact with each other (MNE, 2006, p. 2)”.

MNE has issued view letters and circulars on the development of the mother tongue holistically at various
times so far. It is mentioned in these issues that behaviors related to comprehension (listening-reading),
production (speaking-writing) and grammar should be taught to students and the teachers should switch from
one activity to another masterfully (Altuntas, 2012). In this context, the fact that speaking cannot be separated
from other language skills should be taken into consideration, and the development of speaking skills should be
valued even if speaking training does not have separate lessons. It can be stated that teachers have the greatest
responsibilities at this point. Turkish teachers should be able to switch among learning fields masterfully and use
methods and techniques proper to students’ levels and lesson goals (Ozbay, 2005; Kurudayioglu, 2003).
Moreover, there are different views other than the view that speaking training cannot have a separate lesson.
According to this view, speaking skills cannot be taught to children by superficial activities in the limited time
during lessons. Therefore, a separate lesson is needed for the speaking training (G6gus, 1978; Kilig, 2000;
Dedeoglu Orhun, 2009). Er (2011) claimed that speaking training should take place as a mandatory lesson in the
curriculum of primary schools. Similarly, Saglam (2010) claimed that a lesson named “Diction and Oratory” should
take place in the -7™- grade classes. In this context, placing the lessons of ‘drama’ for the -5"- and -6™ - grade
classes and ‘communication and presentation skills for the -7t" - and -8 - grade classes in secondary schools in
the 2011-2012 school year can be evaluated as pleasing.

CONCLUSION AND SUGGESTIONS

It has been concluded that the participant teachers in this study are not aware of their own competences
related to the methods and techniques for speaking training suggested in the Turkish Lesson Program. It can be
expressed that the participant teachers do not know the methods and techniques well. They experience
conceptual confusion, and have theoretical knowledge deficiencies in applying the methods and techniques or
cannot practice them even if they have theoretical knowledge. The teachers explained their incompetencies
depending on the deficiencies in undergraduate education, the complexity of the program and the guidebook,
inadequacy of literature, and the fact that they do not spend much individual effort. The most used methods and
techniques for developing speaking skills are question-answer, brainstorming and guided speaking. It has been
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concluded that the methods other than guided speaking the Turkish Lesson Program suggests are used in a
limited way and the technique of keeping in mind is not used at all. Teachers mainly view that methods and
techniques are not needed in speaking training or methods and techniques arouse automatically.

It can be expressed within the scope of this study that there are many problems in the practice of methods
and techniques, but the value given to and the need felt for speaking skills in mother tongue by the teachers are
not at an adequate level. It can be useful to give the teachers in-service training on introducing the methods and
techniques to the teachers and how they can be practiced. It has been seen that the teachers substantially
attribute their deficiencies in knowledge and skills to undergraduate education. Therefore, detailed instruction
should be done for speaking training methods and techniques and how they can be practiced in the
undergraduate Turkish education program. Speaking training should be conducted by contemporary methods
and techniques considering the quality of speaking and developing the skills in a holistic way both physically and
mentally, not by general teaching methods and techniques used in Turkish lessons. A thematic speaking activity
should be arranged after each text or listening/watching material, and the activities should be conducted by
means of a definite method and diverse methods as much as possible should be used during the school year.
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Abstract

Purpose: In this study, it was aimed to examine compassion and love, respect, tenderness, sacrifice, fidelity, help, tolerance,
altruism, sympathy, responsibility, which are related to compassion, in a fifth grade Turkish textbook taught by the Ministry of
National Education in 2019-2020 academic year.

Methodology: In this research, it was investigated how often the value of "compassion," which is decreasing day by day, was
used in secondary school fifth grade Turkish textbooks. Document analysis method, one of the qualitative research methods,
was used for the study. Textbooks can be used as a data source when document analysis is performed in educational research.
In this study, the value of compassion in the fifth grade Turkish book and the values considered to be related to the value of
compassion were examined one by one in the themes.

Findings: There was no balance in the distribution of values in the fifth grade Turkish textbook. Among the values, the value of
love was at the forefront, and the value of compassion was less mentioned in the book. In addition, while conveying the values,
the values that evoke the opposite of the values were also included in the book.

Highlights: While conveying the values, the values that evoke the opposite of the values were also included in the book. That
was not beneficial for values education.

6z
Calismanin amaci: Bu galisma 2019-2020 6gretim yilinda Milli Egitim Bakanligi tarafindan okutulan 5. Sinif Tiirkge ders kitabini

merhamet degeri ve merhamet degeriyle iliskili kabul edilen sevgi, saygi, sefkat, fedakarlik, vefa, yardimlasma, hosgoru,
digerkamlik, duygudashk, sorumluluk degerlerini incelemeyi amaglamaktadir.

Materyal ve Yontem: Bu arastirmada deger olarak glinimuzde giderek azalan “merhamet” degerinin ortaokul 5. Sinif Tlrkge
ders kitaplarinda hangi siklikta kullanildigi arastiriimistir. Calisma igin nitel arastirma yontemlerinden dokiiman analizi yontemi
kullanilmigtir. Egitimle ilgili arastirmalarda dokiiman analizi yapildiginda ders kitaplari veri kaynagi olarak kullanilabilir. Bu
calismada 5. sinif Turkge kitabindaki merhamet degeri ve merhamet degeriyle iliskili kabul edilen degerler temalarda tek tek
incelenmistir.

Bulgular: 5. Sinif Turkge ders kitabi degerleri iletme agisindan dengesizlik gostermistir. Degerler arasindan en ¢ok sevgi degeri
6n plandadir ve merhamet degeri kitapta az gegmistir. Degerler iletilirken kitapta degerlerin ziddini gagristiran degerlere de yer
verilmigtir.

Onemli Vurgular: Degerler iletilirken kitapta degerlerin ziddini cagristiran degerlere de yer verilmistir. Bu degerler egitimi igin
faydal degildir.
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INTRODUCTION

Values are criteria used to classify an action as good or bad, and they are mental beliefs that prevent people from doing wrong
(Uysal, 2008; Bolay, 2007). Every human behavior is associated with a value. However, although values are objective as a concept,
people's perception of values in their minds and the reflection of this mental perception on behavior are subjective (Uysal, 2008).
Value is not independent of culture (Akbaba Altun, 2003), and values have a social aspect (Gokdere, 2003). The social environment
determines the perceptions of individuals towards an action. For this reason, people who grow up in different social environments
have different cultural and socioeconomic societies, so their evaluation of good or bad behavior will be different from each other
(Monaghan & Just, 2013; Ozensel, 2003).

Education is a remarkably effective social environment in creating a common value in society and the perception and
experience of values. Thus, individuals who receive the same education are close in terms of their outlook on life, anxiety,
sensitivity, value judgments, and moral understanding (Uysal, 2008). In addition, education transfers the values existing in society
to new generations. However, rapid social changes that occur in societies with technology, press, and news, and the internet cause
the existing values in different layers of society to differentiate (Ozensel, 2003; Seyyar and Kéleoglu, 2014) and sometimes to lose
them (Seyyar and Koleoglu, 2014).

Compassion, one of the feelings and values that have begun to be lost in today's society, is the feeling of another's pain and
wanting to relieve their pain (Sayar, 2019; Akin, 2018). Compassion is love/love of people, altruism, taking responsibility for the
well-being of another, and sometimes sacrificing for the good of another. At the same time, compassion is to feel the pain of
another; in other words, it is empathy. Compassion is an effort to relieve the pain of others and helping each other, and respecting
the other person's rights and not marginalizing him because of his characteristics is to be tolerant (Sayar, 2019; Akin, 2018; Dalgal
and Girses, 2018). Compassion is an important value in the healing of society and the treatment of individual and social suffering.
However, recently, it is seen that social compassion is not the same as before, both in the individual and in the society (Sayar,
2019; Akin, 2018; Dalgali and Giirses, 2018).

It is seen that people sometimes do not feel compassion, and sometimes they want to stay away from compassion knowingly
and willingly (Gilbert, McEwan, Gibbons, Chotai, Duarte, and Matos, 2012). In addition to this distant stance, it is also known that
people lack a sense of compassion and skill (Gilbert, McEwan, Gibbons, Chotai, Duarte, and Matos, 2012; Whetsel, 2017). However,
compassion is an important social value in the formation of social and individual conscience, and compassion and altruism are
closely related to feeling responsible for other people (Sayar, 2019). In societies where compassion is gradually decreasing, it is
seen that feelings such as love, respect, helping, sacrifice, and digamy decrease or disappear (Gilbert, McEwan, Gibbons, Chotai,
Duarte, and Matos, 2012; Harris, 2017; Gilbert, McEvan, Matos, and Rivis, 2010). Instead, health problems such as depression,
anxiety, eating disorders, as well as many other social problems such as cruelty, insensitivity, and personal attachment problems,
increase (Sayar, 2019).

Education has a great role in solving social problems and reviving the value of compassion in the eyes of the individual and
society; because the best way to build societies is through education. So many values, which have begun to be lost in today's
world, are tried to be gained to students through curricula and textbooks in schools (Yilar, 2016; Eris, 2003; Cinpolat, 2018).

Importance and Purpose of the Study

Values education is a subject that has been emphasized in our country as well as all over the world in recent years. Today,
while preparing educational programs, creating the content of textbooks, and determining goals, more references are made to
universal values. At the beginning of the main objectives of education, the individual, which is equipped with knowledge and skills,
is also introduced to human and ethical values. For this reason, it is among the foremost duties and responsibilities of educators
to create sensitivity in our students towards universal, humane, and ethical values and to make efforts to embody these values in
behaviors at every education level.

Schools have the mission of raising individuals who have adopted basic human values. Gaining basic values is among the
objectives of the Turkish National Education Basic Law and curricula. At the beginning of the basic law, among the aims of national
education are to raise individuals who adopt moral and spiritual values, have a balanced and healthy personality and character in
terms of body, mind, morals, spirit, and emotions. It is seen that this general purpose is implemented with the curriculum (Eksi,
2003). Textbooks form the basic structure of learning activity, and in this respect, textbooks are an important variable in the
development process of students. Turkish textbooks also have a leading role in shaping the educational process (Cinpolat, 2018).
Since the Turkish lesson is a versatile lesson, each selected text should have a deep impact on the child. In order to ensure the
child's self-development in various aspects, the texts in the textbook should closely address the child's personality, values,
imagination, and social life (Yilar, 2016).

Books are an effective stimulus in the formation of personality structure from the pre-school period. While meeting the needs
of children for learning, having fun, playing, getting to know life and people, books fulfill many functions such as providing children
with a culture of reading and contributing to their school-type learning (Yilar, 2016). Hence, textbooks are an important tool in
value transfer.

In value education, textbooks are used as an important resource to introduce students to universal and ethical values and
embody them in behavior. Especially Turkish textbooks consist of texts containing messages about values. While students are
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introduced to the texts in the Turkish textbooks and the heroes in the texts, they also encounter the values that are the subject
of these books. So, it is important to examine the values in Turkish textbooks in the context of values education.

The Turkish textbook, which has an intense literary aspect and textual weight, is especially important in terms of conveying
the value of compassion. There are many studies on values in the literature, and among these, there are also studies examining
the values in the Turkish textbook (Yilar, 2016; Eksi, 2003; Cinpolat, 2018). However, as of the 2019-2020 academic year, the Fifth
Grade Turkish Textbook has been renewed. Consequently, it is important to examine this renewed book in terms of values,
especially the concept of compassion, which is an important value for both the individual and the society, and the values of
compassion, sacrifice, fidelity, love, respect, helping, tolerance, altruism, sympathy, and responsibility, which are closely related
to the concept of compassion. Therefore, this study was carried out to examine the current Fifth Grade Turkish Textbook within

the framework of these values.

METHOD

In this study, it was investigated how often the value of "compassion," which is gradually decreasing today, was used in
secondary school fifth grade Turkish textbooks. Document analysis method, one of the qualitative research methods, was used
for the study. A researcher using document analysis can obtain the data he needs without observation or interview. Textbooks
can be used as a data source when document analysis is performed in educational research (Yildirrm and Simsek, 2008). In this
study, the value of compassion in the fifth grade Turkish book and the values considered to be related to the value of compassion
were examined one by one in the themes.

Scope and Sample

The scope of the study consisted of fifth grade Turkish textbooks. As a sample, the fifth grade Turkish textbook, which was
renewed by the Ministry of National Education in the 2019-2020 academic year, was chosen.

Data Collection and Analysis

The data of this research were collected by document analysis, which is one of the qualitative research methods. Document
analysis is the examination of written materials containing information about the investigated case or cases (Yildirim and Simsek,
2008). In this study, first of all, a literature review on the value of compassion was made. Then the values that are the indicator of
the value of compassion, such as love, respect, tenderness, compassion, sacrifice, fidelity, helping, tolerance, altruism, sympathy,
and responsibility, were determined by taking the opinions of 4 different experts. After the expert opinion, the researchers created
a form to examine the fifth grade Turkish textbook in line with the themes and sub-headings of the themes. A descriptive index of
values has been added to this form. In addition, the values specified in the book were filled in by the researchers with colorful
explanation forms. Turkish textbooks used in the secondary school fifth grades were renewed in the 2019-2020 academic year. It
was examined how often the value of compassion in the renewed book was used in 4 sections, which were preparatory studies,
reading texts, activities, and evaluation questions, and in eight themes, which were "Individual and Society," "National Struggle
and Atatirk," "Nature and Universe," "Our National Culture," "Citizenship," "Health and Sports," "Virtues" and "Science and
Technology." The researchers concurred on the suitability of the data with four field experts.

FINDINGS

In this section, the findings of the study will be presented. Findings are summarized and explained in tables. Information on
the number of repetitions and the total value in the preparatory studies, reading texts, activities, and theme evaluation questions
of the values of compassion and compassion in the themes of the Turkish textbook are shown in the tables.

Table 1. The value of compassion in the first theme and other values related to the value of compassion
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According to Table 1, in the First Theme of the Fifth Grade Turkish Textbook titled “Individual and Society," Compassion and
other values related to Compassion were mentioned 91 times in the preparatory work, text readings, activities, and theme
evaluation questions. Values were used the most in the activities (39) and the least (7 times) in the preparatory studies. They were
mentioned 25 times in theme evaluation questions and 20 times in text readings. Compassion value, which was accepted as the
roof value for the study, was directly mentioned only 13 times in the first theme and 9 times in the activities section, 3 times in
the text readings, and once in the theme evaluation questions. Among the other values associated with Compassion, the value of
Love (37 times) was given the most. The values of Sacrifice, Fidelity, Empathy, and Responsibility were included at least (1 each).

Love (37 times), the most mentioned value in the first theme, was mentioned in all of the preparatory studies, text readings,
activities, and theme evaluation questions. The value of Love was mentioned 21 times in the theme evaluation questions, 11 times
in the activities, 3 times in the text readings, and 2 times in the preparatory studies.

In the first theme, the value used the most after Love was Tenderness. The value of Tenderness was mentioned 8 times in
activities, 4 times in text readings, and once in theme evaluation questions, 13 times in total. Then, Respect was mentioned 11
times in total, including 4 times in the preparatory studies and activities, 2 times in the theme evaluation questions, and once in
the text readings. After the value of Respect, the value of Helping was mentioned 4 times in the activities and twice in the text
readings, 6 times in total. The value of Helping was mentioned 4 times in activities and twice in text readings, 6 times in total.
Tolerance was mentioned 3 times in total, once in the preparatory studies, text readings, and activities. Altruism was mentioned
3 times in text readings. Sympathy occurred twice in total, once in text readings and activities.

In the first theme, there was an imbalance in the distribution of values and values to preparatory studies, text readings,
activities, and theme evaluation questions. While the value of Love came to the fore in this theme, it was remarkable that the
values of Responsibility, Fidelity, and Sacrifice were mentioned only once in this theme. However, responsibility and other values
should have been emphasized in this theme, which deals with the individual and society. Especially when it comes to the individual
and society, the responsibility of the individual to the society and the compassion and compassion of each individual in the society

in this direction are also particularly important in terms of social order. It isimportant that these values appear more in this theme.

Table 2. The value of compassion in the second theme and other values related to the value of compassion
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According to Table 2, in the Second Theme titled “National Struggle and Atatiirk” in the Fifth Grade Turkish Textbook,
Compassion and other values related to Compassion were mentioned 121 times in text readings, activities, and theme evaluation
questions. While values were mentioned most in the activities (77 times), they were never mentioned in the preparatory studies.
They were mentioned 41 times in text readings. The value of Compassion, which was accepted as the roof value for the study, was
directly used in the second theme 4 times in the activities and 3 times in the text readings, 7 times in total. Among the other values
associated with Compassion, the value of Love (38 times) was given the most. Tolerance values were never found in the second

theme.

Love (38 times), the value most frequently mentioned in the second theme, was mentioned in text readings, activities, and
theme evaluation questions. The value of Love was mentioned 22 times in activities, 13 times in text readings, and 3 times in
theme evaluation questions.

In the second theme, the most used value after Love was Responsibility. Responsibility was mentioned 23 times in activities
and 8 in text readings, 31 times in total. After the value of Responsibility, the value of Helping was mentioned 13 times in activities
and 6 times in text readings, 19 times in total. Sacrifice was mentioned 10 times in activities and 6 times in text readings, 16 times
in total. Tenderness was mentioned 3 times in activities and twice in text readings, 5 times in total. Respect was mentioned twice
in total, once in text readings and once in activities. Fidelity is mentioned once in activities. Altruism and Sympathy were mentioned
once in text readings, but Tolerance is not mentioned in the second theme.

In the second theme, as in the first theme, it was seen that there was no balance in the distribution of values. In a theme titled
“National Struggle and Atatiirk”, mentioning the value of Fidelity only once was not sufficient due to the theme of the theme. This
value should have been mentioned as much as the value of Love and Responsibility.

Table 3. The value of compassion in the third theme and other values associated with the value of compassion
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According to Table 3, in the Third Theme of the Fifth Grade Turkish Textbook titled “"Nature and the Universe," Compassion
and other values related to Compassion were mentioned 38 times in text readings, activities, and theme evaluation questions.
While values were mentioned the most in the text readings (23 times), they were never mentioned in the preparatory studies and
the theme evaluation questions. Values were mentioned 15 times in activities. Compassion value, which was accepted as the roof
value for the study, was mentioned 3 times in text readings and once in activities. Among the other values associated with
Compassion, the values of Helping (11 times) and Responsibility (11 times) were mostly included.

Being one of the values most frequently mentioned in the third theme, the value of Helping was mentioned 8 times in text
readings and 11 times in total in activities. Responsibility value was mentioned 6 times in text readings and 5 times in activities,
and 11 times in total.

After the values of Helping and Responsibility, the value of Love was mentioned 4 times in text readings. The value of
Tenderness was mentioned twice in activities and once in text readings, 3 times in total. The value of Fidelity was mentioned twice
in activities. Respect and Sympathy were not included in the third theme.

In this theme, as in the previous themes, there was an imbalance in terms of the distribution of values. In addition, this theme,
which deals with nature, should have included more love for nature.
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Table 4. The value of compassion in the fourth theme and other values associated with the value of compassion
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According to Table 4, in the Fourth Theme of the Fifth Grade Turkish Textbook titled "Our National Culture,” Compassion and
other values related to Compassion were mentioned 91 times in the preparatory studies, text readings, activities, and theme
evaluation questions. Values were used most frequently in text readings (57 times) and least in preparatory studies (8 times). They
were mentioned 16 times in the activities and 10 times in the theme evaluation questions. Compassion value, which was accepted
as the roof value for the study, was explicitly mentioned once in the fourth theme. Among the other values associated with
Compassion, the value of Love was given the most place (58 times).

Love (58 times), which was the most mentioned value in the fourth theme, was mentioned in the preparatory studies, text
readings, activities, and all of the theme evaluation problems. The value of Love was mentioned 33 times in text readings, 15 times
in activities, 5 times in theme evaluation questions, and 5 times in preparatory studies, 58 times in total.

In the fourth theme, after the Love value, the most common value was Sacrifice. The value of Sacrifice was mentioned 8 times
in the text readings, once in the activities and once in the preparatory studies, 10 times in total. After the Sacrifice value, the value
of Respect was mentioned 5 times in the text readings and 2 times in the theme evaluation questions, and 7 times in total. The
value of Helping was mentioned 4 times in text readings. The value of Tenderness was mentioned twice in total, once in text
readings and once in theme evaluation questions. The value of Fidelity was mentioned twice in the theme evaluation questions.
While Altruism and Sympathy values passed twice in text readings, Tolerance value did not occur in the fourth theme.

Similarly, the distribution of values was uneven in this theme. In this theme of culture, the value of Tolerance should have been
as much as the value of Love. Loving the National Culture was as important as being tolerant of the cultural differences in the
National Culture. For this reason, while the love of culture was given, the concepts of tolerance towards different cultures should

also be given.
Table 5. The value of compassion in the fifth theme and other values associated with the value of compassion
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According to Table 5, in the "Citizenship" theme, the fifth theme of the Fifth Grade Turkish Book, the concepts of Compassion
and Compassion were used 51 times in total in the preparatory studies, text readings, activities, and theme evaluation questions.
While the values were mostly mentioned (24 times) in the text readings, they were mentioned at least (7 times) in the theme
evaluation questions. They were used 8 times in preparatory studies and 12 times in activities. The value of compassion, which
formed the basis of our study, was used once in the preparatory studies, in the reading texts, and the theme evaluation questions,
and it was used 3 times in total. The most used value among the values associated with compassion was Love (13 times).

The value of Love, which was mostly mentioned in the fifth theme, was never used in preparatory studies. However, it was
used 7 times in text readings and three times in activities and theme evaluation questions. Thus, Love, the most used value in the
fifth theme, was used 13 times in total.

In the fifth theme, the most used value (9 times) after Love was Responsibility. The value of Responsibility was mentioned 3
times in the preparatory studies, 3 times in the text reading, and 3 times in the activities, 9 times in total. The Respect value was
used 8 times after the responsibility value; It is used once in preparatory studies, 4 times in text readings, and 3 times in activities.
The value of Helping was used once in the preparatory studies and twice in text readings, activities, and theme evaluation studies,
and is used 7 times in the fifth theme. Throughout the theme, the values of Altruism and Sympathy were used three times, once
in the preparatory studies and twice in the text readings. Compassion and Tenderness values were mentioned three times in total.
While Fidelity value was used once in text readings, Tolerance value did not pass in the fifth theme.

The values also showed an imbalance in terms of distribution in this theme. Responsibility value was the second-highest value
after Love value. From the point of view of the theme, although the Responsibility value was the second most frequently repeated
value, it is important to include this value more.

Table 6. The value of compassion in the sixth theme and other values associated with the value of compassion
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According to Table 6, in the Sixth Theme of the Fifth Grade Turkish Textbook titled "Health and Sports," Compassion and other
values related to Compassion were mentioned 44 times in text readings, activities, and theme evaluation questions. The values
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were used the most (31 times) in the text readings and at least (2 times) in the preparatory study. They were mentioned 7 times
in theme evaluation studies and 8 times in activities. The Compassion value, which was accepted as the roof value for the study,
was used once in the text readings in the sixth theme. Among the other values associated with compassion, the value of Love (20

times) was given the most.
Love (20 times), which was the most frequently mentioned value in the sixth theme, was mentioned 13 times in the text
readings, 3 times in the theme evaluation questions, and twice in the activities and preparatory studies, a total of 20 times.

In the sixth theme, the value used most after the value of Love was Helping. The value of Helping was mentioned 4 times in
text readings and once in activities and theme evaluation questions, a total of 6 times. After the value of helping, the value of
Fidelity was mentioned 4 times in text readings and once in theme evaluation questions, a total of 5 times. Sacrifice was mentioned
3 times in text readings and once in activities, 4 times in total. Tenderness was mentioned 3 times in text readings. Altruism was
mentioned once in text readings and once in theme evaluation questions, a total of 2 times. Although the Responsibility value was
used once in the theme evaluation questions, Tolerance and Sympathy values were not used in the sixth theme.

In this theme, the values were not the same in terms of distribution, and values were not given many places in this theme.

Table 7. The value of compassion in the seventh theme and other values associated with the value of compassion
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According to Table 7, in the seventh theme of the Fifth Grade Turkish Textbook titled "Virtues," Compassion and other values
related to Compassion were mentioned 88 times in the preparatory work, text readings, activities, and theme evaluation
guestions. Values were mentioned the most in the text readings (46 times) and the least in the theme evaluation questions (3
times). They appeared 31 times in activities and 8 times in preparatory studies. Compassion value, which was accepted as the roof
value for the study, was mentioned 3 times in the seventh theme directly in the text readings. Among the other values associated
with compassion, the value of Love was given the most (22 times).

Love (22 times), the most frequently mentioned value in the seventh theme, was mentioned in the preparatory studies, text
readings, activities, and all of the theme evaluation questions. The value of Love was mentioned 10 times in the text readings, 8
times in the activities, 3 times in the preparatory studies, once in the theme evaluation questions, and 22 times in total. The value
of Helping, like the value of love, was the second most repeated value, used in all areas (20 times), using theme evaluation
guestions (2 times), preparatory studies (4 times), text readings, and 7 times each in activities.

In the seventh theme, the most common value after the value of helping was Respect. Respect was mentioned 7 times in
activities, 5 times in text readings, and once in preparatory studies, a total of 13 times. After the Respect value, the Altruism value
was mentioned 5 times in the text readings and 2 times in the activities, and 7 times in total. Sacrifice was used 3 times in text
readings, 3 times in activities, 6 times in total, and Fidelity value was used 6 times in text readings. Responsibility value was
mentioned once in text readings and 3 times in activities, a total of 4 times. Tenderness value was used 3 times only in text readings.

The least used values in the seventh theme were Tolerance and Sympathy. Sympathy was used once in text readings and
activities, and the Tolerance value was used twice in text readings.
Values showed an imbalance in this theme as well. When the Secondary School Fifth Grade Turkish Textbook was examined,

having a theme titled "Virtues" can be considered as an important step towards gaining virtuous behaviors to students.
Compassion, love, respect, altruism, sympathy, etc. concepts were not included in the reading texts. In the activities section, the
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values of sacrifice, responsibility, love, and respect were used once. It would have been more appropriate to have chosen a text
including all values (tenderness, tolerance, compassion, sympathy, etc.) as the first reading text in the theme of virtues.

Table 8. The value of compassion in the eighth theme and other values associated with the value of compassion
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According to Table 8, in the Eighth Theme titled "Science and Technology" in the Fifth Grade Turkish Textbook, Compassion
and other values related to Compassion were mentioned 13 times in text readings, activities, and theme evaluation questions.
Values were mentioned the most (6 times) in the theme evaluation questions and at least (0 times) in the preparatory studies.
Values were mentioned 4 times in text readings and 3 times in activities. The Compassion value, which was accepted as the roof
value for the study, was not used directly in the sixth theme. Among the other values associated with Compassion, the value of
Love (8 times) was given the most. In the Science and Technology theme, the values of compassion, sacrifice, fidelity, helping,
tolerance, altruism, and empathy were not used in preparatory studies, text readings, activities, and theme evaluation questions.
Responsibility value was mentioned 4 times, and Respect value was mentioned once.

The value of Love, which was the most used value in the eighth theme, was mentioned in the theme evaluation questions (4
times), activities (3 times), and text readings (once). Responsibility value, the most used value after love value, was used in text
readings (3 times) and theme evaluation questions (once). The value of Respect was used in the theme evaluation questions
(once).

When we examined the secondary school fifth grade Turkish textbook in terms of compassion and values related to
compassion, values were used the most in the second theme, “National Struggle and Atatiirk” (121 times); they were mentioned
at least in the eighth theme, "Science and Technology" (13 times). Values were included in the seventh theme, the Virtues Theme
(99 times), the National Culture theme (91 times), the Individual and Society theme (91 times), the Citizenship theme (51 times),
the Health and Sports Theme (50 times), and the Nature and the Universe Theme (38 times). When all themes were examined, it
was seen that the most used value was Love, except for the third theme.

DISCUSSION AND CONCLUSION

Secondary School Turkish Fifth Grade Textbook published by the Ministry of National Education has been examined in terms
of Compassion, Tenderness, Sacrifice, Fidelity, Love, Respect, Helping, Tolerance, Altruism, Sympathy, and Responsibility which
the four field experts and researchers who expressed their opinions in this study accepted as compassion value and values related
to compassion value (“MEB Board of Education and Discipline Press Statement,” 2017, p. 24). These values were examined
separately in each of the 8 themes in the Preparatory Studies, Text Readings, Activities, and Theme Evaluation Questions in the
Fifth Grade Turkish Textbook. Compassion value and other values related to compassion were mentioned 554 times in 8 themes.
These values were mostly seen in text readings, and the most recurring value in the texts among these values was the Love value,
204 times in total. This finding is similar to previous studies (Deniz and Karagol, 2018; Yilar, 2016).

There was an imbalance between the distribution of compassion and other values that were considered to be related to
compassion in the themes. This finding is similar to previous studies (Deniz and Karagél, 2018; Giil, 2017; Yilar, 2016). It was seen
that compassion and other concepts related to compassion were mostly used in text readings. This finding differs from previous
studies on the subject. According to previous studies, values are mostly used in activity studies (Deniz and Karagol, 2018). It is
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important that the values are given in the reading texts, but it is also important to be in activities for values in order to gain
compassion and other concepts. Because values are earned as they are applied. After each theme, adding activities that students
can apply the values in the text to the books will facilitate the acquisition of values (Ay, 2013; Whitson, 2014; Kohler-Evans, and
Barnes, 2015).

According to the result of this study, which examined compassion and other values related to compassion, the value of
compassion was only mentioned 34 times in the book. For the acquisition of compassion value, it may be useful to put more
emphasis on this value. Previous studies examining the fifth grade Turkish textbook in terms of values have also concluded that
the value of Love was the most mentioned value (Yilar, 2017; Deniz and Karagol, 2018), similar results obtained in this study. It is
positive that the value of love is included in so many books, but compassion is an important value in keeping people together and
revitalizing the social conscience at the desired level. For this reason, although the value of love is often considered in the book in
terms of compassion, it is not enough on its own.

In previous studies on values, it is concluded that not every value is included in the textbooks and some values are highlighted
(Dogan and Giiliisen, 2011; Yilar, 2017; Deniz and Karagol, 2018). A similar finding is obtained in this study as well. It may not be
possible to give every value throughout the book. However, the value that should come to the fore according to the themes of
the themes can be included in more texts and activities. For example, compassion was mentioned 13 times in the first theme
called “Society and Individual.” However, the value of Compassion could have been brought to the fore more in this theme title
because compassion is an important value in the well-being of individuals and societies. In the Eighth theme named "Science and
Technology," compassion and values related to compassion were the least included. These values were mentioned only 13 times
in total in the theme. The value of love has not exceeded 8 times, the value of responsibility 4 times, and the value of respect 1
time, while other values have never exceeded.

Books and the texts in the books are important in terms of value education (Yilar, 2017; Cinpolat, 2018). However, when
transferring values, it is not enough to just mention the values that are desired to be gained in the texts. The texts should also be
free of concepts that would evoke the opposite of the value to be gained. For example, in the text "The Child and the Ballooner"
in the first Theme of the Secondary School Turkish Fifth Grade Textbook, the sentence "The excitement he felt as he approached
his goal step by step did not even make you feel the thorns of the acacia tree that stings and hurts his legs" (p. 35), based on mutual
interest rather than compassion. It has a meaning that evokes shopping. According to this sentence, the child will save the balloons
and will receive a balloon in return. Compassion and tenderness values include helping someone without any expectation.

Similarly, in the reading text titled "Who Knows the Value of Goodness" in the seventh theme titled Virtues, it is explained that
today's people do not know the value of goodness, but those who do not know the value of goodness will be punished in some
way. While giving this message, the concept of ingratitude is more prominent in the story. Because in the story, the wolf wants to
eat the person who helps him. Even though the horse and dog had done well to their owners for years, they were thrown out
when they got old. The messages given here overshadow the virtue of goodness and help. Primary and secondary school students
identify with the heroes in the stories in Turkish textbooks. For this reason, the character traits of the people in the stories in
Turkish textbooks are important (Cinpolat, 2018). In addition, it is not enough to just give messages about that value in the texts
prepared to gain values. Both the value to be gained should be given in the text, and the texts should be away from concepts that
would evoke opposite concepts.

As a result, in the fifth grade Turkish textbook taught in schools affiliated to the Ministry of National Education, love and
respect, which are values related to compassion, are repeated more quantitatively than other concepts; however, it is necessary
to improve the transfer of these values and other values related to compassion in the text and in other parts. In addition, the
number of times the compassion value mentioned in the texts (34 times) is not sufficient in terms of quantity. It is thought that
the greater involvement of the value of compassion in the themes will benefit the development of social and individual conscience.

RECOMMENDATIONS

It has been observed that the values were unevenly distributed in the themes in the book. Besides, values were given more
place in text reading passages. The absence of an activity that includes any application about values may be a deficiency in terms
of gaining values. The absence of an activity that includes any application about values may be a deficiency in terms of values
education. It may be beneficial to enable the students to apply the values in the text reading passages through the activities.

It is important that the story characters in the themes are chosen well because children identify with the characters in the
stories. Thus, it is necessary to include qualified characters that children will take as an example in text reading passages.

While the values in the themes are given in the texts and other sections, it is necessary to pay attention not to give the concepts
that will evoke the opposite of those values.
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Abstract

The innovations brought by the world of information and technology make social and individual change obligatory and cause
changes in the education system. For this reason, teachers and preservice teachers need to adapt to social change and refresh
themselves. This need for renaissance emphasizes concepts such as lifelong learning and professional competence in the
professional lives of individuals. The purpose of this study was to examine whether lifelong learning tendency and teacher self-
efficacy are significant predictors of employment hopes of preservice teachers. The study was conducted as a relational
research method, one of the quantitative research methods. Cluster sampling method was used to determine the sample. The
sample of the study consisted of 347 fourth-grade students studying in the faculty of education. Pearson Moments Product
Correlation analysis and multiple linear regression analysis were conducted in order to examine whether lifelong learning
tendency and teacher self-efficacy predict employment hopes in preservice teachers.

As a result of the regression analysis, the sub-dimension of perseverance of Lifelong Learning Tendency Scale and the sub-
dimension of classroom management of the Teachers’ Sense of Efficacy Scale were evaluated as significant and strong
predictors of employment hope in preservice teachers.

6z

Bilgi ve teknoloji diinyasinin getirdigi yenilikler toplumsal ve bireysel degisimi zorunlu hale getirdigi gibi egitim sisteminde de
degisikliklere neden olmaktadir. Bu nedenle 6gretmen ve 6gretmen adaylarinin toplumsal degisime ayak uydurmalari ve
kendilerini yenilemeleri gerekmektedir. Bu yenilenme ihtiyaci yasam boyu 6grenme ve mesleki yeterlik gibi kavramlari
bireylerin meslek yasamlarinda 6n plana gikarmaktadir. Bu arastirmanin amaci yasam boyu 6grenme egilimi ve 6gretmenlik 6z-
yeterliginin 6gretmen adaylarinda is umudunun anlamli yordayicilari olup olmadiginin incelenmesidir. Arastirmanin modelini
nicel arastirma ydntemlerinden biri olan iliskisel arastirma modeli olusturmaktadir. Orneklemin belirlenmesinde kiime
o6rnekleme yontemi kullanilmistir. Arastirmanin  6rneklemini egitim faklltesi 4. sinifta 6grenim goéren 347 Ggrenci
olugturmaktadir. Yagam boyu 6grenme egiliminin ve 6gretmenlik 6z-yeterliginin 6gretmen adaylarinda is umudunu yordama
durumunu incelemek amaciyla sirasiyla Pearson Momentler Carpimi korelasyon analizi ve ¢oklu dogrusal regresyon analizi
yapilmistir. Regresyon analizi sonucunda Yasam Boyu Ogrenme Egilimlerini Belirleme Olgeginin alt boyutlarindan sebat
boyutunun ve Ogretmen Ozyeterlik Olgegi'nin alt boyutlarindan sinif yénetimi boyutunun égretmen adaylarinda is umudunun
anlamli ve gug¢lu yordayicilari oldugu degerlendirilmistir.
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INTRODUCTION

Lifelong Learning Tendency

The concept of lifelong learning, which was first emphasized by Paul Lengrand at the UNESCO conference as a term, is an
understanding that has significantly influenced the education policies of countries for many years and continues to gain
importance in the international arena with each passing day (Aspin & Chapman, 2000; Lengrand, 1970). Samanci and Ocakci (2017)
defined lifelong learning as a process that continues from the beginning to the end of human life and considered it as an inclusive
framework for all kinds of knowledge skills, attitudes, and behaviors, regardless of age and place limits brought by formal
education. Brooks (2006) drew attention to the fact that young graduates participated in lifelong learning more than other age
groups and emphasized that the motivating factors behind this should be investigated.

Chapman and Aspin (1997) based the nature of lifelong learning on three basic reasons. These three main reasons are as
follows: economic progress and development; personal development and satisfaction; social inclusion, democratic understanding,
and activity. The variable of employment hope, which is the focal point of the study, is thought to be closely related to the reasons
for “economic progress and development.” Expectations and economic reasons for being employed in business life can be
considered as factors that direct individuals to lifelong learning. In this case, the assumption arises that individuals with high
lifelong learning tendencies can have a positive perception of being employed in business life.

When the rationale for economic development and progress is handled in the context of preservice teachers, first, it is
necessary to evaluate the employment conditions of the relevant mass in the perspective of our country. The prerequisites for
the employment of education faculty graduates in institutions affiliated with the Ministry of National Education are getting more
difficult every year (Ding, 2020). Changing conditions make it a necessity for preservice teachers to develop themselves by
acquiring new knowledge (Evin-Gencel, 2013). At this point, it is not possible to consider the reasons that direct preservice
teachers to lifelong learning independently from their expectations at the point of economic progress and development. The first
assumption of the study is that there may be a significant relationship between individuals’ lifelong learning tendencies and
employment hope. In this relationship, lifelong learning tendency is considered to be a predictor of individuals’ employment hope.

Self-Efficacy

According to Bandura’s Social Cognitive Learning Theory, self-efficacy is expressed as “individuals’ perceptions about their
ability to organize and implement the action plans required to achieve specified performance types” (Bandura 1986, 391). Self-
efficacy is a very important variable for individuals to set goals for the future, make decisions towards these goals, and stand on
their own feet by implementing these decisions (Herr & Wagner, 2003).

Teacher self-efficacy is a concept that takes its basis from Bandura’s self-efficacy theory and represents an individual’s
perception of competence towards the teaching profession. This concept expresses teachers’ perceptions of competence in
planning, organizing, and managing skills necessary to achieve educational goals (Skaalvik & Skaalvik, 2010). Tschannen-Moran
and Woolfolk Hoy (2001) described teacher self-efficacy in three areas: teaching strategies, classroom management, and student
participation. Teachers’ ability to prepare a learning environment suitable for developing student abilities is considered as self-
efficacy towards teaching strategies. Teacher skills on establishing and maintaining discipline in the classroom are considered as
self-efficacy for classroom management. Teacher skills on ensuring active participation of students in the learning environment
are expressed as self-efficacy towards student participation.

Studies pointed out that teacher self-efficacy positively affects job satisfaction, draw attention to the literature. These studies
showed that teachers with professional self-efficacy have higher satisfaction in their profession (Kengatharan, 2020; Zakariya,
2020). The results of the relevant research are valid for individuals who have started their professional life and are working as
teachers. In this case, it is assumed that teacher self-efficacy can positively affect the employment hope of preservice teachers
who have not yet started their profession in a positive way. In this context, the second assumption of the study is that there may
be a significant relationship between teacher self-efficacy and employment hope. In this relationship, teacher self-efficacy is
considered as a predictor variable for an individual’s employment hope.

Employment Hope

Employment hope is a concept that has been introduced to the literature by Hong et al. (2012) and determines the personal
perceptions of individuals towards employment. Employment hope is a variable that includes skills such as making a career plan,
evaluating individual abilities correctly, and coping with problems encountered in this process. Employment hope includes the
positive thoughts of individuals towards achieving their goals for professional life, as well as their readiness for the responsibilities
they will take (Gergek, 2020).

Umutlu and Bayar (2018) determined that the employment hope of university students gradually decreased according to their
grade levels. It has been observed that students about to graduate have lower employment hope compared to students who have
just started their undergraduate studies. This can be evaluated as young people’s employment hope has decreased during
undergraduate studies, and students gradually develop a desperate perspective towards this issue in our country. In this context,
it is important to examine the variables that predict preservice teachers’ employment hope. When the variables predicting the
employment hope of preservice teachers are determined, it will be possible to take measures that will develop preservice teachers
in this direction and prepare them for professional life.
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Rationale

The scope of some studies on lifelong learning tendency, teacher self-efficacy, and employment hope variables are presented
in Table 1 by examining the related literature.

Table 1. Studies in the literature regarding the relevant variables

The Scope of Studies Resource

Turkey’ t iti lifel I i d
¢ furkey's current position -on fielong learning an Bagci (2011), Berberoglu (2010), Beycioglu and Konan,

& lici luated.
£ policies are evaluate _ ~ (2008), Diker et al. (2012), Evin-Gencel (2013),
g Z e Lifelong learning tendencies of students, preservice Goziibiyiik Tamer, (2013), Gutwill (2018), Giindogan
] c . . / ’ ? ’
= f/:?f:fsri'ar?:slezeaChers were examined in terms of ;3 i, i and Kog (2012), Kan and Murat (2020),
S 9 L. . . . . Karakus (2013), Kaya (2014), Kazu and Erten (2016),
< T e Individuals’ lifelong learning tendencies were examined Mi and Riley-Doucet (2016), Sahin and Arcagok
[t - ’
3 in relation to educational technology self-efficacy, (2014), Yaman and Yazar (2015)
knowledge self-efficacy, and scientific self-efficacy. ’
§ e Predictors of teacher self-efficacy were tried to be Akyol (2016), Ayra and Késterelioglu (2015), Clark and
& determined. ! !
&= Selfer:r;.me i f teach ined i Andreasen (2020), Coban et al. (2020), Fackler et al.
u o€ _? icacy Percep lons 9 eachers wenje examine . n (2020), Kunemund et al. (2020), Kengatharan (2020),
g relation to lifelong learning tendency, job stress, job Kurbanoglu (2003), Schwarzer and Hallum (2008)
2 satisfaction, life satlsfactlor\, and bur.nout. . . Severino et al. (2011), Skaalvik and Skaalvik (2010),
9 ® The role of teacher self-efficacy on different variablesin |, (2011)
& the teaching process was examined. ’
e Employment hope of students and preservice teachers
were examined in terms of various variables.
g e The effect of employment hope as a predictor variable
2 on self-sufficiency, burnout, and depression was Gergek (2020), Hong et al. (2012), Hong and Choi
= SN v ’ P (2013), Hong et al. (2014a), Hong et al. (2014b), Hong
g ' et al. (2020a), Hong et al. (2020b), Kipana (2017),
S e |t has been evaluated that employment hope can reduce Secer and Yazici (2018), Welles et al. (2017)
2 burnout in individuals, while employment hope and self- ’ ' '
UE_, efficacy can reduce depression together.

e Scale development studies have been carried out to
determine the employment hope of individuals.

As Table 1, some studies on lifelong learning tendency, teacher self-efficacy, and employment hope variables are descriptive
studies aiming to reveal the current situation. When the correlational studies on the relevant variables are examined, the following
points draw attention:

e It is seen that lifelong learning tendency is examined in relation to the self-efficacy perceptions of individuals in many
different areas. Research results revealed that there was a positive and significant relationship between teacher self-
efficacy and lifelong learning tendency.

e |t is seen that teacher self-efficacy is examined in relation to individuals’ work-related variables such as job stress, job
satisfaction, and burnout.

e Instudies on employment hope, it is seen that self-efficacy is examined as a parallel variable with employment hope.

e Inthe current studies, there is no research examining lifelong learning tendency and employment hope from a correlational
aspect.

Changing economic living conditions make lifelong learning compulsory for individuals to be employed. Therefore, it is thought
that lifelong learning tendency may be a variable that will positively affect the employment hope of individuals. However, the
relationship of teacher self-efficacy with lifelong learning tendency and employment hope is remarkable. The third and last
assumption of this study is that lifelong learning tendency and teacher self-efficacy can be two variables that together predict
employment hope. Based on these assumptions, answers to the following questions have been sought during the research
process:

1. Do preservice teachers’ lifelong learning tendencies predict their employment hope?

2. Do preservice teachers’ teaching self-efficacy predict their employment hope?
3. Do preservice teachers’ lifelong learning tendencies and teaching self-efficacy together predict employment hope?
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METHOD

Research Model

Research model is a correlational research model, which is one of the quantitative research methods. In correlational studies,
it is tried to determine the relationship between two measurable variables and the degree of the relationship (Gay et al., 2012;
McMillan & Schumacher, 2010). In predictive studies within the correlational pattern, knowing the scores of one of the two
variables known to be related to each other helps to estimate the other's scores (Fraenkel et al., 2012). In this study, in which the
preservice teachers' lifelong tendencies and teaching self-efficacy were analyzed in a correlational way with their employment
hope, it was examined whether lifelong learning tendency and teaching self-efficacy are significant predictors of employment
hope in preservice teachers. In this respect, it is possible to state that the study is a predictive study.

Various measures were taken to increase internal and external validity. One of these measures is to use the probability
sampling method to determine the sample of the study. In addition, during the data collection phase, the subjects included in the
sample group have explained the subject of the study, its importance, how to complete the scales and to fill the scales in an
objective manner. After these explanations, data were collected only from students who participated voluntarily. In the first
evaluation, the scales that were left unfinished and the scales in which the same answer was marked for all questions were
excluded from the scope of the study. These measures were evaluated to increase the internal validity of the study. The results of
the study were tried to be presented in such a way as to allow comparison with similar studies, thus ensuring external validity.

Data Collection Tools

The first case, which is intended to be examined in the study, is the lifelong learning tendencies of preservice teachers. “Lifelong
Learning Tendency Scale,” developed by Diker-Coskun and Demirel (2012), was used to examine preservice teachers' lifelong
learning tendencies. The scale was prepared as a 6-point Likert rating scale. The scale consisted of 27 items and 4 sub-dimensions.
These dimensions were “motivation,” “perseverance,” “lack of regulating learning,” and “lack of curiosity.” The internal
consistency coefficient of the scale was .89. In this study, the psychometric properties of the lifelong learning tendency scale were
reviewed, and it was found that the four-factor structure gave a good fit as a result of the confirmatory factor analysis of the scale
(CFI: 95, GFI: .90, RMSEA: .078). The reliability values were determined to be .71. The obtained values were considered to be
sufficient for the reliability and validity of the scale.

Another dimension of the study was teacher self-efficacy. Teachers’ Sense of Efficacy Scale developed by Tschannen-Moran
and Woolfolk Hoy (2001) and adapted to Turkish by Capa et al. (2005) was used to examine the preservice teachers' perceptions
of self-efficacy. The scale was prepared as a 5-point Likert rating scale. The scale consisted of three sub-dimensions as “classroom
management,” “student engagement,” and “instructional strategies,” and a total of 24 items. The internal consistency coefficients
of the Teachers' Sense of Efficacy Scale related to the “student engagement,” “classroom management,” and “instructional
strategies” sub-dimensions were .82, .84, .86, respectively. In this study, the psychometric properties of the teachers' sense of
efficacy scale were reviewed, and it was found that the structure of the scale consisting of three factors gave a good fit as a result
of the confirmatory factor analysis (CFl: 96, GFI: .90, RMSEA: .073). The reliability values were determined to be .77. The obtained
values were considered sufficient for the reliability and validity of the scale.

The third dimension of the research was employment hope. In the study, it was examined whether lifelong learning tendency
and self-efficacy perception were significant predictors of employment hope in preservice teachers. For this reason, the
employment hope scale developed by Hong et al. (2012) and adapted to Turkish by Akin et al. (2013) was used in order to examine
the employment hope of preservice teachers. The scale is prepared as a 6-point Likert rating scale. The Employment Hope Scale
consists of 14 items and two sub-dimensions. The sub-dimensions of the scale are “psychological empowerment” and “goal-
oriented pathways.” The internal consistency coefficient of the scale was .93 for the whole scale, .85 for the "psychological
empowerment" subscale, and .90 for the "goal-oriented pathways" subscale. In this study, the psychometric properties of the
employment hope scale were reviewed, and it was determined that the structure of the scale consisting of two factors gave a
good fit as a result of the confirmatory factor analysis (CFl: 95, GFl: .91, RMSEA: .066). The reliability values were found to be .82.
The obtained values were considered sufficient for the reliability and validity of the scale.

Population and Sample

The population of this study consisted of the fourth-grade students who studied at Kazim Karabekir Faculty of Education,
Atatlirk University. The reason why fourth-grade students for the population of the study was selected was that employment hope
was taken into consideration as more determinant for the students in this grade than the other grades. In the population of the
study, there are 26 divisions within 9 departments. For the 2017-2018 academic year, the total number of fourth-grade students
studying in these departments was 1448. It was aimed to reach 304 students with a 95% confidence interval in determining the
sample from the population. Nine divisions were selected from each department within the population with the cluster sampling
method. The proportional sampling method was used in the selection of students from the determining divisions. Based on this,
efforts were made to represent each department equally. Finally, data were obtained from 347 individuals who were available at
the data collection stage with appropriate sampling method and who volunteered to participate in the study. The sample size was
estimated to be sufficient because it provided a 95% confidence interval. The distribution of the participants according to divisions
and departments is presented in Table 2.
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Table 2. The distribution of the participants according to divisions and departments

Department Division N %

Department of Foreign Language Education English Language Teaching 20 5.8
Department of Mathematics and Science Education Science Teaching 60 17.3
Department of Basic Education Classroom Teaching 61 17.6
Department of Educational Sciences Psychological Counseling and Guidance 38 11

Department of Fine Arts Education Music Teaching 31 8.9
Department of Turkish and Social Studies Education Social Sciences Teaching 69 19.9
Department of Physical Education and Sports Physical Education and Sports Teaching 13 3.7
Department of Computer and Instructional Technology Computer and Instructional Technologies Teaching 32 9.2
Department of Special Education Mentally Handicapped Teaching 23 6.6
Total 347 100

Data Analysis

In this study, it was examined whether lifelong learning tendencies and teaching self-efficacy of preservice teachers have a
predictive effect on their employment hope. Before the analysis of the data, data collection tools were reviewed, and it was
determined that there was no more than 2% loss data. Therefore, up to 2% of the lost data was filled according to the arithmetic
mean.

In the analysis phase, first, the total scores obtained from the Employment Hope Scale were calculated. As the focal point of
the study was whether the employment hope of preservice teachers was predicted, points related to the sub-dimensions of the
Employment Hope Scale were not calculated; only the total employment hope score was included in the analysis. Then, total
scores were calculated for “motivation,” “perseverance,” “lack of regulating learning,” and “lack of curiosity” sub-dimensions of
the Lifelong Learning Tendency Scale. Finally, the normality analysis was started after calculating the total scores of the Teachers'

”

Sense of Efficacy Scale for “student engagement,” “instructional strategies,” and “classroom management” sub-dimensions.

As a prerequisite for the multivariate normal distribution, Mahalanobis Distance Coefficient was calculated, and the scale forms
of 14 participants, whose distance coefficient was determined to be above the criteria, were excluded from the analysis. Following
the extraction of the scale forms, the Mahalanobis Distance Coefficient was found to be in compliance with the relevant criteria.

In order to examine the relationship between the sub-dimensions of the Job Satisfaction Scale and the Lifelong Learning
Tendency Scale, and the Teachers' Sense of Efficacy Scale, it was investigated whether each sub-dimension showed normal
distribution. Skewness and Kurtosis values, histogram graphs, and Q-Q plot graphs of the distributions were examined, and the
scale forms of 3 participants, who were determined to threaten the normality of the distribution, were excluded from the analysis.
After the extraction of scale forms, the distribution was evaluated as normal, and the scale forms of 330 participants were
analyzed.

FINDINGS

Findings related to whether Preservice Teachers' Lifelong Learning Tendencies Predict Their Employment Hope

To examine whether preservice teachers' lifelong learning tendencies were a significant predictor of their employment hope,
Pearson Product-Moment Correlation Analysis was done between the “motivation,” “perseverance,” “lack of regulating learning,”
and “lack of curiosity” sub-dimensions of Lifelong Learning Tendency Scale and Employment Hope.

Table 3. Results of correlation analysis between sub-dimensions of lifelong learning tendencies and employment hope

Employment Lack of
F:_by R Motivation Perseverance Regulating Lack of Curiosity
P Learning

Employment Hope 1 .391™ 421 .050 .090
Motivation .391* 1 .674™ 197 361"
Perseverance 421 674" 1 192 374
Lack of Regulating Learning .050 197 .192* 1 .639™"
Lack of Curiosity .090 361" .374™ .639™" 1

As a result of the analysis, it was determined that there was a significant relationship between the preservice teachers’
Employment Hope scores and motivation sub-dimension (R=.391, p<.05) and perseverance sub-dimension (R=.421, p<.05). Based
on the findings, it was decided to perform multiple linear regression analysis between the motivation and perseverance sub-
dimensions of the Lifelong Learning Tendency Scale and the Employment Hope Scale.

Before the regression analysis, it was examined whether the model established before fulfilled the prerequisites of analysis.
First, the Durbin-Watson value was examined in order to check that the errors were independent, the corresponding value was
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found to be 1.938, and it was determined to be in accordance with the analysis conditions. Second, Tolerance (.546) and VIF
(1.831) values of the model were examined, and it was determined that both values fulfilled the multiple linear correlation
condition. Based on the examinations, it was evaluated that the model provided the prerequisites and regression analysis could
be performed. In order to determine whether motivation and perseverance sub-dimensions were significant predictors of
employment hope in preservice teachers, the analysis was done with the Forward technique among multiple linear regression
analysis techniques, and the obtained results are indicated in Table 4.

Table 4. Results of multiple linear regression analysis between motivation and perseverance and employment hope

Model Predictors B Standard Error B t p
Constant 87.833 3.947 22.253 .000
! Perseverance 1.170 139 421 8.401 .000
Constant 75.142 5.835 12.878 .000
2 Perseverance .803 .186 .289 4.310 .000
Motivation .736 .252 .196 2.926 .004

When the data of multiple linear regression analysis were examined, it was determined that the perseverance sub-dimension
of the Lifelong Learning Tendency Scale had a significant relationship with the employment hope (R=.421, R?=.177). Accordingly,
in the first model, perseverance explained 17.7% of the variance in the employment hope. In the second model established in the
regression analysis, when the fact of whether perseverance and motivation sub-dimensions predicted the employment hope was
analyzed, it was seen that the explained variance increased from 17.7% to 19.8% (R=.445, R?=.198). In other words, it was
determined that the motivation sub-dimension contributed only 2.1% to the explained variance. Based on the findings, it was
determined that the perseverance sub-dimension of the Lifelong Learning Tendency was a strong predictor of employment hope
in preservice teachers.

Findings related to the Preservice Teachers' Self-Efficacy as a Predictor of Their Employment Hope
To examine whether preservice teachers' self-efficacy perceptions were a significant predictor of their employment hope,
Pearson Product-Moment Correlation Analysis was done between “student engagement,” “instructional strategies,” and

“classroom management” sub-dimensions of Teachers’ Sense of Efficacy scale and Employment Hope. The results obtained from
the correlation analysis are presented in Table 5.

Table 5. Results of correlation analysis between sub-dimensions of teaching self-efficacy and employment hope

Instructional

Employment Hope Student Engagement Classroom Management

Strategies
Employment Hope 1 .390™ .369™" 377
Student Engagement .390™" 1 .719™ 711
Instructional Strategies .369"" 719™ 1 .763™"
E/'IZfargs::ent 377 7117 763" 1

As a result of Pearson Product-Moment Correlation Analysis, it was determined that there was a significant relationship
between employment hope and the sub-dimensions of student engagement (R=.390, p<.05), instructional strategies (R=.369,
p<.05), and classroom management (R=.377, p<.05).

Based on the findings, it was decided to perform multiple linear regression analysis between the student engagement,
instructional strategies, and classroom management sub-dimensions of the Teachers’ Sense of Efficacy Scale and the Employment
Hope Scale.

It was evaluated whether the model established before multiple linear regression analysis provided the preconditions for
analysis. The Durbin-Watson value was checked to determine if the errors were independent, and the relevant value was found
to be 1.922, and it was found to be in accordance with the analysis conditions. Secondly, theTolerance (.494) and VIF (2.023) values
of the model were examined, and it was determined that both values fulfilled the multiple linear correlation condition. Based on
the data obtained, it was concluded that the model provided the prerequisites, and regression analysis could be performed. To
determine whether student engagement, instructional strategies and classroom management sub-dimensions were significant
predictors of employment hope in preservice teachers, the analysis was done with the Forward technique among multiple linear
regression analysis techniques. The obtained data are presented in Table 6.
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Table 6. Results of multiple linear regression analysis between student engagement, classroom management and employment
hope

Model Predictors B Standard Error B t p
Constant 72.372 6.300 11.487 .000
! Classroom Management 1.483 .193 .390 7.679 .000
Constant 67.010 6.517 10.282 .000
2 Classroom Management 937 272 247 3.448 .001
Student Engagement .704 .249 .202 2.823 .005

When the data of multiple linear regression analysis were examined, it was determined that the classroom management sub-
dimension of the Teachers’ Sense of Efficacy Scale had a significant relationship with the employment hope (R=.390, R?=.152).
Accordingly, in the first model, classroom management explained 15.2% of the variance in the employment hope. In the second
model established in the regression analysis, when the fact of whether classroom management and student engagement sub-
dimensions predicted the employment hope was analyzed, it was seen that the explained variance increased from 15.2% to 17.3%
(R=.415, R?=.173). It was evaluated that the student engagement sub-dimension had a lower contribution, like 2.1% on the
explained variance. The instructional strategies sub-dimension was not included in the model as it was found that it was not a
significant predictor of employment hope. Based on the findings, it was determined that the classroom management sub-
dimension of Teachers’ Sense of Efficacy Scale was a strong predictor of employment hope in preservice teachers.

Findings related to the Preservice Teachers' Lifelong Learning Tendencies and Self-Efficacy as a Predictor of Their
Employment Hope

Multiple linear regression analysis was done to examine whether preservice teachers' lifelong learning tendencies and teaching
self-efficacy significantly predicted their employment hope. The variables were examined in terms of the multicolorinity problem
before the regression analysis. In the correlation analysis, it was determined that there was a significant positive correlation
between the total score of lifelong learning tendency and the total score of teaching self-efficacy (R = .30, p <.05). Furthermore,
when the relationship between the sub-dimensions was examined, the highest relationship between the sub-dimensions of
lifelong learning tendency and the sub-dimensions of teaching self-efficacy was found to be between the perseverance dimension
and the instructional strategies (R = .35, p <.05). Considering both correlation analysis, it was evaluated that there was no
multicolorinity problem between lifelong learning tendency and teaching self-efficacy variables. Based on this result, it was
decided that the variables could be subjected to regression analysis together, and accordingly, the analysis phase was started.

Based on the results of the analysis in Table 4 and Table 6, multiple linear regression analysis was carried out in the
perseverance and motivation sub-dimensions of Lifelong Learning Tendency Scale and classroom management and student
engagement sub-dimensions of Teachers' Sense of Efficacy Scale with employment hope. The sub-dimensions that were found
not to be a predictor of employment hope were not included in the analysis.

It was examined whether the model established before multiple linear regression analysis provided the preconditions for
analysis. First, the Durbin-Watson value was examined in order to check that the errors were independent, and the relevant value
was found to be 1.959, and it was found to be in accordance with the analysis conditions. Tolerance and VIF values, another
prerequisite of the model, were evaluated and presented in Table 7.

Table 7.Tolerence and VIF values related to multiple linear regression model

Model Predictors Tolerance VIF
1 Perseverance 1.00 1.00
Perseverance .945 1.058
2 Classroom Management .945 1.058
Perseverance 541 1.849
3 Classroom Management .932 1.072
Motivation .539 1.856
Perseverance .530 1.885
Classroom Management 493 2.028
N Motivation .538 1.860
Student Engagement 469 2.134

As shown in Table 7, it was seen that Tolerance and VIF values of the model fulfilled the multiple linear correlation condition.
Based on the analysis of the prerequisites for analysis, it was determined that the model provided the prerequisites, and as a
result, multiple linear regression analysis could be performed. The analysis was done with the Forward technique to determine
whether motivation, perseverance, classroom management, and student engagement sub-dimensions were significant predictors
of employment hope in preservice teachers. The obtained data are presented in Table 8.
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Table 8. Multiple linear regression analysis results between sub-variables and employment hope

Model Predictors B Standard error B t p
Constant 87.833 3.947 22.253 .000
! Perseverance 1.170 .139 421 8.401 .000
Constant 59.517 6.010 9.904 .000
2 Perseverance .978 .136 .352 7.187 .000
Classroom Management 1.029 171 .295 6.030 .000
Constant 50.913 6.980 7.294 .000
Perseverance .700 .179 .252 3.920 .000
3 Classroom Management .982 171 .282 5.755 .000
Motivation .574 242 .153 2.376 .018
Constant 46.629 7.270 6.414 .000
Perseverance .651 .180 .234 3.622 .000
4 Classroom Management .661 .234 .190 2.829 .005
Motivation .550 241 .146 2.283 .023
Student Engagement .523 .261 .138 2.003 .046

When the data of multiple linear regression analysis were examined, it was seen that the perseverance sub-dimension had a
significant relationship with the employment hope (R=.421, R?=.177). Accordingly, in the first model, the perseverance sub-
dimension explained 17.7% of the variance in the employment hope. When the second model established in the regression
analysis to examine whether perseverance and classroom management sub-dimensions predicted employment hope was
analyzed, it was seen that the explained variance increased from 17.7% to 25.9% (R=.509, R?=.259). In other words, the classroom
management sub-dimension contributed 8.2% on the explained variance, which was a considerable amount.

When the third model established in the regression analysis to examine whether perseverance, classroom management, and
motivation sub-dimensions predict employment hope was analyzed, it was seen that the explained variance increased from 25.9%
to 27.2% (R=.522, R?=.272). Based on this finding, it can be said that the motivation sub-dimension has a lower contribution, like
1.3% to the explained variance. When the fourth model established in the regression analysis to examine whether perseverance,
classroom management, motivation, and student engagement sub-dimensions predict employment hope was analyzed, it was
seen that the explained variance increased from 27.2% to 28.1% (R=.530, R?=.281). Based on this finding, it can be concluded that
the student engagement sub-dimension had a lower contribution, like 0.9%, to the explained variance. In the light of the obtained
findings, it was determined that the perseverance sub-dimension of the Lifelong Learning Tendency Scale and classroom
management sub-dimension of Teachers’ Sense of Efficacy scale were significant predictors of employment hope in preservice
teachers.

RESULTS AND DISCUSSION

This study examined whether the lifelong learning tendency and teaching self-efficacy were significant predictors of
employment hope in preservice teachers with Pearson product-moment correlation analysis and multiple linear regression
analysis.

In the study, firstly, it was examined whether the lifelong learning tendency had a predictive effect on employment hope. For
this purpose, the relationship between lifelong learning tendency and employment hope of preservice teachers was evaluated
with correlation analysis. As a result of the correlation analysis, it was seen that the perseverance and motivation sub-dimensions
of the Lifelong Learning Tendency Scale had a positive relationship with employment hope. Based on the results obtained, multiple
linear regression analysis was performed to examine whether the perseverance and motivation sub-dimensions predicted the
employment hope in preservice teachers. In the regression analysis, it was determined that the perseverance sub-dimension in
the first model explained 17% of the variance in employment hope. In the second model, it was found that perseverance and
motivation sub-dimensions explained 19.8% of the variance in employment hope. It is concluded that the contribution of
motivation sub-dimension to the explained variance was quite low, and it is concluded that perseverance sub-dimension was the
strong predictor of employment hope.

Secondly, it was examined whether teaching self-efficacy was a significant predictor of employment hope in preservice
teachers in the study. The relationship between preservice teachers' self-efficacy and employment hope was analyzed with
correlation analysis, and the student engagement, instructional strategies, and classroom management sub-dimensions of the
Teachers' Sense of Efficacy Scale were found to have a significant and positive relationship with employment hope. Based on the
results obtained from the correlation analysis, multiple linear regression analysis was performed between student engagement,
instructional strategies and classroom management sub-dimensions, and employment hope. As a result of the regression analysis,
it was determined that the classroom management sub-dimension explained the 15.2% of the variance in employment hope. In
the second model established in the analysis, it was observed that the classroom management and student engagement sub-
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dimensions explained 17.3% of the variance in employment hope. Based on this data, the contribution of the student engagement
sub-dimension to the model was considered to be quite low. Therefore, it was concluded that the classroom management sub-
dimension was the strong predictor of employment hope. In the study conducted by Skaalvik and Skaalvik (2010), it was seen that
there was a positive relationship between teachers’ self-efficacy and job satisfaction. In the study conducted by Telef (2011), there
was a positive relationship between teachers’ self-efficacy and both job satisfaction and life satisfaction.

In the study, it was also examined whether preservice teachers' lifelong learning tendencies and teaching self-efficacy
predicted their employment hope. In the first two analyses, perseverance, motivation, classroom management, and student
engagement sub-dimensions, which were found to be significant predictors of employment hope, were subjected to multiple
linear regression analysis with employment hope. In the first model established as a result of regression analysis, the perseverance
sub-dimension explained 17.7% of the variance in the employment hope, and in the second model, which included classroom
management, the variance explained was increased to 25.9%. In other words, it can be seen that the contribution of classroom
management to the model is 8.2%, and this contribution is considerable. In the third model of the analysis, it was determined that
perseverance, classroom management, and motivation explained 27.2% of the variance in employment hope. In the fourth model,
perseverance, classroom management, motivation, and student engagement were found to explain 28.1% of the variance in
employment hope. Based on these data, the contribution of motivation and student engagement sub-dimensions included in the
model third and fourth model to the explained variance was evaluated to be quite low. Considering that the perseverance and
classroom management sub-dimensions explained 25.9% of the variance in employment hope, it was concluded that these two
sub-dimensions were strong predictors of employment hope. In the study conducted by Akin and Kocak (2007), it was found that
there was a positive and significant relationship between teachers’ classroom management skills and job satisfaction, and in the
study conducted by Ayra and Kosterelioglu (2015), teachers’ lifelong learning tendencies and professional self-efficacy
perceptions.

It was found that perseverance tendencies and classroom management competence perceptions were predictors of
employment hope in preservice teachers. The word perseverance is defined by the Turkish Language Association as “keeping one's
word or being determined and continuing a work till the end.” Based on the related definition, it can be evaluated that the
tendency of the preservice teachers to pursue their professional decisions and the fact that they consider themselves adequate
in classroom management have an increasing effect on their employment hope. Increasing the employment rates of students
graduating from higher education is one of the important goals of higher education institutions. Therefore, supporting the
perseverance tendencies and classroom management competencies of the preservice teachers in the education that will be
offered to them will enable the preservice teachers to look at the future with hope.

RECOMMENDATIONS

Based on the results of the study, the following recommendations can be made:

1. Inthe faculties of education, conducting various activities aiming to change the perspectives of preservice teachers towards
social life and to provide their personal development can positively affect their employment hope.

2. Outputs aimed at providing perseverance and entrepreneurship skills to preservice teachers in faculties of education can
be included in preservice training.

3. Efforts to develop self-management and discipline skills of preservice teachers can be carried out in professional knowledge
courses such as classroom management.

4. In higher education institutions, strategies can be developed for the measures to be taken regarding the employment status
of preservice teachers.

5. The active work of the career planning units of the universities and the activities related to the career development of the
preservice teachers can provide an increasing effect on their employment hope.
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Abstract

Purpose: The aim of this research was to examine the purpose of preschool teachers' use of technology in teaching in terms of
technology self-efficacy levels. For this aim, the technology self-efficacy of preschool teachers was evaluated according to age,
professional seniority, and learning level independent variables.

Design/Methodology/Approach: The study is a mixed-method research in which quantitative and qualitative research patterns
are used together. Since the quantitative data in the data collection process were predominant, the explanatory mixed-method
was used. The working group of the study consisted of preschool teachers working in Istanbul. 80 preschool teachers were
included in the quantitative dimension of the research. Participants included in the qualitative dimension of the research were
identified through outlier sampling. According to this, teachers in the general sample group created for the research were
directed to the Use of Technology in Education Self-Efficacy Scale [TESS] developed by Dogru (2014). Then, four participants
with the highest and lowest scores from this scale were determined for the qualitative dimension. Semi-structured interview
questions developed by the researchers were directed to the determined sub-sample group. The statistical significance of the
difference between TESS scores of preschool teachers and independent variables was evaluated with the SPSS program. On
the quantitative data, respectively, Kolmogorov Smirnov normality test, descriptive statistics, and one-way analysis of variance
were carried out. Inductive content analysis was made in the analysis of qualitative data.

