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Adaptation of the Turkish Language Version of the Inventory of New
College Student Adjustment: The Roles of Resilience and Social Self
Efficacy in College Adjustment

Nesime Canr, Bilal Kalkan ?
*Ankara University
2$G O\D P v€)si8/Q L

Abstract

Transition from high school to college can be a struggle for many studentsupport the firsyear college
students during the transition, various factors can be taken into consideration. In this study, we focused on the
role of resilience, social seéffficacy, college orientation, and student organization involvement ingeolle
adjustment among the firgear Turkish college students. Using snowball sampling, we distributed our online
survey package across Turkey and recruited a total of 346 participants. To measure the concept of college
adjustment, we developed and validafaatkish language version of the Inventory of New College Student
Adjustment (INCAT) due to the limitations of existing instruments. The confirmatory factor analysis results
indicated that the Xlem INCA-T revealed a good fit with Turkish sample. Thesing INCAT, we evaluated

the relationship among college adjustment, resilience, sociakffiekicy, attendance of a student orientation
program, and involvement in student organizations. Multiple regression analysis results showed that resilience
and ®cial selfefficacy were significant predictors of college adjustment among theyéest students. Also,
individuals participating in student orientation and student organizations reported significantly greater
adjustment to college. Considering the firgs of the present study, we discussed implicationsfdoulty
advisorsandcollege counselorshenprovidedrecommendations for future researchers.

Key words: College adjustmenResilience Social selfefficacy, Orientation, Firslyear student

Intr oduction

Higher education enrolments have increased globally (The World Bank, 2019) and the numbers are expected to
grow continuously by 2030 (OECD, 2019). In 2017, 35% of individuals completing secondary education
enrolled in higher education in OECD cades, while in 2018, this percentage increased from 35% to 44%. In

the United States (U9 alone, 16.8 million students enrolled in an undergraduate program in 2017, and
undergraduate enrolment is expected to increase by 3% (from 16.8 to 17.2 millemtsylxtween 2012028

(NCES, 2019). With numbers increasing each year, student retention and graduation rates become highly
important for institutionsHaktaniret al., 2018). For instance, 40% of undergraduate studespsoutof school

at any time oftheir studies, and approximately 30% dropout within the first year in the (BBistamante,

2019). In order to prevent college dropouts and retain students, the concept of college adjustment has become a
significant factor, not only in research, but als@iactice througladvising and counseling.

&ROOHIJH DGMXVWPHQW LV GHILQHG DV D FRPELQDWLRQ RI DQ LQGLY!
institutional adaptation experiences to an academic institution (Baker & Siryk, 1984d). In other wats, to

develop a positive college adjustment experience, individuals need to meet academic requirements while
enhancing social interactions in campus life and having a sense of attachment to the institution (Baker & Siryk,
1984). In a recent study, theventory of New College Student AdjustmetiCA) was developed to measure

addressing salient issues related to adjustment experiences of contemporary college students (Watson and Lenz,
2018). Researchers reported that being ayesr student can be stefgl and challenging (Berardi et al., 2019).

Settling a new life away from home, dealing with a new set of academic expectations, having emotional and
relational problems may overwhelm figtar students (Bowman et al.,, 2019; Credé & Niehorster, 2012;

! Corresponding Authoflesime Cannesime.can@ankara.edu.tr
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Karaman et al., 2019) and these challenges may put students at risk of lower academic functioning, lower
wellbeing, and even dropouts (Bruffaerts et al., 2018; Credé & Niehorster. 2012).

Various factors can be taken into consideration in promoting transdiaollege. Researchers examined the

role of generational status (i.e., figneration vs. continuingeneration of college students) (Asperimeier et

al., 2012; Yang, 2020), social support (Berardi et al., 2019; Quan et al., 2014), parental attacighepteiB

al., 2019), familial factors (Karaman & Sari, 2020), and orientation attendance (Martin & Dixon,1994; Perrine

& Spain, 2008) in relation to college adjustment. Although freshman orientation programs have become a norm

at academic institutions, resrchers (e.g., Martin & Dixon, 1994; Perrine & Spain, 2008) found no significant
UHODWLRQVKLS DPRQJ IUHVKPHQYY RULHQWDWLRQ DWWHQGDQFH FRC(
recent of these studies were conducted more than a decade agpwhich college student orientation might

have drastically transformed.

Taken all together, the literature provides information regarding the relationship between college adjustment and
conceptually related factors (e.g., Bishop et al., 20itktaniret d., 2018; Karaman & Sari, 2020). However,
research results should not be overlooked, as results may change across regions and countries. In the present
study, we aimed to examine college adjustment and its relationship with resilience, soeticself;, student
involvement in college orientation and student organizations amongdiastundergraduate students in Turkey.

To assess the concept of college adjustment, a proper instrument was needed due to the limitations of existing
instruments, which areomprehensivand not theory drivenThus, we decided to translate the INCA (Watson

& Lenz, 2018), which is a ttem scale, into Turkish language and evalitstpsychometric properties instead

of developing a new instrument, as the INCA is a practiediable and cross culturally validated instrument

Then we utilized the INCAT in analysis.

Resilience and Social SelEfficacy

The term resilience means bouncing back from a negative emotional experience and adapting a stressful and
challenging situatio well (Masten, 2014). As college is a particularly stressful time for many young adults with
leaving home and transitioning into a new chapter of life, resilience becomes a critical concept for college
students.Haktanir and colleagues (2018) conductedstaidy to assess the relationship between resilience,
academic sel€oncept and college adjustment among-fesar students. The study results showed that students
reporting higher resilience tended to report higher college adjustment. Banyard and 2a@4drexamined

college adjustment among trauma survivors and found that individuals making positive meaning from traumatic
experience tend to report higher resilience and positive adjustment. According to Kim and Lee (2018), being a
resilient student notrdy made college adjustment easier but also kelpvith college to work transition.

Further, the results indicated that resilient students were likely to use more emotion regulation strategies and had
higher career satisfaction compared to maladaptivestadKim & Lee, 2018).

,QGLYLGXDOVYT DELOLWLHY WR HQJDJH LQ VRFLDO UHODWLRQVKLSV D(
concepts to adjustmerib college (Azmitia et al., 2013; Kingery et al., 2019; Medina, 2018). However,
individuals' belief in their abilities to develop and maintain a social relationship is differenafrantual social

interaction, and this is called social sefficacy (Wright el al., 2013)The term social sekfficacy is based on

the selfefficacy theory of Albert Bandura, which asserts that the expected outcome of a situation is greatly
DVVRFLDWHG ZLWK LQGLYLGXDOVY SHUFHLYHG DELOLWReDNRXW WKH V
when a college student is confident going out with others and communicating with them, this student will likely

to believe that talking and going out with others will enhance their social relationship. Although researchers

found that sekefficacy positively related with college and life satisfaction (DeWitz & Walsh, 2002; Wright &

Perrone, 2010), and mediated the association between attachment anxiety and feelings of loneliness and
depression (Wei et al, 2005), there is scant literature ablaiin regard to the relation between social self

efficacy and college adjustment among first year students.

Higher Education in Turkey

Higher education enrolment numbers have been increasing since 2005 in Turkey (Our World in Data, 2014),
and 7.2 million students enrolled in an undergraduate program in 2019, while 1.1 millions of whoam

freshmen students (CHI, 2019). In Turkey, admission to an undergraduate program is determined based on the
central university entrance exam and placement (CUEEP)tsediie CUEEP, which is the only criterion
determining the university and program admission results, takes place once a year and may cause students to get
stressed about their academic and professional lives. Since the admission is based solely on RhecOeEE
changing majors in Turkey is quite strenuous. In order to change a major, students need to retake the exam and
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wait at least a year to apply to a different program. Consequently, many students who had different interests or
dreams feel trapped ia program they selected only because they could not score higher in the CUEEP.
Therefore, firstyear students in Turkey may experience unique stressors in the transition and may need extra
support to develop positive adjustment to retain and graduaiemer(Bulbil & Acar-Givendir, 2014;Dogan,

2012; OHUFDQ <O00GO] IHYHUWKHOHVV WKHUH DUH QRW \HW VXI
universities. For instance, the office of student affairs and faculty advisors are two main support resaiurces,

they only provide assistance to figgtar students with course enrolment. Although counseling centers could be

another resource for freshmen, only limited numbers of universities havestadtlished counseling centers in

Turkey and many universitgounseling centers are understaffed (Ulus et al., 2019). Therefore, professionals
working in these centers serve all students with numerous problems in the university with their limited time

(Erkan et al., 2011). Ultimately, not all universities providéemtation programs for firsgear students.

Therefore, not only we believe that further investigation on the topic is warranted, but we also believe-that first

\HDU VWXGHQWVYT QHHGY PD\ EH RYHUORRNHG LQ VXFK FLUFXPVWDQFH!

College Adjustment Research in Tukey

Several studies investigated the role mfmerousvariables €.g., coping styles, resilience, social support,
optimism, problematic internet usage, etc.) in relation to-fit"tDU FROOHJH DGMXVWPHQW LQ 7X
5DKDW g O kobeQ Buyukiscén, 2018; Yalim, 2007). Researchers reported positive relationships
with college adjustment, social support, coping style (Rahat & llhan, 2016), and resilience as well as optimism
(Yalim, 2007). A qualitative study conducted by Sevinc and C&0i4) examined common factors negatively
affecting college adjustmenand findings indicated that lack of support from faculty, campus friends, and
family were some of the main factors of negative college adjustment. In the same study, a sense of limited
connection to an academic institution and participation in social activities were also listed as additional negative
factors. Additionally, while a limited number of universities provide an orientation program for freshmen
students in Turkey, to our knogdge, only one study examined the effectiveness of a brief orientation program
in a Turkish university (Sevim & Yalcin, 2006). Although student participants reported finding the orientation
somewhat useful, the results showed no difference in collegetrmejusscores between individuals attending
the program and those who did not attend (Sevim & Yalcin, 2006). In a recent study, researchers developed an
online orientation system for international students to cultural adjustment and evaluated its eéfestiven
(Coskunserce & Bedir Eristi, 2017). However, this program was designed for international students, and no
recent study was conducted with figggar domestic students to facilitate their adaptation througbntne
orientation program.

During our exarmation of research findings on college adjustment in Turkey, we noticed a few shortcomings.
First of all, most researchers recruited participants from one institution (@hgil,B& Acar-Glvendir, 2014;
OHUFDQ <00GO0] 5DKDW uyekddal, Q018). AddsiehallF ¥hedinstruments that were
used in studies were flawed as they appear to be long with a large number of items, not providing an overall
total score and not being theory driverTherefore, we decided to translate and adaptrthentory of New
College Students AdjustmefiNCA; Watson & Lenz, 2018), which is a 4#m and 2 factor scale, into the
Turkish language to contribute literature by providing an alternative college adjustment instrument. Since the
INCA is cross culturly validated (Pester et al.,, 2018) and a brief instrument assed3sMgX Gdoliede V
adjustment, this instrument can be an asset to Turkish college adjustment literature.

Additionally, considering our review of global and national literature on adjusttoecollege we aimed to

contribute to the knowledge base by examining the relationship between resilience and saffadastfwith

college adjustment among firgear students by recruiting participants across Turkey. -f@at students

describe th transition as a stressful situation, therefore we decided to use resilience as a predictive factor for
college adjustment. Also, researchers reported the importance of social support for college students in many
VWXGLHVY %DNLRJOX 2]EDRDW<O@®ORDQ KRZHYHU WKH UHOD'
adjustment and social sel [ ILFDF\ UHPDLQV XQH[DPLQHG =RUOX <DP 7*]JHO gUuH!
social selfefficacy, resilience, college orientation attendance, and student aaianimvolvement as study

variables and examined their relationship with adjustrteenbllege

Method

Participants

Participants of the studwere first-year college students whaeere enrolled in higher education programs in
Turkey during the 2012020 academic yearA total of 346 firstyear undergraduate students across Turkey
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participated in the study. The mean age of participants was 19.4 years, range between 17 and 42 years (SD =
2.87). Eightynine participants were male (25.7%) and 257 were fe([@d&%). Twentyeight (8.1%) reported

that they completed a ofyear of English preparatory class before starting their freshman year and 318 (91.9%)
reported that they started their freshmen year without preliminary coursework. In terms of orien&fion, 1
participants (43.4%) indicated that they attended theyf@at student orientation program and 196 (56.6%) did

not attend any orientation program to ease their transition from high school to college-tRigbty24%)

indicated as being involved amdmember of a student organization at university, while 263 (76%) reported no
involvement. Fiftynine of the participants (17%) reported that they lived with their families and 287 (83%)
reported that they lived in a dorm or an apartment with their friends

Measures
Inventory of New College Student Adjustment

The INCA was developed by Watson and Lenz (2018) in order to help college student personnel and college
counseling staff in assessing fftsHDU FROOHJH VWXGHQWVY DGMXMNWROIBW GLIILFX
conducted their study with 474 freshmen enrolled in a public university in the USA. The INCA -ftam&4

using 4point Likert scale as &trongly disagreend 4strongly agreeTotal scores of the INCA range from 14

to 56 with higher scordadicating higher college adjustment levels of the fjsar students.

As a theory driven instrument, the INCAitialy ZzZDV GHYHORSHG EDVHG RQ 7LQWRYV
departure considering 10 domains of student adjustment including (a) pgyichbloealth, (b) family/social

support, (c) financial support, (d) academic expectations, (e) positive realistic expectations, (f) resiliency and
coping skills, (g) relationships, (h) connectedness, (i) career maturity, and (j) life experiences (Whéstn &

2018, p.6.)with 113 items After completing exploratory factor analyses (EFA) and confirmatory factor

analyses (CFA), Watson and Lef2018)found thatl4-itemsINCA had two subscales. The first subscale was

labelled assupportive networlbecause &ms were assessing relationships with peers and family. The second
subscale was labelled delief in selfbecause items in this factor were assessingpgetfeptions of an
LQGLYLGXDOYV DFKLHYHPHQW LQ FROOHJH :Dewt¥ph@ scordif@ the full 7TKH Ut
scale was .86. Moreover, convergent validity was completed by the researchers between INCA Supportive
Network and Multidimensional Scale of Perceived Social Support (MSPSS; Zimet et al., 1988), and INCA

Belief in Self and Acaemic SelfConcept Scale (ASCS; Reynolds et al., 1980). The validity analyses showed

that subscales were valid= .83 for supportive network and= .77 for belief in self (Watson & Lenz, 2018, p.

11). Two studies used the INCA and reported high levelzl@bility. A study conducted with 514 freshmen

students in the USA reported the reliability coefficient alpha score asld@afiret al., 2018). Another study

with 696 Ghanaian students in Ghana, Africa reported the reliability coefficient alpeaf@cboth subscales as

.74 (Pester et al., 2018). The reliability analyses of the current study showed that the Turkish version of INCA
ZDV UHOLDEOH 7KH &URQEDFKYV DOStae WasHlLDILDELOLW\ FRHIILFLHQW RI

Social Efficacy and Social Outecee Expectations Scalel'urkish

Social Efficacy and Social Outcome Expectation Scale (SEOES) is-aemi&-point Likert scale (Istrongly
disagreeand 5strongly agreg instrument developed by Wright, Wright, and Jerdsarnieri (2013) for the
purposeof measuring (a) social expectations of people in their relationships via assessing how they perform
tasks in social relationships and (b) outcome expectations in regard to engagement of relational tasks (p. 220).
7TKH LQVWUXPHQWITV WKHEDWWGFRQ &®BDENEROURDES ViR FSEDES has two
VXEVFDOHY QDPHO\ DV IROORZV 3VRFLDO HIILFDF\ H[SHFWDWLRQV”™ D
2013, p. 223). The reliability coefficient alpha score for thedolle was .96social efficacy expectations was

.96, and social outcome expectations was .91. The SEOES was translated into Turkish-T3BOBEIn and

Akkaya (2015). They found that the instrument had a high level of reliability and reported the reliability
coefficient alpha for the full scale as .94, social efficacy expectations as .93, and social outcome expectations as
.88 (Akin & Akkaya, 2015, p. 209). The current study also found that SEDE& a high level of reliability

and reliability coefficient alpha of éfull-scale was .92.

Brief Resilience ScaleTurkish

Brief Resilience Scale (BRS) was developed in order to assess the level of resilience (Smith et al., 2008). The
instrument development study was conducted with four different samples of participants in the USA: The six
item 5point Likert scale (Istrongly disagreeand 5strongly agreg instrument had a high level of reliability

with all four samples, .84, .87, .80, and .91 respectively (Smith et al., 2008). The BRS was translated into
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Turkish (BRST) by Haktanirand colleagues (2016). The psychometric prips of the BRS showed that the
instrument was reliableJ 7KH SUHVHQW VWXG\TV UHOLDELOL®Ale@HYHO ZDV |
.80).

Procedure
Instrument Translation

The forward and backward translation methods were utilizethgluhe translation process. The INCA was
initially translated into Turkish by 2 experts in the field of counseling. After translating the instrument from
English to Turkish, reverse translation was completed by 2 other experts in the feeldcafionin order to
compare the acceptability and accuracy of the Turkish translations. The final version of the instrument in
Turkish was created by the lead researcher of the current study.

Data Collection and Participant Recruitment

The present study consigié four questionnaires including the demographic questionnaire, the Turkish version

of INCA (INCA-T), the Social Efficacy and Social Outcome Expectations Scalekish (SESOES), and the

Brief Resilience Scale Turkish (BRST). Upon receiving institional review board approval from the first
author$ institution, the data were collected by utilizing an online survey created through an online data
collection website. Based on the snowball sampling method, we shared the survey link with first ygar colle
students as well as firgear course instructors with a request to disseminate the survey link to their students.
Participation was voluntary and the online data collection method was used as the only method to obtain data for
the current study.

Data Analysis
Statistical Power Analysis

JRU FRQILUPDWRU\ IDFWRU D QD @9yVditriani/plR O ORRHEHBWHPHQHVWKH DGFH
the sample size. The INCA (Watson & Lenz, 2018) included a total of 14 items; thus, a minimum of 210
participants were required. Given that we obtained data from 346 freshmempaatio was24.71, indicating

that our sample size was adequate for determining the quality of model fit. Additionally, we carried out a
G*Power analysis to determine the minimunmber of participants required to find a statistically significant

difference for a multiple regression analysis with two predictor variables atesawhen a medium effect size

existed at .80 power and .05 alpha level. Our findings showed that wedregddast 82 participants to conduct

these separate analyses. Considering our sample size of 346, our sample exceeds the minimum requirement.

Preliminary Analysis

After transferring survey data into SPSS, we inspected our data for any unusual édtrigaticipants
completed the survey. There were no missing data and no oullens.we reverse coded items as needed. We
LOQVSHFWHG WHVW DVVXPSWLRQV VXFK DV QRUPDOLW\ ODKDODQRE
homoscedasticity to determinehether any data points influencing the results existed. The results showed that
assumptions were met. The sample size was sufficirent 846). The relationship between dependent and
independent variables was linear. Mahalanobis results and critical wakresused, and no outliers were
detected. There was no multicollinearity. Tolerance values less than .2 cause of concern (Menard, 1995).
Tolerance values for SEOEK and BRST were .959. Moreover, VIF value of greater than 10 indicates
multicollinearity (Neter, Wasserman, & Kutner, 1989). VIF values for SEQE&nd BRST were 1.043.
Skewness and kurtosis scores wed21 and .937, respectivelyWe detected no unusual data points and
proceeded with the primary analysis.

Primary Analysis

To conduct a comfmatory factor analysis, we used the SPSS Analysis of Moment Structures (AMOS) software.
Additionally, we used SPSS to carry out a multiple regression analysis to discover the predictive roles of
resilience and social sedffficacy on college adjustmerttinally, we ran two separate independsainples-test

to compare groups based on their attendance in college student orientation and whether orvmetetaey
member of a student organization.
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Results
Study 1

In this study, we conducted a CFA for continuous data using a maximum likelihood (ML) estimation to
investigatethe psychometric properties of the Inventory of New College Student Adjustment (INCA; Watson &
Lenz, 2018) among é&rst-year Turkish collegestudent population from vamus universitiesThe ML was
utilized due to the existence of evidence for multivariate normality as evidenced by Mahalanobis distance
statistics. Widely accepted and researched CFA indices for assessing model fit were @édlectadu & Sink,
2013). We examined clsiquare statistics as well as several goodnéfitness indexes, including comparative
fit index (CFI), goodness of fit index (GIF), renteansquare error of approximation (RMSEA), standardized
rootmean square rihials (SRMR), Tucketewis index (TLI) Akaike Information Criterion (AIC), and
Expected Cross Validation Index (ECVIThe determine the adequacy of the values associated with each
statistic, we used the proposed acceptable model fit values of abdee CIl, GFI, and TLI while an RMSEA
value of below .08, and an SRMR value of below .06 (Dimitrov, 2012; Marsh et al., 2004; Mvududu & Sink,
2013).Though a rule of thumb is not proposed for AIC and ECVI, these values allow researchers to compare
modelsand the lower these values attee better(SchermellekEngel & Moosbrugger, 2003; Schumacker &
Lomax, 2010)The primary analysis of the model fit with no modifications on any of the itamsl@) showed
an unacceptable model fi§ (76) = 266.15, p < .0RMSE = .09, SRMR = .08, CFI = .80, GFI = .90, TLI =,.76
AIC= 324.15, and ECVI = .94 (CI90%181.10) In the final model, we eliminated four items from the original
INCA instrument and paired error terms for items 2 and 3 as well as items 9 and li€erih¢hat were
removed were not theoretically related to the two subscales we retrieved in this study, as they appeared to focus
on challenging courses and the ability to be genuine with ot&rgeran the analysis with a total of 10 items.
Overall, tre 10item model with two factors revealed good fit to the data and no more applicable modification
recommendations existe® (32) = 70.19, p < .05, RMSE = .06, SRMR = .05, CFl = .95, GFI = .96, TLI = .93
AIC = 116.19, and ECVI = .34 (CI90% .282) (seeTable 1).All indices in the final model demonstrated
improvements over the first modéfhe CFA was carried out and a twactor solution with 1dtems was
shown in Figure 1.

Table 1 Results of Confirmatory Factor Analysis for the INJA

Variable g df  GFI CEl  RMSEA _ AIC ECVI
INCA-T First Model 266.15 76 .90 80 09 324.15 .94

. 116.19 34
INCA-T Final Model 7019 32 .96 95 06

Note.CFl = ComparativeFit Index; GFI =The Goodness ofit Index RMSEA =Root-MeanSquareError of
Approximation AIC = Akaike Information Criterion; ECVI = Expected Cross Validation Index.
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Figure 1: INCAT Final Model in CFA
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Study 2

In the second study, we tested the assumptionaulfiple regressioranalysis(seethe preliminary analysis
section for details)The analysis results showed that all assumptions were met. Aftervibatan amultiple
regression analysis to understand the relationship among college adjustment, resilience, and sfficself
We also carried out several group comparison testsdertain whether college adjustment differed across
subgroups, such as attendance to college student orientation and involvement in student organizations.

Table 2 Summary of Multiple Regression Analysis

Variable B SEB t sr F R
60.71 .26

Resilience 31 .04 .35 7.39 A2

Social SelEfficacy 12 .02 31 6.50 .09

A simultaneous multiple regression analysis investigating the predictive role of resilience and social self
efficacy in estimating college adjustment was conducted. Results suggested that both predictor variables (i.e.,
resilience and social sedffficacy) significantly predicted college adjustment among freshni€B, 343) =

60.71,p < .001,R?= .26 (adjusted?’ = .26). This effect size value (i.e., .26) indicates a large effect size (Field,
2013). When theredictor variables were examined individualigsilience scores uniquely explained 12% of

the variation in college adjustment scois .31,p < .001, while social sekfficacy scores made a unique
contribution of 9%B = .12,p < .001 (see Table 2).

Additionally, we examined our data across twedfic demographic variables that may be related to college
adjustment. First, we ran an independsmmples -test to compare the degree of college adjustment based on
participation in a college orientation at the beginning of the year. During our anamgsdiscovered that
freshmen students who attended to student orientation reported significantly greater adjustment to college,
t(344) = 2.11p & R KdHQ2ZB\(see Table 3), indicating a small effect size (Cohen, 1992). Second, we
compared colleg adjustment based on membership to a student organization. Our data revealed that freshmen
students who were a member of a student organization reported higher levels of adjustment td(8d4ege,

3.58,p & R KdHQ1Y see Table 3), indittag an approximately medium effect size (Cohen, 1992).

Table 3 Summary of Independesamples fest Analysis

Yes No t(344) p &RKHIQT'
M SD M SD
Attended Freshmen 29.32 3.79 28.40 4.18 2.11 .04 .23
Orientation
Member of a Student 30.16 3.58 28.37 4.08 3.58 .001 A7

Organization

Discussion

The present study had two purposes. The first one was to translate the INCA into Turkish language and evaluate
the psychometric properties with Turkish fisgtar college student sample. The secpatbose was to assess

the relationship between college adjustment and related concepts such as resilience, sefi@acg|f
participation in college orientation and involvement into a student organization. We believe that the findings of
the presenttady fill a gap in the literature as well as provide implications for practitioners and future
researchers.

Study 1
The original version of the INCA is a ditem instrument and developed with figgtar students in the SA to

assess college adjustmenuggles (Watson & Lenz, 2018). Then, Pester and colleagues (2018) used the INCA
with Ghanaian college students, evaluated and reported the validity evidence for Ghanaian sample after
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modifications and removing 1 item. In the current study, collecting fdaa the firstyear college studenta

Turkey, our results also confirmed a tfaxtor scale after modifications and removing 4 items from the original
instrument. It was important to note that 3 of the deleted item€lfallenging courses make me a bett

studen}, 8 [l always see the good in situatignand 13 [ know what | will do after graduatidhwerebelonged

to belief in self subscale. Since individuals participating in the present study live in a collectivistic culture in

Turkey, necessary itememoval from the belief in self subscale can be interpreted in relation to the meaning
MEHOLHI LQ VHOIYT LQ WKLY FXOWXUH B5HVHDUFKHUV VWDWHG WKDW LQ
esteem while individuals from collectivistic cutes tend to value setfiticism rather than selisteem

(Konrath, 2012). It can also be interpreted that participants might find supportive network items more relatable

since previous research results indicated a positive relationship between soaiat angdpcollege adjustment

among Turkish firsyyear students (Rahat & llhan, 2016; Sevinc & Cem, 2014). Additionally, after carrying out

factor analyses, one item from each subscale yielded under the other subsé&jec{dsemates value my

opiniofand L [0\ IDPLO\TV VXSSRUW P DONTFh\ cRamgé kigld b¥ wlatdrl Qoldifferences in
FRIQLWLYH SURFHVVHYVY LQ GLIITHUHQW FXOWXUHV /HQ] 6ROHU 'HOOT
INCA-T consists of a total of 10 items includingt&ms per subscale. Thus, we conclude that the ING#&a

brief, practical, and valid instrument with a capacity to contribute to evidgmgeorted practices in Turkely.

is important to noteesearchers tend to use following instrumentsneasure theoncept of adjustment to

college in Turkey WKH $GMXVWPHQW WR 8QLYHUVLW\ 6FDOH $NEDOON W
2003) and the Adjustment to University Life Scale (Aslan, 2015). However, some of these instruments are
impractical die to the number of items included. Additionabpme ofthese instruments consist of various

subscales andiere not necessarily developed based on a theory. However, the INCA (Watson & Lenz, 2018)

was initially GHYHORSHG XVLQJ 7LQW RdeM departureak ld Rramevivikndtetore, a a

practical and brief instrument, the INERA can bean option for practitioners and researchers working on
adjustment to college issues

Study 2

In the present studyye found thatesilience and social seiffficacy together predicted 26%ariance incollege
adjustmentscores ofthe firstyear students. Individually, resilience predicted 12% and sociakSiécy

predicted 9%variance incollege adjustment. Our findings were consistent with the extamatlite (e.g.

Haktanr et al., 2018; Yalim, 2007) meaning that individuals with higher resilience reported higher college
adjustment. Previous researchers examined the level of socieffs=dty among undergraduate students (e.qg.

Bakioglu, 2019; Zorlu Y& 7«]JHO guHUL KRZHYHU WKH UHODWLRQ EHWZHH
self-efficacy was unexamined. Therefore, we believe that we closed a gap in literature with oursfinding
claiming that social sekfficacy is a significant predictor of bege adjustment.

Researchers reported no correlation between orientation attendance and adjustment to college and retention
among the BA freshmen students (Martin & Dixon, 1994; Perrine & Spain, 2008). However, the present study
results showed thaparticipants attending college orientation reported significantly greater adjustment to
college.Our result also contradicted with another study which was conducted with Turkish samples, as their
findings indicated no difference in college adjustment scdretween individuals attending the orientation
program and those who did not attend (Sevim & Yalcin, 2006). Since the previous research studies conducted
almost twodecades agdhe content otollege student orientation programs might have changedhancotuld

be the reason for contradiction between previous and present findings.

Theory behind adjustment to college includes several aspects, hovetglvéBdker and Siryk (1986) and Tinto
(1988) stated that social support is one of the most importaetctaspfadjustmentto college. Moreover,
previous studies reported that receiving social support predicted college adjustment with Turkish samples
6HYLQF &HP 5DKDW gOKDQ 7KH UHVXOWY RI WKH SUHVH
engaging in student organizations reported higher college adjustment than their peers. Therefore, it is possible to
infer that individuals participating in student organizations may receive social support. Additionally, freshmen
students engaged in studengamizations can develop new relationships on capgng student organization
membershipmay give students a sense of belonging to their institution. Both these interpretations can also
positively contribute to college adjustment. In conclusion, our esigertecthe importance of attending
orientation and participating in student organizations during the first year of cidlegesmooth adjustmetd
a new academic and social environment.
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Implications, Recommendations and Conclusion

Considering the existing literature and the current study results, individuals working withefirsstudents

(e.g. faculty advisors, college counselors, and researchers) can utilize the present study results in various ways.
For instance, faculty advis® continuously work with a large number of students on top of their coursework and
research practices in Turkey. The INJAcan be a practical tool to assesdlege adjustment scores firfst-

year studerst Considering the results, advisors may arranggividual or group meetings withtruggling

studentsand subsequenthutilize the INCAT to monitor studenty)] FROOHJH D G MASMNE Pridserwv VW D W X

study results suggest, faculty advisors may encourage students to become involved with studeniarganizat
We also suggest that each university should design an orientation program-gedirstudents to ease student
adaptationThe orientation programs may provide information about student organizations and ways to support
students to overcomadjustnent to college issuegdditionally, faculty advisors can work with the office of
student affairs to ensure that all figstar students participate in the orientation program.

As discussed earlier, most university counseling centers are understaffedkey (Ulus et al., 2019), yet
studentsstill seek help for various issues including adjustment difficulties (Muezzin & Kaya, 2018). To use time
and energy effectively, college counselors nudilize the INCAT with the firstyear students on campus in
order to identify struggling students with adjustment to collegéhen counselors mayevelop appropriate
interventions for those in need. These strategies may indghatiddual or group interventions focusing on
fostering resilience, sociaelf-efficacy and support, as we found these variables significantly contribute to
college adjustment. College counselors may also design materials such as brochures and handouts for freshmen.
These materials may provide information related to student orientation, deaskdent organizations, and
suggestions to enhanceé W X Gdallgd¥ YigtworkSuch materials and resources can be shared with students
online. College counselors may also educate faculty members and advisors about the ways to supeart first
students

Our study findings suggested that resilience and sctlefficacy are significant predictors of college
DGMXVWPHQW \HW FRQWLQXHG UHVHDUFK LV QHHGHG ZLWK WKHVH
experiences. Therefore, researchemay design qualitative studies to explain fiys@r students college
adjustment experiences in relation to resiliensecial selefficacy, orientation and student organization
involvementthrough interviews. Additionally, researchers conducting experimental or longitudinal studies can
utilize the INCAT to monitor college adjustment over time or across treatments

Although the present study contributes to the literature and providesatiqlis in many ways, it is not free of
limitations. For instance, we recruited more participants than the minimum required numbers; however, there
was still a risk of selection bias by selecting known people and friends due to snowball sampling procedure.
Another limitation of the study could be social bias. The freshmen students might have discomfort if they were
inexperienced in participating in a research study or they might be enthusiastic during the first semester of their
college life. Therefore, picipants' discomfort or comfort might affect the honesty of their responses.
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Abstract

In this study, it is primarily aimed to determine the qualities of the problems posed by the students in a
mathematics class delivered through threbemposing approach and to examine the mean scores of the
students obtained from these qualifioas. Tte linear equations topic at the seventh grade was taught using the
problemposing approach. The study was designed as a case study and involgdstugents as participants.

The datawere collected using thirteen problgrosing taks. At the first stef the study a problemposing
evaluation rubricwas developed. The rubric involved the following criteria: clarity, mathematical accuracy,
contextal originality, originality in terms of mathematical relations, complexityeleand pertinence to
situation qualifications. Thenthis rubric was used to identify the qualities of these problems. It was also
employed to determine whether or ribé meanscores of the participants significantijffered based on the
objectives stated. The findings of the stuly X JJHVW WKDW LQ SDUDOOHO WR WKH SDUW
objectives their mean scores on contextual originality, originality in terms ofhemaatical relations, and
complexity also improved. It isoncludedthat the integrity of the probleqmosingapproach into the educational
program will improve the qualities of the problems developed by the participants

Key words: Problem posing, Linearquations, Problem posing evaluation rubric, Qualities of tblel@ms

Introduction

Problemposing can belefined as introducing new problems or rearranging an existing problem and generating
various mathematical problems from a given situafiorthe broadest termgLeung, 1993; Silver, 1993).
Problem posing is atsexpressed as interpreting concrete sibmstibased on mathematical experience and
formulating them as a meaningful mathematical problem and it is emphasized that this definition includes a
meaning suitable for the addressing of probkoatving in the catext of school mathematics in accordancthwi

the aims of mathematics teaching (Stoyanova & Ellerton, 1996).

Problem posing is a skithe importanceof which has been emphasized by scieststich as Einstein, Darwin
and Werthemier in terms ofattematical and scientific inquirfMcDonald & Smith,2020;Silver & Cai, 2005;
Stoyanova, 2003 Einstén (Einstein & Infeld, 1938 expressed the importance of problem posing with th
following phrag 3To raise new questions, a new possibility, to regdddproblems from a new angle, requires
creative imgination and marks real advances in sciendes cited in M®onad & Smith, 2020, p.400).
Research on problem posing has demonstratedptbatemposing is closely related tproblemsolving and
that problemposing makes some contributions to the dewalpt of problersolving skills (Silver & Cai,
1996). However, the positive effects pfoblemposing are not limited to its contribution ppoblemsolving
skills. Posed problems reflect the details of studemslerstanding of mathematics, their mathécahtskills

and beliefsso that teachers can also benefit from problem pdsitearn about students' mathematical concepts
and processes (Kwek, 2B; Klaassen & Doorman, 2015; Stoyanova, 2003; T-tJghkr, 2009). It is stated that
problemposing fosters léxible thinking, contributes to creativity and also provides opportunities for

’ Corresponding Author: DW LEH *L,JHdiPermyig@@mehmetakif.edu.tr
** This studyis produced fronthe doctoral dssertatiorof the frst author



14 YO& Ay

understanding and interpreting mathematical concepts (Bonottond,S2015; Cané\ ,UON .DU
2012; Kwek, 2015).

Many studieson the algebra learning area have shawat students have difficulty in making sense of algebraic
symbolism, coordinate system, linearity and linear equations and have some misconceptions ab8uoirthem

of the difficulties encounteed in algebraare transforming verbal expresss into algebraicsymbolism
providing transitions between different representations, and creating a graph of linear eq@aitadas,
Molino & Rio, 2018;Celik & Giine(12013;De Bock et al., 2002; Hattikudur et al., 20Nithamati, Fatimah &

Irma, 2020;SezginMemnun, 2011)The necessity of studies to improve the teaching of algebra and geometry,
including the topics ofthe coordinate system and linear relationshipansitons between different
representations od linear relationship and linear equations and to overcome difficulties encountered in the
teaching of these subjects has also been emphasizsliénal previoustudies (Birgin, Kutluca & @rbiz,

2008 Erbas,Cetinkaya & Ersoy, 2009; Mielickey & Wiley, 2016; Sezgitemnun, 2011; Yenilmez & Yasa,
2008, Wilkie, 2016). In particular, the understanding of the subjectheotoordinate system and linear
relationship forms the basis of the analytic geometry the sulgct of function. Therefore, it isotedthat lack

of understanding in the subjects thie coordinate system and linear equations in middle school may cause
misunderstandings about some subjects in the high school mathematics curieguiunctions, complex
numbers, limits, derivatived, QW HJUDOV  %LUJLQ . X el & F ker, 2007)TKdseio@OtO . H
can bemaintainedthat the topic of linear equations is a difficult subject, but it is very important for
understanding many different rhaimatical topics.

In the currat study, an instruction was designed with the support optbblemposing approach considering

its possible contributions to the understanding and interpretation of the subject of linear equations as it has been
emphasizedin many studies thatt iconsiderablycontributes to the understanding and interpretation of
mathematical concepts (Cai & HW@r2019; Ticha & Hospesova, 2013; Tolulcar, 2009).

It has been seen in various studies firablemposing tasks are used asassessment b to reveal students'

verbal skills, representational skills, and knowledge and skills about the transition betweerC#herh dl.,

2013; Canadas et al, 2018ne problems posed by the students reflect their mathematical knowledgellsnd ski
Therefore in this study, it is aimed to examine the problems posed by the students who took linear equations
courses supported by tlpEoblemposing approachi-or this aim, the qualification of the problems posed by
studentsvasexplored

Theoretical framework
Problem posing

The notion of poblemposing was described in various ways by different researcherslustrate,Duncaner
(1945) expressed it as reformulating a given situation or creating a new problem (as cited in St@@I8)va
Leung (L993) defined problemosing as formulating a set of mathematical problems from a given situation.
Likewise, Silver (1993) stated thatroblemposing means both creating a new problem and reformulating the
given problems. Accordifg, it can be derived frm these definitions thgtroblemposing can occur before,
during or after the solution of the problem.

Considering theopportunitiest creates for mathematics educatidris important to include @blem posing in
teachingmathematicsn schools (SingeiEllerton & Cai, 2013)Being a major element dfistruction problem
posing has also been considered a component of measuring students' mathematistlngay (Cai et al.,
2013; Cai & Hwag, 2019).

One of the commonly used classifications ooblem-posing tasks belongs to Stoyanova and Ellerton (1996).
Stoyanova and Ellerton categorizpbblenposing activities as free problem pag semistructured problem
posing and structured problem posing. According to this theoretical framestadents a asked to pose a
problem for a general situatipsuch as a mathematical calculation problem, a problem they think is difficult in
the ontent ofthefree problerposing activity,in semistructuredproblemsolving situations, students are given

an incompete problem situation. For example, a problem is created basexh equation or a shape. In
structured activities, a welitrudured problem and a problem solution are given to create a new problem for this
situation (Stoyonova, 2003). It is seen thag wtructures of the tasks used problemposing studies are
determinedn line with theresearch purposes.
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In some studies, it has been observed that the problems posed by students were evaluated in terms of achieving

the related objectives or conceptalahe difficulties encountered (Cai et al., ,uON .DU ,Q VRPH
otherstudies, ithas emergethatthe aim isto measurgroblemposing skills and various toothathave been

created for this purpose (Bonotto & Santo, 2015; ©@gnR014; Kala & tendil, 2016; Kwek & Lye ,2008;

Silver & Cai, 1996).

Different characteristics of the posed probldmse beemxamined in the previougudies For instanceSilver

& Cai (1996) asked students to pose various arithmetic problems by giving thenblenpmituation. The
problems posed by the students wirgt examinedas towhether theywere mathematical questions or not. If

the posed problem was indeed a mathematical problem, in the next step, the problems were categorized into two
groups as solvabland unsolvable questions. If there was not endnfghmation to solve the posed problem,

then these problems were included in the category of unsolvable questions. In the final stage, a semantic and
linguistic analysis was conducted for the difficultf the problems in the category of solvable questioh

semantic analysis was also conducted for the unsolvable questions (Silver & Cai, 9®88hlpieces of
researchwere utilized in this analysis process (Bonotto & Santo, 2015; Crespo & Sinclaif; 200ek & Lye,

2008).

In a different studyCrespo & Sinclair (2008) used theoblemposing tasksdentifiedin the literature (Silver &

Cai, 1996; Vacc, 1993)ith pre-service teachers arhalysedhem according to the same analysis schemes and
found similar resultsto thosereported in the literatur&ubsequentlythey conducted group discussions with the
pre-service teachers about the characteristics that a good problem should have, and they evaluated the problems
posed by themselves.t Ahe end of his study, they stated that broader categorizing schemes are needed to
evaluate the problems and that aesthetic criter@g gurprise, novelty, fruitfulness) of the problems can also be

taken into consideration

In another study, a detad analysis bthe complexity of the problerwasaddressed in three categories; namely,
low complexity, moderate complexity and high complexity (Kwek & Kye, 2008; Kwek 2015). The problems
with low complexity are directed to recognizing and recalting previously leared information. Answers to
problems with moderate complexity require more flexible thinking thiblems with low complexity and
generally involve more than one step. The problems with high complexitghe other handequire more
abstract reasoningreative thinking and association and atieg} skills.

In their exploratory study, Bonotto and Santo (2015) alssiredto determine the relationship between
creativity andproblemposing activities based aopaltlife situations. Firstly, consideringpme analysis schemes

in the literature (Silver & Cai, 1996; Yuan, 2008; cited in Bonotto & Santo, 2015), the problems were analyzed
as towhether theywere problems or not and if they includeeasonable anddequate data. The problems
including reasonabland adequate data wemealysedconcerningthe subdimensions of creativity; flexibility,
fluency and originality. In th@roblemposing stage of this study carried out at three stdbesstudents were
asked to pose various problems in a specifiedad on the basis of the mathematical situations in a brochure
handed out to the students. Flexibility was determined by categorizing the posed problems according to different
types d& knowledge and problem types included in the reasonable problems; fluescexpressed with the
means of the number of the problems posed by the students. Origimalitye other handvas expressed as the
answer to th@osed problem being similar teviier than 10% of the answers to all the problems.

More recently,Kaba & Sexgul (2016) developed a rubric to evaluate the posed problems. It is observed that

although there are items that show the difficulty level of the problem and the originality mfotilem in the

draft form of the rubric, these items are removed in thed fiorm. The reason for the removing of the difficulty

item is stated as the fact that all problems are problems posed in siBikte@s and this item does not contain

any distnguishing properties. The reason why the item of originality is not inclirdéte final version of the

rubric is that the students pose problems that are far from real life due to the concern of posing original
problems and this item doe®t make a dilerence in terms of performancéhe problem qualities in the last

form of the rubric are the text of the problem (language and expression), the compatibility of the problem with

the mathematical principles, the type/structure of the problem and theibghaflihe problem.

Another study examiningroblemposing skill accordingo the variables of attitude towargsoblemsolving,

JHQGHU DQG VXFFHVV ZDV FDUULHG RXW E\ g]JHQ $\GOQ *H@LFL DQG
were determined as using mathematical language, grammar and expressiveness, suitability of the problem to the
objectives, the amount drquality of the data in the problem, the solvability of the problem, the originality of

the problem, and the levef the stidents are stated as the evaluation criterigpfoblemposing skills. Each

criterion was assesseth a fourpoint scale ranginfrom 1 to 4 levels (0 to 3 point). At the end of the study, it
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wasfoundthat students had difficultyosing problems. It wasbservedhat there was no difference pnoblem
posing skills according to the gender variable. However, a significant differgasefoundin relation to
problemposing skills according to general academiccess and mathematics course success.

As it can be seefrom the review of the studies thus faariousproblemposing qualitieemerge according to

the feature focused on problemposing studies. Singaroblemposing tasks areperended, it iprobablefor

students to create a wide variety of problems with theblemposing tasks. Although this variety ke

desired situation in terms of teaching, it presents severfaullies as tomeasurment (Silver & Cai, 2005).

Here, the problem of which criteria a teacher will base his/her assessment on while using-posienin the
classroom arises. In this regard, Kwek (208&gssedhat before making decisions, teachehsuld take ird

account their teaching objectives and the potentiaprablemposing tasks to provide evidence of these
objectives. The characteristics of the tasks complying with the teaching objectives provide the teacher with ideas
to determine the #eria IRU DVVHVVLQJ VWXGHQWIV DFKLHYHPHQW ,Q RWKHU
characteristics of @roblemposing task are important in determining criteria for the assessmemolden

posing tasks.

Problem posing in algebra

Studerts' ability toprovide transitions between various representations is very important to perform meaningful
learning in algebra anthese transitionkave received focal attention some problenposing studies. Various
difficulties in transitions between various repretgions withproblemposing tasks involving algebra topics
have been revealed through problems (Cai et al., 2013 & Canadas et al., 2018).

Canadas et al2018) used problerposing to determine students' understagdif algebraic expressions and

the difficulties experienced according to the characteristics of the given algebraic statements. In the study, pre
service teachers were given free and sgimicturedorobleniposing tasks containing symbolic staterise The
problems were examined in terms of sytita structure and semantic structure. Thus, the problems were
converted into algebraic symbolism to analyze the syntactic structure, the compatibility with the symbolic
statement has been examin8gmanticanalysis was discussed within the additive andtiplicative structure
Additive problems were classified into comparisgrart part wholeand change categories. In addition,
multiplicative problems were classified as comparison, cartesian and equaihgrddeaningless problems, or
problems that doot require algebraic symbolism to be solved, were not taken in evalu@lierresults have
demonstratedhat in most cases, students posed probleme sgntactic stucture different from the given
symbolic expressions, so it waderredthat students he difficulty giving meaning to a given statemetitwas
observed that additive structures can pose problems more easily than multiplicative probdeths, rate of
problems incomparison type is lower in bothultiplicative and additive structural.