Findings: As a result of quantitative data analysis, it has been determined that all preschool teachers have firm self-efficacy
beliefs in technology use in teaching. In addition, it was found that the technology self-efficacy of preschool teachers did not
differ significantly according to age, professional seniority, and education level. On the other hand, findings obtained from
qualitative data analysis showed that teachers with high technology self-efficacy present their purpose of using technology in
a more purposeful and reasoned way.

Highlights: Teachers with high technology self-efficacy have referred to the themes of providing motivation, continuity,
participation, strengthening participation, and justification. These results are discussed based on the available literature, and
various recommendations are presented in the context of preschool education.

6z

Calismanin amaci: Bu arastirmanin amaci, okul 6ncesi 6gretmenlerinin 6gretimde teknoloji kullanim amaglarinin teknoloji 6z-
yeterlik duzeyleri agisindan incelenmesidir. Bu amag dogrultusunda okul 6ncesi 6gretmenlerinin teknoloji 6z-yeterlilikleri yas,
mesleki kidem ve egitim diizeyi bagimsiz degiskenlerine gére degerlendirilmistir.

Materyal ve Yontem: Arastirma nicel ve nitel arastirma desenlerinin bir arada kullanildigi karma yéntem bir arastirmadir.
Verilerin toplanmasi surecindeki nicel veriler agirlikta oldugu igin agiklayici karma yontem kullanilmistir. Arastirmanin galisma
grubu Istanbul’da gérev yapmakta olan okul éncesi dgretmenlerinden olusmaktadir. Arastirmanin nicel boyutuna 80 okul
oncesi 6gretmeni dahil edilmistir. Arastirmanin nitel boyutuna dahil edilen katilimcilar aykiri durum 6rneklemesi araciligiyla
belirlenmistir. Buna gore arastirma igin olusturulan genel 6rneklem grubundaki 6gretmenlere, Dogru (2014) tarafindan
gelistirilen Egitimde Teknoloji Kullanimi Oz Yeterlilik Olgegi [TESS] ydneltilmistir. Ardindan bu &lgekten en yiiksek ve en diisiik
puan alan dorder katilimci nitel boyut igin belirlenmistir. Belirlenen alt 6rneklem grubuna arastirmaci tarafindan gelistirilen yari
yapilandiriimis gériisme sorulari ydneltilmistir. Okul dncesi Ogretmenlerinin TESS puanlarinin bagimsiz degiskenler ile
arasindaki farkin istatistiksel anlamhhgi SPSS programiyla degerlendirilmistir. Nicel veriler tzerinde sirasiyla; Kolmogorov
Smirnov normallik testi, betimsel istatistik ve tek yonliu varyans analizi gergeklestirilmistir. Nitel verilerin analizinde ise
timevarimsal icerik analizi yapilmistir.

Bulgular: Nicel veri analizleri sonucunda okul 6ncesi 6gretmenlerinin tamaminin 6gretimde teknoloji kullanimi 6z-yeterlik
inanglarinin ylksek oldugu tespit edilmistir. Ayrica, okul dncesi 6gretmenlerinin teknoloji 6z-yeterliklerinin yas, mesleki kidem
ve 6grenim dlzeyine gore anlamli olarak farklilasmadigi tespit edilmistir. Diger yandan nitel veri analizleri sonucu ulasilan
bulgular, teknoloji 6z-yeterligi yiuksek olan 6gretmenlerin teknoloji kullanim amaglarini daha amagh ve gerekgeli bir sekilde
sunduklarini géstermistir.

Onemli Vurgular: Yiiksek teknoloji dz-yeterligine sahip olan 6gretmenler motivasyonu saglama, devamlilik, katilim, katilimi
guglendirme ve kullanma gerekgesi temalarina atif yapmislardir. Bu sonuglar, mevcut literattr temelinde tartisilmis ve okul
oncesi egitimine baglaminda gesitli 6neriler sunulmustur.
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INTRODUCTION

The changes and developments that societies have made in science and technology are also changing the existing structure in
which they live. In addition to this change, it also creates several differences in education. These differences in education
constitute the society of the future (Alkan, 2005). The speed of change created by technology in social life differs from one society
to another. This speed can affect societies positively or negatively. For children, who are considered minor individuals in society,
this effect is of great importance (Aral & Dogan-Keskin, 2018). Children in early childhood correspond to the concrete operational
stage from Piaget's stages of cognitive development. Therefore, the more stimulus children are exposed to in this process, the
better their mental, social, language, and psychomotor skills will be enriched. To achieve this, materials for all areas of
development need to be used effectively. Materials selected for early childhood should attract the child's attention, and the
opportunity to concretise it should be allowed. This concretisation will increase the permanence of what the child has learned
(Korkmaz & Unsal, 2016). It is no longer possible for knowledge to be transmitted and learned by traditional teaching techniques.
In this period, the central role belongs to the teacher, who guides the child. All the studies that the teacher has carried out on
his/her behalf and the teacher's self-efficacy are also crucial for the child. Bandura was the first to introduce the concept of self-
efficacy within the framework of Social Cognitive Theory. According to this theory, contrary to what is described in many theories,
the behavior of people is not only affected by environmental factors or characteristics of a person, but also by the environment,
expectations, interests, goals, perceptions of that person, and also expectations, interests, goals, and perceptions affect the
environment at the same level. In other words, the individual and the environment are in a state of interaction (Bandura, 1977).

One of the most valid reasons for the everyday use of technology in our lives is that its level of accessibility has increased, and
now many homes have these tools and equipment. In addition to this, information only reached us in printed sources in the past;
however, having some basic skills is sufficient to access information and technology today. Since technology has a constantly
developing and evolving nature, it appeals to every age group (Yilmaz ve Ozkan, 2013). The light, color, and mobility that the
technological tools contain attract children. Therefore children spend a long time with technology. These children are referred to
as "digital natives" by Prensky (2005), who face technology before being born and from the first time they are born. While the
time these children spend with technological tools is essential, the quality, content, and appropriateness of this time are of the
same importance (Christakis & Garrison, 2009). Considering that children use technology for such a long time in everyday life, this
use should effectively contribute to the development of children (Omriiuzun, 2019). It is possible to say that education is the factor
that facilitates efficient and effective use of technology, contributing to development and compliance with technology (Wang,
Ertmer & Newby, 2004). One of the outcomes of technological change is that education methods and content also have to change.
With the change in the teaching system, the role of teachers has changed to a model and guide. For this reason, a person should
believe in self-efficacy that increases his or her ability to cope with and resist the difficulties he or she faces while performing a
task. If the teacher has a firm belief in self-efficacy, he or she is more inclined to use various teaching methods (Henson, 2001).
For teachers are considered one of the most critical parts of the education system. The teacher's self-efficacy also plays a vital role
in the effectiveness of the student and the school (Ekici, 2008). This research is essential for determining the preschool teachers'
purpose of using technology in education and their level of technology self-efficacy. Hence, teachers should introduce technology
to children, but they should do this consciously. The facility and benefits that technology brings should be carefully selected, and
their negativity should also be told to children. Technological awareness is important for teachers, children, and families severely.

Within the scope of the literature review, studies on the aims of technology use of preschool teachers and their self-efficacy
beliefs in technology are examined. The literature review showed that several studies had been conducted at the national and
international levels (Eneyati, Modanloo & Kazemi, 2012; Giles, 2016; Korkmaz & Unsal, 2016). These studies mostly used teacher
candidates or teachers with different branches as a sample group (e.g., ilkay, 2017; Birisci & Kul, 2018; Unal, 2013). However, the
literature review has shown that there is only a small number of studies on the self-efficacy beliefs of preschool teachers who are
already working. Additionally, no study that uses the mixed method can be found. In addition, there is no study in which the
practices of preschool teachers in the classroom are verbally included in the study. For all these reasons, it is possible to say that
this research is significant in terms of the sample group, method, and content. When the literature on the subject of technology
is reviewed, it has been found out that studies are examining the perceptions of teacher candidates regarding technology or their
perceptions of professional self-efficacy (Ozdemir & Tag, 2017; Korkmaz & Unsal, 2016). While preschool teachers and technology
subjects are rarely found together, there is no study involving the teacher's practice with the child. There is almost no research in
which the belief in technology self-efficacy and the teacher coexists (Abbitt, 2011; Sezgin, Erdogan & Erdogan, 2017). As a research
method, quantitative studies are included in general (Kéroglu, 2014; Saracaloglu, Yenice & Ozden, 2013; Uysal, 2013, Kartal, 2019).
No study can be found in which the preschool teacher, technology self-efficacy, analysis of practices, and the mixed method
combined. In the reviewed studies, either teachers' perceptions of self-efficacy or perspectives on technology constitute the
content of the research alone (Kiiglk, Altun & Palig, 2013; Kurt, 2012; Altug, 2017). The main aim of the current research was to
ensure that preschool teachers are aware of the purposes of using technology and to analyze its transfer to children in terms of
belief in technology self-efficacy. For this purpose, answers to the following research questions are sought.

e What is the level of preschool teachers' self-efficacy beliefs in the use of technology?
e Do the self-efficacy beliefs of preschool teachers' use of technology significantly differ according to age, years in the job,
and level of education?
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e How do preschool teachers' belief levels of technology self-efficacy affect their purpose and status of using technology
in education?

Based on these, technology is at the center of our lives and has a vital role in every stage of our lives. This new system influencing
all individuals also applies to preschool children born into technology and referred to as "digital natives." Therefore, teachers
should introduce technology to children, but they should do this consciously. The facility and benefits that technology brings
should be carefully selected, and their negativity should also be told to children. Therefore, technological awareness is essential
for teachers, children, and families severely.

The Role of Teacher in Preschool Education

Today children, who have to be provided with education by teachers, are digital natives and born into the technological
structure. Some of these children receive education from digital natives and some from digital immigrant teachers. Nevertheless,
teachers are expected to help children gain critical thinking, creativity, support the formation of decision-making mechanisms,
direct them to do teamwork, and provide the necessary environment for them to make enough use of technology (Ozdan, 2018).
For teachers to ensure this, they must prepare learning environments by taking into account the individual differences, interests,
wishes, and needs of children and supporting them with different methods and techniques, as well as adopting different
assessment methods (Rhodes, 2017). A teacher is the only person who determines the future of a society, a country, since every
person in society becomes helpful in their homeland by taking shape in the hands of a teacher. In the 21st century, science and
technology are changing and developing very quickly. Thanks to this change, the old ones are being renewed (Yilmaz & Uslu, 2018).
One of the most significant changes is the value given to preschool. The importance given to preschool is increasing and getting
stronger every day (Ozgiil, 2011). The teacher must have tremendous pedagogical potential in ensuring the active participation of
children and be open to social sharing during the learning and teaching processes. This is one of the most critical innovations in
developing society (Grosseck, 2008). Today, to achieve the educational goals expected by the family, society, and age, it is
necessary to establish a bond of love and respect based on trust between the teacher and the child. In addition, the teacher should
know the child sufficiently, recognize his interests, needs and have full knowledge of the characteristics of the child's family
(Yilmaz, Tomris & Kurt, 2016; Arabaci & Aksoy, 2005). The professional experience, expertise in the field, view of the profession,
and levels of education of preschool teachers, who are expected to have all these skills and abilities simultaneously, are evaluated
as teacher qualifications. One of the most important factors determining quality in education is the quality of the teacher (Kili¢ &
Acat, 2007).

Teachers should use informatics and technology at all stages of their lives and education (Sincar & Aslan, 2011). The preschool
teacher can attract children's attention and increase the permanence of learning by using simulation or instructive video in an
educational environment. Activities seen by children and practiced by doing and living become more permanent. In addition, the
technology provides convenience to the teacher in the classroom, offers the opportunity to obtain unlimited documents, and
strengthens communication with both other teachers and parents (MclLoughlin, Brady, Lee & Russell 2007). When all this
information is considered, every preschool, primary, middle, and high school child in the education system is called digital natives.
At this point, all branch teachers are obliged to be advanced, knowledgeable, and skilled in technology. However, after preschool
children encounter advanced technology in life, their first contact with the outside is in the preschool institution and with their
first teacher. Preschool teacher is the first person to get them involved in technology outside of their family. The teacher should
both make technology beneficial to the child by attracting his or her attention in the way the child is used to and raise the child's
awareness of the harms of technology. Considering the first encounters are more complex in every aspect, the importance of
technology self-efficacy of the preschool teacher becomes apparent.

Technology Self-Efficacy

The rapid expansion of technological developments has made the support of technology in learning and teaching activities in
educational environments mandatory, and the integration of technology and learning environments has become inevitable. This
process, which began with the gradual development of new technologies and the use of computers, takes shape with teachers'
concerns, attitudes, and perceptions of self-efficacy for using technology (Kurt, Giinli¢ & Ersoy, 2013). For this reason, teachers
need to have enough knowledge and skills on technology to support children's interests, wishes, and needs, and their efficient
and effective use of the technological products, which are the outcomes of the age.

The concept referred to as self-efficacy perception can be observed in the behavior of individuals. Therefore, it would be
appropriate to mention the concept of self-efficacy as one of the most important factors determining how individuals behave in
situations, events, or difficult moments (Yaman, Cansiingii-Koray & Altuncekic, 2004). It is a fact that the self-efficacy perception
of a person who performs an action or fulfills a duty with his internal motivation, without the need for external motivation, is high
(Kapici, 2003). On the other hand, individuals with low self-efficacy beliefs believe that the action or situation is more complicated
and complex than it seems. Since they look at this situation from an opposing perspective, they cannot solve their problems on
their own and successfully perform the task they want to do (Korkmaz & Unsal, 2016).

Studies showed that the reflection of developing technology on the educational understanding also leads teachers to use
technology as a teaching aid. The ability to include technology in education is one of the characteristics that a 21st-century teacher
should have. Identifying and developing teachers' perceptions of technology self-efficacy is of great importance in terms of their
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ability to use technology in education activities (Ekici, Taskin-Ekici & Kara, 2012). Technology, which allows the teachers to use
21st-century skills, practice, and acts in collaboration with students, also offers a creative learning environment (Lambert & Gong,
2010). However, research has shown that the technology is not being used adequately by teachers (Hew & Brush, 2007). However,
teachers' lack of experience in technology prevents them from teaching by using technology (Sutton, 2010). Therefore, to benefit
from technology in the implementation process of education activities, it will be ideal that the concept of self-efficacy is introduced
(Giles & Kent, 2016). To improve the use of technology, the importance of the ability to include technology in education should
be emphasized, and teachers should have a belief in self-efficacy (Liu et al., 2014). Based on this idea, the higher the teachers' self-
sufficiency is, the higher goals they will set for themselves, and they will be more willing to achieve these goals.

With the inclusion of technology in the education environment, the adaptation of technology by teachers to the classroom has
become an essential task for teachers (Southall, 2012). This shows the importance of the concept of self-efficacy of educational
technology for teachers. When the teachers with low technology self-efficacy and high technology self-efficacy are compared,
teachers with high self-efficacy beliefs are more efficient in the use of technology in education, and they include these activities
in the classroom (Kutluca & Aydin, 2016). In addition to visualizing abstract concepts for preschool children, technology makes it
easier for them to access information more safely (Li, 2007). When technology is used correctly in the classroom environment,
children's motivation and confidence in the learning process also increase (Torff & Tirotta, 2010). It can also be said that children's
participation in the process and academic skills increases (Mercier & Higgins, 2013). Therefore, teachers need to have enough
knowledge and skills on technology to minimize the problems, support children's interests, wishes, and needs, and their efficient
and effective use of the technological products which are the outcomes of the age we live in (Kurt, Glinli¢ & Ersoy, 2013).

Technological tools, especially tablets, smartphones, have strong potential for preschool children. For this reason, these tools
should be included in the learning process to increase children's academic skills (Sullivan, 2013). Because, according to the
researchers, these technological materials are believed to help the transfer of information to children and their basic needs
(Fernandez-Lépez et al., 2013). The correct use of technology in preschool education is about integrating technological material
into the program and regulating it according to each child. Besides, it is believed that the correct use of the material will also be
achieved with the competencies and knowledge of teachers (Haugland, 2000). Research showed that the inclusion of technology
in the educational environment contributes to children's academic, cognitive, and social skills (Gedik, Cetin & Koca, 2017). The
computer, which is one of the technological tools, gives children skills such as learning through exploring, problem-solving,
decision making (Akkoyunlu, Akman & Tugrul, 2002). Also, teachers are given new duties, and the requirements of the information
society renew these standards. It can be said that it develops the child's learning, imagination, and innovative thinking and
integrates learning activities with technology (Orhan et al., 2014). A situation that critically affects the success or failure of a child
is the positive effect of the teacher's belief in his or her ability and efficacy (Slutsky, 2016). With the inclusion of technology in the
education environment, the adaptation of technology by teachers to the classroom has become an important task for teachers
(Southall, 2012). This shows the importance of the concept of self-efficacy of educational technology for teachers. When the
teachers with low technology self-efficacy and high technology self-efficacy are compared, teachers with high self-efficacy beliefs
are more efficient in the use of technology in education, and they include these activities in the classroom (Kutluca & Aydin, 2016).

The perception of the use of technology by teachers and the teachers' views on the use of technology can be considered an
essential tool in predicting progress in learning with the support of information technologies. For this reason, choosing technology
and technological tools as educational materials is one of the properties that teachers should have in developing and changing
educational understanding. Identifying, developing, and evaluating technology self-efficacy perceptions of teachers is essential
for them to use information technologies in their teaching processes. For this reason, this study is important for determining
teachers' self-efficacy beliefs in the use of technology.

METHODOLOGY

Research Pattern

This research, which aimed to examine the purposes of using technology in the teaching of preschool teachers in terms of
technology self-efficacy levels, is a mixed type of research in which quantitative and qualitative research patterns were used
together. This combination of use covers a broader area than the use of a qualitative or quantitative method alone (Creswell,
2015). In this study, which combined both quantitative and qualitative methods simultaneously, the qualitative data was collected
and analyzed and then studied in depth according to the scores obtained from the quantitative data collection tool. The pluralism
and selectivity of the mixed method make it superior to the other methods. In the mixed method, qualitative and quantitative
methods were used together in a study or ongoing successive studies. This combination of use covers a broader area than the use
of a qualitative or quantitative method alone (Maxwell, Fuller, Brooks & Watson, 2016). In this way, both the credibility and
diversity of the research increase, and it develops and expands. Thus, the research reached a level that can obtain enriched data
(Johnson & Onwuegbuzie, 2004). In addition, an extensive and deep process was carried out.

Study Group

This research was carried out with 80 female preschool teachers who are currently working in preschool educational
institutions affiliated with the Ministry of National Education in the European side of Istanbul. Participants in the study were
determined by the extreme case sampling method, one of the purposive sampling methods. The purposive sampling method
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enables identifying the people who will provide rich data required by the research and communicate with them (Bernard & Ryan,
2010).

Subsampling

Preschool teachers in the study were divided into two subgroups (lower and upper) according to the scores they received from
the Use of Technology in Education Self-Efficacy Scale (TESS) to determine their perspective on technology and their competence
in practice. In light of the extreme case sampling, which is one of the purposive sampling methods, the lower group appears less
effective at using technology, and the upper group is more effective at using technology. This research followed below ways to
determine the lower and upper groups:

1. The TESS was applied to 80 preschool teachers.
2. The average and standard deviations of the Self-Efficacy Scale of Technology Usage scores were calculated, and two
formulas were used (Fraenkel, Wallen & Hyun, 2011).

Mean + Standard Deviation / 2 < High Group

Mean — Standard Deviation / 2 > Low Group

3. Ascan be seen from the formulas, the scores above the score obtained from the sum of half of the arithmetic average and
standard deviation are in the upper sample group, and the scores below the score obtained from the difference of half of
the arithmetic mean and standard deviation are in the lower sample group.

4. According to the formula, eight participants were selected from the lower and upper groups representing at least 10% of
the participants, and qualitative processes were carried out with the participation of these teachers (Corbin & Strauss,
2014). Participant information is shown in Table 1.

Table 1. Participant features

Teacher Age Education Level Seniority Scale Score
Toupper 22-27 Postgraduate 1-5 year 240
Taupper 22-27 Undergraduate 1-5 year 240
Taupper 22-27 Postgraduate 1-5 year 240
Taupper 22-27 Postgraduate 1-5 year 234
T1lower 35-40 Undergraduate 11-15 year 195
Talower 28-34 Undergraduate 1-5 year 191
Tatower 22-27 Undergraduate 1-5 year 183
Tatower 22-27 Undergraduate 1-5 year 172

Data Collection Tools

In this study, two different data sources were used to answer the sub-problems. These sources are the Use of Technology in
Education Self-Efficacy Scale (TESS), which allowed the participant to measure their knowledge of technology and noticed their
use, and semi-structured interview questions. In addition, the data collection tools mentioned were detailed.

The Use of Technology in Education Self-Efficacy Scale (TESS): It is developed by Dogru (2017). There are 48 clauses on the
scale, and clauses 39 and 48 are coded as the reverse item. High scores from the scale consisting of five-point Likert structures
indicate that teachers' technology self-efficacy is high, while low scores indicate that teachers' technology self-efficacy is low. The
highest possible score from the scale, which is scored between 1 and 5, is 240, while the lowest score is 48. The average value for
this scale is 144.

Semi-Structured Interview Questions: The researcher prepared these questions by receiving expert opinions. To ensure the
internal validity (Yildinm & Simsek, 2008) of the interview questions, expert opinion was received from two faculty members
specialized in preschool, technology, and qualitative study. After the necessary corrections were done on questions according to
expert opinions, a pilot study was carried out with a preschool teacher who was not in the participant group, has a master's degree
and two years experience, in order to determine the clarity, meaning, and suitability of the questions, and to strengthen the
internal validity. The final version of the questions was prepared together with an expert. Questions are provided below.

| Kastamonu Education Journal, 2021, Vol. 29, No. 3|



616
Table 2. Semi-structured interview form questions and characteristics

Question Characteristics
Q-1 For what purpose do you use technology in your teaching? Why is that? Technology intended use
Q-2 During which instructional activities do you use technology more? Why is that? Type of instructional activities
Q-3 Do you feel yourself competent to include technology in teaching? Why is that? Technology self-efficacy
Q-4 How would you use technology in your teaching? Give an example. Techno-pedagogical strategies

Data Collection Process

The data collection process of the research was carried out in two stages. It took about five weeks for all the data to be
collected. Data was obtained through the Self-Efficacy Scale of Technology Usage, and semi-structured questions asked to
preschool teachers.

Collection Process of Quantitative Data

In the first stage of the data collection process, a total of 80 preschool teachers working in kindergartens affiliated with the
Ministry of National Education in the European side of Istanbul were reached. When determining the people who will provide the
rich data required by the research using the purposive sampling method, ease of accessibility communication to the sample group
was considered. After obtaining the necessary permission from the ethics committee and informing the participants that
volunteering was essential and that they do not have to participate, the TESS was presented to the participants. The scale took
about 10-15 minutes to fill.

Collection Process of Qualitative Data

For the second part of the research involving the qualitative data collection, approvals of the ethics committee, the Ministry
of National Education, and the participants were received. At this stage, the scores of 80 preschool teachers working in
kindergartens affiliated with the Ministry of National Education in the European side of Istanbul were calculated and transmitted
to the participants. A total of eight preschool teachers, four of them in the lower group and four of them in the upper group, were
contacted. At the scale application stage of the research, participants were asked to add full names, making it easier to reach
them. After arranging appointments with the participants, semi-structured interviews were conducted on the appropriate date
and time. Interviews were recorded with a voice recorder to ensure that transcription was complete and healthy. Each teacher's
interview lasted about 6 to 10 minutes.

Analysis of The Data

The data analysis process of the conducted research consisted of two stages. In the first stage, the data collected to determine
the self-efficacy levels of the preschool teachers involved in the research for the use of technology was analyzed with the social
science data analysis program SPSS 20 (Statistical Package for the Social Sciences). With this program, the data was analyzed using
descriptive statistics. After calculating the scores obtained from this scale, the people who will be included in the lower and upper
groups were determined based on the participants' scores. Then, through the same program, it was attempted to determine the
differentiation between the total score obtained by preschool teachers from the TESS and the independent variables of age,
professional seniority, and level of education. For this purpose, the ANOVA test, which was used in cases where the number of
independent variables is more than two, was used. In addition, the Kolmogorov-Smirnov Test for Normality was applied to test
the normal distribution of the data (Buyukoztirk, 2012).

The inductive content analysis and the constant comparative method were used to analyze the data obtained from the
participants included in the lower and upper groups created by using the data obtained after quantitative analysis. Data analysis
is a complex and challenging process that continues by interacting between data and findings from deductive and inductive
approaches (Merriam, 1998). Before applying the analysis, the data obtained from the preschool teachers with whom the pilot
study is carried out are turned into a document, expert opinion is taken, and then the analysis is carried out. After this stage, the
data was first transcribed for inductive content analysis and then continued in stages based on the study of Yildirim and Simsek
(2008). These stages consisted of open coding, category creation, and summarization. In the first stage, meaningful concepts were
created by dividing the data into sections for content analysis. Based on these concepts, themes were created with the necessary
arrangements, and thus the second stage was completed. In this way, similar answers among the participants' answers to semi-
structured questions were collected together and regulated to make them suitable for interpretation (Zhang & Wildemuth, 2009).
These answers were then compared in-depth and in detail according to the purpose of the research with the answers given by the
participants to semi-structured questions in the use of technology through the constant comparative method (Glaser & Strauss,
1967). Then the themes were made into propositional sentences, and hypothesis sentences were created.

FINDINGS

In this part of the research, the results obtained from the analysis of the TESS and Semi-Structured Interview Questions
Answered by preschool teachers are presented. First, the normality test results are included, which showed whether the scale
scores are generally distributed according to the participants' responses to the TESS (Table 3). After that, findings of the descriptive
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analysis showing the level of self-efficacy of technology use of preschool teachers and results from the ANOVA test are presented.
Finally, the results of inductive content analysis and constant comparative method performed based on the participants' responses
in the subsample to semi-structured interview questions are included. Data from preschool teachers and quotations from their
responses to semi-structured interview questions are encoded independently of the research to ensure that credentials are kept
confidential.

Table 3. Kolmogorov-Smirnov normality test results

TESS N X SD V4 p
Total 80 207.37 19.22 .09 .169

In Table 3, it is found out that the data collected from the preschool teachers in the sample group (total score) showed a normal
distribution (p>, 05). In the study, the normal distribution of the data emphasizes that the tests to be applied to the data must be
parametric. Therefore, the significance of the difference between the self-efficacy beliefs of preschool teachers in the use of
technology and the variables of age, professional seniority, and level of education was determined using the ANOVA test.

Findings on the Level of Technology Self-Efficacy

Descriptive analysis findings to determine the level of self-efficacy beliefs of preschool teachers participating in the study for
the use of technology in education are given in Table 4.

Table 4. TESS descriptive analysis findings

TESS N Minimum Maximum X Standard Deviation

Total 80 160 240 207.37 19.215

According to the descriptive statistical values given in Table 4, it is found that the average score received by preschool teachers
from the self-efficacy scale for the use of technology in education was (X=207.37). It is found that the minimum score was 160,
and the maximum value was 240 in terms of the total scores that preschool teachers received from the scale. It is discovered that
the total average scores received by participants were well above the average value. This finding revealed that preschool teachers
have high self-efficacy for the use of technology in education.

Findings on Change of Level of Technology Self-Efficacy
Table 5. ANOVA test results for the change of self-efficacy beliefs for technology use in teaching by age

Age N X SD F p
22-27 53 208.28 19.749 .569 .637
28-34 12 210.42 11.000

TESS 35-40 9 202.33 22.215
40 and over 6 200.83 24.359
Total 80 207.38 19.215

In Table 5, it is found that there was no significant difference between the age-independent variable of preschool teachers and
the self-efficacy beliefs of the use of technology in education (p= .637). However, although there was no significant difference,
there was a descriptive difference between the age of 40 (X=200.83) and the age range of 28-34 (X=210.42). Preschool teachers
with an age range of 28-34 years have firmer self-efficacy beliefs in the use of technology in education than preschool teachers
with an age of 40 years and older. ANOVA was also applied to the data to determine the significance of the statistical change of
self-efficacy beliefs of preschool teachers in the use of technology according to the professional seniority variable. The findings
can be seen in Table 6.

Table 6. ANOVA test results for the change of self-efficacy beliefs about technology use in teaching by seniority

Seniority N X sD F p
1-5 55 207.84 19.476 1.729 .168
6-10 9 213.67 10.817

TESS 11-15 6 212.83 13.790
15 and over 10 195.90 23.412
Total 80 207.38 19.215

As shown in Table 6, there was a significant difference between the preschool teachers' professional seniority variable and the
self-efficacy beliefs in the use of technology (p=.168), which were obtained from the scale for evaluation of self-efficacy beliefs in
the use of technology in education. In addition, the self-efficacy beliefs of preschool teachers with professional seniority of 6-10
years in the use of technology in education (X=213,67) was more than the preschool teachers with professional seniority over 15
years (X=195.90). In other words, the self-efficacy beliefs of the teachers with professional seniority of 6-10 years in the use of
technology in education differed from the preschool teachers who have 15 years or more professional seniority. Based on these
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findings, the teachers with the lowest self-efficacy belief in the use of technology in education were the ones whose professional
seniority was over 15 years. ANOVA was also applied to the data to determine the significance of the statistical change of self-
efficacy beliefs of preschool teachers in the use of technology according to the level of education variable. The findings can be
seen in Table 7.

Table 7. ANOVA test results for the change of self-efficacy beliefs about technology use in teaching according to education level

Education Level N X SD F p
Associate Degree 11 207.91 19.486 1.831 .167
Undergraduate 52 204.79 18.724

TESS
Postgraduate 17 214.94 19.629
Total 80 207.38 19.215

As shown in Table 7, there was no significant difference between the preschool teachers' level of education independent
variable and self-efficacy beliefs in the use of technology (p=.167), which were obtained from the scale for evaluation of self-
efficacy beliefs in the use of technology in education. In other words, it was found that the level of education of preschool teachers
did not have any effect on self-efficacy beliefs in the use of technology in education. However, the group consisting of the
preschool teachers with graduate education had the highest score on the scale for the use of technology in education (X=214.94).
The group with the lowest self-efficacy belief in the use of technology in education was preschool teachers who have a bachelor's
degree (X=204.79). In other words, preschool teachers with the highest level of education had the firmest belief in self-efficacy in
the use of technology in education.

Findings on Change of the Purpose and Situations of Using Technology According to Self-Efficacy

Quantitative findings of this study, which aimed at investigating preschool teachers' self-efficacy beliefs in the use of
technology in education, revealed that participants' self-efficacy was generally high and also closed to each other. However,
although not meaningful, significant differences were found between some values, and semi-structured interviews were
conducted with 8 participants, while half of them had received the highest scores, the other half had received the lowest scores,
to investigate the research in-depth. The results obtained from the analysis of preschool teachers' responses to semi-structured
interview questions were collected under four main headings. The results of the inductive content analysis on the responses to
semi-structured interview questions are described in detail in Table 8.

Purpose of Using Technology in Education

To determine their conceptualizations of the use of technology in education, the question of for what purpose do you use
technology in education? Why? was asked to the preschool teachers participating in the study. According to answers, while the
teachers of the upper group with high self-efficacy scores concentrated on two different themes, the teachers in the lower group
concentrated on a single theme. The theme on which both groups concentrated consisted of the examples the teachers give on
enriching education.

Taupper: Writing and hearing are more permanent for adults, but children's visual memory is stronger, and they can transfer it to
other things. They can combine what they see with other processes they have learned. They can make some analogies such as
we learned this, we saw that. | can say that | use technology for these purposes because they are more permanent.

Tzower: We also know that visuality especially has gained significant importance today. Therefore, to enrich the course, short
videos, printed materials, photos, blackboard, computer, projector, which we also call overhead projector, internet, | use the
technology in this way.

As can be seen in the example quotations from the teacher statements given above, both the teacher in the upper and lower
groups emphasized enriching the activity environment by using the visualization of technology features. In addition, while the
teacher in the upper group mentioned that they aim for permanence by increasing the visuality, the teacher in the lower group
makes no such comment.

Taupper: Now children's interests are more in this direction; | think it is better to use a teaching tool to do something in the direction
in which they are interested. | think the reason is that children are already born into technology, and their interest is entirely in
this direction because they are constantly interacting with technological tools.

Taower: Verbal lecturing can be insufficient in some subjects; sometimes, an image, a video, an audio recording is necessary for
effective learning. For example, when | tell a forest, | tell it verbally, but the children cannot visualize it. It is more permanent
when | show them a visual, a video. Or sometimes, | need to make them listen to the voices of different animals living in that
forest. We do not always have the opportunity to make a trip to the forest and observe it, or when | tell a historical artifact, |
cannot take the kids to see that historical artifact. When we show them with an image or a video, we save time and show the
kids these real images. So | frequently use technology in education.

As we continued to examine the answers given by teachers in-depth, it has been stated that teachers in the upper group turn
to the use of technology to increase children's interest and that this was because children are born into a world where technology
exists. Teachers in the upper group emphasized that in addition to enriching education, they also tried to use technology in
educational settings to ensure children's motivations towards education. Teachers in the lower group said that they used it to
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make children listen to different sounds and see images during activity exercises, that is, to include them in their work to enrich
the learning process.
Taupper: | know that visuals are of great importance in education since the age group we work with cannot always make sense
with verbal expressions. For this, and because | have children who appeal to visual memory, | use technology in education
because | know that learning is more permanent when visual and verbal guidelines are combined.
Ta0wer: | most often use technology to appeal to children's sense organs. As for a reason, the more | appeal to the child's sense
organs, the more concrete learning | perform.

According to these statements, it is found that teachers who scored high on the scale view technology more broadly and

evaluated it under two different headings. While the teachers in the lower and upper groups shared a heading, the teachers in
the upper group mentioned another heading.

Table 8. Teacher conceptualizations for the use of technology in teaching

Upper Lower
Question Characteristics
Theme Concept Theme Concept
- Concretization
Enriching S
. Visualization .
Teaching Auditory
Permanence .
Reinforcement
Research Strengthening Activities
Technology Purpose of Use Attention Gathering Enriching Teaching Concretization
Providing Attention Strengthening Activities
Motivation Technological Game Method Technique
Conversation Providing Diversity
Compliance with Interests
Concretization
Reading-Writing Activiti . .
ela "né r.| .|n.g chivities Using the Auditory Side
Activity Type Science Activities Enriching Teaching Zoom to Real Life
Mathematics Activities e
All Events Visualization
Strengthening Efficiency
s Visualization
T fl | Enriching Concretization
ype of Instructiona Teachi . .
Activities caching Strengthening the Work Cognitive Domain
Turkish Activities
_— Permanence Art Activities
Continuity- . ivi . -
szt::ﬂ:ty Setting Up My Activity Type Science Activities
y Compatibility Music Activities
Literacy Activities
Attention

Participation

Attention Gathering

Technology Self-Efficacy

Strengthening
Participation

Technological

Active Child
Technology Requirement

Practicality Technological

Material Shortage Possibilities

Lack of Possibilities

Poor Vision
Material Shortage
Lack of Materials

Techno/Pedagogical
Strategies

Possibilities Smartborad
Visualization
Concretization
—_ Persistence in Mind
Enriching Show and Make . . .
Teaching : Using the Auditory Side

Strengthening
Participation

Instant Feedback
Use in the Listening

Enriching Teaching
Direction

Active Child
Attention

Curiosity Awakening
Inclusion in Progress

Strengthening Activities
Visualization

Including Everyday Life
Permanence
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Learning Differences
Learning by Doing and
Living

Rationale for Use  Incomplete Completion
Accessibility
Suitability for Different
Purposes

Usage Area of Technology in Education

To learn the preschool teachers' usage area of technology in activities, a second question, which is In what educational
activities do you use technology more? Why? has been asked, and the analysis on the answers abiding by the scores received on
the scale showed that the teachers in the upper group make conceptualizations such as activity type, enriching education,
continuity, and participation. In addition, conceptualizations provided by inference from the answers given by the teachers in the
lower group were enriching education and activity type.

Taupper: It depends on the topic | am lecturing on. Because | apply different techniques for each topic. Sometimes | may need to
show it when | tell it. | might use the show and tell technique. And sometimes, | may need to support it after | tell it. So that can
change. But | am trying to use technology in all areas.

Tziower: Likewise, we can do this in mathematical activities such as addition and subtraction. We can study numbers, like drawing
on the board and using visuals. | think that technology gives benefits in all other areas, whether in Turkish or in art and science
activities.

As can be seen from the example quotations from the statements shown above, all teachers in the upper and lower group said
that the technology could be used in all activities implemented in the classroom. It can be seen that all teachers agreed regarding
the benefits of technology.

Tiupper: Therefore, we need to do the activity of preparing for reading and writing either by using a toy that will appeal to five
sense organs or with a technological tool that can draw their attention rather than doing it, for example, on paper, so that it has
more permanence. So we use technology more in situations where children cannot focus.

Taupper: Because the age group we address is quite young and their attention is very short, their attention span is very short. For
this reason, such technological products, technological tools become very interesting and attractive for them. For this reason,
what | do is using, as much as possible, for example, story activity, for example, there are audio slides or storytelling in the form
of videos, or for example, there can be a program where you can create your own story. These kinds of things are more attractive
to children, and | use them more in Turkish language activities.

However, the preschool teachers in the upper group added two different concepts to the question of In which educational
activities do you use technology more? Why? As can be understood from the above examples, one of these concepts is
participation. The other concept, which is continuity, can be seen in the examples below:

T3upper: TO be more exact, it is true that | use it in book exercises because | know that their attention is short, and | want to increase
their attention a little more by differentiating the exercises with visuals, adapt them with the topic, make it permanent in
memory.

Taupper: | mean it becomes much more permanent when the child learns the concept of old and young by establishing connections
on the two topics he/she has learned, rather than giving it on a photocopy and hanging it in the air. So | can say that | think it is
effective in this regard; | think it is effective to use technology during educational activities.

Looking at the answers to the semi-structured questions here, teachers in the upper group approach the use of technology in
education more broadly and in detail, while teachers in the lower group view it more superficially.

Teacher Efficacy

Eight preschool teachers have answered the following question under a common heading: Do you consider yourself efficient
to incorporate technology into teaching? Why? In addition, the upper group added another different answer. Examples of this are
presented below.

Tiupper: Because the technological opportunities provided by the school are not very sufficient compared to today. | mean, while
technology advances so much every day, the technological tools that we use are very inadequate for us. Sometimes we even use
the internet with limited opportunities. And the interactive whiteboards, too. Therefore, | think that while technology is
advancing at this rate, if there is an improvement or diversity in the tools used in kindergartens, primary schools, we can
incorporate more technology into education.

Taupper: Within current opportunities, yes, | consider myself efficient. | try to evaluate all the opportunities | have. But | have
limited opportunities. For example, | have a laptop, and | have a small sound system. | mean, it has a speaker, but the sound is
hard to hear because the number of children is too high. | do not have an interactive whiteboard in class, and when | want to
show them a video, | show it on my laptop, and after a while, the children get bored.

Taower: | consider myself efficient in terms of the opportunities | have. Because unfortunately, we do not have an interactive
board, an internet connection, a projector at school. | can rather use a computer and speakers. So | try to use these opportunities
as much as | can.
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Taower: Apart from me, there are some technological tools that still have not reached us due to the physical conditions of the
school. Some materials arrive, but there is no internet infrastructure, for example. | do not consider myself fully efficient, but |
try to do what | can, thinking it is better than nothing.

As an answer to the question, teachers in both the lower and upper groups attributed their level of efficacy in technology to
the physical conditions of schools. In light of these, it is seen that all eight participants meet under a common theme. The theme
that includes all these concepts is technological possibilities.

Taupper: If | had an interactive whiteboard, it would be more attractive because the screen is large, and children have little chance
of doing anything on the laptop, but on the interactive whiteboard, at least | could get children to play games that | designed
myself in class. We could draw pictures on the interactive whiteboard. | would involve the kids in it. | could attract the attention
of the kids by using different software.

Taueper: As far as possible, | already prefer more practical platforms, in which | can do something quickly,

In the quotations given above, teachers in the upper group talked about the insufficiency they experienced in technology and
the insufficiency it gave to the children while using. In this regard, it is rationally mentioned that technology teaches by making
the child active, and the use of technology facilitates teachers' work.

Usage Method of Technology in Education

It is a source of data related to the usage area of technology in the education of preschool teachers participating in this study.
For this purpose, all the participants' answers from the lower and upper groups to this question were analyzed: How do you use
technology in education? Please give an example. According to the answers, while the teachers in the upper group draw attention
to strategies related to enriching education, improving participation, and usage reasons for technology usage methods, the
teachers in the lower group draw attention to the issues of enriching education.

Tiupper: We can use the technology on the interactive whiteboard, projector, or stereo as audial. For instance, we want children
to find images on a subject that we want children to research and bring them in flash memory. Then we can collect them all in a
file and show them on the interactive whiteboard in slides. Or, in a preparation exercise for reading and writing, we create a
matching or grouping page, and using the interactive whiteboard pen, we can turn this activity into a process that includes
children. Or, as | said, We can investigate the science experiment, the science activity, an activity or experiment that we cannot
do in the classroom and watch the video and visualize it. Or we can research a subject we are curious about and concretize it.
Tsupper: We have book exercises. Since our book exercises are interactive, we also upload them to our interactive whiteboards.
We project them from it; we make implementations on it. Let's say we have a matching question on the page. Instead of telling
it completely, first, | am doing one example on the board to show it. After that, they come one by one and do the matching on
the board. If they make it wrong, the word wrong appears on the board. If it is true, applause appears.

Taower: | record it so that the child can hear his/her voice; | make the child listen. Apart from the instruments | play myself, | make
the child listen to an instrument in music activities. We can make them listen to animal sounds, nature sounds. | use the sound
system a lot in that sense.

As can be seen from the example quotations given above, it was observed that teachers in the lower group and upper group
used the auditory and visual aspects of technology to enrich education and thus included children in education.

Taupper: NOw, children's learning methods are different from each other. Some learn by doing, some learn by watching, some
learn by listening. We are already using learning by doing, experiencing more in kindergarten. But sometimes, it can really work
to make them watch a video on the internet. For instance, if we are doing an activity related to planets, if | am also telling it, it
can better stick in the mind when | show this video over the internet, and it already draws their attention. In this way, children's
learning levels also increase, or if | give missing information, the missing learnings are completed.

Taupper: 1t is not like suddenly saying we are looking at this today; first, | show it with my own means and then include the
technology.

As can be seen from the sample answers shown above, the teachers in the upper group also cared about the learning methods
and styles of the children. It was observed that they applied technology and tried different methods. As can be seen from the
example statements, the teachers in the upper group mentioned strategies related to enriching education, improving
participation, and usage reasons for technology usage method, while the teachers in the lower group only mentioned the topic of
enriching education. At this point, it can be stated that both the lower and upper groups of teachers agreed on the theme of
enriching education as a usage area of technology in education. In addition, it was observed that the teachers in the lower group
did not express their opinion on the subjects of improving participation and usage reason.

DISCUSSION, CONCLUSION, AND SUGGESTIONS

This study aimed to investigate the self-efficacy beliefs of 80 preschool teachers who are currently working in preschool
education institutions affiliated with the Ministry of National Education in the European side of Istanbul in the use of technology
in education. The results obtained from the data analysis are listed below.

1. All preschool teachers have firm self-efficacy beliefs in the use of technology.

2. Nosignificant difference was found between preschool teachers' self-efficacy beliefs in the use of technology in education
and age, professional seniority, and educational level.

3. The preschool teachers who were in the upper group, due to their high technology self-efficacy, mention more justified,
rational themes than the teachers in the lower group.
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4. Unlike teachers in the lower group, teachers in the upper group also referred to the themes of motivation, continuity,
participation, improving participation, and usage reason.

A theoretical discussion is made according to these results while also considering the results obtained in theoretical studies.

Levels of Preschool Teachers' Self-Efficacy Beliefs in The Use of Technology

In this study, preschool teachers' views on the use of technology in education were investigated, and interview questions back
these views. When the national and international literature is examined, no study can be found conducted with people who are
already working as preschool teachers and includes quantitative and qualitative analyses on the self-efficacy of using technology
in teaching. Additionally, there are many technologies and computer-based studies conducted with preschool teacher candidates,
science teachers, class teachers, teachers working in different branches, and lecturers in different disciplines of the faculty of
education.

When the results of the study are examined, it is concluded that all teachers involved in the study have firm self-efficacy beliefs
in the use of technology in education. With the increase of the importance given to preschool education, technology, which is a
necessity of the 21st century, is also included in education (Ozgiil, 2011). It is argued that the teachers who participated in the
research can perform simple technology operations and that their use is necessary. At this stage, the most critical point is that the
teacher can transfer the technology to the child properly (Sayan, 2016). In this sense, the self-efficacy belief of the teacher should
be firm (Henson, 2001). Preschool education is when children first have the opportunity to experience a different environment as
a learning environment outside the home. For this reason, preschool teachers have to follow the age more closely and consciously
pass on their experiences to children. One of the researches carried out on this subject with different branch teachers, Ozdemir
(2017), also concluded that the class teacher candidates have high technology self-efficacy beliefs. In many such studies, it has
been concluded that teachers' self-efficacy beliefs in technology are firm (e.g., Eneyati, Modanloo & Kazemi, 2012; Kéroglu, 2014).
The results of all these studies emphasized that teachers should be prepared to offer technology-based education practice.
Teachers should use new technologies in the learning environment and in the classroom to support the education system and
provide a teaching environment with more quality and facilitate the learning process.

Change of Teachers' Self-Efficacy Beliefs in The Use of Technology in Education

When the results of the research are examined, no significant differences were found between the age, professional seniority,
levels of education of teachers, and the self-efficacy beliefs in the use of technology in education. However, a study carried out by
Cetin and Giingdr (2012) with class teachers in Nigde found a significant difference between age and technology self-efficacy and
concluded that it is in favor of younger teachers. Although there was no significant difference as a result of the current research,
there were descriptive differences among the data. The oldest members of the group have the lowest average. The average scores
of younger teachers were higher. However, the numeric difference between them was relatively slight. Preschool teachers being
older or younger may not be an essential factor for technology self-efficacy. Spiegel (2001) also concluded that self-efficacy belief
in computer use has a negative relationship with age. In another study conducted in Denizli, results were obtained in favor of the
group of younger teachers. Erdogan and Erdogan (2017), who used the Technology Proficiency Self-Assessment Scale in Ankara,
concluded that technology self-efficacy decreases as age and seniority increase. A study conducted by Biitiin-Kus (2005) concluded
that there was a significant difference between technology self-efficacy and seniority. It is in favor of the teachers with less
seniority. It is thought that the reason for this is that education was different at the period when the teachers with high seniority
were raised. The technology experience and knowledge of younger teachers might be more recent and advanced (Pajares, 2002).

Teachers with less professional seniority have firmer beliefs in technology self-efficacy (e.g., Sengir, 2019; Ozcelik & Kurt, 2007).
That being said, no significant difference was found in the research carried out by Sengir (2009) with secondary school branch
teachers. Science and technology teachers present no differentiation in their attitudes towards the use of technology in the field
of education, whatever their educational status might be (Barut, 2015). Although the educational levels of preschool teachers do
not cause a significant difference, while the teachers at the graduate level have the highest average score, the ones at the
undergraduate level have the lowest average score. Thus, the group of preschool teachers with the highest level of education has
higher technology self-efficacy.

In light of all these findings, it can be thought that teachers are developing themselves to educate children and make plans
accordingly. It is found that there is no link between independent variables such as age, professional seniority, and level of
education of preschool teachers, and self-efficacy beliefs in the use of technology. These variables are considered as teacher
qualifications, determining the quality of education (Kili¢ & Acat, 2007). For the children in the age group 0 to 6, who spend the
vast majority of their daily lives interacting knowingly or unknowingly with tablets, computers, smartphones, and similar
technological tools, it is of great importance in technological activities in the educational environment (Kiling, 2015). Regardless
of teachers' age, professional seniority, and level of education, it can determine how to educate the rising generation of digital
natives (Prensky, 2005) individuals born into the age of technology.

Change of The Purpose and State of Use of Technology According to Self-Efficacy

Eighty preschool teachers who participated in this study were made to take the TESS and ranked according to the scores they
received on this scale, and two (lower-upper) groups consisting of four teachers are formed according to their self-efficacy beliefs
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in the use of technology in education. The answers given by the teachers in the lower and upper groups during the
implementation-data collection process were recorded and transcribed with the help of a voice recorder and analyzed using the
qualitative analysis method. To strengthen the analysis carried out using the quantitative method and to be able to build it on
solid ground, the qualitative analysis method was applied. The purpose was to determine how and for what preschool teachers
use technology in classroom practice, which was not encountered in the national and international literature.

The results were obtained after the applied inductive content analysis. The preschool teachers in the upper group, due to their
high technology self-efficacy, mentioned more justified, rationally conceptualized themes than the teachers in the lower group.
In the answers to the question about the purpose of using technology in education, all of the teachers in the lower and upper
groups emphasized that technology is suitable and necessary to enrich education in the educational environment. In addition,
teachers in the upper group also stated that they see technology as a source of ensuring motivation for purposes such as drawing
children's attention during education and gathering their interests. Almost all the teachers believed that children are motivated
in the preschool education environment and that learning is more permanent with incorporating technology in it (Clements,
Nastasi & Swaminathan, 1993). For the question regarding the type of educational activities, the teachers of the upper and lower
groups again mentioned the titles of enriching education and the type of activity, emphasizing the need to use visualization,
technology in the education of children. While the teachers of the two groups mentioned the benefits of using technology in all
activities, they specifically emphasized that they used it more in the activities of preparing for reading and writing. Teachers care
about visuality and being permanent for children regarding the use of technology. The high technology self-efficacy of teachers
might indicate that they are actively using technology (Sezgin et al., 2016). According to different research in the literature, many
teachers believe that computers will have positive effects on education (Cagiltay ve Cakiroglu, 2001). In addition, teachers in the
upper group also have different themes for this topic. These are continuity and participation. Teachers in the upper group also
mentioned concepts such as permanence and drawing interests. A study conducted by Yurt and Kalburan (2010) find out that
69.5% of participating teachers used computers to support activities in their daily plans, and the rest use computers to search for
information. In addition, in the same study, 62.1% used technology in musical activities, 45.3% in literacy activities, and 64.2% in
cognitive development activities. 52.6% used it to improve their language skills. At this point, it can be considered that teachers
use computers for educational purposes. Technological tools provide children with different musical experiences. Visual and
auditory symbols offer new learning opportunities to children (McDowall, 2003). Kog (2014) emphasises that computers are often
used in music events. Computers are often used in musical activities; however, they are also used in reading-writing activities. In
the preschool period, skills such as story creation and learning new words can be supported by using computers thanks to some
software (Yurt & Kalburan, 2010).

In answer to the question asked to measure the technology self-efficacy, the teachers in the lower and upper groups mentioned
the technological possibilities by talking about the lack of technological tools and opportunities in the institution they work.
However, teachers in the upper group also mentioned improving participation. In terms of the subject that teachers in both groups
focus on simultaneously, the environment in which they can access lesson plans, materials, and activities for both their
development and implementations in the classroom is provided by technology. Nevertheless, due to reasons such as lack of
infrastructure in schools or lack of knowledge, in some cases, technology may not be able to be used as wanted (Akkoyunlu, 2001).

In the last question, which aimed at learning techno-pedagogical strategies, teachers in the lower and upper groups mentioned
the theme of enriching education, as in the first question. Unlike the teachers in the lower group, the teachers in the upper group
also emphasized improving participation and usage reason. An educational environment involving many stimulants can
simultaneously activate all the senses of a child and make it permanent. Technological devices that can provide both visuality and
auditory data at the same time contribute to the learning process of children and increase their motivation by ensuring that
children willingly and effectively participate in the learning process (Akkoyunlu et al., 2002). In the light of all this information,
teachers who are actively involved in technology and therefore have a firm belief in technology self-efficacy may be aware of the
influence of technology on children and may have made statements accordingly.

Suggestions
In this part of the research, suggestions are presented considering the results obtained by the researcher.

e The sample group of this research consisted of 80 teachers working in schools affiliated with the Ministry of National
Education in the European side of Istanbul. A similar study can be done by selecting different cities and reaching more
teachers.

e The research was conducted only with preschool teachers. A study like this can be prepared in which preschool teachers
and preschool teacher candidates are also included.

e By keeping the context of research, the same observation technique can be added to the practices of the teachers.

e Permanence can be supported by ensuring that the lessons given to teachers in technology-based in-service trainings are
practical.

e The number of studies on technology self-efficacy involving preschool teachers can be increased.

e The research context can be prepared by comparing the preschool teachers working in schools affiliated to the Ministry
of National Education and the preschool teachers working in private preschool education institutions.
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e The data of this research were collected before the pandemic process experienced with the effect of the Covid-19
process. Therefore, the same research can be done after the pandemic period.

e New research with teacher participation can be conducted on pedagogically based preschool technology applications
prepared on technology self-efficacy involving preschool teachers, and the number of such studies can be increased.
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Abstract

Purpose: The importance of public relations increases with social life. Public relations is a process that aims to regulate the
relations between society and institutions and ensures mutual communication and cooperation. The public relations process,
which has become more important with the rapid changes, has become a necessity for schools as well. The aim of the study
was to develop a scale for the public relations process at school and examine the public relations process in the school in
terms of various variables through the data collected with this scale.

Design/Methodology/Approach: The study is descriptive research designed as a relational survey method. For scale
development, exploratory and confirmatory factor analyses were performed over different samples. Data were collected
from 198 teachers for exploratory factor analysis (AFA) and 344 teachers for confirmatory factor analysis (CFA).

Findings: As a result of the analyses, a 39-item scale was obtained. Validity and reliability studies related to the scale were
conducted and examined in terms of gender, branch, managerial experience, and school type. Since the data showed normal
distribution, independent samples t-test was performed for gender, branch, and management experience variables. While no
significant difference in terms of gender, there were significant differences regarding branch and management experience.
The ANOVA test conducted for the type of schools variable showed that there were significant differences.

Highlights: It is thought that this developed scale will contribute to the field. It is thought that the application of the scale by
testing it in different populations and samples will increase the interest and awareness of the field.

6z

Calismanin amaci: Toplumsal yasamla birlikte 6nemi daha da artan halkla iligkiler; toplum ile kurumlar arasindaki iligkileri
diizenlemeyi hedefleyen karsilikli iletisimi ve isbirligini saglayan bir suregtir. Egitim ortamlarinda yasanan hizli degismelerle
birlikte 6Gnemi daha artan halkla iliskiler stireci okullar igin de bir gereksinim haline gelmistir. Bu kapsamda, galismanin amaci

okulda halkla iligkiler stirecine yonelik bir 6lgek gelistirmek ve bu 6lgcekle toplanan veriler Gizerinden okuldaki halkla iligkiler
surecinin gesitli degiskenler agisindan incelemektir.

Materyal ve Yéntem: Arastirma iliskisel tarama modelinde yapilmis betimsel bir calismadir. Olgek gelistirme siirecine iliskin
farkh 6rneklemler Gzerinden agimlayici ve dogrulayici faktor analizi yapilmistir. Agimlayici faktor analizi (AFA) igin 198,
dogrulayici faktor analizi (DFA) igin 344 6gretmenden veri toplanmistir.

Bulgular: Analizler neticesinde elde edilen 39 maddelik 6lgek gegerlik ve glvenirlik galismalari yapilarak cinsiyet, brans,
yoneticilik deneyimi ve gorev yapilan okul tirt degiskenleri agisindan incelenmistir. Veriler normal dagihm sergiledigi igin
cinsiyet, brang ve yoneticilik deneyimi degiskenleri i¢in bagimsiz gruplar t-testi yapilmistir.Cinsiyet degiskeni agisindan anlamli
bir farklihk ortaya gikmazken, brans ve yoneticilik deneyimi degiskenleri agisindan anlaml farklliklar ortaya ¢ikmistir. Gorev
yapilan okul tirti degiskeni agisindan yapilan ANOVA testi sonucuna gére anlamli farkhiliklar oldugu ortaya ¢ikmistir.

Onemli Vurgular: Gelistirilen 8lcegin alana katki saglayacagi diisiiniilmektedir. Olcegin farkli evren ve érneklemlerde de test
edilerek uygulanmasinin alana yonelik ilgiyi ve farkindaligi artiracagi dustinilmektedir.
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INTRODUCTION

It is extremely important for organizations, which are constantly interacted with the environment to know the structure and
features of the environment that they are in. Many factors such as the cultural and economic structure of the society, its
tendency towards social change, its resources, development level in the technology and scientific field constitute the general
environment of the school, and these variables affect the school directly or indirectly (Basaran, 2000). Schools, which are social
organizations in that their input and output are human, are required to be in close contact with their environment. The school,
which is an institution established to realize the goals of society, is an organization that has an informal aspects formal structure
as well as formal ones, and in this respect, it is constant in interaction with its environment (Arr, 1996). Societies are unaware of
the school's programs and goals due to the lack of public relations in schools (Morris & Vrabel, 1979). It is known that schools
have a critical place in society in terms of public relations. In this context, the crucial point of public relations in terms of schools
is to explain what has been done by telling the school and convincing the public about what has been done. Public relations have
an important place in terms of providing support in the relations that schools establish with their environment (Yildirim, 2007).
In the past, schools were under the supervision of only educational circles, and other stakeholders were not too involved in the
education process. Schools were provided with information sharing only when requested. However, with the developments in
the 21st century, the situation has changed, and school administrators have had to interact with the internal and external
stakeholders of the schools (O’Reilly & Matt, 2013). This situation has revealed the idea of public relations in schools, and
schools have started to benefit from public relations practices in the context of reaching a wider audience.

As well as the concept of public relations is an implementation-specific to the period that we are in with regards to its basic
qualities, it has been practiced for a long time. However, the emergence of public relations as a planned field has been realized
as a result of the public and private organizations having to organize their relations with the environment and society. Today,
the public has turned into a situation that is not content with what institutions and organizations provide but expects certain
duties from them and wants to learn the reasons for these duties (Pira & Kocabas, 2005; Siiliis, 2009). Therefore, as long as
institutions continue their activities, they have to act in coordination with all groups that affect their decisions and are affected
by their decisions (Sentiirk & Selvi, 2019).

Although public relations go back a long way in thought, it is a new concept in the field of social sciences. It is accepted that
public relations start with social life. There is no single definition of public relations that is agreed upon due to its
implementation in many different fields (Yildirim, 2007). With the development of modern management understanding, public
relations has taken its place as an activity aiming to regulate the relations between institutions and society as an important
element of social life. The focal point of public relations is constituted of humans and his/her environment. Many definitions
have been made on public relations. However, with the rapid changes, it becomes obligatory to develop public relations
activities. As a result, there has been an increase in studies conducted in the field of public relations, and different definitions
have been developed in these studies (Karpat, 1999).

Public relations have been defined in different ways as; a process that helps to maintain the mutual communication process
between the target audience and institutions by providing mutual understanding, acceptance, and cooperation (Yildirim, 2007);
the totality of the efforts of institutions to integrate with society (Sabuncuoglu, 2001); planned and continuous efforts of
institutions to ensure and maintain mutual goodwill and understanding with their environment (Election, 1998); the public
adoption of the policies carried out by the management, announcing these policies to the public, creating a positive atmosphere
for the management and managers as a result, and also knowing what the people think about the administration, their
expectations from the administration and ensuring cooperation with the public in this direction (Tortop, 2006).

In a broader definition developed by Harlow (1976: 36) based on different definitions of public relations, it is stated as
“Public relations is a privileged management function that helps to establish and maintain mutual communication,
understanding, acceptance, and cooperation between an organization and its target audience, includes the management of
problems and problems, responses to the public, helps to management to inform the public, defines and emphasizes the
responsibility of management to serve for public benefit, also serves as an early warning system to help anticipate trends, assists
management to take advantage of changes effectively, and uses moral communication techniques and researches as its primary
means” (Hutton, 1999; p.200; Okay & Okay, 2015; p.2; Ozer, 2018; p.1).

Okay and Okay (2015) defined public relations as a strategic management process aiming to achieve mutual understanding
between organizations and their target audiences and achieving goals. On the other hand, Balta-Peltekoglu (2016) stated that
the concept of public relations has new meanings over time, the field of the concept has expanded further, and public relations
have been given important responsibilities with the combination of business purposes and communication purposes.

Public relations is an integral part of the management process in achieving institutions to their goals and has become a
management function that ranks high in decision-making mechanisms. Public relations and management can meet the public's
need to be informed (Cutlip et al., 2000). Public relations constitute an important field of study to ensure the continuity of
institutions both in the private and public sectors (Erdem & Akbaba, 2007). Herein, the main purpose of public relations is to
ensure that the relations of institutions with their environment are positive and make the communication-interaction
environment efficient (Camdereli, 2000). Public relations include both the institution's relations with the society and its relations
with other institutions and communities (Tortop, 2006; Balta-Peltekoglu, 2013). Since schools are institutions that feature open
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systems, they have to give more importance to public relations practices. Therefore, it is very important to realize these
applications in a process in order to run schools more effectively.

Public Relations Process

The public relations process consists of four basic steps. These steps are; research (determination), planning (strategic and
tactical planning), implementation (communication), and assessment steps. Steps towards public relations should definitely go
through this process consisting of four steps. In this process, goals should be determined, strategies and tactics should be
established (Balta-Peltekoglu, 2016). When the public relations process is expanded based on four basic steps, it is approached
as temporary problem identification, target determination, strategy determination, tactics determination, implementation, and
control (evaluation) (Tlrk & Gliven, 2007).

Cutlip et al. (2000) associated the public relations process with an iceberg. A large part (three quarters) of this iceberg is
underwater (research, planning, assessment), and the remaining quarter is on the surface of the water (implementation). The
first step of the public relations process constitutes the information gathering-research (situation analysis) process. At this step,
it is investigated who is affected by the activities of the institution and how and this step is also very important for later steps
(Balta-Peltekoglu, 2016). For a systematic and planned implementation, it is necessary to collect information about the target
audience first. The public relations activities to be carried out by the institution for its target audience are planned in line with
the content of the data collected and the presentation of the problem. At this step, the strengths and weaknesses of the
institution should be determined. A public relations practice that is attempted to be implemented without this step will not yield
the desired results (Ercis, 2017).

The second step of the public relations process is the planning process. Planning aims to determine the future course of
action in terms of public relations. There are two types of plans as strategic and tactical in public relations practices. In the first
step of planning, information is collected from different sources instead of taking any decision. Then, in the light of the gathered
information, strategic and tactical plans for the future are prepared. Strategic plans are the studies that determine which point
the organization wants to reach in terms of public relations in the long term. Tactical plans, on the other hand, are the
determination of what will be done in the short term within the framework of the basic policies followed by the organization.
Tactical plans cover short-term decisions. The goals in tactical plans are more concrete, and what to do can be set out one by
one (Ercis, 2017). Tactics are more specific than strategy and are based on the implementation of strategies (Korkmaz, 2010).
Tactics are important tools in implementing strategies, and in this respect, they are reactive (Dikici, 2019). While strategies are
intellectual processes about order and design, tactics are for action and implementation. Therefore, tactics are tools that realize
the strategy and are its indispensable continuation (Eren, 2000).

Implementation, the third step of the public relations process, constitutes the tip of the iceberg, as Cutlip et al. (2000) also
stated. This step is the most comprehensive and difficult step of public relations, and implementation is being initiated to
achieve the determined goals (Ercis, 2017). The implementation step is the realization of the targeted actions with the
determined budgets in the determining process after the research and planning steps (Aydogan, 2018). During the
implementation step, opposite negative consequences may occur, although it may be possible to inform, persuade the target
audiences and influence their decisions (Tiirk & Gliven, 2007).

The last step of the public relations process is the assessment step. At this step, the level of compliance of the practices
carried out within the framework of the decisions made to the target and plan is determined (Gliven, 2014). The purpose here is
not to prove some things but to try to determine how and which application has taken place (Balta-Peltekoglu, 2016). In the
assessment step, problems such as the accuracy of the plans, the level of realization of the objectives, the level of affecting the
target audience are tried to be eliminated (Ercis, 2017), besides the decisions regarding public relations, information that will
shed light on the decisions of the organization may be included (Okay & Okay, 2015).

The effectiveness of public relations programs in schools primarily depends on the leadership of the school principal. The
principal's ability to identify an applicable theme in the school's public relations activities is essential to ensure the active
participation of staff and the community. Here, emphasis is placed on the importance of the public relations role of school staff,
rather than the number of bulletins or parent programs prepared by schools. A strategic public relations plan is essential for
schools to achieve their goals. In the public relations process, analysis of the needs, determining the targets, assigning the
personnel for the process, implementation of the program, assessment of resources on behalf of the organization, and control
of the program activities are important issues for the success of the program. Schools need to take a proactive approach to
reach the public, as opposed to the "wait and see" or "counter the crisis" approach. Effective public relations programs in
schools should be continuous (Norton, 2013).

It is seen that the number of studies on the public relations process in schools is limited, and these studies are devoted to
public relations practices, especially in private schools (Kilic, 2006; Aycan-Yiiksel, 2009; Yilgin, 2016; Mandaci, 2019; Onsal-
Kuyumcu, 2019). In the relevant literature, there is no study involving scale development regarding the quality of the public
relations process in schools. Considering that a scale developed on this subject will be important in obtaining valid and reliable
information, it is aimed to develop a scale for the public relations process in schools in this study. Realization of public relations
practices, which are not carried out currently by planned units in schools, within a process will make this process more effective.

| Kastamonu Education Journal, 2021, Vol. 29 No. 3|



630

For this reason, it is thought that this study will fill an important gap in the field. Moreover, the public relations process in
schools was tried to be evaluated in terms of some variables.

METHOD

A correlational survey model was used in this study, which was carried out with the aim of developing a measurement tool
that can be used to reveal the public relations process in school. While general survey models are survey models conducted on
the whole of the scope that includes many different elements or a certain sample taken from it in order to reach a general
opinion about the scope; correlational survey model is a model that aims to determine the existence or degree of variance
between two or more variables (Karasar, 2013).

Study Group

In the process of developing the scale for the public relations process at school, two different data were collected from
different teacher groups for explanatory and confirmatory factor analyses. First, a preliminary study was applied to 198 teachers
to perform the exploratory factor analysis (EFA). Data were collected from 344 teachers for the confirmatory factor analysis
(CFA) for the factor structure obtained with EFA. The demographic information about the teachers reached for CFA is presented
in the table below.

Table 1. Demographic Features of the Sample

Variance Categories n %
Gender Female 188 54.7
Male 156 45.3

Preschool 23 6.7
Primary School 82 23.8
Secondary School 83 24.1
School Type General High School 59 17.2
Vocational High School 73 21.2

Others 24 7.0
Branch Primary School Teacher 93 27.0
Branch Teacher 251 73.0
Yes 186 54.1

Management Experience No 158 45.9

Considering the distribution of the sample group, it was seen that 188 of the participants were female (54.7%), and 156
(45.3) were male. When considering the distribution of the types of schools’ participants work in, it was seen that 23 of the
teachers who worked in preschool education institutions, 82 of them worked in primary schools, 83 of them worked in
secondary schools, while 59 of them worked in general high schools, 73 of them worked in vocational high schools, and 24 of
them worked in other educational institutions. It was seen that 93 of the teachers were primary school teachers and 251 were
branch teachers, and 186 teachers had management experience, while 158 teachers did not have management experience.

Data Collection Tools

In this study, the public relations process scale at school was developed as a data collection tool and applied to the
participants. Information based on the scale is given below.