Cai et al. (2013)imed to measure the effect of secondary school curriculum on high school learning by using
problem posing as a toorhis studyaimed to determine the effects, similarities and differences of a standard
based curriculum and a more traditdeurriculum on students' learning algebra. phablemposing task used

in the research consists of two gaiin the first task, a system of equations task was givethangarticipants

were asked to find the x and y valuby solvingthem After that it was askedo the participantso pose a
problemthatcould be solved by using the given system of equations. In the second task, a grapbvidasl

and the students were askedaigte anequation that would produce the given graffierwards, the students

were asked to write a relife situation that could be represented by this graph. At the end of the research, it was
found that 22% of the students were able to solveetpgation systm andonly 19% of them could write the
correct equation for the graph task. Only 6.2% of the students were able to pose a problem for the system of
equations task, and 16.6% could pose a valid problem for the graph task. When the corfditiengosed
problems to meet the conditions given in the problem are examirtea,éame obviouthat only 14.3% fothe
system of equations task and 18.3% for the graph task match at least one condition. As a resoinitiwsesd

thata small proportion of the stlents were able to pose valid problems for both tasks.

In the current studyproblemposing is integratechto the linear equations instruction, whichcisnsidereda
challenging subject fomoststudentslt is aimedto examine the problems relatedlinear equations posed by
the students taking ihcourse The qualifications of the posed problems were determined for this aim. Linear
equations topic includes 3 separate subtopics: coordinate system, linedatiom and linear equation graphs
(Mone, 2@3).

In problemposing researches, the difficulties with various representations, and transitions with these
representations were indicated. It has been observed that representational changes sitinie tbubjedtave
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a different level of difficulty (@i et all, 2013 While different difficulties arise in different representations of
the same concept, it was aimed to examine whether the qualification of the problems posed for the subtopics of
amathematics subject diffet a significant level

From this point of view, this study aimed to determine whether the qualities of the problems in the mathematics
teaching program ((MoNE, 2013), the suapics of the coordinate system, linear correlatiod Bnear equation
graphs, which are included in tigh-grade linear equations topic, differ or not.

To this end, answers to the following research questi@mesought throughout the extant study

1. What are the qualities of the problems thatstuelentposedn the linear equations courses supported by
aprobdem-posing approach?

2. How domean scores gotten from the problem qualities vary according to the objectives set in the
curriculum?

Methodology

The currenttase study was conducted in the classes where the subject of linear equations was taught with the
support of theproblemposingapproachto 20 seventh grade studenThe students were chosen tine typical

sampling methodo studythe average ranking of successes. The mathematics teachers in a provihee in
Mediterranean region in Turkey were intewed to determine the study sample. The students in the classroom

of a teacher who volunteered to participate in thelystvere included in the studyo find answers to research
problemsthe problemposing assessment rubric was developed bydbearche Then, by using this rubric it

was aimed to determine the qualities of the problems posed bytlentt and to investigate whether the means

of the score®btainedfrom these qualities varied in terms of the objectives set in the math curriculum. The
lesson contents prepared are related to the subject of linear equations taught in the sslenithg related
objectives set in the Turkisi'5+8" Math Curriculum are presented in Tabledlow(MoNE, 2013)

Table 1 Objectivesset for the subject dinear equations

Objective No. Short namsto denote the objective Objectives

1 Coordinatesystem Knows the coordinate system with i
features and shows ordered pair.
2 Linear correlation Expresses how one of the two variab

having a linear correteon between therr
changes depending on the other with tab
graphs and equations.

3 Linearequation graph Draws the graph of linear equations

The problemposing tasks were integrated into the course content. The course contents were prepared by the
researchersvith the support of an expert grogpnstituted by math educators and tlaadcollection process

was conducted inontinuous cooperation with the course teaclimethe 20152016school yeara12-hours pilot

study was carried out to test thelevance of the course outlines gmebblemposing tasks. Then required
comections for course contents and greblemposing tasks were made for the final form of the course contents

by theresearcherdncomprehensible points were determinediobleniposing tasks and some explanations
were added and linguistarrangements were made to clarify thénil2 hourclass for thesubject of the linear
equationwas conducted by the course teacher in their normal class hours in the fall tdre26862017

school year.Before the linear equatns lessons, 3 hours of problgrasing exercises were conducted with the
studentslt was ensured that the students were familiar with prolgesing. All three types groblemposing

tasks are integrated into linear atjons lessonsThe generapurpose ofthe structuredproblemposing
activities is to reinforce newly learned knowledge and to understand in which contexts these mathematical
concepts are neededs noted by some scholarsiich activities would be usefubrf students to start posing
problems and to understand the structure of the prol#egnStoyanova, 2003). The tasks used towards the end

of the lessons are sesstructured and free probleposing. By giving more general situations with semi
structured ad free problemposing tasks, students wegeidedto reveal their mathematical knowledge and
skills in their new acquisitionA total of 13problemposing tasks integrated into the course were used as the
data collection tool. Thesproblemposing tasks we designed in such a wap support mathematical
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knowledge and skills related to the concept. As proportional to the weight of the objectives in the curriculum,
there are two tasks (one sestiuctured and one free) ftire coordinate system; six tasksvf semistructured

and one free) for linear correlation and five tasks (four stractured and one free) for the linear equation
graphs objectivegKaraaslan2018, pp.24261). Students individually posed problems fbettasks integrated

into the couse flow. Sufficient time is allowed for all students to complete the problem.

A sample problenposing task integrateihto the teaching of the subject thfe coordinate system is given in
Figure 1 below Before theproblemposing task, to draw the attentiof students to coordinate system
REMHFWLYH 'HVFDUWHVY DQHFGRWH DERXW KRZ WR ORFDWH WKH SR
discussion was conducted with the students on the basis of this tnanddhen definitions of ordered pair and

the features of the areas were discusbezlighthe problem tasks. Following the problesolving activities, the
students werdacilitatedto pose similar problems through the structupedblemposing tasks and then they
were asked to pose their own plems to foster their mathematical comprehensionpaiodlemposing skills

PROBLEM ACTIVITY 4 - PROBLEM POSING: of the A, B, C and D points, two are on the axd<tan
other two are in another region. By using the information given, place the pothts ¢oordinate system a
by using these points, pose a different solvable problem including -difeesituation and then solve th
problem you have posed.

Figure 1 The task of posing a sample problem in the subjetttexfoordinate system

Mathemaical situations allowing them to verbally explain the mathematical patterns and relationships given for
the subject of linear correlation and to relate them tolifeabituations were preferred. Problem situations that
require mathematical relations lbh@ expressed in tables, graphs and algebraic expressions and transitions to be
made between these representations were used. For the subject of graphs of linessequatiiem situations
thatenabled the creation of graphs and to relate them to @persentations were used.

Data Collection and Analysis Procedurs

,Q RUGHU WR ILQG DQ DQVZHU What akeKhe dualiti®sWwf thieprehd that the BiideMSV LR Q 3
posedin the linear equations courses supported pyoblemposing apprach? a problemposing assessment

rubric was developed by the researchers. On the other hand, nfamwer to the second research question

3+RZ GR WKH VFRUHYV JRWWHQ IURP WKH SUREOHP TXDOGpavsiméir YDU\ LQ
tests;the Friedman test was used. For the problem qualities for which a significant difference was oliberved,
nonparametric Wilcoxon signenks test was used to fitlge differencébetween the@bjectives

Different methods were employed to increabe validity and reliability of the study. Throughout all the
processes followed in the current studytsas data collection, data analysis and interpretation, great care was
taken to be consistent. A lostgrm interaction was carried out with the datarces and while evaluating the
problems posed by the students, first all the problems were carefullyirechiand then the problems with
similar qualities were coded into the categories in the rubric. In the evaluation process of the problems, besides
the researchers, another expert was involved in the process for the expert confirmation. The stagesrfollowed
the rubric development process are given below in detail.

Development of aProblem-Posing Evaluation Rubric

As theproblemposing tasks were opeanded, it was possible create a great variety of problems from these
tasks. Alhough this variety is a desired situation in terms of teaching, it presents several difficulties in terms of
measurement (Silver & Cai, 2005). Here, the problem of whiceriia teacher will base his/her assessment on
while using problem posing in thdassroom arises. In this regard, Kwek (2015) stated that before making
decisions, teachers should take into account their teaching objectives and the potpntialeofposng tasks

to provide evidence of these objectives. The characteristite dhsks complying with the teaching objectives
provide the teacher with ideas to determine the criteria for assessing students. In other words, it is emphasized
that the charactesiics of aproblemposing task are important in determining cidefor the assessment of
problemposing tasks.

Silver and Cai (2005) talked about three main critdréd might beused for the assessment of problem posing.
These are quantity, originafitand complexity. Quantity refers to the number of prollemrrectly posed in
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accordance with th@roblemposing task. Here, the teacher can take into account the number of problems
correctly posed by the student, as well as the number of correct anbaeese different from each other.
Constructing darge number of answers a fluent mannehasalso been regarded as a measure of creativity
(Guilford cited in Silver & Cai, 2005). Wheproblemposing tasks are used to measure creativity, the
dimensionof originality emerges as another evaloatcriterion. Particularly ipproblemposing tasks applied to

a large number of people, the answer that is different from the typical answers given by the people is considered
original (Silver & Cai, 2005). Anothrecriterion of evaluation is comgxity. Silver and Cai (2005) stated that
complexity is a criterion that can be addressed in many respects. One way of evaluating complexity is to
examine the scope of mathematical relationships within the problems posadibgts. Kwek and Lye (2008),

for example, discussethe complexity in terms of mathematical relationships involved in the problem.
According to this approach, the problems of low complexity are considered to be problems for recalling and
recognizing pror learning. Answers tproblams with moderate complexity require more flexible thinking than

the problems of low complexity, and these problems often involve more than one step. The problems with high
complexity, on the other handequire more abstraceasoning, creative thinking drassociation and analysis

skills. Another way of evaluating complexity is to evaluate the difficulty level of problems (Silver & Cai, 2005).
There is also linguistic complexityThe works of 6LOYHU DQG &DL ar (2012)icarNbeDy@éh as
exanples to the studies that accept linguistic complexity as a criterion.

In addition to the criteria of quantity, originality and complexityere are also other evaluation criteria used.
Vacc (1993), for example, evaluated tligpe of problem posed, and @idy (2014) evaluated the solvability,
logic, and structure of the problem. Kaba &ndil (2016) looked at the language and expression of the
problem, thecompdibility of the problem with the mathematical principles, the tsfpacture of the problem
and the solvability of the problem. The problem evaluation criteria discussed itetagulie arsummarisedn
Table 2.

Table 2 Major problem evaluation criteria

Researchers Publication date Problem evaluation criteria for ahacteristics

Kaba& UHQJ: 2016 The Text of the Problem (Language and Expression)
The Compatibility of he Prdolem with the Mathematical Principle:
The Type/Structure of the Problem
The Solvability of the Problem

Bonotto & 2015 Flexibility
Santo Fluency
Originality
Canloy 2014 Solvability
Reasonability
Mathematical
Structure
Kwek & Lye 2008 MathematicalComplexity
Silver & Cai 2005 Quantity
Originality
Complexity
Silver & Cai 1996 Mathematical question/nonmathematical question/statement
Solvability

Mathematical Compbety
Linguistic Complexity
Vacc 1993 Question Types

A closer inspection fothe literatue revealsthat studies investigatingroblemposing focused on different
gualities depending on thesearchpurpose. While developing theroblemposing assessmentibric in the
current study, a detailechvestigation of the problem qualities discussedthia literature was conducted
(Bonotto & Santo, 2015; Canyk, 2014; Kaba &u H Q,J2006; Kwek & Lye, 2008; Silver & Cai, 1996; 2005;
Vacc, 1993) and during this inv@sation, itwas realized that a rubric to serve the purpose of the current study
in particularneededIn line with the purpose of the studie opinions of 8 matleducation experts were sought
and thus the qualities to be taken into consideration irculheent study were determined. The qualiti#sen

into consideration in the current study are; clarity, mathematical accuracy, contextual originalitglitrigin
terms of mathematical relations, complexity level and pertinentteeituation Karasslan 2018 pp.265280).

While developing the rubric, rubric development stages proposed by Andrade (2000) were followed. Problem
posing tasks left unansweredincompletely answered were not taken into evaluation. Scores for the problems
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were calculatedy the researcher and another expert math educator and the reliability coefficient calculated
according to Miles & Huberman (2015.64 IRUP X OD 23U HeOnurbbErLoDdgwament® K(the number of
DJUHHPHQWY WKH QXPEHU RI & hevId2UTHHIPdBIENY ¥n which the |dxpe@sEouid

not agree were discussed again and thus an agreement was reached and the problem qualities scores were
calculaedaccording to this.

Findings

Findings on the First Research Question 3What are the Characteristics of the Problems Thatthe
Students Developedn the Linear Equations Courses Supportedy a Problem-3RVLQJ $SSURDFK"’

The problems posed byelstudents we evaluated with thproblemposing assessment rubric and the findings
obtained in relatio to thequalitiesof the problenmare presented in Table 3.

Table 3 Distribution of the scores across the problem qualities

Score Clarity Mathematical Contextual Originality in Complexity Pertnence to

accuracy originality terms of level situation
mathematical qualifications

relationship

% f % f % f % f % f %

0 5 %23 56 %252 65 %29,3 31 %14 11 %5 24 %10,8
1 92 %414 31 %14 75 %33,8 165 %743 95 9%42,8 60 %27

2 78 %35,1 49 %22,1 34 %153 22 %10 110 %495 42  %18,9
3 47 %21,1 86  %38,7 48 %216 4 %1,8 6 %2,7 96 %432

When the scoresbtainedby the students from the problem qualities were examined, it was found that only 5
problems (2.3%) wer given O point forclarity. When there was unnecessary information in the problem
statement, when the problestatement did not have unity; that is, when the problem was unclear, it was given O
point. The fact that 41.4% of the studegtd 1 point showshat many problemsoeild be understood when they
were examined together with the information external to tbblpm such as notes written on the problem task,
notes on the graph and if there was, the solution to the problem. Seughity35.1%) of theproblems were
assigred 2 points, which shows that what was intended to be asked was understood in geneseatibiglso

some linguistic unclarity. The problems in this category include one or more diffi¢sliigs as incorrectse of
affixes, useof some wordsvith wrong meanings or missing elements in the sentence (e.qg., it was asked to write
the equation. Bwever which linear relation should be written was not clearly explained). Only in 21.1% of the
problems, the problemtatement was cleaand understandable whicHearly shows that the students
experienced difficulty in posintnguistically understandadéproblems

When the mathematical accuracy of the problems was examined, it was found that 56 (25.2%)odfle¢hesp
included understandings completely erroneousnf a mathematical point of view. For example, cases such as
thinking that the points in ghcoordination system can be summed up, not understanding that a point in the
coordination system is an orderpdir or not undestanding the relationship betweenotwariables and the
interdependent variation were assigned 0 point in terms of mathenwaicattness. 31 problems (14%) were
assigned 1 point. These problems included systematic mistakes. The jplems in this cagpory included one

or more of the ca&s such as improper use of definitions (improper use of mathematical definitions and
expressions related to coordinate system, point, ordinate, axis etc.), mistakes resulting from calculation errors or
inattention whileposing the problem (e.g., althougte linear correlation; that is, interdependent variation of
two variables was conceptuallynderstood, there were calculation errors), incorrect use of mathematical
notations (showing ordered pairs Rout putting theninto parentheses). sampleproblemassigned 1 point in
terms of mathematical correctnesdlisstratedin Figure 2.
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Figure 2 A sampleproblem assigned 1 point in terms of mathematiceleotness

In this problem, it can be generally understdndespect ofvhat ismathematically required. In the problem, it
was intended to use the relationship betweemtimber of cities visited and the number of magnets possessed.
However, there is nexpression showinthat the relationship between the variables is linear. Memrdvwas

not clearly explained between which variables the relationship that would totenstiie equation was.
Therefore, 1 point was assigned to it in terms of mathematimakctness. Fortnine problems (22.1%)
receiving 2 points for the mathemaliGecuracy included missing or unnecessary mathematical expressions.
The problems in thisategory included one or more of the following cases: the values taken by the gariable
were exemplifiedvith few numbers yet no expression indicating that the oglakiip persists as it is or that the
relationship is linear was included in the problenautgh it is understood that the graph relatethéosituation

or the relationship beteen variables waasked to be drawn, it is not clear between which variables th
relationship would be shown or which situation was asked to be shown on the coordatete. §nly 86
problems were assigned 3 points; that is, 38.7% of the problems idobadeect mathematal information,
definitions, concepts and symbols.

When theproblems were examined in terms of contextual originality, it was found that 65 probl@r&%oj2
drew onusuallyused contexts that are not original, used in the courgie eextbooksFor example, when one

of the following contexts was used, 0 pointsaassigned: the use of the desks in the classroom or the cinema
context for the coordinatgystem, the use of distantime relationship, consumedlifitime relationstp and the
growth d a saplingtime relationship for linear relationshipProblems redging 1 point from the contextual
originality are problems that can be encountered in t&k$, includdrequentlyusedcontexts, and in which no
contribution by the student to context is observed.

For example, when contexts such as determination ofdbitign of the houses on streets or cars in a car park
for the coordinate system; the nunrbef pages read and the time passed, moneynpoitai moneybox anthe

time passed fom linear relationship and equation graphs were used, then 1 point was adsigtieel 75
problems (33.8%). Thirtyour problems (15.3%) problems receiving 2 points friv@ contextual originality
included contexts #t could be foundn textbooks yet in which some original contributions were made to the
context by the student. Qihe other hand, 48 problems (21.6%) were evaluated to be contextually original
problems. Thse problems included a thoroughly original eahthat had nevdseen encountered in classes or
textbooks.

For the originality in terms of mathematical relatiompshi31 problems (14%) were assigned O point. These
problems included the same mathematioglics and situations as the ones found in tlablpms frequently
studied in classes and textbooks. For instance, they included relatigssicipsis asking the cadinates of new

points on the coordinate system by shifting one point on the coordirsggrsyasking the distance of the points

to eachother, giving oneof the variables making up the linear relationship and asking the other. A total of 165
problems (4.3%) were assigned 1 poiRroblemsreceiving 1 point are natriginal in nature, and inode
mathematical subjects and situations in the problems of linear equations in Bookxample, the problems
including the following cases were assigned 1 pargating a closed area with certain points on the coordinate
systems and asking the @imference of tharea, asking the formation of the graph, equation and table for a
linear relationship. A total of 22 problems (10%) received 2 points. If the prabtduded a mathematical topic

or situation similar to the problems presented in class¢ésxtbooks butfivarious contributions were made to

the situation, the problem was assigned 2 points in terms of originality in mathematical relationships. For
exanple, the problems including cases such as the following: instead of asking the arealosé¢d shape
corstructed by combining certain points given in the coordinate system, giving three points and asking the
addition of the fourth point so that the régd shape could be formed (for example, to form a rectangle) and
then asking for the callation of the aga of the rectangle to be formed in this way were assigned 2 points. If
there was a problem requiring the use of a mathematical topic that hacencrmmuntered in the problems of
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linear equations in course or textbooks, then 3 pevets assigmed for this problem. Only four problems (1,8%)
were in this category.

Eleven problems (5%) received 0 paifitom the complexity of the problem. Problenequiring the direct

recall of the knowledge and not requiring any operations assgned poins. Problems asking for showing

an ordered pair on the coordinate system, giving a table or graphical representation of a linear relationship and
asking the vime of the other variable according to the value taken by one variable can beahewamlesof

such problems. Ninetfive problems (42.8%) have a low level of complexity and they were assigned 1 point.
Such problems required more than just recalling firior knowledge.Neverthelessthey only required
following the procedureand included pe-step operations. For example, problems asking the distance between
two points, requiring the formation of the next ordered pair in a problem in which table galwes variables

are given, asking for the calculation of the value takgrihe other vaable in a relationship given with an
algebraic expression in which the value of the one variable is known were included in this category. A total of
110 problems (4.5%) were found to have moderate complexity and they were assigned 2 poafmoblems

in this category require the problem solver to think more flexibly than the problems with low complexity, to
decide what to do and to use information obtained frafierdnt representations. These are the problems
generally solved in more &m one step. Bblems asking for the calculation of the area of the closed shape
formed by combining many points given or of its circumference; asking for the verbal expresaidimeszr
relationship and formation of the algebraic expression or grapabsiifor thisrelationship; asking for the

graph of a relationship on the coordinate system whose table values are given were included in this category. A
sampleproblem receivin@ points from the complexity shownin Figure 3. The prokim presented in §ure 3
requresatransition from an algebraic expression to a graphical representation.

)

The relationship betweethe tip
of a pencil and the line is a
veeildedin [— |Z45X (Y uasau A gt e follows: y = 12+5x (x = the
- AT ML) number of tips, y= the number ¢
0 lines). Draw the related graph.

Figure 3: Asampleproblem receiving 2 points from the complexiyality

Only 6 problems (2.7%) received 3 pointsnrdhe complexity. 6 W X G H QW V {bl® R WrnEddm@ek D
problems is another remarkable finding. Complex problems require more reasoning and include multiple steps
and decisiormaking points. For exam@| a problem in which three points are given indherdinate system

and asking for the fonation of the fourth point under certain conditions and then asking for the calculation of
the area of the closed shape to be constructed by combining these ifdarvpes assigned 3 points. Three
points were alsossigned to the ptdems requiring thedrmation of a table of a linear relationship and then
asking for the formation of another relationship on the basis of these values in their complexity quality.

While posing a problem, students are first expectedttemptto meetthe stated conditions.HEre are 24
problems (10.8%) receiving 0 poifrom FRPSOLDQFH ZLWK WKH FRQGLWLRQYV TXDOLW
any of the conditions stated in theoblemposing task, it was assigned 0 pgintheprobdem-posing tasks used

in the current study we developed to address 3 different objectives. ashlemposing taskvasdesigned to

meet more than one condition. For example, there are cases in which peietsasked to méecertain
conditions in the subject ahe coordinate system and a rdiék situation was asked to be used in the problem.
There are some cases in the subjectlofear relationship in which the type of representation to be used in the
problem situatioror solution is kewn and in addition to this different type of represéation is asked to be

used for the linear relationship. There are cases in the subject of linear equation in which the type of
representation to be involved in theplem situatioror solution is kown andor in which the use of a retife

situation is aked antbr in which special conditions are asked for the equation. Sixty problems (27%) only
meeting one of these conditions were assigned 1 point. When many refjtlieedconditions were disfied,

these problems were assigned 2 points and 42 prol§le8r8%) were found to be in this category. Ninsiy
problems (43.2%) were found to meet all the conditions required iprttdemposing task. Although the
studens were told to meetll the conditions involved in the problesolving task throughout tHessons, more

than half of them posed a problem not complying with the conditions. Instead of meeting all the conditions in
the problemposing task, the studes my have focued on few conditions through which they thought they
would pose suitable probtes.
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Findings on the Second Research QuestionHow do the Mean ScoresObtained from the Problem
Qualities Vary According to the Objectives Setn the Curriculum?

In orde to determine whether there are differences between the meanda@iesdby the sudents for each of
the three objectives, one of the Aparametric testghe Friedman test, which is used to compare more than two
measurementselonging to ongroup, was employed in the current study. Results are presented in Table 4.

Table 4 Resultsof the Friedman test for the objectives

Objectives N Mean df | P
Rank
Clarity Coordinate system 20 1.93 2 5.787 .055
Linear correlation 20 1.68
Linear eaation graph 20 2.40
Mathematical accuracy Coordinate system 20 1.98 2 4.880 .087
Linear correlation 20 1.68
Linear equation grapt 20 2.35
Contextualoriginality Coordinate system 20 1.43 2 24.080 .000
Linear correlation 20 1.73
Linear equation graph 20 2.85
Originality in terms of ~ Coordinate sy&m 20 1.43 2 10.364 .006
mathematical Linear correlation 20 2.25
relationship Linear equation grapt 20 2.33
Complexity level Coordinate system 20 1.55 2 19.795 .000
Linear corelation 20 1.65
Linear equation grapt 20 2.80
Pertinence to situation  Coordinate system 20 2.73 2 16.545 .000
qualificatiors Linear correlation 20 1.70

Linear equation grapt 20 1.58

As can be seen in Table 4, therengs statisticallysignificant difference between the mean scarbwinedfor

the clarity of the problem in ration to the objectivesi@ = 5.787, p (0.055) > 0.05). Similarly, no significant
difference was found between the mean scaotaained for the matkematical accuracy of the problem in
relation to the objectivesi@ = 4.880, p (0.087) > 0.05). Given thhe time of the courseas not very long,

that 3 class hours were allocated for the first objective, 5 class hours were alfocabedobjectiveof a linear
relationship and 4 class hours for the objective of equation graphs, it can be said tretdtisvas not enough

for the students to develop the clarity of the problem which is related to their communicationTgidlls.
determination of whther this quality can be developed by conducting longer courses can make some
contributions to the field.

It was also found that the is no statistically significant difference between the mean sottasmedfor the
mathematickaccuracy qualitylt should be taken into consideration that different mathematical knowledge was
required for each of the objeatis concerningthe mathemtical correctness quality. For instance, while the
correctness of the mathematicalokvledge relatedbtordered pairs and represent ordered pair on the coordinate
system was investigated for the subjecthefcoordinate system, ¢hcorrectness of the mattmatical knowledge

in the subjects of expression of the linear relationship in anerasuitable for ifferent representations arbde
formation of the graph for the drawing of the equation grapfeinvestigated in relation to ¢hobjective othe

linear relationship. However, working for a longeeriod on the same objective ¢onsideed to create a
significant difference in the mean scomdgtainedfrom the mathematical accuracy quality.

As can be seen in Table 4, there isgmigicant difference bateen the mean scores of the contextual originality
of the poblem in relationto the objectives {2 = 24.080, p < 0.05). In order to determine the source of
difference, Wilcoxon signed ranks test was used and the results amet@ddaselable 5.

Table 5 Wilcoxon signed ranks testsults for contextual origadity

Contextual aginality N Mean rank  Sum of ranks z p

Linear correlation  Negative sequence 5 10 50 IR 568
Coordinate system  Positive sequence 10 7 70
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Equal 5
Linear equation Negative sequence 1 1 1 .000
graph Coordinate  “pgitve sequence 19 11 209
system

Equal -
Linear equation Negative sequence 2 2 4 EFTE 000
grapht , Posiive sequence 18 11.44 206
Linear correlation

Equal

b was arrangd based on the negativecquence

In Table 5, the results show that there is naificant differene between the contextual originality mean scores
in relation to the objectives aflinear relationship and coordinate sys\E R i]. On

the other had, a significant diffenece was found between the objectrves of equation graphmacoordinate
system in favour of the objective of equation gra/SEEEE: el When the difference between
contextual originality mean scores for the subjects of wm@raphs andhelrnear relatronship was examined

a significant difference wafund in favour ofthe subject of equation grapEEEEREr LN

result, it can be argued that the contextual originality meaareobtainedby the students from therqdolems

they posed in theubject of equation graphs is higher than thdexdnoal originaliy means scoresbtainedfrom

the problems posed in the subjectdhad linear relationship and coordinate system. That is, the students were
able to pose more ofigal problems for the obftive largely addressed at the end ofghely. Thus, it ca be
DUJXHG WKDW WKH VWXGHQWVY UH FprablemQasind @roughdivtheXésgoh Rad VXS SR
influential in improving the contextual originality.

According to the results dhe Friedman testl;he originality interms ¢ mathematical relationshigpiality mean
scores vary significantly by the objectivi el - el In order to determia the source of this
difference, Wilcoxon signed ranks test was rTJIne results of this testre shown in Tablé.

Table 6 The results for the originality in terms of mathematical relationship quality

Originality in terms of N Mean Sum of z p
mathematical relationship Rank ranks
Linear correlation Negative sequence 5 9.20 46 .027
Coordinate system Positive sequence 15 10.93 164

Equal -
Linear equation graph Negative sequence 3 10.67 32 .010
Coordinate system Positive sequence 16 9.88 158

Equal 1
Linear equation graph Negaive sequence 9 8.78 79 ErE 776
Linear correlation Positive sequence 9 10.22 92

Equal 2

b was arranged based on the negative sequence

As can be seen in Table 6, there is a significant difference between the mean scores of the originality in
matematical relatioships for the objectives dfne linear relationship and coordinate system in favour of the
objective ofthe linear relationshiyEEEE | Ul A significant difference was also found between
the mean score:btamedfrom the orrgrralrty in mathemanal relatlcnshlps for the objectrvem‘ equatron graphs

As a result, it seems that the problems posed for the objectitleslfear relationship and equation graphs are

more original in tems of mathematicatelationships than the potems posed for the codréte system. There

is no statistically significant difference between the mean scores obtained for the objectives of equation graphs
and linear relationship. Howevdrecausanean scores for the objective of equation graphs dghtty higher

than the man scores for the objective of linear relationship, it can be arguedshia¢ instruction process
SURJUHVVHG WKH atguiréddreh®Q MeVdriginahtir ihHndthematical relationships quality also
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increased. Thus, it cahe said that the problemosingenhanced instruction had positive effects on the
originality in mathematical relationships quality. When the process progressed and thésghoded more
prodems, they attempted to integrate more different mathematlesibreships into their mblems.

According to the results ahe Friedman test, the complexity level quality mean scores vary significantly by the
objective S otk W WM In order to determia the source of this difference, Wilcoxon signed ranks
test wagun. The results of thigest are shown in Table 7.

Table 7 Wilcoxon signed ranks testsults forthe complexity level

Complexity level N Mean Rank Sum of z p
Ranks

Linear correlation Negative 8 9.38 75.00 PR 646
Coordinate system  sequence

Positive sequence 10 9.60 96.00

Equal 2
Linear equation Negative 2 10.25 20.50 002
graph Coordinate sequence
system Positive sequence 18 10.53 189.50

Equal -
Linear equ#on Negative 2 7.50 15.00 .001
graphzLinear sequence
correlation Positive sequence 18 10.83 195.00

Equal -

b was arranged based on the negative sequence

Table 7 shows that there is no significant difference between ¢lam 1scores of theompIeX|ty level for the
objectives ofthe linear relationship ah coordinate systen|EuEET e gpiedl. However,
between the mean scores for the objectives of equatlon graphs and coordinate system, there is a significant
difference in fawur of the objectie of equation graphEEREAlEIME-g LIl The mean scores of the
complexiy level quality for the bjectives of equation graphs and linear relationship, there is a significant
difference in favour of the objective of equation gragiEE el As a resultjit can be said that
the problems posed in the subject of equatioplyggaare more complex thalme problems posed in the subjects
of the linear relationship and coordinate system. Although no significant difference was found between the
mean scores obtaidefor the objectives othe linear relationship and coordinate systethhe mean score
obtainedfor the objective of linear relationship was found to be slightly higher than that of the objedtiee of
coordinate system. In this regard,can be concludethat the students were able to pose increasingly more
complicated poblemsthroughoutthe pra@ess. Thus, it can be argued that the prokdehmanced instruction had
positive effects on the complexity level of the problémcordingto the results ofhe Friedman test, the mean
scores gotten from th@ertinence to situatiorguality varied significatty depending on the objectives
arER e R nel In order to determine the source of this difference, thepasametric Wilcoxon
S|gned rank test was admirtisred. The results of this test are presented in Table 8.

Table 8 The reslts for the compliance wh thequality of the conditions

Pertinence to situation N Mean Rank  Sum of z p
qualifications Ranks -
Linear correlatio- Negative sequence 15 10.67 160 001
Coordinate sysm Positive sequence 3 3.67 11.00

Equal 2 -
Linear equation graph Negative sequence 18 10.36 189.50 000
Coorinate system Positive sequence 1 3.50 3.50

Equal 1
Linear equatiorgraph=+ Negative sequence 10 10.65 10650 YR 995
Linear corelation Positive sequence 10 10.35 103.50

Equd 0

b was arranged #ised on the negative sequence
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According to the results in table 8, there is a significant difference between the raessasquied from the

pertmence to S|tuat|on qualifications for the objectivestlad linear relationship andcoordinate system

il Also there is a S|gn|f|cant difference between the mean scores for the objectives of
|n favour of the objective ofthe coordmate system

problems posd by the students Wlthln the objectlve toke coordlnate system are igreater pertinence to
situaton qualifications. Wherthe problemposing tasks given in the subjecttbk coordination system were
examined, it was seen thinere were feweconditions when compared to those found in the subjectseof
linear relationship and equation graphs. la slubjects ofhelinearrelationship and equation graphs, there were
more semistructuredoroblemposing tasks, showintipat there wereartain conditions required to be met in the
problemposing task. It imrguedthat the types gbroblemposing tasksather than the content die objective
affected the scores gotten from the pertinence to mtugtality.

Resuls, Discussion and Suggestions

When the scoregbtainedfrom the problem qualities are examined, it is seen that the thoroughly clear pgoblem
constitute 21% of allite problems posed. The difficulty experienced by students iimgp@soblens has éso

been reported in other studiesd. Cetinkaya, 2017; Kwek & Lye, 2008). As for the current study, it should be
noted that the students encouatkiproblem posing for thiirst time and that a total of 12 class periods were
allocatedto the teaching ofhe subject of the linear equatioMo significant difference was observed between
the scoresacquiredfrom the clarity of the problem for the objaes. Howevet it is cortendedthat when
students pose more préems in classes, they will be able to improve the clarity of the problem, one of the
qualities the students were found to be bad at.

In the analysis schemes used in some of grablemposing activities, it was obsged that the mpblems
including mathematically missing/incorrect data were not included in the evaluation (Bonotto & Santo, 2015;
Silver & Cai, 1996; Silver & Cai, 2005; Kwek & Lye, 2008). In a study conducted by Kwek and Lye)(2008
with 120 gifted middleschool studnts, they first @parated the problems that could not be solved by using the
scheme developed by Sihaard Cai (1996) and then performed various analyses related to the level of
complexity of the solvable problems. Hoveg, in these studies, mescially when the problemshat require
calculations with four operations are examined, it is seen that it is not possible to reach a solution when there is
missing data. In the current stydyn the othehard, ZKHQ WKH dradiXdgs,Hyaptig ahd sdilons are
examined hastically in some posed problems,appearghat a general idea about what was asked could be
JDLQHG )RU H[DPSOH D VWXGHQW XVHG WKH H[SUHVVLRQ 3WKH VXP R
is understood that tretudent wanted toefer to thenumerical values of the apsis and ordinate components of

the origin. This problem was subjected to evaluation and its errors were evaluated within the mathematical
correctness quality.

When the mathematal accuracy othe probéms wasxamined, only 38.7% of the problems were evaluated as
completely and mathematically correct and received 3 points. As a result, given that fewer than half of the
problems posed by the students were completely correct tinematical terrs it canbe sail that the math
problems posed were inadequate in terms of mathematical accuracy quality. The mean scores of the students in
the mathematical accuracy quality were found to be not varying significantly depending on theesbjdete,

it should benotedthat different math knowledge was used for each objeatieaitthe mathematical correctness

quality. However the determination of whether different results can be obtained when the period of the study
directed to the san®ibject or same géctiveis extendedcan make some contribution to the field.

For the mathematical accuracy quality, it may aletaysbe possible to understand whether students have posed
their problems with the awareness of mathematicalirements invtvedin their problemsased onthe written
documents of the posed problems. It has been revealpre#ousstudies that some students have various
misconceptions especially about the subject of linearity (De Bbek.,e2002; Hadfemetriou & Williams,

2002; Leinhardt et al1990). In the current study, interviews were not conducted with the students about all the
problems they posed. However, it is believed that for the problems posed in sudjelstas lineaty in which
studelts are expected to p&rience some difficulti&g conducting interviews or asking students to explain their
problems through the courses will allder conducting a better evaluation of the issmeler investigation

Another remarkable fiing is that the man scoreacquiredby the students from theontextual originality and
originality in mathematical relationships qualities are lower than the mean dconeshe other qualities
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addressed in the current study. It was fothmat 21.6% of thgoroblems received 3 points for theriginality;
namely, hey were evaluated &ingoriginal. Only 1.8% of the problems were found to be original in terms of
mathematical relationships. Thus, it seastear that the students veenot successfuhiposing mathematically
original problems The tgh majority of tre problems received 1 point for their mathematical originality;
namely, it was seen that majority of the students posed problems including mathematical relatioatshas t
be seen irtextbooks. Similar results have been repottgdhe studies investitjag problemposing skills in
terms of originality in the literatur&.o illustrate,Bonotto (2013) conducted a study on children aged1land
found thatthe majority of the poblems posed are similar tioe problems found in tekooks. KorkmazandGur
(2006) stated that while posing problems, thegmevice teachers adhered to textbooks. Cetinkaya (2017) also
reported that while the"5graders were posingroblems, they el the same contexts and posed problems
similar to the poblems they had seen iheir academic life. Therefore, it can inderredthat students tend to
pose problems ithe ways they have encountered before and that they erperdifficulty inposing problems
that can be considered original. On the otherdh@owards the end ofeélresearch process, the scarsbtained
from the contextual originality and originality in mathematical relationships qualities can be sha#Veo
increased. Mus, it issuggstedthat the problems posed by the studdragemadepositive contributions tthe
development of these qualities.

When the problems were examined in relation to the complexity of the problem, 42.8% of thenprolele

found to ke at the low complexity level while 49.5% of the problems were found to bkeambderate
complexity lesel. Only 2.7% of the problems were found to be highly complex and to include more reasoning
and decisiormaking steps. Similar resslivere also founth the study conducted with the gifted middle school
studentsn thatmore tharhalf of whose problems eve found to have a low level of complexity (Kwek & Lye,
2008). Investigating the mathematical complexity of problems, Silver and1886) gave aroblemposing

task and asked the students to pose problems. As a result, prtikéethe ones requiringhe distance taken by

two cars driven by two different people were posed and the complexity of these problems was evahlhated on
basis of the elationships they included\pparently there is no single way of evaluating the comite there

are V HY Hiffelleat ways of doing this on the basis of the responses given depending on the structure of the
problemposing task In the current study, on the basis of the complexity level rubric used by Emdlkye
(2008), the complexity of the problem svavaluaéd in a more general structure. The complexity level quality
of the rubric developed in the curretidy is thought tdoe suitable for the problems posed in all subjects.

When the mean scorebtainedfrom the complexity level quality were exarmad, nosignificant difference was

found between the objectives thfe linear relationship and coordite system. Thougthere is no significant
difference between the mean complexity scores, the mean complexity score obtained for the alfjdative
linear reldionship is slightly higher thathe coordinate system. On the other hand, a significafdréifice was

found between the mean complexity score in the subject of equation graphs and the linear relationship and
coordinate system subjects in favatithe siject of equation graphs. In the course of the research process, the
students were found tze able to pose one complex problems.

In relation to the pertinence to situation quality, 43.2% of the problems were found to have completely satisfied
the conditons while 10.8% of them were found to have satisfied none of them. When the mearobtaires

from the pertinence tthe situation were evaluated in terms of the objectives, a significant difference was found
in favour of the mean score in tiseibjectof the coordinate system. When thmoblemposing tasks were
examined, it waseen that there eve fewer conditions involved in thgroblemposing tasks given within the
subject ofthe coordinate system; thus, it is thought that students werd@bpleseproblems more pertinence to
thesituation in the subject of coordimasystem.

A quality related to the compliance of the problems with the objectives, which is similar to pertinence to
situation quality of the current study was addressed indy standuted by Ozgen et al. (2017). However, the
structure of thgroblemposing activies wasanalysedn relation to gender, achievement etc. yet no analysis
was conducted in relation to qualities. Cai et al. (2013) reported that a small percentegeiudats were able

to write problems complying with the requiredntlitions and thathe percentage of the problems satisfying at
least one condition is 14.3% for the subject of equation system$8aB%h for the task of graphSimilarly, in

the studyof Cana@s et al. (2018), students had some difficulties in posisgitable problema the given
situation. It was stated that posed problems syntactic structures were diffeoemtthe given symbolic
expressionsThey stated that students posed protdéy chaging the relationships between variables, adding
new variabés or adding newetationships (Canadas et al., 2018).

In the current studyproblemposing was integrateidto classes and the qualities of the problems posed by the
students throughouhe proess were identified. However, as stated by Cai et28l13), it is thaight thata
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measurement and evaluation approach to be applied after students have been engaged in problem posing for a
longer period of time and gained more experience abowilityield more efficient outcomes. In the current

study, the classes tohich problem posing was integrated were limited to 12 class hbrsughouthe study,

the scoresbtainedfrom the originality in mathematical relationships, contextual origynaind canplexity

level qualities were obserd to increase. Aa result of the integration gfroblemposing into classes for a

longer periodit is believed that the subject will be understood better and more improvement will be observed in
problemposirg skills.

When the lierature was reviged, it was seen that different rubrics were developed for different subjects. On the
basis of the rubrics used in other studies for different subject areas, the qualities that could be found in the
subject of linearelation$ips, whichis the subject athe current study, and in other math subjects were detected
(Clarity of the problem, mathematical accuracy, contextual originality, originality in terms of mathematical
relations, complexity level, pertinence to sttaa qualifications). The rubric develped in the current study can

also be used to evaluate the problems posed in different subjects and the results obtained in this way can be
compared with the results reported in the literature.
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Abstract

Smartphones, which enable uskie online everywhere and every time, are also commonly used by students
WRGD\ 7KLV VWXG\ DLPV WR UHYHDO XQGHUJUDGXDWH VWXGHQWVTY K
SKRQH XVDJH WUDFN DSSOLFDWLRQ ZDV b&\V-dapBOwaSreBoled WtK BeHQW V| V
application and was thenanal G ,Q DGGLWLRQ WR WKDW WKH VWXGHQWVY YLHZV
were also investigated through opemded questions. As a result, it was found that they used their soraph

for 4 hours and 50 minutes on average and that they used the same or different applications approximately 380
times a day. The most frequently used smartphone applications were found to be social media and messaging
applications. The students were fiolto use their smartphones the most intensely between 21.00 and 24.00. The
majority of the students used their smartphones during classes and their reasons for using the phonres for non
educational purposes were more than the reasons for using them dati@oll purposes. The students stated

that they used their smartphones for 1golucational purposes such as check the time, make calls, and texting

and for educational purposes such as research, take the photo of the blackboard or slides. While the great
majority of the students had negative views about using smartphones during classes, some of them also had
positive views.

Keywords: VPDUWSKRQH FODVVURRP VHWWLQJV VWXGHQWVY KDELWV XVLEL

Introduction

Smartphoneswhich i an indispensable part of our daily li@agci, 2019)are not only used to make a phone
call or to write text messages now (Ariel, Elisihalka, Ayidar, & Levy, 2017) but they also offer users with
possibilities from entertainment, shopping, commutidcaand banking transactions to preparing homework

1D\DN <00GO] 2QH RI WKH ORFDWLRQV ZKHUH VPDUWSKRC
(Rozgonjuk, Kattago, & Taht, 2018). The statem&students have smartphohew longer gives amazingr
extraordinary information (Jesse, 2015). Students do not break their ties with the outside world even when they
enter the classroom, and they keep using their phones bothdlasmand oubf-the class activities (Synnott,
2015). However, the frameRUN IRU WKH HIIHFWV RI VWXGHQWVY XVH RI VPDUWSKI
FOHDUO\ LQ WKH OLWHUDWXUH $FFRUGLQJ WR VRPH UHVHDUFK XVLQ
distraction, discontinuation of learning processes (Pulliam, 208 + X U .Ro DQG HYHQ ORZHU I
scores (Synnott, 2018). Although there are many studies in the literature regarding the negative effects of
problematic smartphone use outside the classroom on academic achievement (Kates, Wu, & Coryn, 2018;
Rozgonjuk, Elhai, Ryan, & Scott, 2019; Rozgonjuk, Saal, & Téht, 2018; Samaha & Hawi, 2016), there are no
definite results especially in the literature related to receiving lower academic scores; because there are studies
in the literature claiming that usingmartphones WHFODVY KDYH SRVLWLYH QHJIDWLYH RU L
academic achievement (Dempsey & Brennan, 2018; Lepp, Barkley, & Karpinski, 2015; Ng, Hassan, Nor, &
Malek, 2017)).

Despite insufficient evidence for its contributions to studéfit OHDUQLQJ 2 %DQQRQ :DWHUV /.
Rearden, 2017), smartphones that individuals of any age and almost any economic status possess should be
employed for learning purposes (Joy@#bons et al., 2018). Although smartphones entered into ourdife s

much, they have made course contents of educational institutions accessible from anywhere and they have made

it possible to access to information in a short time; they are not still used in the classroom for learning at the

’ Corresponding Authot©mer KOCAK kocakome@atauni.edu.tr
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desired level (Kim, Lee, & Rha ,GHQWLI\LQJ VWXGHQWVYT KDELWV RI XVLQJ VF
using smartphones in the classroom became important at a time when especially mobile learning is becoming so
widespread, when several learning and teaching methods are beinig uskdion to the use of smartphones

(Tossell, Kortum, Shepard, Rahmati, & Zhong, 2015) and when classrooms are so much invaded by
smartphones.