Public Relations Process Scale in School

In the process of developing the data collection tool, four stages of scale development (Blyiikoztirk, 2012) were followed
respectively like defining the problem, article writing, expert opinion, and analysis. While conducting a new scale study, firstly,
the relevant literature should be scanned after the problem situation is defined. In this process, it should be evaluated which
guestions are appropriate for the scale subject (DeVellis, 2014). In this framework, the relevant literature has been researched,
and the questions related to the stages of the public relations process have been stated. In the first stage, it was paid attention
that the question item was excessive. While creating the scale items, 68 questions were prepared based on the principle that
the items are understandable and simple, and the items do not have more than one judgment statement (Ekici, Taskin Ekici, &
Kara, 2012). The 68 items in the item pool were given to 10 students who studied at the postgraduate level in the field of
Educational Administration and Supervision and took the Public Relations at School course, and they were asked to examine the
items. Within the framework of the feedback from the students, the item pool was reduced to 53 and revised. Later, 53
statements remaining in the item pool were presented to 3 academicians working in the field of educational administration and
3 academicians working in the field of the Turkish language in order to get an expert opinion. Content and face validity was
ensured with expert opinion (DeVellis, 2014). In line with the suggestions, some items were changed in terms of expression. The
scale, which was shaped according to expert opinion, was applied to a sample group of 20 people selected as a draft.

The five-point Likert-type rating scale was used to determine the level of agreement of the teachers participating in the
statements in the scale, and the values here were expressed as "1" Never Agree, "2" Disagree, "3" Partially Agree, "4" Agree, and
"5" Strongly Agree). There are no negative items on the scale.
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Data Collection

The first data about the research were collected from teachers and administrators via Google forms between April and May
2018. The scale form was applied to the participants within the framework of the voluntary principle after making the necessary
explanations by the researcher. Participants were asked to mark the option that they think is suitable for them. Since the data
collection process was required for CFA one more time, the form was applied by the researcher on a different sample between
November-December 2019 using Google forms. Since it was aimed to reveal the relationships between variables in this form,
questions for demographic information were also included.

Data Analysis

In line with the answers received from the participants, first of all, validity and reliability studies were conducted for the
scale. SPSS 15.0 statistical package program was used in the analysis of the data regarding the scale developed as a draft. Within
the scope of validity and reliability analyses, principal component analysis was first preferred within the scope of EFA in order to
determine the construct validity of the draft scale, which was validated with expert opinions. Factor analysis is a multivariate
statistic that aims to find a small number of unrelated and conceptually meaningful variables by bringing together related
variables (Buyukoztirk, 2003). Kaiser-MeyerOlkin (KMO) coefficient and Bartlett Sphericity tests were applied primarily to
determine whether the obtained data and sample are suitable for principal component analysis. In order to interpret the factors
in a more meaningful way, the frequently used Varimax rotation method, which aims to minimize the complexity of the factors
by maximizing the variance of the loads in each factor (Tabachnick & Fidell, 2015), was preferred. While determining the number
of factors, the lower limit of item eigenvalues was taken as 1.00. The variance explained in the scale development studies
carried out in social areas is considered sufficient up to 30% as the lower limit in single factor scales. In multi-factor scales, the
explained variance is expected to be higher (Blyiikoztirk, 2003). Items that were available in more than one factor and the
difference between their load values were below .10 were removed from the scale. The results related to the construct validity
were also analyzed by calculating the correlation between the sub-dimensions of the scale. Within the scope of item analysis,
the differences between the item average scores of the lower 27% and upper 27% groups formed according to the total scores
of the test were tested with the independent groups t-test. After factor analysis and item discrimination procedures were
implemented, reliability analyses were performed for the overall scale, the sub-factors included in the scale, and each item in
the factors. In this framework, the Cronbach Alpha coefficient was calculated.

CFA was performed to test the model obtained after EFA. While EFA is used to determine the most appropriate number of
factors based on the relationships between variables (Blylikoztirk, 2003; Brown, 2015), CFA is used to test a hypothesis
determined for the relationship between variables (Blyiikoztiirk, 2003; Noar, 2003) and is an analysis used for specifying the fit
between the obtained factors and the actual data. There are many fit indices to demonstrate the adequacy of the model tested
with CFA (Buyukoztirk et al., 2004). Although there is no consensus on which fit indices will be accepted as standard (Simsek,
2007), Cabrera-Nguyen (2010) suggested using more than one fit indices in studies on fit indices. When the goodness of fit
indexes are considered, it is seen that x2/sd value that is the most frequently used index of fit is below 2, but if it is five or less, it
is an acceptable value (Stimer, 2000; Simsek, 2007), the RMSEA value is acceptable if it is close to .07. (Steiger, 2007). Also, it is
understood that it is a good fit if the GFI value is 0.90 and above (Hooper et al., 2008); however, GFl value being greater than
0.85 and AGFI value being higher than 0.80 are considered as criteria for model fit (Schermelleh-Engel, Moosbrugger, & Muller,
2003). Having CFl and AGFI values close to the level of 1 strengthens fit (Cokluk, Sekercioglu, & Blylkoztirk, 2012). For CFA
conducted on this study, Chi-square fit test (x2/sd), Goodness of Fit Index (GFl), Comparative Fit Index (CFl), Incremental Fit
Index (IF1), Adjusted Goodness of Fit Index (AGFI) ) and Root Mean Square Error of Approximation (RMSEA) fit indices were
preferred among the multiple fit indices. SPSS AMOS 21 program was used in confirmatory factor analysis.

The scale, whose validity and reliability studies were completed, was applied to 344 teachers. In addition, information on
variables such as the gender of the teachers, the presence or absence of management experience, the branch, and the type of
school they work in were obtained from the personal information form. Kurtosis and skewness values and normal distribution
graphics were examined in the analysis of normality tests of the scales. If the kurtosis and skewness values are between 2
values, it is accepted that the data are normally distributed (George & Mallery, 2010, Can, 2014). Since the kurtosis and
skewness degrees of the scale were within these ranges (Table 5), it was decided to use parametric tests considering the normal
distribution of the data in the study. Independent groups t-test was conducted for gender, branch, and management experience
variables. One-Way Analysis of Variance (ANOVA) was used for the school type variable. In cases where the difference was
significant, the Tukey test, one of the multiple comparison tests, was conducted to determine the source of the difference.
When comparing the groups, the value of 0.05 was taken into account as the significance level.

FINDINGS

In order to reveal the construct validity of the scale relating to the public relations process at school, an exploratory and then
a confirmatory factor analysis (CFA) was conducted. Construct validities provided by exploratory and confirmatory factor
analysis are given below.
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Findings on Exploratory Factor Analysis

The Kaiser-Meyer-Olkin (KMOQO) value was determined as .955 in the EFA conducted to determine the factor structure of the
scale, and it was observed that result of the Barlett Sphericity test was statistically significant (x2 = 7094.776, sd = 741, p <.001).
In cases that the KMO value is above 0,90, it is accepted that the data set is perfectly compatible with factor analysis (Kalayci,
2008). Moreover, the Bartlett test result showed that the data set was suitable for factor analysis.

As a result of the factor analysis conducted via the Principal Component Analysis method and varimax rotation technique, it
was seen that the scale consists of six sub-dimensions with an eigenvalue being greater than 1, but some items were
overlapping. In the study, it was required to have a factor load of at least .40 in order for an item to be included in any factor. In
addition, the difference between the load values in the factor in which the items were found and the load values in other factors
were required to be .10 and above. After the items that did not meet these requirements (14 items) were removed one by one,
a 39-item structure under five sub-dimensions was constituted. While the first sub-dimension explained 54.329% of the total
variance, it was identified that the other sub-dimensions explained 5.619%, 3.893%, 3.457%, and 2.816%, respectively. Five sub-
dimensions explained 70.115% of the total variance in the scale. The scale consisted of 39 factors as 16 items in the first factor
(assessment), 10 items in the second factor (strategic planning), 5 items in the third factor (tactical planning), 5 items in the
fourth factor (research-situation analysis), and 3 items in the fifth factor (implementation). It is seen in Table 2 below that the
scale has factor load values between .481 and .805.

Table 2. Results of Exploratory Factor Analysis

Item No Pre-Rotation After-Rotation Factor Loads Item-Scale
t

Factor Loads 1. Factor 2. Factor 3. Factor 4. Factor 5. Factor r
2 .567 .805 .556 -8.882*
1 .590 .789 577 -9.134*
3 .609 .632 .593 -9.072%*
4 723 .601 711 -13.476*
8 .685 .500 .669 -12.796*
33 775 .709 757 -13.802*
32 794 .687 .780 -14.281*
13 .749 .675 734 -13.595*
27 .739 .670 724 -11.106*
26 .815 .639 .802 -15.864*
28 .789 .632 776 -15.525%
31 .800 .627 .785 -15.911*
29 791 .606 778 -15.624*
14 741 .598 726 -13.373*
15 775 .581 .761 -13.652*
20 .582 792 571 -8.103*
19 .636 779 .620 -11.787%
21 .687 .690 .673 -13.382*
18 .697 .632 .682 -11.586*
23 .613 512 .596 -8.314*
35 .601 677 .581 -9.565*
34 .639 .653 .619 -10.439*
36 .549 481 .530 -7.856*
51 794 744 777 -12.442%
49 .820 744 .803 -14.503*
50 726 .739 .707 -10.397%
44 .822 727 .804 -15.594*
40 .823 .720 .806 -17.806*
41 .780 712 .763 -15.692*
42 .796 .707 778 -14.860*
53 .767 .700 .749 -14.913*
48 821 .696 .803 -15.468*
45 .836 .691 821 -15.767%
47 .829 .689 811 -17.908*
43 794 .680 775 -15.206*
52 .739 .659 .720 -11.124%
46 821 .654 .804 -14.854*
39 .689 .621 .669 -11.546*
38 .755 .606 .738 -13.677%
Eigenvalue 21.188 2.191 1.518 1.348 1.098
Variance explained (%) 54.329 5.619 3.893 3.457 2.816
Total variance (%) 70.115
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Correlations between item and total scale were analyzed to reveal the distinctiveness of the items. It was seen that these
correlations have values between .530 and .821 in Table 2. It showed that the items exemplify similar behaviors when items-
total correlations were found high and positive, and this revealed that the internal consistency of the test was high. If the item-
total correlation is higher than .30, it shows that the distinctiveness of the items is good (Buyikoztiirk, 2012). Accordingly, it was
seen that the distinctiveness of the items in the scale was good. The total scores that the participants could get from the scale
regarding item distinctiveness were also calculated. According to the scale total scores, the scores obtained from the answers of
the participants in the lower and upper 27% groups were compared with the independent groups t-test, and the t values are
given in Table 2. It can be stated that the difference in total scores of groups observed in favor of the upper group groups was
significant, and within this scope, the distinctiveness of the items was at a good level.

Findings on Confirmatory Factor Analysis

39-item and 5-dimensional structures that emerged after EFA and the goodness-of-fit indices for the model were examined
as a result of the analyzes.

CFA was conducted over a different study group to analyze the construct validity of the public relations process scale at
school. Analysis result was X? = 1433,034; sd = 676 and p <.000. The values related to the goodness of fit were assessed by
considering the values accepted in the literature, and their suitability was analyzed (Simer, 2000; Schermelleh-Engel,
Moosbrugger, & Muller, 2003; Simsek, 2007). The modifications suggested by the AMOS program in the CFA model were
analyzed. In line with these suggestions, the necessary modifications were made in order to obtain clearer values for the model
among items that were very similar in terms of the properties measured, provided that each sub-dimension was limited within
itself. The values before and after the modification are given in the Table 3 below.

Table 3. Results of Confirmatory Factor Analysis

Goodness-of Fit

Values Acceptable Value Range Before Modification After Modification Result

X? /sd X?/sd<3 2.901 2.120 Acceptable
RMSEA RMSEA <£.08 .074 .057 Acceptable
GFI .90 < GFI 747 .820 Unacceptable
NFI 90 < NFI£.95 .862 .902 Acceptable
CFI .90 < CFI .905 .945 Acceptable
AGFI .80 < AGFI .715 792 Unacceptable
IFI 90 <IFI .905 .946 Acceptable

The fit index values in Table 3 showed a good fit and confirmed the factor structure of the PRPSS. The visual model obtained
with CFA is given in Figure 1 below.
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Figure 1. CFA Results of Public Relations Process Scale at School
Findings on Reliability Studies

Reliability test was conducted to reveal the reliability of the public relations process scale in the school. The reliability value
of the scale was determined by Cronbach Alpha, and it was found that it got a very high value of .983. When the reliability values
were considered in terms of sub-dimensions, it was identified as .848 in the research (situation analysis) dimension; 958 in the
planning of strategies; .908 in the planning of tactics; 813 in the implementation dimension, and .975 in the assessment
dimension. Cronbach Alpha coefficients above .70 obtained for both the whole scale and the sub-dimensions showed that the
scale and its sub-dimensions were highly reliable. Assessing the correlations between dimensions, it was seen that there were
significant relationships ranging from .668 to .874. A correlation coefficient of more than .70 is considered to be high, and
between .70 and .50 is considered to be moderately related (Kalayci, 2008). Table 4 below showed that the relationship
between research (situation analysis) and planning of tactics and implementation sub-dimensions was moderate; also, the
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relationship between other sub-dimensions was high and positive. Strong correlations between dimensions showed that

dimensions make up the whole.

Table 4. Correlation values between factors after CFA

Factors n X df Cronbach a F1 F2 F3 F4 F5
Research- Situation Analysis 344 4.104 .638 .848 -

Strategic Planning 344 3.748 .768 .958 767** -

Tactical Planning 344 3.890 728 .908 .690%* .833%* -

Implementation 344 3.701 .759 .813 .668%* .795%* 743%* -
Assessment 344 3.754 .752 .975 J21%* .874%** .782%* .821%* -
Total 344 3.811 .685 .983

**p<.01

Findings on Study of Public Relations Process in the School in terms of Different Variables

Firstly, the perception level of teachers towards the public relations process in the school is given; then, findings on the

opinions of teachers on demographic variables are stated under this title.

Examination of Perception Level of Teachers towards Public Relations Process in the School

The perception level of teachers towards the public relations process in the school and its sub-dimensions are given in the

table below.

Table 5. Perception level of teachers towards public relations process in the school

Dimensions N X s Kurtosis Skewness
Research- Situation Analysis 344 4.104 .638 -.773 -.248
Strategic Planning 344 3.748 .768 -.546 -.161
Tactical Planning 344 3.890 728 -.294 -.346
Implementation 344 3.701 .759 -.289 -.100
Assessment 344 3.754 .752 -.567 -.144
Overall Scale 344 3.811 .685 -.593 -.124

The perception level of teachers towards the public relations process in the school was seen as “I Agree” level (X =3.811) in
general of the scale. Considering sub-dimensions, the highest mean (} =4.104) was seen in the research (situation analysis)
stage, while the lowest mean (X =3.701) was found in the implementation stage. It was found that the perception level of
teachers towards the public relations process in the school was “I Agree” level in all sub-dimensions and in general of the scale.
Skewness and Kurtosis values were analyzed in the scope of normality test concerning which tests were required to evaluate
demographic variables. It was seen that Kurtosis values were between -.289 and -.773 while Skewness values were between -

.100 and -.346 in the table above. Accordingly, it was decided to use parametric tests since data were distributed normally.

Examination of Teachers’ Opinions on Demographic Variables

Teachers’ opinions are discussed in terms of demographic variables under this title.

Findings on Gender Variable

T-test for independent groups was conducted to find out whether teachers’ opinions towards the public relations process in
the school and its sub-dimensions differed significantly in terms of gender variable or not. The results of the analysis are given in

Table 6.
Table 6. Findings on Gender Variable
Dimensions Gender N X S.S. Sd t p
. . . Female 188 4.115 .631
Research- Situation Analysis 342 .345 .730
Male 156 4.091 .647
. . Female 188 3.698 .762
Strategic Planning 342 -1.322 .187
Male 156 3.808 774
. . Female 188 3.823 .751
Tactical Planning 342 -1.857 .064
Male 156 3.969 .693
Female 188 3.670 .783
Implementation 342 -.840 .402
Male 156 3.739 731
Assessment Female 188 3.733 741 342 586 559
Male 156 3.780 .766 ’ '
Female 188 3.780 .684
Overall Scale 342 -.927 .355
Male 156 3.849 .686
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It was seen that there was no significant difference in teachers’ opinions towards the public relations process in the school
and its sub-dimensions in terms of gender [tza2) =-.927, p>0.05]. Also, considering sub-dimensions, the gender variable did not
create a significant difference.

Findings on Branch Variable

T-test for independent groups was conducted to find out whether teachers’ opinions towards the public relations process in
the school and its sub-dimensions differed significantly in terms of branch variable or not. The results of the analysis are given in
Table 7.

Table 7. Findings on Branch Variable

Dimensions Branch N X S.S. Sd t p
R h- Situation Analvsi Class Teacher 93 4.193 .637 342 1588 113
esearch-SUation ANAYSIS  granch Teacher 251 4.071 636 ' '
Strategic Planni Class Teacher 93 3.943 .715 342 5 892 00a*
rategic Flanning Branch Teacher ~ 251  3.676 776 : '
. . Class Teacher 93 4.108 .666
Tactical Planning 342 3.435 .001*
Branch Teacher 251 3.809 734
. Class Teacher 93 3.857 .703
Implementation 342 2.320 .021*
Branch Teacher 251 3.644 773
Class Teacher 93 3.942 .702
Assessment 342 2.849 .005*
Branch Teacher 251 3.685 .759
Class Teacher 93 3.989 .634
Overall Scale 342 2.975 .003*
Branch Teacher 251 3.745 .692
*p< 0.05

It was seen that there was a significant difference in teachers’ opinions towards the public relations process in the school in
terms of gender [tz = 2.975, p<0.05]. It was seen that opinions of class teachers were more positive in contrast with branch
teachers, and this difference was significant. Also, considering sub-dimensions, it was found that there was a significant
difference in all sub-dimensions except research (situation analysis) sub-dimension in terms of branch. Opinions of class
teachers were more positive in all dimensions.

Findings on Management Experience Variable

T-test for independent groups was conducted to find out whether teachers’ opinions towards the public relations process in
the school and its sub-dimensions differed significantly in terms of management experience variable or not. The results of the
analysis are given in Table 8.

Table 8. Findings on Management Experience Variable

Dimensions Manag.ement N X s.S. Sd t p
Experience
. . . Yes 186 4.207 .613
Research- Situation Analysis 342 3.277 .001*
No 158 3.984 .646
Yes 186 3.835 772
Strategic Planning 342 2.284 .023*
No 158 3.646 .754
Tactical Plannin ves 186 3.963 729 342 2.053 041*
g No 158 3.803 718 ' :
Implementation ves 186 3.733 797 342 832 406
P No 158  3.665 713 ' '
Yes 186 3.841 .769
Assessment 342 2.335 .020*
No 158 3.652 .720
Yes 186 3.894 .697
Overall Scale 342 2.452 .015%*
No 158 3.713 .659
*p< 0.05

According to the results of the T-test for independent groups, which was conducted to find out whether teachers’ opinions
towards public relations process in the school and its sub-dimensions differed significantly in terms of management experience
variable or not, it was seen that there was a significant difference in opinions of teachers [tz42) = 2.452, p<0.05]. It was seen that
the opinions of teachers who had management experience were more positive in contrast with teachers who had no
management experience, and this difference was significant. Also, considering sub-dimensions, it was found that there was a
significant difference in all sub-dimensions except the implementation sub-dimension step in terms of the management
experience variable. It was seen that the opinions of teachers who had management experience were more positive in all
dimensions.
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Findings on School Type Variable

One-Way Analysis of Variance (ANOVA) was conducted to find out whether teachers’ opinions towards the public relations
process in the school and its sub-dimensions differed significantly in terms of school type variable or not. The results of the
analysis are given in Table 9.

Table 9. Findings on School Type Variable

. . — Sum of Mean of Significant
Dimensions School Type n X Squares S Squares F P Difference
Preschool 23 4.374 Between Groups 3.188 4 797 1.955 101
Primary 82 4.178 Within Groups  128.412 315 .408 ’ ’
Research- Secondary 83 4.068 Total 131.600 319

Situation Analysis High School 59  4.044

Vocational Sch. 73 4.003 Levene (F=1.467, p=.212)

Total 320 4.099
Preschool 23 4.213 Between Groups  11.463 4 2.866
Primary 82 3.899 Within Groups  179.167 315 569 >-038 001 Preschool >
) ) Secondary 83 3.737 Total 190.630 319 high school,
Strategic Planning High School 59 3.580 vocational s.
Vocational Sch. 73 3.547 Levene (F=5.047, p=.001*) Pr|mary>
Total 320 3.740 vocational s.
Preschool 23 4.157 Between Groups 8.724 4 2.181 4.203 002
Primary 82 4.100 Within Groups  163.444 315 .519 ’ ’
Secondary 83 3.836 Total 172.168 319 Primary > high
Tactical Planning High School 59  3.759 school,
Vocational Sch. 73 3.715 Levene (F=2.963, p=.020%) vocational s.
Total 320 3.885
Preschool 23 4.015 Between Groups 5.375 4 1.344 5396 050
Primary 82 3.817 Within Groups  176.668 315 .561 ’ ’
Secondary 83 3.679 Total 182.043 319
Implementation High School 59  3.650 -
Vocational Sch. 73 3.543 Levene (F=5.108, p=001*)
Total 320 3.702
Preschool 23 4.122 Between Groups 6.742 4 1.685 3.064 017
Primary 82 3.887 Within Groups  173.283 315 .550 ’ ’
Secondary 83  3.708 Total 180.025 319 Preschool >
Assessment High School 59  3.607 high school
Vocational Sch. 73 3.655 Levene (F=3.161, p=.014%)
Total 320 3.753
Preschool 23 4.174 Between Groups 7.161 4 1.790
Primary 82 3.949 Within Groups  144.225 315 .458 3.910 .004
Preschool >
Overall Scale Secondary 83 3.776 Total 1>1.386 319 high school
High School 59 3.679 ) ’
. vocational s.
Vocational Sch. 73  3.671 Levene (F=4.617, p=.001*)
Total 320 3.807

*p< 0.05

According to Table 9, It was seen that there was a significant difference in teachers’ opinions towards the public relations
process in the school in terms of school type variable [Fa315=3.910, p<0.05]. Tukey test, one of the multiple comparison tests,
was conducted to determine the source of the significant difference between opinions. It was seen that there was a significant
difference in favor of opinions of teachers working in preschool institutions when compared with opinions of teachers working
in general high schools and vocational high schools. It was found out that considering sub-dimensions, teachers’ opinions did not
reveal a significant difference in research (situation analysis) and implementation sub-dimensions in terms of school type
variable; however, there was a significant difference in opinions of teachers in other sub-dimensions. It was seen that there was
a significant difference in teachers’ opinions in the strategic planning sub-dimension [F(4.315=5.038, p<0.05]. It was seen that the
significant difference was in favor of opinions of teachers working in preschool institutions when compared with opinions of
teachers working in general high schools and vocational high schools. Also, there was a significant difference in favor of opinions
of teachers working in primary schools when compared with opinions of teachers working in vocational high schools. It was seen
that there was a significant difference in teachers’ opinions in the tactical planning sub-dimension [F315=4.203, p<0.05].
According to the results of the Tukey test conducted to determine the source of the significant difference between opinions, it
was found out that there was a significant difference in favor of opinions of teachers working in primary schools when compared
with opinions of teachers working in general high schools and vocational high schools. Lastly, it was revealed that there was a
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significant difference between opinions of teachers working in preschool institutions and general high schools in the assessment
sub-dimension [F(s-315=4.203, p<0.05]. This difference was also found in favor of preschool teachers.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

In this study, it was aimed at developing an assessment instrument especial for the public relations process in the school.
Accordingly, the items that were thought to constitute the scale were written as a result of the relevant literature review. In the
first stage, 68 items were determined, and these items were distributed to 10 students studying in the Department of
Educational Administration and Inspection and taking the Public Relations course in the school. Then, the item pool was reduced
to 53 within the framework of the feedback received. In the next stage, these items were submitted to expert opinion in order
to provide content and face validity. After receiving expert opinion, the 53-item scale was applied to 198 teachers for
exploratory factor analysis. After EFA made with the obtained data, it was seen that the scale was consisted of six sub-
dimensions with eigenvalues greater than 1, but some items were overlapped. Thus, the overlapping items were removed one
by one; in this line, 14 items were removed, and a structure consisting of 39 items with five dimensions was obtained. This
structure, which was obtained after EFA, was applied to a different sample of 344 teachers, and then the CFA was made for the
model. Taking the sub-dimensions that emerged into consideration, the dimension were named respectively from the first sub-
dimension as “research (situation analysis),” “strategic planning,” “tactical planning,” “implementation,” and “assessment.” In
order to reveal the reliability of the scale, Cronbach's Alpha values were examined in the context of the reliability test, and it was
concluded that the reliability values of the scale were high. Since the Public Relations Process Scale in the School consisting of 39
items with five dimensions was a 5-point Likert-type rating scale, the highest score that can be obtained from this scale was 195,
and the lowest score was 39. Since there is no reverse item in the scale, it can be said that when the scores obtained from the
scale gets higher, the public relations process in the school becomes more effective.

” u

It was seen that the item factor loads of the Public Relations Process Scale in School were between .481 and .805;
accordingly, it was concluded that the factor loads of the construct were appropriate. In addition, it was concluded that since
values of the item-total correlations in the scale were between .530 and .821, item discrimination and internal consistency of
the test were also high. Moreover, the scores obtained from the responses of the participants in the lower and upper 27%
groups according to the scale total scores were compared with the t-test for independent groups; by this comparison, a
significant difference emerged in favor of the upper group, and it was concluded that the discrimination of the items was high. In
order to determine the relationships between the sub-dimensions of the scale, it was concluded that the correlation values
varied between .513 and .812, and there was no multiple correlation problem between the sub-dimensions. According to Field
(2009), it is desirable that the correlation between the sub-dimensions of the scales is below .90.

In the second part of the study, teachers' opinions about the public relations process in school were examined in terms of
various demographic variables. It was concluded that the perception levels of the teachers towards the public relations process
in school were not higher than the level of “I agree.” It was revealed that the highest mean was in the research (situation
analysis) sub-dimension while the lowest average was in the implementation sub-dimension. It can be said that this result
showed that the success in research -determining the situation- was not reflected in implementation. It was found that teachers'
opinions did not make a significant difference in terms of gender variables. In the study conducted by Ciner (2003), it was stated
that there was no difference between the opinions of male and female participants in the activities carried out in the field of
public relations. However, it was concluded that teachers' opinions created significant differences in the variables of branch,
management experience, and type of school.

In terms of the branch variable, opinions of the classroom teachers about the public relations process in the school were
more positive than the opinions of the branch teachers. It was revealed that there was no difference only in the research
(situation analysis) dimension. Classroom teachers spend more time with school administrators in schools. Therefore, they are in
more interaction with the school administrators in the process of making certain decisions. Class teachers are also more in
contact with the students, for whom they are responsible for their education and training, and their parents. This situation is
also thought to create a difference in teachers' opinions. As stated by Bozkurt, Bayar, and Ustiin (2018), public relations have an
important place in the dynamic and constantly changing relationship of schools with their environment. It is thought that the
classroom teachers have a positive opinion as they are more involved in this process through the students for whom they are
responsible for their education and training.

It was concluded that teachers' opinions about the public relations process in school created significant differences in terms
of management experience variable in other dimensions besides the implementation sub-dimension. It was found that the
opinions of teachers with management experience were more positive than teachers who did not have management
experience. In the research conducted by Yildirim (2007), it was found that experienced managers emphasized the role of public
relations in the efficient execution of educational services. However, in the same research, it was stated that only half of the
administrators had education and knowledge about public relations. In the research conducted by Tan (2002), it was revealed
that managers' management training created a difference in the organization dimension of public relations activities while their
management seniority differed in the dimensions of recognizing the external target audience and acting according to the
principles of public relations. As a result of these researches, it can be said that having management experience changes the
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perspective on public relations. It can be said that having management experience creates an advantage in terms of considering
different alternatives, especially in activities carried out for the external target audience.

It was concluded that teachers' opinions about the public relations process in school in terms of school type variable made
significant differences in other dimensions except for the research (situation analysis) and implementation sub-dimensions. It
was concluded that the significant differences were in favor of the opinions of preschool teachers and primary school teachers.
Teachers working in preschool and primary schools evaluated the public relations process in school more positively than
teachers working at other levels. Preschool education level and primary schools are institutions from which parents have more
expectations. For this reason, public relations activities gain more importance. In the study conducted by Bayrak and Koksal
(2017), it was emphasized that parents had high expectations from preschool education institutions. Similarly, primary schools
are educational institutions where parents’ expectations are higher than other levels, and the school administration and
teachers are more in contact with parents. As stated by Kili¢c (2006), primary education institutions concern with more segments
of the society and they need environmental support both financially and educationally in a direct or indirect way. It is thought
that the opinions of teachers working at these levels are more positive due to the more intense communication with parents
and the relevant environment.

As a result of the findings; it can be said that the Public Relations Process Scale in School, which has been developed in the
study, is a valid and reliable measurement tool in terms of evaluating the systematic approach to activities in the public relations
process in schools and can fill the deficiency for a measurement tool in the field. The developed scale can be used by testing in
different populations and samples. Also, the scale was developed in Turkish. Adaptations to different languages and cultures can
be made. In addition, the difference in practices regarding public relations among educational levels can be supported by
qualitative research. It can be said that it will make the process more effective to provide administrators working in educational
institutions with in-service and pre-service trainings for public relations, especially before or during their management process.
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Attachment: Dimensions of the scale and scale items
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Abstract

Purpose: The present study was designed to examine multiple intelligence applications in the fourth and sixth-grade
social studies learning environments. The research was conducted through case study design, one of the qualitative

research patterns. In addition, a face-to-face interview was carried out with eight classroom teachers in fourth grade

3. 9°:du sza and social studies teachers in sixth grade at a public and private school in the European side of istanbul.
uygulamalari

Design/ Methodology/ Approach: The data were collected by document analysis and interview techniques and analyzed
Keywords with content analysis technique.

1. social studies Findings: According to the results of document analysis, the activities included in social studies textbooks were
2. multiple intelligence respectively logical, verbal, and visual activities in terms of intensity. The teachers mostly stated that ‘it gives students
theory the chance of expressing themselves’ concerning the message proposed by the theory and emphasized that ‘it makes
students familiar with different methods and techniques’, ‘it ensures student-centered learning’ and ‘it includes
students in the lessons more.” The teachers who regarded social studies textbooks as inadequate in terms of multiple
intelligence practices mostly stated that ‘they have to use the supportive book’ and ‘the books consist of simple
activities inappropriate for students’ age’. The majority of teachers who expressed concerns on the requirements for
more successful multiple intelligence applications suggested that ‘education programs and seminars concerning the
theoretical and practical parts of the theory must be arranged’ and ‘activities with the involvement of students must

be organized and learning through experience must be promoted.’

3. multiple intelligence
applications

Bagvuru Tarihi/Received
19.06.2020

Kabul Tarihi /Accepted
26.11.2020
Highlights: In the light of the findings of the study, it is recommended that textbooks must be reviewed in terms of the

Theory of Multiple Intelligence, teachers must be encouraged to participate in applied trainings, and the parents must
be included in these applied trainings, thereby ensuring continuous and permanent learning.

Oz

Calismanin Amaci: Bu arastirmanin amaci, “4 ve 6. sinif sosyal bilgiler dersi 6grenme ortamlarinda g¢oklu zeka
uygulamalarinin incelenmesidir. Arastirma, nitel arastirma modeli kapsaminda durum c¢alismasi yontemi ile
gerceklestirilmistir Talim Terbiye Kurulu tarafindan onaylanmis ilkokul 4. sinif ve ortaokul 6. sinif sosyal bilgiler kitaplari
icinde dort ayri ders kitabi incelenmistir. Ayrica, istanbul ili Avrupa Yakasi’nda bulunan bir ézel ve bir devlet okulunda

gorev yapan 4. sinif, sinif 6gretmenleri ve 6.sinif, sosyal bilgiler 6gretmenlerinden olusan toplam sekiz 6gretmen ile yliz
ylze goérisme yapilmistir.

Materyal ve Yéntem: Veriler dokiiman incelemesi ve goriisme teknikleriyle toplanmis, icerik analizi teknigiyle
¢6zUmlenmistir.

Bulgular: Dokiiman incelemesinden elde edilen sonuglara gore; sosyal bilgiler ders kitaplarinda yer alan etkinliklerin
icinde yogunluguna gore; mantiksal, sézel ve gorsel zeka etkinlikleri yer almaktadir. Ogretmenler, kuramin kendilerine
verdigi mesaj ile ilgili en ¢ok; “6grenciye kendini ifade etme 6zglirlugu tanidigin1” belirtmis, “degisik yontem ve teknikleri
6grencinin Online getirdigi” ve “6grenci merkezli 6grenmeyi sagladigl”, “6grenciyi derse daha fazla dahil ettigini”
vurgulamislardir. Sosyal bilgiler ders kitaplarinin ¢oklu zeka etkinlikleri agisindan yeterli olmasi konusunda yetersiz
gorus bildiren 6gretmenlerin en ¢ok; “yardimci ders kitabi kullanma zorunda kaldiklar1”, “yaslarina uygun olmayan,
basit etkinliklerin mevcut oldugu” gorisleri 6n plana ¢ikmistir. Coklu zeka uygulamalarinin daha basarili olabilmesi igin
yapilabileceklere yonelik goris bildiren 6gretmenlerin ¢ogu; “kuramin teorik kismiyla uygulamasina yénelik egitim ve
seminerler dizenlenmesi”, “6grencilerin de dahil olduklari etkinlikler duzenlenmesi, yasayarak o6grenmelerinin
saglanmasi gerektigi” goruslerini bildirmislerdir.

Onemli Vurgular: Arastirmadan elde edilen bulgular gercevesinde; ders kitaplarinin Coklu Zekd Kurami agisindan
yeniden ele alinmasi, 6gretmenlerin kuram ile ilgili uygulamal egitimlere katihmlarinin tesvik edilmesi, bu egitimlere
velilerin de dahil edilerek 6grenmelerin sirekliligi ve kalicihginin saglanmasi 6nerilmektedir.

1 This paper is adapted from the dissertation study carried out in Marmara University Institute of Educational Sciences Classroom Teaching Doctoral Program
entitled ‘Investigating Multiple Intelligence Applications in Learning Environments of the Course of Social Studies’.
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INTRODUCTION

In today’s world, rapid developments and changes in every aspect bring about fundamental changes in national education
systems (Caglayan and Kiratli, 2017). On the basis of those developments and changes is the need to raise healthy and successful
individuals by all odds and lead them in accordance with their abilities and interests. In this regard, it is worth noting that
individuals’ learning process is affected by their differences and characteristics (Kuzgun and Deryakulu, 2017). Therefore,
individual differences among students should be taken into consideration by teachers while arranging teaching-learning
environments. Therefore, the teaching-learning environment should be shaped based on the fact that each student has different
learning styles and intelligence types (inan and Erkus, 2016). In recent years, as a curricular innovation in schools, the traditional
approach adopting behaviorism has been intended to be replaced by constructivism and multiple intelligence practices.
Accordingly, teachers’ roles have been re-defined, and different responsibilities and abilities have come to the fore; in addition, it
has become a must to appeal to multiple intelligence modalities in educational practices and carry out teaching processes
addressing different intelligence types. In the Theory of Multiple Intelligence, educational processes planned with appropriate
activities enable students to receive an education that meets their own individual differences. This process is subjectified based
on individuals’ prior experiences and learning (Kabapinar, 2012). Gardner (2019) introduced eight different types of intelligences
and noted that there may be other candidate intelligences over time. The intelligences modalities described by him include
verbal/linguistic intelligence, logical/mathematical intelligence, visual/spatial intelligence, bodily/kinaesthetic intelligence,
musical/rhythmic intelligence, social/interpersonal intelligence, intrapersonal intelligence, and naturalistic intelligence. Gardner
kept on developing his efforts in this field, and he added another type, existential intelligence, as the ninth type in the list of
multiple intelligences (Fleetham, 2014). Below, the intelligence types as conceptualized in the Theory of Multiple Intelligence are
described in detail, with the aim of clarifying the research:

Verbal/ Linguistic Intelligence: Also known as reading, writing, and speaking intelligence, it is, unawarely, the most prevalent
intelligence type. Furthermore, it is the most remarkable intelligence type amongst individuals. Gardner (1993) stressed that
language was a preeminent example of human intelligence and had indispensable importance in the process of socialization.
Humans are able to analyze memories, handle problems properly and construct their future thanks to their thinking skills with
words (Campbell, Campbell, and Dickinson, 1996; as cited in Biimen, 2005).

Logical/Mathematical Intelligence: This intelligence type is misinterpreted and not completely understood. The idea that the
individuals possessing this type of intelligence are considered to be only good at mathematical operations does not reflect the
truth. On the contrary, individuals with this intelligent type have the ability to consider the problem from various perspectives.
They are able to inquire through deductive and inductive approaches and propose solutions by taking different cause and effect
relationships into consideration (Bellenka, 1997).

Visual/Spatial Intelligence: Visual intelligence is completely different from looking at something. Individuals with this
intelligence type have a good sense of reviewing and interpreting visual images. Temiz (2007, p. 25) claimed that visual/spatial
intelligence is beyond drawing a picture; instead, it is associated with reading a map, finding an address, remembering where an
object is, making cognitive imaginations, and printing it on a paper.

Bodily/Kinaesthetic Intelligence: Individuals with bodily/kinaesthetic intelligence are able to employ their bodies in different
activities via strong communication between their body movements and brains. Also known as sensorimotor intelligence, it refers
to the potential of using the whole body or parts of the body by integrating the mind and body with great harmony and willpower
(Gardner, 1993).

Musical/Rhythmic Intelligence: Musical intelligence is related to the identification of tones, melodies, sounds, and rhythm.
Individuals with this intelligence type learn best through rhythm, melody, and music (Tugrul and Duran, 2003). Musical intelligence
is a unique type of intelligence that is easily applicable to all learning situations. The individuals who excel in this intelligence type
have a strong ability to recognize such music-relevant factors as rhythm, acoustics, melody, cadence, and other components of
music.

Social/Interpersonal Intelligence: An individual with a high level of interpersonal ability would likely possess both an awareness
of people’s characteristics and also an understanding of them. Individuals who are high in social intelligence are capable of
cooperating with group members in a group, working in harmony, and communicating verbally or non-verbally with others (Saban,
2005). The high level of social intelligence is correlated more strongly with an individual’s self-confidence and qualified
communication with others.

Intrapersonal Intelligence: This intelligence type is described as ‘self-knowledge, a clear concept of oneself and the ability to
assume responsibility for life and learning’ (Dogan, Alkis, 2007, p. 330). From Gardner’s description, intrapersonal intelligence is
the ‘key intelligence in life, and it represents the awareness of one’s own self-knowledge and his/her ability to take responsibility
for his/her own life and learning’ (Demirel, 2000, p. 151). Thus, an individual having this intelligence type is aware of his/her own
self and becomes self-sufficient (Erman, 2003).

Naturalistic Intelligence: This intelligence type is directly related to the individual’s capacity to perceive, appreciate, and
understand the natural world (Dogan and Alkis, 2007; Bellenka, 1997). She/he is sensitive to the problems regarding both living
and non-living objects and lifecycle. She/he seeks solutions for environmental health.
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Gardner (2019) asserted that each individual has a unique profile of intelligences of varying strengths and highlighted the
cultural dimension of intelligence shaped by biology and environment. He also added that inherited intelligence does not have
the chance to develop if it is not of paramount importance in society. According to Gardner, the fact that people are different
from one another is due to the fact that the combination of intelligence profiles is not the same in each individual. The Theory of
Multiple Intelligences, therefore, has been especially powerful in the context of education. The theory suggests that each
individual is different from one another and, not surprisingly, talented in different fields. The idea that an individual regarded as
successful in a certain field would be successful in other areas as well has been, hereby, outdated. The individuals’ talents in
different fields are substantially related to their intelligence profiles and dimensions (Demirel, Basbay, and Erdem, 2006). Those
changes in education have also led to a change in teachers’ roles and responsibilities. A teacher does not adjudge or establish
rules; instead, she/he is the one who teaches his/her students how to learn and leads them to handle a problem properly (Kuran,
2005). In this regard, through proper guidance, a student understands that making mistakes while learning is of great importance,
should definitely not be regarded as a failure, and, contrary to this, it is a chance to learn. If she/he is not able to solve a problem
in a certain way, she/he notices that there is another way to handle it. No experience is the same as another, and the unique
wisdom of each experience comes into existence only when experienced holistically (Peterson and Kolb, 2018).

It is quite compelling to nourish the interests of children who are continuously subjected to different stimulants. For this
reason, it seems necessary to provide them qualified, permanent, and entertaining learning processes through activities
addressing different intelligence domains. In addition, several changes around the world have entailed reconsidering curricula,
adopting modern approaches, and altering course books which are the main instruments of in-class learning. Within this period,
investigation of course books and teachers’ views is highly significant. The originality of the research underlies the fact that no
study elaborating on this topic has been encountered when examining prior studies on the course books in Turkey.

The present study is designed to ‘examine multiple intelligence applications in the 4th and sixth-grade social studies learning
environments.” To this end, answers to the following questions have been sought:

1. To what extent the activities in 4th and sixth-grade social studies course books are appropriate for the Theory of Multiple
Intelligences?

2.  What are the opinions of 4th and sixth-grade teachers on the use of the Theory of Multiple Intelligences in social studies
learning environments?

METHOD

The research was conducted through case study design, one of the qualitative research patterns. Case study is considered
appropriate for this research as ‘it is used in such situations as, for instance, analyzing the current fact within the frame of its life
or the situations as having more than data and an evidence’ (Yin, 1984; as cited in Yildirim and Simsek, 2011, 281). A holistic
multiple-case study design has been employed in this study. In a holistic multiple-case study design, there is more than one case
that may be regarded as holistic by itself, and each case is examined in itself, then they are integrated with one another (Yildirim
and Simsek, 2011). At the first phase of the study, activities included in 4th and sixth-grade social studies course books were
analyzed in detail within the context of multiple intelligences. Then, at the second stage, a face-to-face interview with classroom
and social studies teachers were carried out through semi-structured interview form concerning the application of multiple
intelligences in educational environments.

Study Group

The study group was determined by using a criterion sampling strategy, one of the purposeful sampling methods. Criterion
sampling involves selecting cases based on some predetermined criteria. Here, the criterion can be formed by the researcher, or
a predetermined criterion list can be used (Yildirim and Simsek, 2011). Accordingly, four different course books in 4th and 6th
grade in the social studies field published by three different publishers approved by the Board of Education and Discipline in 2019-
2020 academic year and eight teachers who were classroom teachers at fourth grade and social studies teachers at sixth grade at
a public and private school in the European side of Istanbul were included in the research. Teachers’ years of service varied
between 5 and 41 years, and three of them were female, five of them were male teachers. Furthermore, the study group was
determined based on the ‘convenience sampling’ model, one of the purposeful sampling methods. This model was chosen due to
the fact that the schools and teachers in these schools were easy-accessible and had appropriate physical conditions for the
activities.

Data Collection Instruments

As data collection instruments, ‘document analysis’ where the activities addressing multiple intelligences in course books in
fourth and sixth grade in social studies field approved by the Board of Education and Discipline in 2019- 2020 academic year and
‘semi-structured interview form’ with teachers were used.

Document analysis involved the processes of reviewing related literature and forming a conceptual framework concerning
social studies courses and multiple intelligences. Besides, the suggestions of academicians studying in different fields were
attempted to be included in the research. The conceptual framework assisted the researcher with developing data collection
instruments and obtaining findings. The opinions of three academicians who excel in the field were asked in order to investigate
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to which intelligence domain the activities in course books appeal and to ensure validity. The codes were re-arranged, and the
study was carried out.

During the implementation of the semi-structured interview form, expert opinion was asked in order for questions to be clear,
intelligible, and in accordance with the purpose of the study. In addition, certain questions regarding what they did concerning
multiple intelligences were asked to three classes and three social studies teachers that were not included in the study group and
were requested to write a composition. Their responses were analyzed by three academicians through content analysis. Finally,
the questions agreed to be included in the interview form were selected.

Data Analysis

The goal of data analysis is to interpret the responses, observations, and written data and put them into perspective (Merriam,
2018). In the current research, content analysis was employed to analyze the research data. Content analysis is a research tool
used to organize and elicit meaning from the data collected and draw realistic conclusions from it. In this regard, the data collected
were conceptualized first, then certain arrangements were conducted based on those concepts and themes explaining the data
were formed (Yildirnm and Simsek, 2011). In the present study, the activities in the fourth and sixth grade social studies course
books were examined, and, accordingly, the data obtained were coded. The content analysis was investigated again following
determining intelligence domains addressed by the activities. The implementations carried out by a researcher were analyzed by
another researcher and, then numeric analyses were conducted by calculating intelligence domains specified in the course books.
Finally, the data obtained were tabulated and interpreted.

In the process of semi-structured interview form analysis, teachers were requested to read their own responses in order to
ensure that there were no statements in the forms except the ones uttered by them. The data obtained were coded and divided
into categories. The data were classified under these categories, and the teachers’ responses were analyzed in-depth. Similar
responses were included in the same categories. The statements in teachers’ responses were attached meaning, and themes were
identified. The categories obtained were confirmed by another researcher. The frequency values of categories were calculated,
tabulated and the data were supported by direct citations. The pseudonyms were used in order to ensure confidentiality. Instead,
such codes as T1, T2..., T8 were preferred.

Validity and Reliability

In the current research, the implementations carried out by a researcher were analyzed by another researcher and, then,
intelligence domains specified were calculated, and numeric analyses were conducted. Convergent reliability and consistency
were assessed. The consistency was calculated based on the formula described in Miles and Huberman (1994):

Reliability = Number of Agreements/ Number of Agreements + Disagreements
The reliability value for intelligence domains, addressed by the activities in social studies course books, calculated through the
formula above was shown in Table 1.

Table 1. Reliability Values for Intelligence Domains Addressed by the Activities

Books Reliability
Course Book 88%

According to Table 1, reliability between the codes created by two different researchers was found high. The high level of
consistency is regarded as the internal reliability of qualitative analyses.

The responses gathered from the interview form were examined in-depth; moreover, meaningful parts and statements were
determined. The classifications of the data obtained from interviews were made based on Miles and Huberman's (1994) formula,
and convergent reliability was found as 88%.

FINDINGS

This section covers the findings related to the results of the analysis on the basis of research goals.

Findings concerning Course Books

The findings regarding multiple intelligence domains addressed by the activities in social studies course books are presented
in Table 2.
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Table 2. The Distributions concerning the Multiple Intelligences Activity Types in Social Studies Course Books

Intelligence Course books Total
Domains MOoNE Fourth Grade Tuna Fourth Grade MOoNE Sixth Grade Altin Sixth Grade

Logical 73 66 85 84 308
Verbal 24 45 40 110 219
Visual 37 21 38 31 127
Social 15 29 22 12 78
Intrapersonal 37 16 5 15 73
Naturalistic 4 8 4 19 35
Musical 1 - - - 1

Kinaesthetic - - - - -

Total Number of

. 191 376 194 271 841
Activities
The Number of 134 178 148 134 594
Pages(Net)
Activity/Page Rate 1.4 2.1 1.3 2 1.4

As shown in Table 2, the activities in MoNE fourth grade social studies course books (MoNE, 2005) mostly appealed to the
logical intelligence domain (n= 73). Similarly, the activities in Tuna 4™ grade social studies course books address the logical
intelligence domain (n=66). The same situation has been observed in the activities in MoNE sixth grade social studies course books;
those activities mostly appealed to the logical intelligence domain (n=85). However, the activities in Altin sixth grade social studies
course books addressed the verbal intelligence domain (n=110). Furthermore, in Table 2, the intelligence domains addressed by
the activities in course books were determined respectively as follows: logical intelligence (n=219), social intelligence (n=78),
intrapersonal intelligence (n=73), naturalist intelligence (n=35), musical intelligence (n=1). No activity appealing to kinaesthetic
intelligence was found in the activities.

In addition, as for the rate of the number of activities addressing multiple intelligence domains to the net number of pages in
course books, the activity/page rate in MoNE (2005) fourth-grade social studies course book was found as 1.44; in Tuna fourth-
grade social studies course book as 2.11; in MoNE (2005) sixth-grade social studies course book as 1.31 and in Altin sixth-grade
social studies course book as 2.02. With this regard, the highest number of activities addressing multiple intelligences depending
on the number of pages was found in Tuna fourth-grade social studies course book. Besides, a total number of multiple
intelligences activities depending on the number of pages was found as 841, and the number of primary activities/the number of
pages of the course books rate was determined as 1.41. Below is an example of the activities in course books:

HEOMILG0 98l v doenizlor Bu s
L

b

Figure 1. Social Studies Course Book. Altin Publishing, p. 110.

In Figure 1, a text regarding the subject of ‘Our Natural Resources not be Scarced’ in ‘Resources of Our Country’ unit was
presented to students. The text appeals to verbal and visual intelligence domains. Here, students were asked how people are
affected by the destruction of forests, and they were requested to discuss this topic. With this activity, it was addressed to
students’ naturalistic intelligence in the first place; then, thanks to verbal and visual texts, logical-mathematical intelligence was
appealed by requesting drawing conclusions from the text.

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



648

Hayatimiza her gan yeni bir teknolojik Gran girmektedir. Teknolojinin bu kadar hizli

Haydi Diisiinelim
gelismesinin sebepleri neler olabilir?

ik uzmanlarinca YOZYILIN ARAC! ICAT
i a r arasinda EDILDI

maus I.vy.‘.f Yeni Zelanda'da icat edilen
¢ YikeBike (Yaykbayk) biydk g
mmu’:m e yapan

lmﬂ“‘nm

doktorlar ve sa

o ~

Y =71

ve park sorununa lkargs
geligtiritdi. 15 “nlndo
kullansma l.z'

Yaml 3 Bin m

arka
enerjisi mnm mw igini hol.y‘ln.unyov

'529

Gazete haberi, 13 Ocak 2009. Gazete haberi, 3 Eylil 2009 (Duzenlenmistir.).

z Gazete haberlerini inceleyiniz. Sizce haberlere konu olan icatlar neden yapilmistir?

Figure 2. Social Studies fourth- Grade Course Book (Second Book), MoNE, p.118.

In Figure 2, ‘Let’s Think!” activity and two newspaper reports were included in the preparation part of ‘Our Projects’ subjects
within ‘Glad that We Have’ unit. In ‘Let’s Think!” activity, the students were asked ‘Each day, a new technological product come
into our lives. What are the reasons for this rapid technological advancements?’ This question was aimed to address logical
intelligence domain. In the second part of the activity, regarding verbal and logical-mathematical intelligence domains, students
were requested to investigate newspaper reports and asked, ‘Why do you think the inventions mentioned in these newspaper
reports were made?’

The Findings concerning the Interviews with Teachers

This section covers the findings related to the findings gathered from the recordings of interviews with teachers.

Teachers’ Views on the Messages Conveyed by the Theory of Multiple Intelligences

Regarding multiple intelligences theory, teachers stated that ‘it allows students to express himself/ herself’ (n=2), ‘it provides
different methods and techniques to students’ (n=2), ‘it ensures student-centered learning’ (n=2), ‘it prevents learning from being
monotonous’ (n=1), ‘it focuses on students’ individual requests’ (n=1), ‘it ensures effective and permanent learning’ (n=1), ‘it
focuses on students’ interests and requests’ (n=1) and ‘it allows novel opinions to merge’ (n=1).

The examples concerning teachers’ statements on the messages conveyed by multiple intelligences theory are provided below:

T6; “I do not have much information about the Theory of Multiple Intelligence. | am in favor of the fact that students have the
right to express their opinions explicitly.”

T1; “The Theory of Multiple Intelligences is a new concept for me. However, as far as | am concerned, this is a method | have
already attempted to implement. | think that, according to this theory, we should allow our students to express their interest and
requests explicitly.”

T2; “For me, the Theory of Multiple Intelligences is a way to help different opinion patterns to merge.”

Teachers’ Views on the Key Elements Paid Attention during the Implementation of Multiple Intelligences

Regarding the key elements paid attention during the implementation of multiple intelligences, teachers articulated that ‘they
pay attention to individual characteristics’ (n=3), ‘they apply different methods and techniques based on students’ interests and
curiosities’ (n=2), ‘they allow their students to express themselves explicitly’ (n=1), ‘they prepare different activities based on their
students interests, talents and requests’ (n=1), ‘they plan certain activities appealing to visuality’ (n=1), ‘they pay attention to
implement certain activities addressing five senses’ (n=1) and ‘they attempt to ensure equality of opportunities’ (n=1).

The examples concerning teachers’ statements on the key elements paid attention during the implementation of multiple
intelligences are presented below:

T3; “I pay attention to apply certain activities addressing five senses. For example, in the lessons when | use globes, my students
can see the localization of our country while being happy by touching the globe, thereby ensuring permanent learning.”

T8; “The development of visual, auditory and social intelligence contributes to both student’s personal development and
academic achievement. Applying different methods depending on students’ interests, for example, presentations, the use of globe,
films etc. make contributions to students’ success.”

T1; “Based on students’ interests and talents, | allow them to express their emotions, opinions, and ideas without permitting
class discipline to be ruined. | arrange a number of activities with an aim to make them express their ideas explicitly in society and
be creative and explorer.”
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Teachers’ Views on the Difficulties Faced during the Implementation of Multiple Intelligences

Table 3 presents the frequencies of social studies teachers’ responses concerning the difficulties faced by them during the
implementation of multiple intelligences.

Table 3. The Frequencies concerning the Difficulties Faced by Teachers during the Implementation of Multiple Intelligences

Views F
Inadequacy of Materials

Intensive Curriculum

The need for teachers’ being more active and well-informed

Inadequacy of lesson hours with regard to subjects

Having difficulty in including parents in the process

Having difficulty in ensuring classroom arrangement due to students’ being quite active
The students’ who do not have the right to speak being offended

The inappropriateness of educational environments for multiple intelligences

Having difficulty in meeting individual interests and needs

The inappropriateness of course books for multiple intelligences

R R R R R R R NNNW

The students’ being accustomed to rote learning
Total

=
(=]

According to Table 3, regarding the difficulties faced by classroom teachers and social studies teachers during the
implementation of multiple intelligences, they emphasized that ‘they are faced with inadequacy of materials’ (n=3), ‘they are
faced with an intensive curriculum’ (n=2), ‘the teacher himself should be more active and well- informed’ (n=2), ‘they are faced
with insufficient lesson hours’ (n=2) and ‘they have difficulty in including parents in the process’ (n=1).

The examples concerning teachers’ statements on the difficulties faced during the implementation of multiple intelligences
are presented below:

T5; “The biggest difficulty | have ever faced during the implementation process is the inappropriateness of educational
environment for this theory and inadequacy of materials.”

T; “Inadequacy of materials, insufficient lesson hours, intensive curriculum and our having difficulty in keeping up with this
curriculum.”

Teachers mostly noted that they were faced with the inadequacy of materials while preparing activities for different
intelligence domains and added that the educational environment was inappropriate for multiple intelligence practices. Moreover,
teachers highlighted the same points during the negotiations except for interviews.

Teachers’ Views on Students’ Skills Contributed by Multiple Intelligence Practices

Table 4 covers the data concerning fourth, sixth, and classroom teachers’ views on students’ skills contributed by multiple
intelligence practices in social studies courses.

Table 4. The Frequencies concerning Teachers’ Views on Students’ Skills Contributed by Multiple Intelligence Practices

Views F
Ability to express himself/ herself in a more comfortable way 2
Empowerment of self-confidence 2
Ability to raise awareness of his/ her own talents and develop self- acquaintance 2
Being more successful in each step of life 1
Increase in self-confidence 1
Being more eager to learning 1
Enhancement of creativity 1
Ability to learn to respect his/ her friends/ teachers opinions 1
Ability to propose different ways to handle a problem 1
Ability to improve verbal and visual intelligence, memory, and imagination 1
Better recognition of the environment 1
Ability to establish cause and effect relationships concerning the environment 1
Ability to consider subjects from different perspectives 1
Allowing students to learn by experiences instead of rote learning 1
Enhancement in visual and auditory intelligence domains 1
Total 18
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As presented in Table 4, regarding students’ skills contributed by multiple intelligence practices in social studies courses,
teachers stated that ‘students are able to express themselves in a more comfortable way’ (n=2), ‘students’ self- confidence are
empowered’ (n=2), ‘students become aware of their talents and are able to develop self- acquaintance’ (n=2), ‘students are more
successful in each step of life’ (n=1) and ‘students’ self-respect is improved’ (n=1).

The examples concerning teachers’ views on students’ skills contributed by multiple intelligence practices in social studies
courses are provided below:

T2; “They are able to express themselves in a more comfortable way. Their self-confidence and self-respect improve. They learn
to respect their friends and teachers and others’ opinions. They are able to propose solutions to handle a problem fearlessly.”

T4; “They become aware of their own talents and skills. It contributes better self-recognition.”
Techers’ Views on Social Studies Course Books’ Sufficiency in terms of Multiple Intelligence Activities

Table 5 presents fourth and sixth- grade teachers’ views on social studies course books’ sufficiency in terms of multiple
intelligence activities. Teachers’ responses were classified as ‘Sufficient’, ‘Partially Sufficient’ and ‘Insufficient’.

Table 5. The Frequencies concerning Teachers’ Views on Social Studies Course Books’ Sufficiency in terms of Multiple
Intelligence

Course Book f

Insufficient

=
(+]

Being obliged to use a supportive book
The number of subjects’ being excessive in course books

Poor presentation style of the subjects

The subjects’ not being far-reaching

Poor integrity among subjects

The subjects should be designed in a better way

The visuals should be more interesting

The designs should be better

The visuals should be more interesting

Insufficient in terms of information and content

The subjects are not contemporary

The environmental factor was not taken into consideration
Insufficient in terms of leading students to investigate and research
Failure to offer information entailed for the exams carried out in the country

Inappropriate for the country’s educational facts

Partially Sufficient

Insufficient lesson hours

Insufficiency of dialogue texts

Insufficiency of topics regarding the importance of a certain day
Books’ printing quality is quite poor

The subjects in which students can be more active should be included more

R R R R R NN[RP P R R R R R R R R R R R NDW

Insufficiency of dialogue texts

Sufficient

Total 25

According to Table 5, teachers considering social studies course books insufficient in terms of multiple intelligence practices
stated that ‘they have to use supportive book’ (n=3), ‘there are too many subjects in course books’ (n=2), ‘the presentation styles
of subjects are poor’ (n=1), ‘the subjects are not far- reaching’ (n=1), ‘the integrity among subjects are poor’ (n=1) and ‘the subjects
should be designed in a better way’ (n=1). However, the teachers considering the course books partially sufficient noted that ‘the
lesson duration is insufficient’ (n=2), ‘the dialogue texts are insufficient’ (n=1), ‘the subjects are insufficient in terms of the
importance of a certain day’ (n=1), ‘the books’ printing quality is poor’ (n=1), ‘the subjects in which students can be more active
should be included more in course books’ (n=1) and ‘the dialogue texts are insufficient’ (n=1). On the contrary, there have been
no teachers’ views stating that course books are sufficient.

The examples concerning teachers’ views on social studies course books’ sufficiency in terms of multiple intelligence activities
are presented below:

T5; “I think that course books are not appropriate for the current education system in Turkey; in this regard, | find them
insufficient.”
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T8; “As a Social Studies teacher, | do not think that the presentation styles of subjects are different from the ones published in
the past years. There is no integrity among subjects. In addition, the books’ printing quality is not good.”

T6; “I find course books insufficient in terms of information and content. | think that the subjects should be adapted according
to today’s world. Moreover, | find the course books quite insufficient in terms of leading students to investigate and research.”

RESULTS, DISCUSSION, AND SUGGESTIONS

The results of the study have shown that the activities in course books mostly appeal to the logical intelligence domain;
however, musical or kinaesthetic intelligence domains are either included in course books with a limited level or not included.
Since there were certain activities mostly addressing the logical intelligence domain, they allow creative thoughts to merge, and
students are led to explain their opinions based on their current information. Nevertheless, the fact that other intelligence
domains are not much included in course books- this situation is verified by teachers’ views — requires reconsidering those books
in terms of the Theory of Multiple Intelligence and to vary and arrange the activities based on different intelligence domains. This
is considered significant in order for students to be able to think and explain their thoughts. The fact that different intelligence
domains are included at similar levels in course books is important in order for sophisticated, social, and qualified individuals
aimed by the course to reveal their intelligence domains. Yesildere (2003) stated that students would be aware of their skills,
recognize themselves, have a higher level of academic achievement and self-confidence on the condition that intelligence domains
were integrated with appropriate learning environments.

The majority of teachers interviewed were revealed to have positive and negative views on the Theory of Multiple Intelligence.
The ‘positive’ views are stated as follows: ‘it prevents learning environments from being monotonous, students’ experiencing
success thanks to the activities addressing different intelligence domains, enhancing students’ self-confidence and its contribution
to academic achievement. ' These results are in accordance with the findings of a study by Giilfirat Kibriz (2016). In the study, it
was observed that there was a difference between post-test scores on experiment and control groups, and this difference was in
favor of the experiment group in which multiple intelligence practices were conducted. This result indicated that multiple
intelligence practices in social studies course had an impact on student achievement.

The ‘negative’ views on the Theory of Multiple Intelligences are as follows: ‘inadequacy of opportunities, difficulties faced in
the context of students’ exploration of their own talents and problems resulted from teachers.” In today’s world, individuals are
required to be venturous, to have critical and creative thinking, to search and inquire, to propose alternative solutions for different
problems, to be brave to try and eager to learn, to produce knowledge, and to follow technological advancements (Demircioglu,
2005; Kaytanci and Dombayci, 2020). In this regard, social studies course, by definition, should possess a more effective learning-
teaching process, and teachers, as practitioners, should have more qualified competencies. Acat (2005) attempted to determine
the utility of the Theory of Multiple Intelligences to plan and arrange learning-teaching situations in Turkey’s conditions. A certain
number of findings is in line with the results of the current study. The key factor to be paid attention to regarding the
implementation process of multiple intelligences is that teachers are entailed to have a broad theoretical framework concerning
the theory and implementation methods. In light of the results of the study, teachers need to pay attention to the fact that the
contents of activities carried out in the learning process should appeal to students’ all intelligence domains, and different methods
and techniques should be included in the implementation process. Moreover, teachers should consider students’ developmental
characteristics and their changes during the learning process and talents.

Among teachers’ responses concerning the key elements paid attention to during the implementation of multiple intelligences
is the fact that ‘they attempt to carry out different methods and techniques considering individual differences and students’
different interests and curiosities.” Furthermore, teachers stated that ‘students are able to express themselves in a better way,
their self-confidence is empowered, they become aware of their abilities and recognize themselves better, and their self-respect
is enhanced’ through multiple intelligence practices. It is unlikely for a teacher to excel in all intelligence domains; however, it is
of importance that she/he explores the resources by which she/he is able to prepare qualified activities concerning different
intelligence domains, to make inferences, and to introduce new outcomes (Saban, 2002). The underlying reason why teachers
agree on this issue to a great extent may be due to the fact that they are not well-informed about the Theory of Multiple
Intelligences, and they do not include multiple intelligence practices in the lessons because of various reasons. This result is in
accordance with teachers’ responses during interviews.

Teachers’ responses regarding the difficulties faced during the implementation of multiple intelligences are as follows:
‘inadequacy of materials, intensive curriculum, the need for teachers to be more active and well- informed compared to traditional
teaching approach, insufficient lesson hours and difficulties in including parents in the process.’ The results of the study are in line
with the study conducted by Basbay (2005) whoattempted to find out teachers’ opinions on the process in a teaching-learning
environment arranged in accordance with the Theory of Multiple Intelligences. Similarly, teachers who had negative views on the
process emphasized inadequacy of time, intensive curriculum and exams, and examination anxiety. Likewise, in a study conducted
by Yesilbursa (2006) entitled ‘The Views of the Teachers of the Primary Education Second Grade Social on Multiple Intelligence
Theory’, it was determined that physical conditions of schools were not appropriate for multiple intelligence theory, parents were
not much well-informed about the theory, social studies teachers’ had traditional intelligence approaches and parents and
students were required to be informed about the theory. Moreover, in a study carried out by Erdem and Demirel (2005), it was
drawn similar conclusions. The research was conducted with an aim to reveal the views of 72 teachers working at schools where
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multiple intelligences practices were implemented. The fact that students learned by entertaining in certain activities designed in
line with the Theory of Multiple Intelligence and they were more eager to attend the classes is among the findings of the study. In
addition, they highlighted that students attempted to put more effort into multiple intelligence practices. This may be interpreted
that students who learn by entertaining are more engaged in lessons and put more effort to learn in such a process compared to
the traditional education system.

The results of the study imply that informative activities regarding the Theory of Multiple Intelligence fail to achieve a goal. In
light of teachers’ statements, MoNE is required to offer in-service tranings which includes various activities and workshops
regarding the use of multiple intelligences in teaching-learning processes, and teachers’ voluntary participation should be ensured.
In-service trainings for teachers towards multiple intelligences should be integrated with seminars arranged for parents. It is worth
noting that the process should not only be followed by teachers, but parents are also required to be informed about it in order
for multiple intelligence practices to be successfully carried out.

According to fourth and sixth-grade social studies teachers, social studies course books are insufficient for multiple intelligence
activities, ‘supportive books are needed, and the curriculum is highly intensive.” There was no teacher considering course books
sufficient. The fact that teachers need supportive books, activities in the books are required to be contemporary and interesting,
there is no teacher regarding books as sufficient, and other negative views have revealed that course books should be re-designed.
This finding showed consistency with a study conducted by Koyuncuoglu and Kaya (2000). In their study, it was found that the
contents of course books are entailed to address all students by taking students’ different intelligence domains into consideration.
With this regard, teachers are recommended to explore their students’ abilities, to pay attention to arranging activities in a way
to appeal to different intelligence domains, and to use methods and techniques that are appropriate for the Theory of Multiple
Intelligences.

According to Yenilmez and Bozkurt (2006), the Theory of Multiple Intelligence has brought about fundamental changes and
advancements in education. However, it has been determined that teachers are not well-informed about how to carry out this
theory in learning environments, and this situation is the key factor preventing above-mentioned developments. To handle these
problems, applied workshops held by MoNE play a pivotal role. The projects and trainings planned by MoNE should be presented
to teachers as interesting activities. The more those applications are regularly carried out, the more permanent the learning
process becomes.

Besides, this study was conducted on behalf of fourth and sixth- grade students. Therefore, the study can also be carried out
by making comparisons among different class levels or by investigating course books published by different publishers.
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Abstract

Purpose: The aim of this research was to examine the effect of the "Tree Science School for Preschool Students" Project, which
was supported for the second time in the 2017/2018 call period of TUBITAK 4004 Nature Education and Science Schools, based
on environmental responsibility awareness from an early age, on the level of recognition of trees by preschool teachers and
preschool children.

Design/Methodology/Approach: The research project was carried out in two stages: two days of teacher training with 30
preschool teachers and three days of training with 120 children, 40 of whom were preschool children every day. There were a
total of 17 activities carried out within the scope of the project, with 8 for preschool teachers and 9 for preschool children for
tree science education. The activities were designed with the help of field experts and based on active learning principles, with
a focus on the project's target group's perceptions of nature and trees. The study sample of the research was determined by
criterion sampling, one of the purposeful sampling methods, and consisted of 20 preschool teachers and 120 preschool
children. The method of the research was the exploratory design from mixed-method research. The data collection tools of the
research were the Utopia Given Tree Recognition Test (UGTRT) for preschool teachers, an interview form consisting of two
semi-structured open-ended questions, and a drawing and telling technique for preschool children. The quantitative data
collected in the research were analyzed using the SPSS 22.0 Program, the Mann Whitney U test, and the Kruskal Wallis test,
and the qualitative data were analyzed using the content analysis technique.

Findings: According to the results of the research, it has been found that it has a positive effect on the environmental awareness
of both preschool teachers and preschool children.

Highlights: The teacher's role is important in the development of scientific thinking in children. In this context, it is expected
that the research findings will be useful in future activities involving tree education, which plays an essential role in preschool
children's environmental education.

6z
Calsmanin amaci: Bu aragtirmanin amaci, TUBITAK 4004 Doga Egitimi ve Bilim Okullari 2017-2018 cagri déneminde ikinci kez

desteklenen kiigiik yaslardan itibaren cevresel sorumluluk bilinci temelli “Okul Oncesi Ogrencilerine Yénelik Agac Bilim Okulu”
Projesi’'nin okul 6ncesi 6gretmenlerinin ve okul 6ncesi donem gocuklarinin agaglari tanima diizeylerine etkisinin incelenmesidir.