6WXGHQWVY 6PDUWSKRQH 8VDJH +DELWYV

Smartphones can be defined as a combination of the internet and malrikspEspecially young people use
smartphoneswhich make it possible for people to have access to any content at any time andopleaieh

videos, to communicate and to search on the internet (Cha & Seo, 2018). Various research on the purposes of
usingVPDUWSKRQHY LV DYDLODEOH LQ WKH OLWHUDWXUH 7DPP\ /LQ
use of smartphones in Taiwan, stated that students were permanently online and permanently connected
other words, they were seriously addict€tia and Seo (2018) found that students mostly used smartphones for

the purposes of the instant messenger. It was pointed out that those phones were also intensely used for
searching the web and for listening to music. Jesse (2015) found that the apyditiadit were the most useful

to students were the calculator and translation applications and that such applications as social media and
weather forecasts were also considered to be useful by students. It was stated by students that the most
frequently used applications were social media, instant messenger, and mail applications and that the activities
most frequently done were scanning on the web and playing games. The most frequently used social media
applicationswere Facebook, Twitter, and Pinterestspectively. Alfawareh and Jusoh (2014) investigated
VWXGHQWVYT KDELWYV Rl XVLQJ VPDUWSKRQHV E\ PHDQV RI VXUYH\V D
generally for making phone calls, searching on the internet and taking photos. Students #hst thedgl often

used their phones to look at the clock and to download software. They also said that they used their phones to
have access to social media. Robert and Rees (2014) pointed out that students used their smartphones to send
text messages, to @@ss social media (Facebook) and to check theiraiés. Another study investigated
VWXGHQWVYT KDELWV RI XVLQJ VPDUWSKRQHV LQ JHQHUDO DQG LQ W
Accordingly, students said that they used their smartphones tiegnfelt bored or when they needed
information. Besides, more than half of the students were found to check their smartphones and send text
messages during classes (Emanuel, 2013).

Smartphone Usage in Class

It is apparent that the device apart from paiters and tablet PCs students prefer most using in the classroom is

their smartphone (Aggor, Tchao, Keelson, & Diawou, 2019). However, it is stated that using smartphones in the
classroom and even in school is mostly forbidden (L-8lhstos & Halpin, 208). Moreover, some of the

teachers were angry with the students for using smartphones in the classroom (Synnott, 2018). Because
VPDUWSKRQHY FDQ GLVWUDFW VWXGHQWVY DWWHQWLRQ $QVKDUL $P
Santos & Halpin, 2018 Despite this, there are also attempts at integrating smartphones into the classroom made

by teachers (Anshari et al., 2017). Considering these two contrasting situations, smartphones can be said to be

the greatest challenge teachers can encounter Rilteentury (Kuznekoff, Munz, & Titsworth, 2015). On the

other hand, Beland and Murphy (2016) found that forbidding smartphones in schools did not cause an increase

LQ VWXGHQWVY DFDGHPLF DFKLHYHPHQW VLJQ LI kertbe@adt at stderts VW D W H (
KDYH VPDUWSKRQHV ,Q VXSSRUW RI WKLV YLHZ D VWXG\ LQYHVWLJD
Laptops and smartphones) and it found that students generally used smartphones in classes (Robert & Rees,
2014). SupportJ HGXFDWLRQDO LQQRYDWLRQV WHFKQRORJLHV GHYHORSPI
'"HYLFH ™ % <2'-Gibl®nsed al., 2018; Koroleva, 2016) and on the other hand taking precautions against
VWXGHQWVYT XVH RI VXFK GHY b.FHYconDagicioH EaR aldbrbeBeknARte! [Tetafove L Q

some studigst has beerstated that smartphones have a great potential in terms of tededinopg and by

creating a learnerentered teaching process support students' learning and maotiwdtén used appropriately

in the classroomKartal, 2019;Roblyer, 2016) On the other han&hrivastaya and Shrivastay@014) found

that students had negative perceptions about using smartphones in the cladssostated that students keep

using treir smartphones in the classroom despite this (Tammy Lin, 2019).

There are some researches to investigate the views of the teachers and students about using the smartphone in
WKH FODVVURRP ,QYHVWLJIJDWLQJ WHDFKidHone§ iD1QeGclagshdRns Md@igti VY YLHZ
(2017) found that both sides views are similar. Smartphones were a good educational instrument and that
FLUFXPVWDQFHY KDG FKDQJHG DQG WKHUHIRUH WHDFKHUV DQG VWXG
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and Kog (2015 FRQVXOWLQJ VWXGHQWVYT YLHZV IRXQG WKDW VWXGHQWYV F
the classroom. They also found that students used smartphones mostly for personal purposes and that very few
students used their phones for educational pugdsevas stated that smartphones were used to reach various
knowledge through the internet, to take the photo of the board and to make calculations for educational
purposes. A similar finding that smartphones cause students' distraction is also obtaiieded al. (2019).

For this reason, in addition to the fact that smartphowbich are said to be useful in many respeeatd be

harmful when used extremely should be taken into consideration. It was reported in another study that students

said smarthones made their learning more effective although they distracted their attention. In addition to that,

LW VKRXOG QRW EH IRUJRWWHQ WKDW VWXGHQWY NHHS XVLQJ WKHL
(Fernandez, 2018). Anshari et al. (2017) ectéd data from students through interviews and surveys and they
concluded that smartphones helped students to learn, they were easy to carry, they contained visuals and they
RITHUHG GHWDLOHG OHDUQLQJ H[SHULHQFH %esb @ Gnowlédgel i WwRsaksioW KH\ | D
VWDWHG WKDW VPDUWSKRQHY FRQWULEXWHG WR VWXGHQWVY FRPPXQlI
their interaction with their teachers and classmates for their group projects. It is stated that it is wifficult

integrate smartphones into the classroom despite all these. Interactive and interesting learning and teaching
HQYLURQPHQWY LQWHJUDWHG ZLWK WKH VXEMHFW VKRXOG EH FUHDW!
hand, distraction, lovquality faceto-face interaction and addiction are the other negative sides of phones. In
addition, there should be rules for using smartphones in the classroom and that students should obey them to
avoid all those negative effects (Anshari et al., 2017).

As seen in the literature, there are studies examining students' smartphone usage cases, but the use of
smartphones in the classroom based on real data has not beerridhlrespect, it is thought that our study

will make an important contribution to thigerature. In addition, our study is important in terms of revealing the

students' use cases through real data by relating their views about their use in the classroom. In this context, the
DLP RI WKLV VWXG\ WR UHYHDO VW X énd @h&\WikwK BrEusWgVsniatphoxds@n) VP DU\
classes. Therefore, the length of time they used their phones and the applications they used were recorded
through phone usage track application (PYTAKLFK ZDV LQVWDOOHG RQ VWXGHQWVYT SKRC
analysed $GGLWLRQDOO\ VWXGHQWVY YLHZV RQ X\abh&@yded TR BWSFHR QHYV G X|
were sought to the following research questions:

1) How are the smartphone usage habits of students?
a) How long do students use their smartphoresil/d
b) How many times a day do students use the applicabiotizeir smartphones?
c) How is the distribution of the applications students use the most frequently?
d) How is the distribution of the periods of time students use their smartphones the mostahyensiv
2) :KDW LV WKH VW DMWasy/siRartphovieXiGeHbis? 1 L Q
a) What is the duration and rate of students using their smartphones during class hours on weekdays?
b) For what purposes do students use their smartphones in the classroom?

Method
Reseach Design

Quantitative and qualitative methods were used together in this study. In order to determine the smartphone
usage habits of the students in a more realistic way, daily data collection method via mobile application was
usedin quantitative part, Q WKLV P HW K R GhehéaWddrdan§weari@ihepbBoBe, hanging up the phone,

emailing, text messaging, the internet, etc.) are recorded but no information is obtained about the screen and the
keys pressedhat is to say, about the content of uBee casestudydesign was choseor qualitativepart Case

studies are used to explain and describe a limited system or phenomenon under investigation by providing in

depth analysis within the framework of questions such as "Htwhat' and "Why"(Merriam& Tisdell, 2015

Yin, 2018).The purpose of choosing the cadady GHVLJQ ZDV WR LQYHVWLJDWH VWXGHQW
using the smartphone during classes.

Participants

The participants were chosen on the basis of purposive and voluntedingamgthodsFirst of all, it has been
determined that university students who halassesn a formal education institution on all weekdays should
participate in the studyfter that, only those who were volunteering were included in the researctudghts
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participated in the study at the beginnringhose demographic data are shown in TablAlllparticipantsare
vocationalhigh schoolstudentsat a public universityn Turkey.

Table 1. Participants

f % Age (M)

Gender

Female 45 50.6 20.85

Male 44 49.4  20.64
Department

Public Finance 25 28.1  20.38

Civil Defence and Firefighting 22 247  20.09

Human Resource Administratior 17 19.1 20.73

Computer Programming 15 16.9 22.23

Public Finance 10 11.2 21.22
Grade

First 56 62.9 20.45

Secomnl 33 37.1 21.27
Used Operating System

Android 75 84.3 20.89

I0S 14 15.7 20
Total 89 100 20.75

Table 2. PUTA loaded patrticipants
f % Age (M)

Gender

Female 19 70.37 20.94

Male 8 29.63 21.50
Department

Public Finance 8 29.6 21.04

Civil Defence and Firefighting 7 15.9 20.29

Human Resource Administratiol 5 18.8 21

Computer Programming 4 14.8 23

Public Finance 3 111 20.67
Grade

First 16 59.3 20.75

Second 11 40.7 21.78
Total 27 100 21.12

Table 2 shows the distribution of studentsose phones PUTA was installed according to gertgrartment,
grade,and mean age. Data were collected from 27 students shown in Table 2 to find answers to research
guestion 1 and 2a in this study. Qualitative data were collected from 89 studentssfi@bteil to support the
research question 2a and to answer research question 2b.

Data Collection Process

Firstly, the studentdeclared in written that theyoluntarily participated inn the study.The students who had

taken part in the research hetbeginning (89 students) were asked to express their views on using smartphones

in classesThe views of the students were taken in veit through a form consisting of opemded questions.

In the second stag@notherwritten permission was receivedofn students whose phones (Android) PUTA

could be installed (75 student#} this stage, it was explained to the students that PUTA to be installed on their

smart phones never records personal information, only information about lshgeiour The appliation

FRXOG QRW EH LQVWDOOHG RQ VRPH VWXGHQWVT VWXGHQWYV SKR
system of the phones (10S). PUTwhich recorded how much the students used their smartphones a day and

what programmes they used daiyasinstalled on the smartphones of the researchers. The application does not
REWDLQ VWXGHQWVY SHUVRQDO LQIRUPDWLRQ DQG QHLWKHU GRHV LV
pop-up notifications of the application were switched off and tinesstudents did not feel that the application

was working. In this way, efforts were made to identify their real levels of use.
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Following the installation, the students were asked to use their device normally for a week and then to contact

the researche to obtain the records on their phones and to remove the application from their phones. The data

of 48 students could not be obtained due to deleting the application from their phones or the application not
saving the data regularly. For this reason\oW KH GDWD VDYHG LQ VWXGHQWVY SKRQHV
of one week, the file saved in the phones by PUTA was taken by the researcher and thus the data collection
process was completeBata were collected in fall semester of academic year-2018.The data collection

process was completed in a morthe data collection process is shown in Figure 1.

02

04

06

Figure 1. Data collection process

Data Collection Tools
PUTA

The data concerning how long students used their smartphehiedy applicatons the used and how many

times a day they used their phones were collected through an Atdised application, PUTA. Whether or not

the application saved the records of using smartphones accurately was tested by installing the application on the
rescaFKHUVY VPDUWSKRQHV W ZDWhidR W&sGoundKdsavehK Hciids acelr& &yl R Q
WKH UHYVH D UHRIKIHUDt fseveStKeRrérbirds regularly in some models of smartphones. Therefore, the
records were taken only from those phones liictv the application had regular records. The application does

QRW DEVROXWHO\ VDYH XVHUVY SHUVRQDO LQIRUPDWLRQ RU SULYDWH

Openended Questions

7KH VW X G Haptusingrsimdripkones in classes were obtained througheomad questions. Ehopen
ended questions were formbyg the researcheis accordance witliews ofthe experts in th&eld. The open
ended questions that the participants were asked to answer within the scope of this study were as in the
following:
1) Do you use your smarhone during classes?
2) If so, for what purpose do you use it?
3) If you use it for education, explain how you use it.
4) What convenience does a smartphone offer you?
5) What other thoughts do you have on using smartphones in classes?

Data Analysis

The quantitdve and qualitative data collected in the study were analysed independently. Behaviours of use
saved by PUTA were analysed KH UHFRUGY WDNHQ IURP VWXGHQWVYT VPDUWSKRQH
Excelandthe data were analysed by using descripsitatistics methods such as frequencies, percentages and

mean. In addition to that, the qualitative data collected through-epged questions were analysed by using

thematic contentanalysis method.The hematic analysis providesigher level of interpration of a
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phenomenorfVaismoradi& Snelgrove 2019).In the firststepof thematic analysis, the data are reviewed and
recognizedln the second step, codes are created from the Had¢mmes are created by associating sineilar
codes, and the creatdtbimes are defined and nanm@arke & Braun 2013 Miles & Huberman, 2013 In this
VWXG\ WKH VWXGH QW VehdedHWestiv s WidrevieMed addddediiiStly @nd then classified
and presenteith accordance witthe themes.

Results

Students Smartphone Usage Habits

Students Smartphone Daily Usage Time

2Q H[DPLQLQJ WKH PHDQV IRU VWXGHQWVY XVH Rl VPDUWSKRQHV IR
smartphones approximately 290.95 minutes a that is to say, 4 hours and 50 minuéeday. It was found that

they used their smartphones the most on Mondays (5 hours and 49 minutes) and the least on Fridays (4 hours

and 5 minutes). The means for the other days is shown in Table 3.

Table 3. Students smartphone daily usage time

Days Mean (Minutes) Mean (Hours)
Monday 349.22 5 hours 49 minutes
Tuesday 289.00 4 hours 49 minutes
Wednesday 313.26 5 hours 13 minutes
Thursday 266.22 4 hours 26 minutes
Friday 245.33 4 hours 5 minutes
Saturday 271.70 4 hours 31 minutes
Sunday 301.93 5 hours2 minutes
Mean 290.95 4 hours 50 minutes

Students Smartphone Daily Usage Count

Table 4 shows the mean count of daily use of the smartphones by students. Daily usage count should be
considered as the number of times students check or use the apmidatioeir phones. The highest number of

using the smartphones was on Tuesdays whereas the lowest number of using them was on Saturdays and
Sundays. The students checked their smartphones 382 times a day on average. On looking at the averages for
the numter of times they checked their phones an hour, it was found that they used the smartphones in their
phones at least 15 times an hour.

Table 4. Students smartphone applications usage count

Days Count (day) Count (per hour in a day)
Monday 374.33 15.60
Tuesday 401.44 16.73
Wednesday 397.15 16.55
Thursday 391.11 16.30
Friday 386.00 16.08
Saturday 358.67 14.94
Sunday 365.93 15.25
Mean 382.09 15.92

Most Commonly Used Applications by Students and Usage Time

The most frequently application the studemasl used for 7 days and the length of time they had used them were
investigated. Figure 2 shows the distributions of the length of time of the most frequently used applications for a
week (in minutes). The students were found to use 38 different apphisaiihe application most frequently

used by the students was Instagram. The students used Instagram for approximately 75 minutes a day. The
second most frequently used application was WhatsApp while the third most frequently used application was
YouTube.
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Figure 3. Categories of the applications used by the students (Daily mean minutes)

Figure 3 shows the distribution of the applications according to categories. The classificttmamblications

used by the students was based on the classification made by Lee, Ahn, Choi, & Choi (2014). An examination
of Figure 3 shows that the category of applications the most frequently used by the students is the applications
related to sociamedia and that the students use them approximately 80 minutes a day. They were followed by
the applications used for texting and videtated contentsSome applications (e.g. Instagram, Yaobe,
WhatsApp, Facebook) can take place in more than one catégay. social media, video, or messages).
However, in this studyhtse types of applications have been classified in only one category according to their

primary purpose.
6WXGHQWVY 'DLO\ 6PDUWSKRQH 8VDJH

The distribution of periods of time studentseutheir phones the most intensely during the day is shown in
Figure 4. Accordingly, it was found that the students used their phones between 21:00 and 00:00 the most
intensely.Studentause their phones between 1:00 and 12th8 first half of the dayless than the other half of

the day.
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Figure 4. 6WXGHQWVY GDLO\ VPDUWSKRQH XVDJH

Students' Habits of Using Smartphones in Class
Students' Periods of Using Smartphones During Class Times

6WXGHQWVY OHQJWK RI WLPH RI XV LsGhburg/ snHwagkdseyRd DMdsNViS/EsRgateldy G X U L (
Accordingly, how long students used their smartphones between 8:00 and 12:00 and between 13:00 and 17:00

on weekdays when they had classes was examined. Table 5 shows the distribution of lengths of time students
used heir smartphones on weekdays when they had classes. Accordingly, it was found that students used their
smartphones more than an hour and 40 minutes in the period when thehdadcsses.

Table 5. Length of time students use their smartphones inteass

Days Mean
Monday 117.59
Tuesday 106.26
Wednesday 103.89
Thursday 83.26
Friday 91.19
Mean 100.44

Figure 5 shows the responses that 89 students had given to the guiestipou use your smartphone during
classes? in support of the data showin Table 5. Hence, 64% of the students said that they used their
smartphones in classes while 36% said that they did not use their smartphones in classes.

j I use |
64%

Figure 5. 6WXGHQWVYT 6 PDUWSKRQH 8VDJH LQ &0ODVYV

Smartphone Usage Purposes in Class

When the resons for thsaeWXGHQWV Y XVH RI VP D wai2kamiQddiMvasQoundtbay tidy RIRd®
their phones for both educational and +emtucational purposes. Students stated that they used the smartphones
to check the time (29), calls, or messages {@3honeducational purposes. Table 7 shows students' other non
educational purposes of using their smartphones in the classroom.
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Table 7.Non-educationalisage purposes of the students

Checkthe time 29
Check the calls and messages 23
Check thesocial media (Instagram, Twitter & Facebook) 12
Spend time (because of getting bored with the lesson) 9
Surf on thelnternet 6
Play a game 2
Check the applications 2
Total 83

7TDEOH VKRZV VWXGHQWVY U Hbe¢ ReduddRidhaMpulpEes. W Was found/ii this) shi@yK
that students used their phones specially to discaetated research (38) or to take the photos of cenalaged
content (15).

Table 8.Educationalisage purposes of the students

Do courserelated research and get detailed information about a subject on theternet 38
Take the photos of courseelated slides or of what is written on theblackboard 15
Use as a calculator 10
Use it foreducationapurposes in general

Follow the couserelated documents

Watch the videos of subjects which | do not understand in a course
Take naes

Swap lecture notes with my classmates

Use it as a dictionary

Total

QP EFEPNWRAO®

0

2Q H[DPLQLQJ WKH VWXGHQWVY YLH ZVeRoferwh&ndiriRgrMss€3Litn@s-ound KDW VF
that a considerable number of students (23) indicated smartphones offered convenience in doing research about

a subject. They stated that smartphones helped them to reach in a short time and easily the infequnesieial

by the teachers. Some of them (11) stated that they had used their phones to take notes or to take the photos of
course content, and therefore it offered them great convenience. Students also indicated that they did not have
enough time to takaotes since their teachers quickly moved on to another subject. Table 9 shows in detail
VWXGHQWVY YLHZVY RQ WKH FRQYHQLHQFH WKDW VPDUWSKRQHY RIIHU \

Table 9. Students' vievaboutthe advantages of using smartphones in class

Research
Make it possible to research about a subject during a class
Help to reach quickly the questions the lecturers ask
Help to reach more courselated information more easily and faster during a class
Make it easier to learn the unknown concepts
Makeit possible to research about the content and to be comprehensively informed of it
Help to comprehend the subjects in a shorter time
Taking notes
Help to take the photos of the blackboard or theresentation and to take notes more quickly
Makeit easier to take notes quickly in general
Make it possible to follow a class through electronic content
Help to highlight the important points of a slide
Make it possible to record video or audio during classes
Other
Offer convenience in ditance education
Make it easier to check the time
Help to get rid of boredom when getting bored in class
Total

= =N
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7TKH VWXGHQWVY YLHZV RQ XVLQJ VPDUWSKRQHY LQ FODVVHV ZHUH G
detailed findings are shwn in Table 10. The views of the students were classified into three categories; negative
views on using smartphones in classes, views supportive of using them in classes, and other views. The students
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who held negative views (25) expressed that smargghbimdered them from focusing on a lesson and that they
distracted their attention. 19 students directly stated negative views on using smartphones in classes. It was
found that the number of students who supported using smartphones was less than ¢hehsimbents who

did not support it. 16 students stated that it was beneficial to use smartphones in classes and that it made courses
easier. Some of the students (10) indicated that smartphones could be used in relevant situations in the lessons,
otherwise they should not be used. In the category of other views, 3 students stated that it was boring to listen to
the lecturer during a class and therefore smartphones should be used.

Table 10. Studentslews on smartphones usage in class

—

Views That don't Support to Use in Class

Distracs the attention 25
Students should not usenartphones 19
Cause students to neglect classes and to fall behind 3
Caussto distractRWKHUVY DWWHQWLRQ 4
Disruptsthe flow of a lesson 2
DistracslecturerV] DWWHQWLRQ 2
Causes waste of time 1
Givesharm tostudents 1
Views That Support to Use in Class
Smartphoneare beneficial and they make courses easier 16
Smartphones is useful if it is related to the course, otherwise they should netlbe us 10
Smartphones should be used as they helps with research 5
Smartphones should be used, but access to social media should be blocked 1
Smartphones should be used without disturbing anybody 1
Offer convenience when used beneficially 1
Should beused at the right time without distracting attention 1
Other Views
Boring to constantly listen to the lecturer, so smartphones should be used 3
Smartphones should be with students so that they can reach theirdamilie 1
Lecturers should not takf WXGHQWVY VPDUWSKRQHV 1
Total 97
Discussion

7KLY SDSHU LQYHVWLIJDWHG VWXGHQWVY KDELWV RI XVLQJ VPDUWSKI
classes. The data concerning their habits of using smartphones were collectel Bwddg Students status of

using their smartphones and their views on the use of smartphones in classroom were identified by means of
openended questions.

It was found that the students used their smartphones 290.95 mihitiesrs and 50 minutea day They used

WKHLU SKRQHV WKH PRVW RQ ORQGD\V EXW WKH OHDVW RQ )ULGD\V 6
found to increase when compared with the findings obtained by Lin et al (2015) (4 hours and 20 minutes). The
increase in the length éime in using smartphones might have stemmed from the fact that smartphones became

more and more integrated into our life. A comparison with the findings obtained by Soegoto (2019)
demonstrated that the length of time decredsedrly 6 hours)The reaso for the decrease might be that the

study conducted by Soegoto (2019) was based on the data coming from a survey rather than the real data. There
FDQ EH GLIIHUHQFHV EHWZHHQ WKH VWXGHQWVY RZQ VWDWHPHQWYV D
students used their smartphones 382 times a day on avéragés to say, they used the applications in their

phones every four minutes. Lin et al. (2015) found that the number of daily use was 73.1 on average. A
comparison of the finding of this s\ ZLWK WKH RQH REWDLQHG LQ /LQ HW DO GHPR
their smartphones had increased more than 5 times approximately. The increase is natural due to the fact that
smartphones have increasingly become a part of our life (Richardsosginu& Griffiths, 2018) and that we

use smartphones almost in everything in daily life (Nayak, 2018). Besides, it is a finding supportive of the

results obtained i®ffice of CommunicationfOFCOM, 2018). OFCOM (2018jeportedthat individuals aged

1524 wse their phones more than 4 hours a day. The reason why students use their smartphones the most on
Monday might be that it is the first workday of the week. Students might be using their phones more on the first
weekday because they cannot adapt to clamsgschool life following the weekend break. It can be said that

the length and number of their use of phones decrease as the weekdays pass by; because it was found that the



I

length of use and the number of times students used the applications decrélasedeakend when compared
to the use on weekdays.

The distribution of the most frequently used application of the students was also found within the scope of this
study. Instagram, WhatsApp, and YouTube were the most frequently used applicationsclsgkéied the
applications into categories, it was found that the students used their smartphones mostly for social media,
texting and video watching purposes. This finding confirms partially the findings obtained in Robert and Rees
(2014), Cha and Seo@28) and Tammy Lin (2019); because it should not be forgotten that the social media
applications which students said were the most frequently used applications were mingled with instant
messaging applications in this study and that they were used fopliqbses. Thus, the finding that students

use their smartphones most frequently for instant messaging and social media purposes obtained by Cha and Seo
(2018), Robert and Rees (2014) and Emanuel (2013) are parallel to the one in this study in thisOnespodct.

the most important reasons for students why they used social media the most frequently might be that they
wanted to keep up to date (Vanozzi & Bridgetock, 2013). They thought that they would be informed of the latest
status of their friends or ofappenings in social media quickly in this way. Ariel et al. (2017) found that the
second application used frequently in smartphones was Call Screen (Voice Call). The difference might have
stemmed from the fact that the average age in this study (M=2l1d®Yifferent from the one in the study
(M=25.45)conducted by Ariel et al. (2017) or from the fact that the participants in both studies owned different
characteristics.

It was found that the students used their phones the most between 2:00 and 248@ finding supportive of

the one that smartphones were using the most between 19:00 and 24:00 obtained by Localytics (2018).
However, it was in contrast to the finding that students used their phones mostly in the afternoon obtained by
Lee, Ahn, NguvenChoi, and Kim (2017). On considering the time frame restrictions made by Lee et al. (2017)

in relation to the use of phones, the time frames obtained in this study can be said to being the evening (18:00
22:00) in part and in at night (22:@F:00) in par. The students might be using their phones more intensely in

those periods of time because they are not busy or because they are less busy in those parts of the day. In other
words, it can be said that students choose to use their smartphone for |lofaps pktime when they are not

busy or when they get bored.

The students were found to use their smartphones for an hour and 40 minutes between 8:00 and 17:00 at class
time. Considering the fact that breaks between classes are 10 minutes and thamineyicate with their

friends face to face rather than online in those periods, it is clear that the students use their phones for
approximately 13 minutes in each class. Kim et al. (2019) also fund that students looked at their phones every 3
or 4 minutesand that it caused their attention to distract. In support of this finding, the majority of the students
said that they used their smartphones during classes. 64% of the students said that they used their smartphones
during classes. In a similar way, Emahy2013) found that more than half of the students used their
smartphones in classes. It was a result supporting the result that students were connected to the internet and they
used their smartphones during classelich was obtained by Tammy Lin (20180ad by Aggor et al. (2019).

All these indicate that we should face the existence of smartphehieh are said to have no significant effects

on academic achievement (Beland & Murphy, 2016). Besides, the fact that students use their phones
approximately PLQXWHV LQ HDFK FODVVY FDQ DOVR VWHP IURP WHDFKHUVTY L

On examining the reasons for using smartphones in classes, it was found teduoational purposes were

more than educational purposes. The studeate ¥ound to use their phones specially to check the time, search,

text RU WR FKHFN WKH PHVVDJHV 6LPLODUO\ 8+XU DQG .Ro REWDL
their phones to check the time. On the other hand, it was also found that the students used their phones to take

the photo of the blackboard or to neakalculations. It was stated that smartphones were also used to make
calculations and to research the unknown concepts. This finding supports Fernandez (2018), who found that
students mostly used their smartphones to look up unknown words, to reseatchtakel the photo of the

blackboard in classes. It is alemphasisethat smartphones offer such advantages as contributing to retention

in learning since they appeal to more than one sensory organ, and as being easy to carry (Anshari et al., 2017).
8+XU DQG .RoO IRXQG WKDW VWXGHQW \éxtRaRdvthaoa sXallth@nbarkoHLU VPD
students used them to support their learning. On the other hand, this study found that a great number of students
used their smartphones for different educational purposes. Therefore, the findings obtained in this study are
CRQIOLFWLQJ ZLWK WKH UHVXOW RI 8+XU DQG .Ro

The great majority of the students consider smartphones as a factor that distracting their attention in classes.
This finding supports the results of HrshHFKH]NHO HW DO 3 XOand Rde (2015); DQG 8+
EHFDXVH VWXGHQWYV WKHPVHOYHVY DOVR VWDWH WKDW XVLQJ VPDUWS



2

FDXVH RXU DWW Ht@MirstRéyatvéthGuight WundiR tMS studyso supports this result. Similarly,

Anshai et al. (2017) included distraction in attention and weakening in the quality of communication with
students in the list of difficulties that teachers can encounter in integrating smartphones into classrooms. This
indicates that the issue of attentionnigportant when there is a desire to integrate smartphones into classrooms.

It was found that the majority of students were of the opinion that smartphones should not be used in the
classroom. While the majority of the students reported negative views stibatphones, a smaller number of
WKHP VDLG WKDW VPDUWSKRQHY VKRXOG EH XVHG LQ FODVVHV 7KL
conclusion that most of the students believe that smartphone use makes learning more effective. Because it is
seen tht the positive opinions regarding the use of smartphones for educational purposes in class are less than
the negative opinions. Aldrich (2017) concluded that both students and teachers supported using smartphones
for educational purposes but they wereiagfausing phones for personal purposes. In this context, it can be said
that what is important is the purpose of using smartphones. However, it should not be forgotten that there are
certain disadvantages of using smartphones even if they are useddati@thl purposes. In addition to that,

the fact that students used their smartphones every 4 minutes in class even though they said that they were
distracted by phones and that they had negative views about using them in classes indicated that they were i
contradiction.

Conclusion

As a result, theviews of the students and tHadings obtained through PUTA were revealed that the students
used their smartphones intensively botkcimssand outof-class It was determined that the students used
instant messaging and social media applications intensively on their smart phones. It was concluded that the
students' use of smartphones in the class was mostly feedwarational purposes, but they used them for
educational purposes, albeit limited. Althdutipe majority of the students have negative opinions about the use

of smartphones in the classroom, there are also students who stated that they can be used for educational
purposes in the classroomm. line with these results, it can be said that stugdesit continue to use smartphones

in the classTherefore, teaching environments should be designed considering the positive and negative effects
of smart phonedt is thought that this study will provide significant contributions to the literaturerinstef

analying the students' tolass and odbf-class smartphone usage amounts, time intervals, purposes and reasons
with a quantitative and qualitative approach with a holistic perspective.

Limitations and Recommendatiors

The findings obtained in th study are limited to PUTA installed on smartphones. Besttiesfindings are

limited to students studying at a public university and participating in the smdyher limitation is that some

of the applications can be considered as applications e$ageg, social media and theternet. The basic
properties of the applications were taken into consideration in classifying them. It was also assumed that the
VWXGHQWVYT ZHHNO\ FRXUVH VFKHGXOH ZDV UXQ QRUPDOO\

The following recommendations can be matéhie line of the findings obtained in this study:

1) The students were observed to use their smartphones intensely during the day. Therefore, precautions
can be taken by teachers and administrators to integrate smartphones into classrooms.

2) It was found thastudents used their smartphones the most between 21:00 and 24:00. Activities that
students can do through their smartphones in those periods of time can be planned.

3) Research can be done on how students can use their favorite applications for edyraposak.

4) Model researches for the integration of smartphones in the classroom can be conducted and possible
challenges that teachers may encounter can be revealed.

5) The views collected in this study represent the voice of students. Investigating trensphithe
lecturers on this subject and reaching a common opinion can be achieved.

6) The students said that they used their smartphones feedwmational purposes to check the time.
6WXGHQWVY FKHFNLQJ WKH WLPH FDQ dabrisvlHin\WéirHnyaivdnéhtviH QW LR Q
other applications in their phones. Therefore, if students have watches, their use of smartphones for
non-educational purposes can be hindered.

7) It was found that Monday was the day the students used their smartphemesstt) because students
had problems in adapting to classes on weekdays. Therefore, students can be offered support in
adaptation to classes on Mondays.

8) Social media was found to be the type of application the students used the most frequently.
Accordingy, a practice can be made to use social media platforms for educational purposes.
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teachers or administrators should highlight the rules about using simretpin the classroom.

10) The students were also found to use their smartphones in the classroom to check calls and messages.
Students can be asked to block the incoming calls and messages during classes. In this way, using for
noneducational purposes che hindered even though they are not used for educational purposes.
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Abstract

Some studentsould notlearnorganicchemistry because of the difficulty of its submicroscopic natirehis

study, it was aimed to determinthe effect ofargumentatiosbased organ chemistry teachingn high school

V W X GarhQrivént §onstruction skillso ontheir meaningful concepéarning.The study was conducteoh 14

high school studentat a vocationahigh school in Turkeyn organic chemistryopics through28 hours perid

based orthe case study. Thesiching J X L Gadriksheets and W XGHQW V [ R E Wdred Mded\als Raga QRWH V
collection tools. Through the application procedse students criticize@ach of the sevesubmicroscopic
QDWXUH RI RUJDQLF pakthésLinvyilg group Riszesdi@g/ ¥éin constructed their own arguments
Then the studentsevaluated the whole process. Content analygds employed for the data analysis.
Argumentation making students criticize the submicroscopic nature of organic thessslted ina qualified
studertconstructed argumenby making them understanthe sulmicroscopic nature so become critical
thinkers. W XGHQWV Y SURFHVYV HY D Qh¢ préatednadddsmieRts Yo @, rblti@eteq, liéatikek D W
criticizer, and meaningful learnsrwith a differently constructedearning environmentfor further stidies
different argumentaticbased organic chemistry teaching environments could be offered

Key words: Organic diemistry teachingArgumentation Argument constretion, Meaningful learningCritical
thinking

Intro duction

Why do not somestudentdearn chemistry? The students try havdt the submicroscopic nature of chemistry
makes it difficult (Nakhleh, 1992)Ve still do not have a change of seeing moleGu¢smic or subatomic
particles with any of the advanced instrumentée know hese particle§ H[L V WyHb@drridarticles
interactions through the advanced analyshaus, it is equally difficult for teachers to arrange teaching
environments for makingwdents understand the submicroscopic nature of cherfisttrig still invisible.

Teaching students the submicroscopic nature of chemistry would be meaningful for students if only proper
scientific images about the submicroscopic nature of chemistfrébB WV FRXOG EH FRQVWUXFWH
mental scheme<Conceptual image can be expressed as holding a conceptual representation of an image as a
mental picture in one's min@Mackenzie & White, 1981)For example if one keeps an image of the crystal

foorm RI VRGLXP FKORULG meam tiRtpHeRNerRika@&sodium chlime ions, their ionic sizes,

DQG WKH LR QWLFHGHWFAMWUUIRAWMLIR QY DV ZHOO DV WKH VRGLXP FKORULGH
comprised of these unit cel{&yceyurtTirk & Tuzun, 2018)Then it is essential teemploy proper teaching

methods for constructing teaching domains in chemistrymake students gairappropriateconcept images

while learning chemistryconcept meaningfuly. Argumentation which is basedon inquiring - criticizing

concepts, is one of the current teaching methodsnfaking students critical thinkets construct sa@ntifically

correct concept imageso learn meaningful. Argumentation is also conducted in effecive speech
communication tamprove critical thinkingand construct proper concept imag@¥est, 1994) Argumentation

ZDV GHIL @ HdagialD Mteltectual, arbal activity serving to justify or refute an opinion, consisting of
statements directed towards obtaining the approbafian audiencé(Van Eemeren1985, cf., Driver, Newton

’ Corresponding Authotmmiilye NoTiiziin u_tuzur@hotmailcom
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& Osbhorne, 2000, p. 292Argumentation isD O YhR céordination of eviderecand theory to support or refute

47

an explanatory conclusion, model, or predicti¢@uppe, 1998, cf., Osborne, Erdu&rsimon, 2004, p. 995).

Argumentation training in the learning environments has two main functions: one is an inquiry process that
brings together learners ithe coordination of conceptual and epistemic goals, and the otheraiote the

trainersto evaluag¢ the progress of the studks' scientific thinking and reasoning throughout the training
(Osborne, Erduran & Simon, 2004Argumernation, which isa teaching method, provides some information
aboutthe distinction between argument and argumentattmgume QW UHIHUV W R of Waihts, da¥aE VWD Q F
warrants, and backings that contribute to the content cirgnment,whereas argumégition relates to the
SURFHVV RI DVVHPEOLQJ WKHVH FRPSRQHQWYV

237).

Engagingstudents with argumentation procesequirethe use of argument patterhe diversity of argument
patterns fom the literature are like Lawson (2003, p. 1390) argument pattgmpothesis, planned test,
prediction, observed result, mdusion - and Waton and Reed (2003, p. 201) argument pattepremise,

LQ RWKHU ZRUGV RI

premise, premise, conclusienwhereas the most common T®ulmin (2003, pp. 9606) argument pattern
claims, data, warrantsuglifiers, backings, rebuttalsAccording to Toulmirergument pattern:

Claims: Assertions about what exists or values that people hold.

Data: Statements that are used as evidensepport the claim.

Warrants: Statements that explain the relationship of the data to the claim.

Qualifiers: Special condiins under whichhe claim holds true.

Backings: Underlying assumptions that are often not made explicit.

Rebuttals: Sfttements Hat contradictdata, warrant, backing or qualifier of amgument (1958, cf.,

Simon, Erdurar& Osborne, 2006, p. 240).

An example of an argum@ according to Toulmin argument pattern can be seen at Figure

DATA
Harry was born in Bermuda.

So

QUALIFIER
Presumably

T

'

l Since

[
»

Harryis a British subject.

CLAIM

A man born in Bermuda will
generally be a British subject.

WARRANT

T On account of

BACKING The following statutes
and othettegal provisions

Figure 1.An example of amrgument according to Toulmin argument pattern components

Many strategiesarebeing used in argumentation sus table of statements, concept maps, experiment reports,
competing theoriesand predicibbserveexplain proceses in literaturéErduran, 2007). Being different from
the literature in the current study, drawingsreoffered as an argumentation stratégr making meaningful

(2003, p. 97)

the submicroscopic nature of chemistry for studémsughimages.

On the otherhand, #ong with the chages and developments of the 21st century, countries are organizing
science curricula to develop criticdliiking of individuals to adapt to innovatins. However, this situation
cannot be appropriately integrated into the classe® teachers do not havenough knowledge about critical

T unless

REBUTTAL Both his parentsvere
aliens / he has become a naturalisqg
$PHULFDQ «

thinking or that the meaning attributeddatical thinking is not clear (Vieira, Tenreidieira & Martins, 201).
7TKXV KDW GR ZH PHDQ E\ WKH W Hitidugh Ehere W hd-dos@nsué koh. PeNdethititior

critical thinking for researcherdNorris and Ennis (1989, cf., West, 1994, p. 3) define critical thinking as

D
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¥easonabland reflective thinking that is focused upon deciding what to believe otrdother wordsScriven

and Paul 2003 stated that¥ritical thinkingis the intellectually disciplined process of actively akillfully
conceptualizing, applying, analyzingynthesizing, and/or evaluating information gathered from, or generated
by, observation, expiemce, reflection, reasoning, or cotanication, as a guide to beli@hd actiori (cf., Cook,
2008, p. 13)Critical thinking can be stated in argumentation &ptiocess of the argumentatjomhich would

also givea chance to students to construct muchrengroperly scientific images in tihanental schemes as a
product of criticizing their own and othefthinking strategies in depth.

There are studiesn argunentationbased teaching environments, argument construction skills, meaningful

learning and citical thinkingin literature.In aresearch, a general chemistry laboratory course was constructed

on the basis of argument driven inquiry as an instructiomalei Making students criticize their own and each

other thinking strategies, making studentsistruct arguments through inquiryould make students critical

thinkers. This study modelled how to design an argument driven inquiry chemistry lab sessiaakifoy

student critical thinkers through arguing (Kadayifci & Yal€@elik, 201§. West (199) conducted an
argumentation educatiomith 74 students by using an experimental design with pre andqsistontrol group

IRU LPSURYLQJ VWXGHRIDWW WKHHWHEO OR WWKGINVWXG\ LW ZDV IRXQG W
students were sucétVIXO WKDQ WKH FREWVRG RORXGHWIW KQWAWSUHWDWLRQTY [
In another studyargument structures and critical thinking questiovere examined. There had been an

application process for six monttisxperimental design with pre and posst control groupwere employed in

WKLV VWXG\ WRR 7KH VWXG\ VKRZHG WKDW H[SHULPHQWDO JURXSY{V '
guestions successfully but also could construct arguments contaigagients and countarguments at the

same (Nussbaum & Edwasd2011).  DEDWHIDRLUG DQG $HMNDIMQ investigated the effect of
argumentation supported by inquion fifth-grade tudens ficritical thinking skills. Experimental desig was

employed The lessonsin the experimental groupere constructecon argumentatiosupportedby inquiry. It

was underlinedthat argumentdon supportedby inquiry made experimental groupV W X G Hiti@aV Skills F

enhancedln a different study, ThirlReadGroup-ShareReflect (TRGSRargumentation strategyas utilized

for improving highschool student§critical thinkingbased orroulmin argument patter(TAP). Experimental

designwas used50 twelfth-grade studentparticipated in the researcExperimental group lessongere with

TRGSRbased onTAP. WatsonGlaser critical thinking appraisal Forfd wasemployedfor evaluatng the

critical thinking of both groups as pre and ptesit. After a nineweek period,asignificant difference among the

groupswere found in means of critical thinkifGiri & Paily, 202).

For all these reasons, this study examines the efferigoimentatiorbased organic chemisttgachingon high

school student §rgument onstruction skillsso onmeaningful learning and critical thinkingeing aware of

the missing studies in litature aboutrgumentatiorbased organic chemistry teaching and the need tfei,
currentinvestigaton would exemplify a detaile@diwcational @plication process for further studiéSyceyurt

Tork, Tayslz & Tuzin, 2018 Hence the VW XG\TV U H Vvad DdJ WHKat Tis the/ @ohtribution of
argumentaionEDVHG RUJDQLF FKHPLVWU\ W rbBcBMd @atureNoRrgahity chenis W VY VXEP
percepions via their argument construction sklls

Method
Theoretical Framework: The CaseStudy

This study emplogd the case study as the theoretical framewdike cases of interest in education are people
and prgrams.lt is interested in thenfor both thér uniqueness and commonality.was soughto understand
themin depth(Stake, 1995, p. 1). This frameworkespecially suited for this study since the cakmterestis
argumentatiorbased organic chemistrieaching as the program andits effect on sW X G Ha@uvnérit
construction skills so on their submicroscopic concept understandishgrdital thinking as the people.
TKURXJK WKH VWXG\ ionValouGHQWhM | ptaceSsOnad Yaken, but the siudy not a
phenomenological oneince studeVVY DUJXPHQW F R QuéwheirXdoh¢epRiQlergthindidgand
critical thinking were examined too

Setting andParticipants

This study was conducted atvocationalhigh school in Turkey. The firstesnester of the organic chemistr
coursewasthe focus ofthe investigationlt was meta class of 14 students for four hours per week for seven
weeks whichwasa total 28 hours perd for this studyReachable sampling was employed for this study since
the participants were one of theHrV H D U FRagkifald\Afl the participants were willingThe participants were
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female because of th¢ RFDW LR QD Os kel RKheVdaidoRr® fiere being educated on arts at this
occupational high school.

Instruments

For enhancing high school stu@W V 1 Rhinhkivg Ly Dn@king them argue the submicroscopic nature of

organic chemistry conceptga argument constructmfirst, seven paintings were created by a professional artist

parallel with Ministry of National EdX F D W L R-Grfdé¢ organic amistry teacing targets. The paintings

illustrated the submicroscopic nature of organic chemistoncepts successfullyThree different science

educators checked th&€ DLQWLQJV Y FRDRWHH Y RL I QPH GLGHIND Weke UrdflgctédX the H

teaching process VXFK DV 3$WRPV GR QRW KDYH FRORUV XVLQntofBI@RU LQ SDL
recogniethH GLIIHUHQW DWRPV ~

In the second step, argumentatiofbased organic chemisttgaching guiddor enhancingV W XGHQWVY FULWIL
thinking skills by criticizing the submicroscopic nature of organic chemistry concaptsconstrucing their

own argumentsvas constructed. The teaching guide comesigif seven activitiesmaking students eatetheir

own argiments after analyzing, arguirgnd criticizng the submicoscopic nature of concepts time paintings.

The first painting was about an organic compoimethane) the secondne was aboutcarbon allotropes

(fullerene), andhe WKLUG ZDV DER Xl diidat lokg&inic ¢dmipdunds W KD Q HVWW/HRZWP X O D

TKH IRXUWK ZDV DERXW K\EULG RUELWDOV RI RUJDQLRt mBEEIRXQGYV H)
geometries of organic compounds (tetrahedral geometry of methane), sixth about fuigctiopal of organic

compounds @yl alcoholand diethyl ethr), and the last one about isosi@m organic compoundsthree

isomers of pentaneHence,the firstinstrument was determined g teaching guideThree different science

educators checked theachiQJ JXLGHYV FR.QANFIgWQaR, exanplesstowd the teachimyide were

given.

| F—
Painted by Basak, 2016

Painted by Basak, 2016
After analyzing, arguing and critizing the
painting in a big group discussion, construct
your claim about the painting (isomery
concept).

After analyzing, arguing and critizing the
painting in a big group discussion, construct
your claim about the painting (allotropy
concept).

Find statements (data), that could be used as
evidence to support your daim.

Find statements (data), that could be used as
evidence to support your claim.

Construct warrants to explain the relationship

Construct warrants to explain the relationship
of your data with your claim.

of your data with your claim.

Guarantee your warrants with backings to Guarantee your warrants with backings to

underline your assumptions that are not
explicit.

Describe the rebuttals, statements that
contradict either your data, warrant or
backing of your argument.

Figure 2.Examplesfrom WKH WHDFKLQJ JXLGHYV ZRUNVKHHWYV

underline your assumptions that are not
explicit.