Materyal ve Yéntem: Arastirma kapsaminda ele alinan proje, 30 okul 6ncesi 6gretmeniyle iki giinlik 6gretmen egitimi ve her
guin 40 okul 6ncesi donem ¢ocuklari olmak tizere toplamda 120 gocukla olmak tizere li¢ glinlik egitim olmak Gzere iki agsamada
gerceklestirilmistir. Proje kapsaminda gergeklestirilen etkinlikler agag bilimi egitimlerine yonelik okul 6ncesi 6gretmenleri igin
8, okul 6ncesi donem gocuklarina yonelik 9 etkinlik olmak tzere toplam 17 etkinlikten olusmaktadir. Etkinlikler, proje hedef
kitlesinin doga ve agac algilarina iliskin aktif 6grenme ilkelerine gére alan uzmanlariyla hazirlanmistir. Arastirmanin galisma
grubu, amagh 6rnekleme yontemlerinden 6lgiit 6rnekleme ile belirlenmis olup, 20 okul 6ncesi 6gretmeni ve 120 okul 6ncesi
doénem ¢ocuklarindan olugmaktadir. Arastirmanin yontemi karma yontem arastirmalarindan agimlayici (exploratory) desendir.
Arastirmanin veri toplama araglari, okul &ncesi 6gretmenleri igin Utopya Verilen Agaci Tani (UVAT) Testi, yari yapilandiriimig iki
acik uglu sorudan olusan gérisme formu; okul 6ncesi donem gocuklari igin resim ¢izip anlatma teknigidir. Arastirmada toplanan
nicel veriler SPSS 22.0 Programi ile Mann Whitney U testi ve Kruskal Wallis testi kullanilarak; nitel veriler gerik analiz teknigi
kullanilarak analiz edilmistir.

Bulgular: Aragtirmanin sonuglarina gére; hem okul 6ncesi 6gretmenlerinin hem de okul éncesi donem ¢ocuklarinin gevresel
farkindaliklarina olumlu yénde etkisi oldugu saptanmistir.

Onemli Vurgular: Okul &ncesi dénemde, cocuklarda bilimsel diisiincenin gelismesi cevreye yénelik farkindalik ve olumlu
tutumlar sergilemelerinde 6gretmen anahtar rol oynamaktadir. Arastirma sonuglarinin okul 6ncesi dénem ¢ocuklarinin gevre
egitimi icerisinde 6nemli bir yere sahip olan agag egitimi konusunda yapilacak etkinliklerde 6nemli oldugu distinilmektedir.
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INTRODUCTION

The biological, physical, social, economic, and cultural environment in which living creatures retain relationships and interact
with one another throughout their lives is considered as the environment (T.R. Ministry of Environment and Urbanization, 2017).
In another definition, the environment is defined as "all kinds of biotic and abiotic factors that affect a living entity or a living
community throughout their lives" (Yicel and Morgil, 1998). The concept of "environment" can be explained in terms of
mountains, lakes, streams, atmosphere, plants, animals (natural elements), and buildings, bridges, roads, and houses
(human/human elements) using these definitions. It gets the benefits based on its characteristics and basic requirements.
However, as social life becomes more complicated, so do environmental issues, which are becoming more numerous and diverse.
These issues are caused by the unplanned and unregulated growth of factors such as population, industrialization, urbanization,
and tourism (Turkim, 1998). "Air, water, soil, food, light and noise pollution, radioactive pollution, global climate change, acid
rain, erosion, destruction of natural life and forest fires, and reduction of biological diversity" are examples of environmental
problems that occur as a result of these. Industrialization and urban life, which developed rapidly, exposed many universal
problems and made them irreversible, especially in parallel with scientific and technological advancements. These are elements
that pose a threat to life's continuation (Long and Salam, 2005). As a result, it falls to the person who is in charge of removing the
potentially dangerous elements. This can only be achieved through environmental education. In order for human beings to
develop responsibility and sensitivity, first of all, a special bond should be established between nature and humans. Then, people
need to be supported to comprehend what the destructive factors are in terms of knowledge. Finally, by aiming to reveal
sustainable behaviors, the permanence of education should be ensured (Atasoy, 2015). In this way, people can be sensitized by
instilling a sense of responsibility for the environment. To sustain the natural functioning of living things among themselves and
protect them from destruction, it is required to raise individuals who are sensitive to the environment and have a high level of
environmental awareness. It provides significant improvements in the solution of these problems and needs, thanks to the
education of people who will provide fundamental solutions to the environmental problems they face, produce useful services for
humanity, and use them in their daily lives while remaining environmentally conscious. As a result, environmental education is
defined as the process of influencing people's environmental behavior by expanding their environmental knowledge (Pooley and
O'Connor, 2000). When the concept of environmental education is examined in detail, it means actively participating in the
development of environmental awareness, achieving environmentally sensitive, permanent, and positive behavioral changes,
protecting cultural, aesthetic, historical, and natural values, and actively participating in the solution of environmental problems
(T.R. Ministry of Environment and Forestry, 2004). Teachers are regarded as one of the most important elements of environmental
protection and education around the world, including in Turkey. While placing environmental issues in the education plans, the
teacher should deal with the issues practically through various activities and guide the learning process in accordance with the
pace of the students (Haktanir, 2007).

The uniqueness of the learning environment is the most essential element of environmental education, which both
distinguishes it from other educational disciplines and allows it to collaborate with them. Environmental education focuses on
learning in nature as much as possible. According to this, when learning takes place in nature, it is possible to learn in a thorough
and meaningful way. Since environmental education is "teaching the world." Natural learning occurs through direct experiences,
resulting in effective development, mental and social learning, as well as the principles of thinking, feeling, and acting. In addition
to learning in nature, interesting and appropriate experiences can be provided to learners in museums, science centers, and
botanical gardens (Brody, 2005; cited in Cabuk, 2019).

The early childhood period, which constitutes the scope of the research, is defined as the period in which development and
learning are the fastest throughout human life, starting with birth and lasting until the age of eight (UNESCO, 2018). Children begin
to develop socially, emotionally, cognitively, and physically from the moment they are born, and the basis for the knowledge,
skills, attitudes, and behaviors they will acquire throughout their lives is formed during this time (Pianta, Barnett Justice, &
Sheridan, 2012). Children's passion for inquiry and questioning are two of their most distinguishing characteristics in early
childhood. Everything in life is worth exploring for them (Charlesworth & Lind, 2003). They discover and learn while tasting
mulberries plucked from the tree, cuddling a kitten, listening to stones thrown into the water, watching the sunset, and smelling
the soil after it has rained (Kahriman-Pamuk, 2019). As a result, many researchers working on early childhood environmental
education have emphasized the importance of these critical years for future generations to become environmentally responsible
and sensitive adults by emphasizing that attitudes toward the environment begin to form in early childhood (Russo, 2001; Basile,
2000; Davis, 1998; Wilson, 1996). As a result, the importance of early childhood education in the formation of positive perceptions,
awareness, and, as a result, positive attitudes and behaviors toward the natural environment (Demir & Yalgn, 2014) are
undeniable. It may be difficult for children who have not been exposed to environmental education since childhood to master the
subject, absorb it, and grow up to be environmentally conscious adults. According to Chawla (1998), contact with natural areas in
the open air during childhood is one of the most influential factors on the human-environment relationship in adult life.
Accordingly, it can be claimed that adults who care about and protect the environment are people who interact with nature in
their childhood and establish bonds.

Dewey (1997) believed that children's critical thinking skills should be emphasized and that they should participate actively in
collaborative problem-solving processes (Dewey, 1997). Dewey's views have shaped today's approaches to early childhood
education, such as inquiry-based or exploratory learning (Cremin, Glauert, Craft, Compton, & Stylianidou, 2015). One of the four
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essential needs of the twenty-first century is problem-solving, which has been regarded as an important skill to acquire in
environmental education (Trilling & Fadel, 2012). Based on these findings, it is critical to encourage children to successfully use
their scientific process skills in early childhood environmental education. In this way, children will take responsibility for their own
learning as well as play an active role in solving any environmental problem by observing, making predictions, collecting data,
interpreting the data, and attempting to draw a scientific conclusion while observing, making predictions, collecting data, and
interpreting the data. The key objective of inquiry-based education in nature is to complement and expand on print and electronic
media-dominated classroom teaching by combining organized environments and natural environments with relevant contextual
experiences. Today's children have little chance of unstructured play and regular contact with the natural world. In this context,
nature-based education programs are a tool that can support children's access to the natural world. These education programs
are focused on curriculum, behavior, production, protection, and survival (Shanely, 2006; Knapp, 1996).

Children have a strong desire to explore nature in an unmediated and unstructured manner. Nature takes on a feature that
helps children's development in outdoor education while providing many different natural elements to them. Children can learn
a lot merely by being in nature and examining it with all of their senses (Dinger, 1999). Teachers' primary responsibility is to provide
opportunities for children to interact with nature. While it is highlighted that place-based education should be provided on a
regular basis beginning at a young age, studies have found that teachers do not pay enough attention to this issue (Knapp, 1996).
Accordingly, preschool teachers are an element that brings dynamism to the process with the responsibilities they take as a guide,
sometimes a facilitator, sometimes as an example, and the work they will do in the process from planning to ending the process
(Kopnina, 2012). Undoubtedly, in addition to the professional qualifications that every teacher should have, it is expected to have
additional knowledge and skills in terms of environmental education. Therefore, teachers need to follow up-to-date knowledge
at a certain level in the education of the environment, which is an interdisciplinary science.

As a result, it is obvious that proper use of out-of-school learning environments is required for effective environmental
education. Since children are expected to be out of school on a regular basis, to learn about the positive and negative effects of
human activities on the functioning and continuity of ecosystems, and to develop more responsible behaviors related to nature
in a correct Environmental Education Program (Guler, 2009).In this perspective, nature education activities, which are
multidisciplinary in content, can be said to contribute significantly to out-of-school practices, particularly in environmental
education. Based on these contributions, the Scientific and Technological Research Council of Turkey (STRCT) has been giving
significant support to such nature education activities since 1999. Studies on nature education in Turkey have accelerated with
the implementation of the "Scientific Environment Education in National Parks" programs, which were first prepared and initiated
by the Earth Sea Atmosphere and Environmental Research Group in 1999 by STRCT (Ozaner, 2004). STRCT continued to support
activities within the scope of nature education and science schools with an increasing rate in the following years.

The aim of this study was to examine how the “Tree Science School for Preschool Students Project”, which was based on
environmental responsibility awareness from a young age and was supported for the second time in the 2017-2018 call period of
TUBITAK 4004 Nature Education and Science Schools, affects preschool teachers' and preschool students' tree recognition levels.
Answers to the following research questions were requested for the purpose of the study:

1. According to the outputs of the project, which is applied based on inquiry in nature, is it effective on the tree recognition
levels of the preschool teachers participating in the project?

a. Do the tree recognition scores of the preschool teachers participating in the project show a significant difference
according to their place of birth and growth, their answers about the most important benefit of trees, and
whether they prefer playing games on a tablet/mobile phone rather than spending time in nature?

b. What are the preschool teachers' opinions on the knowledge they learned about tree recognition and the
activities they want to implement as a result of participating in the project?

2. Are the activities conducted in the project effectively in the preschool children participating in the project's tree
recognition, according to the project's outputs based on inquiry in nature?

METHOD/MATERIALS

Research Model

The exploratory design of mixed research method studies was applied in this research to assess the impact of the "Tree Science
School for Preschool Students" Project on preschool teachers' and preschool children's recognition levels. Mixed method studies
combine quantitative and qualitative data collecting, analysis, and integration to ensure that the data collected by different
methods complement each other and that the study results obtained in order to conduct in-depth analysis are stronger (Cresswell
and Plano-Clark, 2007). The explanatory design is divided into two stages. In other words, the quantitative part of the study is
completed first, followed by the qualitative part of the research based on the quantitative results. According to Cresswell and
Clark (2011), this design consists of two sub-patterns. The tool development model is the first stage of the exploratory design, and
it determines the main variables, themes, and dimensions of data collecting tools (such as surveys, scales, and inventories)
developed using qualitative research. Potential variables and themes are revealed using an inductive approach using qualitative
methods such as interviews, observation, and document analysis in the tool development model, and the results are examined by
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constructing a quantitative data collection tool based on these variables and themes. The other is the taxonomy development
model, where qualitative concepts, models, or processes are tested using qualitative methods (such as surveys and experiments)
in order to reveal the key concepts, propositions, and processes in areas where the relevant literature is insufficient. In this model,
the propositions that emerge in the qualitative stage are tested for the quantitative stage.

In the research, one group pretest-posttest weak experimental model was used as a quantitative research method. According
to Karasar (2015:292), the measurements of the dependent variable of the subjects, who are a single group in this design, are
obtained by using the same data collection tool as pre-test before the experimental procedure and post-test after the
experimental procedure. Accordingly, the Utopia Given Tree Recognition Test (UGTRT) was applied to the teachers who formed
the group before the experimental procedures were started and after the experimental procedures were completed.

A qualitative research method, a case study, was used in the study, which is one of the most commonly used research methods
in the field of education. The most important feature of this research method is that the situation studied is chosen because of
the person's or community's unique characteristics and is addressed in its own context. In this context, the purpose of a case study
is to reveal the attitudes or behaviors of the participants chosen as the research's study group in order to examine a unique person,
community, or event and to explain these characteristics or behaviors in a systematic manner (Johnson & Christensen, 2004).

Study Group

Criterion sampling, one of the purposive sampling methods, was used to determine the study group. This sampling method's
basic concept is to investigate all situations that meet a predetermined set of criteria (Yildirnm & Simsek, 2018). The following is a
list of criteria that were determined as part of the project's scope:

e Toworkin preschool education institutions affiliated to the Ministry of Education in Ankara Etimesgut district of preschool
teachers participating in the project.

e To go to preschool education institutions affiliated to the Ministry of Education in Ankara Etimesgut district of preschool
children participating in the project.

e Voluntary and willingness of teachers and parents of preschool children.

The preschool teachers who made up the research's study group were chosen using the Google Questionnaire Form, with the
assistance of Ankara Etimesgut district Ministry of Education, which is one of the project's partners, by explaining the participant
selection procedure in detail and ensuring equal opportunity. Preschool children were chosen from among those whose parents
agreed to participate.

According to the explanations given above, the study group of the research consisted of 30 preschool teachers and 120
preschool children. Preschool teachers who constituted the study group of the research were stated as T1, T2,..., T30, and
preschool children as C1, C2,..., C120.

Data Collection Tools

The data collection tools of the research were the Utopia Given Tree Recognition Test (UGTRT) for preschool teachers, an
interview form consisting of two semi-structured open-ended questions, and a drawing and telling technique for preschool
children. Data collection tools used for preschool teachers are given below:

Utopia Given Tree Recognition Test (UGTRT): Personal information was collected in the first part of the test, and 22 trees
(Thuja, Juniper, Boxwood, Silverberry, Calabrian Pine, Black locust, Birch, Oak, Scotch Pine, Cypress, Maple, Tatar Maple,
Whitewood, Redbud, Willow, Hornbeam, Alder, Spruce, Cedar, Larch, Fir, and Linden) were collected in the second part. The test
trees were developed with the help of specialists in the field. In the developed test, there were four photographs of each tree,
and these photographs consisted of photographs of the tree from afar, where the leaf, trunk, and, if any, fruit can be seen clearly.

Interview Form: It comprises two semi-structured open-ended questions for preschool teachers to evaluate the project's
outputs. The following are the questions:

Did you gain practical knowledge from the project? If your answer is yes, could you briefly describe your achievements?
How do you intend to carry out which project activities? Please clarify.
The following are data collection tools for preschool children:

Drawing and Telling Techniques: The technique of drawing and telling pictures is meaningful in that after the activities,
children draw pictures about their experiences in the activity, both conceptualizing what they have learned and expressing their
experiences in a different way (Onder, 2001). With this data collection tool, it has been attempted to reveal how children perceive
their efforts to learn the language of nature and trees.

Application of the Project and Collection of Data

The Utopia Art Science and Game Center, which is rich in tree diversity, is located in the Yazibeyli District of KahramanKazan
District of Ankara. Yazibeyli is a place rich in biodiversity, which is why the Utopia Science and Art Center was chosen as the project
implementation area. Many tree species can be found in the application area, including juniper, fir, spruce, red pine, yellow pine,
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stone pine, cedar, Arizona cypress, plane tree, willow, white poplar, birch, oak, redbud, horse chestnut, linden, boxwood, maple,
mahaleb, oleaster, apple, pear trees, and so on.

The project was carried out in two stages, two days of teacher training with 30 preschool teachers and three days of training
with 120 children, 40 of whom were preschool children every day. There were a total of 17 activities carried out within the scope
of the project, with 8 for preschool teachers and 9 for preschool children for tree science education. The activities were prepared
with the help of field experts and based on active learning principles, with a focus on the project's target group's perceptions of
nature and trees.

Table 1 shows the preschool teacher activity program, which consisted of eight activities that were applied to a total of 30
preschool teachers over the course of two days.

Table 1. Activity program for preschool teachers

Activity name Activity subject
Communication with creative drama Communication-interaction/recognition - acquaintance
Teachers learn before children Tree science school activities

The effect of environmental education on child

The effect of ecology-based nature education on child development
development

I learn in my environment Environmental education in the preschool period

I am an environmentalist as | am conscious Environmental awareness

What I'm curious about the tree? Environmental awareness

What is a herbarium? Herbarium

What | learned and realized? Getting written and verbal feedback from the participants

Table 2 shows the preschool day activity program, which consisted of 9 activities applied to a total of 120 students, 40 of whom
are preschool children, on a daily basis.

Table 2. Activity program for preschool children

Activity name Activity subject

What's in my nature bag? Presentation of the place and teachers

Mysterious journey Observation of living/non-living things in nature

Tree detective Finding the mate of the tree in the picture in the garden
Hug your tree and feel it Recognizing the characteristics of trees with the sense of touch
Seed-sapling-tree Tree growth stages

Leaf specialist Collecting leaves for herbarium

Let the leaves not be left unfinished!.. Leaves

My tiny herbarium Making herbarium

What did we learn today? General evaluation

The activities are described in detail in Kdseoglu, Gokbulut, Pehlivanoglu, and Mercan's (2019) study titled "preschool tree
science school activities."

The data collection tools of the project were applied to the preschool teachers in “Activity 8: What | learned and realized” and
to the preschool children in “Activity 9: What did we learn today?” and the data were collected.

Criterion sampling, one of the purposive sampling methods, was used to determine the study group. This sampling method's
basic concept is to investigate all situations that meet a predetermined.

Analysis of Data

The SPSS 22.0 program was used to analyze the quantitative data collected in the study. Since the results of the Utopia Given
Tree Recognition Test (UGTRT) did not have a normal distribution, they were evaluated using the Mann Whitney U Test and the
Kruskal Wallis test, both of which are nonparametric tests.

Content analysis with the MAXQDA 2018 Program was used in the analysis of the qualitative data obtained in the research.
The purpose of this analysis is to provide the obtained data to reach the concepts and relationships within the scope of the
research (Yildirnm & Simsek, 2018).

The transcripts of the interviews conducted as part of the research were made by using a computer. During the casting, the
researcher conveyed the participants' opinions exactly as they were; no additions or corrections were made to the individuals'
expressions. The researcher listened to and evaluated the transcripted interviews. After the castings were completed, they were
examined by an expert to determine whether any mistakes had occurred. The analysis steps used by Thomas and Hardene were
used to conduct the content analysis (2008). These stages are outlined in the following sections.

Coding Findings: At this stage, the findings in the form of direct quotations or basic concepts extracted from primary research
were coded by reading them line by line. The second stage can start after all of the findings have been coded.
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Developing Descriptive Themes: The codes obtained at this stage were compared according to their similarities and
differences and grouped to form a hierarchical tree structure. Each group formed is called a theme. Each theme was formed to
cover the definitions and meanings of the grouped codes.

Generation of Analytical Themes: While this phase stays close to the findings of primary studies in the development of themes,
new interpretative structures and explanations were produced by going beyond primary studies in the production of analytical
themes. To answer research questions that have been put on hold for a while, descriptive themes developed from inductive
analysis should be used to go beyond primary studies. As a result of comparing descriptive themes and discussing them with other
researchers, more abstract analytical themes have emerged.

FINDINGS
In this part of the research, the findings obtained with the data collection tools and their comments are given.

Findings Regarding Personal Information of Preschool Teachers Participating in the Project

The findings regarding the personal information of 30 preschool teachers participating in the project are given in Table 3.

Table 3. Findings of the personal information of preschool teachers participating in the project

Personal information Frequency (f) Percentage (%)
Female 30 100%
Gender
Male - -
. City 27 93.1%
Where teachers were born and raised Village/town 5 6.9%
. . Human life 17 58.6%
Thoughts about the most important benefit of trees Climate 9 31.0%
Whether or not it's attractive to explore different Yes 29 100%
types of trees by walking around the forest No - -
Whether or not to play games on a tablet / mobile Yes 3 10.3%
phone rather than spending time in nature No 26 89.7%

According to Table 3, 100% (30 people) of the preschool teachers who participated in the project were women. According to
the place where the teachers who participated in the project were born and raised, 93.1% (27 people) were cities, and 6.9% (2
people) were villages/towns. According to the teachers' thoughts about the most important benefit of trees, 58.6% (17 people)
stated that it was human life, and 31.0% (9 people) stated that climate. According to the situation that whether or not it's attractive
to explore different types of trees by walking around the forest, 100% (29 people) yes, and according to the situation that whether
they preferred to play games on a tablet/mobile phone rather than spending time in nature, 10.3% (3 people) yes, and 89.7% (26
people) said no.

Findings Regarding the Tree Recognition Levels of the Preschool Teachers who Participated in the Project
The findings of the tree recognition scores obtained by the preschool teachers who participated in the project from the UGTR

Test are given in Table 4.

Table 4. Findings of the tree recognition scores of the preschool teachers who participated in the project from the UGTR Test

Those who recognize trees Those who don’t recognize trees

Tree names Frequency (f) Percentage (%) Frequency (f) Percentage (%)
1. Thuga - - 22 73.13%
2. Juniper 4 13.33% 16 53.33%
3. Boxwood 23 76.16% 1 3.33%
4. Silverberry 27 90% 1 3.33%
5. Calabrian pine 6 20% 17 56.66%
6. Black locust 24 80% 4 13.33%
7. Birch 6 20% 15 50%
8. 0Oak 24 80% 4 13.33%
9. Scotch pine 9 30% 21 70%
10. Cypress 16 53.33% 9 30%
11. Maple 11 36.66% 5 16.66%
12. Tatar Maple 12 40% 7 23.33%
13. Whitewood 10 33.33% 5 16.66%
14. Redbud 19 63.33% - -
15. Willow 27 90% 1 3.33%
16. Hornbeam 22 73.33% 2 6.66%
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17. Alder 12 40% 7 23.33%
18. Spruce 3 10% 13 43.33%
19. Cedar 8 26.66% 12 40%
20. Llarch 4 13.33% 9 30%
21. Fir 16 53.33% 9 30%
22. Linden 23 76.16% 3 10%

According to Table 4, according to the tree recognition scores of the preschool teachers who participated in the project from
the UVAT Test, the trees most recognized by the teachers were; 90% (27 people) silverberry and willow, 80% (24 people) locust,
and oak trees, and 76.16% (23 people) boxwood and linden trees; the least known trees were; 73.13% (22 people) are thuja, 70%
(21 people) Scotch pine and 56.66% (17 people) were Calabrian pine.

The findings of the pre-test and post-test tree recognition scores of the preschool teachers who participated in the project are
given in Table 5.

Table 5. Findings of the pre-test and post-test tree recognition scores of the preschool teachers who participated in the project
from the UGTR Test

Post-test - pre-test n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 25 13.00 325.00 -4.390 0.000
Equal 2

The Wilcoxon Signed Ranks Test was used to determine the findings of the pre-test and post-test tree recognition scores of
the preschool teachers who participated in the project, as shown in Table 5. According to the findings, there was a significant
difference between the pretest and posttest tree recognition scores of the teachers who took part in the UGTR Test (p<0.05).
According to this result, it can be said that project training has a positive effect on tree recognition levels.

Table 6 shows the results of the pre-test and post-test tree recognition scores of each tree included in the UGTR Test of the
preschool teachers who took part in the project.

Table 6. Findings of the pre-test and post-test tree recognition scores of each tree in the UGTR Test of the preschool teachers

participating in the project

Thuja n Order average Order sum Z p
Negative order 0 0.00 0.00

Positive order 0 0.00 0.00 0.000 1.00
Equal 16

Juniper n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 0 1.00 1.00 -1.000 0.31
Equal 12

Boxwood n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 4 2.50 10.00 -2.000 0.05
Equal 1

Silverberry n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 3 2.00 6.00 -1.732 0.08
Equal 21

Calabrian pine n Order average Order sum z p
Negative order 11 6.00 66.00

Positive order 0 0.00 0.00 -3.317 0.00
Equal 11

Locust n Order average Order sum z p
Negative order 1 2.50 2.50

Positive order 3 2.50 7.50 -1.000 0.32
Equal 1

Boxwood n Order average Order sum z p
Negative order 1 0.00 0.00

Positive order 3 2.50 10.00 -2.000 0.05
Equal 14

Birch n Order average Order sum z p
Negative order 1 2.50 2.50

Positive order 3 2.50 7.50 -1.000 0.32
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Equal 10

Oak n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 7 4.00 28.00 -2.646 0.05
Equal 16

Scotch pine n Order average Order sum z p
Negative order 11 6.50 71.50

Positive order 1 6.50 6.50 -2.887 0.00
Equal 10

Cypress n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 12 6.50 78.00 -3.464 0.00
Equal 5

Maple n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 7 4.00 28.00 -2.646 0.01
Equal 3

Tatar maple n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 2 1.50 3.00 -1.414 0.16
Equal 1

Whitewood n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 5 3.00 15.00 -2.236 0.03
Equal 0

Redbud n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 9 5.00 45.00 -3.000 0.00
Equal 1

Willow n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 2 1.50 3.00 -1.414 0.16
Equal 23

Hornbeam n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 4 2.50 10.00 -2.000 0.05
Equal 1

Alder n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 2 1.50 3.00 -1.414 0.16
Equal 2

Spruce n Order average Order sum z p
Negative order 2 2.00 4.00

Positive order 1 2.00 2.00 -0.577 0.56
Equal 6

Cedar n Order average Order sum z p
Negative order 0 0.00 0.00

Positive order 6 3.50 21.00 -2.449 0.01
Equal 8

Larch n Order average Order sum z p
Negative order 4 3.50 14.00

Positive order 2 3.50 7.00 -0.816 0.41
Equal 3

Fir n Order average Order sum z p
Negative order 1 3.50 3.50

Positive order 5 3.50 17.50 -1.663 0.10
Equal 8

Linden n Order average Order sum z p
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Negative order 0 0.00 0.00
Positive order 3 2.00 6.00 -1,732 0.08
Equal 12

According to Table 6, there was a significant difference in the pre-test and post-test tree recognition scores of each tree in the
UGTR Test of the preschool teachers who participated in the project for Calabrian pine, oak, yellow pine, cypress, maple,
whitewood, redbud, and cedar trees. Thuja, juniper, boxwood, silverberry, locust, birch, Tatar maple, willow, hornbeam, alder,
spruce, larch, fir, and linden trees showed no significant differences.

The findings of the tree recognition scores obtained by the preschool teachers who participated in the project from the UGTR
Test are given in Table 7.

Table 7. Findings of the tree recognition scores of the preschool teachers who participated in the project from the UGTR Test

N Minimum Maximum Average Star.mde?rd
deviation
Tree recognition score 28 3 18 3 3.06

Table 7 shows that among the 22 trees in the TUVAT Test, the preschool teachers who participated in the project knew 18
trees the most and 3 trees the least. Furthermore, preschool teachers' average tree recognition score was found to be 3.

The findings of the tree recognition levels of the preschool teachers participating in the project are given in Table 8.

Table 8. Findings of the tree recognition levels of preschool teachers participating in the project

Tree recognition level Frequency (f) Percentage (%)
Very little knowers 1 3.4%
Little knowers 6 20.7%
Medium knowers 19 65.5%
Much knowers 2 6.9%

According to Table 8, the findings of the tree recognition levels of the preschool teachers who participated in the project, 3.4%
(1 person) was very little knower, 20.7% (6 people) were little knower, 65.5% (19 people) were medium knower, and 6.9% (2
people) were those who know much.

The Mann-Whitney-U test was conducted to find whether there was a significant difference in the tree recognition scores of
the preschool teachers who participated in the project according to the place where they were born and grew up. The obtained
results are given in Table 9.

Table 9. Findings of the tree recognition scores of the preschool teachers who participated in the project regarding the place
where they were born and raised

Where they were born
and raised
Tree recognition score City 2 19 17 0.417

N Order average u p

Table 9 shows that the tree recognition scores of the preschool teachers who participated in the project were p>0.05 (p=0.417)
regardless of where they were born and raised, indicating that there was no significant difference.

The Mann-Whitney-U test was conducted to determine whether there was a significant difference in the tree recognition
scores of the preschool teachers participating in the project, according to their answers about the most important benefit of trees.
The obtained results are given in Table 10.

Table 10. Findings of the answers given by the preschool teachers participating in the project about the most important benefit
of trees by their tree recognition scores

Answers about the most important

N Order average u p
benefit of trees
Tree recognition Human life 17 12.03
51.50 0.329
score Climate 8 15.06

According to the answers given about the most important benefit of trees, there was no significant difference as shown in
Table 10 since the p-value for tree recognition scores of the preschool teachers who participated in the project were p>0.05
(p=0.329).

The Mann-Whitney-U test was conducted to determine whether there was a significant difference in the tree recognition
scores of the preschool teachers who participated in the project, according to whether they prefered playing games on a
tablet/mobile phone rather than spending time in nature. The obtained results are given in Table 11.
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Table 11. Findings of the tree recognition scores of the preschool teachers participating in the project on whether they prefer
playing games on a tablet/mobile phone rather than spending time in nature

Whether or not they prefer to play

games on a tablet/mobile phone N Order Average U p
rather than spending time in nature
Tree recognition Yes 3 13.00
score No 25 14.68 33.00 0.735

There was no significant difference in tree recognition scores of the preschool teachers who participated in the project, as
p>0.05 (p=0.735), whether they preferred playing games on a tablet/mobile phone or spending time in nature, as shown in Table
11.

Findings on the Tree Recognition Knowledge Gained by Preschool Teachers Who Participated in the Project and
Their Opinions on the Activities They Want to Apply

The opinions of the preschool teachers who participated in the project on the knowledge they gained about tree recognition
were evaluated in 4 different categories in terms of function and concept when considered as a whole. These were learning skills
(16), teacher professional development (14), affective skills (1), and attractivity (13). Some examples of preschool teachers'
answers to the themes of these categories are given below:

Learning Skills (16): Permanent learning (2), Learning by doing (3), Facilitating learning (3), Learning with cooperation (2),
Linking activities (6).

“Yes, | think we won. | had the opportunity to see the trees closely and examine them on site. The process of learning became
more permanent. When our teachers made us find the name first, the tree names became more permanent. When the drama was
used in other narrative activities as well, it was more effective. | believe | gained a lot of knowledge.” (T11)

"Yes. | will be able to study in nature by living and doing. | noticed the difference between looking and seeing. My awareness
has increased.” (T18)

Teacher Professional Development (14): Recognizing trees (8), Classroom management (3), Increasing the repertoire of
activities (3).

"Yes. Our teacher, Ozlem, taught me about calm classroom management, which means that classroom management can be
done with both verbal and nonverbal communication. In addition, my teacher Gelengiil taught me that excessive consumption
should be avoided and that everything around us is an element of an activity. Our teacher, Tiilay teaches how nature education
activities can be carried out with children.We made a herbarium, but the paper needed to be replaced to keep the leaves from
falling apart. The purpose | see around me is to learn the names of many trees that | am unfamiliar with.” (T17)

"Yes. | will do it inside and outside the classroom. My repertoire of events has expanded.” (T2)
Affective Skills (1): Love of nature (1).

"Yes. It has contributed to our learning of tree species and their properties in nature, in scientific studies with trees. As a
preschool teacher, | think that it supports our young age group students with their love of nature, love of trees, and how we can
do activities with their properties.” (T28)

Attractivity (13): The idea of conducting the project's activities (6), Attractivity in trees and nature (1), and active use of
cognitive process skills in nature education (3).

"Yes. | think | have learned the ability to actively apply cognitive process skills in nature education. | learned academic
knowledge that | can apply to my work in nature education. | also broadened my knowledge by participating in numerous warm-
up games.” (T5)

"Yes. I think | will make the application more efficient by starting with arousing curiosity and phasing out the preparation phase,
the implementation phase, and beyond.” (T7)

The opinions of the preschool teachers who participated in the project on the activities they wanted to implement for tree
recognition are given in Figure 1.
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Learning Skills (16)

Teacher Professional
Development (14)

Affective Skills (1)

Tree recognition knowledge gained by preschool teachers (44)

Attractivity (13)

Figure 1. Opinions of preschool teachers who participated in the project on the activities they want to implement for tree

recognition

When the views of the preschool teachers who participated in the project on the activities they wanted to implement for tree
recognition were reviewed in terms of 6 different categories in terms of function and concept, as shown in Figure 2, they were
classified into 6 different categories. These were; Leaf Expert Activity (2), Don’t Let Leaves Unfinished Activity (5), Creative Drama
Communication Activity (8), My Little Herbarium Activity (13), Tree Detective Activity (8), and Hug Your Tree and Feel Activity (1).

Permanent learning (2)

Learning by doing (3)

Facilitating learning (3)

Learning with cooperation (2)

Linking activities (6)

Recognizing trees (8)

Classroom management (3)

Increasing the repertoire of activities (3)

Love of nature (1)

Increased interest in nature and tree (3)

The idea of conductin

g the project’s
activities (b)

Attractivity in trees and nature (1)

Active use of cognitive process skills in

nature education (3)

Some examples of preschool teachers' answers to the themes of these categories are given below:
Leaf Expert Activity (2): Leaf collection (1), Leaf completion (1).

Don’t Let Leaves Unfinished Activity (5): Grouping leaves (4), Completing half of the leaves (1).

Communication Activity with Creative Drama (8): Love of nature (1), Warm-up exercises (3), Recognition and Dating Activities

(2), Scout applause, rain applause (2).
My Little Herbarium Activity (13): Applying Hebarium (13)

Hug Your Tree and Feel Activity (1): Teaching concepts in nature (teaching numbers with leaves) (1).
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Findings Regarding the Efficiency of the Activities Implemented in the Project in Tree Recognition of Preschool
Children Participating in the Project

Figure 2 shows the results of the project's effectiveness based on the technique of drawing and explaining the activities used
in the project in the recognition of trees by preschool children who participated in the project.
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Figure 2. Findings on the project's effectiveness based on the technique of drawing and explaining the project's activities in tree
recognition by preschool children who participated in the project

When the preschool children who participated in the project's activities were evaluated, it was found that they drew trees
(oak, willow) and tree leaf shapes (poplar, gallnut) in the pictures they drew. Furthermore, it was assumed that the children were
having fun while working on the project, as they drew trees, smiling children, and hearts. The findings were based on the children's
descriptions of the pictures they drew, which showed that their awareness of the trees around them expanded, that there were
living beings other than humans and that they should not harm them.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

It was conducted to evaluate the effectiveness of the “Tree Science School for Preschool Students Project”, which was
supported for the second time in the 2017-2018 call period by STRCT 4004 Nature Education and Science Schools, based on
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environmental responsibility awareness from an early age, in determining the level of recognition of trees by preschool teachers
and preschool children. The results obtained are discussed in the context of studies conducted in the relevant literature and are
given below:

According to the results of the pre-test and post-test tree recognition scores of each tree in the “Utopia Given Tree Recognition
Test (UGTRT)” of the preschool teachers participating in the project for the purpose of the research; it was determined that there
was a significant difference between the pre-test and post-test scores obtained from calabrian pine, oak, scotch pine, cypress,
maple, poplar, redbud, and cedar; while there was no significant difference between pre-test and post-test scores obtained from
thuja, juniper, boxwood, silverberry, black locust, birch, Tatar maple, willow, hornbeam, alder, larch, fir and linden trees. In this
context, it is reasonable to conclude that the project's activities had a considerable favorable impact on preschool teachers' tree
recognition levels. In the research conducted within the scope of the project “Arboriology Education for 9th Grade High School
Students”, (Koseoglu, Mercan, and Pehlivanoglu, 2020), it was determined that the activities carried out in the project had a
positive effect on the tree recognition levels of high school students.

It was found that the tree recognition scores of the preschool teachers who took part in the study did not differ significantly
based on where they were born and raised, the answers they gave about the most important benefit of trees, or whether they
preferred to spend time in nature or play games on their tablet/mobile phone. In the study where teacher candidates studying at
Hacettepe and Gazi Universities, Biology Education Department examined the level of recognition of trees in their close
environment, the fact that no significant difference was found between the tree recognition scores of teacher candidates and the
place where they were born and grew up (village/city) supports the research results. However, in the research conducted by
Civelek (2012), Lickmann and Menzel (2013) with different research groups, the level of recognizing the plants and trees in their
immediate surroundings of the individuals living in the villages compared to those in the city centers. In the study of Tlirkiim (1998)
and Sahin (2018), where they evaluated the awareness of biodiversity in the immediate environment, the fact that those who
have animals in their homes or gardens for a part of their lives have higher animal recognition levels than those who do not,
doesn’t support the findings of the research.

When the opinions of the preschool teachers who took part in the project on the knowledge they gained about tree recognition
were summed up, they were categorized into four separate groups based on function and concept; there are learning skills (16),
teacher professional development (14), affective skills (1), and attractivity (13). When considering the opinions of the preschool
teachers who participated in the project on the activities they intend to implement for tree recognition as a whole, they were
categorized into six different categories based on function and concept. These are; Leaf Expert Activity (2), Don’t Let Leaves
Unfinished Activity (5), Creative Drama Communication Activity (8), My Little Herbarium Activity (13), Tree Detective Activity (8),
and Hug Your Tree and Feel Activity (1). Teachers are guides who bring people to peace, happiness, goodness, unity, reconciliation,
solidarity, hope, and trust (inanli, 2003). As a result, as a role model, the teacher has an additional responsibility to the society to
which he belongs. These obligations are crucial in environmental education, as well as in all other fields of education. At this point,
the teacher should be an example by attracting the interest and curiosity of the child with his/her positive attitudes towards the
environment, environmentally friendly behaviors, and mentality. In this context, it is seen that the knowledge gained by the
preschool teachers participating in the project on tree recognition matches the desired results of the project discussed in the
study.

When the preschool children who took part in the project had their drawings evaluated, it was found that they drew trees
(oak, willow) and tree leaf forms (poplar, acorn) in the activities in the project application. Furthermore, it was assumed that the
children were having fun while working on the project, as they drew trees, smiling children, and hearts. The findings were based
on the children's descriptions of the pictures they drew, which showed that their awareness of the trees around them expanded,
that there were living beings other than humans, and that they should not harm them. Children wanted to be encouraged to think
about the products they have made, to understand how to solve issues, the feeling of discovery, and to live. It is possible to learn
skills such as questioning, analytical thinking, comparison, expressing opinions, interpretation, concept, and understanding as a
result of the activities carried out with the picture sketching and narrative technique. The achievements thus far are discussed
(Artut, 2017). In the research, which was developed by Ogelman, Onder, Durkan, and Erol (2015) and carried out within the scope
of the TUBITAK project, aiming to introduce children to the soil and concepts related to soil, 5-6-year-old children from families
with lower socioeconomic status and their families were included in the study. The significant improvement in children's
knowledge of soil as a result of the education supports the research findings. Cabuk (2003) used a picture measurement tool
designed by the researcher to interview 200 preschool children between the ages of three and six who attended ten preschool
education institutions in order to determine their environmental awareness levels. According to the findings of the study,
children's awareness levels rise as they become older. For example, six-year-olds have a higher level of awareness than three-
year-olds. In this case, it can be claimed that more detailed awareness studies should be carried out as the children get older by
giving environmental education appropriate to their age (Hazir-Bikmaz & Akben, 2007). In this case, it is of great importance to
carry out practices aimed at developing children's knowledge of environmental issues in real-life environments in order for
children to love nature, respect nature, and develop a sense of responsibility for nature.

The teacher's role in the development of scientific thinking in children, as well as awareness and positive attitudes toward the
environment, is critical during the preschool years. The richness of the opportunities offered, the positive attitudes and behaviors
of teachers during environmental activities, and the different methods they use lead children to research, examine, and question,
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which are the basis of scientific thinking. Preschool teachers should offer different options in environmental activities and allow
children to think and discuss science and nature events (Bowmen-Barba, 1998). Since the mental connections that children make
as they “explore” with all of their senses will determine their lifelong learning. It is the basis of early childhood learning to provide
opportunities for all children to grow and develop, to attract a sense of curiosity about nature, to be at peace with nature and
every part of nature, and to guide them to retain their passion for discovery throughout their life (Kahriman-Pamuk, 2019). In this
context, it is expected that the research findings will be useful in future activities involving tree education, which plays an essential
role in preschool children's environmental education.

According to the results of the research, suggestions for future research and applications in the field are presented below:

e The results of the research are limited to preschool teachers working in Ankara Province Etimesgut District and preschool
children attending preschool education institutions. For this reason, it is advised to conduct research on tree education
with different sampling methods and at different grade levels in terms of the generalizability of the results.

e |t is thought that the activities developed according to active learning principles regarding the perception of nature and
trees within the scope of the project contribute to the literature by considering the opinions of field specialists.
Furthermore, it is believed that incorporating tree and nature activities into preschool activities is vital for developing
environmental responsibility in children at a young age. Therefore, different activities linked to tree recognition and
education can be developed and implemented in future studies.
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Abstract

Purpose: This research was carried out to determine the experiences and views of candidate science teachers (CSTs)
participating in the applications dealing with socioscientific issues.

Design/Methodology/Approach: Phenomenological research design, a qualitative research method, was used in line with the
purpose of the study. The study group consisted of third-year teacher candidates studying at the science department of a state
university. Data were collected through student journals. Students who participated in the application were asked to write
journals on a weekly basis. The goal was to evaluate the feelings and thoughts about socioscientific issues of the candidate
teachers about the process through the journals. Data obtained from student journals were analyzed using the content analysis
method.

Findings: Some of the research results can be listed as follows: Candidate teachers stated that they did not participate in
practices based on socioscientific issues before, and therefore, they stated that they had difficulties in subjects such as
participating in discussions, conducting discussions, and making claims, especially in the first few weeks. With subsequent
applications, they indicated that they were able to actively participate in the process. Further, it was determined that research
on socioscientific issues and having discussions during the lesson was considered entertaining and interesting

Highlights: Considering the results of this research, practices related to socioscientific issues can be used in situations where
individuals want to participate actively in discussions and increase their motivation for discussions.

6z
Calismanin amaci: Bu arastirma sosyobilimsel konularin temele alindigi uygulamalara katilan fen bilgisi 6gretmen adaylar
(FBOA)'nin yasadiklari deneyimlerinin ve bu konulara iligkin gériislerinin belirlenmesi amaciyla gerceklestirilmistir

Materyal ve Yontem: Arastirmada olusturulan amag dogrultusunda nitel arastirma yontemlerinden olgubilim arastirma deseni
kullanilmigtir. Calisma grubunu bir devlet tniversitesinin fen bilgisi 6gretmenligi bolimiinde 6grenim goren 3.sinif 6gretmen
adaylari olusturmaktadir. Veriler 6grenci gunltkleri araciligiyla toplamistir. Uygulamaya katilan 6grencilerden haftalik olarak
guinlik yazmalari istenmistir. Gunltkler araciligiyla 6gretmen adaylarinin sosyobilimsel konulara iliskin duygu ve dusiincelerini
neler oldugunun belirlenmesi amaglanmistir. Ogrenci giinliiklerinden elde edilen veriler igerik analizi yntemi kullanilarak analiz
edilmigtir.

Bulgular: Arastirma sonuglardan bazilarini su sekilde siralamak mumkindir: 6gretmen adaylari daha 6nceden sosyobilimsel
konulara dayali uygulamalara katilmadiklarini bu nedenle 6zellikle ilk haftalarda tartismalara katilma, tartismalari yuritme ve
iddia olusturma gibi konularda zorluklar yasadiklarini ifade etmislerdir. ilerleyen uygulamalarla birlikte ise, siirece aktif olarak
katilabildiklerini belirtmislerdir. Ayrica, sosyobilimsel konulara iliskin arastirma yapmanin ve ders esnasinda tartismalar
gerceklestirmenin kendilerine eglenceli, ilgi cekici geldigi belirlenmistir.

Onemli Vurgular: Bu arastirma sonuglari dikkate alindiginda sosyobilimsel konulara iliskin uygulamalar bireylerin tartismalara
aktif katihmi ve tartismalara yonelik motivasyon arttirmasi istenilen durumlarda kullanilabilecek bir baglamdir.
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INTRODUCTION

The 21st century has been a period wherein developments in many areas, such as business, education, and daily life, have
rapidly been introduced, making a difference (Turksever, Karisan Korucu & Yenmez Tirkoglu, 2020). Keeping up with the
developing age has become important for all societies. One of the ways in which societies can adapt to innovations in the scientific
field is by raising scientifically literate individuals who can comprehend scientific developments and carry out research in this
context (Sicimoglu, 2020). Socioscientific Issues (SSI), which are considered one of the new approaches in science education,
provide a meaningful and strong framework for the development of students’ and teachers’ scientific literacy (Presley et al., 2013;
Macalalag, Johnson & Lai, 2020).

Especially in recent years, the participation of individuals in discussions based on the SSI and making decisions on these issues
has been a situation that has occupied the agenda of many countries around the world (Erkol & Giil, 2020). Sadler and Zeidler
(2004b) have defined SSI, which has become an important context for science education and has seen an increase in the number
of studies on it, as open-ended, open to discussions, and solution-pending issues that can be assessed from multiple perspectives.
From a more detailed perspective, Ratcliffe and Grace (2003, p. 39) expressed SSI as a subject with local, national, and global
dimensions from a social and political point of view, based on science, often in the form of scientific knowledge, involving making
choices at a personal or social level, covering scientific evidence-based subjects, and have value and moral reasoning that conflict
with each other.

Based on the definitions and characteristics made when examining the relevant literature, we can associate SSI with 10 titles:
Scientific developments, social dilemmas, informal and socioscientific reasoning, argumentation, scientific modeling, nature of
science, risk analysis, character education and identity, moral-cultural values and media (Topgu, 2017). Considering the content
of the SSI, it is possible to say that these issues directly or indirectly affect the life of society in many respects (Turksever et al.,
2020). Therefore, decisions on the SSI are of great importance for individuals, societies, and even the future of the world (Sakmen,
Geng & Arsalan; 2020). Many institutions, organizations, and projects that carry out Science Education Studies in different
countries that take into account all these situations suggest the need to discuss and analyze SSI by giving it a place in school
programs (Presley et al., 2013; Durmaz & Seckin Karaca, 2020). It is important to equip individuals in schools with the knowledge,
skills, and tendency to understand these socioscientifically expressed issues and make evidence-based decisions (Dawson &
Carson, 2020).

Another reason for the inclusion of the SSlI in science education is the rich learning outputs that it will create when properly
configured. When the relevant literature was examined, it was seen that SSI contributes to the development of different fields
such as field knowledge of students (Yildirm & Bakirci, 2020; Ozcan & Kaptan, 2020), argumentation skills (Sicimoglu, 2020,)
understanding of the nature of science (Khishfe, 2020). In addition, the SSI also supports the development of critical thinking skills
of individuals (Gurbuizkol & Bakirci, 2020). Apart from this, the increase in the level of knowledge related to the SSI has also
positively affected the multiple reasoning forms of individuals (Durmaz & Seckin Karaca, 2020). Also, SSI provides students with
opportunities to learn what it means to be a democratic citizen by allowing the rights of various communities and individuals to
be taken into account while accepting how scientific decisions affect various groups (Kinskey & Zeidler, 2020).

Based on all this information, it can be said that positive developments have emerged in classes where SSI is addressed and
discussed, that is, used as a context in the learning environment. For this reason, the existence of individuals who can make
assessments on these issues from different angles and knowing SSl is considered necessary for today’s societies. To improve and
enrich students’ experiences and activities, their experiences and behaviors in the learning environments related to the SSI play
an important role. Also, it is very important for candidate teachers who experience a learning environment based on SSI to
experience these issues and their views on those experiences. Therefore, the main objective of this study was to reveal the
experience of science teacher candidates towards the SSI and to reveal the relationship between those experiences.

METHOD

The research aimed to determine the opinions of the teacher candidates participating in the practices on which SSl is based.
For this purpose, the research was designed as a case study. The study group consisted of 25 Science Department fourth-year
students who took the course on the Nature of Science and the History of Science at a State University in Turkey. While
determining the study group of the research, an easily accessible sampling method, which is one of the purposeful sampling
methods, was used. An easily accessible sampling method gives speed and practicality to research. Because in this method, the
researcher selects the situation that is close and easy to access (Yildirim ve Simsek, 2016; p. 123).

Data Collection Tool

Student journals were used to determine the opinions of prospective teachers regarding the practices on which the SSI is
based. During the 7-week process in which the applications were carried out, students were asked to write a journal. In preparing
the questions in the student journals, questions were included to allow one to identify a multifaceted and holistic situation related
to the application process. In this context, questions about what they think about the discussions and what kind of changes these
discussions have brought about them were included.
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Preparation Process of Scenarios

After examining the researches in the literature (Demiral, 2014; Evren Yapicioglu, 2016; Jho, Yoon & Kim, 2014; Kutluca, 2016;
Sadler & Zeidler, 2004a; Tekbiyik, 2015), it was decided to conduct discussions based on SSI over scenarios. In the next stage, it
was decided on which subjects the scenarios would be developed. At the decision-making point, the researcher paid attention to
the fact that the chosen subject is interesting, causes a dilemma, can be discussed, has an up-to-date and ethical or moral aspect.
The fact that the subjects included in the scope of the research have been accepted as SSI in the relevant literature has been
another important factor. Then, scenarios were prepared by examining the studies containing scenario examples (Demiral, 2014;
Evren Yapicioglu, 2016; Jho et al., 2014; Kutluca, 2016; Sadler & Zeidler, 2004a; Tekbiyik, 2015), scientific journals (TUBITAK), news
and scientific journals websites. To verify whether the scenarios prepared by the researcher were sufficient in terms of subject
context and language and expression, three different experts who completed their doctorate in the field of SSI, and a language
expert were consulted. After the feedback from the experts, the scenarios were finalized.

Implementation

The research was carried out in an environment where argumentation applications based on SSI were taken as the basis within
the scope of the Nature of Science and History of Science courses. The research was planned for seven weeks. To show candidate
teachers how the process will work, the preparatory stage “a mysterious event” activity was carried out with the whole class. First,
the script text was distributed to all teacher candidates individually, and then the teacher candidates were asked to form groups
of 4-5 people and put forward a claim by adhering to the text regarding the death of Mr. Yildiz in the script. Thus, it was tried to
ensure that students understand the process and justify the question-claim-evidence triangle solidly. The process of discussions
about the SSI, the final form of seven different topics given by the researcher after intensive field research and expert evaluations,
started with the distribution. Teacher candidates were asked to read at least 3 articles on the topic to be discussed before coming
to the class so that they would not have preliminary information about the topics discussed. Regarding the SSI’s added to the
scenarios, candidate teachers were asked to answer questions that would enable them to formulate their own claims, justify the
claims, and refute the counter-situation arguments, and then they were allowed to participate in small and then large group
discussions.

Data Analysis

In the analysis of the data, far beyond simple word counts, content analysis was used, which revealed trends and patterns and
is a reliable method of coding as well as classification of data (Stemler, 2000).

Yildirnm & Simsek (2016, p. 243) stated that content analysis is carried out in four steps. These steps are coding of data, finding
themes, organizing codes and themes, defining and interpreting findings. In line with these steps, firstly, the coding of the opinions
expressed by the candidate teachers in journals was made. Later, the accuracy of these encodings was reviewed. After making
sure of the accuracy of the encodings, the first categories were formed under the main ideas. Finally, it has been switched from
the created categories to themes. A second coding was carried out by the researcher sometime after the themes were created.
Thus, content analysis reliability was achieved by coding the same text in the same way at different times by the same coder
(Bilgin, 2016, p. 16).

Limitations

The results of this research are limited to the scenarios created by the researchers and created for the selected topics and the
experiences and observations of the participants.

FINDINGS

Table 1. CST’s Opinions on Animal Experiment Activity

What do you think about the lesson held today? f
Ensuring new knowledge learning 10
Ensuring the ability to defend ideas 5
Endearing discussion 5
Presenting different perspectives 4
Endearing the course 4
Being interesting 3
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When opinions on animal experiments activity were examined, about a third of teacher candidates stated that the event helped
them learn new knowledge of the subject. At the same time, having an opinion about animal experiments has been another
expressed view.

Student-6. “/ think that our class today has added a lot to me and that this course has been very productive for me. Having an
opinion on a subject, | did not have an idea about making me happy. Seeing that this lesson contributed to our ability to express
and to think positively enabled me to have a positive attitude towards the lesson.”

Student-14. “... We tried to explain and impose our ideas. It was a big discussion lesson. It was busy, and everyone defended
their opinions.

When student journals were examined, discussions about animal experiments in the context of the text created by the
researcher allowed teacher candidates to learn new information about the subject, defend their ideas, and participate actively in
the process.

Table 2. CST’s Views on The Change Carried Out by Animal Experiments Activity

What changes did the lesson today make for you? f
Being conscious 6
Noticing that animal experiments are harmful 5
Noticing that animal experiments are useful 3
Respect different ideas 3
To be able to create strong arguments 2
Understanding that mistakes can happen in science 1

In the context of this question, “being conscious,” “realizing that animal experiments are harmful,” and” realizing that animal
experiments are useful” were the most repeated themes. Some of the candidate teachers’ views on this situation are as follows:
Student-7 “Now | am more conscious of animal experiments. There was no change in my thoughts on animal experiments. As

long as it is beneficial to humans, it can be continued with the least harm to animals. In some cases, it can be used with alternative
methods.”

Student-3: “Considering the suffering of animals, | want other methods to be found and animals not to be harmed. “

Thanks to the discussions about animal experiments, the teacher candidates expressed their consciousness of animal
experiments. Some teacher candidates stated that alternative ways should be produced instead of using animals in the studies to
be carried out in the field of medicine, and some stated that the experiments on animals should continue within ethical limits for
science to progress. The findings regarding the discussions on the hybrid embryo are given below.

Table 3. CST’s Opinions on Hybrid Embryo Activity

What do you think about the lesson held today? f
Ensuring the ability to learn new information 10
The inability to continue the discussion 8
Efficient 5
Being interesting 4
To be able to defend ideas 4
Ensuring meaningful-permanent learning 3
Ensuring empathy 3

The most expressed views by the candidate teachers were learning new information and being unable to continue the
discussion. Statements regarding this situation are as follows:

Student-19: “ Some friends confused the lesson today with cloning, and that’s why some arguments were inadequate. He
wanted an atmosphere of discussion. But it did not happen. Because we didn’t respect each other in class. Our goal was to defend
the arguments we created and the decisions we reached, but we couldn’t make it happen.”

Student-18: “The lesson today was about a subject | had never heard of until now. | was surprised when | read the hybrid
embryo. | asked myself questions like how this happens and how it happens. | realized that | lacked in some scientific matters.”
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The candidate teachers stated that the activity carried out on the hybrid embryo topic enabled them to learn new information
on the subject, while on the other hand, they stated that it created awareness that they did not have sufficient skills regarding
discussion skills. Also, the teacher candidates stated that they could not manage the process of discussion about the hybrid embryo
well.

Table 4. CST’s Views Regarding the Change Carried Out by Hybrid Embryo Activity

What changes did the lesson today make for you? f
Experiencing a change of mind 8
Being conscious 7
Recognizing different perspectives 3
Being curious 2
Uncertainty 2

When the opinions of the teacher candidates were examined, “being conscious” was a frequently expressed situation.
Statements regarding the hybrid embryo are given as follows:

Student-14: “/ thought the hybrid embryo was cloning. Thanks to the discussions we held in this lesson, | learned that they are
different methods. At first, | opposed the use of hybrid embryos, but after this lesson, | support the use of this method.”

Student-21: “It has been a thought-provoking lesson in terms of whether | should approach things emotionally or logically on
these types of issues.”

Teacher candidates stated that they had several incorrect information on the subject of the hybrid embryo, but thanks to this
activity, they have accurate knowledge about the subject.

Findings of another scenario, “technology from the future CRISPR-Cas9”, are presented in Tables 5 and 6.

Table 5. CST’s Opinions on Technology from the future CRISPR-Cas9 Activity

What do you think about the lesson held today? f
Ensuring new knowledge learning 16
Being interesting 8
Raising awareness of insufficient information 3
Efficient 2
Changing perspective 2
To be able to think creatively 2
Ability to think versatile 2

The theme “Ensuring the ability to learn new knowledge” was the opinion most frequently expressed by teacher candidates,
while “being interesting” was the second most frequently repeated opinion.

Student-7: “This lesson was related to the CRISPR/Cas9 system. This system was a topic | didn’t know about before. That’s why
| started with more curiosity and excitement. This issue fascinated me. | was very surprised to know how advanced genetic
engineering has reached. It also enabled me to have a positive attitude toward the lesson. The course was discussed with the
method of discussion, and different aspects related to the topic were discussed. Creative thinking was useful in terms of empathy.”

Student-24: “In general, | think that our ideas change as we discuss, and the exchange of information is carried out by
discussing. Especially | had no idea what we discussed today. Thanks to this lesson, | learned.”

After the activity, the candidate teachers stated that they had information about the CRISPR-Cas9 system, which they did not
know about before. Also, it was interesting for candidate teachers to have discussions on a subject they had not been informed
about before.

Table 6.Technology from the Future - CST’s Opinions Regarding the Change Carried Out by the Crispr Activity

What changes did the lesson today make for you? f
Willingness to research 4
Being conscious 3
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What changes did the lesson today make for you? f

Being curious 3
Respect different ideas 3
Thinking that science is progressing 2
To be able to support claims with evidence 2

” «u,

“Willingness to do research,” “being conscious,” “curiosity,” and “respecting different ideas” were the most expressed themes by
the teacher candidates. Opinions on this situation are as follows:

Student-8: “I started doing research, thinking that there was such a system and that such systems should be known as a science
teacher candidate. | also wondered why scientists feel the need to find such a system.”

4

Student-5: “/ realized | didn’t have enough knowledge of this technology and decided that | should better investigate this issue.”

The discussions of the candidate teachers about CRISPR-Cas9 had a positive effect on their desire to research since they did
not have an idea about this issue before. Also, this activity was among the opinions expressed that it enabled them to be aware
of the innovations in technology and knowledge, that science is in continuous progress; that is, it was effective in raising awareness
about the dynamic structure of science.

Findings regarding the benefit/loss balance GMO effectiveness are presented in Tables 7 and 8.

Table 7. CST’s Views on the Benefit / Loss Balance GMO Effectiveness Activity

What do you think about the lesson held today? f
Ensuring new knowledge learning 10
Performing effective discussions 10
Efficient 4
Entertaining 4
Ensuring empathy 4
Experiencing a change of mind 3
Provide discussion using reference 3

When the opinions of the candidate teachers about the lesson were examined after the lesson on GMOQ, it was seen that the
most expressed theme was “ensuring new knowledge learning” and “having an effective discussion.” Some of the opinions on this
situation are as follows:

Student-2: “The discussions we had within the scope of the course were very productive, as it enabled the discussion and
information on a problem that has become a global problem.”

Student-19: “It can be said that the discussions taking place in today’s lesson have fully achieved their purpose. Discussions
were made about GMOs. Discussions took place over how long it has been in our lives, what the consequences are, and whether
to continue using it or not. Some groups said no. | attended a nice lesson and enjoyed it. “

The candidate teachers stated that depending on the progress of the process, and they could adapt to the argumentation
activities and have effective discussions on GMOs.

Table 8. CST’s Opinions Regarding the Change Caused by the Effectiveness of the Benefit / Loss Balance GMO Activity

What changes did the lesson today make for you? f
Being conscious 5
Experiencing a change of mind 5
To be able to support claims with evidence 3
Willingness to conduct research 2
Recognizing different perspectives 2
To be able to present evidence 1
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“Being conscious” and “experiencing a change of opinion” were the most expressed themes by candidate teachers regarding
the change that occurred in them at the end of the lesson.

Student-16: “This lesson made me conscious. Because we have a garden, we used this kind of implementation. When we
discussed the negative aspects of GMOs in the lesson, | could see more clearly that it is harmful.”

Student-7: “I didn’t know much about the benefits of GMO products. | just knew it was harmful, and | was too biased. Now,
while having an idea about something in scientific matters, | will investigate topics from different sources. | will not think one-
sided.”

The candidate teachers stated that they were more conscious about GMOs after the lesson and experienced a change of
opinion about GMOs.

The analysis of the findings obtained for genetic replication technology is given below.

Table 9. CST’s Views on Genetic Replication Technology Activity

What do you think about the lesson held today? f
Ensuring the ability to learn new information 8
Entertaining 6
Productive 5
Providing an effective discussion environment 5
Providing a change of mind 4
Ensuring permanent learning 3

It is possible to express the views about the course conducted on genetic replication technology under 6 different titles. The
statements of candidate teachers regarding some of these themes are given as follows.

Student-17: “Our course was productive enough as it allowed me to learn all the mistakes | had about genetic replication
technology. Having a discussion environment that leaves no question marks in my mind also made it a fun lesson.”

Student-20: “The course that we have conducted today has led to differences in individual opinions, as well as differentiation
as a group. The use of these practices has caused moral controversy. This method created a good discussion environment in the
classroom and supported us for more permanent learning.”

The candidate teachers stated that the lesson on genetic replication enabled them to learn new information on the subject
and found the lesson fun and efficient.

Table 10. FBOS's Views Regarding the Change Carried Out by Genetic Replication Technology Activity

What changes did the lesson today make for you? f
Experiencing a change of mind 6
Being conscious 3
Recognizing different perspectives 3
Finding it not effective 2

Change of opinion on the subject has often been expressed. The opinions of the teacher candidates regarding this situation
are as follows:

Student-21: “While thinking about a topic, | decided to think more broadly, considering every possibility. | have noticed that if
| approach issues with my personality, | will approach other opinions negatively.”

Student-14: “I was opposed to genetic replication at first. But | opposed human cloning. However, my opinion has changed
that if genetic replication is used for therapeutic purposes and not in the form of copying an individual, it should be done.”

The preservice teachers stated that they opposed this technology because they thought of genetic replication technology only
as human cloning, but learning that genetic replication technology could be used for treatment purposes in the direction of the
scenario caused them to experience a change of opinion on the subject.

The content analysis results of the findings for biofuels, which were carried out as one of the last two activities, are expressed
as follows.

Table 11. CST’s Opinions on the Activity “Are Biofuels Problems or Solutions”
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What do you think about the lesson held today? f
Ensuring the ability to learn new information 10
Providing an effective discussion environment 9
Entertaining 3
Productive 2
Ensuring the ability to defend ideas 1

“Ensuring new knowledge learning” and “providing effective discussion environment” were the most recurring themes, while
the other three themes can be sorted as follows:” entertaining,” “productive,” and “ensuring the ability to defend ideas.”

Student8: “In our lesson today, we discussed whether biofuels are problems or solutions in our lives. The atmosphere of
discussion was provided very well. There was no bad argument because the groups respected each other.”

Student-12: “Thanks to the discussions on biofuels in the lecture, | learned different things | didn’t know before. | also realized
that we had a lot to learn.”

Biofuels are another of the issues that is not known much about. For this reason, it was determined that the teacher candidates
experienced knowledge acquisition on the subject in the biofuels course.

Table 12. CST’s Opinions on the changes the Activity “Are Biofuels Problems or Solutions” brought

What changes did the lesson today make for you? f
Being conscious 4
Ensure the ability to make inquiries 3
Not experiencing a change 3
Respect for different ideas 3
Increased interest 2
To be able to support claims with evidence 2
Uncertainty 2

It was found that “being conscious” was the most expressed theme by teacher candidates. Testimonials are as follows:

Student-4: “/ learned to listen to my groupmates and other groups, to look at things from different perspectives, and to respect
the opinions of my other friends, even if | disagree.”

Student-17: “Our lesson has added a lot to our teaching field. It made me approach positively to biofuels, gain the knowledge
that production could be in different areas, and have the opinion that the application area should increase. It also made us think
deeply. “

Being conscious about biofuels has been expressed as one of the changes occurring in discussions. Also, candidate teachers
stated that they were more understanding about listening to the ideas of different groups.

The tables on the findings obtained from teacher candidates for the future use of CRISPR-CAS9 technology are presented below.

Table 13. CST’s Opinions on Your Order Baby Ready-2030 Activity

What do you think about the lesson held today? f

Ensuring the ability to learn new information 6
Providing an effective discussion environment 5
Being interesting 3
Ensuring versatile thinking 3
Uncertainty 2
Entertaining 2
Ensuring meaningful-permanent learning 1
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“Ensuring the ability to learn new knowledge” and “provide an effective discussion environment” had been frequently
expressed opinions by teacher candidates. Opinions on this situation are as follows:

Student-7: “Today, we have debated a very interesting, surprising topic in the lesson. Everyone made his claim and presented
their evidence so that we had permanent learning. An interesting topic has allowed many different ideas to be born. The debate
made it possible to look at the issues from different perspectives. Thus, we developed different thinking skills.”

Student-20: “Today’s lesson was pretty fun because we actively participated. Therefore, the discussion was duly conducted.
The small number of people in the classroom was a factor in this. It was an environment where we respected each other’s views
and debated accordingly.”

The scenario named “Your ordered baby is ready-2030” is a scenario that is about the future implementation of the CRISPR-
Cas9 system. In this context, just as in the discussions on the CRISPR-CAS9 system, these discussions have been effective in learning
new information about the subject. Also, it has been observed that discussions on the possibility of applying the subject in the
future have an impact on the multidimensional thinking of the prospective teachers.

Table 14. Opinions of CST Regarding the Change Carried Out by the Activity “Your Ordered Baby is Ready-2030"

What changes did the lesson today make for you? f
Ensuring the ability to learn new information 8
To understand the relationship between science and society 6
Recognizing that there is progress in science 6

As a result of the analyses regarding the scenario, your ordered baby is ready-2030, it was seen that the opinions of the teacher
candidates were collected under three different themes. Views on these themes are as follows:

Student-1: “/ have seen that technology is advancing rapidly and that human beings can do even the things that are imagined
to come true and thus always improve themselves. | have seen that science is always a progressive concept, it contains new
information, and this situation will continue forever.”

Student-17: “In our lesson today, we learned that DNA could change with the CRISPR-CAS9 method by changing genetic codes.
In this way, | learned that it is possible to have genetically modified babies in the future, and even bad genes that are inherited
from people can change before babies are born. The waste of money and time can be avoided by this method, but I think this will
lead to social problems as well as individual problems.”

The candidate teachers’ expressing that they have learned new information thanks to this activity has also been voiced in the
previous weeks. It was stated that there was an awareness that a change in the field of science can affect society and, therefore,
the individuals in society.

DISCUSSION and CONCLUSION

Within the scope of the study in which views on socioscientific practices are examined, candidate teachers stated that being
involved in these practices led to several experiences. The first of these experiences is that the knowledge on the subject under
discussion has been increased. The candidate teachers stated that they had changed their content knowledge, particularly because
of the discussions on CRISPR-Cas9 and biofuels that they did not know about before, which was accepted as a reflection of this
change. When the definitions made for SSI are examined, it is possible to state that it creates a change in the content knowledge
of the subject that is discussed due to its nature, the fact that it is based on science (Sadler, 2004; Sadler & Zeidler 2004a; Kolstg,
2001; Dawson & Carson, 2020; Fang, et. al., 2019), often within scientific knowledge (Ratcliffe & Grace, 2003) and has a scientific
basis. Increasing knowledge on the subject, being conscious, frequent expression of ideas about the benefit (advantage) and harm
(disadvantage) can be shown as an example of the change in content knowledge. The results that the practices carried out based
on the SSI affect the content information of individuals are similar to some studies in the relevant literature (Cetin, 2014; Venville
& Dawson, 2010; Zohar & Nemet, 2002; Tekin, 2018).

Another experience that emerged as a result of the discussions based on SSI was related to the argument skills of the teacher
candidates. Teacher candidates frequently stated that they did not participate in the discussion process on which SSI was based
on and therefore had difficulties during implementation. The candidate teachers stated that they could not manage the
discussions that took place in the first weeks and they were experiencing difficulties during the discussions, but as time passed,
they were able to defend their ideas, present evidence, refute opposing ideas, and developed an awareness of the characteristics
of evidence and claim. This can be explained by the impact of discussions in the relevant literature on the development of
argument skills of teacher candidates, such as the ability to produce claims, justifications, evidence, opposing claims, and rebuttals
(Kaya, 2005; Zengin, Kegeci & Kirilmazkaya, 2012). Also, over time, being able to actively participate in the process, researching
topics they did not know before, expressing their thoughts comfortably, and defending their ideas resulted in having positive
thoughts about SSI, such as its’ being fun, efficient, and interesting. This had a positive effect on the participation of the individuals
in the process and the comprehensibility of the lesson. A similar adaptation process emerged in the study carried out by Kogak
(2014).
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Candidate teachers stated that lessons became entertaining and provided meaningful and lasting learning by researching SSI
before the debate, actively participating in the process, and being able to defend their claims on the topics they were interested
in. This has been interpreted as developing a positive attitude towards the lesson, as well as an increase in motivation for the
lesson. Teacher candidates are able to approach events from different perspectives, empathize, multifaceted thinking, respect for
different ideas in the decision-making process of the SSI, express content information of decisions made regarding the SSI, as well
as the old information that individuals have, personal experiences (Topgu, 2008), interest and emotion. It can be said that the
factors (Sadler & Zeidler (2004b) are due to the fact that they are effective. A similar situation emerged in the results of the study
conducted by Khishfe (2012) with eleventh-grade students. A study conducted by Khishfe (2012) found that as a result of
discussions of 219 students studying in eleventh grade on GMO and water fluoridation, a correlation was found to be between
their understanding of the nature of science and some components of the discussion. Khishfe (2012) stated that the experiences,
previous knowledge, and personal interest that he included in contextual factors were effective in the argument formation
process. Glirbiizkol & Bakirci (2020) stated that SSI gave students characteristics such as decision making, interpretation, empathy,
self-defense, critical thinking, changing opinions, and problem-solving.

This study aimed to present the experiences of the teacher candidates participating in SSI practices and the opinions formed
within these experiences. When the process is evaluated from the perspective of teacher candidates, it can be said that they have
positive opinions about SSI. However, it was determined that the teacher candidates experienced several difficulties in the
discussion process regarding SSI. As the reasons for these difficulties, it can be said that candidate teachers did not experience the
lessons in which such argumentation practices were previously based, and for the first time, encountered the context of SSI. Also,
the passive attitude of teacher candidates in the debate on SSI, especially in the first weeks, may be due to their inability to
structure the triangle of question-claim-evidence on the topics of discussion well. This is an important case that shows the
necessity of thinking on the argumentation skills of candidate teachers. In this context, it can be said from the student journals
that there has been an improvement in the candidate teachers’ ability to make arguments. This suggests that for those who
practice teaching, individuals can think of SSI as a context in acquiring the skills to manage and follow such discussions.

As teachers actively participate in the process, the level of motivation for the lesson with the SSI increased, and they tended
to have a positive idea about the course they had. This has led to the multifaceted and detailed planning of their research on the
SSI, where discussions will be carried out. Detailed research, on the other hand, explains the view of increasing knowledge
provided by the SSI, which is often expressed by teacher candidates. This shows that SSI can be structured as a context for teachers
in terms of supporting the increase in knowledge about SSI-based topics in the classroom environment and providing motivation
for the lesson.
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Abstract

Purpose: The aim of this research was to determine the knowledge of first aid and the learning needs surrounding first aid
education of teachers working in public primary schools.

Design/Methodology/Approach: This descriptive study was undertaken through a sample of 214 teachers working in 15 public
primary schools in Amasya City, Turkey. Data collection was achieved via a questionnaire consisting of items regarding teachers’
characteristics and basic first aid knowledge. One point was given for each correct answer. The data were collected through
face-to-face interviews. Statistical analyses were performed using descriptive statistics.

Findings: In total, 47.2% of the primary school teachers who participated stated that they had previous training on first aid,
and 11.7% of teachers felt that their knowledge was sufficient about first aid knowledge and equipment. Overwhelmingly,
70.5% of teachers had been confronted with situations needing first aid at school. In this study, it was found that teachers had
medium-level first aid knowledge scores. Most teachers answered questions incorrectly regarding foreign body punctures in
the abdominal region and nosebleeds (%89.3, %83.2 respectively).

Highlights: 1t was revealed that the teachers have insufficient knowledge about first aid, and it was determined that teachers
have learning needs relating to first aid. Accordingly, it is recommended that training is provided for teachers on first aid
through in-service training programs. Moreover, the problem needs to be addressed, and the addition of first aid education in
the teachers’ training curriculum might be suggested.

6z
Calismanin amaci: Kamu ilk okullarinda galisan 6gretmenlerin ilk yardim konusunda 6grenme ihtiyaglarinin saptanmasidir. .

Materyal ve Yéntem: Durum saptamaya yonelik betimsel bir galisma olup tekil tarama modeli esas alinarak yuratulmustar.
Tanimlayici olan arastirmanin evrenini Amasya merkeze bagli 15 ilkokulda ¢alisan 214 6gretmen olusturmustur. Bu arastirmada
evrenin tamamina ulasiimasi hedeflenmistir. Veriler anket formu araciligiyla yiliz yuze gériisme yontemi ile toplanmis ve SSPS
programinda analiz edilmistir. .

Bulgular: Kamuya bagh ilkokullarda gérev yapmakta olan 6gretmenler lizerinde yapilan galismada, 6gretmenlerin ilk yardim
bilgi puanlari orta diizeyde olarak belirlenirken, 6gretmenlerin % 11.7’sinin ilk yardim bilgi ve donanimi ile ilgili olarak kendini
yeterli buldugu ve % 17.8’inin ilk yardimla ilgili herhangi bir egitime katilmadigi belirlenmistir. Arastirmaya katilan ilkokul
6gretmenlerinin %47,2'si daha dnce ilk yardim konusunda egitim aldiklarini belirtmistir. Katilimcilarin %89.3’0 karin bolgesine
yabanci cisim saplanmasi (epilepsi) ve % 83.2’si burun kanamasi (epilepsi) ile ilgili sorulara yanlis cevap vermiglerdir.

Onemli Vurgular: Ogretmenlerin ilk yardim konusunda 6grenme ihtiyaglarinin oldugu tespit edilmis ve 6gretmenlere ilk yardim
konusunda hizmetici egitim verilmesi Onerilmistir. Ayrica, 6gretmen yetistiren okullarin egitim mufredatina ilk yardim
egitiminin eklenmesi dnerilebilir.
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INTRODUCTION

The concept of need in education was first brought to the agenda by John Dewey, and his supporters suggested a student-
centered approach in which the student is active. The concept of need is placed in a much more important place in adult education
(Uysal, 2013). The characteristics of adults regarding learning, the need for lifelong learning, and adult education based on
volunteering have increased the importance of the concept of “need” in adult education. The concept of need is used in the sense
of the lack of anything in daily life. In other words, "need" is defined as a discrepancy existing between a present state and the
desired state (Bilbul, 1991; Dogan, 1997; Kowalski, 1988; Uysal, 2013). The concept of need is defined in different ways in the
literature. "Need" for an adult is the difference between the demanded and existing conditions (lgarashi, Suveges, & Moss, 2002,
p. 60). Beatty (1981) described the concept of need as follows: "It is the measurable inconsistency that exists between a current
situation and a demanded situation put forward by an authority or someone." Kaufman and Herman (1991) defined the concept
of need as the difference between the existing competencies and the desired competencies of staff depending on the
requirements of the job or service. Training programs are designed to narrow or close this gap (Mclean, 2000).

Correctly establishing the relationship between education and needs in adult education brings different types of needs into
the agenda. One of the types of needs encountered in adult education is "felt needs." Since the felt needs (or demands) were
determined only according to the individual, they were found insufficient in defining the educational goals. The second need term
may correspond to a lack of knowledge, attitude and/or skill within a person. This concept is often referred to as "real need." The
fact here showed that not only does an individual set their criteria, but so can an outside observer (Monette, 1977, pp. 117-122).
Real need is defined as the lack of purpose in relation to the environment of the individual, group, institution, or society (Atwood
& Ellis, 1971, cited by Soofi, 1984). Making the right decisions about the educational needs of adults makes systematic needs and
determination processes one of the important components of program planning (Bilbil, 1991; Kowalski, 1988; Uysal, 2013).

The educational need is defined as the difference between the existing behavior and the required behavior; the existing
competence and the required competence (Bilbiil, 1991; Dogan, 1997; Kowalski, 1988; Uysal, 2013). Monette (1977) stated that
educational needs could be defined either from an individual’s perspective or an external perspective by objectively identifying
the lack of knowledge, skills, and attitudes (p. 121). Kuh, Orbangh, and Byers (1981) stated that undermining the reliability of the
results obtained showed the defects or weaknesses experienced in the educational need determination process.

Knowles (1996) asserted the three dimensions of needs in adult education: (1) the needs of the participants, (2) the needs of
the institutions, and (3) the needs of the community. Both Knowles and other adult educators always prioritize the needs of the
participants as a service ethic. If a program does not meet the needs of the participants, it will not attract the attention of the
individuals, so participation in the program is low or expected from the training cannot be achieved (Jarvis, 1986, 63-64).

Apart from the educational needs of adults, the needs of the institution and society should also be taken into consideration
during the needs determination phase. While an adult may need to learn to read, he/she may also have a need for increasing
his/her productivity in the institution (educational needs, performance-related problems, new job opportunities, or technological
developments) (Rand, 1976, p. 1). Needs assessments that are extremely comprehensive in issues such as employers’ expectations
and society expectations should also be taken into consideration (Caffarella, 1994, p. 68).

Conceptualizing and evaluating the needs of adult students is very important in designing learning environments. On the other
hand, identifying individual needs helps adult learners to maintain their motivation in the learning process while helping them to
perform learning activities designed to achieve their learning goals in the best way (Diep et al., 2019). Adult learners have unique
educational needs that require attention from higher education institutions, facilitators, and the industry (Owusu-Agyeman,
Fourie-Malherbe, & Frick, 2018).

The most important criticism of adult education programs is that they do not meet the needs of their learners. The main source
of the problem is that adult educators’ own predictions assume the need of a learning group and plans their programs accordingly,
without consideration of the individual needs of the adult learners (Rauch, 1972, p. 113).

Needs assessments are basically research. This research can be carried out directly on potential participants or can be obtained
from indirect sources. There is no single acceptable method on this subject, and planners can use one or more of them within
their possibilities and needs; direct research techniques such as tests, survey, interview, Q-sort, nominal group technique, job
analysis, community impression technique can all be used (Caffarella, 1994, p. 88).

The main approaches to identifying educational needs can be classified into four categories: differences approach, democratic
approach, analytical approach, and description approach.

Differences approach: In this approach, educational needs are determined by revealing the difference between the existing
and the desired or expected competencies in teachers. In this approach, firstly, competence areas and competencies are
determined by experts, and then it is investigated which of these competencies exist in the teacher (Dillon, 1981, p. 69).

Democratic approach: In this approach, it is envisaged that participation in the needs assessment process includes everyone
(teacher, student, school principal, parent, etc.) who will be affected by the results of the needs assessment study. Although the
learning needs of teachers are determined by taking the opinions of all concerned, the opinions of teachers are of particular
importance (Crocker, 1981, p. 29; Dillon, 1981, p. 70).
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Analytical approach: This is the process of determining the learning needs of teachers based on possible potential situations
that may arise (Gozitok, 1991, p. 13).
Description approach: It is the process of determining the needs based on the benefit of the existence of that experience with
the damage caused by the absence of life. It is the examination of the situation that arises in cases of deprivation of certain things
or educational experiences that meet the needs (Gozlitok, 1995).

If adult education is to fulfill both educational and social goals, the needs of adult learners must be addressed first. To achieve
these goals, "the creativity and energy of the instructional designers and course instructors" are critical factors (Diep et al., 2019).
By first determining the learning needs, training courses can then be conducted, which can provide great benefits to both the
teachers (adult learners) and the institution (Kaya, Kiiclk, & Cepni, 2004).

Recently, "first aid" knowledge and skills are among the human qualities that society needs. It is common that people may be
exposed to accidents, natural disasters, and diseases, where people can die or may be permanently disabled. First aid is one of
the most important issues in health education today.

The World Health Organization (WHOQ) (1998) aims to reduce accidents and violence-related deaths and injuries by at least
50% by 2020. To meet this goal, WHO has launched projects that offer widespread first aid training in Turkey and throughout the
world. Within the framework of the WHO, the Ministry of National Health has prepared the First Aid Regulation (Resmi Gazete,
2004). The purpose of this Regulation is to increase basic health knowledge of individuals and society, teach first aid knowledge
and skills to the society, keep first aiders in all public and private institutions/organizations according to the number of personnel
and in this direction, and it aims to organize first aid training by authorized institutions.

First aid is described as the action exerted on some victim in the encounter of an emergency situation (Oliveira et al., 2015).
As the arrival of healthcare professionals can generally take some time, these acts need to be initiated by people present at the
place who witness the situation (Malta et al., 2012). Thus, it is essential that teachers, in its variety of contexts, be empowered to
take the leading role of first aid acts (Galindo Neto et al., 2018).

The teacher and the teaching center have a crucial role in the improvement of health and prevention of accidents among
children and adolescents while in school. The poorly of knowledge on the part of professionals can bring numerous problems such
as improper handling of the victim or deficiency for psychological preparation to influentially handle an emergency situation.
Therefore, first aid knowledge for teachers is essential and can potentially save a life (Oliveira, Lion Junior, & Borges, 2015). Some
studies showed that 10% of deaths occur in the first five minutes of the accident and 50% in thirty minutes. In addition, it has been
determined that death can be decreased by up to 38% through first aid application if it is performed within the first five minutes
of the accident. Therefore, first aid response by a trained individual can be most influential, thanks to an adequate and timely
response in the accident place (Singer, Gulla, Thode, & Cronin, 2004; Lingard, 2002). These studies showed that it is vital for people
who witness accident situations to be knowledgeable about first aid. For this reason, teachers should have access to training and
relevant information about first aid.

Teachers are the first to assist the student in an accident or injury at school. Therefore, teachers need to know basic first aid
rules (Uskun, Alptekin, Oztiirk, & Kisioglu, 2008). In the literature, the results of research studies showed that the first aid
knowledge of teachers working at schools is not sufficient at present (Al-Robaiaay, 2013; Al-Samghan, Al-Shahrani, & Al-Shahrani,
2015; Erkan & Goz, 2006; Hosapatna et al., 2020; Kaur & Kaur, 2017; Mohsen & Zahra, 2019; Nayir et al., 2011; Ozpulat & Sivri,
2013; Pandey et al., 2017; Saruhan, Saruhan, Yildirim, & Ovayolu, 2018; Sénmez, Uskun, & Pehlivan, 2014). These results suggested
that teachers do not know the importance of first aid. In this context, it is thought that quantitative research should be carried
out to determine the learning needs of primary school teachers who provide primary education to students, provide the first
contact with the outside world, and refer them to research. In this way, it can be revealed which subjects teachers need to be
informed and then studies can be initiated to eliminate the deficiencies identified. In light of this information, the examination of
the learning needs about basic first aid of teachers who are working in public primary schools is the problem of this research.

Research Questions

The aim of this study was to determine the learning needs about first aid of teachers working in public primary schools. In line
with this basic purpose, answers were sought for the following questions:

1) What are the socio-demographic characteristics of teachers?

2) What are the learning needs about first aid of teachers working in public primary schools?

METHOD/MATERIALS
The Model of the Study

This research is a descriptive study seeking to reveal the current situation and was conducted based on the scanning model.
The quantitative research method was used in this study. A screening model is a research approach that aims to describe a
situation or event as it exists in the past or present (Karasar, 2020, p.111).

Population and Sample
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The scope of the research was composed of teachers working in various branches (N=250) in 15 public primary schools in the
city of Amasya. The research sample consisted of all members of the population. The questionnaire was distributed to 250
teachers, 214 of whom consented to participate in the study by returning the completed questionnaire (97 classroom teachers,
117 branch teachers). A total of 214 completed questionnaires were returned (response rate=85.6%) and analyzed. Convenience
sampling was used as a sampling technique in this research. Convenience sampling is a non-probability sampling method that
involves conveniently available study participants. This sampling method is cost-effective and allowed for data collection from
available population members (Grove, Burns, & Gray, 2013).

Before starting the research, a written consent form was obtained from the Amasya Provincial Directorate of National
Education, and the participation of teachers was voluntary. Verbal consent was obtained by explaining the purpose of the research
to the teachers at the data collection stage, and then the questionnaire was issued. The researchers went to the schools, the
purpose of the research was explained, and the teachers were asked to voluntarily fill in the data collection tools.

Data Collection Tool

In this research, the "Scientific Survey Instrument" developed by Sahin (2011) was used. This questionnaire consisted of two
parts. In the first part of the questionnaire, there were 12 questions to determine the demographic information of the teachers,
and in the second part, 15 questions were designed to measure the first aid knowledge of the teachers. The survey instrument
consisted of a total of 27 questions. Teachers’ first aid knowledge score was calculated by giving 1 point for each correct answer
of 15 multiple choice first aid knowledge questions with one correct answer. The lowest score that could be obtained from first
aid knowledge questions is 0, and the highest score is 15. Cronbach Alpha value was calculated to determine the reliability of the
scale. The Cronbach Alpha reliability coefficient was found to be 0.815 (Sahin, 2011). In this study, Cronbach’s Alpha reliability
coefficient of the scale was determined to be 0.93. Nunnally (1978) stated that the coefficient for the reliability measurement
needs to be over 0.70. The results of all analyses showed that the survey is a valid and reliable scale in determining teachers'
learning needs about basic first aid.

Statistical Analysis of Data

In the present study, the SPSS 22.0 Statistics package program (SSPS Inc. Chicago, Il, USA) was used in the statistical analysis of
the data obtained with the data collection tool. The descriptive statistics such as the mean, standard deviation, frequencies, and
the minimum and maximum scores were computed.

FINDINGS
Table 1. Personel Characteristics of Teachers in the Study Sample
Variable Frequency (n) Percentage (%)
Female 105 49.1
Gender Male 109 50.9
Total 214 100.0
20-25 12 5.6
26-30 15 7.0
31-35 40 18.7
36-40 43 20.1
Age (vear) 41-45 34 15.9
46-50 36 16.8
51-55 16 7.5
56+ 18 8.4
Total 214 100.0
Marital Status Married 169 79.0
Single 24 11.2
Divorced 17 7.9
Widowed 4 1.9
Total 214 100.0
Associate Degree 34 15.9
Education Level Bachelor’s Degree 168 78.5
Master’s Degree 9 4.2
Other 3 14
Total 214 100.0
Graduated Higher Education Institution Faculty of Education 133 62.1
Institute of Education 29 13.6
Faculty of Science and Literature 20 9.3
Other 32 15.0
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Total 214 100.0
Field of Study Science/Mathematics 40 18.7
Social/Turkish 52 24.3
Visual Arts 8 3.7
Foreign Language 17 7.9
Other 97 453
Total 214 100.0
<5 21 9.8
6-10 35 164
11-15 46 215
Teaching Experience (years) 16-20 31 145
21-25 30 14.0
226 51 23.8
Total 214 100.0

In Table 1, 49.1% of the participants were female teachers, and 50.9% of them were male teachers. In addition, 20.1% of the
teachers who participated in the study were between the ages of 36-40, 18.7% between the ages of 31-35, 16.08% between the
ages of 46-50, and 15.9% between the ages of 41-45. 79% of the research participants were married, and 11.2% of them were
single. The rate of divorced and widowed persons was 9.8%.

Table 1 shows that 18.7% of teachers had studied in the fields of Science-Mathematics, 24.3% Social-Turkish, 3.7% Visual Arts,
7.9% in the field of Foreign Language and 45.3 % in classroom teachers.

Table 1 shows that 23.8% of the teachers who participated in the study had a working experience of was 26 years or more.
There were 21.5% of the participants who worked for 11-15 years. Around 16, 15, 14, and 10% of the participants had a teaching
experience between 6-10, 16-20, 21-25, and 1-5 years, respectively.

Table 1. Personel Characteristics of Teachers in the Study Sample (Continue)

Variable Frequency (n) Percentage (%)
Having received first aid training Yes 101 47.2
Partially 75 35.0
No 38 17.8
Total 214 100.0
Yes 25 11.7
Self-sufficient about first aid knowledge equipment Partially 119 55.6
No 70 32.7
Total 214 100.0
Yes 27 12.6
Frequent encounters with situations that require first aid Partially 124 579
at school No 63 294
Total 214 100.0

Yes 4 19

Existing healthcare worker at school No 210 98.1
Total 214 100.0
Yes 176 82.2
Existing first aid cabinet No 38 17.8
Total 214 100.0

In Table 1, 47.2% of the teachers who participated in the research stated that they had received partial training about first aid
before, whereas only 11.7% of teachers stated that they find themselves sufficient with first aid knowledge equipment. While
12.6% of the teachers stated that they frequently encountered situations requiring first aid at school, 57.9% of teachers stated
that they partially encountered situations requiring first aid. 82.2% of teachers who participated in the research stated that there
is a first aid cabinet at the school, while 98.1% of the participants stated that there is no health worker at the school.

Table 2. Teachers’ Scores From First Aid Knowledge Questions
n Mean Median Minimum Maximum SD
First Aid Knowledge Total Score 214 7.60 8.00 1.00 11.00 1.90

In Table 2, descriptive statistics such as average, standard deviation, minimum and maximum value of the teachers who
participated in the research regarding first aid knowledge questions are presented. The mean scores of first aid knowledge
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questions were 7.60 (SD1.90), indicating that the first aid knowledge of teachers was medium level, and it was observed that the
teachers got the lowest 1.00 and the highest 11.00 points from the first aid knowledge questions.

Table 3. Distribution of Teachers’ First Aid Knowledge Scores

Iltem Correct Incorrect
No. Answers Answers Total
Topic n % n % n %

1 Definition of first aid 195 91.1 19 8.9 214 100.0
2 Who can practice first aid? 188 87.9 26 121 214 100.0
3 What should not be done to a student who has epistaxis? 36 16.8 178 83.2 214 100.0
4 What should not be done when a foreign body is stuck in the abdomen? 23 10.7 191 89.3 214 100.0
5 What should be done to a student who has an epileptic seizure? 131 61.2 83 38.8 214 100.0
6 Which of the following is wrong to do to a student who has an asthma attack? 116 54.2 98 45.8 214 100.0
7 What should not be done in burns caused by heat? 108 50.5 106 495 214 100.0
8 Knowing cardiac massage and artificial respiration 29 13.6 185 86.4 214 100.0
9 Performing cardiac massage and artificial respiration 15 7.0 199 93.0 214 100.0
10 Knowing the areas where the pulse is in the body 182 86.0 30 14.0 214 100.0
11 In how many minutes of cardiac arrest should be intervened ? 152 71.0 62 29.0 214 100.0
12 What kind of ground should the cardiac massage be applied? 185 86.4 29 13.6 214 100.0
13 What should not be done to a person who drinks acidic substances? 126 58.9 88 41.1 214 100.0
14 Pressure should be applied to the bleeding area to stop external bleeding 174 81.3 40 18.7 214 100.0
15 What should not be done to an unconscious person? 193 90.2 21 9.8 214 100.0

In Table 3, the percentage of correct answers to the first aid knowledge questions varied between be 10.7% and 91.1%. The
least well-known questions were the knowledge that the foreign body should not be removed when the foreign body is stuck in
the abdominal area (n=23, 10.7%) and what to do with a nose bleed (n=36, 16.8%). The definition of first aid and practitioners was
known by the majority of the participants (91.1%, 87.9%, respectively).

The participants in the study gave wrong answers to questions related to 83.8% of epistaxis, 89.3% of foreign body stubs,
49.5% of burns, 45.8% of asthma. In the question, "Which of the following should not be done to a student who has
epilepsy/epileptic seizures?" 38.8% of the participants incorrectly answered the question. In the question, "In how many minutes
of cardiac arrest should be intervened?" 71.0% of the participants answered the question correctly. 86.4% of the participants
correctly answered the question, "Cardiac massage should be applied on a hard surface." 41.1% of the teachers who participated
in the research answered the question, "What should not be done to a person who drinks acidic substances?" answered
incorrectly. 18.7% of the participants incorrectly answered the question, "Pressure should be applied on the bleeding place to
stop external bleeding." 90.2% of the teachers correctly answered the question regarding what should not be done to an
unconscious person (see Table 3).

86.4% of the teachers who participated in the study stated that they did not know how to apply cardiac massage and artificial
respiration. According to these answers, it can be seen that most of the teachers participating in the research do not know how
to perform cardiac massage and artificial respiration. 93% of teachers stated that they had not performed cardiac massage and
artificial respiration. 86% of the teachers who participated in the research stated that they knew the body’s regions where the
pulse is. These responses show that most of the teachers participating in the study know the areas of the body that are pulsating
(see Table 3).

Considering the rate of answering according to the topics they contain, the most correct answers were the questions about
the definition of first aid and the practitioners and what to do with an unconscious person. The least correctly answered questions
were about the approach to someone who drinks an acidic substance, what to do with a nosebleed, what should not be done
when a foreign body is stuck in the abdomen, and performing cardiac massage and artificial respiration.

DISCUSSION

In the study aiming to determine the learning needs of teachers working in public primary schools in Amasya city center,
Turkey, it was determined that more than half of the teachers participating in the study have never, or only partially, received first
aid training in the past. Many studies can be found in the literature with similar results to the present study. Most respondents
(53.0%) with no former training in first aid stated that they didn’t receive any training because they had never considered it
(Abelairas-Gémez et al., 2020). In a recent study in Iran, about 40% of school teachers who participated stated that they took
former training on first aid (Mohsen & Zahra, 2019). Al Yahya et al. (2019) assessed the knowledge, attitude, and practice of first
aid among male school teachers and administrators in Saudi Arabia. They reported that the majority of the participants (73%) had
not attended seminars or training courses on first aid before. Joseph et al. (2015) surveyed 146 teachers, which showed that more
than half (53%) of teachers had not taken first aid training before. In the research where Bozkurt, Ozbar, Cekic, and Yetgin (2015)
investigated the knowledge levels of 72 different branch teachers working in secondary and primary schools affiliated to the
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Ministry of National Education with regard to basic life support, 25% of the teachers did not have any knowledge about first aid
and had not received any education. Another study on first aid practice among school teachers reported that 2.96% of teachers
had taken first aid training. In a study conducted in the Dehradun district of Uttarakhand, about half of primary school teachers
(n=50, 86%) had not attended any specific seminar or workshop relating to first aid management of minor injuries (Masih, Sharma,
& Kumar, 2014). In a study conducted by Nayir et al. (2011) in the Isparta province, it was found that 61.5% of teachers had not
received first aid training. This deficiency is also emphasized in Hir¢a’s (2012) study. Dinger, Atakurt, and Simsek (2000) reported
that teachers did not receive first aid education in the study examining the knowledge level of the teachers working in institutions.
It can be said that these rates reveal the need for training about first aid of these teachers who are working directly in schools to
increase their level of knowledge and improve the care provided to students. Teachers who spend most of their time with children
in schools have the most effective educational role in preventing accidents (Avery & Jackson, 1993). These teachers in the school
environment should receive special and continuous training with health professionals in order to be qualified in emergency
situations (Calandrim et al., 2017). First aid should be a mandatory subject in school and teacher training curricula. It is necessary
to establish "what the teachers know" in order to identify "what they need to learn" and determine "what" needs to be taught
and "how."

In the present research, it was found that the majority of teachers working in primary schools considered themselves as
insufficient about first aid information equipment. In the studies conducted in Isparta, Afyonkarahisar and Ankara, the rates of
feeling sufficient about first aid were found to be low, similar to our study (15.5, 13.6, 16.7%, respectively) (Dinger, Atakurt, &
Simsek, 2007; S6nmez, Uskun, & Pehlivan, 2014; Yirlimez et al., 2007). Carter, Bannon, and Jones (1994) stated that very few
teachers have sufficient knowledge and require first aid training to determine the role of teachers in preventing accidents. Nayir
et al. (2011) reported that 86.0% of the teachers participating in the study had inadequate first aid knowledge, and 81.0% wanted
to receive first aid education. The teachers’ inappropriate knowledge of first aid will decrease the chance of students to receive
proper and punctual first aid, which consequently may raise the risk of complications after an incident in the school environment.
Therefore, the Ministry of National Education is responsible for planning and implementing first aid teaching programs for all
school teachers, or at least for teachers selected from each school (Mohsen & Zahra, 2019). It can be thought that the competence
of first aid knowledge of primary school teachers should be raised with qualified educational programs. To reach this goal, as
recommended by WHO (1998), it is essential to train the teaching staff.

In the present research, the majority of teachers stated that they encountered situations requiring first aid at the place where
they worked (in schools). This indicates the importance of teachers’ knowledge about first aid. On the same line, in a study in
Saudi Arabia, 45.4% of the total study had former experience in dealing with injured children in school (Al Yahya et al., 2019).
Studies in Ankara, Brazil, Africa, and India have shown similar results for teachers facing accidents at school, acknowledging that
they have limited knowledge to act correctly and feel insecure (Dinger, Atakurt, & Simsek, 2000; Galindo Neto et al., 2018;
Ngayimbesha & Hatungimana, 2015; Oliveira, Silva, & Toledo, 2013). Nayir et al. (2011) stated that about half of the teachers
encountered a situation requiring first aid in their workplace. The role of teachers is crucial especially in developing countries
where school health services are often neglected. However, this role can only be properly achieved if teachers are equipped with
the needed knowledge and skills (Al-Samghan, Al-Shahrani, & Al-Shahrani, 2015; Ganfure et al., 2018).

In the present research, the average score of teachers on first aid knowledge questions was found to be 7.60. In general, it can
be said that they had a moderate level score of first aid knowledge, consistent with the results of other studies. In the studies
conducted in India and Turkey, the rates of feeling sufficient about first aid were found to be moderate, similar to our study (Kaur
& Kaur, 2017; Nayir et al., 2011; Sonmez, Uskun, & Pehlivan 2014; Yirimez et al., 2007). Similarly, Joseph et al. (2015) surveyed
146 teachers and reported that 87% of them had a moderate level score of first aid knowledge. A study in Brazil showed that
19.0% of the teachers interviewed had a good level of knowledge in emergency situations and 50.5% presented insufficient
performance to act in emergency situations (Calandrim et al., 2017). A cross-sectional descriptive study has been carried out on
teachers’ first aid knowledge at public primary schools in the city of Abha, Kingdom of Saudi Arabia, where 187 teachers were
included in the study, and it was determined that teachers’ first aid knowledge levels were not sufficient according to the results
of the study (Al-Samghan, Al-Shahrani, & Al-Shahrani, 2015). In a similar study, it was emphasized that teachers assigned in health
had an average level of knowledge about first aid; therefore, the level of knowledge of teachers should be increased (Pandey et
al., 2017). Amro and Otait (2017) conducted a first aid knowledge study with teachers selected for the purpose in schools selected
by simple random sampling in the south city of El-Halil, Palestine, and the average first aid knowledge score level was determined
as 71.41%. In the studies conducted in Iran and the Kingdom of Saudi Arabia, it was determined that teachers’ first aid knowledge
levels were not sufficient according to the results of the study (Al-Samghan, Al-Shahrani, & Al-Shahrani, 2015; Mohsen & Zahra,
2019). Similarly, Bildik et al. (2011) conducted a study in order to determine the first aid knowledge level of the students who are
teacher candidates and the effectiveness of the first aid training. This study included 88 students at Gazi University, Faculty of
Education (in Ankara). It was stated that the first aid knowledge among students at Education of Faculty was insufficient. Lack of
knowledge among teachers may be associated with the absence of training or inadequate training. Esteves et al. (2015) stated
that the lack of training, reflected in lack of preparation for teachers, contributes to the fact that the experiences are not
constructive but rather traumatic and ones that are permeated by negative feelings. This study emphasized that these teachers
in the school environment need to have specific and continuous training with health professionals to be qualified in emergencies
at the schools. Determining the target and content for the training to be delivered in a meaningful and realistic manner in terms
of the needs of the participants provides adults to tend to actively participate in educational activities (Synder & Wolfe, 1997).

| Kastamonu Education Journal, 2020, Vol. XX, No. X|



689

Considering the response rates according to the topics, the most correct answers were the definition of first aid and questions
related to first aid practitioners, which should not be done to an unconscious person, and knowledge that cardiac massage should
not be done on a soft surface. The least correct answers were questions about the approach to someone with a foreign body stuck
in the abdominal region and what to do with epistaxis. The teachers’ lack of knowledge was attributed to the absence of first aid
training in the educational curriculum. In many situations, the lack of knowledge leads to numerous problems, such as states of
panic when a teacher sees the victim, teachers’ incorrect handling, and unnecessary requests specialized in emergency aid
(Oliveira et al., 2015). It is in this context that it becomes important knowledge about first aid among public primary school
teachers.

In the present study, the definition of first aid and practitioners was known by the vast majority of the participants (91.1%,
87.9%, respectively). Our results contradict the study of Hosapatna et al. (2020), who conducted a study among teachers in India.
A total of 5.7% of the teachers had heard of first aid, while 94.3% were unfamiliar with the concept of first aid. It can be said that
the majority of school teachers in India had low knowledge of first aid management.

In the present study, few participants knew correctly that the head of a child with a bleeding nose should not be laid back. The
rate of teachers responding to the question about first aid to be given to a person with nasal bleeding was found to be low. Our
result matched Al Yahya's et al. (2019) result; they stated that when asked what you will do if a child has epistaxis, 62.2% answered
incorrectly. Although it was about the position of the child when having a nose bleed which is one of the commonest incidences
in primary school children, but still the old misconception of the right position has not changed, proving the lack of knowledge.
The fact that most teachers can practice wrongly even in situations where they may be encountered frequently is thought.
Moreover, in the study carried out in Isparta, 42.7% of the teachers had incorrectly known that the child's head should not be
receded in epistaxis. It was concluded that 42.7% of the teachers incorrectly knew how to intervene in the case of nosebleeds, in
which the pre-school teachers’ first aid knowledge level was examined (S6nmez, Uskun, & Pehlivan, 2014). The fact that most
teachers can practice wrongly even in situations where they may be encountered frequently is thought. In cases of nasal bleeding,
the application of ice may be performed on the forehead and neck; use of a clean compress for direct pressure in cases of bleeding,
with due care to wrap hands in impermeable material (such as a plastic bag) (Oliveira et al., 2015).

In the present research, most participants stated that they did not know how to perform cardiac massage and artificial
respiration. Similar to a study conducted in the region of Galicia, Spain, only 4 participants were able to put in the correct order
the steps of the basic life support sequence, and nobody answered all the questions about cardiopulmonary resuscitation correctly
(Abelairas-Gémez et al., 2020). In a Brazilian study, it pointed out the lack of knowledge about first aid among teachers (Calandrim
et al., 2017), as well as studies from Turkey, Nigeria, and China showed a parallel reality with teachers about cardiopulmonary
resuscitation (Erkan & Goz, 2006; Hung et al., 2017; Onyeaso & Onyeaso, 2017). Regarding the feelings reported by the teachers,
they corroborate qualitative research from Norway, which interviewed people who provided first aid for victims of cardiovascular
collapse and whose results showed the presence of nervousness, fear, and anguish (Mathiesen, Bjgrshol, Braut, & Sgreide, 2016).
Such feelings are commonplace in the face of the complexity of the situation and can be minimized if teachers feel more secure
through being trained.

In the present study, about half of the participants knew correctly how to manage a case with drinks an acidic substance. In
Isparta, 35.5% of teachers (Sonmez, Uskun, & Pehlivan, 2014) and 16.7% of preschool teachers in Ankara knew the first aid
application in case of drinking acid substance (Dinger, Atakurt, & Simsek, 2007). Nayir et al. (2011) emphasized that teachers
lacked knowledge about the approach to someone who drinks an acidic or basic substance (29.4%). The correct response rate to
first aid applications was found to be quite low. It is a known fact that those who drink acidic substances should not be vomited
(Ege, 1981)—considering the importance of not vomiting in approaching a person who drinks acidic substances, the importance
of the training to be held on such important matters increases.

In the present study, 38.8% of teachers incorrectly answered the question regarding the first aid application to be made to a
student with an epileptic seizure. Our result matched with many studies that demonstrated deficient knowledge about epilepsy
among teachers (Al-Samghan, Al-Shahrani, & Al-Shahrani, 2015; Tahirovi’c & Toromanovic, 2006). In a study conducted on
teachers about interventions and what should be done in the case of epilepsy disease in childhood in the USA, it was determined
that the general level of knowledge of teachers about epilepsy disease was sufficient but insufficient in first aid interventions in
the crisis (Bishop & Boag 2006). This problem can only be overcome with the planning of training studies on the subject. First aid
training programs for teachers should be organized by healthcare professionals who know the subject in public education centers.

In the present research, most of the teachers knew correctly how to manage the loss of consciousness. On the same line, in
another study in Saudi Arabia, 68.4% of teachers knew correctly (Al-Samghan, Al-Shahrani, & Al-Shahrani, 2015).

In the present study, about half of the teachers knew correctly how to manage a case with an asthma attack. On the same line,
in another study in Turkey, 46.8% of teachers knew correctly (Sahin, 2011). In order to minimize the risk of accidents in schools,
to save lives with simple first-aid applications in accidents that occur, First aid courses for teachers should be organized. The
organized courses are often conducted without a needs analysis, and they cannot go beyond theoretical knowledge transfer. It is
important to consider the demands and needs of teachers in the regulation of the content of first aid courses.

In the present study, 7.8% of the teachers who participated in the study stated insufficient existing a first-aid cabinet and 98.1%
insufficient health workers. In comparison to another study in India, the schools that were visited during the study were not
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equipped with any first aid facility or sick room to take care of students during medical emergencies (Hosapatna et al., 2020). In
another study, about 44.4% of schools had no first aid kit (Joseph et al., 2015). It is also important to have first-aid kits in schools
and trained personnel who can provide first aid in case of an accident. First aid facilities were found to need improvement at
schools surveyed, including through the provision of fully equipped first aid kits, a separate sick room to handle medical
emergencies, posters outlining standard first aid procedures for the management of medical emergencies, and videos illustrating
first-aid practices. These measures will serve to make schools a safer environment for children. The topic first aid kit must be
attached to the school curriculum in order to be assimilated by the teachers and students, creating good habits and attitudes
(Rodrigues & Rodrigues, 2016).

As a result, they stated that the first aid knowledge scores of the teachers working in public primary schools were moderate,
and the majority of them found themselves insufficient. Knowledge about first aid is not satisfactory among teachers of primary
school in Amasya. This is largely due to a lack of knowledge and training. So, first aid education and training programs should be
introduced at schools for early management injuries and emergencies. Moreover, first aid knowledge should be incorporated into
educational curricula in school.

CONCLUSION AND RECOMMENDATIONS

The limitation of this study is related to the purposeful sampling of participants rather than random selection. It was conducted
in public primary schools in a city. Hence, the findings of this study may have limited ability to be generalized. Furthermore, large
and multi-center studies might be suggested to inquire the teachers’ first aid knowledge across the country and assess their
educational needs in this important issue. First aid educational curricula should include both teachers and parents.

According to the findings obtained from this study that we carried out with the aim of determining the learning needs of the
teachers working in public primary schools, most of the teachers who participated in the present study had poorly first-aid
knowledge. They mostly did not pass any training on first aid and expressed their educational needs. In many situations, the lack
of knowledge bring about numerous problems, such as a state of panic. In this context, it is important knowledge about first aid
among teachers of public primary schools. Therefore, urgent action seems necessary to be implemented by the professionals
towards training teachers on first aid through in-service training programs. Furthermore, the problem needs to be addressed, and
the addition of first aid education in the teachers' training curriculum might be suggested. These teachers in the school
environment need to have specific and continuous training with health professionals to be qualified in emergencies in schools.

The schools which were visited during the time of study do not have a trained healthcare worker who can provide first aid in
case of an accident. The Ministry of National Education has to be insisted compulsory school health services to all schools as well
as recruitment of a school health nurse to each school.
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Abstract

Purpose: This research aimed to examine the opinions of pre-service teachers who experienced creating content in the
application of Wikipedia, one of the Web 2.0 tools, on reading and writing experience and motivation.

Design/Methodology/Approach: Case study method within the qualitative research approach was used in the study. The study
was carried out within the scope of the New Turkish Literature course in the spring semester of the 2019-2020 academic year.
As a data collection tool, a semi-structured interview form prepared by the researchers by examining the related literature was
used. The data were analyzed by the content analysis method. The pre-service teachers addressed the work they read by
comparing the information contained in the Wikipedia application content from Web 2.0 tools, evaluating the deficiencies or
excesses, made readings for this, and determined the deficiencies by writing (if not deleted on Wikipedia).

Findings: Wikipedia experience increased the motivation of Turkish pre-service teachers. It was found that their attitudes
towards reading and writing were positive. The pre-service teachers stated that they found the application different, useful
for understanding the book more, developing, beautiful, interesting, enjoyable, and sometimes challenging. The pre-service
teachers stated that they gained different perspectives on the book; they saw different methods of examination, had the
opportunity to make interpretations/develop content, learned the concepts they did not know, and what kind of information
was included on Wikipedia about the book they were responsible for. In addition, the pre-service teachers determined that
the evaluation of some books on Wikipedia was not sufficient.

Highlights: 1t examined the opinions of teacher candidates who have experience in creating content in the Wikipedia
application about their literacy experience and motivation. Wikipedia experience increased the motivation of Turkish teacher
candidates and improved their attitudes towards reading and writing in a positive way.

6z
Calismanin amaci: Bu arastirma, Web 2.0 araglarindan Vikipedi uygulamasinda icerik olusturmayi deneyimleyen 6gretmen
adaylarinin okuma ve yazma deneyimine ve motivasyonlarina iligkin goruslerini incelemeyi amaglamaktadir.

Materyal ve Yéntem: Calismada nitel arastirma yaklagimlarindan durum calismasi kullaniimistir. Calisma 2019-2020 egitim
6gretim yili bahar déneminde Yeni Turk Edebiyati dersi kapsaminda gergeklestirilmistir. Veri toplama araci olarak, arastirmaci
tarafindan ilgili alanyazin incelenerek hazirlanmig yari yapilandiriimig gérisme formu kullanilmistir. Veriler icerik analizi yontemi
ile analiz edilmistir. Ogretmen adaylari okuduklari eseri Web 2.0 araglarindan Vikipedi uygulamasi igeriginde yer alan bilgileri
karsilagtirmak, eksiklik yahut fazlaliklari degerlendirmek yoluyla ele almis, eksiklikleri yazmak (Vikipedi’de silinmezse) yoluyla
belirlemislerdir.

Bulgular: Vikipedi deneyiminin Tirkge 6gretmen adaylarinin motivasyonlarini artirdig;; okumaya ve yazmaya iligkin
tutumlarinin olumlu oldugu sonucu elde edilmistir. Ogretmen adaylari uygulamayi farkli, kitabi daha fazla anlamak icin yararli,
gelistirici, glizel, dikkat ve ilgi cekici, keyifli, zaman zaman zorlayici bulduklarini ifade etmislerdir. Ogretmen adaylari kitaba
iliskin farkli bakis agilari kazandiklarini, farkli inceleme yéntemlerini gérdiklerini, yorumlamalar yapma/igerik gelistirme firsati
bulduklarini, bilmedikleri kavramlari 6grendiklerini, sorumlu olduklari kitaba dair Vikipedi’de ne tir bilgilere yer verildigini
gordiklerini ifade etmislerdir. Ayrica 6gretmen adaylari Vikipedi’de bazi kitaplarin degerlendirmesinin yeterli olmadigini da
belirlemislerdir.

Onemli Vurgular: Vikipedi uygulamasinda igerik olusturma deneyimi yasayan 6gretmen adaylarinin okuma yazma deneyimi ve
motivasyonlarina iliskin gorisleri incelemistir. Vikipedi deneyimi Tlrkge 6gretmen adaylarinin motivasyonlarini artirmakta,
okuma ve yazmaya yonelik tutumlarinin olumlu yonde gelistirmektedir.
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INTRODUCTION

Individuals enrich their lives and live by reading. Through reading, individuals; enrich their thinking, expand their knowledge,
and get to know life from different aspects. An effective reading act has the feature of being the main source that feeds human
thoughts. The individual's awareness of his individuality and the regulation of his relations with the society of which he is a member
depends on gaining the power to read (Ozdemir, 1991: 17-21). Students' reading comprehension power positively affects their
academic success in the courses. It was stated that there is a correlation of 0.70 between reading comprehension level and
literature lesson, 0.72 between mathematics lesson, and 0.62 between science lesson (Bloom, 1979: 48). Reading improves the
ability to think fast and produce fast solutions. In this context, being a good reader is the basis of the correct evaluation of events
and facts with a critical eye (Ozdemir, 1997; Akyol, 2005).

Writing, a narrative skill, is as important as reading skills in terms of individual life. Communication styles and language activities
that people have been in throughout their life have two main purposes. One of them is to understand any message that is read,
listened to, or watched; the other is to explain what is seen, heard, and designed in the most clear and understandable way to
those on the opposite side. There are two forms of narration, namely oral and written. Writing consists of explaining the messages
to those on the opposite side using written language. Writing should also be considered in terms of the integrity of the courses,
such as reading skills. Being able to express your thoughts correctly is also valid for lessons other than Turkish. Activities such as
reporting an experiment in writing in Science lesson, preparing and summarizing a written homework on any subject in Social
Studies lesson, and solving a problem in a written form in Mathematics lesson show that writing is a skill that should be used in all
lessons (Temizkan, 2003: 6-7). Especially written expression is the basis of being successful in other lessons. Irregularity and
disturbance in written expression generally cause problems in other lessons. For this reason, it is necessary to ensure that all
students acquire a minimum of writing skills (Temizkan & Sallabas, 2009).

Today, learning, teaching, and socialization are provided through digital media. Educational environments are designed where
learners actively participate in learning, work in collaboration, and organize activities that develop critical and creative thinking
skills(Karaman, Yildirim, and Kaban 2008). The contributions of Web 2.0 tools to educational environments are as follows: Group
work is a habit; it makes learning effective, develops thinking skills, provides information literacy, improves problem-solving ability,
makes learning interesting, and contributes to personal development. Web 2.0 tools offers communication, interaction,
information sharing and easy access to information, collaborative content creation, content storage and sharing, evaluation,
visualization, etc. (Ajjan & Hartshorne, 2008; Altun, 2008). Wikipedia is one of the most popular featured among the Web 2.0 tools
that increase students' motivation to learn(Pop, 2010) Wikipedia is “an open-source, free, nonprofit free encyclopedia whose
content has been collaboratively prepared by volunteers from all over the world. Its content is written jointly by volunteers
worldwide. In order to increase the know-how of Wikipedia, it makes changes to one hundred visits offers from around the world
every day, and the proposal launches new articles. No special qualifications are required for visitors to contribute. People of all
ages help with article writing on Wikipedia” (Wikipedia, 2021). Wikipedia is defined as the social use of the Web that allows people
to collaborate, participate actively, generate information, and share information online (Grosseck, 2008). If we look at the
educational functions of Wikipedia, it is a simple yet powerful Web-based collaborative authorization (or content management)
system for organizing and creating content. It allows anyone to add a new post or modify an existing post via a Web browser. Its
fundamental difference is that anyone can add anything. In a very short period, a large number of participants can contribute in
different ways (Akar, 2010). According to Schwartz, Clark, Cossarin, and Rudolph (2004), Wikipedia enables teachers to present
lesson information for students, prepare activities and lessons they can use during extracurricular times, create interactive
activities, and create an environment where they can discuss their ideas. Teachers can follow their students' problem areas by
watching their discussion on Wikipedia.

In the literature, it is possible to find studies related to Wikipedia in the field of education. In the study conducted by Chao and
Chang Lo (2011), a Wiki-based collaborative writing application was implemented to improve the foreign language (English) writing
skills of university students in Taiwan. At the end of the study, it was found that Wiki-based collaborative writing experience
facilitated students' learning a foreign language, and students perceived Wiki positively. Wiki-based writing was given to 34
university students learning English as a foreign language (Warschauer and Grimes 2007). Students had positive experiences in
using Wiki in writing in a foreign language and believed that their writing performance improved. In the study conducted by Wang
(2015), a collaborative writing task was given via Wiki to improve Taiwanese students' English writing skills. Research results
showed that the use of Wiki increased students' interest in language learning and the development of their writing competencies
and improved the collaboration skills required for success in the workplace. A Wiki-based collaborative writing-based case study
was conducted by Chu, Wu, Kwan, and Lai (2019) and revealed that while using the Chinese and English languages, the students
showed similarities in the Wiki writing experience participation and cooperation activity patterns and showed that there were
differences in the interaction patterns in the comment section. For native or foreign language educators, Wiki points to the need
to effectively plan a collaborative writing experience.

Reading is one of the most effective tools in the formation of contemporary civilization values and their transmission from
generation to generation. Therefore, it is important to instill in all students the awareness that making reading a habit is very
important for their lives and raising them as individuals who are inclined to read (Temizkan & Sallabas, 2009). As stated by Myette
(2006), teachers are the most influential in students' acquisition of reading habits. In particular, teachers who will teach their
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mother tongue are required to gain reading, reading comprehension, and writing skills. It is expected that pre-service teachers
reinforce these skills during their education and gain them for their students when they start to practice their profession. Under
today's conditions, it is possible to come across many abstracts and criticisms about the same book in internet sources, but its
reliability cannot be questioned. However, content created by a large user base such as Wikipedia has a control mechanism.
Content developed and contributed on Wikipedia, one of the Web 2.0 tools, can improve the motivation of individuals to read
and write. Motivation is an important factor both in developing reading skills and making reading a habit. In this study, pre-service
teachers evaluated the works they read within the scope of the New Turkish Literature Il course. The pre-service teachers
compared their evaluations with the information on the book on Wikipedia, identified the deficiencies or excesses in the content
of Wikipedia, and expressed the detected deficiencies. Pre-service teachers also tried to contribute to an encyclopedia that is
published on the internet and where everyone can contribute with the books they read. The aim of the study was to examine the
opinions of pre-service teachers who have experienced creating content in Wikipedia about their reading and writing experience
and motivation.

Depending on the purpose of the study, answers to the following questions were sought:
1. How do you evaluate your book review/reading and writing experience on Wikipedia?

2.  What have you noticed/interested in during the process of reviewing the book you are responsible for by writing
through Wikipedia?

3. How do you evaluate the appropriateness of conveying the findings of the book you are responsible for with
Wikipedia?
How do you rate your confidence in practicing writing the book you are responsible for via Wikipedia?

5.  What kind of feelings did you feel about browsing books on Wikipedia?

2. METHOD/MATERIALS

2.1. Research Design

This research is a descriptive study aimed to reveal the opinions of Turkish pre-service teachers who have experienced content
creation in Wikipedia about their reading and writing experience and motivation. At the same time, this study can be qualified as
a qualitative case study, as a single situation related to a certain student group in a university is examined in depth. Case study is
a research design recommended by Shulman (1986, transmitting Campoy, 2005) to evaluate learning-teaching processes,
especially in educational research, and defined by Stake (2000) as an in-depth analysis of a single situation.

2.2. Working group

The study group of the research was carried out with 29 pre-service teachers who were studying in the second grade of the
Turkish Language Teaching Department in a state university in the Aegean Region and taking the New Turkish Literature Il course.
The research was carried out in the spring semester of the 2019-2020 academic year.

2.3. Research Limitations

Due to the Covid-19 epidemic of pre-service teachers who continued their formal learning process at the beginning of the
semester, the Distance Education application started from the 5th week. The pre-service teachers continued their studies, which
they started in computer classrooms, under home conditions. There were also limitations, such as the deletion of information
written by pre-service teachers through Wikipedia.

2.4. Data Collection Instrument

In order to collect the data, a semi-structured interview form consisting of open-ended questions prepared by the researchers
by examining the related literature was used.

2.4.1. Semi-Structured Interview Form

Within the scope of the qualitative dimension of the study, a semi-structured interview form consisting of five open-ended
guestions was prepared by the researchers in order to learn the opinions of the pre-service teachers about reading and writing
and their motivation. Furthermore, in order to ensure the internal validity of these questions, the opinions of field experts who
completed their doctorate in Turkish Language Literature Education and Computer and Instructional Technologies Education were
considered, and necessary corrections were made.

1. How do you rate your book review/reading and writing experience on Wikipedia?

2.  What have you noticed/interested in during the process of reviewing the book you are responsible for by writing
through Wikipedia?

3. How do you evaluate the appropriateness of conveying the findings of the book you are responsible for with
Wikipedia?

4. How do you rate your confidence in practicing writing the book you are responsible for via Wikipedia?
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5.  What kind of feelings did you feel about browsing books on Wikipedia?

The responses given to open-ended questions in the semi-structured interview form were examined by two researchers, and
the similarity ratio of the data set was calculated. This similarity rate determines the reliability of the qualitative research. The
reliability formula suggested by Miles and Huberman (1994) model was used. This similarity is called internal consistency and is
conceptualized as the consensus between coders: Reliability = Consensus / (Consensus + Difference of opinion). The "consensus"
and "disagreement" issues were discussed by the researchers, and the necessary arrangements were made (Baltaci, 2017). At the
end of the calculation, the reliability of the study was .94 for the first question, 86 for the second question, .90 for the third
question, .89 for the fourth question, and .94 for the fifth question. According to the coding control, which gives internal
consistency, the consensus between coders is expected to be at least 80%. Therefore, the result obtained is considered reliable
for the research.

2.5. Data Collection and Process Steps

Before the pre-service teachers examined and interpreted the works they were responsible for, resources such as articles,
theses, and books were sent to the representatives of each group. Pre-service teachers were also expected to benefit from these
sources during the review and interpretation phase after reading the book they were responsible for. Pre-service teachers have
also been given a review/interpretation plan for the books they are responsible for. The issues expected to be emphasized during
the review/interpretation process are as follows: First of all, knowing the author, his life, his works, and then knowing the heroes
in work, expressing the characteristics of the heroes (physical and spiritual), determining and interpreting the effects of events on
the heroes, welling on the relationship of the heroes with each other. Then, dwelling on the spaces, their features (wide and
narrow space), the effect of space on events and heroes, their effect on the development of events, and the effect of spaces on
heroes. In the novel, giving information about time (a chronological time or flow of consciousness, inner monologue etc.), the
narrator's point of view (hero, observant, divine), language-narration, what is the main idea, why was this work written focusing
on the headings and answering the questions are based. In addition to these, the works that pre-service teachers are responsible
for; It has been determined within the main areas of national literature taste and understanding, the inner world of the individual,
social realities, and modernism. To this end, students were held responsible for a work representing each group. Groups of six to
seven pre-service teachers who were randomly determined for the application that included the whole class were formed. The
groups and works under responsibility are as follows:

Table 1. Books That Pre-service teachers Are Responsible For

1st group Yakup Kadri Karaosmanoglu: Yaban

2nd group Tarik Bugra: Kiigiik Aga

3rd group Necati Cumali: Zelis

4th grup Peyami Safa: Yalniziz

5th group Kemal Tahir: Esir Sehrin insanlari

6th group Sabahattin Ali: Kuyucakh Yusuf

7th group Ahmet Hamdi Tanpinar: Saatleri Ayarlama Enstitiisi

8th group Adalet Agaoglu: Bir Diglin Gecesi

9th group Yusuf Atilgan: Anayurt Oteli

10th group Hasan Ali Toptas: Golgesizler

Table 2. Book Review Process Using Wikipedia Application

To inform pre-service teachers about the content of the study 20.03.2020-27.03.2020 (1 week)
Informing pre-service teachers about Wikipedia application/providing literacy experience 03.04.2020-10.04.2020 (1 week)
To inform pre-service teachers about the works they are responsible for 17.04.2020-24.04.2020 (1 week)

To determine the criteria by which the pre-service teachers will examine the work they are

. 27.04.2020-01.05.202 (1 week)
responsible for

The process of reading and reviewing the works 04.05.2020- 01.06.2020 (4 weeks)

Evaluating the content created by the pre-service teachers on the Wikipedia application 08.06.2020-19.06.2020 (2 weeks)
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2.7. Analysis of data

Qualitative data were analyzed using content analysis. Content analysis tries to define the data and reveal the facts that may be
hidden in the data. The basic process in content analysis is to gather similar data within the framework of certain concepts and
themes and to interpret them by organizing (Yildirim & Simsek, 2006). Sub-themes were created from the answers given by the
pre-service teachers to the qualitative questions; tables were created in frequency by calculating the frequency of the sub-themes.
Direct quotations were included in the interpretation of the findings; In direct quotations from participants, codings expressing
the number of pre-service teachers were used. As an example, pre-service teacher number 1 is given in the form of S1.

3. FINDINGS

In this section, findings obtained from qualitative data are included. In addition, the responses given by the pre-service teachers
to open-ended questions were analyzed by using the content analysis method.

First research question: "How do you evaluate your book review/reading and writing experience on Wikipedia?"

Table 5. "How do you evaluate your book review/reading and writing experience on Wikipedia?" Frequency Regarding the Question.

How do you evaluate your book review/reading and writing experience on Wikipedia?

F
It was the first time | had such an experience; it was an interesting, fun, beautiful, developer, and useful experience. 18
| think | understand the book better, thanks to the review. We did a versatile review. 5
| had the opportunity to look critically at the information on the Wikipedia page. 3
It is a good feeling to share the information we have and our views with everyone; | gained experience about Internet
writing. 2
| did not find it useful. 1

As seen in the table above, "How do you evaluate your book review/reading and writing experience on Wikipedia?" The answers
to the question stated that they had such an experience for the first time, they found it useful, and it was a positive experience.
The developer made them happy to share the information, and it contributed to the book's understanding more. Examples of
the responses of the pre-service teachers are as follows:

It was the first time | had such an experience; it was a very useful and positive experience. S3

| gained experience with Internet writing. S4

I think it was a nice experience. Because it is a nice feeling to share the information we have and our opinions with everyone. S7
I think I am not fully competent in reviewing the book, but | understand the book better, thanks to our review. S9

I had the opportunity to look critically at the information on the Wikipedia page. S11

| think it's nice and developer. S12

It was a systematic process. Therefore, | did not have any difficulties. Going step by step made the review process easier. And
that's why it was such a good experience. S13

This is a very different experience to examine a book and to bring it to a platform accessible to everyone, to know that it will pay
off for people to have information about that book in the light of your writing. S14

It was a bit difficult to show a bibliography or something because it was the first. S17

I think it was very enjoyable. Wikipedia is among the first sites that | go to when | want to learn something. As such, it made me
happy to think that | would be a contributor to the Wiki. S21

It's a nice and fun start. S22

| found it nice because there is significant information on Wikipedia and the accessibility of the bibliography of the information
given. S23

We had some systemic problems with Wikipedia, and Wikipedia did not save the information we wrote; it deleted it
immediately. For this reason, my writing experience on Wikipedia was not very good, but | can say that my book review
experience was a successful process. 525
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Second research question: “What have you noticed/interested in during the process of reviewing the book you are responsible
for by writing through Wikipedia?”

Table 6. "What were the things that caught your attention/interest in the process of reviewing the book you are responsible for by writing
through Wikipedia?" Regarding the Question

What have you noticed/interested in during the process of reviewing the book you are responsible for by

writing through Wikipedia? F
It was the first time | created content for Wikipedia, and it was interesting to use Wikipedia as well. 12
| gained different points of view about the book. For the first time, | studied a book deeply, willingly, and 10
fondly. | improved myself.

Learning how to use Wikipedia impressed my attention. 4
| found that writing on Wikipedia is not that difficult. Thus, we can both research and write and share this )
information with people.

| realized that | was having a hard time. 1

Also seen in the table above, “What caught your attention/interest in the process of reviewing the book you are responsible for
by writing through Wikipedia?”. | gained different perspectives on the answers to the question. | had the opportunity to improve
myself. | did not know that we could make content on Wikipedia. | was very surprised when | learned this. it was interesting to
use Wikipedia as well. Examples of pre-service teachers' responses are as follows:

It was the first time | studied a book deeply, willingly, and fondly. S2
It was the first time | created content for Wikipedia; it was interesting to use Wikipedia as well. S6

When we read the book normally and not examining it too much. | realized that we actually ignored very important parts of the
book, but thanks to these reviews, we were able to address better the places that were not ignored or ignored in this way. S7

I realized | was having a hard time. S8
| had the opportunity to improve myself. S9

In addition to providing detailed information about the work and the author, | used different sources to slightly change the
ordinariness. | did this via TRT Archive. Based on a program hosted by Tarik Bugra. Through this program, | had the opportunity
to listen to and convey information about Tarik Bugra's life and literary personality personally. And this part caught my
attention. S10

| didn't know we could make content for Wikipedia. | was so surprised when | found out. S11
It was interesting to look at the book from all sides. S14

The information about the author caught my attention. S15

Learning how to use Wikipedia impressed my attention. S16

| found that writing on Wikipedia is not that difficult. Thus, we can both research and write and share this information with
people. S26S

Third research question: “How do you evaluate the appropriateness of conveying your findings of the book you are responsible
for with Wikipedia?”

Table 7. "How do you evaluate the appropriateness of conveying your findings of the book you are responsible for with Wikipedia?"
Regarding the Question

How do you evaluate the appropriateness of conveying your findings of the book you are responsible for with Wikipedia? F
| find it convenient because people browse Wikipedia for information on any topic. 14
I think it i§ suitable for the content, and we provide information appropriate to the content. A different study compared to 13
many assignments.

It is not available. | could not understand. 2

As seen in the table above, "How do you evaluate the appropriateness of conveying your findings of the book you are
responsible for with Wikipedia?." It was enjoyable to research and share what | read with everyone and think that | was
contributing to it; We found that this activity differs across many assignments. While we were so close to technology, such
homework was good for us too. Examples of pre-service teachers' responses are as follows:

| think it is appropriate. | think we made the correct determinations. S3
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I think it is a work that is suitable for the content and will increase the attention and interest in the subject. S5

| think it is appropriate to transfer the findings of the book to Wikipedia. S6
Suitable for sharing book review. S7
| find it convenient because people browse Wikipedia for information on any topic. S8

I think it is suitable for the content of the course because I think it is more effective to write via Wikipedia, rather than writing
with pencil and paper, since it is the age of technology today. S9

| think it is appropriate, after all, everyone should know each other's opinions about the books. It would be more useful to know
more than one person's opinion about a book. S11

I think it was a great experience. It was enjoyable to research, share what | read with everyone, and think that | contributed to it.
S13

Good application in terms of spreading to the universal. S14
I think it was very convenient and good in terms of accessibility to bibliographies. S15

We found that this activity differs across many assignments. While we were so involved with technology, such homework was
good for us too. 016

We tried to do it according to the content, and | think it is quite suitable. S20

Fourth research question: “How do you evaluate your confidence in practicing writing the book you are responsible for via
Wikipedia?”

Table 8. "How do you evaluate your confidence in the practice of writing the book you are responsible for via Wikipedia?" Regarding the
Question

How do you evaluate your confidence in writing the book you are responsible for with Wikipedia? F

Although I initially thought | could not do it, | think my self-confidence increased with the advancement of writing practice.
The feeling of accomplishing something is pretty reassuring. | was very afraid of giving false information but the more | 25
researched, the more relieved.

I never had insecurity or a feeling that | couldn't. Nothing changed about trust in me. Ordinary. 4

As seen in the table above, "How do you evaluate your confidence in writing the book you are responsible for via Wikipedia?"
The answers to the question show that although | think | cannot do it at the beginning, | think that my self-confidence increases
with the progress of writing practice. Examples of the responses of pre-service teachers are as follows:

The feeling of accomplishing something is pretty reassuring. S1

Although I initially thought | could not do it, | think my self-confidence increased with the advancement of writing practice. S6
| am taking it well. Writing an article with the information we have acquired is a very confidence-building activity.S8

I never had insecurity or a feeling that | couldn't. S9

Nothing changed about trust in me. S11

It was a process that required reflection. This process was intriguing for me as | haven't written a post on Wikipedia before. |
think you have successfully completed this process. That's why my confidence has risen. S12

When | saw the information on Wikipedia, | became more confident. S13

| can say it has increased my confidence. S14

I think it's going in a positive direction. | also think | broke the taboos about research. S15
I had full confidence in myself in this matter. | thought | could literally analyze a book. S16
| see positive self-esteem. S19

It was a difficult process and required a lot of attention to writing on such a platform. S20

Ordinary. S21
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My self-confidence is as follows: | did the review of the book | was responsible for, so my self-confidence increased in this
process. But | can say that | cannot build my confidence in this issue because | cannot write via Wikipedia. S27

| was very afraid of giving false information, but the more | researched, the more relieved. So | was worried at first, but when the
work was over, | realized that all my anxiety was wasted. | think | did good work. S29

Fifth research question: "What kind of feelings did you have to browse through Wikipedia?"

Table 9. "What kind of feelings did you feel about looking at a book on Wikipedia?" Regarding the Question

What kind of feelings did you feel about browsing books on Wikipedia? F
Interest, motivation, fun, curiosity, excitement, happiness, success, thinking of doing useful work, getting informed, 27
excitement of learning new things, worry

Nothing 2

As seen in the table above, "What kind of feelings did you feel about looking at a book through Wikipedia?" The answers to the
question are as follows: It is fun and they feel happiness, trust, sense of accomplishment. It is exciting andthey think they have
done a useful job, and they have developed. The responsibility and anxiety-like feelings given by research and investigation are
expressed. Examples of pre-service teachers' responses are as follows:

It was fun; | felt informed. S3

Honestly, | felt like | did a lot of great things. S6

It was exciting because it was the first time | did. S8

It made me read the book more carefully and meticulously. S11
Happiness, trust, sense of accomplishment. S14

It was exciting. S18

It aroused good feelings. It made me think I'm doing a useful job. S19

It was the first time | created content for Wikipedia, which | only used while researching. It was nice to learn new things and do
some new work. S23

It was an intriguing process. S24

Before | read the information there, | was excited. When | read the information on Wikipedia, | became more confident, and |
am glad. S26

Absolutely aroused good feelings were improving me. S28

4. DISCUSSION AND CONCLUSION

Teachers who can respond to the educational needs of the 21st century are expected to use information technologies, to have
a command of the subject area, to be able to use teaching methods and techniques appropriate to the nature of the subject, to
have technological, pedagogical and field knowledge competencies that can actively participate (ilhan, 2004). With the
advancement of technology, it is possible for pre-service teachers to learn the use of Web 2.0 tools during their education. Web
2.0 tools help students improve their cooperative learning, research, inquiry and problem solving skills; It makes it easier for them
to actively participate in learning, interact with teachers and content, and contribute to the content.

In this study, Turkish pre-service teachers evaluated the books they read within the scope of the New Turkish Literature Il
course, taking into account the given evaluation plan. The pre-service teachers read the post on Wikipedia about the book they
were responsible for and compared the sharing with their own evaluations. If the pre-service teachers thought that the post on
Wikipedia was incomplete or incorrect, they tried to write the content they developed themselves. Wikipedia provides students
with the opportunity to create , manipulate , and control the content (Ozmen, Akiiziim, Siinkiir, & Baysal, 2011). If the content
written on Wikipedia goes through the approval process, it has been published. The pre-service teachers made themselves happy
to express their opinions and know that someone should have information on Wikipedia on a platform that is accessible to
everyone regarding the book review/reading and writing experience; it is a useful, developer experience. They stated that it is
interesting and fun. It can be said that the reading and writing experiences of Turkish pre-service teachers about Wikipedia are
"positive." When we look at the studies on Wiki in the literature, there are study findings that it improves foreign language writing
skills (Altay, 2018; Lee & Wang, 2013) and improves literacy skills (Chao & Chang Lo, 2011; Warschauer & Grimes, 2007; Chu, Wu,
Kwan & Lai, 2019; Yilmaz, 2009). Turgut (2009) stated that writing activities carried out in cooperation with online help students
improve themselves in writing.
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In the process of examining the book they were responsible for by writing through Wikipedia, the pre-service teachers
answered the question of what attracted their attention/interests as follows: The pre-service teachers gained a different
perspective on the book they were responsible for; they wanted to see different methods of examination. They see that the
evaluation of some books on Wikipedia is not sufficient; they have the opportunity to make comments/develop content, learn
concepts they do not know, and see what kind of information is included on Wikipedia about the book they are responsible for.