Describe the rebuttals, statements that
contradict either your data, warrant or
backing of your argument.
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StudentdJobsevation notes wereused forevaluating the wholgrocess Thus, the second instrument was

determined as observation notdfe doservaW LRQ QRWHVY FRQWHQW YDOLGLW\ ZDV DOV
scienceeducators.Three independent sciee educata checkedhe instrument§reliability, 95 percentages

were calculatedas the researchefisoding and categorizingonsistencyFor coding categorizing, and cross
FROQWHQW DQDO\VLV (ULFNM&QTV UHVHDUFK ZDV

Data Collection and Analysis

Before the application sessioargumentatiorstrategy and critical thinkin§ meaningwere introduced to the
students.During the applicabn session the students analyzed, argueahd criticized each of the seven

paintings in big group discussiorgiticized WKHLU RZQ DQG R W K H,dndfhat &okt@dted ¢hdirV W U D W H ¢
own arguments individuallypased orlroulmin (2003, pp. 9®6) argumat pattern components (claims, data,

warrants, backingsand rebuttals) throughout four hours per eachtlsd paintings. In a traditional learning

session, the students orligten to the teacherhowever,a constructivist social context was consteakc far

students- they were able to accessteractive board, organic chemistry presentations, organic chgmistr
simulations, questions about organic chemistry, Ministry of Nat O (G X F B"Wrade@filie chemistry
book,andeach other and teachsw tocriticize the submicroscopic naturéahemistryin this study At the end

of the application sessipstudents evaluated the whole proceBse contat analysis was employeHirst codes

were constructed, then the codete@rized on the philosopbal logic of which argument caained what

codes as a whole categoand thenfrequendespercentages calculatis were madeCrosscontent analysis

(Erickson, 2004)tmakingsure hateachof the codes is under a categemyasmade for data reliabilityror the

content analysis process would be beneficial to underline hoargumentationmaking students critize the
submicroscopic nature of chemistrgnd argument catruction would enhance studewty FULWLFDO WKLQN
Basal on Cambridgénternation& Thinking Skills Syllabus (2022022),being able to construct scientifically

true argumets wouldmeanthe stulents gainedritical thinking skills.

Results and Discussion

After analyzing the datathe resultswere given in two subtitlesV W X GatgQrivént donstruction skillsand
VWXGHQW VAuBithRFHVYV H

6 W X G ArQuméh{ Construction Skills

Toulmin § ®rgumentpattern components (claims, data, warrants, backings, rebuwttaie) used as codethe
student constructed arguments were analyzedrdig to thesecodes, thethesecodesfcombinations made the
categoriesFor eachof the categoriedrequendes and percentagewere calaulated.The analysis could bgeen
in Table 1.

d o iX "§py v§ }veSCEU § E P pu v S He sevanfiairitindE Z }( 8

f-%
Painting CD CDW CDB CDR CDWR CDBR DWBR CWBR CDWBR CDD total
about WBR
1.ldentifying 1 2 11 14
organic 7% 14% 7% 100%
compounds S3 S8,11 S1,2,4,5,6,7,
9,10,12,13,14

2.Carbon 1 2 2 1 8 14
allotropes 7% 14% 14% % 57% 100%

S13  S8,10 S4.5 S9 S1,2,3,6,7,11,

12,14
3.Lewis 1 13 14
formulas of 7% 93% 100%
organic S3 S1,2,4,5,6,7,
compounds 8,9,
10,11,12,13,
14

4.The hybrid 1 1 11 1 14
orbitals of 7% 7% 7% 7% 100%
organic S5 S13 S1,2,3,4,6,7, S14

compounds 8,9, 10,11,12
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5.The 1 1 1 1 10 14
molecule 7% 7% 7% 7% 71% 100%
geometries of S5 S14 S8 S10 S1,2,3,4,6,7, |
organic 9,11,12,13
compaunds
6.The 14 14
functional 100% 100%
groups of all
organic
compounds
7.1somery in 1 1 12 14
organic 7% % 86% 100%
compounds S5 S14 S1,2,3,4,6,7,

8,9,10,11,12,

13

*It would be beneficial to underline that only the third painting is about the symbolic nature of chemistry.
Except that all other paintingse aboutthe submicroscopic nature of chemistiny.Table 1, claim was shown
by C, data by D, warrant by W, backing by B, rebuttal by R, frequency by f, percentage by %, and student by S.

As can be seeim Table 1, studentonstructed scientifically corceargumeis based orall Toulmin I &gument

patten componentswere 79, 57, 93, 86, 71, 100, and86 percentagethrough the paintings7 KH VWXGHQWYV
conceptial understanding in other was submicroscopic thinking skillgia constructing argumestwould be

adopted adequate by the three science educatordyifsorentifically correct agumentsbased orall Toulmin

argument pattern components would @6 for each of the paintingdt can be seen in Table &ll the

percentages ra over 33%; thus, it can besaLG WKDW coniepiGuhdewtantling, in other nde
submicroscopic thinkingskills via constructing argumest DUH DGHTXDWH VR WKHLU FULWLFI
improvement is toosince scientifically proper argument constian means the improvementf aritical

thinking too according to Cambridge Intetioaal Thinking Skills Syllbus (20262022).

Student constructed argumsifitom worksheets were given beldar strengtheninghe findings.

Figure 3.Painting about identifying organ@ompoundgPainteG E\ % D U DN

The argument oktudent 2 $2): CH, is an organic compound (claim). It consists of C and H (data). If a
compound consists of C, H, O, N and S atoms, then it is an organic comfeament). For forming this
organic compoundC makesfour bonds with H (backingA compound couldhave C atons that does not mean

it has to be an organic compoualevays(rebuttal).

The argument of S5: CHs an organic compound (claim). It is combustible (data). Organic compauead
combustible (wamnt). C,Hg is an organiccompound and it is combustible too (backing). If a compound is
combustible that does not mean it has to be an organic compound (rebuttal).

Figure 4.Painting about carbon allotrop@DLQWHG E\ %DUDN
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The argument of S1: Fullerene is an allotrope obeoa (claim)jpHFDXVH RI LWVY VKDI®HtHeQ VSDFH
carbon allotropediffer from fullerene because of their shapes in sffaegrant). )RU H[DPSOH JUDSKLWHT"
formation differs from other carbon allotropgbacking). If we could find a clmeical in spacdike fullerere

formation then the warrant would be invaljcebuttal).

The argument of S4: Fullerene can be usedanotechnology (claim). When K is vaccinatedl XOOHUHQH LWV
conductivity increases (data). Nanotube can be imednotechnology like fullerene (backing).

H
H:C:H
H

Figure 5.Painting about Lewis formulas of organic compouRI® LQWHG E\ %DUDN

H
H:C:H
The argument of S12: Lewifformula of methane i H (claim). Electron dot structuris the basis for this
(data). ' RWYVY VKRZHG WKH HOHFWURQV Rl & DQ GintlfewisKdraulaviiadavit)Z L WK W K

H
H:C:0:H
Lewis fformula of methanol is i~ (backing). Ifthe concept of Lewi§formula ORVHV LWVY VFLHQWLIL
then the warrant would be inval{cebuttal).
H
H:é:H
The argument of S13: Lewmfformula of methanei. H (claim). C and H use two electrons per bond (data).
C makes four borglwith H atoms (warrant)The structural formula of methane T (backing). IfLewisq
formulaloses its scientific valyghen the claim would be inval{debuttal).

Figure 6.Painting about the hybrid orbitals of organic compou®® LQWHG EQ18 DUDN

H H

“c=¢”
The argument of S6: C makes the hybrid of ggaim). 9 (data). B° 'H(warrant). The molecule
JHRPHWU\ LV WULDQJXODU EDFNLQJ , | W Kiific ¥aRi€ théh3h clim WD LG LD W L

be invalid(rebuttal).
H H

™ e

The argument of S8: C makes the hybrid of Gpaim). B 'H (data). The Sp)K\EULG RUELWDOVYT HQHU
equal (warrant). The molecule geometry is triangular (backing). If the concept of hybridizatRvHYV LWV
scientific value then the claim would be ialid (rebuttal).
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) &
&

Figure 7.Painting about the molecule geometries of organic compo@BsL QWHG E\ %DUDN

H
i ‘q}" H’$\H .
The argument of S5: The molecule geometry of, BHetrahedral (claim)- (data). ® (backing).

The argument of S11: The molecule geometry is tetrahedral (claim). The hybridization of the central atom is sp

(data). The moleculgeometry is tetrahedral because of the hybridization of the central atmmaft). Just like

CHs PROHFXOHYY FHQWUDO DWRP EDFNLQJ , | WKH FR &Fddesiié RI K\EUL!
concept of molecule gewetry its scientific valu¢rebuttal).

L

Figure 8.Painting about the functional groups of organic compoAd3L QWHG E\ % DUDN

H*é-C-O—H
The argument of S7: The functional group of ethanclOBl (claim). = = GDWD %HFDXVH LWVY V!
formula involves H, | classified this compound as alcohol (warra@ffs - OH (backing). If the concept of
functional group IsHV LWV T V F | tHeD We dlaif woDidDbe I'rhval(debuttalzl. a

The argument of S11: The functional group of dimethyl ethefis(claim). B H GDWD %HFDXVH LV

structural formula involvesO-, | classify this compound as ether (warrant).;GHD - CH; (backing). If the
FRQFHSW RI IXQFWLRQDO JU RtKes tizRIgiH Wollthbe fvalidbttt @)W LILF YDO XH

AR

Figure 9.Painting about isomein organic compoundd D L Q W H Gk,201& D u D

The argument of S3:-pentane and isopentane are chain isomers (cl‘ﬁ/\{,\ andY\ (data). The molecular
formulas arethe same but structural formulas are different (warrant). 8EH,-CH,-CH,-CH; and CH-
CH(CHjy)-CH,-CHjs (backing). f we did notargue the arguments and counter arguments would not be formed
(rebuttal).
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The argument of S4: isopentane and neopentane are chain isomers (c\/K, and)v (data). The
molecular formulas are same but structural formulas arer@ifféwarrant CH;-CH(CHs)-CH,-CHsand (CH)-
C(CHg),-CHs(backing). If wedid not argue the arguments and counter arguments would not be formed
(rebuttal).

6 W X G RrQcéssEyaluation

Observation notesvere coded then categories were constructednd thenfrequencie-percentages were
calculatedor codes The results coulthe seerin Table 2.

Table 2. Student$ SURFHVV HYDOXDWLRQ

Categories Codes f-%
Learning outputs Meaningful learning 12- 86%
S$1,2,3,4,5,6,8,9,10,12,13,14
Different learning environments 6-43%
S$1,2,3,5,6,13
Behavioral outputs Enjoyable learning 7-58%
S1,2,3,4,6,11,13
Being motivate 5-36%
S1,3,7,11,14
Critical thinking outputs &ULWLFL]JLQJ RZQ DQG RWKHUVY 6-43%
S1,4,9,10,11,12
Being creative 5-36%
S1,37,1114

total 14 - 100%

The codes would beonsideredoy thethree scienceducators if only the peentages of the codes would be

over 34%. It can be seem Table 2 that SKGHQW VY HYDO XD W L RuQledrbing g@h)Rdff&remMHDQLQJ
learning environments48%), enjoyable learning58%), being motivatd (36%), criticizing ovQ DQG RWKHUVY
thinking grategies 43%) and being creative36%).

Examplest URP WKH VWXGHQWVT REVHU Yd sWéngh@niqgRhe/filig HUH JLYHQ EHORZ
6 «« TKURXJKRXW WKH cbdd &ikiBizinQ Wiikkafthihking Ssthiegies made & lesson
meaningfullcritLFL]LQJ RZQ DQG RWKHUodg). WKLQNLQJ VWUDWHJILHYV

6 «« B6WXGHQW FRQVWUXFWHG DUJXPHQWYV VWDWHG RXU FUHDWLYLW

Conclusion

This study examined the effeof argumentatiotbased organic chastry teachingpn KLJK VFKRRO VWXGHC
argument construction skillso ontheir maningful learning anctritical thinking skills. It was found that
argumentation making students critictbeir own andthers thinkingstrategies resulted in scientificaltprrect

and gualified argumentswhich showed they understootthe submicroscopic ature of organic chemistry
$FFRUGLQJ WR &DPEULGJH ,QWHUQDWLRQZZR) Tdded,NdosfucgL&D OV 6\0
scientifically valid argument showed that stetlQ W V | tiirkib§\skillsDvErealsoimproved

On the other handgroup discesionsmay have caused students to thimkuch more deeply abouthe
submicroscopic nature of concepiey faced andook atthemwith a more critical eye dHO L N .o bo
dHOLN O a0 ® Moreover,besiles learning content, it is necessary to educate the students regarding how
we know(Driver, Leach, Millar& Scott, 1996; Millar& Osborne, 1998, cf. Osborne, Erdugrsimon, 2004).

More specificdly, the constructbn of an argunm, and its critical evalationis a core discursive science
activity especially making students enhance their mental images about cof@eptsne, Erdurad Simon,
2004, p. 995).

It is necessary to create social context to support daftigcoursgOsborne, Erdura& Simon,2004. In this
study a constructivist social context was constructed for studethisy were able taccess interactive board,
organic chemistry presatiions, organic chemistry simulatis, questions about organic chetmyis Ministry of
National EducatR Q 1V grade online chemistry book, éralso each other and teachexchuse only in
constructivistclassrooms, students can be viewed as thinkersemignging theories about the worl@iiennon
Brooks & Brooks, 199, p. 17). After arguing in a dialogidiscourse, the students constructed rtiosin
arguments individuallypased on7 R X O PakgQrfiant patm componentsvhich gave thena chance to judge a
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claim based ordata, warrant, backingnd rebuttals to make them understand the submicroscopic concepts
much moreappropriatehby criticizing and critcal thinking

6WXGHQWVY SURFHYVYV tihtadncmatidmade s(U@ents EriddizE Beir ownd others thinking
strategies ah learn meaningfly. 7«PD\ DQG .|RGLR p@ X08.06) explainedhe same case in their
research asOnce the students aeducated in argumentatidiased classes, they are able to construct the
chemical concepts properly in their minds, to think about daily life problbynsnquiring alternative
explanations, and to make plausible decisitoys criticizing claims and warrantthat came through an
argumentation process

6WXGHQWVY SURFHVV HY D O XdiguhieRtQiorbeGed PorgaAriz GChiethiStty eduGatiteki® W
students joyful, motivated, creative, criticizand meaningful learnswith the help of a differentlyanstructed
learning environment.

Recommendations

There was a gap itne literature abouirgumentatiorbased organic chemistry teaching to highostistudents

for meaningful learning and for making thdracomecritical thinkers via enhancing their argument construction

skills (EyceyurtTurk, Tlysuz & Tuzin, 2018¥or this reasonin this studyit was investigatedhe impact of
argumentatiorbased oganic chemisy teachingon KLJK VFKRRO VWXGHQWVY DUJXPHQW FRC
meantby properly constructed arguments meaningful learning and criticizing could be dom® this, study

exemplified a detiled educational application prosesot oy aboutargurmentation for making high school

students criticize the submicroscopic nature of chemistoyganic chemistrgducatiorbut also argumentation

argument constructiorand critical thinking for futter studiesDeliberative discussianare tyically only

included in 2% of all high school science clasesmke, 1990; Wells, 1990; cf., Osborne, Erdugaisimon,

2009. The way to increasthis rates to convinceteachers that argumentation is an important component in

science teachin¢Osborne Erduran& Simon,2004 7KLV VWXG\TV GHWDLOHG GHVFULSWLR(
too.
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Abstract

The current study aims favestigate whethethere is aneaningfuleffect of selfefficacy and task value on the
achievement approach goals in learning science. In line with this purpose, a correlational method was used in
the currentstudy. The participants of thigudywere310 middle school stwhts from six public schools (close

to each other in terms of soeé@onomic level and opportunities) in differadistricts of Erzurum in Turkey.

Data were collected through two previously validated instruments: The Achievement Goal Questionnaire and
The Motivated Strategies for Learning Questionnaire {séfitacy and task value subscales). The Achievement
Goal Questionnaire was used to determine the students' approach goal orientations-&masiach and
performanceapproach) and The Motivated Stgites for Learning Questionnaire scale was used to assess the
VWXGHQWV T W Daffidacy PedcEptios QlGe Wath@lIbtained were analyzed in two parts. In the first part,
SPSS is used for descriptive statistics about variables. The structuraloBghMiitiel was used to test the
proposed model in the second part. The results of the study have shown tedficeely and task value
LQIOXHQFH WKH OHYHO RI VWXGHQWVY PDVWHU\ DQG SHUIRUPDQFH
mediating effet on the relationship between sefficacy and achievement approach goalse results of the

study were discussed according to the relevant literature.

Keywords: Task Value, Approach Goal Orientations, Sefficacy, Mediating Role, Science

Introduct ion

The issue of motivation, which is one of the factors affecting success in education, has an important place in
educational research of recent years (Badiee et al., 2014). The expectation of success and task value, which are
among the motivational belis,havea significantrole in the choice of people's behaviors. While the expectation

of success is the students' thoughts about the results of the task before they start it, the reason for doing such a
task is defined as the task value (Eccles & Widfi@002; Wigfield & Eccles, 2000). The persistence and effort

of the person for any given taskmkends on his/her sedfficacy and questioning his/her own self and talents.
Self-efficacy isan individual'sbelief in the ability to initiate and execute sisthat will have positive results
(Bandura, 1977). Seé#fficacy affectdndividuals' lives in all aspects, including decisimaking, persistence on

difficult situations, thoughts, behavigand emotions (Caraway et al., 20®3ntrich & Schunk, 2002 Many
researchers state that the motivation of the studergndispon his / her persistenceparforming a task, the

energy he/she spends for that taskd his/her desire in the subject matter (Eccles & Wigfield, 2002). In
addition, the self-efficacy of students is important in determining the type of goal orientation they have for
learning (Liem et al., 2008; You, 2018).

The achievement goal orientations that help determine why people want to achieve something, how they
approach achievement and their esipnces are divided into two. Researchers first explained goal orientation in
two ways: performance goals and mastery goals (Elliot & McGregor, 2001). While the student's focus on
understanding, learning, and personal development is their mastery goadiion, the priority of comparison

and performance is the performance goal orientation (Ames, 1992). Students who adopted performance goal
orientation avoid difficult tasks, and are vulnerable when unsuccessful. Students who adopted the mastery
approactygoal orientation, on the other hand, are willing and persistent in difficult tasks and accept failure not as
a personal shortcoming but as an indicator of the need to find new ways to work around such failures. In later

’ Corresponding AuthoPelin Mete pelin.meté@atauni.edu.tr
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studies, performaneeriented goalswere divided into performance approach, and avoidance goals
(performanceapproach and performaneeoidance), and mastery goals were divided into approach and
avoidance (mastergpproach and mastegvoidance) (Elliot & Thrash, 2001Pn the me hand, ifindividuak

use avoidance goals, they aim to avoid negative situations such as failing and making mistakes. The motive for
approach examines the working situation for this purpose, considering the positive results. A good example is
striving for any successAvoidance is a motivation to prevent negative consequences that may occur. An
example of this is avoiding failure. While mastegyproach in goal orientation focuses on developing skills and
knowledge, the performandsmsed approach is an effort to masif him/herself, to emphasize abilities, and to
appear intelligent (Ames, 1992; Ames & Archer, 1988). In ¢heentstudy, path analysis wasaried out
approach goal orientations, which is to improve students' knowledge and skills in a science lessahand
themselves as competent and hamtking.

The subsequent sections provida examinationof the literature concerning thpurposeof task value
perception in selefficacy and achievement approach goals. Research on the relationship ameifiicaeif,

task value and achievement approach goals is presented icahig sections. Based on tle®nclusiors,
hypotheses related to these relations were proposed, especially within the area of science.

The Relationship Between Task Value and SeEfficacy

According to sociecognitive theory, the perception of selffficacy affects individuals' lives in many ways, such

as their goals, decisiongsolvein the face of difficulties, and the type of tasks they undertake (Bandura, 1993).
In summary, seilfficacy explains how individuals behave, think and feel (Caraway et al., 2003). The
perception of seléfficacy affects the task value development process of individuals (Wigfield & Eccles, 1992).
There is a positive correlation between two motivationéiefse(Eccles & Wigfield, 1995; Meece et al., 1990;
Pajares & Miller, 1994). If students have positive beliefs about completing a task, the value for this particular
task is high. Higher selfficacy means higher task value (Cole & Denzine, 2004; Jad¢alls 2002; Senler &
Sungur, 2009). If individuals feel sddifficient in a given task and believe that they will succeed, they tend to
insist on doing the job and work hard&c¢les & Wigfield, 2002Linnenbrink & Pintrich, 2003; Pajares, 2002)
howevery if they feel inadequate, they become reluctant and try to avoid the task (Lee, 2009). Based on the
literature, selfefficacy and task valubave a importantand positive relationship, it was hypothesizedhis

study.

Structural relationship betweenAchievement Goals and TasKalue, Self Efficacy

Task value has a direct correlation with goal orientations. There is a positive relationship between mastery and
performance approach goal orientations and task value (Liem et al., 2008; Wolters et al.|f1€&86gnts
perceive theassignmentas beneficial interesting and important, they tend to use masipproach goal
orientations. They develop knowledge and skKils focusing on learning and understanding (Bong, 2004;
Hulleman et al., 2008; Xiang et a2004) and also try to show their skills to others (Liem et al., 2008).
According to sociecognitive theory, goal orientations and sefficacy work in harmony. If the goals are
achieved, seléfficacy increases (Caraway et al., 2003). -8ffitacy isthe direct cause of goal orientations.
Selfefficacy is positivelyrelated toperformance and masteapproach goal orientations (Elliot & Church,
1997; Bong, 2001; Liem et al., 2008; Shim & Ryan, 20@)nversely some studies in the literature claim a
favorablecorrespondencwith selfefficacy and mastergpproach goal orientations (Hsieh et al., 2007; Shim &
Ryan, 2005), and no correlatiavith the performance goal orientations (Philips & Gully, 1997), or a negative
correlation between the two (Pajaret al., 2000).

Context of the study

Motivation affects students' learning and performance. At the same time, motivation is affected by the
environment and living conditions in which individuals live. The sazgonomic level of individuals and their
perspective on educato® UH RWKHU IDFWRUV WKDW DIIHFW PRWLYDWLRQ 6XQJX!|
motivation for success is important in achieving the targeted educational goals. Investigating the relationship
between selefficacy, approach goal orientation, andgkavalue helpunderstand students' motivation for
success. When the related literature is taken into account, the students' goal orientations and motivational beliefs
(task valueself-efficacy) are correlated. In this study, the effects of studentstfieticy on the approach goal
orientation through thenediatedimpact of the task value were investigated in the science course (Figure 1).
Thus, it is aimed to understand the motivation for success of seventh andgeagtehstudents in science class.
Beddes, the relationships between these variables depend on why students perceive a course as significant or
want to succeed (Miller & Brickman, 2004). Therefore, it is important to examine these motivational variables

in science classn a limited number bstudies, the relationship betwesglf-efficacy, goal orientation, and task
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value of Turkish students was examineds\ G O Q <HUGHOHQ JHV\]JLR+OX .DKUD
2013; Pamuk & Elmas, 2015).

Theobjectof the current study is to evaluate the relationships with the structural equation mottekaachine

the mediating role of task value. The conceptuatieh created by taking into accouhetliterature was tested
using path analysis. Theath analysis allows the relationship between variables to be examined at the same
time. The model results were compared with the literature and tried to be explatoedirag to the Turkish
culture and Turkish education system.

Task Value

Self Efficacy

Approach Goals
Mastery approach

Performance approach

Figure 1. Proposed Model

The proposed model was created as a result of the related literature. Hypotheses created in accordance with the
purpose of the research are shown below.

H 1: There $ ameaningfulandfavorablerelationship between sedffficacy and mastery approach goals.

H 2: There is aneaningfulandfavorablerelationship between sefffficacy and performaneapproach goals.

H 3: There is aneaningfulandfavorablerelationship bwveen selefficacy and task value.

H 4: The task value has a mediating role in the relationship betweesffemty and approach goals.

Method

Research Design

The study is a correlational study which examined the relationship between more thamiabtes without

any interference in the environment (Fraenkel & Wallen, 2006). In this study, the relationship between variables
(seltefficacy, task value, approach goal orientations) was examined without any interference in the
environment.

Sample

The sample in this study included 310 (143 girls, 167 boys) students from six different public schools located in
Erzurum. The schools selected for the study are close to each other in terms @ceooimic levels and
opportunities they have. In additioschools are easily accessible for the researcher. The distribution of
participants by class level: 149 (48 %) seventh and 161 (52 %) eighth grade student.

Instruments
The Motivated Strategies for Learning Questionnaire (MSLQ)

It wasimprovedby Pintrinch et al.,(1991), translated and adapted into Turkish by Sung@®4). A “Zpoint

Likert scalefrom (1) not at all true of me to (7) very true of me. The-effitacy subscale consists of 7 items,

and the task value subscale consists of 6 items.alkevalue is defined as the main reason for students to start

a task (a sample item: | think | will be able to use what | learn in this course in other courses), while self
efficacy is the student's belief in their own abilities to accomplish a task or@aD VXEMHFW D VDPSOH |
certain | can master the skills being taught in this class). In the present study, Cronbach alpha coefficients of
self-efficacy and task value subscales were 0.86 and 0.75, respectively.
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The Achievement Goal Questionnaire

It was developed by Elliot and Church (2001). It consists of 15 items responded on a 5 point Likert scale. The
scale including 4 subscales was translated and adapted into Turkish by Senler & Sungur (2007). The four
subscales are: masteapproach (3 itemsa sample item:l desire to completely master the material that
presented in this class ) and performaapproach (3 items, a sample item: It is important to me to do better
than other students). While masteqygproach goals focus on sétiprovement andvillingness to learn new

things, performancepproach goals emphasize demonstrating their skills and achievements to others. In the
present study, Cronbach alpha coefficients of mastery and perforrappoesach goals subscales were 0.76.

Prodecure

The stidy was conducted during regular class hours. Information about the study and how to fill in the
guestionnaires was provided to students. Students are informed that their answers will remain confidential and
will not affect their grades in any way.

Data Analysis

Descriptive statistics (mean, standard deviation, Cronbach alpha coefficients,) related to the variables discussed
in the study are carried out through the SPSS 20. The structural equation modelling was performed using AMOS
to test the proposed mel. The research method proposed by Baron and Kenny (1986) was used to test whether
the role of the task value was formed in the structural equation modelling created. This research model consists
of three stages:

1. The independent variable affects ttependent variable,
2. The independent variable affects the mediator variable.
3. When the mediator variable is included in the model with the independent variable, the effect of the

mediating variable on the dependent variable should be significant, tivhikffect of the independent variable
on the dependent variable is reduced.

Results and Discussion

As a result of the analysis, descriptive statistics (the mean, standard deviation) and bivariate correlation values
of the variables were presented iable 1.

Table 1. Descriptivetatistics and bivaate correlation values of the variables

Variables M Min -Max SD 1 2 3 4
1.Self-efficacy 5.34 1-7 1.43 1 0.468** 0.400** 0.285**
2.Task value 5.72 1-7 1.16 1 0.165*  0.442*
3.Mastery 4.04 1-5 0.84 1 0.431**
approach

4.Performance 419 1-5 0.97 1
approach

** Correlation is significant at level 0.01 levetled),
* Correlation is significant at level 0.05 leveHailed)

When the results are examined, it is seen that the arithmetic meaiseaffisacy (M = 5.34; SD = 1.43) and

task value (M = 5.72; SD = 1.16) are above the mean values of the scales. Moreover, mean values for mastery
and performance approach were above thepuidt of the fivepoint scale. Students tended to have mastery

ard performance approach at moderate to high levels. It was seen that the highest correlation was between self
efficacy and task value (r = .468), the lowest correlation was between task value and mastery approach (r =
.165).

In order to check the proposeelationships among task value, seificacy and approach goals (see Figure 1),
structural equation modelling was conducted by using AMOS programme. In the model tested with the help of
mediation, it was first tested whether the independent variablieef§ebcy) affects the dependent variable
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(mastery and performan@pproach goals) (1 and 2 hypotheses). When the model was evaluated , the results
indicated evidence to support an adequate rmdeéata fit (See Table 2).

Table 2. StructuraH TXDWLRQ PRGHO ILW OQGHI[V

7] df B@/df  SRMR GFI CFl RMSEA
Fit Index 122625 63 1946 0061 0927 0948 0063
Good fit indexes " "6505".05 .90 -9 ".05
Acceptable fit " 0. "6505"01 - .85 .08
indexes
S| GLPUGHN
el14 46
MP1 f={e8
59 19 42
el SE1 MP Ja={MP2
6! '
ey SE2 :77 34 vrr B
@3y SE3 :
Gl w{ 5E4 [ SE
E 1.5
@0 »={ SES |7/ P e15 i
e6) SE6 26341 PP1 r@
el#={ SE7 PP o=l PP2 |a1)
7 o7
PP3 {1

Figure 2.Structuralequation model to test predictive effect of seflicacy on approach goals
self-efficacy(se), mastemapproach goalémp) and performaneapproach goal§p)

6WDQGDUGL]HG FRHIILFLHQWYV Vv WIRveGiesa@ong Waligbles detbiding 1Bh U D W L F
generated model are shown in Table 3.

Table 3. $uctural equation model coeffients

Variables 6WDQGDL Standard Critical p ﬁ
Error Ratio
Self efficacy Mastery 0.34 041 4.18 *kx
approach 0.39
Performance  0.53 0.40 6.26 *rx
approach

Results of the analysis showed that<sdif I LFDF\ SUHGLFWY PDVWHU\ DSSURDFK JRDO R
and performanceD SSURDFK JRDO RULHQWDW L R Q#fficacy signifisantly and Yokitiv$ly LV VHO |
predicted approach goals. Based on these findings, hypothesis number 1 and 2 of the study is supported. When

the squared multiple correlatiorjisf) value obtained from the modislinvestigatedit is determined that self

efficacy explains 39%f the approach goal variance.
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The Testing of the Mediating Effect with Structural Equation Model

The mediating role of task value in the relationship betweereffidghicy and approach goal orientations was
tested through the threstep method proposdasy Baron and Kenny (1986). The effects of the independent
variable, which is the first stage of the mediation effect, on the dependent variable are revealed (Figure 2). The
structural equation modelling for the second and third stages is given in Figure 3

1 5 50

12 44
.68.47 9%1 60 P ,74I55 6.54 76 8
[MP1]|MP2|(MP3] PP1||PP2||PP3

® & & & & o

Figure 3.Structual Equation Model to Test Mediating Effect
self-efficacy(SE), mastergpproach goals(MP), performanrapproach goals(PP) atakk value (TV)

Adaptive values of the model seen in Figure 3 are within acceptable limits, and thefimealaks for which
the model is structurally appropriate are given in Table 4

Table 4.Structual equation modeling fit indexs created to measure the mediating effect

] df B@/df  SRMR GFI CFl RMSEA
Fit Indexs 254153 147 1.729 .050 0.901 0933 0.05
Good Fit Indexs i "6505".05 * .90 * .90 " .05
Acceptable Fit " 0. "6505".01 =+ .85 " .08
Indexs
S! ULPUHN

6WDQGDUGL]HG FRHIILFLHQWV V[Ivae Ricag viddbes accrdihgiblifeD O UD W L R
generated model are shown Table 5.

Table 5.Structuralequation modeling coefficients created to measure the mediating effect
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Variables Standardize  Standard Critical p ]
Error Ratio
Task value  Self-efficacy 0.54 0.059 4.627 rrx
0.29

Performance Self-efficacy 0.25 0.042 2915 0.004
approach

Task value 0.50 0.12 4.001 *kk
Mastery Self-efficacy 0.25 0.048 2.659 0.008 0.56
approach '

Task value 0.14 0.098 1.444 0.149
Note: *p< .05
If we look at the values in the table 5, it can be seen that tharst&istically significant correlation between
selFHIILFDF\ DQG WDVN YDOXH S %DVHG RQ WKLV ILQGLQJ
supported. When the mediation was included in the model, it was observed that the task value irtfieenced
performanceDSSURDFK JRDO RULHQWDWLRQ S -appEOA g@alL G QR W
RULHQWDWLRQ S! +RZHYHU L WeffiEBcY ohPotiQreasWripproachV KH HITHF

and performancepproach goal orientaths decreased. Therefore, it can be stated that task value has a
mediating role in the relationship between sdffcacy and approach goal orientations. It was observed that the
third phase of Baron and Kenny (1986) was partially provided. In light sktfindings, the 4th hypothesis of

the study is partially supported. If we look at the Squared Multiple Correlal )sv(alue of the model, it can

be seen that it explains 56% of approach goal orientations and 29% of the task value.

Conclusion

In the currentstudy, the effects of the sadfficacy of the students in the science course on approach goal
orientation were investigated through task value. For this purpose, four different hypotheses were developed and
tested. A positive and stdiisally significant correlation was found between the perception ofe$ithcy and

mastery and performanapproach goal orientations (Hypothesis 1 and 2). The findings are consistent with the
related literature. Elliot and Church (1997) state thatesttedwith higher seléfficacy tend to use approach goal
orientations. Also, in many studies, a positive correlation was found betweeeffegify and mastery
approach and performanapproach orientations (Bong, 2001; Liem et al., 2008; Shim & Ryars)208is can

be explained by the fact that seffficacy (Bandura, 1993), which is one of the internal factors that need to be
activated in order for the individuals to take action, helps individuals to set goals for specific areas, and to seek
different olutions to solve the problems they face (Henson, 2001; Pajares, 2002).

The third hypothesis of the study, which is the claim that "There is a statistically significant and positive
correlation between seéffficacy and task value", was confirmed. Theveint literature also confirms a positive

DQG VWDWLVWLFDOO\ VLJQLILFDQW FRUUHODWLRQ EHWZHHQ WKH WZR
Meece et al., 1990; Pajares & Miller, 1994; Kahraman &Sungur, 2013; You, 2018). Individuals witkelfigh s

efficacy are individuals with high task focus. High task focus enables accurate interpretation of given
information and the feedback; the exact opposite occurs in loweffielicy. In other words, the higher the

positive beliefs in completing and acoplishing a task, the more the value given to the task increases (Cole &

Denzine, 2004; Eccles & Wigfield, 2002; Jacobs et al., 2002; Senler & Sungur, 2009).

Another finding of the study is related to the last hypothesis formed related to the reseakcha(lia has a
mediating role in the relationship between sdffcacy and approach goal orientations). It was found that there
was some mediating effect of task value betweenesitfacy and approach goal orientations. The partial
mediation effect redts from the fact that the task value has a statistically significant correlation with the
performance approach goal orientation; it has a-significant correlation with mastegpproach goal
orientation. The first part of the fourth hypothesis is that ¢orrelation between task value and performance
approach goals orientations is consistent with the literature. If students find a task interesting and valuable, they
tend to show their skills to others while performing this task (Liem et al., 2008; \/@teal.,1996). The
correlation between the task value and masa@proach goal orientations, which is the second part of the
hypothesis, is not supported by the literature. While the relevant literature statistically supports the correlation
between théwo variables (Bong, 2004; Hulleman et al., 2008; Xiang et al.,2004) the correlation between the



64 Mete

two variables was found to be nsignificant in the study. It has also been reported with different results in the
literature. For example, in the model dmment study by Liem et al. (2008), the path between the task value

and the goals of approaching performance was removed because there was no relationship. Instead of this path,
the path from the task value to mastery goals was added, and a positieeskiptwas found. The absence of a
significant path between task value and mastery approach goals in the present study may be due to the effect of
seltefficacy on the performance approach goal. Relationships may be affected by the variance shared with
other variables included in the analysis. According to Miller and Brickman (2004), a course becomes important
for the realization of goals when students are perceived as beneficial for future goals. Perception of a course
from this point of viewcan result in the development andlustration of ability in the subject, or the
consideration of both. In the present study, the positive results of the task value in a science lesson with the
performance approach goals may be related to the students showing Yesmsete capable than their peers.

This result can also be explained by the general structure and culture of the Turkish education system. Culture is
an important factor in the cognitive, emotional, and motivational development of indiv{iedsuset al1996

in cited Elliotet al, 2001). Turkey is a country with a traditional and collectivist culture (Caffaro, Ferraris &
Schmidt, 2014). In collectivist societies, individuals form themselves based on societal norms (Chiou, 2001;
Triandis, 2001). In suclsocieties, individuals tend to behave for the acceptance and appreciation by a
community or group rather than emphasizing their individual differences and development. In addition, high
levels of fear of failure and social anxiety can be seen in peopig liv such societies (Eaton & Dembo, 1997).

The results obtained can also be explained with the current education system of Turkey. Seventh and eighth
graders school students are in a competitive anetesited environment. To enroll in a good highcahthey

need to get a good score at the end of the secondary school test. In such a competitive environment, the student
has to prove to his/her surroundings that he/she is smart and that he/she has talents by enrolling in a good high
school and gettingood grades.

Recommendations

According to these findings, students' opinions about achievement, learning, and considering science lessons
important affect each other and differ significantly according to the situations they consider important. For
examype, is it important to be more successful in science lessons than their peers (perfapmaneeh) or to
understand the lesson as well as possible (maafgrsoach)? Being highly motivated in a science subject can
increase the desire to learn. In tharténg environment, task value is an important variable that can affect self
efficacy and approach goal orientations. The study findings show thafedicy, task value, and performance
approach goal orientations have a remarkable role in the leanthgnotivation of 7th and 8tfjrade Turkish
students. Therefore, educators, teachers, and researchers should be aware of the importantfecatgelhd

task value, and goal orientation. In the science education environment, the aim should be ge stadsats'

positive judgments about their science learning capacities. For this reason, teachers may be advised to give
students different types of tasks and corrective natifications in science lessons. Students can be allowed to focus
on tasks that theglo correctly, rather than tasks that they can not do (Pintrich & Schunk, 2002; Linnerbrink &
Pintrich, 2003)..

Limitations

There are a few limitations in the study. First, the data of the study were collected through scales. It was
assumed that the stents answered the questionnaires sincerely. Secondly, this study examined the suggested
relationships for science class. Whether the relationships are the same for other areas is not answered in this
study. Thirdly, since 7th and 8trade Turkish studestparticipated in the study, the results cannot be
generalized to all Turkish primary school students. In addition, the data obtained for future studies can be
supported by longerm observations and interviews.
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Abstract

This study aims to investigate the effect of the synthesis text writing training on the success of 7th grade
students to create synthesis text and to evaluate the effectiveness of the training given through student opinions
on the training process. Thresearch was conducted with 51 students studying in the 7th grade of a public
school in Turkey. The research was modeled according to the embedded design. As for the quantitative
dimension of the research, there was aningi application based on a quasperimental design with pretest
posttest control group. In the qualitative dimension of the study,-seunutured interviews were used.
According to the results, it can be said that the training organized to improve the synthesis text writing skill has
apositive effect on the success of synthesis text writing. It was also concluded that the qualitative data collected
through the interviews also supported the quantitative results and some changes and developments in the
students were reflected in the intiews.

Key words: Discourse synthesis, Synthesis text writing, Writing from sources, Wtitingng Text synthesis

Introduction

High-level literacy skills require access to reliable sources, reading, analyzing and evaluating them. For this,
skills of critical thinking and using the acquired knowledge are neeledarding this situation, Goldman
(2004, p. 318) states that fully and productively participating in the information society depends on reading,
understanding, organizing and integrating tiplé sources and various types of informatibnthis context, it

can be thought that writing a synthesis text will help individuals gain these skills.

Synthesis textreatingis based on Spivej/ FRQFHSW Rl 3GLVWN&XUVH V\Q
(Spivey, 1984, as cited in Spivey, 1997) states that discourse synthesis is a concept related to the process that
authors use when reading multiple texts and creating their own texts related to this. More specifically, discourse
synthesis can be defideas the writer§integrating material from multiple textual sources while creating their

new texts (Nelson, 2009, p. 545).

According to Spivey (1997, p. 146), who restricts discoOWSeQW KHV LV WR b WeddJobwritingisSWLRQV 3
discrete, unconhFWHG IURP RWKHU WH[{WV EHFDXVH ZULWHUV GUDZ IURP W
texts when they write their own, using knowledge they have built of discourse conventions and options, of topic

and domain, FRQWUDVWLQJ YLHEe/ autboxBnsiddrs ®Qourse synthesis as the process of
comprehending and composing in which the writer uses cues from multiple texts to create meaning for the text
written (Spivey, 1997, p. 146). In this process of comprehending and composing, the readisr praasolisly

acquired knowledge to work with textual cues, organizes his mental representations with the material they select

from the text and connect them with the matehie produces (Spivey, 199@imilarly, according to Boscolo,

Arfé, and Quarisa2007, p. 422), writers should elaborate different sources of information in the process of
creating a synthesis text and compare, transform, and integrate them in a more inclusive text (intertext).

" This stXG\ ZDV SURGXFHG IURP WKH ILUVW DXWKRUYV GRFWRUDO GLVVH
:ULWLQJ (GXFDWLRQ RQ 6\QWKHVLYV :ULWLQJ 6NLOOV RI WK *UDGH 6WX
™ Corresponding AuthoiFidan Gegicifidanugur.15@gmail.com
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Discourse synthesis has three main concepts (Spivey):1@@@nizing, selecting, and connecting. With these
operations, the reader organizes the textual meaning, selects the content in the text to present, and connects the
content presented in the text with the content produced from previously acquired tidor(8aivey, 1990, p.

257). These three concepts can be defined as follows from the information provided by various sources
(Martinez, MateodMartin, & Rijlaarsdam, 2015; Mateos &olé 2009; Spivey, 1990, 1997; Zhang, 2012; Zhao

& Hirvela, 2015):Selecing is the selection of information that the reader perceives as important and which is
shown important by the cues in the te®tganizingis the transformation of the reader/writer to create mental
presentations about the content to organize the textt@rmleate meaning in its own textonnectingis

conveying the information which the writer reads from multiple texts by transforming and combining them with
what she learns from the neexts and her prior knowledge.

When the literature is examined is se@ that discoursesynthesis can be expressed with concepts asch
3ZULWLQJ | URYkparRck &FKein, 2009 Nash, Schumacher, & Carlson, 1993; Reynolds, 2006;
SegevMiller, 2004; Spivey, 1990)synthesis textMartinezet al, 2015), synthesiwriting (van Ockenburg, van

Weijen, & Rijlaarsdam, 2019), although less usedeport writing (Reynolds, 2006; Spivey, 1990) LQ WKH
literature. The concept of discourse synthesi§ SUHVVHG VR IDU KDV EHHQ KDQGOHG DV 3\
the stug. Synthesis text writing refers to the processes of creating a unique text by synthesizing the information

that students obtain from thformative ftype of texts written on the same subject.

37KH DELOLW\ WR VIQWKHVL]H HuHRAHMHOQ HEIF RURR]N 8 X\ H\W XMDL\D O R\DR D
(Machili, Papadopoulou, & Kantaridou, 2020, p. 1). For this reason, it is important to develop this skill at an
early age with a training appropriate to #giadentglevel. Howeverwhen the relevant literate is examined, it

can be said that this process is a challenging work that requires knowledge and isuctasg subskills.
SomeresearchergFisher & Frey, 2014; MateosViartin, Villalon, & Luna, 2008; Mateos &Solé 2009)
emphasize that this skill ia challenging one. Although writing a synthesis text is a difficult skill, various
studies have revealed that this skill is a skill that can be developed both at secondary schde lexdtdz &
Felton, 2010;GonzalezLamas, Cuevas, & Mateos, 2016; Haann & Stevens, 2003XKirkpatrick & Klein,
2009;Martinez, Martin, & Mateos, 201 Martinez et al., 2015; Reynolds, 20@6)d at higher education levels
(Boscolo et al., 2007Emehatsion, 1998; Luo, 2018; Mateos et al., 2018; Mateos et al., 2020; Riseh¥83y
SegevMiller, 2004; Zhang, 2012)Additionally, in the literature, it is seen that there emerelationakesearches
(Monopoli, 2002;Zhu, Li, Cheong, Yu, & Liao, 209lor case studiesMateoset al, 2008; Mateos & Solé,
2009; Read, 200; Solé, Mras, Castells, Espino, & Minguela, 2013; Zhao, 2015; Zhao & Hirvela, 20t®b; )
examine the synthesis text writing skill at various educational levels.

When the studies aimed at improving the synthesis text writing success of secondary school stidents a
examined, it is seen that studies are carried out on various strategies, text structures, and learning poocesses
example, in the research conducted by Reynolds (2006), there are two experimental groups that are given text
structure and selfegulaton training. Both of the experimental groups, involved instruction in writing from
sources. In the study conducted by Kirkpatrick and Klein (2009) regarding text structure teaching, comparison
contrast text structure teaching was carried out in instructiavriting from the sources. In the study conducted

by Hammann and Stevens (2003), a group was trained on summarization, a group on text structure, and a group
on both summarization and text structure. Students were expected to read two descriptarel textsrite text

in a comparisoftontrast text structure. In the study conductedMwrtinez et al. (2015), along with the
synthesis writing education, content learning, and literacy activities in the synthesis text writing process were
examined. De La& and Felton (2010) examined the impact of historical reasoning strategy instruction in their
study. Besides, in the research, they have made reading and writing from multiple sources practiceseMartinez

al. (2011), on the other hand, organized an atlon program to teach students how to write synthesis texts
based on some texts on environmental knowledge. In the research conducted by Gamatez al.(2016),

WKH HITHFWLYHQHVY RI HGXFDWLRQDO SURJUDPV rhesisHex@QwtingW R LPSUF
skills based on the texts read was investigated. One of the programs is Explicit, Practice, Feedback (EPF), the
other is Explicit, Practice, Feedback, Modeling, and Guide (EPFMG) Program. In the EPFMG Program, a
teaching based on seakgulation strategies has been made.

As can be seen from the examples above, research has been conducted in various contexts to increase the
success of synthesis tentiting of students at the secondary school level. These studies focused on the results

of the experimental process and the achievements. However, in addition to quantitative results, student views
about the educational processre not included in the studies. However, the opinions of the students about the
practices will add depth to thesearch and help to make better seafdbe results related to success or failure.
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In line with the information provided, in this research, it was aimed to investigate the effect of training which
was organized to improve the synthesis text writing skillthe success of the 7th grade students to create
synthesis text and to evaluate the effect of training through student opinions wairihy process. For the
purpose of the study, the following ra@seh questions were determined:

1) Is there a signifant difference between the pre and posttests of the experimental group in terms of the
success for writing a synthesis text after the intervention training? If any, how do stushéonopxplain this
difference?

2) Is there a significant differencethbeen the pre and posttests of the control group in terms of the sdoces
writing a synthesis text?

3) Is there a significant difference between the posttests of the experimental and control groups in terms of the
success fowriting a synthesis text?

Method
ResearchDesign

The research is designed according to the mixed method based on the evaluation of quantitative and qualitative
data together. The study was designed according to the embeddedimtdeembedded modéhe researcher

can add gjualitative phase within a quantitative phase, such as an experimental study, or a quantitative phase
within a qualitative phase, such as a case sf@gswell & Plano Clark, 2014, p. 80n the quantitative
dimension of the researchgaas-experimeral study with pretegposttest control group was conducted. In the
gualitative dimension of the research, interview method was used.

Participants

The study group of the research consists of 51 students studying in the 7th grade of a public sohitlyin th
center of Hatay in the 2012018 academic year. There were 26 students in the experimental group and 25
students in the control group. Qualitative data were collected through interviews with 12 students in the
experimental group. Before starting thesearch at the school, necessary written permissions were obtained
from the Hatay Governorship, Hatay Provincial Directorate of National Education, the school directorate, and
the parents of the students.

Data Collection Instruments

In this sectionjnformation is provided about the teaching materials and measurement tools used in the research.

TeachingMaterials

The teaching materials used in the research consisted of texts and training booklets. Information about these
materials is given below.

Choosing the td: Quantitative and qualitative features taken into account during the selection of the texts were
GHWHUPLQHG E\ WDNLQJ LOWR FRQVLGHUDWLRQ WKH OLWHUDWXUH
while selecting the texts, tHact that each pair of texts was written on the same subject, their suitability to the
student level, the number of words and their content were taken into consideration.

Training booklets:In the training process, the booklets prepared for the useseénehers and students were

two types: 1) Preparation booklets and 2) Booklets prepared for synthesis text creation practices. The aim of the
preparatory booklets was to provide students with some basic information about reading and writing and to
preparestudents for the synthesis process. For this purpose, booklets were arranged separately for reading and
writing skills. Following the 2wveek application of the preparatory booklets, teaching was carried out with the
booklets prepared for synthesis textatien. These booklets were prepared separately in each text group. These
booklets contained content on reading anmuttsysis text writing processes.

D(
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Synthesig ext Writing Analytical Evaluation Rubric

Synthesis text writing analytical evaluation rubriasadeveloped by the researcher. The rubric was organized in

an analytical structure and consisted of five -dithensions: General Organization of Text, Creating Text
Structure, Organization of Content and Expression, Using Source Texts and LanguageitJeselobetween

0-3 points were created for the items of each dimension and the description corresponding to the scoring was
defined.There were 26 items in rubrithe interrater reliabilitgoefficientof the rubric was .93

InformationUnits List

The source texts and student texts were analyzed in terms of information units with the aim of evaluating
studentdtexts according to the Synthesis Text Writing Analytical EvaluaRabric§ 2 8VH RI 6 RXUFH 7H[WV
dimension. For this purpose, a list ofdrmation units has been created.

In order to analyze the source texts in terms of information units, primarily, basic information that can be used
in the text writing process was determined. While determining this information, first, the main ideas of th
paragraphs of the texts were inferred. Then the basic thoughts, if any, were divided into units of information.
Then, supportive sentences/information about main idea were determined in the paragraphs and these were
separated and listed in the informationits. In this way, all sentences in the text were divided into information

units.

The information units in the synthesis texts created by the students were analyzed based on the list of
information units prepared for the source texts. How and to wkint the texts covered the basic and
supportive thoughts in the source texts, whether the information was handled correctly and accurately, and
whether the information was repeated in the text were examined.

Written Expression Assessment Rubric

Written expression assessment rubric developed by the researcher for the 7th grade students was used to assess
the studentdjgeneral writing skills. The rubric was organized in an analytical structure and consisted of four
subdimensions: Content, Organizatioh Text, Language and Expression and Spelling and Punctuation. Three
levels between -2 points were created for the items of each dimension. There were 23 items in Thbric.

interrater eliability coefficientof the rubric was .85.

ReadingComprehesion Test

,Q WKH FXUUHQW VWXG\ WKH UHDGLQJ FRPSUHKHQVLRQ WHVW GHYHOI
to measure the reading comprehension skills of the students. This test have includpestid@ test for text
based on event, a 2fuestion tet for text based on thought, a-G@6estion test for poetry, and a-fjgestion test
for a scientific text. A reading comprehension test with 90 questions in total was applied to the students.

SemiStructured Interview Form

While preparing the questionm the interview form, considering the characteristics of the individuals
interviewed, eight basic questions were prepared in order to determine the practices of the students in the
writing process and to reveal the developments they saw in themseleshafttraining. Probes were used

when required.

Data Collection and Analysis
For the purpose of the research, quantitative and qualitative data were collected at different stages of the study.

Quantitative data were obtained via identifying the expenital and control groups by equalising the groups in
terms of various variables and via pretest and posttest in the experimental practices process. Interview was used
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to collect qualitative data. The interview data were collected from the experimental gftalents after the
experimental application. The data collection process was conducted in accordance with ethical rules.

QuantitativeData Collectionand Analysis

Quantitative data during the process of group equalization was obtained from 183ssfumian¥th grade
studying at a school in the city center of Hatay. Students studied at six different classrooms. While the groups
were being equalized, firstly, the scores which were obtained from the variables of reading comprehension
success score, geaémriting success score, and prior knowledge success score which were thought to affect
studentgsynthesis writing skills were converted to a standard score by factor analysis. This score was evaluated
as reduction score. In the process of obtaining stasdard score, reading comprehension test was used for
reading comprehension success and the Written Expression Evaluation Rubric was used for general writing
success. In order to obtain the prior knowledge achievement score, the students were-givenirilthes and

asked to write what they knew about dinosaurs. In the analysis of prior knowledge data, scoring methods were
used through classification and ranking. After obtaining the reduction score, the groups that did not have a
significant differenceri terms of this score were determined.

Secondly, apart from the reduction score, another variable that was taken into consideration during the
equalization of the groups was the synthesis writing success scores. To collect this data, two informative texts
were presented to the students about the characteristics of dinosaurs. The students were asked to create their
own original texts on the same subject using the information in these two texts. This application was carried out

in two lesson hours. Writterexts were scored with the Synthesis Text Writing Analytical Evaluation Rubric
developed by the researcher. After scoring, necessary analyzes were made and the groups that did not have a
significant difference in terms of synthesis writing success werencietsd.

Finally, the groups with no significant difference detected between their successes in writing synthesis were
matched two by two in terms of their Turkish academic achievement scores. As a result of the analyses, groups
with no significant differaces were identified as well. Two of the groups with no significant difference in terms

of all three variables were assigned as experimental and control groups by random method. The pretest and
posttest data of the study were obtained from the synthesis/iéing success scores of the experimental and
control groups.

Pilot study After determining the experimental and control groups, one of the booklets to be used in the process
of creating a synthesis text was used with a 7th grade group outsidadheyiup for two weeks. As a result

of this pilot scheme, necessary changes were made in the initial format of the materials due to reasons such as
saving time in order to gain the target skill, marking some practices planned to be acquired as unriecessary
order to make students achieve the actual outcome.

Expeimental processin the current study, the researcher was also the teacher. Since the subject studied is a
new subject in the field, it is necessary to perform the experiment by informing thetedbout the subject.
However, the training was provided by the researcher since there were no teachers to voluntarily participate in
the researchDuring the experiment, all the predetermined stages were actually followed, and there were no
practices ochanges that were not included in the plan.

Before the experimental process, a pilot study was carried out with a group other than the study group for two
weeks. For three weeks, a training including basic information about reading comprehension aed plan
writing process was given to experimental and control group students. This training was given to students so
that they could gain basic skills such as synthesis writing training which required some high level skills
(analysis, evaluation, synthesisfarmation organization and so on). The purpose of giving this training to both
groups was that there would not be any difference between the two groups.

A l1l4-week experimental training was organized to improve the synthesis text creation skill. Stuelents w
taught three lessons per week. This training, in its most basic form, included practices such as reading the source
texts (with the techniques of taking notes, underlining, making markings and so on), selecting the information
needed, taking notes olnet templates, associating / connecting the relevant information and organizing them by
considering the coherence of the text.

Additionally, the training content given to the experimental group was presented to the control group by the
researcher, but ntvaining was given on the reading processes and the synthesis text writing process. In the
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control group, the texts and the writing process were arranged in line with the curriculum similar to the reading
and writing activities in other lessons.

Qualitative Data Collection and ralysis

Interview was used for the qualitative data collection dimension of this research. For the interviews, the students
in the experimental group were classified as low, middle, and high by Turkish lesson academic grade averag
and teacher opinions with maximum variation sampling model. Four students were selected for each level on a
voluntary basis, and a total of 12 students were interviewed after the training. The interviews were organized by
the researcher by transcribittgem in Microsoft Word program. Then, it was analyzed with the content analysis
method using the MAXQDA Qualitative Data Analysis Program. Qualitative data were used in the study to
contribute to the clarity of the quantitative findings.

Results

Findings of First Sub-Problem

In the first subproblem of the study, it was investigated whether there was a significant difference between the
pretest and posttest scores of the experimental group students and how epidiems explained this

difference stats. Findings obtained in this direction are presented below:

Table 1. Pairedamples-test results of the experimental gratpdentsscores from pretest and posttest

Measurement N :C SD df t p &RKHQ!

Pretest 26 31.6154 6.54875 25 -6.601 .000 -1.294

Posttest 26 44,2308 13.15844
When Table 1 is examined, there is a statistically significant differepge (t S EHWZHHQ WKH SU
PHQWRH ;C DQG \WH SRWWMAP HOQ\VFRH ;C R WHH SHIP HQEOJWRXS 7KHHIHWize

calculated as a result of the test is found ad.@94. In the interpretation of the level of effect size, a rating of

.2 (low), .5 (medium), and .8 (high) can be made (Green & Salkind, 2014, p. 153). In this case, the calculated
effect size shows thahe difference is high. As a result, it is seen that the training organized to improve the
synthesis text writing skill in this group has a significant effect orsth@entgsynthesis text writing success.

In addition to the quantitative findings, tlkeudentdthoughts on the practices during the writing process and

thoughts on training process are presented below. In the presentatiompifiiibes since the findings obtained

from the thoughts of the students about the practices before, duringftanthe writing and the developments

WKH\ VDZ LQ WKHPVHOYHYVY ZHUH UHODWHG WR WKH 6\QWKHVLV 7H[W :U
general organization of the text, organization of content and expression, language use, and theuose of so

texts, the findings were arranged according to these dimensions.

Opinions onPre-Writing Practices

In the interviews, regarding paeriting practices, the codes related to the text organization were determined
during the planning phase which wepdanning the title (f=1) and planning the introduction, body, and
conclusion parts (f=5). The opinions of a student (S4) from high academic achievement group regarding the
planning of the introduction, body and conclusion parts of the text are preseatedxample:

S4:3:KHQ , UHDG , P Dikiiddd@ion WalrEedyy stvhikintarized all of them in conclusion. As we said,

LQ ERG\ SDUW , ZURWH LWV IHDWXUHV ~

Researcher: 36 R  IRU H[DPSOH GLG \RX XVH WKH QRWHV \RXnEREREN IRU WK
PRUH ZKDW \RX GLG"’

S4:"So | used the notes | took for introduction, | wrote the details of the subject in the body, and | summarized

the whole subject in the conclusiont'is understood from these statements of the student that he |¢hened

body and result correctly.

In the interviews, the students had difficulties in writing introduction (f=2) and writing body part (f=1) in terms
of the organization of the text during the preparation phase. The following is an example of a studesin(S9)
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the low academic achievement group reporting his problem with the body*palk DG GLIILFXOW WLPHV L«
ZKDW WR ZULWH LQ WKH ERG\ SDUDJUDSK ~

During the planning phase, the students had difficulties in the inttiodyzart (f=1), body part €¢1), and the

conclusion part (f=2). Regarding the difficulty in writing an introduction, S10 from the low academic
achievement group expressed his thoughts as follBwsKk DG GLIILFXOW WLPHV LQ ILQGLQJ KRZ
to say, if | look attheH [WV , VDLG LW ZRXOG EH OLNH FRS\LQJ DQG SDVWLQJ WK

When thestudentgppinions aboubrganization of content and expressiinthe stage of preparation for writing

were examined, the following codes were determii@danizing the underlined sentences (f=2), adding new
information to the received notes (f=1), thinking about the prior knowledge about the subject (f=2) , separating
necessary and unnecessary information from each other (f=2), connecting relevant imfo(fad), creating

categories for the text to be written (f=2), and organizing categories / information meaningfully (f=2). About
organizing the underlined sentences, S11 from the low academic achievement group expressed what s/he did as
follow: 3, WULRGVUDQVIHU WKH XQGHUOLQHG VHQWHQFHY SURSHUO\ $V D

S7 from the middle academic achievement group expressed his opinions regarding adding new information to
the already taken note§;;, GHYHORS WKH VPDWOLONHDEADDGBERY WtliQindekdtoBdU PDWLR Q
from this statement that the student made a preparation for detailing.

S1 and S3 from the high academic achievement group stated that they created categories by classifying the
information, and wrotehiem by dividing into paragraphs. Regarding the theme of organizing the categories /
information in a meaningful way, a student (S6) in the middle academic achievement group comfenieB:
preparing my paper. | put the paper that | wrote down some natesne. | read my notes first. | make them a
QHDW SDUDJUDSK LQ P\ PLQG DQG ZULWH WKHP GRZQ °

The students made some practices in the planning phase. The codes determined about this were the classification

of information (f=2), detailing the content (f=2nd the ordering of the subject categories (f=7).S3 from the

high academic achievement group on classifying the information 8aidUHFHLYHG WKH LQIRUPDWLRC
reading the first text. | have reclassified them. Then, | indicated where and in whieh to use my
categorization.Regarding the ordering of the subject categories, the opinions of the students in the high (S4)

and middle (S6) academic achievement groups are presented below:

S4:3, WRRN WKH QRWHV DQG RUGHUHE:G WKKHPWHP M DR WWKHH WXOEEWHHRWWY 7
Researcher:"What did you consider when ordering?"

S4:3, VWDUWHG ZLWK WKH GLVFRYHU\ RI GLQRVDXUV )LQDOO\ , WROG
LQIRUPDWLRQ LQ EHWZHHQ LQWURGXFWLRQ DQG FRQFOXVLRQ ~

The stident stated that he was trying to follow a logical and chronological order as taught in the lessons. S6
from the middle academic achievement group stated how he organized the body part according to the subject
categories as follows®)RU H[DP S O Han ktiérHady the Lbvdy paragraph. Which subject will come first,
DQG ZKLFK VXEMHFW ZLOO FRPH ODWHU , DP SODQQLQJ WKLV ~

The students expressed that they had difficulty in the organization of content and expression dimension related

to the following aspds: paraphrasing (f=1), putting the information in order (f=1), linking information (f=1),

writing according to the basic idea (f=1), linking between paragraphs (f=1), and connecting taken notes (f=2).

The paraphrasing problem of a student with low academihievement group (S11) is given as an exanile:

KDG GLIILFXOWLHV LQ H[SUHVVLQJ WKH LQIRUPDWLRQ LQ WKH WZR WH]

Additionally, it was determined that two students (S10 and S12) from the low academic achievement group
started witing directly without any preparation. These students stated during the interview process that they had
difficulty in writing an introduction and were afraid. This is related to the students not having a good
preparation and planning process.

The studertt also had some difficulties with creating coherent content in the planning phase. These were linking
paragraphs (f=1) and ordering subjects logically (f=2). Below is an opinion of a student from high academic
achievement group regarding the difficultyesflaced while ordering the subjects in a logical way:

S1:3, VRPHWLPHYV KDYH GLIILFXOW\ LQ LGHQWLI\LQJ UHODWHG LVVXHV .
IORZ PD\ EH GLVUXSWHG 6RPHWLPHV , KDYH WURXEOH ZLWK WKDW , W
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Opinions on duringNriting Practices

After the training, the findings regarding the general organization of the text in the opinions of the students
during writing were as follows: thinking of the title of the text (f=1), writing the conclusion part (f=Rjngvr

the body part (f=1), and writing the introduction paragraph (f=3). Some student opinions are presented below as
an example:

Regarding thinking of the title of the text, S5 from the middle academic achievement group expressed his/her
opinion as follavs: 3| thought to put the title later while writing.The students who gave an opinion about
writing an introduction part were S1 from the high academic achievement group and S8 from the middle
academic achievement group. While S8 stated that s/he usemxtsewhile writing an introduction, S1
expressed his thoughts as follows:

3$IWHU , VWDUW ZULWLQJ WKH WH[W DV WKH ODVW VHQWHQFH RI WKH
| write the last sentence of the introduction by linkingpithe first sentence of the following paragraph. Using
OLQNLQJ ZRUGV LI , WKLQN RI GLITHUHQW LQIRUPDWLRQ DERXW WKHP

The codes determined regarding the difficulties in the organization of the text during writing were: writing
introduction (f=1), writing body (f=1), and writing conclusion (f=3). For example, S2 from the high academic
achievement group expressed his/her problem regarding the writing of conclusion as: fdllbad great
GLIILFXOW\ LQ FRPSRVLQJ WKH FRQFOXVLRQ

The findings determined aboatganization of content and expressiduring the writing process of the students

were as follows: connecting the individual expressions with the source text (f=1), writing connected sentences
(f=1), utilizing ways to improve tbught (f=1), using prior knowledge (f=2), using signal words (f=1), and
creating related paragraphs (f=2). Some examples of the findings are presented below:

S5 from the middle academic achievement group expressed his/her opinions on the connectioidwdlind
expressions with the source te@;, FKHFN LI P\ RZQ VHQWHQFHV FRQRe¢aFIMOGHG ZLWK
writing connected sentences, S4 from the high academic achievement group stated that s/he writes by
considering the sentencdwmsild be relate to each othelOne of the critical skills in organization of content and
expression is the use of signal words. In this regard, S1 from the high academic achievement group stated that

he made connections between the paragraphs using the signal words.

During the writing, the students stated that they had difficultyrganization oftontent and expression in the

following issues: planning the content (f=1) and linking the sentences @sZpr the content planning, S10

from the low academic achieventegroup expressed his difficulty as follows:)RU H[DPSOH , ZURWH
important thing in the text while writing. Then when | started the second text, the same information appeared. |
WULHG WR IL[ThiswWiffidel®y lexp&i&nced by the student mag due to the lack of good preparation

and planning.

The findings about these of languageduring the writing process were as follows: paying attention to spelling
punctuation (f=2) and writing qualified sentences (f=4). Two students who stated thpaitiettention to the

rules of writing and punctuation during the writing process were S10 and S9 from the low academic
achievement group. Below are the expressions of S10 as an example:

S10: 3, SDLG DWWHQWLRQ WR WKH SXQtedwxitihgviask @ nigk hakdndis¥ed ¥ W Z K H Q
punctuation marks. | made sure to write in capital letters. Sometimes | can be confused about it at the
EHILQQLQJ ’

The opinions of S6 from the middle academic achievement group in terms of writing qualifiettesraee as
follows: "... I look for if the sentence structure is correct, and if | have ysedftoo much."

After thetraining the only student who stated that s/he had difficulty in using language during writing was S7
from the middle academic achmwent group. S7 expressed his difficulty in spelling and punctuation as
follows: 37KH ZULWLQJ UXOHV IRUIFWLFH D @R \8 XQFWIXQDWLRQ PDUNYV °
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Opinions on afteWriting Practices

After thetraining when thestudentdopinions about their gstwriting practices were examined, the findings
obtained regarding the organization of the text were as follows: checking the conclusion (f=1) and finding a title
in the text (f=7).

S3 from the high academic achievement group stated how s/he checketdhesion section as follows... |

checked whether the conclusion paragraph really summarized all the body parayrBpharding finding a

title to the text, S10 from the low academic achievement group stated that s/he found a title suitable for the
content of the text. The opinion of S3 from the high academic achievement group is as fékoW&K HQ P\
RWKHU SXUSRVH ZDV WR ILQG WKH WLWOH , IRXQG LW , FKHFNHG ZKH!

The findings regarding the opinions of thedsnts aboubrganization ofcontent and expressian their post
writing practices were as follows:-reading the text written (f=11), checking the coherence of the text (f=7)
and checking the information (f=3).

All students except the S1 from the highademic achievement group stated that thewad the text they

wrote for control. Regarding checking the coherence of the text, S11 from the low academic achievement group
stated that s/he was looking at the harmony of the sentences. S3 from thealigmiacachievement group

stated his/her opinion as follow§« , FKHFNHG WKH SDVVLQJ EHWZHHQ VHQWHQFHYV D
ZULWWHQ DFFRUGLQJ WR W S6ifraftHtAieXnhdgle ataBdmiR BdhiévetdémiQFolp Stated what

s/he did to chck the informations?« , DP WDNLQJ QRWH SDSHU DJDLQ , FKHFN WKH
ZKHWKHU , PLVVSHOO D SLHFH RI LQIRUPDWLRQ °

Regarding thaise of languagethe opinions of the students were as follows: controlling the use of vocabulary
(f=2), grammar control (f=3), and spellifmunctuation control (f=6).

The two students who control the words in the text they wrote were S6 from the middle academic achievement
group and S12 from the low academic achievement group. S6 stated that s/he fraehesditive words; S12,
on the other hand, stated that s/he corrected the words that distorted the meaning of the sentences.

Regarding the spellingunctuation control, the opinions of one student from the middle (S6) and one student
from low (S11) acdemic achievement group are given as examples:

S6:3« , DP ORRNLQJ DW SXQFWXDWLRQ DQG VSHOOLQJ ~
S11:3, SD\ DWWHQWLRQ WR VHPLFRORQV , FDUH IRU ZKHWKHU , VKRXOG

Opinions regarding th®evelopmentthat theStudentseein themselves

After the training, the following findings were obtained in relation to the text organization dimension in the
opinions received about what kind of improvements they saw in the writing process: writing the introduction,
body and the conclusioretier (f=4), detailing the body part (f=2), and putting a title in the text (f=4).

The opinion of S11 from the low academic achievement group about writing an introduction, body, and
conclusion section is as follow$i« $FWXDOO\ , VW D UntbcBonWwoRdyZ ahid \6bHclWsishHette),

EXW , DP VWLOO FRQIXVHG DERXS82, &ReGibeDd) Be RighQuEddetitLRQevemdal W ~
group, expressed his/her opinion on writing an introduction as folléws:ZDV YHU\ VWXFN ZKHQ VWD
iNtURGXFWLRQ EXW QRZ , VWDUW D OLWWOH HDVLHU °

As for making the body section more detailed, opinion of S3 from high academic achievement group is as
follows: 3,Q WKH SDVW IRU PH D WH[W zZzDV WKUHH SDUDJUDSKah EXW \RX
E HThe opinion of S10, one of the students who saw improvement in writing the title of the text, is as follows:

3, L«BR , XVHG WR KDYH GLIILFXOW\ LQ ZULWLQJ WKH WLWOH , KDYH
writing. | would write WKH WLWOH LPPHGLDWHO\ DW WKH EHJLQQLQJ ’

Findings about the development of tbeganization ofcontent and expression dimension of the students in
themselves were as follows: starting paragraph (f=1), writing remarkable text (f=1), linking betweeagerag
(f=3), writing related expressions (f=2), including important dimensions of the subject (f=1), presenting
information in logical order (f=2), determining categories (f=5), and using connective sentences (f=1).
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As for starting a paragraph, S10 frohetlow academic achievement group stated that it used to be very difficult

for him/her to start a paragraph but now s/he can start more easily. Regarding the linking up between
paragraphs, opinions of S3 from the high academic achievement group arews:f8tKHQ , ZURWH D WH[W
GLG QRW OLQN XS WKH SDUDJUDSKVY %XW QRZ , DP OLQNLQJ XS WKHP
S5 from the middle academic achievement group expressed his/her opinion on writing related statements as
follows: 3l can make sentences more connect&ll, one from the high academic achievement group, stated

how s/he has improved his/her skill in terms of covering the important aspects of the subject:

3, KDYH DOVR OHDUQHG WKDW , Q Hislizc¥gdani ® ExpMinmiig Whéh@yiNgHd g8/ L Q WV
the main purpose of the text. For example, if the subject is the dindHaeding styles, | mostly give
LQIRUPDWLRQ DERXW LW $FFRUGLQJ WR WKH VXEMHFW WKH FRQWHQW

Another skill for tex coherence is to use connective sentences within the text. The only student who gave an
opinion about this was S1 from the high academic achievement gedbgZ , DOVR SRLQW RXW ZKH
information can be proved and it shows the certainty with cdmgesentences. So that, the reader will not be
PLVOHG~

Students express the improvements for using source text from their own perspectives as follows: not copying
(f=1), benefitting from the source texts (f=2), and distinguishing necessary and unneggssaation (f=2).

The opinions of S3 from the high academic achievement group and K6 from the middle academic achievement
group which provide opinions on the use of source texts are given below as examples:

S3:3<RX KDYH WDXJKW P HindldadXMnHiting QiFrReK td Bortthd p@htences properly and their
RUGHU RI RFFXUULQJ DQG WR FODVVLI\ WKH GHWDLOV DQG LPSRUWDQ
S6:3« )RU H[DPSOH , GLG QRW XVH WR ZULWH D WH[W E\ UHDWLQJ LW ILI
As for distinguishing necessary and unnecessary information, S1 from the high academic achievement group
stated that3, FRXOG QRW GLVWLQJXLVK LPSRUWDQW DQG XQLPSRUWDQW L(
these support information. | haveleUQHG QRW WR XVH XQQHFHVVDU\ LQIRUPDWLRQ ~

Findings of the Second Sui’roblem
In the second suproblem of the study, it was investigated whether there was a significant difference between
the pretest and posttest scores of the control group studemsings obtained in this direction are presented

below respectively.

Table 2.Paired samplestest results of control grougiudentsscores from pretest and posttest

Measurement N :C SD df t p
Pretest 25 31.5600 4.27278 24 -.505 .618
Psttest 25 31.7600 4.36157

© KHQ7CE®! LVH DPLQHG \WHH LY QR I QU LFDQAGL T HIHIAH B HHQ WH SURMIP HDQVFRBHY ; C DG
SRWIKMAP HDQVFRB ;C Wh=-. 505, p>.05). As a resulyriting training given within the framework

of Turkish Leson Teaching Curriculum does not affect the success of synthesis text writing.

Findings of the Third Sub-Problem

In the third sulproblem of the study, it was investigated whether there was a significant difference between the
posttest scores of theq@erimental and control group students. Findings obtained in this direction are presented
below respectively.

Table 3. Mann Whitney U test results of experimental and cogrtooipsfposttest scores

Group N Mean Rank Sum of Ranks U p
Experimental Group 26 33.38 868.00 133.000 .000
Control Group 25 18.32 458.00

Table 3 shows that, the results of this test are statistically significant in favor of the experimental group
(U=133.000, p<.05). Pallant (2007, p. 223) gives the effect size calculationaion M hitney U test with the
IROORZLQJ IRUPXOD U ] ¥1 1 QXPEHU RI H[SHULPHQWDO JURXS QX
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formula, the effect size of the difference was calculated as: r=.51. According to the information provided by
Pallant (2007, p223), this value shows that the difference is high.

Conclusionand Discussion

In this section, the impact of training organized to improve the synthesis text writing skills of the 7th grade
students and conclusions of the qualitative data have bedioneshand these results have been compared with
those of other studies in the literature. Additionally, suggestions have been made based on the results obtained.

As a result of the research, it has been determined that there was a significant diffetemesn the préest

and posttest scores of the students in the experimental group in favor of posttest. The difference was high
according to the effect size calculation for the level of the difference. According to these results, it is seen that
the traning organized has a significant effect on #tedentdsuccess in synthesis text writing. This result is
related to the research results on the subject in the literature (Boscolo et al., 2007; De La Paz & Felton, 2010;
GonzéalezLamas et al., 2016; Hammar& Stevens, 2003; Kirkpatrick & Klein, 2009; Luo, 2018; Martinez et

al., 2011; Martinez et al., 2015; Mateos et al., 2018; Reynolds, 2006;-Bdigy 2004; Zhang, 2012). When

the results of the current research and studies in the literature are exvabgsther, it is concluded that the
synthesis text writing training, which is specially prepared according tsttidentdlevels and needs, increases

the success of synthesis text writing.

In addition to the quantitative results, the results of theriwews regarding the practices of the studentfién
writing process and the developments they saw in themselves during the training process are presented below.

When the studentgJopinions about prevriting practices were analyzed, it was seen thagarding the
organization of the text it is noteworthiyat the students went through a conscious planning process for creating
synthesis text. Additionally, students had difficulty in a few issliéss is a result that supports the positive
effect of thetraining provided.

After the training, it was seen that in the preparation phase, the views about organization of content and
expression dimension could be gathered under the titles of organizing the notes, selecting the information,
connecting the infonation, and making preparations for the text plan. In the planning process, it was seen that
the students focused on planning and detailingtment.Similarly, in the research conducted by Read (2000),

it was determined that students focus on detdéngiavhat to write and what not to write and to generate ideas
while writing a text.In current research, iis noteworthy that the preparation process associated with
organization of content and expression included methods focused on synthesis text Wriirgpallenging

topics about the content and expression were about coherence (link bpasagraphs and logical ordering of
topics),expression and content creation.

When the opinions reported in the interviews regarding the preparation processlaated in general, it is
possible to say that the students had a specific and controlled preparation process for writing a synthesis text
after the training. This is a result that supports the posfiieet of the training provided.

When thestudentgopinions about applicatiorduring the writing processre analyzed, it is seen that in the
general organization of the text dimensiitris noteworthy that the students sharing opinions attach importance

to the issues such as text coherenceariting introduction, body, and conclusion parfdditionally, some

students have a few difficulties abowtiting introduction, body and conclusion parf$esearerelated to the

training students received. Additionally, this result overlaps with similar steslylts in the literature. For
example, in the case study conducted by Read (2000) with 24 first and second grade students, it was determined
that the students pay attention to the text organization during the writing process.

In terms of organizationf content and expression, the opinions expressed in the interviews can be summarized
with the titles of using source text, using prior knowledge, benefitting from the ways of developing thought, and
the coherence between sentenaed paragraphs. The ofoins expressed by the students are important in the
way that they relate to the information provided during the training process. Additionally, some students have a
few difficulties about planning content and linking sentenddss result regarding studemiews shows that
students make conscious practices about organizing conteakprassion

Regarding the use of language during writing, students stated that they paid attention to-fmpattingtion
and writing qualified sentence3here was a stwht who stated that s/he had difficulty in spelling and
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punctuation rulesSimilarly, in the research conducted by Read (2000), it was determined that students pay
attention to thesyntax, spelling, handwriting so on.

When the opinions of the studentggarding the practiceturing writing are evaluated in general, the reflections
of the training given in terms of various dimensions can be seen in the expressions. This is a result that supports
the fact that the training process provides positive changés students.

When the opinions of students regarding pesting practices were examined, it was seen that the students did
not make important practices about the general organization of th& kext.just checked theonclusionand

found a title br the text This situation may be related to the fact that students concentrate more on the process
of creating a text in the posttest, and have less time to review and revise it due the lack of time.

In terms of organization of content and expressigunions on reading the textritten, coherence and
information control were reported. In the interviews, includomnions on the use of resources in writing
synthesis has showed the effect of training. Additionaltydentdichecks on language use indéd the word
control, grammar control and spellipginctuation control after writing.

When the postriting practices are generally evaluated, though there are opinions related to the training given,

it is seen that the students are not very effectivihis process. During the training, the revising and correcting
phase has not been elaborated due to reasons such as time limitation, grammar, spelling and punctuation titles
that are not elaborated as they were no the main focus of the training. Tteetipairstudents will pay attention

to are explained with a few examples. It is thought that this situation may be reflected in the interviews.

After the training, when the students were asked to evaluate what kinds of improvements they have seen in
thenselves, they stated about the organization of the text that they write parts of the text easier and more
qualified, and they elaborated better and found the title more carefully after writing the text. These issues are
important in increasing the quality the text and are a result to support the positive effect of traiSinglarly,

some studies (Boscolo et al.,, 2007; Luo, 2018) have showrsthdéntgsuccess in text organization has
increased as a result of synthesis text writraging

From theperspective of students, they considered the developments in terms of organizing content, coherence,
presentation of information and creating more selective content in the dimension of oigarZzabntent and
expressionThis selfassessment shows tlsudents pay attention to the important points about creating content

in synthesis writingSimilarly, in various studies (Boscolo et al., 2007; Zhang, 2012), it has been observed that
issues related to content and expression can be improved with educati

Regarding the dimension of using the source texts, the students stated that they made progress in benefitting
from the source texts correctly and selecting important / necessary information. This is important in a way that it
reflects the positive imgt of the training provided. Similarly, in the research conducted by Zhang (2012), it

was found that in the posttest, students expressed their opinions about practices such as selecting basic ideas and
selecting important ideas from the source text.

After the training, it was concluded that the students saw improvements in themselves in the issues related to the
general organization of the text, organization of content and expression, and the use of the source texts. When
all the results related to stutteopinions are evaluated together, it is seen that qualitative results support the
change in favor of posttest in student success.

There was no statistically significant difference between thegsteand posttest mean scores of the control
group studets who did not receive the training to improve the synthesis text writing success. This result
obtained in the study is in line with the similar study results in the literature (Luo, 2018; Martinez et al., 2015).
In conclusion, this result from the curreresearch, shows that writing training given within the framework of
Turkish Lesson Teaching Curriculum does not affect the success of synthesis text writing.

As a result of the analysis conducted to determine whether there was a significant diffetememn libe

posttest scores of the experimental and control group students, it was concluded that there was a significant
difference between the experimental group students and the controlsjuoleptssuccess in writing synthesis

text in favor of the exgrimental group. In the effect size calculation for the level of the difference, it was
determined that the difference was high. This result shows that a planned synthesis text writing training can
increasestudentsynthesis text succes$he results ofained are parallel with those in the literature (De La Paz

& Felton, 2010; Emehatsion, 1998; Kirkpatrick & Klein, 2009; Luo, 2018; Martinez et al., 2011; Martinez et al.,
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2015; Reynolds, 200@Risemberg, 1993; Zhang, 201Based on the result of the cent study & the same
time, it is concluded that the training given within the Turkish lessons in the current education curriculum does
not allow students to improve their synthesis text writing skills.

Based on the findings and the conclusions obta#fit the research, some suggestions for the researchers and
training activities are given below:

Further Suggestions for Researchers

1. Researchers can carry out their studies on this subject in qualitative methods. In this way;depte in
knowledge about the subject can be obtained.

2. It is possible to investigate the relationship between the synthesis text writing success and variables such as
the success of reading comprehension, writing success, and prior knowledge of the subject thattthg affe
synthesis text writing success.

3. It is possible to investigate the relationship between affective factors for reading and / or writing, such as
interest, attitude, anxiety, and synthesis text writing success.

Further Suggestions for Training Adivities

1. Synthesis text writing process requires an effective reading and writing process. Necessary studies should be
carried out to gain skills related to these processes.

2. Teachers should raise awareness among students that reading and wgirggeskelated skills, and that
information obtained from reading can be a source for various types of written texts. Thus, students can be more
careful in the reading process.
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Abstract

The aim of this studyis to examinethe mediatingrole of self-esteemn university studentsn associatiorwith
lonelinessand psychologicaland subjective well-being. The study consistedof 340 university students,
including 118 malesand 222 females.The age range of participantsis betweenl8 and 27. RosenberdgSelf
EsteemScale,Flourishing Scale, Satisfactionwith Life Scaleand UCLA LonelinessScalewere usedin the
study Resultsof the studyshowedthatlonelinesswassignificantly and negativelyassociatedvith self-esteem,
psychologicalwell-being, and subjectivewell-being. Self-esteemwas significantly and positively relatedto
psychologicalwvell-being and subjectivewell-being. In this study,comparedo male studentsfemalestudents
tendedto report greater selfesteem,psychologicaland subjective well-being while they reported lower
loneliness Mediationanalysisrevealedthat lonelinesswas a significant and negativepredictorof self-esteem,
psychologicabndsubjectivewell-being. Self esteenpartially mediatedthe associatiorbetweeronelinessand
well-beingoutcomesandit significantly and positively predictedpsychologicalwellbeingandsubjective well-
being. In university students,loneliness,and selfiesteem,together,accountedfor 38% of the variancein
psychologicalwell-being, while subjectivewell-being was 25%. Researchergan conduct new researchto
investigatethe positive aspectsof university students,and psychologicalcounsellorsworking in schoolscan
work towardsstrengtheninghe positiveaspect®of students.

Key words: Loneliness, selesteem, psychological weleing, subjective welbeing, positive psychology

Introduction

Thereis a growing interestin positive psychology,which highlights the individual's strengths,and promotes
healthy development(Arslan & & R U N20Q0 MasoomAli et al., 2020. Within this context, the aim of
positive psychologyfocuseson improving the living quality of anindividual insteadof rectifying the negative
aspectsn his/herlife (Seligman,2002; Seligman,Steen,Park, & Peterson2005). Positive psychologyis a
disciplinethat studiesconditionsand experienceselatedto humandevelopmentPositivepsychologyinvolves
not only dealingwith the challengesof life, but also creatingpositive qualities and changesin the person.
Insteadof focusingon the individual's shortcomingspositive psychologyfocusesmore on strengtheningand
capaciy building of theindividual (Seligman& Csikszentmihalyi2000).Thefocusof positive psychologyis to
createresourcedo helpindividuals developandbecomehappierby promotingtheir positive emotions(Snyder
& Lopez,2004).It alsofocuseanoreon the positivecharacteristicsstrengthsandvirtuesof individualsthanon
the negative,incomplete,and problematicaspectgBarton & Miller, 2015).In recentyears,studieson positive
psychologyhave gainedremarkablemomentum(Tanhan,2020; Lucas, Dienea, & Suh, 1996; Ryan & Deci,
2001).In this context,the courseof studiesfocusesmoreon areassuchashappines¢Deci & Ryan,2001)self
esteemandoptimism(Geng& Arslan,2021;Lucasetal., 1996),well-being(Arslan,2018;Meléndez Satorres,
Cujifio, & Reyes2019;Tanhan2019; < O O G&(BdIénf2018).Studieson beingparticularlygoodappeato be
increasingsteadily(Meléndezet al., 2019 Tanhanet al., 2020. The conceptof well-beingrefersto high-level
psychologicafunction and experienceWell-beinghasa wide rangeof content,suchascreativity, strongwork
motivation, strongsocialbonds,physicalhealth andlife expectancyDiener,PressmantHunter,& Delgadillo
Chase2017;Kansky & Diener,2017),and effective coping strategiesand performancgRyan & Deci, 2001).
Investigating the effect of positive psychology on university studentscreating a significant part of the
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community is thoughtto be an importantfield of problem.Basedon this idea, this study designhasbeen
formed.

Here,two approacheto well-beingareprominent:psychologicabndsubjectivewell-being.Psychologicaivell-
being mostly focuseson the happinessandis definedas avoiding pain and achievingwell-being, while more
focusedsubjectivewell-being meaning,if it is to performselfwell-being, is associatedvith functionsbrought
insteadof the size of one'sown (Diener, 1984; Ryan & Deci, 2001). Psychologicalwell-being is that the
individual showshis individual equipmentagainstthe conditionsthat she/hemeets(Diener,1984).The heartof
psychologicalwell-being hasrelationwith an L Q G L Y L& biOpHWer at the top (Ryff, 1989). Subjective
well-beingis self-evaluationof a person.This type of evaluationshowsitself as both emotionaland cognitive
judgement(Moore & Diener,2019) While positive and negativeemotionstake placein emotionaldimension,
life satisfactiontakesplacein cognitive dimension(Diener,1984; Diener & Diener,1996).In anotherword,
subjectivewell-beingis the self-evaluationof an individual in termsof work life and physicallife (Diener &
Lucas,1999).Lonelinessis at the beginningof the situationsthat weakenthe positive aspectof the individual
and his/herwell-being and causehim/herto be more vulnerableto the negative.Lonelinessis the cogniive
awarenessf sadnessmotionaldeficiency,andinadequacyAsher& Paquette2003;Metalsky,Joiner,Hardin,
& Abramson,1993). Lonelinessis a threatto one'smentaland physical health (Du, Li, Chi, Zhao,& Zhao,
2019; Kong & You, 2013). A high levd of lonelinesscausesan individual to have a low well-being
(Bhagchandan2017;Ye & Lin, 2015)andlow socialacceptanc§Vanhalstat al., 2013). Selfesteenplaysan
important role amongthe casesthat can help the individual maintain psychologicalhealth under forced
conditions (Baumeister,Campbell, Krueger, & Vohs, 2003). It is also an important psychologicalresource
(Mruk, 2013).Accordingto Rosenberd1965),selfesteemnis influencedby manyfactorsat someplaceswhere
one considershimself/heself as a whole. The assessmertetweenindividuals ' ideal self-perceptionand the
selfperceptionthey attributeto themselveshowsself-esteemBaumeisteret al., 2003). The formationof self-
esteemoccursthroughthe experienceof the individual in their lives. From the first yearsof life, it is an
individual'stotal personalvaluesthat she/hedevelopswith family, peergroup,and other people(Beumeiteret
al., 2003; Ross,2014). Peoplewith high self-esteemare resistantto depressiorand anxiety and have more
positive values (Lyubomirsky, Tkach, & Dimatteo,2006). A strong self-esteemhas a preventativefunction
against depression(Lee, Dickson, Conley, & Holmbeck, 2014), social exclusion, and similar negative
psychologicaloutcomes(Arslan, 2019) It hasa strong influence on psychologicaladjustmentindividually
(Smokowski,Guo, Rose,Evans,Cotter,& Bacallao,2014). 1t also positively influencesthe person'sability to
evaluateand achievewhat they want accordingto their capacity(Mirjalili, Farahani& Akbari, 2011).0On the
otherhand,thosewith low self-esteenmarenegativelyaffectedby lonelinessdepressiomndanxiety,andexhibit
moreantisocialbehaviourgLeary, 2005;Mackie & Smith,2002;Luo etal., 2020).Moreover,low self-esteem
causesone to have more problemswith psychologicaladjustment(Leary, 2005; Pyszczynski,Greenberg,
Solomon, Arndt, & Schimel, 2004). In one aspect,a high level of selfesteemservesas a protective shield
againstmanynegativesituations.Thatis, londinesshasa devastatingffecton one'slife, andits negativeeffect
on one'spsychologicalell-beingis evident.Fromthis perspectivethis studyaimsto examinetheinstrumental
role of selfesteemin relation with psychologicaland subjectivewell-being and loneliness.In earlier studies,
therehavebeenno studiesof the role of seltesteemasan intermediarybetweenlonelinessand psychological
and subjective well-being. The study of the role of self-esteemas a mediator betweenloneliness and
psydologicalandsubjectivewell-beingwill contributeto the literature.Anothergoal of this studyis to find out
whatis the negativeinfluenceof lonelinesdevelson universitystudentsstudyingin arural location.

Loneliness,Psychological,and Subjedive Well-Being

Lonelinessis still anincreasinglychronicproblem(Viktor & Yang,2012).Lonelinesss a negativeexperience
that occursin the context of social relations, when there are some significant deficiencies,quantitative or
gualitative,andis unpleasantase(Arslan,2020;Perlman& Peplau,1981).In otherwords,lonelinesss a state
of subjectivecontradictionbetweerone'sreality andthe desiredlevel of socialrelationship(Peplau& Perlman,
1982). Leaving home and acting independentlyduring the University period brings lonelinesswith them
(Ponzetti,1990).Lonelinesshasa negativeeffect on socialadaptatiorto a newenvironmentWohn & LaRose,
2014).In this context,lonelinessstandsout as an importantrisk factor for university students.Having a high
level of lonelinessaffectsboth physicaland mentalhealthproblems(Kong & You, 2013). Theseproblemsare
selfharm(Ronka,atal., 2013),depressior{Teo, Choi, & Valenstein2013),low self-esteen{Civitci & Civitci,
2009),low psychologicaland subjectivewell-being (Bhagchandani2017),low social acceptanceand negative
peerrelations(Vanhalstet al., 2013),andweaksocialrelations(Segrin,2019).Having a high level of loneliness
alsocause®neto isolatehim/herselffrom scciety andexperienceacademidailures(Benner,2011).Ang, Chan,
& Lee (2018) found a positive and significant relationshipbetweenhigh levels of internet addiction and
lonelinessin their researchAll thesedatashowthat lonelinesshasa positive (internetaddiction) or negative
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(social adaptionto a new environment,physical and mental health problems,depression)effect on many
situations,dependingon the level of lonelinessFor example,Luo, Liu, & Zhang(2020)in their studyfound a
positiveandsignificantrelationshipbetweerhigh-level lonelinessandpsychologicamaltreatmentin summary,
all theseresultscanbe interpretedasa high level of lonelinessplaysa trigger role in the emergencef many
psychologicaldisordersin anindividual. It canalsocomplicatethe individual'slife and causehim / herto get
into anunsightlypredicamen{Hyland et. al. 2019; Stoliker & Lafreniere,2015).