The pre-service teachers answered the question of how they evaluate the compatibility of the book they are responsible for
with the content of the course with Wikipedia: They find it appropriate to share the book reviews they are responsible for with
others; it has been stated that people trust the accuracy of the information created on Wikipedia and are visited to get information
on any subject. As stated by Giirgan (2012), which supports the results obtained, Web 2.0 environments, which are widely used
today, are not only educational environments, but these environments where learners can develop social relationships and share
can be considered as an environment that supports education. Another result that supports the result of the research was
obtained in the study conducted by Yilmaz (2009), which was found that Wikipedia activities motivate learning foreign languages
and increase students' self-confidence.

How do you rate your confidence in writing through Wikipedia? The question was answered as follows: Pre-service teachers
are confident; they believe they can achieve although initially thought they could not do it, their self-confidence increased with
the advancement of writing practice. But unfortunately, the writings of some pre-service teachers were not accepted on
Wikipedia.

The pre-service teachers who examined the book with Wikipedia stated that they found the application different, useful for
understanding the book more, developing, beautiful, attention and interesting, enjoyable, and sometimes challenging. They also
stated that they find this process enjoyable, feel happy, and feel a sense of success and excitement. They further stated that the
application makes them realize that they have done a useful job, develop themselves, increase their confidence, and taste the
responsibility of research and investigation. Warschauer and Grimes (2007) found that educators found Wiki writing more
motivating than traditional writing assignments; They stated that students worked in collaboration with strength, attention, and
enthusiasm to complete and develop a dictionary of important terms and concepts. "Digital Natives" are students who can use
information and communication technologies quite well. Students named as digital natives expect their teachers to make lessons
effective and interesting by using information and communication technologies (Prensky, 2001). In this study, it was found that
Wikipedia experience increased the motivation of Turkish pre-service teachers; It was found that their attitudes towards reading
and writing were positive.

Based on the results obtained from the research, the following suggestions should be taken into account:
1. By using Wikipedia, one of the Web 2.0 tools, topics that will contribute to the development of Turkish pre-service
teachers' reading and writing skills can be determined, and similar studies can be planned.
2. By using Wikipedia, which offers pre-service teachers the opportunity to work in collaboration, studies that will
contribute to the development of reading and writing skills can be planned.

3. Since the development of pre-service teachers' skills related to rapid content development will positively affect the
increase of qualified studies in the field of Turkish teaching, pre-service teachers in Education Faculties will have Web
2.0. It is thought that it would be beneficial to include practical lessons by using the tools.

4. Pre-service teachers can easily develop content from the books they read by using Web 2.0 tools such as Blog,
Facebook, and Instagram. Reaching other readers with these tools can increase pre-service teachers' motivation. Can
develop a positive attitude towards reading and writing.

5. Experimental studies using Web 2.0 tools can be planned to improve pre-service teachers' reading comprehension
and writing skills and to be willing to read and write.
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Abstract

Purpose: Planning ability is one of the core abilities and plays an essential role in problem-solving and decision-making
processes. It is mainly critical in childhood to manage school-related demands and carry out daily activities at older ages. This
study aimed to develop and apply a computerized version of the 4-disc Tower of London (TOL) test for planning skills.

Design: The research was conducted by three studies, including children, adults, and combined samples. The research consisted
of children and adults who were 5-53 years old. Nonparametric tests were used, thereby that the research data had a non-
normally distributed pattern.

Findings: Research results showed significant relationships between age and planning ability, the number of problems solved
on the first trial, and the number of problems solved within three trials. Results showed that increasing planning ability and
the number of problems solved on the first trial was associated with increasing age. The increasing number of problems solved
within three trials was associated with decreasing age. There was no significant relationship between age and planning time.

Highlights: Research results showed that gender has an effect on planning time in the adult group. Results showed that TOL
has an average medium difficulty level and good item discrimination level in the children sample. Besides, item difficulty and
discrimination levels of TOL in the adult sample were acceptable. Results showed that the internal consistency level of TOL was
acceptable. In this study, only item difficulty, discrimination, and internal consistency analysis were performed, and studies
including detailed validity and reliability analysis can be conducted in future studies.

6z
Calismanin Amaci: Planlama becerisi, problem ¢6zme ve karar verme siirecinde 6nemli bir rol oynayan temel becerilerden
biridir. Ozellikle cocukluk déneminde okulla ilgili 6grenme siireglerinin yénetilmesinde, ilerleyen yaslarda ise giinliik hayat

aktivitelerinin yerine getirilmesinde 6énemli bir yere sahiptir. Bu ¢alismanin amaci, planlama becerisini 6lgen 4 diskli Londra
Kulesi (TOL) testinin bilgisayarli bir versiyonunu gelistirmek ve uygulamaktir.

Materyal ve Yéontem: Arastirma, ¢ocuklari, yetiskinleri ve her ikisini de igeren gruplarin yer aldigi (i asamada gerceklestirilmistir.
Arastirma, 5-53 yas arasi ¢ocuk ve yetiskin bireylerin katihmiyla gergeklestirilmistir. Arastirma verilerinin normal dagihm
gostermemesi sebebiyle verilerin analizinde parametrik olmayan testler kullaniimistir.

Bulgular: Arastirma sonuglari, yas ile planlama becerisi, ilk denemede ¢6zilen soru sayisi, Gig denemede ¢6ziilen soru sayisi
arasinda anlaml iliskiler oldugunu gostermektedir. Sonuglar, artan planlama becerisinin ve ilk denemede ¢6ziilen sorun
sayisinin artan yasla iligkili oldugunu géstermektedir. U¢ denemede céziilen soru sayisinin yasin azalmasiyla iliskili oldugu, yas
ile planlama zamani arasinda anlamli bir iligkinin olmadigi tespit edilmistir.

Onemli Vurgular: Arastirma sonuglari, yetiskin grupta cinsiyet degiskeninin zamani planlamada etkili oldugunu géstermektedir.
Sonuglar TOL'un g¢ocuk o6rnekleminde ortalama dizeyde zorluk ve iyi diuzeyde de ayiricilik dizeyine sahip oldugunu
gostermektedir. Yetiskin 6rnekleminde ise TOL kabul edilebilir diizeyde ayiricilik ve zorluk diizeyine sahip oldugu tespit
edilmistir. Sonuglar TOL'un i¢ tutarhlik diizeyinin kabul edilebilir diizeyde oldugunu géstermektedir. Bu arastirmada yalnizca
madde gugluk, ayirnicihk ve i¢ tutarhlik analizi gergeklestirilmis olup, ilerleyen arastirmalarda ayrintih gegerlik ve glivenirlik
calismalari yapilabilir.

1 Corresponded Author, Diizce University, Faculty of Education, Primary Education Department, Diizce, TURKEY; https://orcid.org/0000-0001-6685-5341
2 Ondokuz Mayis University, Faculty of Education, Department of Educational Sciences, Samsun, TURKEY; https://orcid.org/ 0000-0002-9310-7506

Citation: Giiven Demir, E., & Oksiiz, Y. (2021). Investigation of planning skills in children and adults with the computerized 4-disc version of the tower of london

test. Kastamonu Education Journal, 29(3), 705-719. doi: 10.24106/kefdergi.790903



706

INTRODUCTION

Planning ability is an essential cognitive skill as a part of executive functions. Executive function is an umbrella term that refers
to multiple processes and includes complex cognitive skills and their relationship to adjust target-oriented behavior. Hughes (2002)
described executive functions as a complex cognitive process and flexible target-oriented behaviors, including planning, inhibition
control, flexibility in attention, and working memory. In addition, there are particular core abilities; planning, focusing, and
sustaining attention, temporal organization, executing target-oriented behaviors, blocking inappropriate responses, being fluent
and flexible in thought and action, monitoring behaviors, and using feedback to regulate behavior (Tunstall, 1999; Fossati, Ergis &
Allilaire, 2002).

There is a debate about whether planning ability is a specific executive function (RGnmark, 2014). Asato, Sweeney, & Luna
(2006) suggested that planning is a complex cognitive process that requires integrating core cognitive components, including
response inhibition and working memory. McCormack & Atance (2011) mentioned three claims about planning and executive
function ability. The first claim suggests that planning develops as part of a general, unfractionated executive function ability. The
second claim is that planning itself develops as a relatively separate sub-component of executive functions (Levin & Hanten, 2005;
Welsh, Pennington, & Grossier, 1991; as cited McCormack & Atance, 2011). The third claim is that children's performance on
planning tasks improves due to developmental changes in the subcomponents of executive functions (McCormack & Atance,
2011). The complex structure and subcomponents of executive functions may require planning ability in different ways. Ronmark
(2014) suggested that planning is seen as a possible combination of different executive functions.

Planning is a complex form of action that consists of a consciously predetermined sequence of actions that will be adequate
for achieving a task (Pea, 1982). Owen (1997) described planning ability as "thinking ahead," which is a central element of many
aspects of complex behavior and is a basic necessity of many cognitive and motor tasks. At the core of diversified definitions of
planning involves the mental representation and/or behavioral execution of actions to achieve a future goal (Tunstall, 1999).
Harlow (1869) can be considered the ancestor of the concept of planning ability in the anatomic structure. Owen (1997) mentions
that Harlow (1869) argued that frontal lobe lesions in humans result in a loss of "planning skill." Besides, Luria (1966) distinguished
three functional units in the brain where each unit has the planning role. The prefrontal cortex has a central function in cognitive
control in arranging thought and action in accordance with internal goals (Miller & Cohen, 2001). Dockery, Hueckel-Weng,
Birbaumer & Plewnia (2009) indicated that planning abilities are preconditions for successful problem solving and effective
behavior, and patients with frontal lobe pathology as schizophrenia, depression, and lesions, commonly show executive function
impairment.

Diverse definitions of planning bring along the differentiation of naming and thoughts at the point of exit. Some researchers
consider that planning occurs only before the commencement of the action, although most consider that planning occurs both
prior to and during the action (Scholnick & Friedman, 1987, as cited by Tunstall, 1999). Pea (1982) mentioned that the planning
process comprises four steps. The first step represents the planning problem situation, a task that requires the planner to define
the seal state, define the problem state, note the differences between the problem and goal states, and determine planning
constraints (Pea, 1982). The following steps are plan construction, which includes requiring the formulation of a plan to eliminate
the differences between the problem and the goal state, plan execution, and planning process is remembering. Besides, planning
was distinguished within three different levels: activity planning, action planning, and operation planning in activity theory
(Leontjev 1978; as cited by Das & Georgiou, 2016). Grafman (1989) and Shalice (1982) suggested that planning can be described
as a double-level process: (1) The formulation level relies on the ability to mentally develop a logical strategy to predetermine the
course of action aimed at achieving a specific goal. (2) The execution level is concerned with the competence of monitoring and
guiding the execution of the plan towards a successful conclusion (as cited in Allain et al., 2005).

The planning ability emerges early and has a long developmental course associated with the prefrontal cortex's development,
which continues to develop through adolescence and early adulthood (Wilding, Munir, & Cornish, 2001 as cited in Less, 2008).
Planning ability is widely regarded as an important developmental achievement (McCormack & Atance, 2011). Particularly in
childhood, planning ability is critical for social and cognitive development, such as managing school-related demands and
balancing various activities (Blair, 2002; as cited in Less, 2008). In addition, planning ability is a higher-level cognitive process and
plays a vital role in problem-solving and decision making (Mahapatra, 2016).

The planning ability is involved in a range of important life skills such as cooking, shopping, and various occupational tasks
(Phillips, Kliegel & Martin, 2006). Cahn-Weiner, Malloy, Boyle, Marran & Salloway (2000) claimed that planning ability as an
executive function is a better predictor of the ability to carry out daily activities in old age than more computerized cognitive
measures such as intelligence and memory (Phillips et al., 2006).

The two distinct approaches investigating the planning ability are observing the planning ability in the natural environment
while performing daily life tasks and measuring the planning ability with the standard test in a clinical or laboratory environment
(Tunstall, 1999). Both approaches have advantages and disadvantages in terms of investigating the planning process properly.
Lack of control on variables that may affect the planning process in daily life and lack of contact with daily life tasks are
disadvantages of each approach. However, the potential of controlling environmental and task variables provides an advantage
to the standard tests to investigate daily life planning ability (Tunstall, 1999).
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Tower task tests have been popular in measuring planning and problem-solving ability. The initial tower test, the Tower of
Hanoi, was invented by the French mathematician Edouard Lucas and marketed as a toy in 1883 (Gardner, 1959; as cited by
Rénnlund, Lévden & Nilsson, 2001). Simon (1975) used the Tower of Hanoi to measure problem-solving skills to show that even
in simple problem environments, numerous distinct solution strategies are available, and different subjects may learn different
strategies. The Tower of Hanoi consists of three pegs and several disks of varying sizes (Goel & Grafman, 1995). Given a start state,
in which the disks are stacked on one or more pegs, the task is to reach a goal state in which the disks are stacked in descending
order on a specified peg (Goel & Grafman, 1995). The Tower of Hanoi is traditionally administered so that the puzzles require an
increasing number of moves for a solution, and the task is scored as the number of puzzles solved or the highest level (number of
steps to solution) reached (Kopecky, Chang, Klorman, Thatcher, & Borgstedt, 2005). Shallice (1982) aimed to develop an
instrument with gradual difficulty levels providing a greater variety of qualitatively different problems than the Tower of Hanoi
(Unterrainer, Rahm, Halsband, & Kaller, 2005). Although the Tower of Hanoi test offers several advantages as it is portable, visually
stimulating, less threatening than many problem-solving tests, and is easy to apply from early ages to old ages, there are doubts
about its ability to measure planning (Tunstall,1999; Goel & Grafman, 1995). Shallice (1982) claimed that the Tower of Hanoi test
did not have the potential to have several quantitatively different versions of comparable difficulty (Shallice & Burgess, 1991, as
cited by Tunstall, 1999). Shallice (1982) has developed the Tower of London test (TOL) based on the Tower of Hanoi test in artificial
intelligence studies as a planning task.

The Tower of London test has many variations. The original TOL has three discs, colored red, green, and blue, and three poles
in increasing heights (see figure 1). Respondents must rearrange the discs to match a target arrangement and do so in a specified
number of moves (Andrews, Halford, Chappell, Maujean, & Shum, 2014).

sbe

Initial Position Target Position

Figure 1: A subproblem of the Tower of London Test. The initial position is the same for all problems.

Ward & Allport (1997) have claimed that the original version of TOL may be useful with special populations, but it is too simple
for investigating normal subjects' planning ability. The variations of TOL have been developed and differed according to problem
sets, number, and colors of discs, task instructions (Tunstall, 1999). There are 3-, 4- and 5-disc versions of TOL (Shallice,1982; Kafer
& Hunter, 1997; Ward & Allport, 1997). Besides time limits and rule breaks, the variables that were altered affect test scores in
different versions of TOL. Tunstall (1999) mentioned several limits of TOL with different variations. These are;

e The time limit applied in some versions causes confusion about measuring the planning ability or planning speed.
e The unstated rationale for problem selection.
e The ability to discriminate colors affects test performance.

Tunstall (1999) aimed to eliminate the limitations listed above by developing the 4-disc version of TOL. Tunstall (1999)
increased the number of discs from 3 to 4 to overcome a commonly observed ceiling effect in the original version (Shum, Ungvari,
Tang & Leung, 2004). In addition, Tunstall (1999) altered discs' colors, enabling individuals with color vision deficiencies to
discriminate the discs (see figure 2).

Initial Position Target Position

Figure 2: A subproblem of the 4 disc TOL. The initial position is the same for all problems.
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The features of 4-disc TOL, which eliminated the ability of color discriminating, increased level of test difficulty, its improved
scoring method, and its promising psychometric properties are the reasons to be preferred by this study and others (Shum et al.,
2009; Andrews et al., 2014).

Atalay & Cinan (2007) conducted a reliability and validity study of the Drexel version of the Tower of London test (three pegs,
red, green, and blue) for adult groups in Turkish society. However, the features of the 4-disc TOL mentioned above provide
advantages for use in diverse groups. The 4-disc TOL was used by Cinan & Unsal (2011) to investigate the impact of the
performance of the perceptual properties of the beads on planning performance in Turkish society. In this study, the computerized
version of the 4-disc TOL was developed and applied in Turkish society.

Computers provide the advantage of more precise measurement, timings, and presentation speeds that can be controlled
precisely, especially when complex cognitive skills are being assessed (Singleton, Horne & Simmons, 2009). Computerized
measurements might represent potential cost savings, not only with regards to materials and supplies but also the time that the
test administrator needs (Wild, Howieson, Webbe, Seelye & Kaye, 2008). Assessing older children and adults can be generally self-
administered, and results can be obtained immediately; both these factors help reduce administrative workload and avoid
retardation (Singleton, Horne & Simmons, 2009). Reduced need for administration by trained personnel provides cost savings and
scheduling flexibility as benefits of computerized testing (Wild et al., 2008). Besides, the subjective judgment of the test
administrator does not affect the test results and reliability of measurement (Singleton, Horne & Simmons, 2009).

Singleton, Horne & Simmons (2009) claimed that adults, as well as children, often prefer computerized assessment to
traditional assessment, and participants often find traditional assessment by another person stressful and anxiety-provoking,
particularly when the assessor is perceived as 'teacher' or some equivalent professional. Results of research carried out by Fillit,
Simon, Doniger & Cummings (2008) about the practicality of the computerized system for cognitive assessment showed that
patients have found the computerized assessment easy to use and understand. Computerized measures to investigate planning
ability certainly have practical advantages, such as the precise timing of stimulus presentation and automatic recording of
behavioral responses (Tecwyn, Thorpe, & Chappell, 2013).

Despite the advantages mentioned above, there are a limited number of computerized assessments and planning ability
measurements in Turkish literature. Cinan (2015) developed Istanbul 5 Cube Planning Tower measuring the planning ability and
computerized version. However, long-standing literature accumulation and clinical studies provide advantages in measuring
planning skills with TOL.

In this study, a computerized version was developed and gathered data on child samples differently from Cinan & Unsal (2011).
At this point, the current study provides advantages to be used in further studies and extensive samples. The study aimed to
determine item discrimination, difficulty, reliability levels of a computerized version of 4-disc TOL and measure planning skills in
different age groups and gender.

METHOD
Research Design

The current study was designed as a quantitative general screening model.

Research Sample

The current study was comprised of three studies that have different participants described below in the procedure section.
TOL was transformed into a computerized test form, but it was not applied via an online platform; instead, it was applied offline
in the environment created by researchers in study 1. Since the research was conducted in a wide age range, more participants
were needed in each age group. For this reason, the computerized test has been moved to the online platform. Thus, study 2 with
a children sample and study 3 with an adult sample were conducted online. Due to the elapsed time and different test
presentations, the data collected later were not combined with the first collected data but were planned as separate studies.
Table 1 is presented to express the sample's distribution in different phases of the study more clearly.

Table 1. Study sample

Age Gender
Phases
5-14 15-53 Female Male
Study 1 (combined sample) 82 170 129 123
Study 2 (children sample) 88 - 41 47
Study 3 (adult sample) - 244 134 110
Total 170 414 304 280

The total number of participants in the study was 584. Participants aged 5-14 years attend primary school (N:127) and
secondary school (N:43) in the 2016-2017 academic year in Samsun. The education level of participants aged 15-53 years were
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high school (N:100), graduate school (N:292), and postgraduate (N:22). The detailed demographic data about the participants
were reported in each study below.

Research Instruments and Procedures

4-disc version of the Tower of London was developed by Tunstall (1999). Besides, reliability and validity studies of TOL for
clinical use were conducted by Tunstall, O'gorman & Shum (2016). Developing a new version of TOL was conducted with three
experiment processes by Tunstall (1999). Tunstall initially created a large pool of possible items that varied in the number of moves
required to solve, and the most sensitive items were selected from the pool regarding item difficulty and discriminating
psychometric criteria (Shum et al., 2009). The internal consistency level of 4-disc TOL was compared with 3-disc TOL and was found
better. The test-retest reliability level of the test was found acceptable. Besides, provided normative data towards ages 5 — 53
within a heterogeneous group, reliability and validity study results showed that 4-disc TOL measures planning ability properly.
Tunstall used Krikorian, Bartok & Gay's (1994) scoring method on 4-disc TOL, which involves removing possible speed and accuracy
confusions and giving the maximum potential for discrimination by including three trials per item (Shum et al., 2009). 4-disc TOL
consists of 10 items that are split in half as "simple" problems require 2 to 5 moves, and "complex" problems require 6 to 9 moves
(Shum et al., 2009). TOL includes a total score, the number of problems solved on the first trial, the number of problems solved
within three trials, and planning time (Tunstall, 1999).

The total score consists of total points in which three points were awarded for solving a problem on the first trial, two points
on the second trial, one point on the third trial, and zero if the problem was not solved within three trials (Tunstall, 1999). The
total score can be obtained from the 4-disc TOL ranging from 0 to 30. The score of the number of problems solved on the first trial
measures the accuracy of initial plans, which means accuracy runs fairly straightforward through the planning process (Tunstall,
1999). The score of the number of problems solved within three trials measures the ability to monitor actions, use feedback to
modify incorrect plans, and adjust plans (Tunstall, 1999). Planning time was calculated as the average time from the
commencement of the trial until the first disc was released and summed across the first trials of all tried problems (Tunstall, 1999).
Planning time score measures patterning abilities such as conceptualization, generation of visuospatial patterns, possible
solutions, analysis, and inhibiting inappropriate responses (Tunstall, 1999).

The computerized version of 4-disc TOL was developed by using the Adobe Flash Professional CS6 program. The introduction
of the test was made via a video record showing test rules, sample problems, and solutions. Data about participants' responses,
such as the number of solved problems, movements, and movement time, were saved via the used online platform automatically.
The problems in the original version developed by Tunstall (1999) were used in the computerized version, and any new planning
problem was not constructed in this study. The validity and reliability study of the 4-disc TOL was conducted by Tunstall (1999). In
this study, there was no need for a validity study other than item analysis since no new items were added and there were no
cultural elements in the items. Item discrimination, difficulty, and internal consistency levels of 4-disc TOL in this research are
presented in the Results section.

Research data had been collected in two phases. In the first phase, the computerized version of the 4-disc TOL was developed
and applied to participants aged 5-53 years (N:252). We communicated with children sample through primary schools and applied
tests in state primary and secondary schools. The data towards the adult sample also were gathered in state schools and a
university in Samsun. Six months later, in the second phase, the computerized version of 4-disc was published on the website at
oyna.biliminrenklidunyasi.com to collect more data. This website was not open to access, and it was just used to collect data. At
this phase, participants were asked to use the test via the website. In the second phase, 88 children (aged 5-14 years) and 244
adults (15-53) participated. Participants were asked to indicate where they live in the online form attached to the TOL. Thus,
participants who live in Samsun were included in the study. Research data were evaluated as in three studies because of the
varying data collection method in two phases.

Data Analysis

The normality of study data was tested primarily. Kolmogorov Smirnov normality test was used to determine if study data sets
were well-modeled by a normal distribution. Test results showed that TOL scores were not distributed normally within age and
gender groups (p<.05). In addition, transformations did not make the distribution acceptably normal. Thus, the Kruskal- Wallis H
test as a nonparametric test was used to compare TOL scores according to age groups. In order to assess the effects of age on
planning skills properly, research samples were divided into age groups. Age groups were designated based upon reliability and
validity studies about TOL (Boccia et al., 2017; Tunstall, 1999; Tunstall et al., 2016) and to ensure that the number of participants
in the groups was suitable for group comparison. Age groups were 5-9, 10-14, 15-17, 18-25, 26-35, 36-53 years in combined and
adult samples. However, in order to assess in detail age group was designated in a smaller range 5-6, 7-8, and 9-14 years in the
children sample similar to the validity study of TOL by Tunstall (1999).

Mann Whitney U with Bonferroni Correction was used to find out the group, which caused significant differences between age
groups. The critical p-value was divided by the number of comparisons made (a/k) for Bonferroni correction. The statistical results
of the tests were then calculated based on these modified p values. Mann-Whitney U test was used to compare TOL scores
according to the gender variable. The effect size was calculated for statistically significant test results. Cohen (1988) has provided
benchmarks to define small (02 = 0.01; d=.2), medium (n2 = 0.06; d=.5) and large (n2 = 0.14; d=.8) effects. Item difficulty and item
discrimination indexes were compared with the Z test, and Cohen's h was calculated for statistically significant results.
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RESULTS
Study 1

In this study, it was aimed to compare the TOL measures according to age and gender variables in a sample comprised of
children and adults. The combined sample comprised 252 participants (Female:129, Male:123) aged between 5-9 years, 10-14
years, 15-17 years, 18-25 years, 26-35 years, 36-53 years.

Table 2. Descriptive statistics towards TOL scores according to age

Total Score Planning Time FT T
Age N X SD X SD X SD X SD
5-9 years 47 16.7 4.2 1.7 1.2 4.4 14 2.1 13
10-14 years 35 17.8 4.3 1.7 0.8 4.6 1.6 2.2 11
15-17 years 41 20.8 29 1.7 0.9 5.8 1.2 2.1 1.2
18-25 years 39 20 4.7 1.9 1.9 5.6 1.2 1.9 0.9
26-35 years 44 22.5 2.5 2.5 3.4 6.6 13 16 13
36-53 years 46 20.6 4 2 1.9 6 1.6 15 11

FT: Number of problems solved on the first trial
TT: Number of problems solved within three trials

Table 3. Correlation between TOL scores and age

N Total Score Planning Time FT T
r p r2 r p r2 r p r2 r p r2
Age 252 357" .000 12 .002 .979 - .389™ .000 .15 -.194™ .002 .03

p<.01

Spearman's rank-order correlation test showed that there was a statistically significant relationship between the total score
and age variable (r=.357, p<.01), which indicates a moderate positive correlation (Cohen, 1988). The age variable explained 12%
of the variation in the total score. There was no statistically significant relationship between planning time and age variable
(r=.002, p>.01). There was a statistically significant relationship between FT and age variable (r=.389, p<.01), which indicates a
moderate positive correlation with the age variable explaining 15% of the variation in FT score. There was a statistically significant
relationship between TT and the age variable (r=-.194, p<.01), which indicates a small negative correlation (Cohen,1988). The age
variable explained 3% of the variation in TT score.

Table 4. Comparison of TOL scores according to the age

Age N Mean df X2 p Effect Size Bonferroni p Effect Size
Rank n? deohen n?  dcohen
5-9years (1) 47 73.4 5 56.15 .000" .20 1 1-3 .000™ .26 1.18
@ 10-14 years (2) 35 92.6 1-4 .001™ .13 .78
§ 15-17 years (3) 41 142.1 1-5 .000™ 46 1.8
= 18-25 years (4) 39 1354 1-6 .000™ 19 .96
E 26-35 years (5) 44 175.2 2-3 .002™* 12 .76
36-53 years (6) 46 138.2 2-5 .000™ 34 14
° 5-9vyears (1) 47 124.2 5 1.543 .908
£ 10-14 years (2) 35 1377
E" 15-17 years (3) 41 1259
S 18-25 years (4) 39 118
E—L% 26-35 years (5) 44 1301
36-53 years (6) 46 124.4
5-9years (1) 47 76.9 5 57.6 .000" 21 1 1-3 .000™ 21 1
10-14 years (2) 35 87.3 1-4 .001™ .13 .78
15-17 years (3) 41 136.9 1-5 .000™ 40 16
= 18-25 years (4) 39 132.4 1-6 .000™ 22 1
26-35 years (5) 44 174.9 2-3 .001™ 14 81
36-53 years (6) 46 146.2 2-5 .000™ 31 13
2-6 .000™ .15 .86
5-9years (1) 47 138.6 5 12.96 .024" .03 .36
10-14 years (2) 35 1441 1-6 .033
E 15-17 years (3) 41 137.7 2-6 .009
18-25 years (4) 39 132.6 3-6 .022
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26-35 years (5) 44 107.8 1-5 .054
36-53 years (6) 46 103.2 2-5 024
*p<.05,"*p<0.008

Kruskal-Wallis H test showed that there was a statistically significant difference in the total score between the age groups and
the age variable has a large effect size on total score variance x*(5) = 56.15, p = .000, n?=.20, Cohen’s d= 1. Mann Whitney U with
Bonferroni Correction was made to find out the group that caused significant differences between age groups. Mann Whitney U
with Bonferroni Correction test result showed that there were significant differences in total score between age groups that 5-9
and 15-17 years U=390.5, p=.000; 5-9 and 18-25 years U=525, p=.001; 5-9 and 26-35 years U=211, p=.000; 5-9 and 36-53 years U=
534, p=.000; 10-14 and 15-17 years U=417.5, p;=.002, 10-14 and 26-35 years U=242.5, p=.000. Kruskal-Wallis H test showed that
there was no statistically significant difference in planning time between the age groups x*(5) = 1.543, p = .908.

Kruskal-Wallis H test showed that there was a statistically significant difference in FT between the age groups and age variable
has large effect size on FT variance x2(5) = 57.6, p = .000, n?=.21, Cohen’s d= 1. Mann Whitney U with Bonferroni Correction test
result showed that there were significant differences in FT between age groups that 5-9 and 15-17 years U= 446.5, p=.000, 5-9
and 18-25 years U= 525.5, p=.001; 5-9 and 26-35 years U= 274, p=.000; 5-9 and 36-53 years U= 482.5, p=.000; 10-14 and 15-17
years U= 403.5, p=.001; 10-14 and 26-35 years U= 263.5, p=.000; 10-14 and 36-53 years U= 429, p=.000.

Kruskal-Wallis H test showed that there was a statistically significant difference in TT between the age groups, and the age
variable has a small effect size on TT variance x2(5) = 12.96, p = .024, n2=.03, Cohen's d=0.36. Although the Kruskal- Wallis H test
result, there was no significant difference in TT between age groups when compared with Mann-Whitney U with Bonferroni
Correction test, p>.008.

Table 5. Comparison of TOL scores according to gender

Gender N Mean Rank  SumofRank U z p Effect Size
'72 dcohen

Total Score Female 129 123.3 15915.5 7330.5 -.699

Male 123 129.3 15962.5 484 -
Planning Female 129 116.2 14995 6610 -2.288
Time Male 123 137.2 16883 .022" .02 .29
FT Female 129 125.7 16223.5 7838.5 -.167

Male 123 127.2 15654.5 .867 -
TT Female 129 124.7 16012.5 7627.5 -.546

Male 123 128.9 15865.5 .585 -

p<.05

Mann-Whitney U test result showed that there was no significant difference in total score, FT, and TT between female and
male participants (U=7330, p>.05). Besides, it was found that there was a significant difference in planning time between female
and male participants (U=6610, p<.05), and gender had a small effect size on planning time variance. Moreover, male participants
had a higher planning time mean rank than female participants.

Study 2

In this study, it was aimed to compare the TOL measures according to age and gender variables in the children sample. The
sample comprised 88 children (girl:41, boy:47) aged between 5-14 years (8.6+2.5).

Table 6. Descriptive statistics towards TOL scores according to age

Total Score Planning Time FT T
Age N X SD X SD X SD X SD
5-6 years 20 16.2 4.3 1.9 1 4.4 14 1.7 1
7-8 years 32 17.1 4.4 1.8 15 4.4 15 2.2 1.4
9-14 years 36 18 4.4 1.8 0.8 4.7 1.7 2.1 11
Total 88 17.3 4.4 1.8 11 4.5 15 2.1 1.2

Table 7. Comparison of TOL scores according to age

Age N Mean Rank df x2 p
Total Score 5-6 ages 20 38.6 2 2.795 .247
7-8 ages 32 42.3
9-14 ages 36 49.6
Planning Time 5-6 ages 20 47.8 2 .985 611
7-8 ages 32 41.1
9-14 ages 36 45.6
FT 5-6 ages 20 42.2 2 .566 753
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7-8 ages 32 43.2
9-14 ages 36 46.8
T 5-6 ages 20 38.1 2 1.783 410
7-8 ages 32 47.3
9-14 ages 36 45.5

p<.05

A Kruskal-Wallis H tests results showed that there was no statistically significant difference between the age groups according
to total score x%(2)= 2.795, p=.247, planning time x*(2) = .985, p = .611; number of problems solved on the first trial x>(2) = .566, p
=.753; number of problems solved within three trials x*(2) = 1.783, p = .410.

Table 8. Descriptive statistics towards TOL scores according to gender

Total Score Planning Time FT T
Gender N X SD X SD X SD X SD
Children Sample Girl 41 18 3.9 1.7 0.9 4.5 1.5 2 11
Boy 47 16.6 4.7 1.8 13 4.3 1.6 2.1 13
Total 88
Table 9. Comparison of TOL scores according to gender
Gender N Mean Rank Sum of Rank U z )
Total Score 5-6 years Girl 11 11.18 123 42 -.573 .566
Boy 9 9.67 87
7-8 years Girl 7 19.57 137 66 -.988 .323
Boy 25 15.64 391
9-14 years Girl 23 18.98 436.5 138.5 -.365 .715
Boy 13 17.65 229.5
Planning Time 5-6 years Girl 11 10.23 112.5 46.5 -.228 .820
Boy 9 10.83 97.5
7-8 years Girl 7 17.21 120.5 82.5 -.228 .820
Boy 25 16.30 407.5
9-14 years Girl 23 17.26 397 121 -.939 .347
Boy 13 20.69 269
FT 5-6 years Girl 11 11.32 1245 40.5 -.697 .486
Boy 9 9.50 85.5
7-8 years Girl 7 19.36 135.5 67.5 -.937 .349
Boy 25 15.70 3925
9-14 years Girl 23 18.96 436 139 -.351 726
Boy 13 17.69 230
TT 5-6 years Girl 11 10.14 1115 45.5 -.318 .750
Boy 9 10.94 98.5
7-8 years Girl 7 17.50 1225 80.5 -.327 744
Boy 25 16.22 405.5
9-14 years Girl 23 17.89 411.5 135.5 -.478 .633
Boy 13 19.58 254.5

p<.05

Mann-Whitney U test results showed that there was no statistically significant difference between girls and boys according to
total score, planning time, the number of problems solved on the first trial, and the number of problems solved within three trials.

Study 3

In this study, it was aimed to compare the TOL measures according to age and gender variables in the adults sample. The
sample comprised 244 adults (Female:134, Male:110) aged between 15-53 years (28.1+12.3).

Table 10. Descriptive statistics towards TOL scores according to age

Total Score Planning Time FT T
Age N X SD X SD X SD X SD
15-17 years 59 19.6 3.4 1.6 0.8 5.3 14 2.2 1.2
18-25 years 76 20.8 4.1 1.7 15 5.9 1.6 1.8 11
26-35 years 57 22.1 2.5 2.3 3 6.5 13 16 13
36-53 years 52 20.4 4 2.1 1.9 5.9 1.6 16 11
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Table 11. Comparison of TOL scores according to age

Age N Mean df X2 p Effect Size Bonferroni p Effect Size
Rank '72 dcohen r’Z dcohen
Total 15-17 years (1) 59 98.7 3 14.46 .002" .04 44 1-3 0.12 0.76
Score 18-25 years (2) 76 128 .002™"
26-35 years (3) 57 146.5
36-53 years (4) 52 114.9
Planning 15-17 years (1) 59 121.3 3 1.198 .756
Time 18-25 years (2) 76 117.4
26-35 years (3) 57 122.4
36-53 years (4) 52 131.1
FT 15-17 years (1) 59 96.7 3 16.852 .001"
18-25 years (2) 76 123.6 .05 49
26-35 years (3) 57 149.3 1-3 .000™ 0.14 0.83
36-53 years (4) 52 120.6
TT 15-17 years (1) 59 141.1 3 9.602 .022" .02 .33
18-25 years (2) 76 127.8 1-3 .009™" 0.05 0.48
26-35 years (3) 57 107
36-53 years (4) 52 110.1

*p<.05,""p<0.0125

Kruskal-Wallis H test showed that there was a statistically significant difference in a total score between the age groups x2(3)
= 14.460, p = .002, n2=.04, Cohen' d=.44, and the age variable have a small effect size on total score variance. Mann Whitney U
with Bonferroni Correction test result showed a significant difference in a total score between 15-17 years and 26-35 years age
groups U=982, p=.002. Results showed that the total score mean rank of adults who are 26-35 years old was higher than the total
score mean rank of adults who are 15-17 years old.

Kruskal-Wallis H test showed no statistically significant difference in planning time between the age groups x2(3) = 1.198, p =
.756.

Kruskal-Wallis H test showed a statistically significant difference in the number of problems solved on the first trial between
the age groups x2(3) = 16.852, p =.001, n2=.05, Cohen' d=.49, and the age variable have a small effect size on FT variance. Mann
Whitney U with Bonferroni Correction test results showed a significant difference in the number of problems solved on the first
trial between 15-17 years and 26-35 years U=931.5, p=.000. Results showed that the FT score mean rank of adults who are 26-35
years old was higher than the FT score mean rank of adults 15-17 years old.

Kruskal-Wallis H test showed a statistically significant difference in the number of problems solved within three trials (TT)
between the age groups x2(3) =9.602, p =.022, n2=.02, Cohen' d=.33, and the age variable have a small effect size on TT variance.
Mann Whitney U with Bonferroni Correction test results showed that there was a significant difference in TT score between 15-
17 years and 26-35 years U=1223, p=.009. Results showed that the TT score mean rank of adults who are 15-17 years old was
higher than the TT score mean rank of adults 26-35 years old.

Table 12. Descriptive statistics towards TOL scores according to gender

Total Score Planning Time FT T
Age Groups Gender N X SD X SD X SD X SD
15-17 years Female 38 19.5 3.6 1.5 0.7 5.3 1.6 2.1 1.2
Male 21 19.8 3 1.7 1 5.3 1.2 2.3 1.2
18-25 years Female 40 20.5 4 1.5 1.6 5.7 15 1.9 1.1
Male 36 21.2 4.2 1.9 15 6 1.7 1.7 1.1
26-35 years Female 29 22.1 2.4 2 3 6.5 11 1.6 1.5
Male 28 22.2 2.7 2.5 3.1 6.5 15 15 1.2
36 -53 years Female 27 19.4 33 1.8 2.1 5.5 13 1.7 1.1
Male 25 21.4 4.6 2.3 16 6.4 1.8 14 1.1

Table 13. Comparison of TOL scores according to gender

Gender N Mean Sum of U z p Effect Size
Rank Rank n? dcohen
Total Score 15-17 years Female 38 29.37 1116 375 -.382 .703
Male 21 31.14 654
18-25 years Female 40 35.25 1410 590 -1.359 174
Male 36 42.11 1516
26-35 years Female 29 28.29 820.5 385.5 -.330 741
Male 28 29.73 832.5
36-53 years Female 27 22.09 596.5 218.5 -2.189 .029* .09 .63

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



714

Male 25 31.26 781.5
Planning Time  15-17 years Female 38 29.41 1117.50 376.5 -.356 722
Male 21 31.07 652.50
18-25 years Female 40 33.28 1331 511 -2.175 .030" .06 .51
Male 36 44.31 1595
26-35 years Female 29 25.52 740 305 -1.612 .107
Male 28 32.61 913
36-53 years Female 27 23.43 632.5 254.5 -1.521 128
Male 25 29.82 745.5
FT 15-17 years Female 38 29.96 1138.5 397.5 -.024 .981
Male 21 30.07 631.5
18-25 years Female 40 35.78 1431 611 -1.159 .246
Male 36 41.53 1495
26-35 years Female 29 28.43 824.5 389.5 -.273 .785
Male 28 29.59 828.5
36-53 years Female 27 22.46 606.5 228.5 -2.037 .042* .07 .57
Male 25 30.86 771.5
T 15-17 years Female 38 28.86 1096.5 355.5 -.710 478
Male 21 32.07 673.5
18-25 years Female 40 39.78 1591 669 -.553 .580
Male 36 37.08 1335
26-35 years Female 29 29.36 851.5 395.5 -.173 .862
Male 28 28.63 801.5
36-53 years Female 27 29.04 784 269 -1.306 191
Male 25 23.76 594

p<.05

Mann-Whitney U test results showed that there was a significant difference between the total score of participants who are
36-53 years old according to gender variable U=218.5, p=.029, n2=.09, Cohen's d=.63. Total mean rank score of male participants
is higher than female participants in the 36-53 years age group, and the gender variable has a medium effect size on the total
score in that age group. Mann-Whitney U test results showed a significant difference between the planning time of participants
who are 18-25 years old according to gender variable U=511, p=.030, n2=.06, Cohen's d=.51. Mean rank planning time of male
participants is higher than female participants in the 18-25 years age group, and the gender variable has a medium effect size on
planning time in that age group. Mann-Whitney U test results showed that there was a significant difference in FT of participants
who are 36-53 years old according to gender variable U=228.5, p=.042, n2=.07, Cohen's d=.57. Mean rank FT of male participants
are higher than female participants in the 36-53 years age group, and the gender variable has a medium effect size on FT in that
age group. Mann-Whitney U test results showed that there was no significant difference between TT of participants according to
gender variable.

Table 14. Comparison of item difficulty and item discrimination levels of children and adult data

Item No pit p? z Cohen h Fix 1% z Cohen h
1 0.94 0.95 -0.382 - 0.12 0.07 1.52 -
2 0.73 0.86 -2.88" 0.30 0.44 0.24 3.72* 0.44
3 0.84 0.93 -2.57" 0.25 0.20 0.13 1.66 -
4 0.84 0.93 -2.57" 0.25 0.27 0.15 2.62* 0.28
5 0.65 0.84 -3.92" 0.44 0.34 0.33 0.18 -
6 0.70 0.84 -2.97" 0.34 0.55 0.29 4.61" 0.56
7 0.61 0.83 -4.40" 0.50 0.65 0.34 5.36" 0.62
8 0.32 0.55 -3.95" 0.48 0.56 0.73 -3.11° 0.36
9 0.07 0.10 -0.90 - 0.08 0.21 -2.99" 0.36
10 0.08 0.14 -1.58 - 0.13 0.32 -3.74" 0.46
Average 0.58 0.70 -2.17° 0.22 0.33 0.28 0.94 -

pit, rit: Children Data, pj?, rj?: Adult Data, p<.05

According to Table 14, items of TOL represent a range of difficulty from .08 to .94 for the children sample. According to Giiler
(2017), the item difficulty index ranges from 0 to 1, and .50 is mid-range. Besides, it is concerned that items difficulty index less
than .20: too difficult, .40 - .60: excellent, and more than .90: too easy (Quaigrain & Arhin, 2017). Accordingly, TOL has an average
medium difficulty level in children's data. Besides, items of TOL represent a range of difficulty from .10 to .95 and have an easy
item difficulty level for the adult sample. Z test results towards a comparison of difficulty indexes showed that the average item
difficulty level for the adult sample was significantly higher than the children sample average item difficulty. It means that TOL
was easier for the adult sample than the children sample, and the sample variable has a small effect size on TOL item difficulty. It
is possible to see the same results within other items.

Table 14 shows that items of TOL represent a range of discrimination from .08 to .65 for the children sample. It is
concerned that item discrimination .40 and more: very good, .30 - .39: good, .20-.29: fairly good, .19 and less: poor (Ebel; 1979,
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cited by Quaigrain & Arhin, 2017). Accordingly, TOL's average item discrimination level is good for the children sample. Besides,
TOL represents a range of discrimination from .07 to .73 for the adult sample, and the average item discrimination index level is
fairly good. Z test results towards a comparison of item discrimination indexes showed that there was no significant difference
between the two sample's item discrimination levels. The items with 2nd, 4th, sixth, and seventh numbered have higher item
discrimination levels in the children sample than the adult sample. However, the 8th, 9th, and 10th numbered items have higher
item discrimination levels in the adult sample than the children sample.

Table 15. Internal consistency reliability of TOL

N Cronbach Alpha Split Half
252 .60 .62
p<.05

Table 15 shows that the internal reliability Cronbach Alpha coefficient of TOL was .60, and split-half reliability was found .62.
Flynn, Schroeder & Sakakibara (1994) stated that a Cronbach's alpha of 0.60 and above was considered an acceptable reliability
level (as cited in Ringim, Razalli, & Hasnan; 2012). Besides, Anastasi & Urbina (1997) suggested using split-half reliability in case
of increasing difficulty between items.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

Results of the first study conducted with a combined sample showed that there were significant relationships between TOL
scores (total score, FT, and TT) and the age variable. However, there was no significant relationship between planning time and
age. Besides, there were significant differences between age groups regarding total score, FT, and TT. No significant difference
was found between the total score, FT, and TT of female and male participants. However, there was a significant difference in
planning time regarding the gender variable in the combined sample.

Results of the second study conducted with children sample showed that there was no significant difference between age
groups regarding each TOL score. Besides, there was a significant difference between TOL scores according to the gender variable.

Results of the third study conducted with adult samples showed that there were significant differences between age groups
regarding total score, FT, and TT. No significant difference was found between age groups by planning time. Besides, there were
significant differences between the total score, planning time, and FT of female and male participants. There was no significant
difference between TT scores of adults by gender.

Research results were interpreted by combining the results of three studies. Firstly, TOL score results according to the age and
gender variables were interpreted. Secondly, item analysis and internal consistency results were mentioned.

Research results showed that there was a significant positive relationship between total score and age. It is possible to interpret
this result as increasing age variable was associated with an increasing total score or decreasing age was associated with
decreasing the total score. In other words, the planning ability changes depending on age. In literature, it was stated that the
planning develops until the individual reaches adulthood (Becker et al., 1987; Dreher & Oerter, 1987; Welsh et al., 1991 as cited
by Mahapatra, 2016). Oku & Aihara (2008) stated that the prefrontal cortex is involved in many complex cognitive functions such
as problem-solving, planning, reasoning, and decision-making. The age-related developments in executive functions have been
associated with the maturation of the prefrontal cortex (Diamond, 2002). Besides, planning ability may be relevant to the ability
to keep information in mind. Planning ability in TOL requires keeping in mind the following peg to be moved. Case et al. (1982)
found that people could keep in mind more words by age (as cited by Diamond, 2002). The metanalysis study of frontal functioning
showed that age is an important predictor of variations in frontal functions such as planning ability (Romine & Reynolds, 2005).
The current study finding is compatible with previous researches investigated planning ability according to the age variable.
Krikorian et al. (1999) found that total score improved in a linear progression from younger to older age groups. Besides, previous
research result showed statistically significant linear and quadratic trends in TOL scores with increasing age (Albert & Steinberg,
2011). Similarly, Tunstall (1999) had found that the 4-disc TOL total score increased by age. Phillips, Kliegel, & Martin (2006) had
reached a similar result with the study finding on the age-related increase in planning ability. There are studies reporting that
performance on the TOL improved with age (Albert & Steinberg, 2011; Asato, Sweeney, & Luna, 2006; Malloy-Diniz et al., 2008).

Research results showed a statistically significant difference between total scores according to the age groups, and the age
variable has a large effect size on planning ability variance. There were significant differences in planning ability levels of
participants between 5-9 and 15-17 years; 5-9 and 18-25 years; 5-9 and 26-35 years; 5-9 and 36-53 years; 10-14 and 15-17 years;
and 10-14 and 26-35 years. Mean rank planning ability scores of children who were 5-9 years old were significantly lower than
older ages, excluding 10-14 ages. Besides, planning ability scores in 10-14 ages were significantly lower than in older ages. Similarly,
research results showed that there was a statistically significant positive relationship between the number of problems solved on
the first trial score and the age variable and a significant difference between the age groups. It was found that the age variable
has a large effect size on FT variance. There were significant differences in the number of problems solved on the first trial score
between age groups that 5-9 and 15-17 years; 5-9 and 18-25 years; 5-9 and 26-35 years; 5-9 and 36-53 years; 10-14 and 15-17
years; 10-14 and 26-35 years; and 10-14 and 36-53 years. Mean rank FT scores of children who were 5-9 years old were significantly
lower than older ages, excluding 10-14 ages. Besides, FT scores in 10-14 ages were significantly lower than in older ages. Also,
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when compared with age-related changes in the children sample, there was no significant difference in planning ability and FT
between small age ranges.

These results may be based on the ongoing improvement process of planning ability until the last stages of childhood. The
prefrontal cortex, associated with cognitive skills like planning ability, is the last brain region to mature with full maturation, which
is not reached until 16 years of age (Fuster,1999; Tunstall, 1999). These findings show a similarity with the findings of the study of
Luciana, Collins, Olson, & Schissel (2009). When compared with age-related changes in planning ability in the adult sample, results
showed that the total score mean rank of adults in the 26-35 years old age group was higher than adults in the 15-17 years old
age group. This is consistent with a rapidly advancing capacity for planning during the childhood years that reaches a peak in early
adulthood (Tunstall, O'gorman, & Shum, 2016). Research results are compatible with the previous result that TOL performance
improves with age but levels out in the adult years reported by Albert and Steinberg (2011).

Research results showed that there was no significant relationship between planning time and age. Besides, there was no
statistically significant difference in planning time between the age groups. Also, no significant difference was found in planning
time according to age compared to children and adult samples separately. Although they were not significant statistically,
compared mean rank results showed that the middle age group took shorter planning time than younger and older age groups.
Tunstall (1999) indicated that slowing in planning time occurs at around 20 years. The younger and older age groups took equal
planning time. Similarly, Tunstall (1999) had reported that planning time decreased from childhood to adolescence but increased
for adults. Besides, planning time leveled off at 10-14 years. Similarly, Luciana et al. (2009) reported that TOL planning times
leveled off at age 15.

Research results showed a significant negative relationship between the number of problems solved within three trials score
and age. Besides, there was a statistically significant difference in the number of problems solved within three trials scores
between the age groups, and the age variable has a small effect size on variance. However, there was no significant difference
when compared with age groups in the combined sample. This result may be based on the fact that Narum (2006) stated that
Bonferroni correction may be too conservative and results in greatly diminished power to detect differentiation among pairs of
sample collections. No significant difference was found in the children sample by age, too. However, when compared separately,
there were statistically significant differences between the number of problems solved within three trials scores of adults
according to the age group variable.

The number of problems solved within three trials score of adults in 15-17 years age group was higher than 26-35 years age
group. This finding showed consistency with the result of a negative relationship between age and the number of problems solved
within three trials score. The youngest age group in the adult sample had a higher number of problems solved within three trials
score than older groups. Results showed that the number of problems solved within three trials scores increased with decreasing
age. In other words, younger adults had more tendency to use feedback, monitoring actions than older adults. Older adults are
often worse than younger adults at adapting to changing situational demands, and this difference is commonly attributed to an
age-related decline in acquiring and updating information (Wilson, Nusbaum, Whitney, & Hinson, 2017).

Research results showed no significant difference in planning ability, in the number of problems solved on the first trial score,
in the number of problems solved within three trials score between male and female participants. Researchers reported no
significant difference in TOL scores between males and females (Krikorian et al., 1994; Atalay & Cinan, 2007; Masson, Dagnan, &
Evans, 2010). However, when compared with age groups in the adult sample, there was a significant difference between the total
score and the number of problems solved on the first trial scores of participants who are 36-53 years old according to gender
variable. Total mean rank score and the number of problems solved on the first trial scores of male participants were higher than
female participants in 36-53 years age group. Boccia et al. (2017) indicated that there were gender differences in performing TOL.
While males showed higher precuneus activity, suggesting that they relied on visuospatial abilities, females showed higher activity
in the dorsolateral prefrontal cortex, suggesting that they relied more on executive processing (Boghi et al., 2006). Asato et al.
(2006) reported that there were gender differences in TOL4 performance, and males performed better than females in the adult
group.

In the present study, there was no significant difference in planning ability, planning time, the number of problems solved on
the first trial scores, the number of problems solved within three trials scores between boys and girls in the children sample. Asato
et al. (2006) claimed that this gender effect was not present at younger ages indicating that this bias may be established after
adolescence. There are researches reporting that there was no significant difference between performances of the children by
gender (Culbertson & Zillmer; 1998; Asato et al., 2006).

In the present study, there was a significant difference in planning time between male and female participants. Male
participants took more time than female participants while planning. When the source of significant difference is searched, it was
found that there was a significant difference between the planning time of participants who are 18-25 years old according to the
gender variable in the adult sample. Mean rank planning time of male participants was higher than female participants in the 18-
25 years age group. Boccia et al. (2017) reported that there was a significant difference in planning time by gender, suggesting
that by the age of 26, there is an overturn in the gender differences in the speed of planning. There was no significant difference
between the TT of participants according to the gender variable.

| Kastamonu Egitim Dergisi, 2021, Vol. 29, No. 3|



717

Item analysis results showed that difficulty and discrimination levels of items increase based upon increasing moves. This result
is similar to the findings of the study conducted by Tunstall (1999). Kaller, Unterrainer & Stahl (2012) reported a clear and nearly
perfect linear increase in task difficulty by moves. Item reliability analysis showed that Cronbach's Alpha and split-half reliability
coefficients are higher than the initial study of developing 4-disc TOL by Tunstall (1999).

Research results showed that planning ability is correlated with increasing age. In further studies, planning skills in daily life
activities that stand out in individuals in diverse age groups who have different levels of planning skills can be investigated.
Research results showed that male participants' planning ability and the number of problems solved on the first trial scores were
higher than female participants in 36-53 age groups. In connection with this result, gender roles that may affect the planning
ability with increasing age may be investigated in next studies. In further studies, TOL might be used within diverse and extended
samples. In this study, only item difficulty, discrimination, and internal consistency analysis were performed, and studies including
detailed validity and reliability analysis can be conducted in future studies.

Limitations

The ability and predisposition of elderly participants to point with mouse and touchpad should be considered as a limitation as a
criterion not excluded in the study.
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Abstract

Purpose: This research aimed to reveal the views of school administrators regarding the transformation of the COVID-19
pandemic on the basic concepts of education.

Methodology: This research was designed according to the descriptive phenomenological pattern, which is a type of
qualitative research approach. The study group of the research consisted of 43 primary and secondary school administrators.
These were school administrators who attended distance education for at least 6 months during the spring 2019-2020 and
fall 2020-2021 outbreak during the COVID-19 outbreak.

Conclusions: Data were collected with a semi-structured interview form. The obtained data were analyzed with the
descriptive and content analysis technique. These themes were the transforming school consisted of the main themes from
the traditional classroom to a digital classroom, changing student, teacher competencies, changing course material. As a
result of the research, it was concluded that the concepts of school and classroom ceased to be a physical space after COVID-
19, that the teacher will not lose its importance in education after COVID-19, and even gained more importance, and the
digital material in education was more technological.

Suggestions: According to the findings obtained as a result of the research, the changes COVID-19 has made in education can
persist after the pandemic. For this reason, while it is important to gain the competencies that will be necessary for teachers
and schools to keep up with this change, continuous development and transformation should be the basic roadmap.

6z

Calismanin Amaci: Bu arastirma, COVID-19 salgininin egitimin temel kavramlari tzerindeki donisimiuyle ilgili okul
y6neticilerinim goruslerini ortaya koymayi amaglamaktadir.

Yéntem: Arastirmada nitel arastirma yaklasiminin bir turi olan betimleyici fenomenolojik desene gore tasarlanmistir.
Arastirmanin galisma grubu 43 ilkokul ve ortaokul yoneticisinden olugmaktadir. Bu kisiler, 2019-2020 bahar déneminde ve
2020-2021 giz doneminde COVID-19 salgini suiresince en az 6 ay boyunca uzaktan egitime devam eden okul yoneticileridir.
Veriler yari yapilandirilmis bir gérisme formu ile toplanmistir. Elde edilen veriler betimsel ve igerik analizi teknigi ile analiz
edilmigtir.

Sonuglar: Bulgularin analizi sonucunda sirasiyla; dontisen okul, geleneksel siniftan dijital sinifa, degisen 6grenci, 6gretmen
yetkinlikleri, degisen ders materyali ana temalarina ulasiimistir. Arastirma sonucunda COVID-19 salgini sonrasinda okul ve
sinif kavramlarinin fiziksel bir mekan olmaktan ¢iktigi, 6gretmenin COVID-19 salgini sonrasi da egitimdeki 6nemini
kaybetmeyecegi hatta daha ¢ok 6nem kazanacagi, egitimde digital ve teknolojik materyalin daha gok kullanildigi sonuglarina
ulagiimistir.

Oneriler: Arastirma sonucunda elde edilen bulgulara gére; COVID-19 salgininin egitimde yaptig degisikliklerin bazilari salgin
sonrasinda da kalici olabilir. Bu nedenle 6gretmenlerin ve okullarin bu degisime ayak uydurmasina gerekli olacak yetkinliklerin
kazandirilmasi 6nem arz ederken sirekli gelisim ve dénlsim temel yol haritasi olmalidir.
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INTRODUCTION

With the introduction of COVID-19 into our lives, rapid change and transformation have taken place in all areas of our lives.
This change and transformation have led to the formation of a new order in the world.

This new order necessitates different transformations and changes in the field of education. This is because of the basic
concepts related to education; new competencies, responsibilities, and skills have been added to the content of school,
classroom, teacher, student, and course material concepts with the pandemic. The COVID-19 pandemic has given us the
opportunity to adopt online learning and technologies, as education systems need to adapt quickly to emerging changes.

After the COVID-19 pandemic, education had to be online, as in all areas of life. COVID-19 pandemic can be considered as an
opportunity for teachers to change their classroom practices, prepare them to participate effectively in online learning, and
improve their knowledge and skills. Developing countries, in particular, need to collectively make more effort to help teachers
tackle the issues of “digital literacy,” “digital justice,” and “equality” in their professional development (Khlaif et al., 2020).

This digitized revolution can enrich by combining educational goals and interests of digital addicted students (Ali, 2020). The
five key lessons learned during the COVID-19 pandemic, a mandatory experience for many, are: Technology cannot replace a
teacher's job, participation is as important as content, design matters, what the student does between classes is as important as
what they do in the classroom. In fact, student-student interaction and self-study are more important than synchronized
learning, which often involves an instructor (Murgatroyd, 2020a).

While it is observed that the COVID-19 pandemic rapidly affects every part of society, it is also noteworthy that a lot of
research has started on this issue. In the field of education, there are many studies that investigate the effects of the COVID-19
pandemic and offer various solutions. These studies can be grouped under three headings as: “a) Inequalities caused by COVID-
19 pandemic, b) problems encountered, and c) efforts of schools and their stakeholders to cope with the problems.”

Distance education has made inequalities aggravated and visible in a multidimensional way. One of the studies that clearly
revealed these inequalities was structured in June and August 2020 with 150 teachers, students, teachers association
representatives, and parents working in primary and secondary education in five EU states (Belgium, Estonia, Greece, Italy and
Poland). According to the results of this research, the barriers that caused inequalities were young age, lack of knowledge,
learning autonomy, simultaneous use of digital technologies by family members (e.g., parent wire work), lack of technicality,
lack of sufficient space or privacy to work at home, special education needs, low inequalities that often affect students with a
socio-economic background or low socio-economic background were children with an immigrant background (especially ethnic
minorities and refugees), and lack of study rooms or inadequate parental support. Also, a high-quality, fast and stable
broadband connection can be added that not every student has equal access to digital education, especially in rural areas
(Carretero- Gomez et al., 2020).

The limited or no internet access of families with low socio-economic status in rural areas has also affected students'
readiness to learn (Alipio, 2020). This process has not only deepened inequalities. Schools, administrators, teachers, and
students faced various problems. In this process, a new school leadership order without standards emerged. School
administrators in the process; Preparation or improvement programs have had to lead their schools without an audit
framework, key performance indicators, benchmarks, precedent, and a binding or helpful plan (Harris & Jones, 2020). The
problems faced by the managers were lack of communication and knowledge, indifference of teachers, lack of planning, and
technical inadequacy (Kilekgi- Akyavuz & Cakin, 2020). On the other hand, the problems faced by teachers were
communication, student learning, and issues with parents (Cakin & Kilekgi-Akyavuz; 2020). In addition, during the COVID-19
pandemic, teachers were subjected to excessive communication load (Dilekgi, Limon, 2020). For teachers working in rural areas,
the internet and technology had been limiting factors for distance education (Hamilton et al., 2020). In the study conducted by
Khalif et al. (2020), it was stated that teachers were left alone in this process and had a lot of difficulties in this process, while
they were not prepared for the planning of the lessons and they tried to find solutions by consulting each other and sharing
their experiences. It is also emphasized that they did a lot of research on the internet to improve themselves and be more
beneficial to their students, and it was seen that the COVID-19 pandemic process has deeply affected the education system.
Students, on the other hand, experienced symptoms of malnutrition due to lack of access to school meals as well as anxiety due
to the COVID-19 pandemic and symptoms of post-traumatic stress disorder for some students. After the schools closed, the
mental and physical health of the students was greatly affected. Students needed support in the transition to "normal life"
(OECD, 2020). The collected studies about the problems encountered in distance education are: the weakness of the online
education infrastructure, the inexperience of teachers and the knowledge and technical deficiencies in preparing materials for
students, the complex environment at home, the lack of suitable environment at home, and technological insufficiency
(Murgatroyd, 2020b). Regarding the work done by the school stakeholders in this process, Unal and Bulunuz (2020) conducted a
research with science teachers and reported that teachers used Education Information Network (EIN) actively during the COVID-
19 pandemic process and that distance education became more efficient with the widespread use of "live lessons." In another
study, it was determined that teachers carried out supportive studies in classes in order to motivate their students to distance
education during the distance education process, supported them to be hopeful for the future, made them feel the school was
continuing, gave health exercises and encouraged them with good words (Cakin & Kulekgi-Akyavuz; 2020). According to the
results of the research conducted by Bozkurt (2020b), it has been found that the COVID-19 pandemic affects education both
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directly and indirectly, and those radical improvements and strategic planning are necessary to ensure continuity in education
regardless of the conditions.

In the above-mentioned research and literature review, researchers have been asked about a single component among the
components that make up the school regarding the effect of the COVID-19 pandemic on education. This research was based on
the basic concepts of education in the COVID-19 pandemic. It aimed to determine the opinions of primary and secondary school
administrators about the meanings of the concepts of "school,” “classroom,” “teacher,” “student,” and “course material."
Findings obtained from this research is expected to guide policymakers, practitioners, and researchers.

” o«

The main purpose of this research was to reveal the views of school administrators regarding the transformation of the
COVID-19 pandemic on the basic concepts of education. This basic goal has been tried to be reached with the following
questions.

1. What are the opinions of school administrators about the concept of "school" transformed by the COVID-19 pandemic?

2. What are the opinions of school administrators about the concept of "classroom" transformed by the COVID-19
pandemic?

3. What are the opinions of school administrators about the concept of "teacher" transformed by the COVID-19 pandemic?
4. What are the opinions of school administrators about the concept of "student" transformed by the COVID-19 pandemic?

5. What are the opinions of school administrators regarding the concept of "course material" transformed by the COVID-19
pandemic?

METHOD

Research Model

This research was designed according to the descriptive phenomenological pattern, which is a type of qualitative research
approach. The main purpose of the descriptive phenomenological design is to describe the perceptions and experiences of
people (Saban & Ersoy, 2016, 59). This research was based on the basic concepts of education transformed by the COVID-19
pandemic. Schools, teachers, class, students, school administrators with the perception of their experience with the course
material was designed to study in-depth and in accordance with the conditions of Turkey and in the context of schools.

Working group

Which school administrators to choose in the study were decided according to the maximum diversity and criterion sampling
method among purposeful sampling methods. Purposeful sampling is important in increasing transferability in qualitative
research. Criterion sampling is the study of situations that meet a predetermined criterion (Yildirim & Simsek, 2012). The study
group of the study was determined on the basis of the primary and secondary school administrators who participated in
distance education in the spring period of 2019-2020 and during the autumn period of 2020-2021 COVID-19 pandemic period
and were administrators in schools where simultaneous or asynchronous education was conducted in the distance education
system for at least 6 months.

Within the scope of the research, 43 primary and secondary school administrators from Ankara, Hatay, Malatya, Mardin,
Sakarya, Gaziantep, and Batman provinces were reached. 27.1% (f=13) of the administrators who participated in the study were
secondary school administrators, and 72.1% (f=30) were primary school administrators. The managers who participated in the
research were 22.9% (f=15) female and 77.1% (f=28) male. Female administrators were mostly primary school administrators.

Data Collection and Measurement Tool

In the study, a semi-structured interview form called "the views of school administrators on the educational impact of the
COVID-19 pandemic", which consists of open-ended questions developed by the researcher was used to collect the data. Before
preparing the semi-structured interview form, the literature was reviewed by the researchers, and the questions that were
thought to be included in the interview form were determined by the researchers. The prepared interview form was presented
to two researchers and one assessment expert in the field of educational sciences, and after the necessary feedback was
obtained, it was checked by a linguist to check the comprehensibility of the questions. Before applying the prepared form, it was
applied to four primary school administrators and two middle school administrators. The final check was made to see if the
guestions were clear and understandable. After all these evaluations, the semi-structured interview form was finalized. Before
the data collection tool was implemented, the participants were informed, their personal consent was obtained, and it was
stated that the participation was voluntary. There were three questions in the interview form that indicated the personal
characteristics of the manager participants. The data were collected via “Google forms,” gathered between 16-21 December
2020.
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Data Analysis

Interview texts were obtained by transferring the data obtained from the participants with the semi-structured interview
form to the computer environment by the researchers. Managerial interviews recorded by the researchers were analyzed by
two researchers and turned into a written text. Interview texts were analyzed using descriptive and content analysis techniques.
While analyzing the interview texts, four steps were followed: bracketing, phenomenological reduction, imaginary
diversification, and synthesizing meaning and essences (Giorgi, 2009) (cited in Yilmaz & Sahin, 2016). The following steps
suggested to be used in the analysis of the data were followed in the study:

1-  Naming/labelling
2-  Sorting (screening and refining)
3-  Reorganizing and compiling, and developing categories

4-  Providing validity and reliability steps (Saban , Kocbeker, and Saban, 2007)

Content analysis technique was used in the analysis of the data obtained through the interview forms. Internal reliability
was provided by direct quotations of the participants' expressions. In the research, firstly, themes and sub-themes were formed
by combining similarity and different expressions. In order to ensure the reliability of the study, the opinions of 4 researchers
working in the field of educational sciences were consulted in determining the themes and sub-themes. The managers whose
opinions were consulted in the analysis of data have been given code numbers such as (IYE-K; OYE-K..1.2.) In order to ensure
internal reliability, the findings were given through direct quotations without comment. For reliability in the study, the themes
obtained as a result of the research data and analysis process were compared with the expert opinion and findings of the
literature. The responses of the administrators to the interview questions were coded by the researchers. Three academicians
who are experts in this field created coding and the consistency between the coders, who filled the interview code key for each
interview form.

The codes with "consensus" and "difference of opinion" were determined by the coders. The reliability formula proposed by
Miles and Huberman (1994) was used in calculating the reliability of the coding. In order to ensure internal consistency, the
agreement rate between coders for each theme is expected to be at least 70% (Miles & Huberman, 1994; Patton, 2002). In the
study, the data obtained in the research “at the stage of providing validity and reliability were given in detail without any
comments” (Creswell, 1998; Merriam, 1998; Miles & Huberman, 1994).

FINDINGS

As a result of the analysis of the obtained data, five main themes were reached. These themes were respectively,
"transforming the school, traditional classroom to digital classroom, changing student, teacher competencies, changing course
material." Sub-themes and main themes related to the main themes are given in Table 1.

Tablel. Main and Sub Themes

Main Themes SubThemes

“Transforming school” Perspective before the pandemic
Post-pandemic perspective

“From traditional classroom to Perspective before the pandemic

digital classroom” Post-pandemic perspective

“Changing student” Perspective before the pandemic

Post-pandemic perspective

“Teacher competencies” Pre-pandemic duties and responsibilities
Post-pandemic duties and responsibilities
“Changing course material” Pre-pandemic course materials

Post-pandemic course materials

Transforming School Main Theme

This main theme is divided into two sub-themes: The pre-pandemic perspective and the post-pandemic perspective.
Administrators who participated in the research stated that the pre-COVID-19 pandemic school existed spatially, and then this
situation disappeared, and the school thought lost its characteristic spatially. Direct quotations expressing the thoughts of the
managers are as follows.

OYE6 “Post-COVID-19 school (open) physical area where hygiene, cleanliness, and mask rules are applied without exception.
However, there is no school concept in the distance education process, unfortunately. "

IYE12 "The educational institution where the planned education is done face to face, the educational institution where the
planned education is followed by the institution and made online."
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IYE30 “The school, which was a spatial teaching home before, later turned out that thoughts about the place of learning were
gradually demolished and learning separately from space was possible.

iYK42” The concept of school does not mean before or after COVID-19 for me. School is an institution where education and
training continue. "

YK 35” Although there were deficiencies in the education system, teacher and student were integrated under the roof of the
school before the pandemic, and the curriculum of the courses was implemented in that atmosphere. After the pandemic, the
concept of school was lifted. Most of the students and parents could not be disciplined. School atmosphere, unfortunately, did
not occur.