The conceptof psychologicalwell-being relies on the holistic understandingthat studiesthe featuresof
individuals maintainingtheir lives functionally and that takes humanisticapproachess base(Diener et al.,
2010). Psychologicalwell-beinginvolves self-actualizationwhen facedwith difficulties and mobilizing one's
potentialsfor a meaningfullife (Ryff & Singer,2008).In otherwords, it is the individual's positive perception
of himself and realistically recognizinghimself and being awareof his strengthsand limitations, as well as
beingsatisfiedwith himself, beingableto actautonomoushand independentlyandfinding the life meaningful
(Ryff & Keyes,1995).Psychologicalvell-beingis relatedto emotional,physical,cognitive, spiritual, personal,
andsocialprocesse$RoothmanKirsten, & Wissing, 2003).Psychologicaivell-beingin generéis basedon six
dimensions.These include positive relationshipswith others, purposeand personalgrowth in life, selft
acceptanceautonomy,and environmentamastery(Ryff, 1989).Individualswith a high level of psychological
well-being have productive, strong psychologicalresistancehealthy and positive interpersonalrelationships
(Ryff, 2014).A strongpsychologicalell-beingstrengthensnanypositive sourcesn a person.The high-level
psychologicalwell-being hasa positive effect on optimism (Ferguson& Goodwin,2010), selfesteem(Jiang,
2020;Urzuaetal., 2018; Xiang, Tan,Kang, Zhang,& Zhu, 2019).Johanssoi{2019),for twenty years,carried
out a longitudinal study on psychologicalwell-being and subjective well-being, and found out that the
relationshipbetweenpsychologicalwell-being and subjectivewell-beingis strong;andthereappearedo be a
significant relationshipbetweenthem. Social anxiety with psychologicalwell-being (Kermen, g O-& &sQn, &
'R + DZD16),lonelinessg(Arslan, < @ G O8J Ayfac, 2020; Meral & Bahar,2016),depressiorand stress(Ceri
and Cicek, 2021), perceiveddiscrimination (Urzua et al., 2018), separatiorindividuation (Cigcek, 2021), a
negativeand significantrelationshipwasalsofound betweenthem. Xiang et al. (2019),in their researchfound
that psychologicalwell-being hasan importantfunction in reducingstress.On one side, psychologicalwell-
beingcreate a strongsetagainstproblemsthatreduceone'senergyandweakenone'spsychologicaendurance.

Subjectivewell-beingis a cognitive and contagiousmultidimensionakonstructandis alsousedwith happiness.
It refersto individuals' subjectiveassessmentf the quality of their lives and their life satisfaction(Diener,

1994 <O O G& Ménh&zi, 2018; <O 0 G& QdiikP7 D Q U O 2080). @ Lother words, it is about how the

individual evaluatesaandexperiencesis or herlife cognitivelyandemotionally.Here,subjectivewell-beingis a

matterof self-evaluationof both emotioral and cognitive aspectslt is often basedon happinessand positive

emotions (Myers & Diener, 1995). It covers strong interpersonalrelationships, self-improving cognitive

structures,mental health, and social and psychologicaloutcomes(Lyubomirsky, King, & Diener, 2005a).
Having a high level of subjectivewell-beingallows oneto experiencdesspsychologicaland social problems
suchaslonelinessdepressionandincompatiblebehaviour{Bhagchandan017;Park,2004;Ye & Lin, 2015).

Additionally, subjective well-beinghasa positive effectin increasingself-esteem(Asli Azad, Shariat,Farhadi,
& Shahidi,2018), hope (Aziz & Hassan2019), social support(Cicek, 2021 Alshehri, Yildirim & Vostanis,
2020, meaningin life <O O G& Wr€lah, 2021), professional engagement(Dilekci & Limon, 2020),

psychologicalell-being (Joshanloo2019; Demir et al. 2021).1n their study,Jalali & Heidari (2016)revealed
thatthereis a meaningfulandpositiverelationshipbetweensubjectivewell-beingandhappinesscreativity, and

professionaperformanceMyers & Diener(1995)found that peoplewith a high level of subjectivewell-being

generally evaluatethe events and phenomenaaround them positively and experiencepositive emotions.
Similarly, Arslan (2018)found that subjectivewell-being hasa role in enhancingsocial acceptancend social

commitment.All theseresultsshowthatalongwith subjectivewell-being,it makessignificantcontributionsto

the psychologicaempowermentf the personandprovidesmoreself-confidence

Self-esteemasa mediator

Selfesteemplays a major role in the positive progressof individuals (Metalsky et al., 1993). This is an
indication that selfesteemplays an importantrole in a person'spsychologicalendurance Consideringthe
literature, it is seenthat self-esteemhasa mediatingrole amongmany variables.Self-esteem|ife satisfaction,
social exclusion (Arslan, 2019), life satisfactionand depression(Civitci, 2010), positive childhood and
resilience(Aziz & < O O G foeOK@catiirk & Cicek, 2021), social supportand subjectivewell-being (Savi
Cakar & Tagay, 2017 Yildirim, Alshehri & Aziz, 2019, procrastinationwith well-being (Duru & Balkis,
2017), emotional intelligence and life satisfaction (Zarei, Akbarzadeh,& Khogavi, 2019), stress and
psychologicalwell-being (Xiang et al., 2019), psychologicalbullying and loneliness(Luo et al., 2020) have
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turnedout to be an importantintermediaryvariableamongsuchvariables.On the other hand, self-disrespect
predictsmanyvariablesin both positiveandnegativeway. It hasbeendeterminedhat L Q G L Y lh&/X@ghigly V
level of selfesteem]ife satisfaction(Arslan, 2019; Civitci & Civitci, 2009; Kwan, Bond, & Singelis,1997),
psychologicalhealth(Sedikideset al., 2004) are positively correlated All thesestudiesshowthat self-esteem
hasanintermediaryrole amongmanyvariables.n theliterature therearefew studiesaboutthe mediatingrole
of lonelinessbetweenself-esteemand other variables Setting out from this perspective,t is thought that
investigatingthe intermediaryrole of lonelinessbhetweenpositive psychologyof selfesteema powerful and
positive source,and other variableswill contributeto the literature. This studyaimsto examinethe mediating
role of self-esteenbetweenlonelinessandpsychologicabndsubjectivewell-being.

Psychological
well-being

Self-esteem

TLoneliness

Subjective
well-being

Figure 1. The proposednodelof relationshipshetweervariables

Method

Participants

Participantsf the studyconsistedf 340 universitystudentsin the study,222 of the participantswerefemales
and118weremales(N=340).Theagerangeof participantsangedfrom 18to 27 (M=20.74,SD=1.70).Thedata
was collectedon a voluntary basis.All participantswere assuredhat their responsesvould be confidential,
anaymous,andusedpurely for researchpurposesandwere not paid for their involvementin the study.Before
starting the study, necessarypermissionswere obtained from the Batman University Ethics Committee
(06/05/2020).

Measures

RosenbergeltEsteentscde (RSES):

The Turkishadaptatiorof the Rosenbergelf-esteenscaledevelopedy Rosenber@1965)to Turkishlanguage
wasconductedy d X K D G D(1BB6}.ThERosenbergelfesteenscale'selfesteensix scalehas10itemsand
waspreparedn aquadrupé Likert type (1=stronglydisagree4 = stronglyagree) The heightof the scoregaken
from the scalemeanghat L Q G L Y Is@féf2e@rfishigh. The CronbachAlphainternalconsistencycoefficient
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scalewasfoundas . The Cronbachalphainternal consistencycoefficientscalewascalculatedas . .80in
theanalysesmadeunderthis study.This resultshowsthatthe scalehasa high reliability.

UCLA LonelinessScale:

The UCLA Loneliness Scale isleveloped by Russell, Peplaand Cutrona (1978) thatims to measure

individuals' perceptions of their levels of loneliness. The work of adapting the scale to Turkish was done by

Demir (1989). The scale consists of 20 items, 10 of which are positive and 10 of which are negative. Elevated
scores from the saalindicate that individuals' levels of loneliness are also rising. In the analysis made on the

internal consistency of the scale, Cronbach alph& HUQDO FRQVLVWHQF\ FRHIILFLHQW ZDV
(Demir, 1989). Within the scope of this research, Cronbach alpha internal consistency coefficient for UCLA
/IRQHOLQHVYV 6FDOH ZDV . 7KLY UHVXOW VKRZ&&MMKDW WKH VFDOH K

TheFlourishing Scale(FS)

The flourishing scale developed by Diener et(2010) to measure psychological wbking consists of eight

items. Scale clauses (7) are answered irLtkert type 3 ~ VWURQJO\ GLVDJUHH ™ WMRe3® ~ VWUR
lowest score on the scale is 8 and the highest is 56. Scoring high on the sealadication that the person is
SVI\FKRORJLFDOO\ JRRG 7KH 7XUNLVK DGDSWDWLRQ VWXG\ RI WKH VF|
this study, Cronbach alpha reliability coefficienttois scaleZDV F D O F X O D Whi$ GesDifvshows thalhe

scale has a high reliability for this sample.

TheSatisfactiorwith Life Scale(SWLS):

The satisfactionwith life scale(SWLS), a 5-item and 7-Likert-type scaledevelopedoy Diener,at al. (1985),is
rankedas (1= 3W R WDDIQ GH 3 D E V R @XM A Otd Irheasuresubjectivewell-being. It can be scored
betweerb and 35 pointson the scale.High scoresfrom the scaleshowthe subjectivewell-beingand positivity
of the person.Turkish adaptationstudy of SWLS was done by Koker (1991) and Cronbachalphainternal
reliability coefficientwascalculatedas . 76. Cronbachalphainternalreliability coefficientmadewithin the
scopeof this studywasfoundto be . 82.

Data Analyses

Prior to testing the model, descriptive statistics were conduotedamine the observed scale characteristics,
analysis assumptions, and correlations between the study variables. Skewness and kurtosis scores were used to
investigate the normality assumption, and these values lower than <|1| are considered as eadoeptabl
normality (Field, 2009). Pearson produmbment correlation was used to examine the association between
study variables. After descriptive statistics and correlations were done for the study variables, mediation
analyses were conducted to investigditect and indirect associations between all variablesasmadlysethe

mediating role of selésteem in the association between loneliness andbeiy indicators using the
PROCESS macro version 3.5 for SPSS (Hayes, 2018). Two independent mediatids (odiel 4) were

performed to examine the mediating effect of -esifeem on the link of loneliness with psychological well

being and subjective welleing (i.e., life satisfaction). All data analyses were performed using SPSS version 25.

Results

Descriptive Statistics

Preliminaryanalyseshowedthat skewness@ndkurtosisscoresangedbetween-.82 and.62, supportingthatall

variables had relatively normal distribution. Pearsonproductmoment correlation results also showed that
lonelinesswassignificantly and negativelyassociateavith self-esteenpsychologicalwell-beingandsubjective
well-being Self-esteemwvasalsosignificantly andpositively relatedto psychologicalell-beingand subjective
well-being Descriptivestatisticsand correlationreaults showingthe associatiorbetweerthe variablesof study
arepresentedn (Tablel).
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Tablel. DescriptiveStatisticsand Correlation Results

Scales 1. 2. 3. 4.

1. Loneliness 1 -46" -55" -45"

2. Selfesteem 1 48" 38"

3. Psychologral well-being 1 48"

4. Subjectivewell-being 1
Mean 39.097 30.766 42.224 19.387
Sd 10.258 5.788 9.990 6.703
Skewness .509 -.396 -.822 229
Kurtosis .040 -.165 .628 -.443
Internalreliability . .85 .80 .87 .82

~All correlationcoefficientssignificantatlevel p<.001.

Accordingto Table 1, therewas a negativeand significant relationshipbetweenlonelinessand psychological
and subjectivewell-being and selfesteemOn the other hand,therewas a positive and significantrelationship
betweenpsychological,subjective well-being, and selfesteem.Another result, comparedto males, females
tendedto report greater selfesteem,psychologicaland subjective well-being while they reported lower

loneliness.

Mediating Analysis

After examining descriptive statisticsand correlation analysis,two mediation analyseswere conductedto
investigatedirectandindirectassociationdetweerall variablesandanalysehe mediatingrole of self-esteemnin
associationbetweenlonelinessand well-being indicators. We firstly investigatedthe mediatingrole of self-
esteemin the associationbetweenlonelinessand psychologicalwell-being. The results of theseanalyses
revealedhatlonelinesswasa significantandnegativepredictorof selfesteemamonguniversitystudents = -
.46, p<.001) and accountedor 22% of the variancein this variable.Additionally, lonelinesswas a significant

predictorof university VW X GodyQhalaghitalwell-being

-.42,p<.001).Selfesteenpartially mediatecthe

associationbetweenlonelinessand well-being and positively predicted psychologicalwell-being = .30,
p<.001).Lonelinessandself esteemtogetheraccountedor 38% of the variancein psydologicalwell-beingin

universitystudents.
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Table 2.Unstandardized Coefficients for the Mediation Model

Consequent
M; (Self-esteem
Antecedent Coeff. SE t p
X (Loneliness) 126 .03 9.58 <.001
Constant 40.98 1.10 37.17 <.001
R =.22

F=91.86;p<.001
Y; (Psychological wellbeing

X (Loneliness) +41 .05 B8.55 <.001

M (Selt-esteem 51 .08 6.05 <.001

Constant 42.43 3.84 11.04 <.001
RC=.38

F =100.45p < .001
Y, (Subjective wellbeing

X (Lonelines3} .23 .04 6.54 <.001
M (Selt-esteem +26 .06 4.18 <.001
Constant 20.35 2.83 7.18 <.001

R =.25

F=54.45p<.001

Indirect effect of suffering on mental health

Effect SE BootLLCI BootULCI

Lonelinesse>Self-esteeme> Psychological wellbeing +13 .03 +20 +07
Lonelinesse>Self-esteeme> Subjective wellbeing +07 .02 +12 +03

Note. SE = standard error. Coeff = unstandardized coefficieht= independent variableyl = mediator
variables;Y = dependent variables. Number of bootstrap samplegéiaentile bootstrap confidence intervals:
10,000.

We secondlyexaminedthe mediatingrole of selfesteemin associationwith lonelinessand subjectivewell-
being.Findingsfrom theseanalyseshowedthat subjectivewell-beingwassignificantly predictedby loneliness

= -.35, p<.001) and selfesteem =-.22,p<.001),andlonelinessand self esteemtogether,accountedor
25% of the variancein university V W X Gddlgedtivediell-being. Self-esteemmitigatedthe negativeeffect of
lonelinesson subjective well-being. Theseresultssuggesthatlonelinesds a significantpredictorof self esteem
andwell-beingindicators,and self-esteemhasa mediatorrole in the associatiorbetweenlonelinessand well-
being. Self-esteemis thusimportantin promotirg the university V W X Gsy@hwldgicaland subjectivewell-
beingin the contextof lonelinessexperiences.
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Psychological
well-being
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Loneliness ) > Self-esteem

Subjective
well-being

Figure 2. Themodelshowingeffectsof lonelinesson psychologicalwellbeingandsubjectivewellbeingvia

selfesteem

Discussion

The resultsshowedthat there was a hegativeand significant relationshipbetweenlonelinessand self-esteem,
psychologicalwell-being, and subjectivewell-being. On the other hand, there is a positive and significant
relationshipbetweerself-esteemandpsychologicandsubjectivewell-being. Accordingto the resultsobtained
from the model, selfesteemmediategartially betweenonelinessand psychologicaland subjectivewell-being
and predicts psychologicaland subjectivewell-being positively and significantly. Lonelinessprediced self
esteempsychologicaland subjectivewell-being in a negativedirection. As a result, this study supportsthe
importanceof selfesteemin explainingthe relationshipbetweenlonelinessand psychologicaland subjective
well-beingand revealgthatit hasarole to enhancevell-being.

Theresultsshowa negativeandsignificantrelationshipbetweerlonelinessandself-esteemAs the level of self-
esteenrises,the level of lonelinessdeclines.This situationshowsthat lonelinesshasnegativelyand seriously
effects on the positive sourcesof university students.Therefore,it is of greatimportanceto know how
devastatingeffect haslonelinesson university studentsThereare findings in the literaturethat supportthese
results(Hu et al., 2016; Varghese Pistole,2017;Y6yen,2017). *« O R &0.0 U D O @®D)hh their study
on university studentsfound a negativeand significant relationshipbetweenlonelinessand self-esteemLow
self-esteencausesndividualsto experiencenoreintenseloneliness(Du et al., 2019;Kong & You, 2013 Luo
etal., 2020;Vanhalstetal., 2013).1t alsoappearghatlow self-esteentriggerslonelinessandcauseshe person
to be more vulnerableto negativesituations(Metalsky et al., 1993). Theseresultsshowthat low selfesteem
causeghe individual to encountermany psychologicalproblems.Previousstudieshave found that low self
esteemis associatedwvith depressivesymptoms(Masselink,Van Roekel, & Oldehinkel, 2018) and anxiety
(Sowislo& Orth,2013).In thisregard,Stillmanet al. (2009)notedthat a strongself-esteenis partof the system
that individuals useto regulatetheir behaviourand deal with their existentialcircumstancesAnd this system
hasan empoweringeffect on the individual's well-beingwhen he/sheis evaluatedpositively, making him/her
healthier(Orth & Robins,2014).Anotherresultof the studywasthata negativeandsignificantrelationshipwas
found betweenlonelinessand psychologicaland subjectivewell-being. This resultshowsthat lonelinesshasa
destructiveeffect on well-being. Also, this study showssimilar resultsto previousstudies(Hu, et. al., 2016;
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Mellor, Stokes, Firth, Hayash, & Cummins, 2008; Swami et al., 2007; Yan, Su, Zhu, & He, 2013).
Bhagchandan{2017),in his researchwith university students found that as studentsionelinessscoresrose,
their psychologicalwell-being scoresdeclined. Likewise, those with higher levels of subjectivewell-being
experiencedessloneliness(Ye & Lin, 2015). What limits the L Q G L Y Ld&ilX &cvii®s suchasloneliness,
social relationships emotionalwell-being and subjectivephysical healthand psychologicalwell-being of the
problematicsituationusingsmartphonavasdeterminedo havecauseda negativeimpacton the formationof a
lower well (Harwood& Angling, 2019)?

The resultsfrom this studyfound that therewas a positive relationshipbetweenself-esteemand psychological
and subjectivewell-being It showsthat individuals with strongself-esteemhavehigh levels of psychological
andsubjectivewell-being. So, it is seenthat selfesteenfeedspositive sourcesof university studentsn many
respectsMany studiessupporttheseresults(Hu, et al., 2016; Kocayorik,& 0L P G 2DN9;Tian, 2016; <O 0 G O]
& Duy, 2015; Yao, Chen,Yu, & Sang,2017). Jiang (2020), in his study on adolescentsfound a positive
directionaland significantrelationshipbetweenself-esteemand psychologicalell-being. Resultsshowedthat
D G R O H ¥difldsgeentiises, their levels of psychologicalwell-being alsorise. 'R + D& (U \ O O R01B)
revealedn the researchhat self-esteenpositively predictssubjectivewell-being. At the sametime, a high self
esteemenablesthe individual to have lower depressionSowislo & Urth, 2013).In summary,having a high
level of selfesteemis a function of protectingthe personagainst negative psychological problems and
strengtheninghe personin a positiveway.

Finally, selfesteemwas found to be partially mediatedbetweenlonelinessand psychologicaland subjective
well-being. When the literature is examined,no studieshave beenfound that the intermediaryrole of self
esteenbetweernonelinessandpsychologicabndsubjectivewell-beingareinvestigatedHowever the resultsof
this study showthat selfesteemjn a parallel way, mediatesbetweenthe variablesof lonelinessand positive
psychology(e.g.,life satisfactionwell-being) (Civit¢i & Civit¢i, 2009).In Hu, Hu, Huang,& Zheng(2016) pV
researclon adults,they found that self-esteemmediatesasthe portion betweenonelinessand subjective well-
being. In addition, there are studiesin which selfesteemmediatesbetweenloneliness(life satisfactio, peer
acceptancejSong,Zuo, Tan, & Dai, 2017; . D S O N #0w3. Qavi Cakarand Tagay (2017) found that self-
esteemandsocialsupporttogethemrmediatebetweernwell-being (life satisfactionandloneliness Anotherresult
obtainedin this study is that lonelinesspredictsnegativeseltesteem.There are studiessupportingthis result
whentheliteratureis examinedUba, Yaacob,Juhari,and Talib (2012)foundin their studythatlonelinesdeads
to negativeselfesteem.This result can be consideredas one of the indicatorsthat lonelinesshasa negative
effectontheindividual'swell-beingandpositivepsychologicafresourcesln addition,it revealsthatthe concept
of lonelinessshouldbe studiedfrom a broaderperspectivendwith differentvariables

Implications

With this study, it is possible to say that a valuable contribution has been provided to the literature by studying
the intermediary role between sekteem, which takes place among important variables of positive psychology,
and lonelings and psychologic and subjective waing. Another contribution of this study to the literature is

that loneliness and setisteem together form about 50% of psychologic and subjectivebeialy. Also, the

study has shown that loneliness has a negatfifext on positive resources of the university students. Finally,

the study hashowedthat the seHesteem scores of the university students make an important predictor for their
psychological and subjective wdlking. All these inferences obtained frahe study are thought to provide
significant contributions to the literature.

Limitations and recommendations

It is possibleto noteseveralimitations of this study.First, the numberof the participantds not so high. For this

reasonjt will be conveniento studywith biggervolumegroupsin new studies.Seconddemographiwariables
have not beenincluded in the study much. This createsa limitation on the discussionobtainedfrom the
variablesin the studyaccordingto resultsof demographicsariables.Third, the mediatingvariablein the study
canonly be thoughtof asa limitation in thatit represent®nly a small part of positive psychology.Therefore,
future studieswill examinethe role of othervariablesassociatedvith positive psycholay (suchashope, self-

sufficiency, life satisfaction)alongwith self-esteemasan intermediary.Fourth, the fact that the samplegroup
consistsof studentsstudyingat a rural university canbe considerechsa limitation in the generalizatiorof the
resuts obtainedfrom this study on all university students.Researchergan work on studentsstudying at
universitiesin different cities relatedto this topic. Fifth, the scalesof self-esteempsychologicaland subjective
well-being and lonelinesscoveredin the study were self-reports,and participantsmay have answeredsome
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guestionsn abiasedway. Thereforejn subsequerstudiesyesearchermayberecommendetb applythe same
scalesto the sample group in two time periods. Therefore,in subsequentstudies, researcheramay be
recommendedo applythe samescalego the studygroupin two time periods.Researchershouldconductnew
researchto investigatethe positive aspectsof university students.In addition, psychological counsellors
working in sctools canwork to strengtherthe positive aspectf studentsin addition,it would be appropriate
to usedifferenttherapeutidechniquegCicek & Tanhan2020).Psychologicabtounselloranay suggestamilies
holdinginformativemeetingson how to improvethe positiveaspect®f their children.

Conclusions

This study showedthat self-esteemis partially mediatedbetweenlonelinessand psychologicaland subjective
well-being. Self-esteempredictsboth psychologicalwell-being and subjectivewell-being in a positive way.

Anotherresultfrom the studywasthat self-esteenandlonelinesstogetheraccountedor 38% of psychological
well-being and 25% of subjectivewell-being. In previousstudies,lonelinesswas effective in experiencing
physical and mental hedth problems(Kong & You, 2013), low psychologicaland subjective well-being

(Bhagchandani2017)asa resultof this studylonelinessis a strongand negativepredictorof self-esteemand

thatit alsohasa strongeffect on low psychologicalndsubjectve well-being. The resultsof this studyshowed
thatlonelinessis a strongand negativepredictorof selfesteemFinally, a negativeand significantrelationship
was found betweenselfesteem psychologicaland subjectivewell-being, which are componentsof positive
psychologyof loneliness.
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Abstract

This study aims to examine the readiness ofsgr@iceteachers foteaching in terms of different dimensions.
Among the mixed research designs, combined design in which the priority order of qualitative and quantitative
methods is equal was preferred the study. The participants wet@7 preservice teachers ithe Faculty of
Education. The researcfata setwvas obtained from the Preparedness to Teach Scale. In order to determine to
what extenpre-service teacherdeel ready for teaching, two focusogp sessions and tipee-service teachers

were observed. In the study, it was determined thaptieervice teachertevel of readiness for teaching is at

a medium level anthe preservice teachergsed technology to attract attention and increastcypation. It

was observed that thare-service teacherbad problems in choosing appropriate teaching strategies, noticing
special learning needs or difficulties, and classroom management.

Keywords: Pre-service teachergreparedness to teach, teactraming, teaching profession, mixed method
research

Introduction

,Q WKH FHQWXU\ WKH PDLQ REMHFWLYH RI HGXFDWLRQ LV WR KHOS
OHDUQLQJ IRU WKH UHVW RI WKHLU OLYHV UQ RWKLH HG R ¥YIRVOKRHS WER—HIDNMEU F |
VNLOOV LV SRVVLEOH ZLWK WKH IRXQGDWLRQV ODLG RXW LQ VFKRROV
PHHW D UDQJH RI HGXFDWLRQDO VWDQGDUGY LQFOXGLQJ SHGDJRJLFDC

7HDFKHUV KHOS VWDUW WKH WHDFKLQJ SURFHVV WKDW UHTXLUHV GHI
VNLOO RI VIQWKHVL]LQJ SUDFWLFLQJ DQG LPSOHPHQWLQJ LQIRUPDW
WHDFKHU VKRXOG VXBBSROWSORQYWRRDWWHKHDEDGHPLF NQRZOHGJH DQG
VXJIJHVW GLIIHUHQW ZD\V IRU WKHP WR LPSURYH WKHPVHOYHV ,GHQW
WKH SURIHVVLRQDO GHYHORSPHQW RI WHDPMHURLDRV QFR @ XE B HWWIX CF W
WHFKQLTXHV DQG XQYHLOLQJ OHDUQLQJ DFWLYLWLHV ZLWK FOHDU J
'HYHORSPHQW >2(&'@ ,Q WKLV FRQWH[W WHDFKHU TXDOLILEDWL
NQRZOHGOWVVINQG DWWLWXGHV WKDW WHDFKHUV PXVW KDYH LQ RUG
1IDWLRQDO (GXFDWLRQ >0R1(@

W LV YHU\ LPSRUWDQW WR WUDLQ HIIHFWLYH TXDOLILHG DQG GHYRYV
VXFFHVW WHQ@FKHU TXDOLILFDWLRQV DUH DQ LPSRUWDQW FRPSRQHQV
RXWFRPHYV &RFKUDQ 6PLWKIOU3IREZHU 'UY RSMHWLLII 7KH PRVW LPSRU
SUHHUYLFH WHDFKHUYV UHDG\GMHRQW 8 DDFXGL V WWUR & D YWHH D FAHHQUOWUDLQLQJ
&ROOLQV :LOVRQ )ORGHQ ) H UHe VQH DFXGIG\ WUDLQKQI@URFHVV
S ODQ prégeice teacherd XV Wprdpated to master bas@ HDUQLQJ SHGDJR I XEMG FHAW\D O X
'D U ®angmond, 2000;+ ROOLQV ,Q UHRAHOW F\HH DWH/D FKUBHHU WUDLQLQJ KDV
LPSURYH WKH TXD O Ip#seRite\¢atbelSK HD G LD GV WR WKH WHDFKLQJ SURIHYV
'LITHUHQW DSSERWERHBVWHKKAJIXDOLW\ RI WHDFKHU WUDLQLQJ DUH LQ
WUDLQLQJ IRU LQGLYLGXDOV ZLWK GLIIHUHQW OHDUQLQJ FKDUDFWH
+DPPRQG J&KXKOR Z

’ Corresponding Autholur Akcancanurakcanca@comu.edu.tr
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&RQGXFWHG VWXGHBK VIKWEZRWKPQ WKIHLQLQJ HIITHFWLYH DQG TXDOLILH

+D\FRFN WKDW WKH UHODW L préxerkiteSedeheYWDAHGH @ KWKH WF KR RQIQH [BH
LQFRPSDWLEOH $GD®WRKDW WHDFKHU\R W BAHHYRIW HT XDWDLULRHGQGJII DQG G
SUHSDUHG IRU WKH WHNFEKHRUIUSURFHWEHNWDRNV ODQ %ORPEHUJ

Brown HW DO JRQWDLQH .DQHDMYXTXHWWBUDBDYRLB]JHO *«O <OOF

ILVWRQRPMALWF

%RUNR 7KH VWURQJHVW SDUW RI WKHVH VWXGLHYV LV DERXW WK
LQFUHDVHY VWXGHQW VXFFHVV %HDUH 7RUJHUVRQ ODUVKDOO 7UDF]
JHXHUVWHLQ ROQOWHIWKRYQR UHVHDUFKHYVY VKRZ WKDW WHDFKHUVYT WUI
RI WHDFKHU SHUIRUPDQFH VLJQLILFDQWO\ FRQWULEXWH WR WKH DFKL
ILGEH7KHREDOG +DWWLH 5DPVHQJIOLQYRXH

&UHDWLQJ DQG HQFRXUDJLQJ OHDUQLQJ HQYLURQPHQWY WKDW LQFOX
SRVVLEOH ZLWK D G\QDPLF DQG LQWHUDFWLYH SURFHVV FUHDWHG E\
WKDWHUNDHQFRXUDJHPHQW RI GHVLUHG HGXFDWLRQDO RXWFRPHV LV
$SWWHEHUU\ /RHE :\FNRII 7KH SUDFWLFDO OHVVRQV WKDW WHEC
ZKHQ WKH\ SUHSDUH IRUUWKPSKRWRM B @ WL RRQUDWKHPHDY WKH\ JLYH WKHP
PDQ\ GLIIHUHQW YDULDEBHHRWRBHWKLR/ BROQMHIW H[SHULHQFH LQ SUDFW
WKH ILUVW VWHS LQ WKH SU D pri\skrFiet RacharSrB$ericadadi s B O HREU PIDIREPH L Q

WKH WHDFKLQJ SURFHVV LQFUHDVHV ZLWK WKH H[SHULHQFH WKH\ JDL
6DV V 7HDFKLQJ SUDFWLFH DQG VFKRRO H[SHULHQFH FRXUVHV

SURJUDPV ZKLFK FRQWULE X WitstiRe WK D PKGIGNUEWD@GLLFDIWRIQJ WKH GL
WKHRU\ DQG SUDFWLFH- VKR RPSIRQGBQERDRI\ SIFKRRO WHDFKHUV ZKR
VWHS RI IRUPDO HGXFDPR\QL F@ XRUVWKHY MW KQ Q BWAKIREROMH EQE DXWLHP SW\H V F
HGXFDWLRQ LV ZKHUH WKH EDVLF NQRZOHGJH HDQDLQMICOOV RHEORBW
FKLOGUHQ WDNH WKH ILUVW VWHSV Rl XQGHUVWDQGLQJ WKHPVHOYHV
DLPHG WR PHDV XU ipresdiite teBcheBd @ ISWN. FROU\ HGXFDWLRQ G HBHDWYALFFHHQ W V
HsXFDWLRQ LQ WHUPV RI REVHUYLQJ WKHLU SUDFWLFDO SUDFWLFHYV

NQRZOHGJH YLD H[DPLQ p@serVitl ttacert/FFH SWKIHRQ BIFDGHPLF SURFHVV WK
7KH UHVHDUFK KDV D@ MPSRRMWRDWHYBIDPOH QJ WKH QDWXUH RI WHDFKH
DUHDV [Za&erudd teacher UH PLVVLQJ ,W LV DOVR WKRXJKW WKDW WKH UF
GHYHORSPHQW DQG LPSURYHPHQW Rl WHDFKHU WUDLQLQJ SURJUDPYV

3XUSRVHWHDUFK

The aim of this study is to examine the readinesprefservice teacherfor teaching in terms of different
dimensions) RU WKLV SXUSRVH DQVZHUV IRU WKH IROORZLQJ TXHVWLRQV Z

1. On the preparedness pfe-service teacherfer teaching

x ,V WKHUH D VLIJQLILFDQW GLIIHUHQFH LQ WRWDO DYHUDJH VFRUH\

x ,V WKHUH D VLIJQLILFDQW GLIIHUHQFH LQ VXEIDFWRU VFRUHV EDVI

2. KD Wpré&sérvice teacherevel of preparedness to teachihgQ WHU PV R3 HBLO LHWHHQW V "

X KD Wpré&dérvice teacheOHYHO LQ IRUPLQJ DQ HIIHFWLYH OHDUQLQJ DWPR
GHSDUWPHQWV"

X :KDpéservice teacheSOHYHO LQ GHVLJQLQJ WKH LQVWUXFWLRQDO SURFH
GHSDUWPHQWV"

x : KD Wpr&aérviceteacherOHYHO RQHGHEHIRQRFDO FRPSHWHQF\ LQ WHUPV RI1
GHSDUWPHQWV"

X KD Wpré&dérvice teacheOHYHO RQ XQGHUVWDQGLQJ WKH OHDUQHU LQ WH!I

3. :KDW MRIEHXDYLRUV DUH REVH pr¥de¢@ice ©adhaqB USHSRORH/G/QRIIVY WR WHDI
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Method

Research Model

The study used a simultaneous mixed research method involving both qualitative and quantitative research
methods. This study preferred "combined design", the most common one among the mixed peseanshin
which the priority order of qualitative and quantitative methods is equal (Creswell, 2017). The schematic view

of the research pattern is shown in Figure 1.

v

Figure 1.Schematioziew of the research pattef@reswell, 2017)

As shown in Figure 1, while using the combined design in a research, results from qualitative and quantitative

data are kept apart during the analysis, then results are combined with general comments. The combined design

is more functional than other desgyin terms of effectively collecting data and identifying research problems

ERWK DV TXDOLWDWLYH DQG TXDQWLWDWLYH DOORZLQJ WKH FRQVL
combining the data obtained by means of qualitative and quantitativedasetfCreswell, 2017; Ivankova &

Kawamura, 2010; Silverman, 2013).

Quantitative Part

The quantitative part of the research was based on the survey model (Karasar, 2012) which aims to portray
existing conditions as they are. In this cont@xe-serviceteachergpreparedness to teach and the examination
of this situation according to variable of department were carried out.

Qualitative Part

7KH TXDOLWDWLYH SDUW RI WKH UHVHDUFK zZzDV EDVHG RQ WKH FDVH
examine the quantitative results in detail and in the context of real life. Within the scope of the case study
approach, the perspectives and observed behaviors obtained frpre-flaevice teachersvho were selected by

means of purposeful sampling andtenion sampling methods and of focus group interview questions and
observation forms prepared by the researchers in accordance with the content of the scale, were examined.

Research Group
Quantitative Research Group

The research group is formed by a total of J#@&service teacherstudying in the Primary Education
Department of the Faculty of Educatiaha public universityn the 20192020 academic year. The purposeful
sampling method was used in the selectioprefservice teacherdn special cases bearing certain criteria and
characteristics, use of this sampling method is recommended (Blyikdztirk, Cakmak, Akgln, Karadeniz &
Demirel, 2014). In this study, there-service teacherm the primary education deparént who were in the
senior year were chosen as a research group. The features of the research group are included in Table 1.
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Table 1 Researclyroup

Primary School Teaching Pre-school Teaching
Gender N Frequency N Frequency
Female 48 37.8 61 48,0
Male 12 9,5 6 4.7
Total 60 47,3 67 52.7

When Table 1 is examined, it is seen that 60 (12 male and 48 female) Primary School and 67 (6 male 61 female)
Presschoolpre-service teachengarticipated in the research.
Qualitative Study Group

The stratifiedpurposeful sampling method was used for the interviews carried out within the purpose of the
research. This type of sampling is used to demonstrate, identify, and enable associations between relevant
subgroups (BlUyukoztirk et al., 2014). The interviewsewszld with 16ore-service teacherat the senior level

of primary and preVFKRRO WHDFKLQJ WDNLQJ WKH 37HDFKLQJ 3UDFWLFHYV
different opinions from th@re-service teacherwho had the opportunity to participate insdas directly. The

genders of the interviewed participants are included in Table 2.

Table 2. Interviewegbarticipants

Pre-service teachers Gender Pre-service teachers Gender
Pri-Py F PreP; M
Pri-P, F PreP, F
Pri-P; M PreP; F
Pri-P, F PreP, M
Pri-Ps F Pre-Ps F
Pri-Ps F Pre-Ps F
Pri-P; M PrepP; M
Pri-Pg M PrePs F

Pri-P: Participant primary school teacher, PréParticipant preschool teacher

As seen in Table 2, 10 diie pre-service teachergho participated in the interviews were female and 6 were
male. In addition, the observenle-service teacheraere selected among tipee-service teachergarticipating

in the focus group interview according to the criterion sampling method. Within tipe sif the Teaching
Practices course for primary school teachers, different sm@oomic levels of the practice schools and
different academic levels of the practice classes were determined as a criterion. Forsti®lgre-service
teachersin addtion to the socieeconomic level of the schools, age groups were also determined as criteria. The
pre-service teachembserved during the research process were given in Table 3.

Table 3. Observegdarticipants

Pre-service teachers Gender Pre-serviceteachers Gender
Pri-P, F PreP; M
Pri-Ps M PreP, F
Pri-Ps F PrePs F
Pri-P; M PrePsg F

4 (2 females, 2 males) of the participants are primary school teachers and 4 (3 females and 1 male) of them are
pre-schoolpre-service teachers

Data Collection Tools

In the study, the quantitative data were obtained by using the Preparedness to Teach Scale which was used to
determine how preparqute-service teachertlt to the teaching profession. Focus group interviews were used

to thoroughly examine the perspective of fire-service teacherm the collection of the qualitative data,
whereas irclass observations were used to determine the skills gbraservie teachergpresented during
practices. Detailed information about these data collection tools is presented in subheadings: qualitative and
guantitative data collection tools.
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Quantitative Data Collection Tools
Preparedness to Teach Scale

The original sc® H ZDV GHYHORSHG E\ 'DUOLQJ +DPPRQG HW DO DQG L

Kalman (2017)The scale contains a total of B8msand consists of a fodfactor structure. These factors are:

"Forming an effective learning atmosphere”, "Designihg instructional process", "Techpedagogical

competency" and "Understanding the learner". There are no negative items coded in reverse on the scale rated as

5-point Likert. The minimum possible score from the scale is 20, whereas the maximum sedcaléed as

100.

<OoGOUOP DQG .DOPDQ FDOFXODWHG WKH &URQEDFK V $0SKD UH

score of the Preparedness to Teach Scale. In this study, the Cronbach's Alpha reliability coefficient is .965. In

the subfactoUV LW ZDV FDOFXODWHG DV IROORZV . IRU )J)RUPLQJ DQ HII
'"HVLIQLQJ WKH LQVWUXFWLRQDO -SHIRFH/M-FDO®O FRRARBHWHGRFKQBRQG

'Understanding the learner'.

Qualitative Data Collectiormools
Focus Group Interview

The focus group interview technique was used to examine the perspédctiveservice teachersn their
preparedness to teach. This technique was preferred because a group dynamic can be found, and additionally the
data obtained through social interaction is deep and rich (Thdvi@djllan, McColl, Hale & Bond1995).

Focus group interviews were cardded at different times, with two different groups which consist of eight
primary schoolpre-service teacherand eight preschoolpre-service teacherfshis number is considered ideal

for focus group interviews in the field type (Edmunds, 1999).

In the study, for the focus group interview, firstly the topics were sorted by importance; then, the characteristics
of the participants, the common characteristics of the individuals, the main topics to be used in the interviews,
and the questions were determdn®uestions are included in Appendix Bne of the researchers participated

in focus group interviews as a moderator, leading to the discussion. Another researcher listened to the interviews
carefully and asked additional questions if needed, allowingpdinécipants to express their perspective more
clearly. The data obtained from the interviews were summarized, analyzed and reported.

Observation

Observation is used to define at@achingbehavior in more detail. Observation in qualitative researcwall

the researcher to make deep and detailed explanations of the event, case or situation which are the subject of a
UHVHDUFK <OOGOUOP ULPUHN $GGLWLRQDOO\ REVHUYDWLRQV
and surveys (Patton, 2014)idtthought that participants being in their own natural environment is significant in

terms of uncovering observed behaviors objectively and identifying the unspoken information through actions
(Karasar, 2014; Patton, 2014).

In order to determine how praredpreservice teacherfelt to teach themselves, an observation form was
FUHDWHG XVLQJ WKH VXEGLPHQVLRQV RI WKH 3UHSDUHGQHVV WR 7H
Kalman (2017). The first section contaiitsmson the school, class levehe number of students, observation

date and time, whereas the second section coritams about the preparation of thge-service teacherfor

teaching. The third part of the form is designed in a "description section" to make detailed descriptions of how
observed behaviors are performed. In the observation form, behaviors are structured as triple ratings:
"Observed" (2) "Partially Observedl) and "Not Observed" (0).

When the physical characteristics of the practice classes for primary gcbsetvice teachensere examined,

it was observed that the classroom layout was prepared in a traditional method, that saidemtsirs, thahe

class population varied between-28 students, and that technological tools and equipment (computer, printer,
smart board, speaker, projection) were available within the classroom. In the classrooms whehegpee
service teachersarried out th practice courses, it was seen that different learning centers (music, science,
blocks, etc.) were placed in a single room, that the classroom population varied betvgsest@@ents, that
classes had portable tables, and that chairs, and technolagitsa{domputers, printers, speakers, projections)
were available.

Data Collection

All the data obtained from the research were collected during theZtPX®academic year.
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Collection of Quantitative Data

The quantitative data collected for the research was obtained durinrgandte practice, and the participating
pre-service teachemsere chosen among volunteers.

Collection of Qualitative Data

The focus group interviews were formed as two separat®ssder primary school and psehoolpre-service
teachers, with sessions lasting averagely betwee#03Minutes. Thepre-service teachersvere asked five
guestions determined by using the scaledinfiensions for their preparedness to teach. Durindatties group
interviews, new ideas were led to emerge, the discussion was not taken off the point and the partieipants' in
depth perspectives were learned.

The observation process in the study was carried out within anveggit period within the scope tie
Teaching Practice | course, in two different schools (one primary school, one kindergarten) and four different
classes (two primary schools, two m&hools) in total. The days of observation were determined with school
SULQFLSDOV D Q GatwhHihd- ¢bbke/atifhins- \RelRecHIrkied out simultaneously and independent from
each other as ngparticipatory observations by two researchers who specidhzia field of education. Nen
participatory observation is the type of observation in which teareher is not involved and is only an
observer and in which his/her identity, the research and the duration are clear (Ekiz, 2003). In the research, a
systematic approach was aimed to be adopted in terms of teaching principles; so, the commute lasgyuage w
portrayed by a structured observation form. Configurated observations offer a better configuration and
systematic approach on the observant (Buyukoztirk et al., 2014).

Data Analysis

The analysis of the quantitative data collected from the Preparenésach Scale was conducted with SPSS.

The arithmetic averages and standard deviations of the scores obtained from the scale were calculated by
conducting a descriptive analysis to deternpneservice teachefpreparedness to the teaching profession.
addition, the independentést was performed to determine the state of the differentiation of the conditions of
preparedness for teaching due to the normal distribution of the quantitative data.

Qualitative opinions from the focus group interview emalyzed according to content analysis with the
MAXQDA Analytics Pro 2020 program. Combining, organizing and interpreting common opinions (codes),
which are similar to content analysis used to access concepts and associated links from acquirec agizadtativ
were aimed.

To ensure content and face validity in the research, questions from focus group interviews and observation
forms were evaluated by a total of six academics (two from educational sciences, two from Turkish education,
one from preschooleducation and a primary education specialist) in terms of appearance, content and clarity.
The final qualitative data collection tools were formed by making necessary corrections in accordance with
expert opinions.

It was attempted to express the resaftthe data with a clear language in a systematic way for the verifiability

of the research. Direct excerpts were used to reveal the perspectivepoé-fieevice teachersarticipating in

the research to meet the transmissivity criteria of the resdartie quotations, P+E, (Participant Preschool

Teaching) and P4P; (Participant Primary School Teaching) codes were used instead of real names. The
guestions in the observation form and in the focus group interview were resolved by the reseambibizsas

by another expert in order to contribute to the credibility of the research, and then the results were evaluated
together and it was found that there was no divergence. There was no disagreement between the evaluators that
could affect the outcome 7KH FUHGLELOLW\ FDOFXODWHG E\ OLOHV +XEHUPD
(Reliability = Consensus[Consensus + Disagreement] *100] was 86%. Reliability over 70% is considered to

be reliable for a research (Miles and Huberman, 2015).

Findings

Unde this heading,the readinesdevel of the preservice teacherfor teaching was examined as separate
headings within the framework of the spimblems of the research.
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Findings Concerning the First SubProblem

Statistical information showing the preparedness levels optéservice teacheren a departmental basis is
given in Table 4.

Table 4. Statisticahformation showing howpre-serviceteachersare prepared to teach
N Highest Score Lowest Score T8 Sd
Preparedness to Teach 127 99 30 7112 16.88

When table 4 is examined, it is observed that the average values calculated over the total score gained by the
pre-service teacherfsom the Preparedness to Teach scaleT#l.12 and that the standard deviation values are

Sd=16.88. The average scores ofptheservice teachefPreparedness to Teach as low, medium and high were
determined by plusP L Q XV VWDQGDUG GHYLDWLRQ ;“ [6G FULMMgWLRQ dDPC
this calculation, 62 and lower scores were calculated as low, scores fr888re calculated as moderate,

whereas 81 and higher scores were calculated as high. Accordingly, it can be saidptesd¢hédce teacher%

preparedness to teach ioderate.

When the primary schogre-service teacheffpreparedness to teach is checked, 16.6% were rated low; 56.7%
were rated moderate; 26.7% were rated high. Also, 28.4% of tkecpomlpre-service teachensere rated low;
40.3% were rated moderate; 31.3% were found to be highly prepared for teaching. Focusing on alleof the
service teacherwho participated in thstudy, 23% were rated low; 48% were rated moderate; and 29% were
rated as highly prepared teach.The examination of thpre-service teacheffpreparedness to teach according

to the departmental variable was given at Table 5.

Table 5. FTestresults according to departmental variable refgerviceteacher§f UHDGLQHVYV WR WHDF|

Preparedness to Department N %o Sd T Sd P
Teach
Forming an Primary SchooPre-Service 60 2138 536 .725 125 470
effective learning Teachers
atmosphere PreschoolPre-ServiceTeachers 67 2070 5.22
Designing the Primary SchooPre-Service 60 2230 521 1166 125 .246
instructional Teachers
process PreschoolPre-ServiceTeachers 67 2113 5.96
Techno Primary SchooPre-Service 60 1785 489 810 125 420
pedagogical Teachers
competency PreschoolPre-ServiceTeachers 67 1713 5.04
Understanding the Primary SchooPre-Service 60 1110 220 .683 125 496
learner Teachers
PreschoolPre-ServiceTeachers 67 1080 2.60
Total Primary SchooPre-Service 60 7263 1608 .952 125 .343
Teachers

PreschoolPre-ServiceTeachers 67 6977 1757

FromTable 5, it is understood that there is no significant difference between the overall average scores and sub
dimensional average scores of the primary schuelservice teacherand preschool pre-service teachers
(p>.05). When looking at the average @lktotal and sullimension scores in the Preparedness to Teach Scale,
the average score of the primary schpm-service teacheris higher tharthat of the preschoolpre-service
teachers.

Findings Concerning the Second SuProblem

The qualitative findings obtained from the perspectives of pgieeservice teachersthrough focus group

interviews were given. Themes and codes obtained from private interviews with the primary school and pre
schoolpre-serviceteacheravere modeled and esented with the MAXQDA program on the same figure. The

aim of presenting both on the same model is to compare the perspegbiresefvice teacherand to reveal

similarities and differences clearly. In this context, the interview data of the reseachgiven in a
FRPSOHPHQWDU\ DQG VXSSRUWLYH PDQQHU RI WKH UHVW RI WKH
most/frequently stated by thpee-serviceteachers are specified with dark colors in the model.

The model of the skills which thgreschoolpre-service teachersvanted to develop in students is included in

Figure 2.
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Figure 2.Skills that preschool preervice teachers wanted to develop in students

The model of the skills which the primapyre-service teachersvanted to develop in students is included in
Figure 3.
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In Figure 2and Figure 3it is seen that the primary school and-pecloolpre-service teachemnostly indicated
daily life skills XQGHU WKH W L Waeddtirthidking BKilBa@d gpoblerh’solving skillsinder the title of
3SKLJRHIUG HU W K L QotaQualugNan @ tBevability to express yoursglfier the titte d 3V-HGH QW LW\’
while describing the skills they wanted to develop in students. In add#idgrepreneurshipunder the title of
3VRFLD @asvhihgl 4bilityXQGHU WKH WRWGH R WKL Chad@nlcskilld L€ the theme
RI SOHQUQURFHVYV"™ ZHUH HQFRGHG O H Vs¢h@olpré/skriice3da¢herBTda pirrd¢yR RO D QG
schoolpre-serviceteachers drew attention to the developmemditéérent thinking skillsn students, whereas the
pre-school pre-service teachersndicated on thegains, indicators and development areagntioned in pre
school teaching progranthe examples of direct quotations from the perspectives gbraservice teachers
with featured codes are presented below:
3)LUVW RI DOO , DL BkiW.RI @Gaitvit! dewreBdp BhRiUIRI to be a good person, a good
IULHQG D JRRG FKLOG D®)G D JRRG FLWL]HQ =~ 3UL
3 WKLQN LW LV QHFHVVDU\ WR VXSSRUW DOO GHYHORSPHQW D

DUHD -P,) 3UH

The points thathe preschoolpre-serviceteachersared about in designing the education proegesshown in
Figure4.
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Figure4. Points that preschoplre-serviceteachergared about in designing the education process

The points that the primanyre-service teacherscared about in designing the education proeegsshown in
Figure 5.
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Figure 5. Pointshat primarypre-serviceteachergared about in designing the education process

In Figure4 and Figure bit is seen that the students rely Activities and Measuremestaluation activities
XQGHU WKH WLWOH RI 3$FWLYLW\ EDVHG” LQ GHVLJQLQJ WKH HGXFDW
primary schoobpre-service teaches usedvideos,imagesand materialsin this process. Besides, the jm&hool
pre-serviceteachersvere relying onFRQVLGHULQJ VWXGHQWVY OHYudder fRe tileHb¥ HOR S P H (
36 WX GHQ VWaib IntichBrs XQGHU WKH WLWOH RNdOEIRQGBR BMOMHB/LWOQE RI 3,Q
PDWHULDO" 7KH H[DPSOHV RI GLUHFW T XReADAteltdahdrsiith RAtuWdKH SHUVS
codes are presented below:

3, XVH DFWLYLWLHYV Wclpativh df $tutentsUWitrDsEA activitie S, BheyWill learn by doing

DQG H[SHULHQFLQJ VR ZKDW WKH\ OHDUQP4LOO VWD\ SHUPDQHQW

3, WKLQN LW LV YHU\ LPSRUpassi@evbalnee iH WsdistElmtiov f abticiteesing W L Y H
&KLOGUHQ VKRXOG QRWP)HHO WRR WLUHG RU WRR ERUHC

WKH GD\
Thepreschoobre-service teacherfocus points about program outcomes are shown in Fjure
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Figure6. Preschoopre-serviceteachergfocus points aboytrogram outcomes

Theprimarypre-service teacheffocus points about program outcomes are shown in Figure 7.
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Figure 7. Primarypre-serviceteachergfocus points about program outcomes

In Figure6 and Figure Yit is seen that thprimary schoolnd preschoolpre-service teachersmphasize more

on developmental and cognitive levels of studeKtQ GHU WKH WLWOH RI 3 VWXGHQW FKDUDEF
educational program outcomes of their students. It was determinedldbatsizeXQGHU WKH WLWOH RI
V W U X BMErnd ikkeds, intelligence areas and interes@ GHU WKH W LRKOH RF WeMWMbe# QMY ~ D QG
attractivenessXQGHU WKH WLWOH Rnuerg7esddnkdderJacSdidm§ kb \fiké-service teacherq]
opinions.Relevance to the subjeatder the title of "teaching subject” in the opinions ofgileeserviceteachers

andPhysical state properties of the classder the title of "class structure" were stated by thespheolpre-

service teacheras the focus point they paid attention to in order to achieve the educational outcomes. The
examples of direct quotation®fn the perspectives of tipee-serviceteacherswith featured codes are presented

below:

37TR DFKLHYH WKH RXWFRPHY |, ILUVW WU\ WR XQGHUVWDQG VWXG
course more interesting according to their needs and makeRhémd L R X-%)" 3 UL
3 , SD\ DWWHQWLRQ WR WKH SK\VLFDO SURSHUWLHYV RI WKH FOD

XVLQJ VRPH PHWKRGV BFG WHFKQLTXHV =~ 3UH

Thepreschoopre-serviceteacher WHFKQRORJ\ XVDJH GXULQJ WBKH FODVV LV LQFOXC
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The primarypre-serviceteacherf WHFKQRORJ\ XVDJH GXULBJU&XH FODVV LV LQFOXGH
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Figure 9. Primaryre-serviceteacherf WHFKQRORJ\ XVDJH GXULQJ WKH FRXU

In Figure8 and Figure 9it is understood that therimary schooland preschoolpre-service teachereften
emphasizettracting attentionandincreasing attendancander the title of "awareness" in their opinions that
demonstrate the way they use technology in their classes. It is seen {hiatndmy schoopre-service teachers
often usepermanent learninginder the title of "learning procesahdevaluationcode under the title of "As a
tool". It was seen that the psehool pre-service teachersemphasizedearning with fununder the title of
"learning process". The examples of direct quotations from the perspectives pEt@vice teacherwith
featured codes are presented below:
, JLYH H[DPSOHV WR FDWFK VWXGHQWVY DWWHQWLRQ LQ WKH E

and to make evaluations at the end of the class- Pypri

"In these times, children are very interestedechnology and enjoy using it in classes. With activities

that benefit from technological tools, their level of motivation increases and they have a lot of fun." (Pre

Py
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The preschoolpre-serviceteacher§f REWDLQLQJ LQIRUPDWLRQ DERXW VWXGHQWVY OH
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Figurel10. Preschoopre-serviceteacherl REWDLQLQJ LQIRUPDWLRQ DERXW VWXGHQ
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Figure 11. Primarpre-serviceteacher§f REWDLQLQJ LQIRUPDWLRQ DERXW VWXGHQV

In Figure10 and Figure 11it is seen that the primary school and-pcloolpre-service teacherequently

emphasize the code abking questionsinder the title of "measuring tool" while obtaining information about
VWXGHQWIV OHYHO RI OHDU QL Q édvalugtioD @skihdat tHe €tle ¥ 'idaddimg to@"\biy V R1 WK
the primary schoopre-serviceteacheravas observed. The pezhoolpreservice teachergere determined to

maintain arendof-day evaluatiorunder the title of "measuring tool". The examples of direct quotations from

the perspectives of tipgre-serviceteacherswith featured codes are presented below:
8 $ SULYDWH WLPH VKRXOG EH JLYHQ IRU DVVHVVRAHtRsM DQG HYD

WKLQN WKH HYDOXDWLRQ WHVWYV , GLGPPW WKH HQG RI WKH FODVYV
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2&KLOGUHQ DOUHDG\ DFWLYHO\ SDUWLFLSDWH LQ DFWLYLWLHV ZKH
who do not participate actively in activities at thel-ef-day evaluation section. In fact, | try to give all
FKLOGUHQ D FKDQFH WR VSHDN VR WKDW , FDQ #gQUXUH RXW ZKR XQ

Findings Concerning the Third Sub-Problem

The reason why observation was preferred in the study is the thought tissryioe teachers would reflect
their professional readiness to their behaviour. In the study, the behaviours of$ieevixe teachers within the
scope of the Teaching Practidecourse in the primary educatiotepartment werdnterpreted with the
observation form created within the framework of the-dibensions of preparedness to teach.

It was noticedthat thepre-serviceteachemwith the code P#P, materialized theF RXUVHIYV DFTXLVLWLRQV E
VWXGHQWY DFWLYH ZLWK RULJLQDO PDWHULDOV VKH SUHSDUHG DQG
noticed that she maintained a democratic classroom environment where students could express their feelings and
thoughts easily. P#iP; codedpre-serviceteacherused the appropriate teaching methods and techniques for the

course content and used various reinforcement types by giving appropriate feedback to studpresefviee

teacher with the code PW; failed to manage his time effectively during the course observations and did not

JLYH FOHDU LQVWUXFWLRQV WR VWXGHQWY 6LQFH KH GLG QRW KDYH
caused misconceptions. In addition, it was observed that he dideappsopriate assessment and evaluation
approaches and did not ask questions to students at different cognitive levels. Therefore, it was seen that they
were bored in the class of thee-serviceteacher with the code P, and they lost their interest weedistracted.

Pri-Ps codedpreservice WHDFKHU DVVRFLDWHG WKH VXEMHFW RI WKH FRXUVH :
individual differences and development levels into account. In this coittewds seenthat students were very

happy in the classfohe pre-service teachensith the code P¥Ps and participated in individual or group studies.

It was determinedthat the primary schogire-serviceteachers could not identify the special learning needs or
difficulties of students in classrooms, didtngse many questions at different cognitive levels, did not care
enough about the importance of their thinking skill development, could not assist students to collaborate with
different individuals using digital tools, and did not offer a high amount toigiring examples that caught
students' attention. It waketectedhat thepre-serviceteachers did not ask questions that would inspire students

to research and did not use appropriate tools and materials to strengthen their teaching; they, therefore, had
difficulties in enriching the content. Neverthelegiswas found outthat all the pimary schoolpre-service

teachers started their classes with a video and simulation and animation images in order to get the attention of
students and to increase their learning levels.

The preschoolpre-serviceteacher coded P#fe, took advantage of ¢dnological tools within the classroom,

thus trying to keep students' attention on the course. Compared tdt this realizedthat thepre-service

teacher had problems in directing children in dynamic music events, planning the subject informatitingiccor

WR VWXGHQWVY OHYHO RI GHYHORSPHQW DQG WUDQVIHUUN®J KLV NQF
serviceteacher ignored the individual differences of studentsPRcenfigured the process by taking the needs

and individual differencesf students into accounkt wasseenthat $he planned their activities in a way that
students would be active and passive in turns:FRmas observed to be successful in configuring her
knowledge and skills in a way that students could understandewowPreP, and PrePs had trouble using

their voice effectively in the process. HRgwas observed to be successful in providing suitable environment to
allow them to learn as individuals and groups. However, she had trouble in giving students etped tha
participate in understanding how much students learnedPgireluded different types of activities in the

process and allowed students to learn both as individuals and as groups through the techniques they used in the
course. In addition to theelp of these techniques, tpee-serviceteacher led students to think with the open

ended questions he directed.

In general it was determinedthat all the preschool preservice teachersFRQVLGHUHG VWXGHQWVY
development as well as the gains in the education program while planning their activitigseEbevice
WHDFKHUV SUHSDUHG LQWULJXLQJ PDWHULDOV WKDW DWWUDFWHG VW
envionment, thus enriching the teaching activity. The-qumieool pre-service teachers were able to direct

guestions that led students to learn differently and prepared a classroom environment where students could
express their thoughts freely. However, fire-serviceteachers were seen to have problems while choosing
appropriate teaching strategies, identifying specific learning needs or difficulties, exerting their authority in the
classroom, and using technology.
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Discussion and Conclusion

In the study,pre-service WHDFKHUVY SUHSDUHGQHVV WR WKH WHDFKLQJ SURIHV
departmental variable. It was determined that the primary edugatéeserviceteachers were at a moderate

level of readiness to teach. In contrast to the resultbi®fresearch, Aybek and Aslan (2019) stated phet
serviceteachers intheir study were prepared to teach at a high level. Additionally, Crosswell and Beutel (2012)
revealed positive resultsn preservice WHDFKHUVY SUHSDUHGQHYVSimNaRredMtd ivér& LQ WKH
observed in the study of Croft (2018)here was no significant difference in the total scores of primary
educationpre-service WHDFKHUVY SUHSDUHGQHVY WR WHDFK 6Lfh®prd VFRUHV |
serviceteachersn the Preparedness to Teach Scale can be articulated with the presence of similar courses they

take in teacher training programs and with the fact that both departments are under the roof of the primary
education department.

No significant difference wafound between the departments in terms of -dithensions of forming an

effective learning atmosphere in the Preparedness to Teach Scale. In the focus group interviews, it was stated

that thepreservice WHDFKHUY SDLG DWWHQWLRQ WR VWXGHQWVY OHYHOV RI
activities and that they focused on individual differences. In addition, they emphasized the necessity of
preparing an effective learning environment according toldt@dW VY LQWHUHVWY QHHGY DQG W\E
was observedhat thepre-serviceteachers had difficulties in choosing appropriate teaching strategies and
UHFRJQL]LQJ VWXGHQWVY VSHFL D Opresdriité Q/IHDI R H bl \BdSRIdRrEG HEF X OW L H \
appropriate methods and techniques for students within the scope of the teaching application course supports the
UHVHDUFK UHVXOWV Rl .DUDVX Thi¥ FelultDcQir@id@sQuitio the Eadt HApte-service

teachers inhestudy of *LUPHQ .000o0 DQG .D\D PDGH PLVWDNHVY ZKLOH FDU!
techniques in their teaching practice course experience and could not determine appropriate methods and
techniques Preserviceteachers gain teaching skills fogaching strategies they will use in the educational
environment before entering the teaching profession. However, while gaining these skills, the theoretical aspect

of the work shows the basis whereas the practical aspect shows effectiveness. Unlessdtieattdimension

is transformed into experience with practices, it is not possible to raise teachers who own these skills (Coban,
2015). Another reason for this result is the lack of field practices in the teacher training process (Aktemur Girler

& Tekmen, 2020).

No significant differencewas found between the departments in terms of -dihensions of designing the

instructional process in the Preparedness to Teach Scale. In the opinions of the primary schoedcdmablpre
pre-serviceteachers on thelgnning status of the teaching process, it was determined thadretservice

teachers emphasized that higleder thinking skills such as reasoning, creative thinking and problem solving

skills should be developed in students. In addition, they exmtéssemportance of developing daily life skills

and stressed the fac that the ability to express themselves was required for students to keep up with social life.

The points highlighted by thpre-serviceteachers also coincide with the development @ldifig learning,

information literacy and higlevel thinking skills which are the requirements of the twdimgt century

(Demirel & Akkoyunlu, 2017). In addition, thpre-serviceteachers often emphasized that moral education

should be seen as importad the education of academic skills and that teachers should be models for students

when it comes to moral values (Prancisca & Rizqi, 2018). Especially primary school aschpot teachers,

working with a young group of students, are important actoradral education. In order for primary school

and preschool preservice teachers to educate generations properly, they must have knowledgeable
TXDOLILFDWLRQYV HTXLSPHQW DQG LGHDO YDOXHV LQ PRUDO HGXFDYV
Deveci, D16; Celik, Esmer & Yilmaz, 2016; Cetin & Unsal, 2019). In addition, it wascedthat thepre-
serviceteachers did not give students a chance to participate equally during tbkeissrobservations and had

class management problems. Different acadevhl XGLHV VXSSRUW WKLV RXWFRPH RI WKH |
&DQ hQYHU ,Q WKHLU UHVHDUFK $N\00GO] $O0OWXQ DQG .DV
consultant teachers troublpde-serviceteachers at the point of class manageneaising them to be distressed

and not to be able to feel like teachers. It is thought that the crowded classes in wipieksti@iceteachers

taught were the main reason why they used the reactive model which is one of the traditional approaches to
classroom management.

No significant difference was spotted between the departments in termsdifreetsions of understanding the
learner in the Preparedness to Teach Scale. Nevertheless, rikaliaedthat understanding the learner status
varied on the &sis of departments in interviews and observations. It was determined that-Huqoipre
serviceteachers were based on the-pchool education program while designing the instructional process and
paid attention to specified gains and indicatorstlier development levels in the program. Additionally, it was
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realized that the prschoolpreservice WHDFKHUV RIWHQ LQGLFDWHG WKDW WKH\ QHH(
development areas such as motor, cognitive and seiational development. While signing activities that

pre VFKRRO WHDFKHUV ZLOO SUDFWLFH WKH\ PXVW WDNH VWXGHQWVTY G
results of the study show that psehoolpre-serviceteachers gain this awareness during their undergraduate
education. It is seen that primary schpod-serviceteachers are careful to act in accordance with the subject in
DFWLYLW\ SUHIHUHQFHV DQG WR HQVXUH VW XayHsghabVdhdpFsitidoY H SDUWL
pre-serviceteachers frequently mentioned that they often asked questions to students at the point of evaluation,

they did not point questions in the appropriate cognitive structure. In addition, fibmas outthat they did nb

spend enough time on alternative measurement and evaluation methods and techniques. In some studies, both
pre VFKRRO .DUDFDR=+OX hQ Y H U preservicB W 8 DIAKLIHADW \ *YNF K RID® L Q .
shown to have problems on measuremedtaraluation practices. This conclusion from the study suggests that,
althoughpre-serviceteachers theoretically learn about alternative measurement assessment approaches in detail,

they cannot stop the influence of the traditional approach while pragtitese methods and techniques.

No significant difference wa®und between the departments in terms of-dihensions of technpedagogical

competency in the Preparedness to Teach ScalepiBservice WHDFKHUVY OHYHO RI WHFKQRORJ
alsoexamined in the observations and interviews. As a result, it was determined that the primary schoel and pre
schoolpre-serviceteachers used technology to catch attention and increase class participation. It was observed

that the primary schogire-servie teachers used technological tools such as video, simulation and animation

images in the activities both at the start of the class and for evaluation purposes, thus trying to increase the
learning levels of their students. The ys@hoolpre-serviceteacters were often found to include videos to make

students learn by having fun, and other technological tools were used rarely in their classes. This result is also

seen in studies that demonstrapedservice WHDFKHUVY ODFN RI N QR ZoyHds teehnolog. OOV D QC
(Bingimlas, 2009; Zhao, 2007). Use of technology in classes is known to have a positive effect on students'
HGXFDWLRQ DQG GHYHORSPHQW &RXVH &KHQ <O0GO] 'XUDN 7F
higher order thinking sks such as logical thinking and decistaraking skills can be achieved by early use of

technology (Kol, 2017). Are-serviceteacher should be able to follow technology closely and use it effectively.

This is actually an inevitable consequence of beirtgeérage of technology.

Recommendations

Based on the results obtained in the stadgjvities for forming an effective learning atmosphere, designing the
instructional process, understanding the learner, and tgudotegogical competency can be plannedpfer
serviceteachers in primary education departments before entering the tegecbifegsion.Courses such as

school experience and teaching practices should have a bigger importance during teacher training programs,
through whichpreservice teachers will gain teachingractice. Hucational environments based on social
cooperation camlsobe created for primary education departnyamtserviceteachersThis wouldallow them

to share their experiences in professional life a consequence of whiphe-serviceteachersvould improve

their preparedness to teach based on each othegsenge.lt canalsobe suggested thatorkshops and pre

service professional development programs can be created to provide a holistic understandipgstthize
WHDFKHUVY SUHSDUHGQHVV WR WHDFK DQG WR UDLVH DZRBWHQHVYV UH
that, snce primary education departmepte-serviceteachers differ from other branches, the reflections of
teaching in the educational pexs regarding their preparedness to teach can be examined in a longitudinal
study by considering different variables.

The Limitations of the Study

The limitations of the study were as follows: The research was held in two different schools and faentdiffe
FODVVHV DFFRUGLQJ WR WKH 237H pré&déivigel teadh&fFow ttHe hhiimary édachtidly R1 W KH
department, and the observation, as one of the qualitative data collection tools of the research, was performed

two hours a week for 8 weeks.
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APPENDIX A: SAMPLE SCALE ITEMS

Forming an effective learning atmosphere
To be able to identify and focus on specific learning needs or difficulties
To be able to choose appropriate teaching strategies for different educational purposes

Designing the instructional process
Using questions to encourage students to learn in different ways
Helping students develop critical thinking and probiestving skills

Techno-pedagogical competency
To increase student interest and learning level
Evaluding and monitoring student success

Understanding the learner
Teaching field concepts, knowledge and skills in a way that students can understand
To create challenging, appropriate learning and success expectations for students

APPENDIX B: FOCUS GROUP INTERVIEW QUESTIONS

1. What are the focal points pfe-serviceteachers for achieving educational program outcomes? What are you

focusing on?

2. What are the points thate-serviceteacherpay attention to/care about while designing the instructional

process?

3. What are the skills thatre-serviceteachers would like to develop in students?

4. HowispreserviceWHDFKHUVY WHFKQRORJ\ XVDJH" +RZ GR \RX XVH WHFKQRO
5. How do you learn abowtbtainLQJ LQIRUPDWLRQ DERXW YWXGHQWTVY OHYHO RI OHI

APPENDIX C: OBSERVATION FORM SAMPLE ITEMS

Forming an effective learning atmosphere
Recognizes the special learning needs or difficulties in the classroom.
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Chooses appropriate teaching strategies féerdift educational purposes.

Designing the instructional process
Creates environments for students to express their different ideas.
Cares about the development of their thinking skills in students.

Techno-pedagogical competency
Teaches witlenrichments.
Increases the level of learning with activities such as videos, simulations and animation images during the class.

Understanding the learner
Identifies learning deficiencies and tries to address them.
Uses questions to measure higheder stident skills such as analysis and synthesis.



International Journal of
INTERNATIONAL JOURNAL Contemporary Educational

of

CONTEMPORARY Research (IJ C ER)

EDUCATIONAL RESEARCH

WWW.ijcer.net

Analysis of the Relationships betweel
Academic  Motivation, Engagement,
Burnout and Academic Achievement with
Structural Equation Modelling

Servet Atik*, Osman Tayyar Celik'
'12QRQX 8QLYHUVLW)\
Article History

Received: 15.1.2020

Received in revised form: 02.2921

Accepted: 08)5.2021

Available online: 30.06.2021

To cite this article:

Atik, S. & Celik, O. T. (2021). Analysis of the relationships between academic motiv:
engagement, burnout and academic achievement with structural equation mo
International Journal of Contaporary Edeational Research, (8), 118130 DOI:
https://doi.org/10.3320{)¢er.826088

This article may be used for research, teaching, and private study purposes.

Any substantial or systematic reproduction, redistribution, reselling, loadjceuising,
systematic supply, or distribution in any form to anyone is expressly forbidden.

Authors alone are responsible for the contents of their articles. The journal ow
copyright of the articles.

The publisher shall not be liable for any loss, actions, claims, proceedings, dem|
costs or damages whatsoever or howsoever causedgadsiectly or indirectly in
connection with or arising out of the use of the research material.



http://www.ijcer.net/

Analysis of the Relationships between Academic Motivation, Engagement,
Burnout and Academic Achievement with Structural EquationModelling

Servet Atik!, Osman Tayyar Celik”
13QRQX 8QLYHUVLW)\

Abstract

7KH DLP Rl WKLV VWXG\ ZzDV WR H[DPLQH WKH UHODWLRQVKLSY EHW:
engagements, burnouts and academic achievements with structural equadilling The participants of the

research consisted of teacher candidatedystg in the faculty of education at a state university in Eastern
Turkey (n=861). The model, which was set within the research, was confirmed. 5 out of 6 hypotheses were
accepted, while 1 of them was rejected. In the consequence of the research, étenmindd that academic
motivation predicted burnout directly and negatively; academic motivation predicted student engagement
directly and positively; burnout predicted student engagement directly and negatively; burnout predicted
academic achievement datly and negatively; student engagement predicted academic achievement directly
and positively, on a significant level statistically. Moreover, burnout had a mediation role in the relationship
between academic motivation and student engagement; studgageement had a mediation role in the
relationship between burnout and academic achievement; both student engagement and burnout had a mediation
role in the relationship between academic motivation and academic achievement. Academic motivation
explained nedy 31% of the variance in burnout; academic motivation and burnout together explained nearly
44% of the variance in student engagement; and the confirmed model explained nearly 13% of the variance in
academic achievement. Further implications of thesdirfgs for practical use and further research are
discussed.

Key words: Teacher candidates, Academic motivation, Student engagement, Burnout, Academic achievement.

Introduction

Training process of individuals who will become teachers in the near fistare area which is accentuated in

GHSWK DURXQG WKH ZRUOG DQG HGXFDWLRQ VA\WWHPV JLYH SDUWLF
willingness, reluctance, engagement, being innovative in the process of learning and teaching in the classroom;
thatis, actions in the process of improving themselves during college education are important for their teaching
SURIHVVLRQ LQ WKH XSFRPLQJ \HDUV 7KXV LW FDQ EH H[SUHVVHG WHK
and affect their prservice educabh process. Several definitions and classifications about motivation have been

made in the literature. Academic motivation is one of these definitions. Academic motivation affects learning
outcomes which students get in the process of education posiéimdlycontributes to reducing undesirable

behaviour in educational environments (Vallerand, Pelletier, Blais, Briere, Senecal &Vallieres, 1992).

It has been revealed within the studies in the literature that academic motivation has an effect on the concept
like school attendance, reducing dropout rate, memorability of knowledge, academic achievement, fulfilling
assignments and duties, researching, focus on courses, not getting bored in class, positive classroom
relationships (Clark & Schroth, 2010; DiPer8a€Elliott, 1999; Eccles & Midgley, 1990; Litalien, Morin,
Gagné, Vallerand, Losier & Ryan, 2017; Wormington, Corpus & Anderson, 2012), enjoying learning (Eccles &
Wigdfield, 2002; Zimmerman, 2008), student engagement (Green, Liem, Martin, Colmar, Marsin&riy,
5RHVHU 6WUREHO 4 XLKXLV 'R+DQ EXUQRXW 'DYLG
2016; Veyis, Secger & Ulas, 2019) and academic achievement (Guay, Ratelle, Roy & Litalien, 2010, Rodriguez,
Castillo & Gandara, 2013).

’ Corresponding Autho©.Tayyar Celik otayyar44@gmail.com
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Acadcemic motivation has been defined by Bozanoglu (2004) as producing necessary energy for academic duties

and affairs. Motivation of students in general view and academic motivation of students in special view play a
critical and important role in educationahvironments and processes. Academic motivations of students are
DIlHFWHG E\ YDULRXV IDFWRUV O0DQ\ IDFWRUV OLNH WHDFKHUVY F
relationships with students, the use of rewards and punishment in classroom, classle@Mcil VW XGHQWV
perceptions of seléfficacy, focus on goals, friend relationships and supports affect academic motivations of
students (Rowell & Hang, 2013). It can be stated that motivation of students in all education levels from pre

school to college ds positive contributions to educational process. Within the context of this study, various
HIDPLQDWLRQV DQG GLVFXVVLRQV KDYH EHHQ PDGH LQ WHUPV RI S
motivation to educational process and reducing negative tasedscational process.

Another variable discussed within the research is student engagement. It has been discovered within the studies
that student engagement has an effect on various educational variables. The studies on student engagement
discussed dafervable aspects of engagement previously, but the following studies tried to explain student
engagement in more detail by focusing on affective aspects of engagement (Brophy, 1983; Connell & Wellborn,
1991; Finn, 1989). The recent studies discussed engageas a multidimensional concept (Fredricks,
%WOXPHQIHOG 3DULV %HKDYLRXUDO HQJDJHPHQW IRFXVHG RQ RE
educational processes like following classroom rules, class attendance, active participation &nthg le
process and fulfilling duties and responsibilities (Finn, Pannozzo & Voelkl, 1995;Walker, GReldaasell,

2006). Affective engagement can be defined as combination of feelings for teachers, friends and school like
belonging, identification, valuehappiness, interest, sadness and anxiety (Connell & Wellborn, 1991; Finn,
1989). Cognitive engagement refers cognitive processes student uses in classroom such as problem solving,
organizing knowledge and signifying knowleddg@rgphy, 1987; Connel& Wellborn, 1991;Li & Lerner,

2013).

Increasing student engagement affects some variables like academic achievement (Reyes, Brackett, Rivers,
White & Salovey, 2012; Storlie & Toomey, 2020), reducing undesirable behaviour (Nelson, 2015), reducing
alienation (Wmpenny & SavirBaden, 2013), reducing level of burnout (Schaufeli, Martinez, Pinto, Salanova

& Bakker, 2002), academic effort, motivation, reducing dropout rate (Alexander, Entwisle & Kabbani, 2001;
Buhs & Ladd, 2001; Fredricks, Blumenfeld & Paris, 2004m et al., 2014) and positive attitude towards
school and learning (Chiu,Pong, Mori & Chow, 2012; Sever, Ulubey, Toraman & Ture, 2014).

It has been determined within the studies in the literature that student burnout has a negative effect on
educationalprocesses and academic achievement (Salkela& Upadyaya, 2017). Student burnout is

described as student exhaustion due to studying hard and academic demands, perception of underachievement,
negative attitude towards school and school activities and gemez of feeling of incompetence and
development (Lee, Puig, Kim, Shin, Lee & Lee, 2010; Salmeta Kiuru, Leskinen & Nurmi, 2009). Burnout

IURP VWXGHQWVY SRLQW RI YLHZ LV WR IHHO H[KDXVWHG GXH WR VWX
(Schaifeli, Martinez, Pinto, Salanova & Bakker, 2002). Student burnout can be defined as syndrome showing
VWXGHQWVY HIKDXVWLRQ JHWWLQJ WKHPVHOYHYV VWUHVVHG RI VWXGH
to school and state of exhaustion caubg pressure (Aypay, 2012). It can be stated that college students in

general view, teacher candidates in special view get exhausted because of various reasons such as future
anxiety, beginning to work, projects, duties, keeping away from family, impyodmemselves, friend

relationships and economic problems.

It has been revealed within the studies in the literature that student burnout causes many negative outcomes
IURP DQ HGXFDWLRQDO SHUVSHFWLYH 7KHVH DUH &GdiRd0d, Q0H3;LQ DFDG
SalmelaAro, Savolainen & Holopainen, 2009), lack of motivation for classes and school (McCoach & Siegle,

2001; Reis & McCoach, 2000), developing negative attitude towards classes and school {&amela
Savolainen & Holopainen, 2009), dime in academic sekfficacy (Lee, Puig, Kim, Shin, Lee & Lee, 2010),

increase in school dropout rates (Yang & Farn, 2005), increase in school absenteeism (Kutsal, 2009) and decline

in student engagement (Fiorilli, De Stasio, Di Chiacchio, Pepe & Salwel| 2017). According to the results

of the studies, it can be stated that burnout affects especially student engagement and academic achievement.
Moreover, it can be remarked that increasing student motivation reduces student burnout.

Academic achieveamt provides an opportunity to make various comparisons about education in national and
international context and to evaluate outcomes of educational systems, so it is an important concept in planning

and performance of educational processes. AcademidHaxti PHQW FDQ EH GHILQHG DV OHYHO
DFKLHYHPHQW LQ DQ HGXFDWLRQDO LQVWLWXWLRQ OLNH VFKRRO $G
performing specific objectives designed specially in a structured environment like universityesiradd
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competence and level as performance outcomes (Steinmayr, Meil3ner, Weidinger & Wirthwein, 2015).
Academic achievement is affected by many factors based on individual and environment (Atik & Ozer, 2020).
In the consequence of the studies conductel teicher candidates, some factors affecting their academic
achievement are these: motivatidgytnur & Geban, 2011Wurf & Croft-Piggin, 2015), student engagement
(CastraVillarreal, Guerra, Sass & Hseih, 2014; Daniels, Radil & Goegan,)28id burnout @ ON OV

College years are an important period for teacher candidates, in which they acquire professional knowledge and
skills for professional development. Teacher candidates mainly acquire theoretical knowledge and contribute to
their professionatievelopment with applied courses in this period. On the other hand, they contribute to their
personal development by socializing. A qualified-pegvice training is important for teacher candidates to
overcome the problems they will encounter in theyegehrs of the profession and to continue their professional
career. An important indicator that teacher candidates have acquired sufficient knowledge and skills related to
their profession is their academic achievements. The factors affecting the acadeievements of students at
different school levels have an extensive research literature, but the variables of academic motivation, school
engagement and burnout that can affect the academic achievements of teacher candidates have been discussed
togetherin a limited number o$tudies (Cazan, 2014; Wen et al., 2014). Modeling variables that may affect the
academic achievements of teacher candidates will contribute to the determination of the content of intervention
programs that can be developed for tesatandidates during their university education and thus to the quality

of teacher preparation programs.

Hypotheses of the researcher were developed and structural egqunatietingwas set and drawn in the light of
abovementioned literature and the statistical findings of these studies were utilized. Within the scope of this
research, the relationships between academic motivation, school engagement, burnout and academic
achievementvere investigated with structural equatimodelling

H1: Academic motivations of teacher candidates have a negative effect on their burnouts.

H2: Academic motivations of teacher candidates have a positive effect on their engagements.

H3: Burnouts of teacher candidates have a negative effect on their engagement.

H4: Burnouts of teacher candidates have a negative effect on their academic achievements.

H5: Academic motivations of teacher candidates have a positive effect on their acadeievements.

+ 7THDFKHU FDQGLGDWHVY HQJDJHPHQWY KDYH D SRVLWLYH HIIHFW RC

Method

Research model

7KLY UHVHDUFK LV D UHODWLRQDO VWXG\ GHWHUPLQLQJ WKH UHOD
motivations, engageents, burnouts and academic achievements. Structural Eqbddidelling, one of the

analysis methods used in relational studies to determine relationships between variables (Fraenkel & Wallen,
2009), was used within the scope of the research.

Structural equatiomodellingis a statistical technique showing and testing relationships between one or more

than one dependent variable, or one or more than one independent variable all together (Tabacknick & Fidell,
2013).

Participants

The researclvas conducted with voluntary students studying in the faculty of education at a state university in
Eastern Turkey in the 204819 academic year. The final analyses of the research were performed with data
gathered from 861 students. Among these studé0®,(70.7%) of them were female, while 252 (29.3%) of

them were male and 185 (21.5%) of them were sophomore students, 318 (36.9%) of them were junior students,
while 358 (41.6%) of them were senior students.

Data collection bols

Data collection tools ansisting of four parts as demographic information (gender, grade level, CGPA=
Cumulative Grade Point Average), Academic Motivation Scale, College Students Engagement Scale and
Maslach Burnout InventoryStudent Form was used in the study. The scaleseimata collection tools were
explained below.
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Academic Motivation Scale

The Academic Motivation scale, used in order to determine motivations of students studying in faculty of

HGXFDWLRQ ZDV GHYHORSHG E\ % R]D QR+ O Xh school stddéhts ¥rieiRI€oHIsED Y GHY I

IRU YDULRXV VWXGLHV FRQFHUQLQJ FROOHJH &/DulKeB, H@TY. Vhisstde U 3$UO

contains sSUb GLPHQVLRQV oRer 2HWWOQJ 38VLQJ .QRZOHGJH™ DQG B3'LVFRYHU\’

The sSFDOHYVY YDOLGLW\ DQG UHOLDELOLW\ FKHFNV ZHUH SHUIRUPHG DJI

order confirmatory factor analysis was performed for the scale and according to the analysis results, the values

of goodnesof-ILW ZHUH W KHMFI=(696CGAGFI=0.95, NFI=0.96, NNFI/TLI=0.96, IFI=0.95, CFI=

0.97, RMSEA=0.021, RMR=0.034, SRMR=0.039. Cronbach's alpha internal consistency coefficients for the

subGLPHQVLRQV RI 3*HWWLQJ 2YHU 2QHVHOI" 338VLQJ .@R&AEGKWSaIH DQG 3
3 3 " DQG 3 " UHVSHFWLYHO\

College Students Engagement Scale

This scale was developed by OzerAfik (2014). The scale consisted of one dimension and 11 items. The fit
LQGLFHV RI WKH FRQILUPDWRU\ IDFWRU DQDO\VLV IRU WKLV VFDOH
NFI=0.97, NNFI/TLI=0.96, IFI=0.96, CFl= 0.96, RMSEA=0.026, RMR=0.034, SRMR=0.022URQEDFK{TV
alpha value of this scale was .90.

Maslach Burnout InventoryStudent Form

Maslach Burnout InventoryStudent Form (MBISF), developed by Schaufeli, Martinez, Marg&asto,

Salanova& Bakker (2002), was adapted to Turkish by Capri, Gurglizok¢cakan (2011). The scale had a 3
subdimensional structure consisting of 13 items in total. TheseGUWWPHQVLRQV ZHUH QDPHG DV 3
LWHPV ~ 3GHVHQVLWL]DWLRQ LW H PV -oid€p GnfiffrAtBry fastoHapddis watk W H P V
pefformed for the scale and according to the analysis results the values of genfdiitesgere these:

$ Gl *), $*), 1), 11), ) &), 506 (%
RMR=0.044, SRMR=0.048. Cronbach's alpha internal con&steneﬁments for the suldimensions of

30 XUQRXW  3HVHQVLWL]DWLRQ DQG 3&RPSHWHQFH DQG IRU WKH ZKR
respectively.

Process and Data Analysis

Data of the research were gathered in the spring semester ofli @I academic year. The data collection
process was applied based on voluntariness. Filling out the scale took 15 minutes on average. The students
entered the student information system to learn their grade point averages while filling out the éetiarcoll

tool. The students were asked to write their current cumulative grade point average (CGPA) into data collection
tool. Univariate and multivariate normal distributions of the dataset were checked to conduct structural equation
modelling The result®f the analysis are shown in Table 1.

Table 1. Multivariate normality analyses
Coefficient Coefficient

Variable of Skewness e of Kurtosis o
Academic Motivation -.281 -.365 172 1.029
Burnout .346 .149 -.168 -
Student Engagement  -.605 -.253 294 1.762
Academic Achievement -.383 -.588 -.246 -
Multivariate .897 1.899

[c.r.: critical ratio]

At first, univariate normal distribution assumptions (Z scores between +33aadd skewness and kurtosis

values between +1 and wereselected as the baseline) were checked for the research analyses. It has been
determined as a result of the analyses that the dataset is in accordance with univariate normality assumptions.
When univariate normality assumption was examined for the dailagets accepted as a reference point that

skewness and kurtosis values were between +tardV UHQFDQ VXJIJHVWHG 7KH\ ZHUH W
points in multivariate normality analyses that multivariate kurtosis value was between +2,aadd

multivariate critical ratio value was less than 1.96 (Bayram, 2010). It was determined as a result of the analyses
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that the dataset was in accordance with both the univariate and the multivariate normality assumptions.
Maximum likelihood method in SPS8MOS 21 program was used in the process of data analysis.

Findings

Descriptive statistical analysis of the variables was conducted in the first analysis step of the research data.
Results of the analysis are shown in Table 2.

Table 2.The results of thdescriptive analysis

B sd 1. 2. 3.
1. MOT 3.32 11.37
2. BUR 2.60 1.71 -.56
3.ENG 3.72 6.76 64 -.50
4. AA 2.82 2.46 14 -30 31

(MOT: Academic Motivation, BUR: BurnouENG: Student Engagement, AA: AcaderAichievement)

According to the correlation analysis results in Table 2, it is seen that the means of the variables vary between
2.60 and 3.72, and the standard deviation values vary between 2.46 and 11.37.

As a result of the correlation analysis, it Ha=en found that there is a negative, medium level, significant
UHODWLRQVKLS EHWZHHQ VWXGHQWVY DF D56;Hhe.0M); RpyEitive DWdilRIQV D QG
level, significant relationship between their academic motivations and their ergpatgenr.64; p<.001) and a

positive, small level, significant relationship between their academic motivations and their academic
achievements (r=.14; p<.001). It has been determined that there is a negative, medium level, significant
relationship betweenusnout and student engagement-(69; p<.001); a negative, medium level, significant
relationship between burnout and academic achievemen8@r=p<.001). It has been revealed that thsre

positive, medium level, significant relationship betwsardent engagement and academic achievement (r=.31;
p<.001).

The model, set based on the theoretical knowledge of the research, was analyzed with AMOS 21 program.
Standardizedegression coefficients and significance levels of regression coefficiente @hilysis and the
hypotheses of the research are shown in Table 3.

Table 3.Hypotheses of the research and analysis results of the model

Hypotheses  Pathways Between Variables B t-value Result

H1 BUR <--- MOT -.09 -56 19.83 Accepted
H2 ENG <--- MOT 31 .53 17.06 Accepted
H3 ENG <--- BUR =77 -20 6.63 Accepted
H4 AA <--- BUR -.05 -19 592 Accepted
H5 AA <--- MOT .04 .03 1.79 Rejected
H6 AA <-- ENG .019 22 6.63 Accepted

(MOT: Academic Motivation, BURBurnout ENG: Student Engagement, AA: Academic Achieveme

When Table 3 is examined, it is seen that five pathways in the model are significant (p<.05), but the pathway
between academic motivation and academic achievement is insignificaB5)pAmong the hypotheses,
developed in the context of this research, 5 out of 6 hypotheses were accepted, and 1 of them was rejected.
Goodnesof-fit values obtained from the analysis are shown in Table 4.

Table 4.Goodnes®f-fit index results of theanfirmed model
Goodnessof-fit Values

Fit Index Acceptable Fit Good Fit Obtained from the Research
$ GlI "$ Gl "% Gl 0.98 (Good Fit)
GFlI "), TRy, 0.99 (Good Fit)


im:İçsel
im:İçsel

I (>

AGFI "), ngE), 0.99(Good Fit)
NFI "1y, "1y, 0.99 (Good Fit)
NNFI/TLI " 11), " 11y, 7 0.98 (Good Fit)
IFI "), "), 0.99 (Good Fit)
CFI " &), &), " 0.99 (Good Fit)
RMSEA " 506($ " " 506($ 0.03 (Good Fit)
RMR " 505 " " 505 0.04 (Good Fit)
SRMR " 6505 " " 6505 0.01 (Good Fit)
%URZOQ dHOLN <OOPD] _OLQH 6PHU Ul

JLW LQGLFHV LQ UHVSHFW RI WKH VWUXFWXUDO HTXDWLRQ PRGHOLQJ
(0.99), AGFI (0.99), NFI (0.99), NNFI/TLI (0.98), IFI (0.99), CFI (0.99), RMSEA (0.03), RMR (0.04) and

6505 DUH UHJD U G HTheDnédélr BoRfilamed.-hy the analyses in the research, is shown in

Figure 1.

Figure 1. Confirmedtructural equation modeling

According to the confirmed model, academic motivation (MOT) predicts burnout (BUR) directly and negatively

-56); academicPRWLYDWLRQ 027 SUHGLFWV VWXGHQW HQJDJHPHQW (1*
EXUQRXW %85 SUHGLFWV VWXGHQW HQJDJH®H Qunout((BUR)Pteditid= WO\ D Q (
DFDGHPLF DFKLHYHPHQW $$ G.19) &hB ¥ident &h@aGeni@ht JENG)LpYedi€s academic
DFKLHYHPHQW $$ GLUHFWO\ DQG SRVLWLYHO\ RQ D VLJQLILFDQ

Academic motivation (MOT) explains nearly 31% of the variance in burnout (BUR); academic motivation
(MOT) and burnout (BUR) tagther explain nearly 44% of the variance in student engagement (ENG); three
variables (MOT, BUR, ENG) altogether explain nearly 13% of the variance in academic achievement (AA). The
direct and indirect effects, standardized for the variables in the sabetuation modeling, are shown in Table
5.