"OYE32 "Before the school is the living organism, and then after it is a soulless body."

Administrators stated that before the COVID-19 pandemic, the concept of school was more of a physical space, that all
activities of education and training took place in this space, and that the concept of school comes to mind first when it comes to
learning and education. In summary, School before the pandemic is a concrete concept. It was stated that after the COVID-19
pandemic, it was understood that the concept of school ceased to be a physical place and that education and training could take
place without being dependent on a physical location. In summary, After the pandemic, the concept of school has started to
become a virtual concept.

From Traditional Classroom to Digital Classroom Main Theme

This main theme is divided into: The pre-pandemic positive/negative perspective and post-pandemic positive/negative
perspectives. Administrators who participated in the research revealed that the concept of class was not spatial, as revealed by
COVID-19. It can be stated that the concept of class was viewed more positively before COVID-19. Direct quotations expressing
the thoughts of the managers are as follows.

[YE12 "The place where face-to-face training takes place online after COVID-19."

[YK14 "The concept of class is not spatial.”

IYE19 ”Before dreams were shaped, an area where hopes flourish. Next is the dead city, emptiness, and hollowness. “

IYE25 " Classroom "= A room in the school, before the COVID-19 pandemic, "Classroom" = Phone, Tablet, computer after the
COVID-19 pandemic.

iYK41 "Everywhere is a classroom."

OYK31 "The classroom is a physical place and can be everywhere, but it is something that has a soul for the child."

[YE20 “The beautiful place where we have a free interaction with our children, we enjoy the most, sometimes smiles and
sometimes burst into laughter. It is the place where we make chestnuts at the stove, the constant sharing, and where we dream
of opening up to new worlds and fit many things in them. I, unfortunately, continue to continue all these beauties with distance
education.”

Administrators stated that before the COVID-19 pandemic, the managers defined the concept of the classroom more as a
physical space with interaction and spirit. However, after the COVID-19 pandemic, it was stated that the classroom was
transformed from being a physical space to a digital environment with interaction and spirit.

Changing Student Main Theme

This main theme is divided into: The pre-pandemic perspective and post-pandemic perspective subthemes. Administrators
who participated in the research viewied the student concept negatively after COVID-19. They stated that the student had
difficulty. Direct quotations expressing the thoughts of the managers are as follows.

OYE7 “The student is a demand in the old term. Student: It is the person who demands something and wants to learn. This
process has increased students' responsibilities. Our children who follow their programs and work daily will be real students. "
[YE13 "While students were who came to the classroom before COVID-19, but there were those who wanted to learn afterward."
IYK16 "The generation that learns to adapt.”

IYE19 “The joy of the school, little people hungry for learning. Then he lost hope, a ball of problems. "

[YE20 “Our children, with whom we shared instant feedback before COVID-19 are unfortunately on the screen nowadays. Of
course, it makes us happy that they are good, but unfortunately, the students of this generation will probably get the most
negative effect in distance education.

IYE25 " student "= individual willing to learn "pre-COVID-19 outbreak" student " = unwilling to learn."

IYE32 "Before, he lived in school, that he is an individual and that he is an important value. After the pandemic, he cannot
breathe."

OVYE31 student is being talked not learning about as the only after the child who attends school, but not going to school."

IYE35” Before the pandemic, students were coming to their school wearing their school uniforms, sitting on their desks, attending

classes, getting better discipline in the classroom atmosphere, and adapting better to education. Technological impossibilities
after the pandemic, lack of attendance required to attend a live lecture, lack of attendance, monotony of being in front of the
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screen for a long time, a decrease in the classroom dominance of the teacher, no anxiety about grades caused the students to
behave more comfortably, and the responsibility of the student decreased.”

Before the COVID-19 pandemic, the administrators defined the student as the individual who was willing to learn more,
better disciplined, and the joy of the school. After the COVID-19 pandemic, the administrators defined the student as the
individual whose responsibility was reduced, who could not benefit from education due to technological or different
impossibilities, and who realized the learning with his own will and self-control.

Teacher Competencies Main Theme

This main theme is divided into two sub-themes, these were: Pre-pandemic duties and responsibilities and post-pandemic
duties and responsibilities. Administrators who participated in the research stated that the concept of the teacher was talked
about more after COVID-19, and the teacher should give more places to learn technology. Direct quotations expressing the
thoughts of the managers are as follows.

[YE27” During the process, more concepts, knowledge, and technology words entered our lives. | understood that the major
stakeholder of post and pre-process education is again the teacher. "

OYK31 "The teacher is everything, including a babysitter after the teaching role, but if you do not know technology, you are in
trouble."

IYE32. "Giving his competencies directly and efficiently, after the pandemic, those who cannot reach the desired efficiency and
professional satisfaction."

[YE34 “The necessity to follow technological developments in education has become more prominent. | think that learning should
be made simpler and more understandable, and now the education model should be discussed with small groups rather than
large groups. "

IYK39 “The teacher had no difficulties in demonstrating his talents by focusing before COVID-19. After COVID-19, when his own
life anxiety was added to everything else, he changed to distance education with fear. "

OYE15 “The teacher, who is at the center of learning, lost this position with this process. “

iYE13 "While pre-COVID-19 teachers mostly adhere to classical and familiar methods, they have sought or developed new
methods and techniques that will facilitate learning afterward."

According to administrators, before the COVID-19 pandemic, the teacher was the individual who felt more at the center of
learning, professional satisfaction, and efficiency. After the COVID-19 pandemic, the teacher was an individual who needed to
know technological techniques and methods, was still at the center of education, but could not sufficiently felt professional
satisfaction and efficiency.

Changing course material Main Theme

This main theme is divided into two sub-themes: Pre-pandemic course materials and post-pandemic course materials.
Administrators who participated in the research stated that the concept of course material was digital material after COVID-19.
Direct quotations expressing the thoughts of the managers are as follows.

OYE7 “In fact, all kinds of materials that affect learning and education are indispensable that should be used whenever the place
and time comes. The use of different materials has brought new perspectives to our teachers and students. "

OYK17 "While 3D materials were important before, now the importance of digital materials has increased."

IYE3 “Previously, emotional education was a part of us. Afterward, it became the technology is part of our life. "

[YE13 "While the course material was available in the school pre-COVID-19, afterward everything that facilitates learning has
been material."

IYK16 "Materials that keep up with changing events."

IYE11 "It is a good education with sufficient materials beforehand, and it’s like a patchy built house afterward.”

According to administrators, more course materials were materials that can be used within the school before the COVID-19
outbreak. The materials used after the COVID-19 pandemic were mostly technological and digital materials.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

In this study, which aimed to reveal the views of school administrators regarding the transformation caused by the impact of
the COVID-19 pandemic on the basic concepts of education, five main themes were formed based on the findings. These themes
were “the transforming schoo traditional classroom to digital classroom,” “changing student,” “teacher competencies,” and
“changing course material.” Based on these main themes, the sub-themes were the pre-pandemic perspective, post-pandemic
perspective, pre-pandemic duties and responsibilities, post-pandemic duties and responsibilities, perspective of pre-pandemic
course materials, and post-pandemic course materials. The findings of the main themes are:

I “ u ” u.
’

“The transforming school” and “traditional classroom to digital classroom”

The concept of school and classroom that existed spatially before COVID-19 in the main theme of the transforming school
and traditional classroom to a digital classroom, after COVID-19, it has been concluded that everywhere can be schools and
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classrooms than spatially. This result is consistent with Zhao's (2020) study, which stated that COVID-19 is an opportunity to
rethink education findings. Rethinking should not be about improving the school; it was stated that post-COVID-19 schools and
education should be reshaped with the questions of "what," "how," and "where" to learn. Because COVID-19 broke the taboo
that the concept of school and classroom is a spatial place. Your school and classroom have shown the whole world that there
can be any place where students and teachers interact. COVID-19 introduced the necessity of redefining the concepts of school
and classroom. In addition, with a changing leadership order in this process, the school management has assumed a collective
unifying role to sustain everything and everyone, based on distributed collaboration and without networked national standards
(Harris, 2020b).

In summary, each component that makes up the school has been under the influence of this transformation with the change
made by the COVID-19 pandemic.

“Changing student”

It has been concluded that students who came to school before and after COVID-19, children who want to learn and who
can adapt. Also, findings showed that there were many problems the students have faced.

At the beginning of these problems, the students had to spend most of the day in front of the screen. Unfortunately,
students who have not developed self-control may not have learned. Therefore, COVID-19 has been an opportunity for students
who can realize learning.

A 13-year-old student who spoke to the New York Times newspaper made statements supporting this finding. According to
Mintz (2020), a 13-year-old student has attended distance education lessons since March -23- 2020 and learned more in
distance education than the lessons given in the classroom. Because this student stated that “there were no distracting students
and teachers who could not manage the classroom “ in the classroom. The student further stated that the distance education
process improved his weaknesses and strengths, communicated with other learners online, and improved himself by watching
the subjects he could not learn on a recorded basis. Some students stated that distance education gave them the freedom to
move, fewer distractions than the classroom, and they could focus more on the lesson (Carretero Gomez et al., 2021).

In the COVID-19 pandemic, the entire responsibility of learning belongs to the student (Bozkurt, 2020b). The COVID-19
outbreak has shown that students' digital competencies were not sufficient (Deshmukh, 2020). Another study (Alipio, 2020)
determined that Filipino students did not have the basic skills to operate computers and were not ready for online learning.
These results have highlighted three concepts that COVID-19 should have in students. The student who has these concepts of
"self-control," "flexibility," and "willingness to learn” has fulfilled all its responsibilities. Thanks to the desire to learn and the
flexibility provided by distance education, and the student's self-control, learning continued outside of online hours.

“Teacher competencies”

It was found that the teacher should not lose its importance in education before and after COVID-19 and should use
technology very well with new methods and techniques after the pandemic, and the technological competencies of teachers are
not sufficient. Deshmukh (2020) and Bozkurt (2020b) concluded that during the COVID-19 pandemic, the digital competencies of
teachers were not sufficient and that schools and teachers are not ready to adapt to the transition from traditional face-to-face
learning to online learning (Beng, Wardle, Collie 2020). Hutinger, Robinson. and Schneider (2004) stated that individuals using
technology are as important as technology in distance education. They underlined that successful technology use depends on
teachers' wealth level and technology knowledge and that technology will not have an impact on curriculum and learning when
teachers are uncomfortable with technology and its use. This pandemic process may indicate that even the latest technology in
education cannot replace the teacher.

The COVID-19 pandemic has made new competencies mandatory for teachers. These are excellent domain knowledge,
competent computer knowledge, communication skills, clarity of expression, emotional connection with students, other skills
required to deal with the demands of online platforms, ability to solve minor problems during and after online, virtual classroom
experience, patience, empathy, attentiveness to students, excellent presentation skills addressing a specific subject, and proper
use of existing teaching-learning tools with user-friendly features are additional skills found to manage the online teaching
process. These are critical strategies involved in motivating students, collaborating and team teaching, and creating an online
classroom (Mishra, Gupta, Shree, 2020). In short, COVID-19 is a digital transformation that requires teachers to acquire new
skills and competencies(Beng, Wardle, and Collie, 2020). In summary, the COVID-19 pandemic has proven once again that
teachers are the foundation of education, as well as being a digital transformation that requires teachers to acquire new skills
and competencies.

“Changing course material”

Pre-COVID-19 materials were usually created in school teaching materials. Afterward, it was found that digital tools and all
kinds of materials that facilitate learning were used. This result fits with the finding that distance education cannot be achieved
without the necessary tools and technology (Ascough, 2002). Adopting an online learning environment is not just a technical
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issue. It is pedagogical. Therefore, adequate preparation of teaching materials and curriculum and assessment knowledge in
online education is very important. Technology is just a means of transfer to the learner and requires closure. Therefore, in
online education, Cross collaboration between teaching, content, and technology teams is required. It is a pedagogical
transformation that requires rapid mobilization for students and teachers outside the classroom (CoSN, 2020). Course materials
are not only concrete technologies, i.e., computers, smartphones. It also consists of educational theories, approaches, and
strategies, which are abstract technologies for the use of technological materials. Therefore, one of the points to be considered
after the COVID-19 pandemic is the use of the invisible side of educational technologies, that is, abstract technologies, in
education together with concrete technology (Bozkurt, 2020a). After the COVID-19 pandemic, the change in teaching materials
has transformed teaching methods and techniques. The success of concrete materials will depend on the effective application of
abstract technologies.

After the COVID-19 pandemic, it became clear that new competencies were introduced where the concepts of “teachers,”
“students,” “schools,” “classrooms,” and “lesson material” changed, everywhere could be schools and classrooms, but in this
spirit that school function requires a soul, which is made up of student and teacher interaction. While using more technological
materials as course material, preparing these materials and directing students to these materials are among the competencies
of teachers. Crisis management with technology has been placed at the top of teaching competencies. The teacher should be
competent to use technology well and make correct and clear decisions according to the situation. In addition, it is thought that
distance education will be permanent after COVID-19. As we gradually emerge from COVID-19, most will remain the same, but
many more distance education gains will probably change permanently (Bates, 2020). Online learning can become a financial
imperative for sustainability (Murgatroyd, 2020c). Therefore, the gains gained as a result of the transformation of the changes
brought by the COVID-19 pandemic to education should be clearly developed. Innovation and technological developments in
education should be followed by teachers, and necessary in-service training should be given by the Ministry of National
Education. Students and teachers should be supported technologically and psychologically in this process, teachers and students
should be taken out of certain platforms, and non-governmental organizations should be included in education in order for
distance education to be a truly live lesson. Policies should be developed to reduce inequalities in education and to prevent
children from being left behind in education. As a result, some of the changes the COVID-19 pandemic has made in education
may also be permanent after the pandemic. Continuous development and transformation should be a basic roadmap in order to
gain the competencies that will enable teachers and schools to adapt to this change. In this study, the transformation of the
COVID-19 pandemic on school, classroom, teacher, student, and the course material was examined through the opinions of
school administrators. Researchers can study these concepts with different stakeholders of the school and with different
working methods.

” u

EIN (Educational Information Network): An online social education platform developed by the Ministry of National Education.
This platform and EIN TV were used in distance education
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Abstract

This article aimed to investigate the action-oriented approach (AoA) in the English textbook ingilizce 5 used in the 5th grades
of public secondary schools in Turkey by means of analyzing the characteristics of the so-called project presented at the end
of unit 5 Health. It is argued that the unit objectives of the textbook are stated in terms of functional-notional objectives
rather than action objectives and that the so-called project presented at the end of unit 5 does not carry the characteristics
of a pedagogical project. Further to this, it is misleadingly conceptualized as an individual assignment by the authors of the
textbook, it lacks the process dimension and it functions only as a pretext for reusing the language content of the unit. The
attempt to employ pre-programmed projects at the end of each unit of the textbook ingilizce 5 is subject to criticism. By
proposing an alternative mini-project that meets the minimum characteristics that can be expected of a project, the article
illustrated how to make this textbook action-oriented.

Oz

Bu makale, 5. tinitenin sonunda sunulan s6zde projenin 6zelliklerini analiz ederek Turkiye'deki devlet ortaokullarinin 5.
siniflarinda kullanilan ingilizce 5 ingilizce ders kitabindaki eylem odakli yaklasimi (EoY) incelemeyi amaglamistir. Ders kitabinin
inite hedeflerinin eylem hedeflerinden ziyade islevsel-kavramsal hedefler agisindan ifade edildigi ve 5. tinitenin sonunda
sunulan sézde projenin pedagojik bir projenin 6zelliklerini tagimadigi iddia edilmektedir. Buna ek olarak, ders kitabinin
yazarlari tarafindan yaniltici bir sekilde bireysel bir 6dev olarak kavramsallastiriimistir, stire¢ boyutundan yoksundur ve
yalnizca Ginitenin dil igerigini yeniden kullanmak igin bir vasita islevi gériir. ingilizce 5 ders kitabinin her Ginitesinin sonunda
6nceden programlanmis projeleri kullanma girisimi elestiriye tabidir. Makale, bir projeden beklenebilecek minimum 6zellikleri
karsilayan alternatif bir mini proje 6nererek, bu ders kitabinin nasil eylem odakl yapilacagini géstermektedir.
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INTRODUCTION

Since the goal of the communicative approach (CA) and task-based language teaching (TBLT) (Ellis, 2003; Estaire & Zanon,
1994; Nunan, 1989; Willis, 1996) is to train successful communicators, linguistic action (speech acts) in both CA and TBLT is the
reference action, which will enable the students to be involved in intercultural dialogues successfully in short term contact
situations or tourist trip situations as referred to in Van Ek’s (1975) The Threshold Level in a European-Unit/Credit System for
Modern Language Learning by Adults. The goal of training successful communicators has been replaced with a much more
challenging goal in the two other subsequent Council of Europe documents, the Common European Framework of Reference for
Languages (CEFR, 2001) and the Common European Framework of Reference for Languages Companion Volume (CEFRCV, 2018),
that of the goal of training social actors. The natural implication of setting such a goal for language learners is that the reference
action is no longer the speech action (linguistic action) but the social action, which is defined as acting with the others by Puren
(2004). For this reason, the action-oriented approach (AoA) is used in this article to refer to social action-based learning (SABL) as
used in Puren (2020) and Acar (2020a, 2020b). CEFR (2001, p.9), in the following quote, considered speech actions at the service
of social action:

The approach adopted here, generally speaking, is an action-oriented one in so far as it views users and learners
of a language primarily as ‘social agents’, i.e. members of society who have tasks (not exclusively language-
related) to accomplish in a given set of circumstances, in a specific environment and within a particular field of
action. While acts of speech occur within language activities, these activities form part of a wider social context,
which alone is able to give them their full meaning. We speak of ‘tasks’ in so far as the actions are performed
by one or more individuals strategically using their own specific competences to achieve a given result.

Considering learners as social actors (social agents), in the above quote, implies a paradigm change from training
communicators (as in the Threshold Level document) to training social actors who can live and work together in their democratic
society. It should be noted that communication in the AoA does not disappear but its status changes: it is no longer both the
means and the goal but just a means at the service of social action.

The Characteristics of Mini-projects in Language Textbooks

The new reference goal (training social actors) and its reference action (social action) are what require finding practical ways
of implementing the AoA (or SABL) in and/or outside the classroom, in language curricula as well as language textbooks. Puren
(2008b, 2009, 20144, 2014b, 2016, 2017, 2018, 20193, 2019b) argued that the most effective way of implementing the AoA is in
the form of project pedagogy since the project is the best model of social action and it is the reference learning action to train
social actors in their real mini-society (classroom). More specifically, he argued that the students can be involved in pedagogical
projects that they choose, design, implement and evaluate as autonomously as possible (with the help of the teacher).

Mini-projects, on the other hand, are pre-programmed by curriculum developers or textbook writers, but they also reflect the
characteristics of pedagogical projects as much as possible though not fully. Mini-projects differ from pedagogical projects in two
respects: (1) They are limited by the timeframe of the textbook unit (2) They may not integrate all the characteristics of pedagogical
projects, in particular, they offer limited autonomy compared to the pedagogical projects, the production of a mini-project is
generally not used in the following units repeatedly, and they require the students to reuse the language and cultural content of
the textbook unit (actional situation of reuse). It should be noted that although mini-projects offer reuse situations, they always
have an educational dimension besides it, and this is what mainly differentiates a mini-project from both the final task of TBLT
and communicative situations of CA. This means that a mini-project always has (alongside its linguistic objective) an educational
objective, that is, educating students as critical but responsible, autonomous but supportive citizens (Puren, 2014b, 2017).

There are also other characteristics of mini-projects that make them different from the basic activities of both TBLT and CA.
The presence of the design stage of the mini-project is an important characteristic of mini-projects. The design defines the action
and sets the objective of the action, presents the plan of the action (action scenario), leads the students to search and select the
information necessary to carry out the mini-project (research and work on resources) (what Horton (2007) calls information
literacy or what Puren (2008a) calls informational competence), specifies the final linguistic product, sets the necessary evaluation
criteria to evaluate the product and process. In selecting the social action of the mini-project, the priority is given to the real action
though the use of realistic simulations is also possible (Puren, 2009; Maurer & Puren, 2019). In the AoA/SABL, communication is
not the ultimate goal of any mini-project, but just a means for realizing the mini-project, contrary to CA, in which communication
is both the means and the goal. Thus, in the action-oriented textbooks, the unit is the unit of action, whereas, in the communicative
textbooks, it is the unit of communication.

The design stage of the mini-project also reflects the other characteristics of mini-projects, such as autonomy and collectivity.
Although autonomy given to the students in a mini-project is not as high as in the pedagogical projects (since mini-projects are
specified by the textbook authors or curriculum developers), still a certain level of autonomy is given to the students in the action
scenario of the mini-projects by offering mini-choices to the students in these steps or by offering the students at least two mini-
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projects, which are variants of the same social action, at the end of the textbook unit (Acar, 2020a). Regarding the collective
dimension, the objective of the action as well as the steps of the action scenario and the evaluation stages of the mini-projects
should integrate the collective dimension since social action is by nature a collective action.

As can be observed from this analysis, a mini-project design does not only focus on the product (like making a poster) but also
has a process dimension (action scenario), in other words, a single instruction focusing on just the product such as Make a poster
does not make it a mini-project since it lacks the process dimension of the mini-project. It should be noted that what is most
important from the point of view of the training of a social actor is the process dimension of a mini-project, although what is most
important from the point of view of the learning of the foreign language is the work of collective preparation and realization of
the final language production.

All these characteristics of mini-projects relate to complexity. A mini-project can be more or less complex depending on its
total preprogramming by the teacher, the textbook or curriculum or its total non-directivity. In other words, if the mini-project is
chosen, designed and implemented by the students (social actors) in full autonomy (under the guidance of the teacher) without
imposition from an outside authority, it will no longer be a mini-project but a pedagogical project, it will be more complex for the
teacher and the students to implement it. For this reason, Puren (2009, 2014a, 2016, 2019b) rightly puts forward that mini-projects
are the best way of training social actors by means of language textbooks; in other words, “mini-projects should be the main action
units in textbooks prepared in accordance with social-action-based learning (SABL)” (Acar, 20203, p. 29).

METHOD

This section presents information about the research design, study group, data collection tools, and data analysis.
Research Design

This study used document analysis as a qualitative research method to analyze the activity named as a project at the end of
unit 5 of the English textbook ingilizce 5 used in the 5th grades of public secondary schools in Turkey.

Study Group

The activity named as a project at the end of unit 5, which was selected randomly among all the units of the English textbook
ingilizce 5, was chosen for the analysis since the analysis of each project in each unit will exceed the page limitation.

Data Collection Tools

According to Bowen (2009, p. 27), document analysis is “a systematic procedure for reviewing or evaluating documents - both
printed and electronic (computer-based and Internet-transmitted) material.”

Data Analysis

The activity named as a project at the end of unit 5 was analyzed to investigate whether it carries the characteristics of mini-
projects. Thus, the research question that this study aimed to reply is: Does the activity named as a project at the end of unit 5
carry the characteristics of a mini-project as a form of the application of the AoA in language textbooks?

FINDINGS
An Analysis of the 5th Grade ELT Textbook ingilizce 5 in terms of the AoA

ingilizce 5 is used in the 5th grades of public secondary schools in Turkey by students at the average age of 11 in Turkey. The
textbook contains 10 units built around topics, and at the end of each unit, there is a section titled as project, which the textbook
introduces as “Project reinforcement assignment” (Yalgin, Geng, Orhon, & Sahin, 2019, p. 9) in the section introduction of the
book. However, the attempt to employ pre-programmed projects at the end of each unit is problematic in terms of the AoA since
according to Puren (2009, 20144, 2016, 2019b) the maximum a language textbook can employ in a pre-programmed manner is a
mini-project. Projects, on the other hand, are chosen, designed, and implemented by the social actors (with the help of the
teacher) with maximum autonomy and hence can not be presented in a pre-determined manner by a textbook or curriculum.

Unit objectives in the textbook ingilizce 5 are stated in terms of functions and notions. At the beginning of Unit 5 Health, for
example, objectives of the unit are given as “In this unit, we name illnesses and express our needs and feelings. We make
suggestions about illnesses” (Yalgin et al., 2019, p. 76). This is also problematic in terms of the AoA since unit objectives in action-
oriented textbooks are not stated in terms of functions and notions but in terms of actions (Acar, 2020a). This is actually one of
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the differences between the communicative textbooks, in which the unit is the communication unit, and action-oriented
textbooks, in which the unit is the unit of action. Thus, the functional-notional unit objectives of ingilizce 5 naturally make the
textbook communicative rather than action-oriented. The functional-notional objectives of each unit also clarify the sole function
given to the so-called projects at the end of each unit: putting the students in a reuse situation, in which the students can reuse
the language content of the unit. The action objectives of each unit and the mini-projects in the action-oriented textbooks, on the
other hand, have a very important characteristic, which is educating social actors, and this educational dimension of mini-projects
is what mainly differentiates between mini-projects and communicative tasks of TBLT or simulated situations of communication
in CA.

The Analysis of the Proposed Project in Unit 5

The so-called project proposed at the end of unit five Health is “Make a poster. Give suggestions for a healthy life” (Yalgin et
al,, 2019, p. 87). However, this so-called project lacks a design stage, in which even the objective of the action is not defined clearly
(what is the aim of the poster?) along with the recipient of the message and the rationale for preparing the poster: To whom and
for what reason will the students give suggestions for a healthy life on the poster? Where will the poster be displayed? The function
of this poster, thus, can even be criticized from a communicative point of view since there is no requirement for interaction among
the students in the design.

There is no action scenario in the design. The students immediately embark on preparing a poster to give suggestions for a
healthy life to unknown recipients; in other words, the so-called project just focuses on the product, and the process dimension
is absent, which is even enough to prove that the so-called project cannot be considered as a project. There is not instruction to
guide the students in searching and selecting the necessary information, which relates to informational competence (Puren,
2008a), to prepare the poster, neither is there any evaluation criteria to evaluate the product and process dimension of the so-
called project. The action is a real action since the students will prepare a poster; however, since the objectives of this unit are
stated in terms of functional-notional objectives, the unit is not an action unit but a communication unit, and the poster functions
only as a pretext for reusing language content (notions and functions) of the unit. Besides, in the AoA, the mini-projects always
have an educational dimension besides its linguistic dimension. It is, however, difficult to talk about the educational dimension of
this co-called project since the objective targeted is only a linguistic objective (reusing the language content of the unit).

Since the design stage of the so-called project Make a poster. Give suggestions for a healthy life is absent; important
characteristics of design such as autonomy and the collective dimension are also absent in this so-called project. The students are
not given choices in the action scenario. Indeed there is neither action scenario nor design in the proposed project. Such being
the case, it is impossible to talk about the collective dimension as reflected in the design stage. Even the final production (poster)
does not reflect the collective dimension since it is not stated whether the students will prepare the poster in pairs, groups, or as
a whole class. From the instruction, it is understood that each student will prepare his or her own poster. Since there is no
evaluation stage in the so-called project, it is also impossible to talk about the collectivity in the evaluation. There is a section
named Reflect on your English placed just below the project section of the unit, but the aim of this section is the self-assessment
of the language performance of the students in terms of communicative can-do statements, and this evaluation does not reflect
action-oriented criteria.

Since the proposed project does not carry the characteristics of pedagogical projects and since its only function is to allow the
learners to reuse the language content of the unit, it can be concluded that the so-called project of this unit is neither a project
nor a mini-project. Therefore, | propose the following mini-project design to illustrate how to make this unit a real action unit:

A: As a whole class, you will organize a class health day and celebrate it in your class or school hall, or any place you
choose.

B: As a whole class, decide on a motto for your class health day (you can discuss it in your native language and then
translate it into English with the help of your teacher) (e.g., Be healthy live long!) As a whole class, decide on the date,
time, and place of your celebration.

C: As a whole class, decide on whom you will invite to your health day celebration (friends from other classes, your
parents, other teachers in your school, etc.) and how to invite them (invitation card/ face to face/ on the phone). Prepare
an invitation card, first, in your native language and then translate it into English with the help of your teacher or talk to
the guests in your native language on the phone or invite them face to face in your native language.

D: As a whole class, first, discuss the different possible formats for your posters, then, each group will decide on their
choice (dividing the poster into 3 or 4 or more parts, and each part will explain an item etc. or any other format you
choose)

E: Decide, as a whole class, on the criteria for evaluating your posters (visual quality, the relevance of the arguments,
originality, effective use of the newly learned language content of the unit etc.) (You can discuss these criteria with each
other as well as your teacher in your native language).
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F: With the help of your teacher, decide, in groups, on what each poster will display for a healthy life (a poster for healthy
eating, a poster for physical activity, a poster for hygiene, or any other you choose). Each group will prepare a poster (by
considering their target audience that they decided on in step C) to display on your health day.

G: Each group will consult their parents at home and/or their elders and/or their teacher at school to get ideas and
suggestions about their topic and then translate with your teacher those ideas and suggestions into English.

H: Make your posters in groups.

I: Each group will present its posters in the classroom. The other classmates will listen to you, ask questions, and evaluate
your poster according to the format you developed collectively (e.g. not ok, ok, excellent). They will also make suggestions
for the presenters (you can use your native language).

J: Invite your friends and/or other teachers and/or parents to your celebration.

K: Celebrate your health day and present your posters to the audience.

L: Get the reactions of your guests (in the target language or your native language) about the health day you organized.
What do they think about your event? What are the effects of your celebration on them? Do they think that it raised their
consciousness about some health issues? How do they evaluate your poster when they compare it to the existing official
posters?

M: Make a collective self-evaluation of the organization and realization of your celebration in your native language. What
went well, what could have been done to make it better. Why? How?

The design stage of this mini-project reflects the important characteristics of pedagogical projects such as autonomy and the
collective dimension. The students (social actors) are given choices in the steps of the mini-project, which gives them a certain
level of autonomy. The collective dimension is also present in the design, and it is reflected not only in the objective of the action
but also in the steps of the design, final social action as well as the evaluation stage. It should be noted that the teacher reserves
the evaluation of the language in the final productions, but for the choice of evaluation criteria, the social actors (students) have
a margin of autonomy, so certain criteria will be used in evaluation by the teacher, others in self-evaluation. The presence of the
design with a certain level of autonomy and the collective dimension as well as the collective evaluation stage contribute to the
educational dimension of the mini-project: educating social actors. Thus, the sole function of this mini-project is not resuing the
language content of the unit but it also has an educational dimension. The presence of the action scenario and the final social
action also indicates that the mini-project includes not only the product/performance component but also the process dimension,
which is the most important dimension contributing to the educational goal of training social actors. Announcing the objective of
the action, which is a real social action rather than simulated action, at the beginning of the unit as is required from an action unit
of an action-oriented textbook will also indicate that the unit is not a communication unit but an action-oriented unit with an
educational dimension. It is also important to note that this mini-project has the potential to form a class identity since it is the
social actors’ (learners) own health day designed and celebrated collectively. Since the students are led to seek and manage
information at step G, the informational competence is addressed in the design. Finally, the presence of the design, which carries
the characteristics of mini-projects, makes this mini-project a complex social action while it is difficult to talk about complexity in
the proposed project of the textbook Make a poster. Give suggestions for a healthy life, which lacks such a design.

CONCLUSION AND RECOMMENDATIONS

The English textbook ingilizce 5 used in the 5th grades of public secondary schools in Turkey gives place to a section titled as
a project at the end of its units, which the textbook introduces as Project reinforcement assignment. It is understood that both the
authors and the editors of this textbook view project as an assignment, which is problematic in terms of the AoA, which views the
classroom as an authentic mini-society where the social actors (students) collectively take decisions, are involved in actions and
make evaluations not only outside of the class but also inside of the class. Thus, in the AoA, a project is not viewed as an individual
assignment to be carried out at home. It is a complex social action designed, realized (in steps) and evaluated with a certain level
of autonomy and collectivity, a complex social action which not only has a linguistic dimension but an educational dimension and
in which the social actors are required to use their informational competence and communication is put at the service of social
action. The so-called project of the textbook Make a poster. Give suggestions for a healthy life does not meet the characteristics
of mini-projects. Besides, the textbook authors’ unsuccessful attempt to give place to pre-programmed projects at the end of each
unit is also problematic in terms of the AoA. Puren (2009, 2014a, 2016, 2019b) argued that the maximum a language textbook can
include in a pre-programmed manner is a mini-project since projects are chosen, designed and realized by the social actors (under
the guidance of the teacher) with maximum autonomy. One reason for the misconceptualization of projects by the authors and
editors of the English textbook ingilizce 5 might be the misunderstanding of the AoA in the Turkish ELT curriculum for the primary
and secondary schools of Turkey (MoNE, 2018), on the basis of which this textbook was written. The curriculum states that:

As no single language teaching methodology was seen as flexible enough to meet the needs of learners at various stages
and to address a wide range of learning styles, an eclectic mix of instructional techniques has been adopted, drawing on
an action-oriented approach in order to allow learners to experience English as a means of communication, rather than
focusing on the language as a topic of study (p. 3).
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The curriculum sets communication as the ultimate goal of the AoA, which is certainly not true since communication in the AoA is
only a means at the service of social action, and the goal of the AoA is to train social actors. Acar’s (2020c, 2020d, 2020e) analyses
of three English textbooks, ingilizce 7 and Let’s Learn English used in the seventh grades of public secondary schools in Turkey and
Count Me In used in the twelfth grades of public high schools in Turkey, also indicated that these textbooks did not reflect the
principles of the AoA just like ingilizce 5 analyzed in this article. The English textbook ingilizce 5 makes several mistakes that should
be corrected in the future action-oriented English textbooks: Projects, in these textbooks, should not be conceptualized as
individual assighments. Rather than attempting to give place to pre-programmed projects at the end of the units, the textbook
units should give place to at least two mini-projects, which are variants of the same social action and which carry the characteristics
of pedagogical projects as much as possible. By only focusing on final production as ingilizce 5 did in the so-called project presented
in unit 5, Make a poster, the textbooks should not ignore the process dimension of mini-projects. The unit objectives should not
be stated only in terms of functional-notional objectives since, in the AoA, the unit is the unit of action so the primary objectives
of the units should be stated in terms of social actions. The educational dimension, in mini-projects, should be reflected in the
mini-project design since the mini-projects have an educational dimension besides offering situations of actional reutilization of
the language contents of the textbook unit. It should be borne in mind that evaluation criteria may change depending on the mini-
project, and certain criteria will be used in evaluation by the teacher, others in self-evaluation. The teacher is responsible for the
evaluation of the language in the final collective productions as well as the students’ participation in the project. These suggestions
are relevant not only to textbook writers who intend to write action-oriented textbooks but also to curriculum developers who
intend to develop English curricula based on the AoA.
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Abstract

Purpose: Recent policy and reform documents in education have promoted inquiry-based learning, which is seen as an effective
way of teaching science. However, there are few studies evaluating the teacher-student interactional structure of inquiry-
based science (IBS) classes. Although the class is a social place, where learners are in the process of social interaction as a co-
construction process, this lack of research limits our understanding of the nature of interaction in IBS classes. The lack of
understanding of this interactive structure causes teachers to provide the desired answers to the theoretical questions that
are asked outside the classroom, but the results in the classroom are not at the desired level.

Design/Methodology/Approach: On this basis, this study examines IBS classroom interaction by the micro-analytic conversation
analysis (CA) method to reveal the interactional phenomena within the classroom. The study was conducted with two science
teachers and their 56 fifth-grade students. A database of 12 hours of IBS interactions was examined line-by-line and turn-by-
turn using CA.

Findings: Findings show that there are interactionally different phases in the practice of IBS classes and that teacher-student
interactions also change according to context. These stages were named (1) initiating the inquiry, (2) focusing on the
investigation, and (3) sharing understanding. Within these different phases of a science lesson, the pedagogical aims of the
teachers and the interactive tools are found to differ.

Highlights: This has important implications for the study of the subjects and the class, which are dealt with in depth in terms
of science education under a different conceptual framework. In addition, this study presents a contribution to CA research in
terms of examining the interactional characteristics of science classes.

6z

Calismanin amaci: Egitimdeki son politika ve reform belgeleri, fen 6gretiminin etkili bir yolu olarak gérilen sorgulamaya dayali
6grenmeyi tesvik etmektedir. Ancak, sorgulamaya dayali fen siniflarindaki 6gretmen-6grenci etkilesimlerinin yapisini
degerlendiren az sayida ¢alisma bulunmaktadir. Sinif, 6grenciler ile 6gretmenlerin etkilesim strecinde oldugu sosyal bir yer

olmasina ragmen, bu arastirma eksikligi sorgulamaya dayali fen siniflarindaki etkilesimin dogasina iligkin anlagiimasini
engellemektedir.

Materyal ve Yontem: Bu temelde, bu ¢alisma, sinif igcindeki etkilesimsel yapilari ortaya g¢ikarmak igin mikro-analitik konusma
¢Ozlimlemesi yontemiyle sorgulamaya dayali fen sinif etkilesimini incelemektedir. Arastirma iki fen bilgisi 6gretmeni ve 56 5.
sinif 6grencisi ile yurttulmustar. 12 saatlik sorgulamaya dayal fen sinifi etkilesimlerinden olusan bir veri tabani, konusma
¢oziimlenmesi kullanilarak satir satir ve adim adim incelenmistir.

Bulgular: Bulgular, sorgulamaya dayali fen uygulamarinda etkilesimsel olarak farkli asamalarin oldugunu ve 6gretmen-6grenci
etkilesimlerinin baglama gore degistigini gostermektedir. Dersin etkilesimsel olarak farklilasan bu asamalarinda, 6gretmenlerin
pedagojik amaglari ve etkilesimli araglarin farkhhk gosterdigi tespit edilmistir.

Onemli Vurgular: Bu galisma fen siniflarindaki etkilesimsel yapilarin ortaya cikartilmasina ve fen derslerinin etkilesimsel
ozelliklerinin incelenmesi agisindan konusma ¢6zimlemesi aragtirmalarina katki sunmaktadir.
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INTRODUCTION

Contemporary science education curricula aim to promote students’ use of inquiry to adapt to continually changing and
developing information bases (Finlayson et al., 2015; NRC, 2000). Some reports, policy and reform documents have been affecting
science education curricula and teaching objectives throughout history. For example, the Sputnik crisis, Beyond 2000 (Millar &
Osborne, 1999), National Research Council Reports (NRC, 1996; 2000) and the Next Generation Science Standards (NGSS Lead
State, 2013) have influenced science education perspectives. NRC reports (1996; 2000) have a significant impact concerning
science education standards and, in all reports, the relation between inquiry and teaching and learning of science is highlighted.
Rocard et al. (2007) also prepared a report for the European Commission which is related to the present and the future of science
education. This report acted as a stimulus for inquiry-based science education (IBSE) research and projects, mapping the science
education framework and requirements in the modern world. At the end of the report, the authors suggested that inquiry is the
focal point of science education.

Accordingly, there is much research (e.g., Abd-El-Khalick et al., 2004; Crawford, 2007; Finlayson et al., 2015; Author 2016;
Minner et al., 2010; Sadeh & Zion, 2009) in this field to investigate different ways to increase practicality in the science classroom.
However, despite the significant number of studies, practicality of inquiry remains a challenge as teachers and prospective
teachers experience difficulties applying this approach in the classroom (Abraham & Millar, 2008). Research shows that teachers
can respond to the questions regarding the inquiry-based learning approach with appropriate answers ‘outside the classroom’;
however, they fail to reflect their ideas in their classrooms (Darling-Hammond et al., 2020; Author, 2016). This situation refers to
some troubles seen ‘in the classroom’, which points to a need to investigate them there. Such an investigation can potentially
provide rich feedback oriented to bringing new insights into classroom activities, teacher-student interaction, teacher talks, and
various classroom-contextual components, especially for understanding what is happening in the classroom. Therefore, this study
focuses on teacher-student interaction, mainly through investigating teacher talk and teaching activities in the IBS classrooms.
The study's purpose is to conduct a micro-analytic conversation analysis of an IBS classroom to unpack the interactional structure
of science classrooms. Furthermore, in line with the general purpose, the paper sets out to propose an interactional definition of
IBSE by describing the interactional unfolding of lesson phases and identifying interactional tools and pedagogical aims in a micro-
moment context.

Classroom Interaction and IBSE

According to the social constructivist approach, the development of the learner cannot be fully explained only by individual
efforts. Vygotsky (1978) stated that two individuals with the same level of Intelligent Quotient (IQ) would have a different degree
of learning because of the impact of different social environments on their developments. Therefore, some scholars have focused
on classroom interaction to understand meaning-making processes. For instance, Edwards and Mercer’s (1987) pioneering
research in science education looked at the relationship between the context of lessons and practical activities while talking.
Lemke’s (1990) seminal work also claims that learning science involves learning to talk science, and he focuses on how students
get to talk about science during classroom discourse. Another example is Rocard et al. (2007), who pioneered research on inquiry-
based learning and established inquiry-based learning as a contemporary research framework and stated that communication is
a skill which learners should develop. The increasing research interest in science classrooms shows that the invisible nature of
science classroom talk has become more crucial, and there is a need to conduct more research to unpack it.

Classroom interaction is increasingly gaining importance in science education as well as the social sciences. Research in the
roles of teachers and students in a socio-cultural environment within the classroom is of utmost importance to improve an
understanding of the applicability of the inquiry-based approach (Kelly, 2007; Oliveira, 2010; Windschitl, 2004). Investigating and
improving a socio-cultural structure within the classroom is possible through conversation analytic examinations of teacher-
student (Zemel & Koschmann, 2011) and student-student interactions (Mortimer & Scott, 2003) in order to reveal their discourse
patterns (Lemke, 1990; Mehan, 1979) and analyze the interaction (contact) between participants (Mortimer & Scott, 2003). Many
researchers state that the quality of interaction and discourse in the classroom should be improved to teach science literacy and
IBSE (Kelly, 2007, 2014; Lemke, 1990; Mortimer & Scott, 2003; Oliveira, 2010; Tang, 2016). For this reason, teacher educators
suggest some frameworks for teachers, since they are the prominent figures in classroom interaction and discourse. For instance,
Mortimer and Scott (2003) suggest a communicative approach that aligns with teachers’ purposes, and can also be used for
teacher interventions. On the other hand, Walsh (2006) suggests another framework that is oriented towards language classrooms
but is often used in other educational disciplines, namely self-evaluation teacher talk (SETT) which emphasizes the notion of
classroom interactional competence (CIC). The reflection on teachers’ interaction is the central place of the SETT framework

The first influential science classroom discourse research was conducted by Edwards and Mercer (1987). They examined the
relationship between the content of science lessons and the practical activities through teacher-student talk. The second high-
impact study was Lemke's study (1990) which draws on discourse analysis. According to Lemke (1990), scientific discourse is not
merely talking about science, it also means doing science through the language. Thus, it also refers to observing, describing,
comparing, classifying, analyzing, discussing, hypothesizing, theorizing, questioning, challenging, arguing, designing experiments,
following procedures, judging, evaluating, deciding, concluding, generalizing, reporting, writing, lecturing, and teaching in and
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through the language of science. Lemke (1990) also describes classroom interaction with a triadic framework, Question-Answer-
Evaluation.

Mortimer and Scott (2003) conducted similar research, focusing on meaning-making processes. They established links between
discourse patterns and the communicative approach, which affects meaning-making processes in the science classroom. More
recently, Kaya et al. (2016) have investigated secondary school science classrooms through teaching the nature of science. The
researchers drew on discourse analysis to examine teacher talk, and they concluded that a discourse pattern which is triadic,
chained and adjacently paired, can explicitly change the nature of science teaching and learning processes. Tang (2016) examined
the relationship between the communicative approach to classroom talk and the modes of representation used by science
teachers. Jin et al. (2016) investigated how physics teachers structured classroom discourse to promote the cognitive and social
aspects of IBSE. The research was conducted with 17 physics teachers who were actively involved in teacher education at the
university level and teacher training activities in local school quarters. Considering the social aspect of the inquiry, the teachers
interacted frequently with the students in a class. However, it was found that facilitating conversations among students and
prompting students to talk about their ideas are quite challenging. Besides, Jin et al.’s (2016) research empirically showed that
teachers often asked students to follow the procedures of scientific experiments rather than engaging them in active thinking.
Teachers were also inclined to associate hands-on activities with inquiry-based teaching, and hence engaged students in activities
that were hands-on but not minds-on.

However, there are some studies on the interactions in classrooms, and the analysis in the existing studies has superficial
transcriptions and unconvincing patterns. Looking at these studies (Lemke, 1990, Mortimer & Scott, 2003; Rymes, 2008; Ryder &
Leach, 2008; Windschitl, Thompson, & Braaten, 2008), it is seen that superficial transcriptions and generic structures (e.g., IRF/E,
IRFRF) have been used to gain an understanding of these settings. The researchers in the line of research that has been given so
far (e.g., Kelly, 2007; Kelly & Crafword, 1997; Lemke, 1990; Mortimer & Scoot, 2003; Ryder & Leach, 2010; Rymes, 2008;
Windschitl, Thompson & Braaten, 2008) seem to analyze classroom discourse based on orthographic transcriptions of classroom
interactional instances and examine the data to infer some patterns. They bring evidence to classroom contexts using these
relatively minimally detailed transcripts, which might eventually lead to a lack of understanding of the discourse and
communication, as well as a lack of identification of the context.

In addition to orthographic transcriptions of talk, it is also of utmost importance to include intonation, stress, interruptions,
pauses, gestures, and the physical context in detail in the transcripts (Sert & Seedhouse, 2011; Sert, 2013; Walsh, 2011). Therefore,
the studies that investigate the interactional skills among teachers and students and discourse in science education are required
to address this multitude of interactional details in the analysis of discourse rather than transcription analysis. Notably, in the last
decade, ethnomethodological conversation analysis has frequently been used in classroom interaction studies (e.g., Seedhouse
2004; Evnitskaya & Morton 2011; Sert & Walsh 2012). The first research which draws on CA is Mchoul (1978) regarding the
organization of turns during the formal talk in a classroom. He investigated sequential organization rules in classroom settings and
found that they are different from informal speech exchanges regarding turn-taking and turn allocation, and also that teachers
organize their rules. Mchoul (1978) used audio and video recordings of teacher-fronted classrooms, and he discovered some rules
in terms of management of turn-taking in classroom interaction.

Following Mchoul (1978), much research has explored classroom interaction types, and has drawn on a micro-analytic
perspective. The bulk of research adopting a CA perspective has been particularly oriented to language classrooms (e.g., Brandt,
2011; Evnitskaya & Morton 2011; Kaanta, 2010; Markee, 2000; Mortensen 2008, 2009; Mortensen & Hazel 2011; Seedhouse,
2004; Sert, 2011; Sert, 2015; Sert & Walsh 2012). Nevertheless, there is some research carried out in the field of science education
related to Content and Language Integrated Learning (CLIL) (e.g., Evnitskaya, 2012; Mercer, Dawes, Wegerif & Sams, 2004; Morton,
2012). However, research on interactional organization of science classrooms (e.g., Duschl & Osborne, 2002; Kelly & Chen, 1999;
Kelly, 2007; Leach & Scott, 2002; Lemke, 1990, 2001; Mortimer & Scott, 2003; Roth, et al., 2011; Windschitl, Thompson, & Braaten,
2008; Urmeneta, 2008; van Aalst & Trounog, 2011) has drawn on discourse analysis rather than the micro-analytic perspective.
The principal methodological power of the micro-analytic CA, apart from discourse analysis, is to bring robust evidence to learning
and comprehension at the micro-level in the interaction of teachers and students. Although the discourse patterns reflect the
interaction in classrooms to a certain extent, they still need to be complemented with data and robust analytic evidence.
Therefore, it is considered that micro-analytic methods are necessary for science education, including CA which provides an in-
depth analysis. With this research gap in mind, this study set out to adopt a CA-based approach for the examination of science
education settings, given that CA provides evidence of discourse patterns such as IRF (initiation-response-feedback; Sinclair &
Coulthard, 1972) or its modifications. However, these patterns have not received enough research attention in various classroom
interactional settings (Sert, 2011). These generalizations can give an overview to help us understand classroom interaction and
sequential organization.

Given that it will add a new dimension to these issues, this research is deemed essential and valuable. At the same time, it will
pave the way to use by achieving the purpose and simplifying the applicability of an IBS education informed by the data and
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research evidence. This study will describe classroom interaction in the IBS classroom and look more closely into interaction,
adopting a conversation analytic perspective in line with the following research questions:

1. How is teacher-student interaction sequentially organized in IBS classrooms?
2. What are the pedagogical aims used by teachers in IBS classrooms?
3.  Which are interactional tools used by teachers to actualize pedagogical aims in IBS classrooms?

METHODOLOGY

The research reported in this paper is part of a study (Kaya, 2017) conducting a micro-analytic investigation of an IBS classroom
to unpack the interactional structure of science classrooms. This study examines IBS classroom interaction by the CA method to
reveal the interactional phenomena within the classroom. CA has the potential to reveal the interactive nature of science classes
by examining naturally evolving interaction data from a data-driven and participant-focused perspective, focusing on the
participants' moments of success in social actions.

Empirical data analyzed in this study come from two different classrooms as part of a larger corpus. The data were gathered
during the implementation of a science lesson for a term that has four different science subjects at 5th level. This level is the first
stage of the lower secondary school in the Turkish educational system. Furthermore, the implementations were conducted at the
same level in two different state schools in Ankara, Turkey. The whole corpus includes conversational data that come directly from
science classrooms. The corpus consists of audio and video recordings of 24 science lessons, each of which is approximately 45
minutes long. So, there are a total of 12 hours of recordings.

Conversation Analysis (CA)

The current study employs micro-analytic conversation analysis (Sacks, 1992), a methodology which has emerged from
ethnomethodology (Garfinkel, 1964). It should be noted that within the research, the terms micro-analytic analysis and CA are
used interchangeably. CA is mainly used for examining structures and patterns of interaction in everyday talk and institutional
contexts. So, it can be described as “the interaction order”, in line with Goffman (1983). According to Sidnell (2010), CA is an
approach within the social sciences that aims to “describe, analyze and understand talk as a fundamental and constitutive feature
of human social life” (p.1).

Ethnomethodological CA is mainly oriented to developing an understanding of how this order is achieved in social interaction,
and it is a data-driven methodology based on micro-analytic studies (Sidnell, 2010). The analysis in this research employs the
methods and principles of CA to “uncover social actions through observing and describing turn-taking, repair and preference
organization practices” (Sert, 2011, p. 6). “Unmotivated looking” is the crucial principle of CA methods and a starting point for the
examination of data to discover what is happening (Liddicoat, 2007). Unmotivated looking involves the analysts’ preliminary
examination of the data to reflect the participants’ points of view, rather than looking for a pre-identified or pre-defined
theoretical phenomenon. Therefore, the first and essential step of the analysis is to reveal some phenomena through an
unmotivated look at the recorded data. In this study, unmotivated looking is employed for the initial treatment of recorded IBSE
classrooms. When a phenomenon emerges from the corpus, it is investigated for further occurrences in other recordings, to
discover a pattern in teacher-student interaction. The data also include multimodal features of classroom interaction. However,
conducting a multimodal analysis is beyond the scope of the current study, mainly due to some technical problems with the
recordings and also to maintain a more specific research focus. Nevertheless, the study addresses multimodal features to increase
the readability of extracts and reflect the sense-making mechanisms in interaction.

Participants

The participants were two science teachers at the secondary school science level and 56 (11- or 12-year-old) students in these
teachers' classes who were attending their first compulsory secondary education year. Teachers and classes use Turkish at the
secondary level in Turkey.

The main focus of this research is on two science teachers who were selected through purposeful sampling. The researcher
specified some features before choosing the teachers, such as keeping an open mind for academic and professional development,
teaching science at the 5th-grade level, and willingness to do group work. First of all, possible school options were determined for
implementation, and then school visits were carried out to inform the principal and science teachers about the details of the
research. During this process, the researcher mentioned the research aims and his expectations from the teachers. Following the
explanation of the process, the researcher checked whether they would take part in the research as volunteers. Moreover, signed
consent forms were collected from participants before the implementation. A similar process was conducted for learners and
their parents. Merve and Biisra (pseudonyms) were the main participants in the research.
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Data Collection

The data collection process is an integral part of conversation analytic research for identifying verbal and non-verbal actions
during an interaction (Jenks, 2011). For this reason, all of the data collection tools were explained and negotiated in terms of
classroom settings at the kick-off meeting with the teachers. Three cameras, positioned as shown in Figure 1, recorded the lessons'
entire duration.

The researcher did not participate in the lesson to avoid interfering with its naturality. Labov (1970) refers to the negative
impact of cameras, and an observer’s or researcher's presence in recorded settings, as the observer's paradox. The cameras were
set up with an adjustable tripod for every lesson and fixed according to the learner seating plan without any intervention by a
controller to minimize negative effects. However, the absence of a researcher to adjust the cameras during the class time caused
the loss of some data due to teacher movements in the blind spots. Moreover, in some cases, the cameras did not record the
participants’ voices clearly because of multilogue interaction, choral responses, and softer sounds. With these factors in mind, the
first inquiry-based lesson included three cameras, but this session was not recorded, to allow the participants to get used to the
presence of cameras.
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[Figure 1. Classroom settings and location of cameras]

Data Treatment

For representational purposes, each extract in the paper has an identification code for increased readability of the following
analyses. For example, Extract 3: Mrv_ax_ Isx, short identification of extract, [time span], where 3 stands for the number of extracts
in the whole collection, making it easy to access it in the database and Mrv or Bsr show the teacher’s name in the collected data.
Following the teacher codes, an inquiry-based task name is given; for instance, “ax” expresses the “sound cups” in the
“Propagation of Sound and Light” unit. The “Isx” stands for the classification of the lesson section instead of giving the exact
minute. Following the lesson phase demonstration, a brief explanation is given to clarify the subject of the sequence or the main
topic of the analysis. The last code in the identification system is the time interval between the opening and closing of an extract
in the given lesson phase rather than the entire lesson time. Annotation of data is another significant step while building a
database and building a collection of the phenomenon being investigated.

All transcriptions were in the Turkish language, and the data were translated into the English language only for the extracts
used in the paper. Due to the difficulties of translation from the primary language to another language, there is no consensus
about translation among CA scholars. On the one hand, some of them advocate that all transcripts should be translated word by
word, concerning translations of the idiolects (Jenks, 2011). On the other hand, some others maintain that translations of any
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transcription might harm the nature of data and the interaction language (ten Have, 2007). Furthermore, CA studies include many
notations to present verbal or non-verbal actions, and these notations can be used at the beginning, in the middle, or at the end
of a word. Therefore, showing notations in translated turns is troublesome concerning the precision of the moment of unfolding
actions. With these considerations in mind, the data translated a turn based on idiolects to provide an overall understanding of
the data for all researchers and target groups.

Reliability, Validity and Limitations

Reliability is a crucial concept for CA studies too, as Seedhouse (2004) states: CA research is based on the recordings of the
interactional episodes for further examination. It also underscores CA studies' reliability, in that these recordings capture as much
of the interaction as possible. For instance, all the participants should be recorded during the communication, and the recordings
should not consist of only audio or video. To this end, audio-video recordings are a basic requirement for reliability in CA research.
Besides, choosing an excerpt or the micro-moments and presenting quality representations are of utmost importance to ensure
the study's reliability.

CA researchers (Jenks, 2011; Heath et al., 2010; Sert, 2011) dwell on the camera locations regarding interaction, participant,
natural settings, and different angles. With this concern in mind, the first author located three fixed cameras with three tripods
to view the participants from the best angles possible (see Figure 1). One camera is located at the back of the classroom to record
the teachers, but teachers usually move around in inquiry-based learning classrooms. Therefore, it was fixed near the blackboard
located at the back of the classroom. Two cameras were set up in the left and right corners at the front of the classroom, and they
focused on the students and student groups.

Data analysis and data representations are fundamental validity factors of CA research (ten Have, 2007). Moreover, Seedhouse
(2004) focuses on the validity concern under four different dimensions, and he links them with the objectivity and credibility of
the research. These dimensions are internal, ecological validity, construct validity and generalizability. The current research draws
on the next turn proof procedure to show participant orientations based on speaker actions, and all claims are grounded in an
"emic perspective". Hence the findings are entirely open for examination by other analysts. Ecological validity is "normally
concerned with social research which is conducted in experimental and laboratory-based settings, which may not be transferable"
(Brandt, 2011; p. 57). Data comes from classroom settings that are not scripted environments, and participants' actions are
observably context-renewing. However, one concern might be a possible departure from natural occurrence due to recording
interactions with three cameras.

FINDINGS

Institutional interactions are investigated in terms of specific features such as turn-taking, turn design, sequence organization,
lexical choice and asymmetry of roles (Heritage, 1997). Through the first section of the analysis and the findings section, all of
these features will be exemplified in IBS lessons and micro-moments of the lesson called ‘lesson phase’ (LS) in the whole study. It
will also focus on how a lesson is initiated, maintained and closed by the teacher within the IBSE. The second question is related
to describing and revealing teachers’ pedagogical aims and interactional tools oriented to the mediation of emerging educational
goals. The second question will also build upon the findings related to the first research question. The pedagogical aims and
interactional tools will be discussed considering the different micro-contexts throughout a lesson.

IBS lessons are divided into sub-sections based on some theoretical assumptions (Author, 2016; Pedaste et al., 2015). However,
some scholars are unaware of the different stages of inquiry processes in the lesson (Minner et al., 2010). During the micro-
detailed analysis, we realized that the teachers divided the inquiry lessons into three different sections: the first section is related
to "initiating the inquiry", or a warm-up section before teamwork or investigation of the research question. The second is the
primary investigation process, which includes teamwork and experimenting; this section is called "focusing on the investigation".
The third section is the "sharing of understanding" time after the inquiry process, which comprises sharing the findings, comparing
the investigation process and outputs, discussing with peers, and teacher requests for explanation or checking for understanding.
Furthermore, sequence organization, turn-taking structure, and preference organization become distinct in these lesson phases.

Through various teaching series, teachers' pedagogical aims and interactional tools drawn on for implementation purposes
were unpacked. To this end, every lesson phase in this section can be investigated in terms of teachers' pedagogical foci and the
interactional resources that they deploy. Teachers draw on some pedagogical focus/aims/goals to get the highest level of learning
objectives. The learning focus is defined as "task as workplan" (Breen, 1989), "task as a process" (Seedhouse, 2004) or "academic
task structure" (Erickson, 2004), while the pedagogical focus is referred to as "task-in-process" (Schwab, 2011). Thus, the learning
aim has a static structure, but the pedagogical aim is dynamic. Teachers manage the lesson phases depending on the learning
goal, pedagogical aims, and interactional tools. The term ‘interactional tools’ is favored in the study rather than 'interactures' to
refer to the relationship between the lesson phase and its componential interactional tools. An interacture can be defined as a
particular tool which 'belongs to' or is typical of the lesson phases. The pedagogical aims and interactional tools were also given
in every lesson phase section below.

| Kastamonu Education Journal, 2021, Vol. 29, No. 3|



742
The Initiating the Inquiry Lesson Phase: Interactional Features and Pedagogical Aims

The inquiry lesson's initiating phase has been defined as the first step of an IBS lesson since it covers the beginning of the task
before the investigation process. It can be seen as preparation for the scientific investigation in terms of a research question or a
scientific topic. Therefore, this lesson phase requires different patterns, pedagogical aims, sequential organization, and
distribution of teachers' and students' roles for the following parts of the lesson phase. The lesson phase frequently has a recurring
pattern that reveals how the lesson will go on, thus hinting at the process's general structure. Therefore, the beginning of the
inquiry lesson phase can be interactionally identified. The lesson phase definition emerged from the data inductively, as shown in
Table 1 from the beginning to the end.

Table 1. Initiating the inquiry lesson interactional structures

Lesson phase Interactional features

1. Teacher’s questioning process about students’ background knowledge or previous lessons as an initiator of the

sequence.
Initiating the 2. Responses elicited from more than one student relevant to teacher requests.
inquiry 3. Teacher’s avoidance of the evaluation of students’ contributions.

4. Classroom discourse and discussion continued on the research question between teacher and learners or teacher’s
transmission of the research question.
5. Inthe final part of this lesson phase, participants get through the investigation process.

Pedagogical Aims Interactional Tools e
Lesson phase . Descriptions
(pa) (it)
Teacher turn of more than one clause.
pad. Tointroduce the IBS activity itl. Extended teacher turns
which uses explanation or
pa2. Checking and displaying the instruction Turn openings or topic changes markers
answer to elicit responses in 2.  The use of transition (e.g., all right, yes, now) and attention-
relation to previous lesson or markers getter.
scientific subjects Asking questions to which the teacher
Initiating the . 3. Known-answer question knows the answer.
inquiry pa3. To enable increased learner
participation it+.  Paraphrasing of learner Declaration of the learners’ response
contributions within some lexical changes
pa4. Ask some questions to prepare 5. Teacher’s allocation Selection of the next speaker among the
for the investigation process learners by bidding or direct nomination
pab. To transmit information it6.  Absence of feedback Not giving feedback following the

learners’ explanation

To illustrate the initiating an inquiry lesson phase, Extract 1 is chosen from the corpus. In Extract 1, Busra draws on student
experiences as a warm-up activity before focusing on the investigation stage. Extract 1 illustrates an example during which the
participants talk about their experiences concerning the highest hill they have ever seen. Before the extract, the teacher asks a
question, "which is the highest hill you have ever seen?" to elicit responses based on the learners' prior knowledge. The question
works as an initiator of the sequence. The answers are elicited from more than one student (line 37-48, 49-70, 71).

Extract 1: Bsr_a4d 1lsl, Teacher (Tchr), Yade and Cenk talk about their experiences
concerning the highest hill they have ever seen. [01:02.0-01:49.5]

37 Tchr: peki tYade
all right iYade
38 +pointing to Yade
39 Yade: 6gdretmenim ben sey kayseriye gitmis[tik birgin]=

my teacher we have gone to kayseri [one day ]=

40 Tchr: [si::: ]
41 +gaze at another student
42 Yade: =kayseri akrabalarimiz oturuyor orida (0.4) gdrmistim

=our relatives live in kayseri (0.4) I have seen

43 Erciyes dagi
Erciyes mountain

|Kastamonu Education Journal, 2021, Vol. 29, No. 3|



743

44 (0.4)
45 Tchr: *hmm°® Erciyesi g&[rdin peki
hmm you saw Erciyes all right

46 Nese: [ama (bizimki sizinkinden daha bluytk)
[but (ours is bigger than yours)

47 Tchr: peki en (.) tepe kismini gdrebildin mi.
all right did you see its highest point?

48 Yade: °°onu géremedim &Jretmenim®’
°°I didn’'t see it my teacher®’

49 Tchr: Cenk

50 +pointing to Cenk

51 (0.4)

52 Cenk: ei: saklikent

53 (1.9) ((the teacher looks straight up))
54 Tchr: Saklikent nerde?

where is Saklikent?

55 (0.6) tgaze at Cenk
56 Cenk: ei:: fethiye de hocam
ei:: in fethiye my teacher
57 (1.1)
58 Tchr: tepeler mit var orda

are there hills?

59 (0.3)
60 Tchr: arkadaslarina anlat ben de bilmiyorum clinkit
tell your friends, because I don’t know either

6l (0.9)
62 Cenk: ei:::(0.5)°°ben anlatmasam®
ei:::(0.5) if I do not tell

o

63 +hand goes to neck
64 (0.3)
65 Tchr: natsil bir seydi
what was it like?
66 (0.8)
67 Cenk: ei:: selale vardi cok [yiiksek
erm:: there is a very high waterfall
68 Tchr: [hih1
69 Stds: [ (unintelligible talks)
70 ((teacher goes to the blackboard))
71 Tchr: peki cocuklar ei:: Cren bir de sen soyle.

all right children erm:: Cren say it as well.

72 +pointing to Cren

Extract 1 consists of two different sequences between Teacher-Yade (line 37-48) and Teacher-Cenk (49-68). Furthermore, a
new sequence starts with selecting a speaker for the same question at the end of the extract. Before line 37, a student tells her
experiences, and the teacher produces a ‘compliance token’ (Schegloff, 2007), “all right”, to display understanding and allocate
the turn to a new speaker without any evaluation of the previous learner’s contribution. After the marker, the teacher assigns the
turn (line 37-38) to Yade who bids for the floor by raising her hand to explain her experience concerning the requested topic.
Therefore, Yade tells her own experiences about the highest hill she has ever seen, between lines 39 and 43. The learner’s turn
emerges as the second pair part of the sequence. When Yade finishes the turn, the teacher asks a question (hmm you saw Erciyes,
all right, all right, did you see its highest point?) as a post-expansion (FPPpost) which functions to shape the learner contribution
that is used as the third turn of the IRF pattern (Jacknick, 2011) (line 45-47). However, Yade does not give any further information
(I didn’t see it), and the teacher allocates the turn (line 47 and 48) to Cenk, who bids for the floor by raising his hand. During this
sequence, the teacher does not rework the base first pair part, but Cenk responds to the question. Cenk constructs a turn
construction unit that includes a hesitation marker (ei::) and a word (saklikent), which is the name of a ski resort area, in line 52.
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Following this turn, there is a long silence (line 53) and the teacher looks away as if she is thinking about “saklikent”. This silence
may be an indicator of an open question, repair, or post-expansion. So, the teacher asks a question to clarify the location of the
hill in line 54.

Moreover, she asks more questions (line 58, 65) and requests an explanation (line 60). These turns include two actions, namely
request for the elaboration on the students’ talk and shaping learner’s contributions, thus being ‘double-barreled’ (Schegloff,
2007), which denotes more than one action to an utterance. After the extract, the teacher continues to elicit student experiences
regarding the main topic, and then she passes to the research question that constitutes the learning aim. In the whole process,
the teacher avoids any verbal evaluation of students’ contributions, in order to elicit more responses. Walsh (2006) notes that the
less the teacher gives evaluative responses in the discussions, the longer the controversial topic lasts. Besides, Sert (2015) explains
the balance between the timing of evaluation, and if the teacher does not give the right answer immediately, it provides
communicative space for other students.

When Extract 1 is analysed with a focus on pedagogical aims and interactional tools (Table 1), the teacher’s pedagogical focus
dominates the whole series by asking questions to lay the ground for the investigation process and to enable increased learner
participation. Throughout the extract, the teacher draws on learner experiences and uses information-seeking questions instead
of known-answer questions. The interaction which occurs between the teacher and Cenk emerges differently from the interaction
between the teacher and Yade. Cenk starts his turn with a hesitation marker “ei:” and just says “saklikent”, which is the name of
the mountain that is the highest he has ever seen (line 52). However, a long silence follows his turn (line 53). The teacher asks a
question to clarify the location of the hill in line 56.

Moreover, she asks more questions (line 58, 65) and requests an explanation (line 60). All teacher turns have multitasked
features that shape learner contributions and elaboration on student talk. At the end of the sequence, the teacher is still seeking
increased student participation, but she does not make any evaluations or give feedback. Furthermore, she allocates the turn to
another student to maintain the pedagogical aim. This endeavour also serves the second educational goal, which is to ask a
guestion to prepare for the next lesson phase; in other words, the “focusing on the investigation” sequence.

The initiating of the inquiry lesson phase consists mainly of a question-answer adjacency pair, as is the case in traditional
classrooms. A question utterance creates the first pair part (FPP) of a sequence and is frequently constructed by the teachers (e.g.
Extract 1). An answer is the second pair part (SPP) of the line as a conditionally relevant constructional unit of an adjacency pair.
Students build SPP, and teachers try to elicit multiple SPPs (e.g., Extract 1) throughout the lesson phases, which refer to more than
one appropriate pair (Schegloff, 2007) or a candidate answer (Koole, 2010) in response to the same FPP. For this reason, a question
is reworked after a possible explanation is provided through a multilogue discussion, or a new recipient is selected without
reworking or paraphrasing the FPP (e.g., Extract 1).

The Focusing on the Investigation Lesson Phase: Interactional Features and Pedagogical Aims

The “focusing on the investigation” lesson phase is located in the middle of the IBS lessons, and it is also the longest part of
the lesson time. Throughout this lesson phase, students engage in an experimental process to come up with evidence, results, and
implications based on a research question. Furthermore, the learners collect data and make inferences as a preparation for the
“sharing understanding” lesson phase. The “focusing on the investigation” section has several interactional characteristics, which
frequently occur with a recurring classroom discourse pattern, as seen in Table 2.

Table 2. The "focusing on the investigation" phase of the inquiry lesson

Lesson phase Interactional features

1. Following the beginning of the investigation process, the teacher observes while the learners work on the material and
ask questions, or the learners ask for help and guidance from the teacher.

2. Teacher’s questioning or learners’ requests are mainly related to possible error sources. When the teacher realises there

is trouble, he/she delivers some guidance or works as a group member.

If the problem is common, the teacher makes an announcement to the whole class.

Focus on the
investigation

pw

The teacher moves to another group (teacher walks around the research group).
5. At the end of the focus on the investigation process, instructions are given to enable a transition to the last part (sharing
understanding) of the inquiry science lesson.

Pedagogical Aims Interactional Tools e
Lesson phase . Descriptions
(pa) (it)
pab. To organise the physical learning  {£7. An absence of learner Short or rarely learners' turn.
environment and rules contribution
Focus on the pa/. To help students concerning
investigation material problems 8. Asingle teacher turn which A single, extended teacher turn which
pas8. To ensure following the uses instructions uses explanations and/or instructions
instruction
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pal. To elicit responses about the i£9. The use of attention-getter  Imperatives and high-volume expression
material or process devices turn-initial position

pal0. To check the investigation
process while students are {€10. Information-seeking Genuine questions to which the teacher
working question does not know the answer.

poul 1. Tointroduce the research Turn-taking without teacher’s allocation
process it7.  Absence of teacher or nomination.

allocation

Toillustrate this lesson phase, Extract 2 is chosen from the corpus. In Extract 2, the teacher works as a team member and finds
out the problem related to the lighting of the lamp. She steps in to draw students’ attention to the connection of the electric
circuit. At the beginning of the sequence, the teacher observes a group while they are working on the electrical circuit (line 25).
Then she asks a question (FPP) to understand what they have done during the research process (line 26). Arya responds to her
with “yes” (SPP). Following the answer, the teacher asks to see the circuit in line 28. Furthermore, she handles the circuit
component (line 29-30) and requests an explanation (but why doesn't it work) for trouble related to the practical problem (line
31). However, nobody takes the turn, so the teacher works as a group member, and she identifies the trouble (the cable ends
have not connected) (line 33). Then, the students undertake some tests to fix the connection of the cable (line 34). While they are
working on the material, the teacher observes the students’ interventions, and she gives further instructions (lines 35, 37).
Following the short sequence, the teacher again steps into the students’ work and takes the crocodile clips to make the connection
between the cable and the socket (lines 38-39, 42). While the teacher works on the material (line 45-47), Omer joins the interaction
and expresses his idea (my teacher, the problem is there-there) about the problem (line 45, 50). Then Omer displays his intention
to interfere with the teacher’s work between lines 52 and 54, but the teacher prevents the student’s contribution with a strongly
negative assessment token (line 55). The students complain about the teacher’s intervention in their investigation process, and
she verbalises her situation in line 56. The teacher tries to help the students, although the students are disturbed by the teacher’s
working as a group member.

Extract 2: Mrv_a5 1ls2, participants work on an electric circuit-working as a group
member [01:02.7-02:01.5]

24 Tchr evet

yes
25 (7.4) ((teacher observes a group))
26  Tchr : yaptik tmi=

did we do it:=

27 Arya : =>(evet)< O6gretmenim
=>(yes)< my teacher

28 Tchr : hanit

where1
29 (1.8) ((Teacher touches circuit components
30 which are constructed by group members))
31 Tchr trama bu niye yanimiyor

tbut why doesn’t it work

32 (1.7)
33 Tchr bunlarin uclari {BAGLANMAMIS BAGLANMAMIS
the cable ends haven’t connected
34 (4.0) ((Students do some tests for connect to cable))
35 Tchr : bagla
connect it
36 (1.6)
37 Tchr bunu bunu badla (buraya)
connect this this (there)
38 ((Teacher struggles to fix the crocodile clips
39 tightly))
40 (17.3)
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41 Tchr °bunu (( )) bagla®
°connect this®

42 ((Teacher connects the cables but lamp doesn’ t work))
43 (3.6)
44 Tchr bunu yanlis tmi badla missinizi=

you connected it wrongi=

45 Omer : °hocam (surasinda sorun var) surda surda® ( )
°my teacher, the problem is there-there °( )

46 Tchr : >tamam tamam< bu boziuk
>ok ok< this is broken

47 ((As soon as she finished this turn, she turns her

48 head to the teacher’'s table that is used as an equipment
49 table and then she tries to fix the cable))

50 Omer : 10yle birsey olmuyo::r=

1it isn’t like that=

51 Tchr : tamam tamam (bir dakka)
ok ok (just a moment)

52 (1.0) ((Omer interferes with the teacher s work, he uses
53 hands to touch the cable, tries to fix the cable problem and
54 he says something. But we don' t hear what he says))
55 Tchr : rdur iste: (.) dur=
1stop (.) stop=
56 ((Teacher fixes her gaze on Derya and she
57 turns her body posture to Derya))
58 Derya : =bende >anlamak< istiyor[um=

=i would also >understand< it

59 Tchr [yapmaya calisalim yani|
[so let’s try,

The section shows different pedagogical aims and interactional features (seen in Table 2) concerning both teacher-student and
student-student interactions. At the outset, the lesson phase mainly contains inquiry processes of research questions based on a
research plan that can be provided by the teacher or can be learner-driven. The teacher’s strategy, in general, is related to
organising the investigation environment and ensuring learners do the research regardless of encountering failures in terms of
the output. For this reason, the teacher guides the students to manage the research processes and accomplish a transition into
sharing their understanding of the lesson phase. Moreover, the teacher studies with the learners as a peer or mentor, which
includes the resolution of a source of trouble, and turns it into a success.

In Extract 2, the teacher observes the students while they are working on the material, and she wants to track the progression
of their investigation. She realises some difficulties related to the lightening of the lamp (line 31) and starts working as a group
member to proceed to the next step of the investigation process. Thus, at the beginning of the extract, the teacher’s pedagogical
focus is to check the inquiry process while students are working on the material (line 24-33) and following the checking of the
process the teacher changes the pedagogical aim to help the students engage in physical problems (line 35-59). Throughout the
sequence, the teacher manages both interaction and implementation processes with a single teacher turn (line 33, 41, 44, 46, 51,
55) which she uses for explanation and instruction given as interactional tools. As a consequence of this, learner contribution is
limited and blocked by the teacher (line 46, 51, 55).

Sequence opening of the extract is made with the teacher’s question to find out whether the investigation is finished (line 26)
in line with the pedagogical aims. Arya says “yes teacher” to provide an affirmative response, oriented to finishing the
investigation. The teacher wants to see the bulb light up (line 28), but it does not work. Moreover, she realises there is a problem
and touches the circuit components that are constructed by the group members. The teacher asks an information-seeking
guestion “Why does it not shine?” to elicit responses concerning the material and process. Nobody answers, and then the teacher
changes the pedagogical aim to help the students engage in the physical problems following line 35.

Moreover, the teacher works as a group member to find the problem with the circuit. Thus, she operates on the circuit to fix
it (line 37-41). Despite the teacher’s attempts, the electric circuit does not work (line 42). Therefore, she identifies another possible
source of trouble in line 44 and asks a question to the group members, “Did you connect it incorrectly?”. Omer answers the
guestion and explains where the problem is, and the student insists on the trouble source (my teacher there is a problem there-
there) in line 45. The teacher acknowledges the student, saying, “ok ok this is broken” when she touches a crocodile cable in line
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46. Even though the source of the trouble has been found, the teacher tries to fix it rather than changing it (line 47-49).
Furthermore, Omer shows disagreement and explicitly expresses it, saying “it is not like that” in line 50. The teacher rejects this
learner contribution despite the absence of learner contributions up to that point.

The “focus on investigation” lesson phase is mainly based on question-answer adjacency pairs in this phase. However, it is
different from the initiating of an inquiry lesson phase in that the teacher does not always produce the first pair part, and so the
second pair part varies depending on who initiates the sequence (e.g., Extract 2). Furthermore, the third level of the sequence is
performed by a participant in the form of an “inverted IRF” pattern (Waring, 2008) which frequently occurs in and through the
focus on the investigation process. Besides, before the FPP, the teachers draw on a transitional marker (e.g., Extract 2) as an
attention-getter (Pekarek-Doehler & Berger, 2015) for the opening of the sequence oriented to the students’ work on the
materials within a small group, as though almost isolated from the other parts of the classroom. For that reason, sequence
organisation unfolds with a structure that proceeds as follows: transition marker (for opening the sequence)- initiation (FPP)-
response (SPP)- and follow-up/feedback.

The Sharing of Understanding Lesson Phase: Interactional Features and Pedagogical Aims

The “sharing of understanding” lesson phase is the last part of an inquiry-based lesson, and two previous lesson phases shape
it. Moreover, in this section research questions, discussion of the scientific concept and teaching time also come to an end. Against
this background, it can be seen as the most crucial part of the construction of learning and for realising IBS lesson aims. The general
structure also points to a frequently encountered pattern based on the science classroom data, as seen in Table 3.

Table 3. The "sharing of understanding" phase of the inquiry lesson

Lesson phase Interactional features

1. The teacher initiates the lesson phase with a request for presentation of the investigation process. Almost all groups
present their findings.

Sharing of 2. Following or during the presentation, the teacher or peers ask questions,
understanding 3. Learners explain their process or respond to the question,
4. The teacher paraphrases student contributions and enacts new group selection
5. The teacher or peers evaluate student explanations and presentations
6. Giving feedback and topic shift
Pedagogical Aims Interactional Tools .
Lesson phase . Descriptions
(pa) (it)
pad3. To check whole group it13. Information-seeking Genuine questions to which the
understanding question teacher does not know the answer.
pad4. To evaluate learner
contributions it14. Paraphrasing of learners’  Repeating the learner contribution for
pad5. Giving learning space for contribution all recipients.
students to elicit a clear answer it15. Confirmation check for Making sure that the teacher has
pad6. To elicit responses in relation to the previous speaker or correctly understood the learner’s
Sharing of the findings whole class contribution.
. pad7. To select more than one student  i£16. Content feedback Giving feedback to the message rather
understanding N
for learner contribution than the words used.
pad8. To ensure using scientific it17. Reformulation Rephrasing a learner’s contribution
language
pad9. To give a chance for group it18. Assessment and positive Evaluation of learners’ response and
presentations feedback using some token (good, ok, yes, well
pa20. To find out arguments done) to show preference for the
concerning the learners' claim £19. Limited teacher answer.

contribution

Short teacher’s turn which is used for
flow of the sequence

The “sharing of understanding” section includes scientific explanations based on the investigation process, learners’ claims,
and lesson aims. Therefore, teachers elicit the scientific explanation from learners, or they use scientific terms themselves. For
this reason, teachers initiate the sequence with questions that work as a stimulus to reveal the scientific knowledge or to form a
coherent argument based on the experimental evidence. For example, in Extract 3, the teacher produces an elaboration question
that is related to the research findings in line 62: “According to your findings, how did sound that is obtained from objects
happen?” as an FPP of the sequence. Following the question, learners raise their hands to be the next speaker in line 67. However,
the teacher nominates Ebru who did not raise her hand, so Ebru starts her own turn with “Pardon me? Teacher”. After a long
silence, Ebru constructs a TCU that is the abstraction of how they got a sound from the rope.

Extract 3: Mrv_al 1s3, the teacher elicits the answers to the
characteristics of the sound, taking into account the scientific language
02:24.7]

sound and the
[01:34.3-
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62 Tchr yvapttidimiz etkinlidin sonucuna gdére(0.7) t+BIR (0.7)
according to your findings, how did sound

63 cisimlerden elde edilen sesler tnasil meydana geldi
that is obtained from objects happen?

64 +readings from worksheet
65 (1.3)
66 Tchr : evett
yest
67 (0.8) ((students raise their hand))
68 Tchr Ebru
69 ((teacher nominates to Ebru))
70  Ebru : °>efendim hocam<®

°>pardon me? teacher<’

71 Tchr : citsimlerden ¢ikan sesler nasil meydana geldit
how did sound that is obtained from objects happen?

72 (1.7)
73 Ebru : hocam elimizi i1slattik ve iplere siirdigimiizde ei::
we wet our hands and when we touched the rope erm::

74 [farklil sesler.
[different sounds.
75 Ayse [°ver® ((Ayse wants a worksheet from))
[°give®
76 Tchr ona genel anlamda ne diyoruz naysil (0.4) ¢ikti nasil

what do we say for it in general. how did it

77 olustu
happen
78 (1.3)
79 Ebru : ei::: kar-
erm: ::
80 (1.9)
81 Tchr : trdiyor ki cisimlerden elde edilen sesler nasil meydana

t1it says that how did sound that is obtained from objects

82 #students raise their hand
83 geldi evett
happen yes:?
84 (0.2) +pointing to Mert
85 Mert °titresti cektidi[mizde]®
it vibrates when we pull it
86 Tchr : [es: ]
87 (0.6)
88 Mert : dalgalan([di ]
waveform
89 Tchr : [arkar]ldasiniz soyle diyort (1.4) tKUVVET

your friends say that (1.4) items vibrated

90 uyguladigimiz cisim titrestti diyor
when we applied force

91 (1.6)

92  Veli : °°dogru’°=
°°right®°=

93 Tchr =dodru mut
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=is it right:

94 +gaze at Ebru
95 (0.2)
96 Ebru : evet=
yes=
97 Tchr : gizel
good
98 (0.3)

The answer is dispreferred as the teacher reformulates her question (What do we say for it in general? How did it happen?) to
reach the correct answer (line 76). However, Ebru does not give any meaningful answers and uses a hesitation marker in turn-
initial position (ei::) in line 78. This line is an indicator of a claim of insufficient knowledge (Sert, 2011), but the teacher gives Ebru
enough time to produce a TCU. Following 1.9 seconds, the teacher repeats the main question (FFP), and the learners raise their
hands to take the floor. The teacher allocates the turn to Mert, who bids for the turn by raising her hand in turn final position (line
82-83). Then Mert responds to the question by drawing on some scientific terms such as “vibration” (line 84) and “waveform”
(line 87). While Mert closes down to the possible TRPs, the teacher overlaps and paraphrases the learner contribution (Your friends
say that when we applied force, the object vibrates) in lines 88-89. At the end of the sequence, the teacher gazes at Ebru and
composes a TCU which entails checking for confirmation about the paraphrased utterance (lines 92-93). The extract is closed with
sequence-closing thirds that are also positive assessment tokens, and with silence after the evaluation in lines 96 and 97. In this
example, the teacher chooses favorable scientific terms for the question and the context. Thus, using scientific language is crucial
for the teachers. Besides, not only the use of the scientific terms, but also their correction, is preferred.

Teachers’ pedagogical aims are centered upon findings and the scientific background both to the conclusions and the learners’
claims in the “sharing of understanding” lesson phase (Table 3). Therefore, in most cases, the teacher asks questions to elicit
responses with their findings (e.g., Extract 3) and to find out about arguments concerning the learners’ claims. Furthermore, the
use of scientific language creates core pedagogical aims which are different from the other lesson phases (e.g., Extract 3). The
teacher also seeks appropriate scientific explanations. For this reason, the teacher draws on content feedback, which is a valuable
interactional tool for the lesson phase. In addition to that, the teacher checks for comprehension of the scientific subject and
peers’ explanations as to the last point for the learning and co-construction process.

In Extract 3, which comes from the “sound cup” activity, the teacher’s pedagogical aims are to elicit responses about the
findings (line 62-75) and to encourage the use of scientific language (line 76-95). The teacher draws on some questions during the
lesson phase (line 62-63, 76). The sequence opening consists of a question (how did sound that is obtained from objects happen?).
The teacher also refers to the learners’ research findings in the first position of the TCU (According to your findings).

Following the opening, the learners raise their hands to be the next speaker. However, the teacher nominates Ebru who did
not raise a hand, Ebru explains the experimental process, but the teacher does not accept her answer as correct. Therefore, the
teacher reformulates the central question to elicit a scientific explanation rather than a description of the research process (line
76). Thus, the teacher's pedagogical aim changes depending on Ebru's response. The new educational goal is to ensure the use of
scientific language related to the subject. This goal is also seen in lines 89 and 90, during which the teacher selects the best
explanation concerning the scientific terminology used in the formation of the response. At the end of the sequence, the teacher
gazes at Ebru, and checks for understanding (line 93). When Ebru makes a confirmation in response to the teacher's check, the
teacher uses explicit positive assessments (Fagan, 2014).

This phase has a different characteristic from the other lesson phases which have been illustrated in pedagogical aims and
interactional patterns (see Table 3). In the present corpus, some “sharing of understanding” tasks include student-student
interactions more than teacher-student interaction. This turns the co-construction into a process which is "the joint creation of a
form, interpretation, stance, action, activity, identity, institution, skill, ideology, emotion or other culturally meaningful reality"
(Jacoby & Ochs, 1995), which emerges between the students who are K (+) more knowledgeable and K (-) less knowledgeable
within the epistemic gradient (Heritage, 2012). On the other hand, in some cases, teacher-student interaction dominates the
whole sequence section. Thus, teacher initiation has a role in opening, facilitating the learner contribution, and managing the turn.
The situation shows differences from the other parts of the science lesson, and it can be seen in and through the co-construction
process.

Discussion

The lesson phases of an IBS lesson are investigated with regard to interactional patterns, pedagogical aims and interactional
tools which are used to perform learning objectives. Before each lesson, teachers define the lesson’s aims that are stated explicitly
in their lesson plans, or they reflect these goals implicitly throughout the lesson. Even though every classroom has its own socio-
cultural structure and poses an unpredictable development (Phillips & Soltis, 2004), these lesson plans provide a scripted structure
against the nature of the classrooms. The classroom structures also underscore the notion of the context (Seedhouse, 2004; Walsh,
2006; 2011), which is a construct that can be renewed (context-renewing) based on interactions and that can shape the interaction
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(context-shaped) (Heritage, 2012). As stated earlier, classroom interaction is evaluated regarding the context and all pertaining
claims. Therefore, the pedagogical aims show how science teachers carry out an IBL activity, and which points are followed by the
teacher. These pedagogical aims have shed light upon the interactional unfolding of the IBL approach through classroom practices
explored based on CA. Furthermore, the pedagogical goals require some interactional tools such as the teachers asking known-
answer questions to check for and display learner knowledge, or teachers making embodied corrections or other-initiated self-
repairs to increase learner contributions. Thus, the interactional features help the teachers to work as mediators to reach their
pedagogical aims (Seedhouse, 2004).

Drawing upon the findings, the question-answer adjacency pair is the primary sequence organisation in all lesson phases, as in
traditional teacher-fronted classroom discourse. However, the question-answer sequences are not similar in all the lesson phases.
In the “initiating of the inquiry” lesson phase, the teachers produce a question as a first pair part, and the learners respond to the
guestion as the second part of the adjacency pair, according to the ‘interactional asymmetry’ (Drew & Heritage, 1992) of their
roles. The question-answer process is oriented to highlighting pedagogical goals and also reveals the students’ ‘epistemic domain’
(Stivers & Rossano, 2010) or ‘epistemic status’ (Heritage, 2012) before the investigation process. Epistemic status is distinct from
the epistemic stance in that it is encoded moment by moment in turns-at-talk (Heritage, 2012). Thus, the teachers can reveal the
learners’ epistemic domain by initiating known-answer question sequences also as epistemic search sequences (Sert, 2013).
Furthermore, the absence of explicit positive feedback and just paraphrasing learners’ explanations instead facilitates successful
elicitation of nearly all students’ epistemic domains.

On the other hand, the “focusing on the investigation” section comprises both question-answer adjacency pairs and inverted
IRF (Jacknick, 2011), which means that the learners construct the question and the teachers give the response. In the last lesson
phase, “sharing of understanding”, questions initiate the ‘dissenting turn’ (Hittner, 2014) between the learners, and the question-
answer adjacency pair is expanded as a demonstration of learners’ agency (Waring, 2011). To this end, the change in the
organisation of the sequence can explain the structures of the lesson phases, the teachers’ pedagogical aims, and emergent
discourse patterns between the teacher and the students. For instance, the “beginning of the inquiry” lesson phase structure
includes preparations for the investigation, and the teachers ask a question to elicit a response related to background knowledge.
In contrast, in the “focusing on the investigation” section, the learners ask a question to maintain their investigations.
Furthermore, in the “sharing of the understanding” section, all learners reveal their results and inferences about their work, and
the teachers’ questions lay the groundwork for discussion if there are different inferences among the students. Walsh (2006)
explains this with a different structure of micro context. For example, the materials mode requires talk on the material, so the
teacher asks a question, and the learners give short answers. The teacher’s questions pave the way for the learners to construct
the first pair part in the classroom context mode. Thus, the structure of the micro context leads to diversification of the sequence
organisation.

The lesson phases also have a distinct difference in terms of turn-taking and turn allocation. Turn allocation emerges based on
a learner-bidding and teacher-allocating structure in the “initiating the inquiry” section. In the “sharing of the understanding”
section, turn allocation arises as learner-bidding and teacher-allocating when the teachers ask a question related to the findings.
The learner-bidding and teacher-allocating turn-taking structure also unpacks ‘epistemic stance’ (Heritage, 2012) and ‘embodied
allocation’ (Kaénta, 2010). The learners raise their hands to show their epistemic stance as a K (+) more knowledgeable, and the
teachers select one of them by calling out the candidate speaker’s name and pointing to her/him as well. Thus, the teachers’
guestions act as an epistemic search sequence (Jakonen & Morton, 2015; Sert, 2013) and learners’ bidding acts an ‘epistemic
stance’ that is encoded moment by moment in turns-at-talk (Heritage, 2012). Besides that, teachers’ participation as a group
member or an expert peer is the most exciting part of the turn-taking in all lesson phases, particularly in that the interactional
asymmetry of roles disappears in the “focus on investigation” section. It also shows that the teacher gives space for learning
(Walsh & Li, 2013) during this lesson phase by staying one step behind.

As stated before, the “focus on the investigation” lesson phase consists of student-student interactions rather than teacher-
student interactions. With this in mind, the teachers’ pedagogical aims are explicated in and through their role as an observer and
as an expert fellow in the research group. The teachers’ educational foci lie at the heart of checking the investigation process and
ensuring the learners’ trouble-free research engagements. Due to the teachers’ strategies (teachers’ turn allocation methods, and
teacher-student interactions), learner contributions remain minimal, which further underscores reliance on teacher turns, thus
decreased student participation even though the teachers draw on attention-getter devices, particularly ‘imperatives with high
volume’ (Pekarek-Doehler & Pochon Berger, 2015) to boost interaction with students. The sequential structure and the teachers’
educational goals lead to the emergence of these interactional tools. According to Seedhouse (2004), if the teacher’s pedagogical
aim changes in micro-moments of lesson time, it causes changes in talk-in-interaction.

The last lesson phase and the last part of the lesson is also to some extent the most crucial episode regarding 'doing learning'
(Sahlstrom, 2011) and ‘talking science' (Lemke, 1990; Moje, 1995) based on the evidence-based scientific debate (Author, 2016).
Furthermore, this lesson phase is also valuable due to the emergence of the co-construction process in and through student-
student discussions with the use of coherent arguments, engagement in experimental data, orientation to evidence and their
background scientific knowledge. For that reason, the teachers' pedagogical aims are gathered around creating a learning space
for the students, encouraging more than one student's participation in scientific discussions, ensuring the use of scientific
language, and eliciting arguments concerning the learners' claims for whole group understanding. These pedagogical aims limit
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the teachers' contributions through limited content feedback for the students and limited assessment of the students’
contributions. The change in the interactures depending on the pedagogical goals shows the intricate relationship between the
pedagogy and the role of interaction (Seedhouse, 2004).

The last important point for this section is to show preference and dispreference organisations in the lesson phases. At the
outset of an IBS lesson, which is the “initiating of inquiry” lesson phase, the teachers do not use strongly dispreferred utterances
and draw on a preference organisation for shaping learner contributions. They manage the preference organisation by showing
alignment with a mitigated answer, which keeps learners' participation alive. Besides that, the teachers draw on turn-initial
address terms (Schegloff, 2007) to select the next speaker without explicitly highlighting any dispreference. Pomerantz (1987)
notes that using dispreferred utterances is not preferred in social interaction due to the adverse effects on the flow of the
conversation. Goffman (1967) also states that openly expressing disagreement leads to face-threatening effects, which causes
further adverse effects on participation in a given social community. The interactional pattern which frequently occurs throughout
the “initiating of the inquiry” section is as follows: the teachers' questions about students' background knowledge or previous
lessons initiates a sequence. The responses elicited from more than one student are usually relevant to the teachers’ questions.
Finally, the teachers avoid any evaluation of students' contributions. The nature of IBS teaching and scientific investigation reflects
a requirement for discussions and forming coherent arguments related to results (Crawford, 2007).

Conclusion

In line with the research questions, two different science classrooms were investigated by employing CA to unpack the
interactional structure of IBSE classrooms. The inquiry lessons were firstly defined as ‘lesson phases’ concerning their interactional
differences. Secondly, teachers’ pedagogical aims and interactional tools (interactures) were described in all these different
phases.

The first research question was “How is teacher-student interaction sequentially organised in IBS classrooms?”. As a result of
the micro-detailed analysis of the classroom data, it was seen that the lesson was demonstrably divided into various parts. At first,
the lesson parts were clearly identified as the pre-inquiry task, implementation of the task, and post-inquiry task. Furthermore,
the teachers’ and the students’ interactions also differed in these lesson parts, such as whole-class discussions in the pre-inquiry
task; group research in some experiments oriented to the implementation process; and finally, again whole-class presentations
and discussions based on the findings. Due to the various actions occurring throughout the lesson, all sequential organisations
between the teacher and students brought about some changes. In line with the micro-analysis and relevant conclusions, an IBS
lesson flow was identified in three distinct lesson phases: initiating the inquiry, focusing on the investigation and sharing of
understanding.

The present research draws on some inquiry-based tasks that have pre-identified learning aims written in the lesson plan
before the lesson. Thus, the lesson plan comprises the entire teaching sequence, and it also targets some goals which are desired
points to be enacted at the end of the lessons or activities (Mortimer & Scott, 2003; Seedhouse, 2004). Besides that, the teachers
draw on some pedagogical focus/aims/goals to reach the highest level of learning objectives. Learning the purpose of a science
lesson has a static structure. However, pedagogical objectives can change depending on the classroom context. ‘Interactional
tools’ were adopted as a term with reference to the ‘interactures’, to uncover the relationship between the lesson phase and
relevant interactional tools.

Implications

The present study includes real classroom data and their in-depth analyses in line with a micro-analytic approach, to unpack
interactional unfolding of the IBS classrooms. At the end of the analysis process, various lesson micro-contexts are identified based
on the teachers’ and students’ roles and a great variety of interactional resources. Furthermore, interactional fingerprints are
discussed under the lesson phase types, teacher’s pedagogical aims, and interactional tools to reach a clear understanding of the
IBS lesson flow. These pedagogical objectives and relevant interactional tools can provide effective interactional instances when
teachers carry out investigation-based science lessons. Teachers should evaluate their classroom interactions in line with the
analyses of the emergent micro interactional cases and check for appropriate pedagogical aims and interactional tools. For
instance, if a teacher aims to increase learner contributions in the “initiating of the inquiry” lesson phase, he or she should not
give feedback to every student turn.

The pedagogical foci and the interactional features demonstrate the interactional mechanisms of an IBS lesson for all
stakeholders, including the teachers, teacher educators and researchers. It also supports teachers’ awareness of classroom
interactional competence (CIC) concerning both horizontal (interactional features) and vertical discourse (basically pedagogical
focus or systematically part of the lesson) that generate “language which relates the internal structure of specialized knowledge,
the positional nature of their fields or areas of practice, identity constructions and their change, and the forms of acquisition for
successful performances” (Bernstein, 1999; p. 157). The last suggestion is oriented to continuing professional development (CPD)
programme that can be designed by adopting the framework discussed in this paper to increase the ‘interactional awareness’
(Walsh, 2011) of teachers. Later on, the development of teachers’ interactional competencies and their skills can be investigated
to evaluate the quality of the contextual framework of this study.
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Abstract

Purpose: This study was conducted to determine the relationship between the effectiveness of school principals in the
communication process and the psychological capital of teachers.

Design/Methodology/Approach: The research was conducted in relational research design, one of the quantitative research
approaches. The scope of the study consisted of primary, secondary, and high school teachers in the Gungoren district of
Istanbul province. The stratified sampling method was determined as the sampling method, and the sample consisted of 353
participants. The Scale of Effectiveness of School Principals in the Communication Process and the Short Form of the
Psychological Capital Scale were used as data collection tools. The analysis of the data was executed with the SPSS 21 program.

Findings: Correlation analysis was conducted to determine the relationship between the two variables of the study. As a result
of the research, a moderate relationship was found between the effectiveness of school principals in the communication
process and the psychological capital of teachers. As a result of this, regression analysis was made, and it was determined that
the effectiveness of school principals in the communication process explained 13% of teachers' psychological capital.

Highlights: As a result of the research, it was recommended to organize practical training for school principals and teachers on
the use of digital communication platforms due to the pandemic and allocate time for psychological capital and communication
process during the seminar periods.

0Oz
Calismanin amaci: Bu arastirma okul madurlerinin iletisim strecindeki etkililigi ile 6gretmenlerin psikolojik sermayeleri
arasindaki iligkinin tespit edilmesi amaciyla yapilmistir.

Materyal ve Yontem: Arastirma nicel arastirma yaklagimlarindan iliskisel arastirma deseninde yapilmistir. Arastirmanin evrenini
istanbul ili Giingdren ilgesindeki ilkokul, ortaokul ve lise 6gretmenleri olusturmaktadir. Ornekleme y&ntemi olarak tabakali
o6rnekleme yontemi belirlenmistir ve 6rneklem 353 katiimcidan olusmustur. Veri toplama araci olarak Okul Muddrlerinin
iletisim Siirecindeki Etkililigi Olgegi ve Psikolojik Sermaye Olcegi Kisa Formu kullanilmistir. Verilerin analizi SPSS21 bilgisayar
programiyla yapilmistir.

Bulgular: Arastirmanin iki degiskeni arasindaki iligkinin tespiti icin korelasyon analizi yapilmis olup arastirma sonucunda okul
madrlerinin iletisim strecindeki etkililigi ile 6gretmenlerin psikolojik sermayeleri arasinda orta diizeyde iliski bulunmustur.
Bunun sonucunda regresyon analizi yapilmis olup okul yoneticilerinin iletisim strecindeki etkililiginin 6gretmenlerin psikolojik
sermayelerinin %13’Unu agikladig tespit edilmistir.

Onemli Vurgular: Arastirmanin sonucunda salginin bir sonucu olarak dijital iletisim platformlarinin kullanimi konusunda okul
y6neticilerine ve 6gretmenlere uygulamali egitimler dizenlenmesi, seminer donemlerinde psikolojik sermaye ve iletisim sureci
konularina zaman ayirilmasi 6nerilmistir.
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INTRODUCTION

How many people who had plans for the new year towards the end of 2019 thought that they would spend 2020 like in science
fiction movies? As of March 12, 2020, the World Health Organization has declared COVID-19 as a pandemic. Due to the pandemic,
many areas such as social life, economic situation, transportation, security, and education have begun to change and transform
all over the world (Sucu, 2020). On the other hand, organizations established by people to produce services or goods must also
achieve their goals (Keles, 2011). The uncertainty, fear of health, and death that occurs with COVID-19 create a pessimistic mood
in individuals. Therefore, individuals need more hope, an optimistic perspective, an increase in their self-efficacy, and the
development of resilience characteristics to cope with the situation, both for themselves and for the organization they belong to
(Bolelli, 2020). Educational institutions are among these organizations both in terms of having to continue to achieve their goals
and being affected by the pandemic.

Ministry of National Education (MoNE) closed schools after the detection of the virus in Turkey and managed the process
generally monthly. Each month, MoNE announced the situations of the schools for the next month. With the 2020-2021 academic
year, schools started education gradually, and students started to go to schools in a system called hybrid education. Educational
activities continued unusually. Finally, MoNE stated that with the increase of the pandemic again in the mid-term holiday in
November 2020, education would continue with distance education until the new year (Ministry of National Education, 2020). It
is seen that this situation has not changed in 2021. As can be seen, in the process defined as the "new normal," teachers continue
to work individually with distance education. Therefore, it can be said that this situation has increased the importance of their
psychological capital more. Because according to Luthans et al. (2004), psychological capital is about the individual, and it means
more than traditionally known human capital and social capital for organizations to achieve their goals.

As a result of the categorical research of Erkmen & Esen (2012) in international studies, a negative relationship was found
between psychological capital and employee absenteeism, intention to quit, job-seeking behavior, deviant behavior of employees,
stress, rude behavior variables. However, there is a positive relationship between psychological capital and organizational
commitment, job satisfaction, positive emotions, organizational citizenship behavior, job performance, employee performance,
effectiveness, creative performance, authentic leadership, transformational and transformational leadership, quality of life,
positive organizational climate, sales revenue, and achieving goals.

According to Tésten & Ozgan (2017), psychological capital has been studied mainly in business administration until 2013, and
there has been limited studies on education management until then. According to the results of the research conducted by Tésten
and Ozgan (2017) in the field of education, teachers' perceptions of psychological capital were found to be high. During the COVID-
19, it is seen that psychological capital is not yet the subject of research in the field of education. On the other hand, it is seen that
the only research related to the subject in this process was conducted by Bolelli (2020) in the field of business administration on
psychological capital and subjective well-being, and a significant positive correlation was found between these two variables.

In researches on education during the COVID-19, problems with communication stand out. During the COVID-19, Kilekgi and
Akyavuz (2020) identified communication problems as the most experienced problem by school principals, and according to
Akyavuz and Kiilekgi (2020), this problem experienced by teachers, too. Furthermore, Kiilek¢i Akcakin and Yavuz (2020) listed
technical inadequacies, insufficient feedback, lack of feedback, and listed failure to establish face-to-face communication and the
absence of internet or connection problems as the reason of the communication problem.

Communication is a very important feature in the success of the principal, who has many different duties and responsibilities
within the school (Cinar, 2010). Because, according to Batty (1978), managers spend 75% to 95% of their time (Kogel, 2018), 80%
according to Mintzberg, and 70-80% according to Reginald (Orsntein & Lunenberg, 2013). For this reason, the effectiveness of
school principals in the communication process is important to communicate well with teachers and to reach the goals of the
school (Cinar, 2010).

In the light of the above, during the COVID-19, where people experience negative emotions, the effectiveness of school
principals in the communication process and the level of teachers' psychological capital have become even more important to
achieve the goals of education. The effectiveness of school principals in the communication process can be explained in the context
of a psychological perspective. The psychological perspective is one of the approaches that explain organizational communication
(Durgun, 2006). Employees' need for positive emotions has increased as all people need during the pandemic period. The broaden
and build theory suggests that positive emotions enhance employees' individual resources (Frederickson, 2001). On the other
hand, it is seen that psychological capital, which is one of the individual resources (Gorgievski, Halbesleben & Bakker, 2011) with
its measurable and developmental feature, has been handled with many variables in the field, but it is not addressed with
communication. During the COVID-19, where communication becomes more important, and afterward, determining its
relationship with the communication variable is considered important. Therefore, in the study, it was aimed to determine whether
the effectiveness of school principals in the communication process predicted teachers' psychological capital. At the end of the
study, it is hoped that the school principals will raise awareness about the effect of teachers' psychological capital with the
communication variable and, in this context, their effectiveness in communication processes in achieving the school's goals.

Organizational Communication
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Communication is the process of passing information, ideas and emotions from one person to another (Eren, 2017), producing,
transferring and making sense of information (D6kmen, 2006), exchanging meaning (Clceloglu, 2002), making common meanings
(Kocabas, 2014). In other words, it is the process of passing news according to pre-accepted symbols-symbols between individuals
and units (Taymaz, 2011). In the context of educational management, communication is a process of mutual interaction involving
the school principal's message sent to the subordinate to influence them and also involves the subordinates’ responses to the
superior (Basaran, 1994).

A communication process consists of seven elements: the sender, the sender's and the receiver's perception and evaluation
styles, message, channel, receiver, feedback, and noise (Eren, 2016). The sender is called the source that sends the message or
(Hoy & Miskel, 2015) the person who conveys meaning to another person to achieve a goal (Basaran, 1994).

The receiver is the people to whom the message is intended to be delivered (Onen, 2016). For the sender to communicate
effectively while delivering the message, it is necessary to use concrete, conventional symbols in accordance with the knowledge
and experience of the receiver. The words that will potentially cause confusion should be explained (Eren, 2017). On the other
hand, the sender should take into account the values, goals, and environment of the receiver because individuals think and
perceive messages according to themselves. Otherwise, the superior sometimes does not transmit the entire message, thinking
that the subordinates can understand the message clearly, which may damage the effectiveness of the communication (Eren,
2016).

The message is the symbol that reveals the sender's ideas, thoughts, desires, attitudes, and wishes (Kogel, 2018). In effective
communication, if the message is given closed to interpretation (Kocabas, 2014) and awakens the same things in both the sender
and the receiver, it means that it reaches the target exactly. If this does not happen, the quality of communication will decrease
(Eren, 2016). Another element of the communication process is the channel, the way the message is carried from the sender to
the receiver (Kocgel, 2018). If communication is face to face, it reaches the receiver through the air with the help of words and
sound. If it is with a telephone, it will be satellite signals, or if it is via other means of devices as a result of the development of
technology, it is various channels (Onen, 2016). It is possible to say that the most important element to make sense of whether
this whole process works correctly or not is the feedback.

Feedback is the message sent as a response to the first message, which facilitates their interpretation or allows them to make
corrections (Hoy & Miskel, 2015). It can also be defined as a response of the receiver to the sender to see whether the message is
fully understood or not. This means that each receiver is also a sender (Kogel, 2018). Feedback has benefits in management, such
as increasing the effectiveness of communication by ensuring regular and continuous communication, motivating individuals,
working as a team, reinforcing their behavior, and being more efficient. It also helps to check whether the results are achieved
and the results targeted by the communication are consistent (Coffey, Cook & Hunsaker, 1994, as cited in Kogel, 2018).

Finally, noise is anything that reduces the accuracy or reliability of communication. If the message is not explained with
meaningful, sufficient symbols, noise will occur. The message may contain unnecessary repetitions, misspellings, or other errors
(Eren, 2016). The effectiveness of communication processes can be expressed as the compatibility of the elements mentioned
above. On the other hand, the influence of the direction of communication cannot be denied in this process.

When the literature is reviewed, communication in the organization is listed as hierarchically downward communication,
upward communication, lateral communication, and cross-communication. In downward communication, information, opinions,
suggestions, and orders are transferred quickly from superiors to subordinates. It is an important and widely used form of
communication for management effectiveness (Erdogan, 2014). Communication comes down from the superior, easy to
implement but inadequate in some ways. For example, subordinates choose directives that will prioritize them based on the
character and style of the manager, or they do not spend enough time and effort in obtaining information that the message from
the superior has been received and understood. Another is that the upper hierarchy hides basic information on certain topics by
closing the communication channel (Lunenburg & Ornstein, 2013).

Upward communication enables information to move from the lower unit to the upper unit in the organization. In this
communication, correct communication is difficult for many reasons. One of the reasons is that subordinates hide information
from their superiors that could potentially harm their careers. If the subordinate does not trust the superior, the rate of
information retention may increase even more. Another reason is the practice of censorship in transferring information to the
superiors of the subordinates because compatible groups harm the group (Canary, 2011, as cited in Lunenberg & Ornstein, 2013).
Besides, the physical distance between subordinates and superiors, inability to reach or change information at hierarchical levels
during the flow of information from lower to upper levels can be added (Kocabas, 2014). On the other hand, this communication
has benefits such as showing whether the decisions sent from superior are adopted by the subordinates, encouraging members
of the institution to contribute to the institution by identifying with the goals and programs of the institution, preventing
undesirable situations in the management and promoting the development of internal democracy (Erdogan, 2014)

Lateral communication becomes a necessity, especially in cases such as the excessive specialization or growth of organizations
(Kocabas, 2014). The main purpose of lateral communication is to coordinate tasks, solve problems, share information with
colleagues, resolve conflicts and create friendly relations (Harris, 1993, as cited in Hoy & Miskel, 2015). An example of this is that
school principals communicate with each other and exchange ideas about what they are doing at their schools. While the task
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ensures coordination, lateral communication also serves as a socialization process for the organization by providing emotional
and social support among peers (Lunenberg & Ornstein, 2013).

Diagonal is important when participants cannot communicate effectively through other channels. For example, the deputy
manager of the urban school district may want to analyze a curriculum cost for each high school. In one part of the analysis, it
would cross-cross the communication if the school district deputy principal chooses to send special reports directly to each school
principal - rather than the traditional detours (Lunenburg & Ornstein, 2013).

In the subtitle of organizational communication, the communication process and the direction of communication in the
organization is mentioned. According to Ozmen and Yériik (2007), cited from Giannantonio (2002), 21st-century organizations will
be formed from individuals with high communication skills. Communication skills are one of the most important skills of an
effective organizational manager. In this context, it can be said that school principals should be chosen of people who can be
active in the communication process in this century.

School principals should use some strategies to maintain effective communication. These strategies are to cooperate with the
leaders in the environment and to ensure the participation of those around, to motivate the participants, to reveal the
achievements, to repeat important news, to prevent rumors by putting forward the facts against rumors, to know the
communication barriers, to benefit from all communication tools, to recognize support and opposing forces and to communicate
uninterruptedly (Bursalioglu, 2015). Also, a school principal should be a role model for his staff (Karakdose & Kocabas, 2009) in
terms of communication. It can be said that the main purpose of the school principal who uses these strategies is to achieve the
goals of the school. According to Acaray (2018), it is possible for managers to provide an effective communication process in the
organization and to achieve organizational success by sending the right information to the right receivers at the right time.

As the result of COVID-19, the communication process in schools also requires to be carried out on digital platforms, so it also
requires school principals to carry out the communication process effectively on these platforms to achieve the goals of the school
as an organization. Also, since the necessity of maintaining an isolated life as a result of the pandemic brings an individual working
style, it is thought that the importance of communication skills of school principals increased more. It can be said that the increase
in individual work has increased the importance of employees' individual resources. In managing the distance education process,
it is thought that the effectiveness of the communication process of school principals is related to teachers' psychological capital,
which is an individual resource.

Psychological Capital

With the Second World War, the direction of psychology started to change. After the Second World War, the paradigm of
psychology started to change. It can be said that after the war, to solve psychological problems, psychologists started to focus on
the strengths of individuals rather than the negatives. Because psychology is a science that not only treats weaknesses, damages,
and ailments but also deals with strengths, development, education, and love (Seligman, 2002). Maslow and Rogers have criticized
the field of psychology, which constantly focuses on negative aspects. As a result of their studies, the field of psychology has
started to focus on the positive aspects of individuals. According to them, the important characteristics of being human, such as
love, creativity, and a tendency to develop, are ignored (Gillham & Seligman, 1999). As a result of the change of perspective,
positive psychology is a concept that Seligman and his colleagues laid the foundation of in the early 2000s. Positive psychology is
a scientific and clinical intervention that deals with the determination of factors that improve well-being and is a branch of
psychology used to understand and improve the positive aspects of life (Carr, 2015).

Psychological capital is a concept derived from the positive psychology trend. Psychological capital is about improving the
advantage of capital owned in the workplace for competition because managers now realize that not only money is enough, but
human capital is also important, and therefore they have started to think about the development of this capital (Luthans & Youssef,
2004). Psychological capital deals with the question of "who you are" rather than the questions of "what do you have" of traditional
economic capital, "what do you know" of human capital, and "who do you know" of social capital (Luthans et al., 2004).

Psychological capital has four sub-dimensions: self-efficacy, hope, optimism, and resilience. Self-efficacy refers to a person's
belief in activating his/her cognitive capacity to achieve certain goals. It is a developmental feature, as Bandura tells us about in
his workplace studies (Luthans & Youssef, 2014). Leaders who are respected in the organization, using the language, can develop
the self-efficacy capacity of employees’ psychological capital through persuasion (Luthans et al., 2004). In this context, it is thought
that the attitude of school principals in the communication process is important. Because, according to Luthans et al. (2004),
statements such as "you can" have positive effects in increasing trust, while negative statements such as "you cannot" have
negative effects.

Although fewer studies have been done on hope than other sub-dimensions, it is a sub-dimension that the results of the
studies conducted in the workplace have both an academic and sportive effect on performance. Hope refers to the individual's
strong will to achieve their goals (Luthans & Youssef, 2004). Luthans and Jensen (2002) identified several steps to improve the
hope of employees in organizations. These steps can be expressed as determining personal and organizational goals challenging
and clearly, breaking these goals into small steps if employees' hopes are low, making action plans for the purpose, being ready
for obstacles and finding solutions, preparing alternative plans, and setting new targets when necessary (Luthans et al., 2004). The
importance of school principals in determining and conducting these steps in school organizations cannot be denied. In this
context, it is thought that school principals should be effective in the communication process to improve teachers' hopes.
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Optimism, another component of psychological capital, is to have positive thoughts about the individual's success, now and in
the future (Luthans et al., 2006). Optimism is a sub-dimension that can be associated with psychological capital more than others,
thanks to the studies of Seligman. According to Seligman’s (1998) studies at the workplace, he/she found that sales were positively
affected as a result of the optimism of the sales representatives. According to Luthans et al. (2004), optimists consider bad events
as a temporary process (tired); pessimists interpret it as a permanent process (I am destroyed). Considering that school principals
spend most of their time at school through communication, it is estimated that the language they use is important in teachers'
optimism levels.

Resilience is the power to overcome difficulties, failures, and even overwhelming positive change (Luthans & Youssef, 2014).
As clinical and positive psychology put forth, it is a sub-dimension that will contribute positively to workplace performance.
Additionally, it is the capacity to make positive changes in the turbulent environment of today's business world (Luthans et al.,
2004). Considering the functioning of schools during the COVID-19, it is believed that schools as an organization are also in a
turbulent process, so the contribution of teachers' resilience capacities in the positive management of the process cannot be
ignored. The effectiveness of school principals in the communication process can contribute to the resilience of teachers against
the uncertainties brought by the pandemic, the possible problems of distance education, and the stress that it may bring to
teachers. In this context, according to Luthans et al. (2004), preventing negative thoughts when things go wrong, testing the
accuracy of thoughts about problems and finding useful solutions, staying calm, and focusing in times of overwhelming emotions
or stress are steps to be taken to improve the resilience of employees.

With these sub-dimensions, positive psychological capital has characteristics such as being unique, measurable,
developmental, and affecting performance (Luthans & Youssef, 2004). Being measurable and developmental is an important
characteristic of psychological capital. For this reason, managers who want to increase the efficiency of their organizations should
find the strengths, weaknesses, positive and negative aspects of the individuals they work with and take measures to improve
them. So they need to invest in their psychological capital (Keles, 2011). In short, during the COVID-19, the functioning of life
started to change in various ways.

Educational organizations have also been affected by this change. Effective communication has become an even more
important responsibility of school principals, who normally spend most of their work in communication. This situation reveals the
necessity of conducting an effective communication process to achieve the goals of the school, which is one of the educational
organizations. On the other hand, the fact that teachers have to work remotely and take on more individual responsibilities has
also increased the importance of psychological capital, which means more than traditional concepts such as human capital and
social capital. For this reason, it is thought that the relationship between the effectiveness of the communication process in which
school principals spend so much time and the psychological capital of teachers is important. In this context, the following questions
were sought in the research:

1. What is the level of teachers' perception of the effectiveness of the communication process of school principals?
2. What is the psychological capital level of teachers?

3. Do teachers' perceptions of the effectiveness of the communication process of school principals differ according to school
levels?

4. Do teachers' psychological capital differ according to their school levels?

5. Do teachers' perceptions of the effectiveness of the school principals’ communication process and the psychological capital
levels of teachers show a significant relationship?

6. Do teachers' perceptions of school principals' communication process effectiveness significantly predict teachers'
psychological capital levels?

METHOD

The information about the method and other details is explained in this section.

Research Design

The research has been carried out with a quantitative research approach and is in a relational survey pattern. Relational studies
reveal the relationships between two or more variables (S6nmez & Alacapinar, 2014) without affecting them in any way (Fraenkel
& Wallen, 2009), providing the opportunity to make predictions about the results (Creswell, 2012) and the opportunity to analyze
these relationships in-depth (Karakaya, 2014). In this study, as it was examined whether the effectiveness of school principals in
the communication process is related to teachers' psychological capital, it was deemed appropriate to design the study as
relational research. In relational research, the relationship between the independent variable of the research and the dependent
variable is examined in a correlational manner (McMillan & Schumacher, 2014). In this context, this study examined whether the
effective communication processes of school principals as an independent variable during the COVID-19 pandemic significantly
predicted the psychological capital levels of teachers as the dependent variable of the study.

Scope of the Study
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The scope of the research consisted of teachers working in the Glingéren district of Istanbul province. The population is the
beginning of which the research is intended to be generalized, and it is defined according to certain criteria. Those who meet these
criteria constitute the more concrete study scope, which is called the population that can be reached (Karasar, 2016). The study
scope of the research consisted of teachers working in official primary, secondary, and high schools in the Glingéren district of
Istanbul province. According to Ekiz (2015), the population of the study refers to the whole that can be generalized through
sampling since it is often difficult to reach the entire study scope; it is studied with a sample called a small cluster, which is selected
from the relevant scope according to certain criteria and can represent the population (Karasar, 2016). The sampling type of this
research is random sampling. The reason for using the random sampling method is to be able to generalize objectively because
the basic rule for the sampling to be generalized to the population is neutrality (Karasar, 2016). Therefore, the stratified sampling
method, which is one of the random sampling methods, was used in the study to make an unbiased generalization. According to
Ekiz (2015), stratified sampling is the selection of participants to represent the population by looking at their specific
characteristics. In the stratified sample, the study scope is divided into certain strata according to the characteristics of the units
in the population. Subsequently, the sample of the research is created by taking the proportions of the strata in the study
population into consideration to represent the strata at the same rate. At this point, randomness is achieved by choosing the units
randomly from each layer (Yamane, 2006). According to Sahin (2014), using the appropriate method ensures that the sample is
valid, reliable, and has a high representation power. In this context, it is thought that the sampling method used for this research
in the relational survey design coincides with the aims of the research and is suitable for generalization to the population.
Therefore, it can be said that the stratified sample increases the validity, reliability, and external validity of the study together with
its power to represent the population.

The strata in the study were determined according to the grades of the schools. According to the National Education Basic Law
No. 1739, schools are divided into levels according to the development levels of the students, and the establishment and
functioning of the levels may differ from each other (Mevzuat, 2020).

According to the regulations of the Ministry of National Education for preschool and primary education institutions, all classes
except Religious Culture and Moral Knowledge and English lessons must be taught by primary school teachers in primary schools.
However, if no teachers from these branches can be found under any circumstances, these courses can also be taught by the
teacher of the class (Mevzuat, 2020). In this context, classroom teachers have responsibilities for only one class, and they spend
the whole week, month, or even year with the class they are responsible for. Also, the same law states that it is essential that
classroom teachers teach the same class in the following year. In this respect, it is thought that the level of their psychological
capital will reflect on the class for which they are responsible.

On the other hand, branch teachers in secondary and high schools take the responsibility of more students by teaching
different classes. In this respect, it is estimated that the level of their psychological capital will affect a large number of students.
For this reason, stratified sampling was preferred, as it is important to examine the relationship between school principals
'effective communication process and teachers' psychological capital. Therefore, three layers were determined as primary school,
secondary school, and high school in accordance with the population of the study. Thus, it was examined whether there was a
difference between these grades in accordance with the purpose of the research. As of the fall semester of 2020, a total of 1595
teachers were working in Istanbul province, Glingdren district, 583 in public primary schools, 506 in secondary schools, and 506
in high schools (Glingdren District Governorship, 2020). In this study, according to the number in the population of the study, the
sample size should not be less than 316 (Yamane, 2006). Accordingly, it was necessary to reach 114 teachers corresponding to
36% from primary schools and 102 teachers corresponding to 32% from secondary and high schools.

Data Collection and Tools

In this study, the Effectiveness of School Principals in the Communication Process Scale (ESPCPS) developed by Ozmen and
Yorik (2007) was used as a data collection tool. The scale consists of 18 items, 6 of which are negative and 12 of which are positive,
and it is a one-dimensional scale. Also, the Cronbach Alpha internal consistency coefficient of the scale was determined as .90.

On the other hand, the Psychological Capital Scale Short Form (PCSSF) adapted to Turkish by Orug (2018) was used to examine
teachers' psychological capital. The scale is 12 items. It consists of 4 sub-dimensions: self-efficacy, hope, resilience, and optimism.
The Cronbach Alpha internal consistency coefficient of the scale was found to be .93. Both scales are in Likert type, and the ESPCPS
was prepared as a 5-point Likert, and the PCSSF was prepared as a 6-point Likert. Two experts examined the scales whether they
were appropriate to be used in the scope of the research and also their suitability in terms of appearance validity.

The data collection phase was completed via e-mail on the internet. While writing the items of the scales, all items were
marked as mandatory questions, thus avoiding lost data in the incoming data. At the same time, a research information form,
which includes information on the content, scope, purpose of the research, and the participants' ability to withdraw from the
study if they wish, was added.

Since there might be forms that could be filled incorrectly, forms were delivered to 20% more participants than needed. 366
participants filled out the forms. Since 127 of the participants were primary school teachers, 120 were middle school, and 119
were teachers working in high schools, 7 forms from middle school participants and 6 forms from high school participants were
randomly selected from the analyses to equalize the ratios in the strata to the sample representation ratio. Thus, as calculated in
the sample, the number of participants who were primary school teachers was achieved as 127, 36%. The number of participants,
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consisting of middle school and high school teachers, provided a 32% rate of 113. The total number of participants was 353. The
analyses were based on these numbers.

Reliability Analysis

Cronbach alpha values were calculated to examine the reliability of the scales used in the study, based on internal consistency.
If the alpha coefficient is greater than 0.40 and less than 0.60, it means that the measurements of the scale are at low reliability if
greater than 0.60 and less than 0.80 are quite reliable, and greater than 0.80 and less than 1.00 are highly reliable (Alpar, 2013, as
cited in Yildiz & Uzunsakal, 2018). Reliability coefficients of the scales are given in Table 1 and Table 2.

Table 1. Cronbach Alpha Reliability Coefficients of the ESPCPS

Scale Number of items Cronbach's Alpha

ESPCPS 18 0.66

According to Table 1, the Cronbach alpha value of the scale of effectiveness of school principals in the communication process
was determined as 0.66. According to this result, it can be said that the reliability of the scale of effectiveness of school principals
in the communication process is sufficient.

Table 2. Cronbach Alpha Reliability Coefficients of the PCSSF

Scale Dimension Number of items Cronbach alfa
Self-efficacy 3 0.80
Hope 4 0.84
PCSSF
Resilience 3 0.58
Optimism 2 0.80
PCSSF Overall 12 0.88

According to Table 2, the Cronbach's alpha coefficients calculated for self-efficacy, hope, resilience, and optimism of the short
form of the psychological capital scale were 0.80; 0.84; 0.58; 0.80, respectively. Accordingly, self-efficacy and optimism were quite
reliable, and hope was highly reliable. On the other hand, the resilience sub-dimension was at a low level of reliability. The overall
alpha coefficient of the scale was calculated as 0.88. According to the results, it can be said that the calculated internal consistency
coefficients of the psychological capital scale short form were sufficient.

Data Analysis

The skewness and kurtosis coefficients were examined to calculate the effectiveness of school principals in the communication
process and psychological capital scale short-form scales whether the scores obtained from the scales used in this study were
normally distributed or not. The fact that the coefficient of skewness is less than * 3 and the kurtosis coefficient is less than + 10
is considered sufficient to assume that the data are distributed normally (Kline, 2011). The skewness and kurtosis coefficients for
all scales ranged from -1 to +1. According to the results, it can be said that the data showed a normal distribution.

To determine the levels of teachers participating in the study related to the variables of the study, it was assumed that the
intervals in the measurement tool were equal, the effectiveness of school principals in the communication process (4/5),
psychological capital (5/6). First, the lower and upper limits for the options were determined. Accordingly, the scoring of the
statements in the effectiveness of school principals in the communication process; between 1.00-1.79 was calculated as “very
low,” between 1.80-2.59 as “low,” between 2.60-3.39 as “medium,” between 3.40-4.19 as “high” and between 4.20-5.00 as “very
high.” T scoring of the statements in the psychological capital short-form scale was 1.00-1.83 "very low," 1.84-2.67 "low," 2.68-
4.35 "medium" (2.68-3.51 partially disagree / 3.52-4.35 partially agree), 4.36-5.19 " high, ” calculated as 5.20-6.00“ very high.”
Besides, in accordance with the purpose of the study, the ANOVA test was used to determine the difference between groups.
Pearson correlation analysis was performed to determine the relationship between the effectiveness of school principals in the
communication process and the psychological capital of teachers. A simple linear regression analysis was conducted to determine
the effect of school principals 'effectiveness in the communication process on teachers' psychological capital.

FINDINGS

The results of the descriptive statistical analysis conducted to determine the average scores of the teachers participating in
the study. Teachers' perceptions of the effectiveness of school principals in the communication process (3.45 + .37) were seen at
a high level. When the average psychological capital levels of teachers were examined, self-efficacy sub-dimension was high (5.02
+.71); hope sub-dimension was high (4.91 + .71); resilience sub-dimension was high (4.50  .74); optimism sub-dimension was
high (4.66 £ .97). It was observed that they agreed with the psychological capital general score at a high level (4.79 = .62).
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Table 3. ESPCPS and PCSSF Scores, Standard Deviation and ANOVA Results by School Levels

Variables School level N X Std F P
Primary 127 3.47 0.37
ESPCPS Secondary 113 3.36 0.32 4.58 0.01
High school 113 3.50 0.38
Primary 127 4.99 0.75
Self-efficacy Secondary 113 4.94 0.70 2.38 0.09
High school 113 5.13 0.63
Primary 127 5.00 0.76
Hope Secondary 113 4.80 0.64 2.43 0.08
High school 113 4.92 0.69
Primary 127 4,55 0,78
Resilience Secondary 113 4,43 0,73 0,80 0,44
High school 113 3,46 0,68
Primary 127 4.78 1.05
Optimism Secondary 113 4.57 0.96 1.45 0.23
High school 113 4.62 0.87
Primary 127 3.35 0.76
PCSSF overall Secondary 113 3.40 0.73 0.83 0.16
High school 113 3.38 0.71

According to Table 3, it was understood that self-efficacy, hope, resilience, optimism, and the total score of psychological
capital did not differ significantly by school levels (p> 0.05). It has been determined that the psychological capital perceptions of
the teachers working in primary, secondary, and high schools are similar according to the school levels. On the other hand, it was
seen that teachers' perceptions of the effectiveness of school principals in the communication process showed a significant
difference according to school levels (p< 0.05). ANOVA test results regarding this difference are given in Table 4.

Table 4. ESPCPS ANOVA Results

N’ SS ve X Values ANOVA Results
Score Group N X SEx Var. K. K.T. Std K.O. F p
i Bet
Primary 127 3,47 0,03 zween 1,20 0,37 0,60
' 4.58 0.01

Espeps  Secondary 113 3.36 0.03 Within G. 45.96 0.32 0.13
High school 113 3.50 0.03 Total 47.17 0.38
353 3.45 0.01 0.36

The total score of the school principals' effectiveness in the communication process was determined as 0.23 as a result of
Levene's test. (p> 0.05). This result showed that the variance is distributed homogeneously. Also, the Gabriel test can be used to
test the difference in cases where the number of participants between groups was not exactly equal and close to each other (Field,
2005). For this reason, the Gabriel test, one of the post hoc analyses, was used to understand which school level showed the
difference. Results are given in Table 5.

Table 5. Post-Hoc Gabriel Test Results on the ESPCPS Scores

School level (i) School level (j) Mean D. (i-j) SEx p
Primary Secondary .10201 0.4 .087
High school -.03909 0.4 .788

| Kastamonu Education Journal, 2021, Vol.29, No. 3|



764

Secondary Primary -.10201 0.4 .087
High school -.14110%* 0.4 .011
High school Primary .03909 0.4 .788
Secondary .14110* 0.4 .011

"p<0.05

According to Table 5, it was seen that teachers' perceptions of the effectiveness of school principals in the communication
process differ among middle school and high school teachers. After this analysis, in accordance with the purpose of the study,
Pearson correlation analysis was conducted to test the relationship between the effectiveness of school principals in the
communication process and the psychological capital of teachers. The results obtained are given in Table 6.

Table 6. Pearson's Correlation Coefficients Regarding the Relationship Between ESPCPS and PCSSF

Variables 1. 2. 3. 4. 5. 6.

1. ESPCPS 1

2. Self efficacy .318%* 1

3. Hope 376%*  .636%* 1

4. Optimism 306%*  .402*%*  585** 1

5. Resilience .186**  .475**  .608**  .503** 1

6. PCSSF Overall 370%*  776%*  .899**  751**  798%* 1
X 3.45 5.02 491 4.66 4.50 4.79
SS 0.36 0.70 0.70 0.97 0.73 0.61

**p<0.01 N=353

According to Table 6, the scores of effectiveness of school principals in the communication process and resilience (r = 0.186; p
<0.01) were low, self-efficacy (r = 0.318; p <0.01), hope (r = 0.376). ; p <0.01), optimism (r = 0.306; p <0.01), and psychological
capital scale total scores (r = 0.370; p <0.01) were found to have moderately positive significant relationships. According to this
result, as the effectiveness of school principals in the communication process increased, teachers' psychological capital also
increased.

Table 7. Results of Regression Analysis to Test the ESPCPS on PCSSF of Teachers’

Variable B ::?;rdart B t P
(Independent) 2.64 0.29 9.10 0.00
ESPCPS 0.62 0.08 0.37 7.46 0.00
R=0.370 R2=0,137 F=55.767 p<0.001

Dependent variable= Psychological Capital

According to Table 7, it was understood that the effectiveness of school principals in the communication process had a
significant relationship with psychological capital (R=0.370; F=55.767; p<0.001). The effectiveness of school principals in the
communication process explained 13% of the change in teachers' psychological capital. When the significance values of the
standardized beta coefficients were examined, it was understood that the effectiveness of school principals in the communication
process (B=0.37; p <0.01) was a significant predictor of psychological capital. The effectiveness of school principals' effectiveness
in the communication process had a positive effect on psychological capital.

DISCUSSION, CONCLUSION, AND RECOMMENDATIONS

In this study, the effects of the effectiveness of school principals in the communication process on the levels of teachers'
psychological capital were examined. Because of COVID-19, face-to-face education was largely suspended in almost all countries.
This situation led authorities to search for different solutions, with distance education has emerged as the key alternative
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(Karakose & Demirkol, 2021). Soon fully-online education started to play an important role in education systems (Karakose, 2021).
So, teachers started to work from home alone, and the school principals worked at schools communicating with teachers online.
This online education process is seen as a panacea for the education crisis (Dhawan, 2020). Therefore, it is thought that effective
communication and teachers' psychological capital have become more important.

First of all, teachers' perceptions of school principals' communication process effectiveness and teachers' psychological capital
levels were analyzed. Accordingly, it was found that teachers’ perception of the effectiveness of the school principals in the
communication process was high. According to this result, although the effectiveness of school principals in communication
processes can be evaluated as sufficient, it can be said that they were not at a very high level. Similarly, Cinar (2010) supports this
result. Considering the importance of school principals in the realization of the goals of the school, workshops can be developed
to improve the communication process of school principals. The content should be created by taking the opinions of school
principals. It is evident that digital communication tools gained more importance, especially as a result of the COVID-19. In this
context, the content of the workshops can include the use of digital communication tools.

On the other hand, teachers' psychological capital levels were also found to be very high. The self-efficacy sub-dimension, one
of the sub-dimensions of psychological capital, is seen at the highest level. The research results of Keser and Kocabas (2014) and
Tosten and Ozgan (2017) reveal that teachers' psychological capital is at a very high level. Considering the importance of
psychological capital as an individual resource for employees to achieve the goals of the organization, it can be said that it is a
positive result that teachers' psychological capital levels and especially their self-efficacy are very high in achieving the goals of
schools during the COVID-19.

In line with the aims of the study, it was tested whether the effectiveness of the communication process of school principals
and the psychological capital of teachers differed according to school levels. Accordingly, the psychological capital of teachers did
not differ according to school levels. On the other hand, the effectiveness of the communication process of school principals varied
according to secondary school and high school levels. In some studies, no difference was found in the effectiveness of the
communication process of school principals based on primary school teachers and branch teachers (Kosterelioglu & Argon, 2010;
Cinar, 2010). In this study, a difference was determined according to school levels. However, considering that the teachers working
in secondary and high schools are branch teachers, qualitative research can be conducted on why the difference between the
levels occurs.

In the study, a moderately significant positive relationship was found between the communication process effectiveness of
school principals and teachers' psychological capital and its sub-dimensions. In the analyses made based on these results, it was
seen that the effectiveness of school principals in the communication process explained 13% of teachers' psychological capital
and had a positive effect as a significant predictor. This shows that if school principals manage the communication process
effectively, especially during the COVID-19, the psychological capital of teachers will also increase. Therefore, it can be said that
the effectiveness of the communication process of school principals and the work of teachers individually due to distance
education are important for achieving the goals of the school. Psychological capital, one of the individual resources, is the concept
of positive organizational behavior in organizations that emerges from positive psychology (Luthans & Youssef, 2007). This core
structure, taken from the broaden and build theory, has theoretically contributed to individual resources with its sub-dimensions
of self-efficacy, hope, optimism, and resilience (Luthans et al., 2007). According to the broaden and build theory, positive emotions
broaden people's repertoire of thought and action and constitute permanent individual resources (Frederickson, 2004). As a new
situation, the access of students, especially in the context of communication in distance education and the communication
problems experienced by school principals and teachers, unlike face-to-face education, is the main problem (Kilek¢i Akyavuz &
Cakin, 2020; Cakin & Kiilek¢i Akyavuz, 2020). According to the theory of broaden and build theory, it can be said that positive
emotions are important to improve the psychological capital level of teachers to find new solutions to usual and unusual problems
because individuals become more resilient with the effect of positive emotions (Frederickson, 2004). If the managers express what
they expect from the employees through an effective communication process, the positive feelings of the employees towards the
job are reinforced (Eroglu, 2013). According to the psychological perspective, the communication between the receiver and the
sender can be determined by the characteristics of the individuals (Gizir & Simsek, 2005). According to this perspective, there are
numerous stimuli in the communication environment of individuals, and individuals can choose these stimuli according to their
perceptions, interests, and attitudes (Durgun, 2006). Therefore, school principals should be aware of this perspective in the
communication process because the pandemic may have caused teachers to have a negative perception and attitude about the
situation. Therefore, the negative statements of school principals about the process may affect teachers who have negative
feelings especially due to the pandemic more and cause their psychological capital and thus their performance to decrease.
Besides, since direct observation of internal processes is limited according to the psychological perspective (Jensen 2003 cited in
Durgun, 2006), it is thought that it will be effective for school principals to conduct a positive communication process regarding
the pandemic. According to the psychological perspective, it is possible that negative discourses negatively affect teachers. In this
context, it can be thought that the effectiveness and positive discourse of school principals in the communication process can
create positive emotions. These feelings can play an important role in reaching the goals of school in the pandemic process by
contributing to the development of teachers' psychological capital. In this respect, psychological capital can be chosen as one of
the subjects that teachers make presentations on during the seminar periods of schools. In connection with this, school principals
can also make a presentation by researching the communication process or organize a workshop on these issues with the decision
of the district national education directorate.

| Kastamonu Education Journal, 2021, Vol.29, No. 3|



766

Since this research was carried out during the COVID-19, online data were collected due to teachers not being present in
schools. Since the data were collected only from the district of Glingdren, the results of the research can only be generalized to
this district. Similar research can be done in other districts or throughout the province. Another limitation of the study is that it is
not known whether the participants were randomly selected by the school principals or not. For this reason, similar research can
be repeated by collecting data face to face. Also, research was conducted during the pandemic. For this reason, when the
pandemic is over, similar research can be conducted, and the results obtained can be compared with the results of this research.

As a result, in this study, the effect of the effectiveness of school principals in the communication process on teachers'
psychological capital was examined. As a result of the research, although the effectiveness of the communication process of school
principals was found to be high, it was seen that it should be improved. On the other hand, the psychological capital levels of the
teachers have been determined at a very high level, and it seems to be a positive result in the pandemic period when the
realization of the goals of the school becomes difficult. For the study, a moderately positive and significant relationship was found
between the effectiveness of school principals in the communication process and the psychological capital of teachers, and it was
understood that the effectiveness of school principals in the communication process as a predictor of teachers' psychological
capital.
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