Table 5.Bootstrapanalysis results of the effects in the confirmed model

Bootstrap Bias %95
Pathways value_s - cr

Coefficient  SE* Lower Upper

Limit Limit

Direct effect
027 : %85 -56 .02 -.59 -51
027 :ENG .52 .03 .48 .59
%85 : (1* -.20 .03 -.26 -.15
%85 : $% -.19 .04 -.26 -.14
(1* : $% 22 .04 .15 .28

Indirect effect
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027 : (1* A1 .02 .08 14
027 : $% 10 .02 .08 13
%85 : $% -.05 .01 -.06 -.03

*Standard Error, ** Confidence Interval

When bootstrapping coefficients and their confidence intervals are examined in Table 5, it is understood that the
direct and indirect pathways are significant. Besides, burnout (BUR) has a mediation role in the relationship
between academic motivation (MQTand student engagement (ENG). Student engagement (ENG) has a
mediation role in the relationship between burnout (BUR) and academic achievement (AA). Both student
engagement (ENG) and burnout (BUR) have mediation roles in the relationship between acamteraton

(MOT) and academic achievement (AA).

Results Discussionand Recommendations

7KLYV UHVHDUFK LV RQH RI WKH OLPLWHG QXPEHU RI VWXGLHY DQDO\]
academic motivations, engagements, burnouts and acadehievements all together. The model, developed

based on theoretical and statistical findings of the literature, was confirmed in the consequence of the research.
From this point of view, it can be expressed that the research provides more detailegsamalgiscussing
WHDFKHU FDQGLGDWHVY FROOHJH HGXFDWLRQ SURFHVV H[WHQVLYHO
WHDFKHU FDQGLGDWHVY DFDGHPLF PRWLYDWLRQVY KDYH D QHJDWLYH
revealed in the studies the literature that student motivations support educational process in a positive way. It

can be also remarked that motivation reduces problems in educational processes. Pisarik (2009) stated that
LQFUHDVLQJ VWXGHQWVY PRW Otfid® ¥iidirRsirvthe HeGaxuFersuppatted this EeXull f X W V
research Chang, Lee, Byeon, Seong & Lee, 2016; Veyis, Seger & Ulas,)20M&eover, it can be said that
WHDFKHU FDQGLGDWHVY DFDGHPLF PRWLYDWLRQV D ItheyFWcoeK H L U LPS
WHDFKHUV LQ WKH QHDU IXWXUH $OWOQNXUW <OOPD] (URO
PRWLYDWLRQ H[SODLQV QHDUO\ RI WKH YDULDQFH LQ WHDFKHU FDC
the future.

It has beenGHWHUPLQHG ZLWKLQ WKH UHVHDUFK WKDW WHDFKHU FDQGLGD)
on their engagements. This result of the research shows parallelism with the other studies in the literature (Jang,
2008; Guthrie, Klauda & Ho, 2013). Stu@eW VY] PRWLYDWLRQV IRU WKH FODVYVY DQG HGXF
undesirable behaviour (Petlak, Tistanova & Juszczyk, 2019), developing a positive attitude towards school and
learning GanbariTaleb, Ghanbari, Yousefi & Botlani, 2013; McCoach, 2008cusing on assignments and

duties (Katz, Kaplan & Gueta, 2009), active participation in educational process in classroom (Jang, 2008),
helping peer teaching (Keifer, Alley & Ellerbrock, 2015), improving themsegl@érkov, Vansteenkiste, Tao

& Lynch, 2007; Noels, Clément & Pelletier, 199%njoying learning (Abrams, 2005; Benson, 2003), reducing

dropout rate (Vallerand, Fortier & Guay, 1997), teacher burn8herf, McCaughtry, Martin, Garn,Kulik &

Fahlman, 201p student burnout Stoeber, Childs, Haywar& Feast, 2011 and increasing academic
achievementsAlivernini & Lucidi, 2011; Meece, Anderman & Anderman, 2006

,W KDV EHHQ UHYHDOHG ZLWKLQ WKLV UHVHDUFK WKDW WHDFKHU FD
engagements. The results ob&infrom other studies in the literature support the result of this research
(Alarcon, Edwards & Menke, 2011; Fiorilli, De Stasio, Di Chiacchio, Pepe & SalAm@a2017; Uludag &

Yaratan, 2010 It has been discovered by the studies that burnout aff@cSLYLGXDOfV ERWK VWXGH
normal life in a negative wayMaslach, Jackson, Leiter, Schaufeli & Schwab,1986; Saldela Kiuru,

Leskinen & Nurmi, 2009 )URP WKLV SRLQW Rl YLHZ LW FDQ EH VDLG WKDW WHI
collegeeducation, their improving themselves for their school teaching in the future, enjoying their lives and
achieving satisfaction with life in a negative way.

,QFUHDVLQJ WHDFKHU FDQGLGDWHVY PRWLYDWLRQV DQgth@iHUJLHV IF
burnouts (Alarcon, Edwards & Menke, 2011). Thus, things to do in order to increase positive energy of students
in general view, of teacher candidates in special view in the educational process and reduce their burnouts are
these: making studenfeel valuable and special, supporting their efforts in educational process, taking care of
their problems and helping them solve their problems, designing lessons according to student needs and levels,
enabling them active participation in the learnimggess, developing understanding of lifelong learning instead

of the idea that education and learning take place only in schools, making them realize that successes and
failures are parts of human life, raising awareness of students about the factargyrpdrental, peer and social
pressure, guiding them through activities enabling them to have a fun and quality time. In the consequence of
the research, academic motivation and burnout together explain nearly 44% of the variance in teacher
FDQGLG RYeHevit] HQJ
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,W KDV EHHQ IRXQG ZLWKLQ WKH UHVHDUFK WKDW WHDFKHU FDQGLG
academic achievements. This finding of the research shows parallelism with the other studies in the literature
(Collie, Holliman & Martin, 2017; Heng, 2014; Reyes, Brackett, Rivers, White & Salovey, )20tL2an be

stated that engagements of students in general view, of teacher candidates in special view have positive
contributions to their participation in class debates, their effortsrticipate in educational activities in class,

their interests and motivations for learnirigr€dricks, Blumenfeld, & Paris, 2004; Marks, 2D00 can be

expressed that reducing student engagement causes increasing undesirable behaviour in educational
environments, reducing the level of achieving goals and academic achievements, increasing dropout rate and
alienation from school, and increasing student burnAuthambault, Janosz, Fallu & Pagani, 2009; Kaplan,

Peck, & Kaplan, 1997; Salmekxo, Kiuru, Lesknen & Nurmi, 2009. It can be said that Turkey will go on

FDULQJ DERXW DQG XVLQJ LQVWUXFWLRQDO SURJUDPPHYV SURYLGLQJ
upcoming years thanks to tendencies in educational sciences, changes and transfameticcagion around

WKH ZRUOG 7KXV LW LV SRVVLEOH WR VD\ Véénicw/ediddtDir protessesD QGLG D\
DQG H[SHULHQFHY DERXW KRZ WR HQFRXUDJH VWXGHQWVY HQJDJHPH
important in terms fothe teaching profession. It can be stated that teacher candidates in the university see their
SURIHVVRUVY EHKDYLRXUV DIIHFWLQJ VWXGHQW HQJDJHPHQW SRVLWL
social learning theory.

It has been determined W KLQ WKH UHVHDUFK WKDW WHDFKHU FDQGLGDWHVY E
academic achievements. This result of the research bears a resemblance to the results of other studies conducted

E\ 'XUX 'XUX %DONOV -A1D \&DNRIDNP &009) 6aDD YaAddO (R004). Academic
achievement can be regarded as a premise to evaluate effectiveness and productivity of schools and education
VI\VWHPV DQG WR IROORZ LI WKH HGXFDWLRQDO JRDOV KDYH EHHQ DF
Lunenburg & Ornstein, 2013). Academic achievement and the factors affecting academic achievement were
discussed in many studies. Intense studies on academic achievement show the importance of the concept for the
educational process. It can be expresseddbatses teacher candidates took in faculties of education are for
increasing their mastering the field, their general knowledge and their pedagogical content knowledge, and
DGRSWLQJ WKH WHDFKLQJ SURIHVVLRQ 7HDFKHble fe@® @LGIoOwWHV ] V XFI
themselves in teaching.

7KH K\SRWKHVLY WHDFKHU FDQGLGDWHVY DFDGHPLF PRWLYDWLRQV
achievements, has not been confirmed. However, when the research results are evaluated it canabe said th
WHDFKHU FDQGLGDWHVY DFDGHPLF PRWLYDWLRQV KDYH DQ HIIHFW RQ
This result of the research bears a resemblance to the results of other studies in the |Baakuidifdleton,

Nguyen & Zwick, 2014; GuaRatelle, Roy & Litalien, 2010 The results of the research have shown the
LPSRUWDQFH RI VWXGHQWVY PRWLYDWLRQV HQJDJHPHQWY DQG EXUQF
variables discussed within the research (academic motivation, eng#gante burnout) altogether explain

nearly 13% of the variance in academic achievement. It is possible to say that this variance explanation is an
important result for academic achievement which is a concept affected by many factors. These suggestions can

be offered based on the results of the research:

X This research was conducted based on quantitative techniques. Further studies using mixed designs in
order to remove this limitation of the research can contribute to evaluating the results of the research
better.

X Conducting this research in various universities in Turkey and in the world can contribute to comparing
the research results.

x (GXFDWLRQDO DSSOLFDWLRQV DIIHFWLQJ WHDFKHU FDQGLGDWHVT
be increased.

X InordHU WR UHGXFH WHDFKHU FDQGLGDWHVY EXUQRXWYV VRPH PH
educational process pleasant and entertaining, determining the factors causing stress and burnout in
teacher candidates and reducing these factors.

x It is possible to ay that making arrangements for examinations and practices causing pressure on
teacher candidates during teacher appointment process can reduce their burnouts.

X $ZDUHQHVV RI SURIHVVRUV ZKR LQVWUXFW DQG SOD\ beNH\ UROH
raised by providing training for them on this topic.

x Direct relationships between the variables were analyzed in this research. Moreover, further studies for
indirect effects can contribute to clarifying and evaluating this research.
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It can be saidhat this research has some limitations. First of all, since this study focused on personal variables
that affect teachers' academic achievements, environmental factors that may affect academic achievement were
not included in the model. Adding environmainfactors that can affect academic achievement to the model
could have increased the variance explained by the model. Second, the sample of the research is limited to
teacher candidates studying at a state university in eastern Turkey. Thus, thimsitgaties a limitation in the
generalization of the research results. Finally, teacher candidates' academic motivation, school engagement and
burnout levels were determined based on their individual perceptions. This situation is considered as a limitation
as it may affect the objectivity of the answers given to the scale questions.
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Abstract

Due to the diversity of steps to be followed in program evaluation and knowledge, skills, qualification and
competency requirements, the evaluation should be a field of expertise similar to other disdipliseis.is
important to consider program evaluation as a field of expertise and to det¢heirguired competencies.

This study aimed to determine the competencies of program evaluatipers based on the views of
curriculum and instruction expert8. Delphi study was carried out with 23articipans in the first roundand

each was selected vihe purposive sampling methoth the first round of the Delphistudy, the operended
guestionswere sent to the participants andatjtative data were analyzed withntent analysisAt the end of

the first round, a foint Likerttype questionnaire with 82 items was developkd the secondround
participans wereasked to answer questions and dleo views of thearticipans onmainand subthemes and

their comnents on these concepts were analyhedhe third roundparticipantswere askd to reevaluate their
responsesThe study was finalized witlan 82 itemedquestionnaireunder four mainthemes. xheoretical
professional ampetencies of program evaluationpers” ptactical professional competerief program
evaluation experts 3S U R |&l YalMi&sR@t program evaluation expetkK RX O G KDY H al skiidxtHVV LR Q
program evaluation experf§ KRXOG KDYH’

Key words: Program evaluation, Program evationexpert Curriculum and instructiorelphi technique

Introduction

In everypart of life, the evaluation of the functionality, effectiveness and quality of the products and services
based on different perspectives is of great importance to achéttey and current outcomes. Scriven (1996,
p.395) stated that although evaluation has been an ancient practice, it is a new professional discipline. It could
be suggested that evaluation is a human instinct based on individual taste. However, it iarynecess
distinguish the evaluations made in daily life and those conducted with formal disciplines. In other words,
professional evaluations should not entail subjectivity.

According to Ornstein and Hunkins (2009), evaluation is a deeis@king processroa topic in the broadest

sense. For this process to function properly, it is necessary to determine certain standards, to collect and analyze
data with adequate methods and techniques, and to implement certain standards in thentidisipprocess.

Program evaluation has been defined in various forms in numerous studies. According to Oliva (1988), program
evaluation is a data collection process that requitdsnsfic process skills. Barge (1982, p.177), who
considered program evaluati@s a processargued that it was necessary to seek answers to the questions
regardingwhat will be evaluated, when and where it will be evaluated, why and by whom it will be evaluated in
this process. Melrosd 998 also discussed program evaluation as a process Wiekalue or usefulness of a
program or its suitability for the individual, group, institution or community is determined. According to
Melrose (998, this analysis process varies based on the collected evidence, the questions asked to relevant
individuals, and the value judgments of the practitioners. Ozcelik (1992, p. 231) described program evaluation
as the process of assigning a meaning to available information, the interpretation of the data based on its
suitability for certain objectives, certain alitions, and certain meanings, etc.

Due to the diversity of steps to be followed in program evaluation and knowledge, skills, qualification and
competency requirements, the evaluation should be a field of expertise similar to other diséiphelition,
competition ina rapidly expanding global market requires service and product providers to provide evidence for
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individual or institutional accreditation (Engle, Altschuld, & Kim, 2006). Thus, evaluation experts have a great
role to play in the process.

Undergraduate program evaluation departments are available in the USA, Canada, Australia, Iceland, Belgium

and the West Indies (LaVelle & Donaldson, 2015). Although program evaluation education is not provided in a
particular department in Turkey, pregn evaluatiorexpertv DUH WUDLQHG LQ PDVWHUTV DQG G
Curriculumand Instruction€l) departments in education faculties in Turkish universities. The discipliGé of

was initially introduced in the Educational Sciences Professorial @stablished within Ankara University,

Faculty of Education in 1965. The undergradu@teprogram, which provided undergraduate and graduate
education services until 1997, was decommissioned during the restructuring of education faheties.

Program vas responsible for the instruction of undergraduate vocational courses, aimed to improve the
knowledge, skills and understanding of the students in the field of educational sciences at graduate level, and
provide students with expertise in the field ©f through courses that emphasized the design, development,
evaluation of programs, instruction design and scientific research skills. Lavelle and Donaldson (2015) reported

that evaluators could be trained with various methods, including university progmarfessional development

workshops, webinars and field studies. Furthermore, Cousins, Goh, Elliott, and Bourgeois (2014) stated that
program evaluation experts could be trained within the scope of formal education and special applications such

as workshopsseminars, short courses and online training programs organized by private education institutions.

Thus, since the evaluation experts are trained at graduate level in Turkey, this is not open to criticism. However,

the study conducted by Atik Kara, KirimDSOFOR+0X DQG 6HY H UCI graduate&/ptdgyiamsiiadD O X D W H ¢
to the question whether the education allowed the program evalexfens to acquirethe desired theoretical

and applied knowledge since program evaluation topics were not adequéfeX\GHG LQ ERWK PDVWH
doctorate programs.

The consideration of program evaluation, which has a practical history of 50 years, as a field of expertise dates
back to the 1980s (King, 2003; Stevakiing, Ghere, & Minnema, 2005a).vBluation, which waseen as a
feasible job by a person who has an education in any field, was not only considered asohmguertise, but

was also considered important enough to suggest that the competencies that experts should have in this field
should also be determine8itevahn, King, Ghere, and Minnema (2005a) discussed the necessity of determining
the competenciethat program evaluators should possess and stated that since there was no undergraduate
program for evaluation experts, anyone could claim to be a program evalkegbiern On the other hand, those

who need a program evaluator may experience difficuliiegletermining the actual experts. However,
individuals who want to be trained as program evaluators may also experience problems in selecting the
adequate training program. Universities that aim to train program evaluation experts, on the other hthbd, coul
limited by programs based on personal needs and priorities, when there is no specific qualification framework.
Furthermore, the field may lack theoretical and descriptive research to guide effective applications. McGuire
and Zorzi (2005) reported that was also important to determine the field competencies to ensure the
professional development of program evaluation experts who have diverse educational backgrounds and
experiences.

Evaluation competencies include the skills, knowledge, abilities qumalifications required to evaluate
(McGuire & Zorzi, 2005, p.74). It could be suggested that it is very difficult to define a fully competent
framework for evaluators, since those who work as program evaluators have different educational backgrounds
and eperiences. On the other hand, certain studies also argued that the knowledge and skills required for
evaluation may vary based on the purpose of the evaluation, employed evaluation model, the context, and the
desires of the client or other stakeholdersdksy & Mark, 2012; McGuire & Zorzi, 2005; Volkov, 2011).
Nevertheless, field experts have agreed that the competencies required for program evaluation, considered as a
specialty, should be determined.

Studies on the competencies in program evaluatioaaiable in the literature (Covert, 1992; Mertens, 1994;
Scriven, 1996a). Scriven (1996a) summarized the required knowledge and skills for an evaluator in 10 items:

1. Basic qualitativeand quantitative methodologies

2. Validity theory, generalizabilittheory, and metanalysis

3. Legal constraints on data control and access, funds use, and treatment of the personnel
(including the rights of human subjects)

4. Personnel evaluation

5. Ethical analysis

6. Needs assessment

7. Cost analysis
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8. Interral synhesis models and skills
9. Conceptual geography
10. Evaluatiorspecific report desigrtonstruction, and presentatigm154)

It could be suggested that the evaluator competencies determined by the Joint Committee on Standards for
Educational EvaluationJCSEE) in 1994 and the American Evaluation Association (AEA) in 2004 are
considered as fundamental criteria by the field experts. However, arguing that the predetermined principles and
standards could not clearly indicate the features that evaluators wemie, Stevahn, King, Ghere and
Minnema developed a classification for basic evaluator competencies in 2001 in their study that aimed to
determine the program evaluator competencies (King, Stevahn, Ghere, & Minnema, 2001). They updated their
classificaion in 2005 with a few additions in 6 main categories and called the classification "basic competences
for program evaluators." The Main categories and their scopes were as follows (Stevidmg, Ghere, &
Minnema, 200k

1. Professional @ctice- competencies that focus on foundational norms and values that

underlie program evaluation, such as adhering to standards and ethical principles.

2. Systematic inquiry competencies that focus on the more technical aspects of program

evaluation, such as studigsign, data collection and analysis, interpretation and reporting

the findings.

3. Situational analysis competencies that focus on analyzing and attending to unique

interests, issues, and contextual circumstances in any given program evaluation.

4. Progct management competencies that focus on the nuts and bolts of conducting

program evaluations, such as budgeting, coordinating resources, and supervising

procedures.

5. Reflective practce FRPSHWHQFLHY WKDW IRFXV RQ RQkefV DZDUHQHVV R
DQG QHHGV IRU JURZWK LQFOXGLQJ NQRZLQJ RQHVHOI DV DQ HY
and engaging in professional development for better evaluation practices.

6. Interpersonal competencecompetencies that focus on the people skills used in

conduting program evaluations, such as communication, negotiation, conflict,

collabordion, and crossultural skills(p.106).

The classification of the competencies based on the dimensions of knowledge, skills and trends specific to the
field and evaluationauld lead to overlapping categories (King & Stevahn, 2015), and it is also broadly similar
to previously determined principles and standards (Stewihg, Ghere, & Minnema, 2005

Program evaluation is considered a field of expertise in several cauatiag various and specific training
programs are offered by both formal and +iormal educational institutions. Furthermore, both institutional and
individual studies have been conducted to determine program evaluation competencies for the effective
pracices in the field of expertise, to develop a foundation for professional development programs, and formal
and nonformal curricula. In Turkey the program has been considered-aramch under evaluation expertise

Cl field, field-specific education is navailable, and the curricula rarely inclu@& program outputs, courses,
course objectives and content (Atik KiD .+U+P <D S OF O R0OZX It shéuki et be forgotten that
program evaluation is also an important stageusficulumdevelopment process independent of the field. The
program effectiveness would be ensured by the outputs of program evaluatimhscted by competent
evaluationexpers. Thus, it is important to consider program evaluation as a field of expertise and to determine
required competencies. The present study aimed to determine theteonips of program evaluation exgert
based on th views ofCl experts. It could be suggested that the study findings would contribute significantly to
both theoretical and practical developments in the program evaluation field. It was anticipated that the
determined competencies would shed light onrémewal of the objectives and content of program evaluation
courses, which are currently instructed @ graduate programs, the sesessment of professional
competencies by program evaluation experts, and the structure of professional developmemsprogr
Furthermore, the distant aim of the present study was the acceptance of program evaluation expertise as a field
of expertise in Turkey.

Method

Delphi technique was employed in the current study that aimed to determine the competencies of program
evaluationexpers based o€l expert opinion. Thus, the question "What are the professional and personal traits
that program evaluators should possess?" was posed to field experts. Content analysis was employed to analyze
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the responses. The list of itemsvdped in the content analysis was presented to Delphi panelists as a Likert
type scale. Descriptive statistics was utilized to analyze participant responses.

Delphi Technique

Delphi technique, first employed in the military by Dalkey and Helmer (19688) in the 1950s, is a
procedure that aims to obtain the most reliable agreement based on the views of a group of experts by subjecting
them to a series of idepth questionnaires interspersed with a controlled opiniestbieck (Dalkey & Halmer,

1963 p.7).

There is a controversy about the research paradigm in which the Delphi technique should be included.
Technique could be utilized with qualitative, quantitative and mixed research methods (&&ukastman, &

Krahn 2007, p.R Although Delphi techigue is considered among quantitative research techniques due to its
focus on statistical agreement, collection of the research data based on subjective judgments and views of the
experts (Fletcher & Childon, 2014, p.2; Habibi, Sarafr&zlzadyars, 2014p.10). On the other hand, since it
requires both quantitative and qualitative research skills in data analysis, it has also been considered as mixed
method resarch technique (Creswell, 2Q@8kulmoski, Hartman & Krahn, 2007).

Determination of the participants

The qualifications of the experts who participate in Delphi studies maximize the response quality, reduce
stereotypes, and increase the reliability of the study (Powell, 2003, p.378; Okoli & Pawlowski, 2004, p.20;
Nworie, 2011, p.25). Thus, it walibe accurate to argue that the success of Delphi studies largely depends on
WKH VHOHFWLRQ (ROOSH pE28) eptasizeD khatGhe most important variable that improves the
reliability of Delphi studies was the selection of adequate experts.

Purposive sampling is often used in the assignment of expert samples in Delphi studies. The assignment of
experts or participants could be conducted based on the criteria associated with the resiglaroi{lgasson, et

al., 2000, pl010). However, expertisis the most basic requirement in the assignment of the participants.
Another criterion is the capacity and willingness of the assigned experts to contribute to the investigation of a
particular problem. Participant willingness to contribute to the staidy great importance in the achievement

of the study aim (Powell, 2003, p.379).

Previous studies argued different views on the expert sample size Delgieissteowe and Wright (2001,
p.128) stated that Delphi groups could includ2®Bexperts. Chgton (1997, p378) argued that 130 individuals

would be adequate to represent homogeneous populationsXhéh8ividuals could represent heterogeneous
populationV $FFRUGLQJ W R21vD thé @oup size &uld be 100 or higher, but the most ideal Delphi
group would include 120 experts. In conclusion, certain authors claimed that there should be at least 10
participants in certain Delphi studies, theozild be more than 100 participants in certain others (Skulmoski, et
al., 2007, p. 120). The sample size in a Delphi application may vary based on the topic, aim, and the scope of
the research, the number of individuals that the author could reach, atidewkthe study was national or
international (Clayton, 1997, p.378).

In the present study, criterion sampling, a purposive sampling method, which allows the assignment of
individuals, events, objects or cares with certain qualifications that were precheté about the problem, was
employed to determine the expert participants (Buyukozturk et al., 2010, p.91). The inclusion criteria were a
PhD degreén CurriculumandInstruction"and 3S\WHD FKL QJ HE&etlbh th€dbbheentioned criteria,

the acdemic resumes of candidate participants were obtained from institutional websites. The review of the
resumes led to a list of 50 expert individuals who met the study criteria. Faculty members were contacted via e
mail and invited to participate in the studA message that included information on the aim, stages, and the
response deadline of study was sent to 23 participants, who accepted to take part in the applicatjob0
experts The responses to the questionnaires sent in each round and thessaenfoleeach round are presented

in Tablel. Twentythree individuals participated in the first round of the study, 15 individuals participated in
the second round and 12 participated in the third round. Participants who did not respond in any roeind of th
study were excluded in the next round.

Table 1.The number of participants and responses in Delphi rounds
1*'round 2" round 3 round

Number of

o 23 15 12
invitations
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Number of 15 12 12
responses
Response rate %83.3 %80 %100

12 finalround paW LFLSDQWVY GHPRJUDSKLFV IURP GLITHUHQW XQLYHUVLW\

Table 2 Participant demographics

Associate Professor
Assistant Professor

n
Gender Female 7
Male 5

Academic Title Professor 3
5

4

Data Collection

The study was condtexd with three rounds of Delphi technique. The study conducted in each round is presented
in a different section.

First Round

In the first part of the study, a literature review was conducted to determine the theoretical framework of the
research. Thenyarious criteria were determined for the participants that would take part in the Delphi
application and a list of experts wasdebased on these criteria. Invitationmails were sent to the experts.
Correspondence between the author and the expertsomasicted via @nail. Detailed information on the
research process was provided to the experts who agreed to participate in the study. In first phase of the Delphi
application, the opeended questions "What professional competencies should a programt@vhhve?" and

"What are the personal traits that a program evaluator should have?" were sent to the participants.

Qualitative data collected in the first round were analyzed with content analysis (Cr&s@lellk, 2007). In

short, content analysis ink@s the organization of the data to develop a general framework and entails
definition, interpretation and classification of all data through reading and taking notes (Bauer, 2000). The main
and subthemes about the program evaluation expert competedetesmined based on the agreement as a
result of the comparison of the analysis findings with those determined by an another qualitative research and
education curriculaxpert are presented in Table 3

Table3. Themainand subthemes

1. Theoretical Prafssional @mpetencies of Prograr 2. Practical Professionalothpetencies of

EvaluationExperts Program EvaluatiokExperts

1.1. Program Development Theoretical Profession 2.1. Program Analysis Practical Professib
Competencies of Program EvaluatiBrperts Compeencies of Program Evaluatidxperts
1.2. Program Analysis Theoretical Professional 2.2. Practical Professionab@petencies of
Competencies of Program EvaluatiBrperts Program EvaluatioExpertson Research

1.3. Theoretical Professionab@petencies of 3. Professioal Values That Program Evaluatior
Program EvaluatioExpertson Research ExpertsShould Have

4. Profession&Skills That Program Evaluation
ExpertsShould Have

At the end of the first round, afoint Likerttype questionnadr with 82 items was developed based on the
participating expert responses to ofmded questions foraithemes presented in Table 2.

Second Round

Questionnaires developed at the end of the first round were sent to the experts. Experts indicatedahe lev
their agreement with each item. The data collected in this stage were analyzed with descriptive statistics.
Furthermore, the views of the experts main and subthemes and their comments on these concepts were
analyzed. The new questionnaire fornhieh was the input of the third phase, were developed separately for
each expert, including the individual and holistic analysis results in this stage.

Third Round
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In the third round, experts were asked to reevaluate their responses from the previdusyroomparing them
with the results of holistic analysis. Thus, the participants had the opportunity to change their views based on
their own decisions and those of other participants.

Delphi studies have two important criteria: stability and agreen®tability entails the lack of a statistically
significant difference between the responses in two Delphi rounds. Stability is not an indicator of agreement, but
the analysis of the agreement level could be initiated only in the presestabitify eved(Dajani, Sincoff, &

Talley, 1979). The stability of the participant views could be calculated with various statistical methods.
Scheibe, Skutsch, and Schofer (2002) reported that when the percentage of the number of participants who
changed their views igss than 15%, there is stability. There is no set criteria for agreement, which could vary
based on the number of participants and the aim of the study (Hasson, et al., 2000, p. 1011). Measures of central
tendency (means, median and mode) and distrib@i@amdard deviation and quartiles) are commonly employed

to determine the agreement level (Hasson, et al., 2000, p.1012). In the current study, the percentage of the
number of participants who changed their views was determined as the agreement cfitegerout of 12

experts changed their views. Although this meant that 25% of the participants changed their views, the fact that
experts only changed their views ofR litems among 82 items, and the preexisting high agreement criteria
allowed the author® terminate the Delphi process on the third round. In the study, the agreement criterion was
GHWHUPLQHG EDVHG RQ WKH PHDQ DQG PHGLDQ DQG IUHTXHQFLHV RI
which are commonly employed in the literature andvjge effective feedback to the participants. The
agreement criteria employed in the second and tioiunds are presented in Table 4

Table 4 Agreement dteria

2"%round (n=12) 3% round (n=12)
OHDQ - OHDQ -«
OHGLDQ - OHGLDQ -«

JUHTXHQF\ ITUHTXH JUHTXHQF\ IUHTX

An average questionnaire item score of at least 3.7 in the second round of the Delphi application, and 3.9 in the
third round was considered sufficidior agreement. The requirement for median in the second and third rounds
was at least 4. In both rounds, the frequency of the participants who selected "I agree” (4) or "strongly agree" (5)
options was required to be at least 9.

Furthermore, a high leVeualification criterion was defined based on stuthta. As presented in Talle a
high level agreement was concluded when the mean was at least 4.5, the median was at least 5 and the
frequency of the experts who responded "I agree" or "I strongly'ageeeat least 10 in the third round.

Table 5 High level agreement criteria
3%round (n=12)

OHDQ -
Median =5
JUHTXHQF\ IUHT.

Ethical Concerns

In Delphi studies, the author has an ethical obligation to ensure that the idedtiyeavs of the participants

were not disclosed to another panel member (participant). The decisions and views should remain anonymous
throughout the process. In the present study, due attention was paid to thenaimtiemed ethical principle.
Furthermoe, all participating experts were sent a written consent form, providing detailed information about the
process, and their consent to voluntary participation was obtained.

Validity and Reliability
Delphi studies are considered reliable when the prosesgplained in detail. The participation of the same

experts in each Delphi round, that is, the evaluation of the participants who raised certain issues in the first
round in the next two rounds would improve the validity of the study (Seuring & Mull®8,20458). In
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Delphi studies, the questionnaire developed in each round is organized and sent back to the experts for feedback
and reanalysis. Thus, the construct validity is inherent (Okoli & Pawlowski, 2004, p.27).

The measures implemented to estdiblialidity and reliability in the study are listed below:
1. The views of 3 faculty members who wetairriculum and Instruction experts were consulted during the
development of the opeanded questions in the first round.
2. The participants were assignledsed on certain criteria:

a.PhD degree itCurriculumand Instruction,

b. Employment as a faculty member.
3. The data collected in the first round were analyzed with content analysis, and the categories and themes were
determined individually by the authand aprogram evaluation and qualitative research expert. Coding
reliability was calculated as 0.93 (Miles & Huberma@94).
4. The stages of the Delphi process were explained to the participants in detail before each data collection
process.

Results and Discussion

In the first stage of Delphi study, two opended questions were posed to the experts, and the content analysis
conducted on the collected data revealedntiain and sib-themes presented in Tableo8 program evaluation
expertcompetencies

In the second stage, the questionnaire that was developed based on the views of the experts was sent to the
experts via anail, and they were asked to critically examine and respond to the 82 items in the questionnaire.
Fifteen out of the 23 participaty experts responded thepbint Likerttype questionnaire within the
predetermined period. In addition to responding to the questionnaire, the experts also provided suggestions to
improvethe validity of the questionnaire. For example, they altered nestaicepts (proceswiented, eclectic,
intellectual courage, political dimension, research audience, etc.) or asked for examples to improve the
comprehension. Furthermore, certain experts stated that some items were too broad to be considered as a
qualification criterion for program evaluatic@xpers and stated that these should be more focused. A small
number of participating experts proposed to restructure the themes. However, since the majority of the experts
had positive views on the themes, the themere not changed. Certain experts suggested the removal of
certain questionnaire items in the third round, and these suggestions were implemented based on the statistical
values of the items. Furthermore, the views of the experts who suggested thatiteens should be added to

the questionnaire were meticulously evaluated. After the abmrgioned stages, the questionnaire developed

for the third Delphi round was finalized after 3 items were removed and 3 items were added. The revised
guestionnairet the second and thimbunds are presented in Table 6

Table6. Themes and questionnaire items

Theme Number of items Number of items
inthe 2%round  in the 3° round
1. Theoretical Professional Competencies of Prodeaatuation - -
Experts
1.1. Progam Development Theoretical Professional Competenc 10 10
of ProgramEvaluation Experts
1.2. Program Analysis Theoretical Professional Competencies ¢ 5 6
ProgramEvaluation Experts
1.3. Theoretical Professional Competencies of Prodgtaatuation 4 5

Expets on Research

2. Practical Professional Competencies of Prodeaaiuation - -

Experts
2.1. Program Analysis Practical Professional Competencies of 20 19
ProgramEvaluation Experts
2.2. Practical Professional Competencies of Prodtaatuation 15 15
Expertson Research
3. Professional Values That Progr&waluation Expert§hould Have 15 15
4. Professional Skills That Progrdfwaluation Expert§hould Have 13 12

Total 82 82
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Due to wordcount limitations, findings associated with items witlyhlevel agreement in each theme are
presented in the following sections.

Under the "theoretical professional competencies of the progratnationexpert§ main theme, 8 out of 10
guestions met the hig@ HYHO DJUHHPHQ WprogrEn @dvilopRdD Wheote@al? professional
competencies of prograsvaluation expertssubtheme. Based on these items, the program evaluatipert

should have knowledge on the program components and the relationships between these components, the
theoretical foundatio of the program, the program development process and the theories associated with this
process, the dimensions that affect the program development, and the approaches employed to determine
requirements. Furthermore, tegpertshould follow the nationalterature on program development. Under the

same main theme, it was determined that there wasléngh agreement in 5 out of 6 items in "the theoretical
professional program evaluation competencies of the prograhuation expertssubtheme. Based onxpert

opinion, program evaluatioaxpers should have knowledge on the program evaluation process, models and
legal regulations (laws, regulations, directives, etc.). They could also explain the relationship between program
development and evaluation amalléw both national and international literature on program evaluation. The

last subtheme in the first main theme, the "theoretical professional research process competencies of the
program evaluatiorexpert, there was a higlkevel agreement in 3 of th& items. Thus, almost all experts

agreed that curriculum evaluation experts should have knowledgguantitative, qualitative and mixed
research methods.

Under the second main theme of the questionnaire, "the practical professional competenciesaafraine pr
evaluationexperts, there was a higlevel agreement in 15 items in the "practical professional program
evaluation competencies of program evaluation expertstrmrne. According tohie participants, program
evaluation expestshould have knowledgm the functions of the program, could develop a program evaluation
research design, and decide on the type, model and approach for program evaluation. Furthermore, they could
correlate program evaluation types, models, approaches and designs. Theplaowdprogram evaluation
process and decide about the stakeholders (sample/participant) based on the predetermined evaluation model
and approach. They could develop the criteria and standards required by the program evaluation model and
approach. They cdd share their knowledge on the process with program stakeholders and work in
collaboration with the related experts when necessary. In the program evaluation process, they should employ
approaches to determine the requirements based on the conditiogsshitheéd decide on the termination,
correction and improvement of the program based on the program evaluation research data and develop
recommendations to overcome the flaws and deficiencies in the program. It was determined thdé\eelhigh
agreement wasstablished in 13 of the 15 items in the "practical professional research process competencies of
the program evaluatioexpert$ subtheme under the same main theme. In this context, the prayralomtion
expertsare required to conduct field researemploy quantitative, qualitative and mixed research methods,
conduct metanalysis, determine data sources, develop data collection instruments, collect and analyze data,
analyze the validity and reliability of the data. Furthermore, they were expedtgdrret the findings and to
produce an analysis report based on the employed model.

There was a higlevel agreement in 12 items under the main theme of "professional values that a program
evaluationexpertsshould have". The experts reported that pmogevaluation expertshould respect the
stakeholders, be open to criticism, take responsibility, be open to obtain assistance and participate in teamwork.
Furthermore, it was emphasized that the program evaluatipars should be patient, willing to folw the
developments in the field, have the intellectual courage to uphold the evaluation process, open to learning and
innovation, and have an ethical approach with a versatile perspective.

,Q WKH ODVW PDLQ WKHPH RI W K Hs Thitk\pibren@aDatidnkpert\SKIRX B GVKR QB O V
10 items met the highkevel agreement conditions. Based on expert opinion, program evaluation experts should
possess investigative identity, logical consistency, -fegkl thinking, decisiormaking, problensolving and

selfregulation skills. Thexpertshould be objective, work systematically, communicate effectively and have a

holistic perspective.

Conclusion

The content analysis conducted on the responses of field experts to the twendpdnguestits in the first

round of the study that aimed to determine the competencies of program evaluation experts ledtéma 82
Likert-type questionnaire which was utilized as the data collection instrument in the second Delphi round. In the
second round, 3 ites were removed from the questionnaire based on the expert responses and suggestions, and
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3 items were added to different themes. In the third round, the authors decided to end the process since there
were highlevel agreements in 68 out of the 82 questare items, and no items were removed from the
guestionnaire based on the criteria.

In the study, the program evaluatiempertsficompetencies were categorized immin themes. It could be
suggested that the participating experts considered theoiaticaledge on a topic and related practical skills
was different competencies. Thus, "theoretical professional competencies of program evahyaish and
"practical professional competencies of program evaluagxpers” were determined as the mairemes.
Furthermore, "professional values that a program evaluetipartsshould have" and "professional skills that a
program evaluatioexpertsshould have" main themes were determined.

In international studies where program evaluatiexpert competen@s were determined, although the
classification of the competencies were different when compared to the main themes determined in the present
study, it could be argued that certain items were similar indgukensions. The classifications reported in
studies conducted by Stevahiking, Ghere, and Minnema (20pand Scriven (1996a) to determine program
evaluationexpertcompetencies were significantly similar to the findings obtained in the current study. In a
study by StevahrKing, Ghere and Minnema (20Q%vhere program evaluaticexpertcompetencies included

61 items under 6 main categories, especially the findings obtained under "systematic inquiry", "reflective
practice", "situational analysis" and "interpersonal competence" categories were consiktém findings of

the present study. The "systematic inquiry" category included the theoretical dimension of program evaluation
and research paradigms, and the evaluation process analysis and reporting. Similarly, in the present study, the
"theoretical pofessional competencies of program evaluatexpers” main theme included theoretical
foundation competencies in the field in the dimension of "theoretical professional program evaluation
competencies." Furthermore, the theoretical and practical prfessiesearch process competences and the
research paradigm competgnsubthemes were included. Also, in the "reflective practice” category, the
authors maily included program evaluation expedmpetencies in the dimensions of professional involvement

and development. It was observed that similar competences were included in the "professional values that a
programevaluation expertshould have" main theme in the current study. "Situational analysis" category
included competencies associated with itemsogganizational and political analysis. Although there was no
high-level agreement on the abementioned items in the study, there were agreements on similar items.
Furthermore, it was determined that the "interpersonal competence" category and thesigmaf skills that a
program evaluation expertsshould have" main theme had similar giilmensions such as effective
communication, problem solving and teamwork skills.

In the classification by Scriven (1996), it would not be inaccurate to argue ¢hegstBarch methodology, self
assessment, ethical analysis, determination of the needs, conceptual organization and the theoretical and
methodological design, planning and maintenance of the evaluation and reporting the findings were significantly
similar to the present study findings.

On the other hand, there were also different findings in certain present study dimensions when compared to the
competences reported in the abawentioned studies. Stevalting, Ghere, and Minnema (20pBmphasized

that evaliation was to benefit the client, participant, and institution in particular, and for public benefit in
general, and addressed the program evaluatiqmertsf competencies within the "professional practice"
category. Furthermore, items such as developroktiite required agreements between the evaluatiperts

and the client, and cost justification included in the "project management" category were not included in the
findings of the present study and budgeting the evaluation item was removed in thiereeoohdue to the lack

of an agreement. The study conducted by Scriven (1996) reported similar competence items on budgeting and
common effect dimensions when compared to Stevdimy, Ghere and Minnema (2005

As mentioned above, although there arentoes with undergraduate programs for program evalua&ipers

such as the United States, Canada, Australia, Iceland, Belgium and the West Indies (LaVelle and Donaldson,
2015), individuals of different educational backgrounds could be trained as pregaloationexpers in
professional development workshops, webinars and online courses (Lavelle & Donaldson, 2015; McGuire &
Zorzi, 2005). In Turkey, program expertise is not an area of expertise, and the graduates of the graduate
programs that include pgoam evaluation courses are not employed as program evalaagers in the private

sector. Abroad, program evaluation experts are not only employed in education but also in human resources
departments of corporations that produce goods or servicegiouwvandustries (McGuire & Zorzi, 2005).

Thus, unike Turkey, program evaluation expgiih foreign nations who could find employment in the private
sector should possess "customer satisfaction" and "budget" competencies.
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In a study on the reasons foethnderdevelopment of program evaluation theories, King (2003) reported that
the field of program evaluation is a pragmatic field, and customer demands are dominant in program evaluation
processes, while the theory and requirements are neglected. Thiseoqlhin the differences between the
present study findings and the findings of international studies. Thus, it would be accurate to argue that the
experts in the present study did not consider program evaluatiets as a private sector employee bsitaa

individual with a solid theoretical background in the program evaluation field and employed in education
industry based on practical competencies. Thus, concepts such as "customer" and "budget" were not included
among the competencies determined aghesent study conducted with Turkish participants.

Although the items in the main themes of "professional values that a program evatxgigotsshould have"

and "professional skills that a prograwaluationexpertsshould have" determined in the peat study did not

exist as a separate competency category in international literature, they were includedliasessions in
reported categories. Except "assigning significance to evaluation" mentioned in professional values and skills, it
could be arged that responsibility, learning, problem solving, and Hegtel thinking skills were competencies

that should be adopted by all occupational groups.

Program evaluation, which was described as an old practice but a new discipline abroad in late @§th cent
(Scriven, 1996), was a developing field in early 2000s (King, 2003), and is a field of expertise that defines
various roles forvaluationexpertstoday (Volkov, 2011). It could be suggested that the development of the

field and expansion of the meagiof the field in Turkey would benefit several fields. Thus, various educational
opportunities, similar to those provided in other countries, should be provided for program evalxpéts)

ZKR DUH SULPDULO\ WUDLQHG LQ P ONhWikey] Furth€r@ore, R IR heDWgndatS URJUD F
benefit to increase the number of program evaluation courses, which are currently quite limited and mostly
theoretical in the aboveentioned educational programs, and to restructure these courses to eenpiasi
DFTXLVLWLRQ RI SUDFWLFDO FRPSHWHQFLHV $WLN .DUD .+U«P <DSOFC

Recommendations

Updating the job description by alteringthe pad SWLRQ Rl 3SURJUDW  HIX\D @XD MMBtQX B V8 HRIQ
would allow progranevaluation expés to work towards the improvement of service quality and promotion of

systemic renewal in various industries. Thus, it could be suggested that program development graduate
programs will be more in demand and graduates will have job prospects in vagtilss flowever, as

mentioned in the international literature, the uncertainty about the program evakxigncompetencies due

to their training in different types of institutions will be eliminated, and the development and diversification of
educationhopportunities in the field will allow the management and implementation of the programs in the

private sector and education by more competent individuals based on the theory and more effective operation of

the programs due to the feedback of these iddias.

It could be suggested that the 82 items in 4 dimensions determined in the present study could be employed as a
checklist for program evaluatiaxpers. The questionnaire, which could be considered by field experts as a list

of program evaluatioexpelt competencies, could also be employed by experts to determirmsglbtencies

or incompetence in certain fields. Thus, experts who determine the fields that they are competent and the fields
that they are incompetent could utilize this informationptan their career development. Furthermore, the
content of the programs that currently train program evaluatipets could be updated based on the presented
items. Also, workshops, webinars or shi@tm training courses could be organized to traogmm evaluation

expers who could benefit from the content organization dimension.

It was expected that the program evaluatopertcompetencies determined in the present study would fill a
significant gap in the national literature. To improve thaditgl and reliability of the items, further studies

could be conducted with a quantitative approach and larger samples. On the other hand, future qualitative
studies could be conducted with experts with significant studies on the field to obtiptiminformation on

basic program evaluaticexpertcompetences and sulimensions. Furthermore, the data collection instrument
could be analyzed in a further scale development study on the 82 items hulidngmisions.

Today, the increasing knowledge basevarg field requires individuals to specialize in particular fields. Thus,

the program evaluation field should be accepted as a field of expertise in the 21st century in Turkey. Further
research findings on program evaluation could be an important stche itoad of progress in the field by
reducing challenges such as the lack of human resources and field education.
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Abstract

The sudden outbreak of Covi® pandemics has accelerated the process of technological transformation
experienced by educational institutions. Traditional faeface education has been replaced digtance
education as a precaution to minimize physical contact among the teachers and ths. sagdemesult, self
regulatoryskills have become a more significant factor for academic success in distance education. In line with
this, the main aim of thstudy is to identify the level of sekgulated online learning perceptions of-pegvice
teachers in Turkishigher educatioontext.Furthermore, the study also aims to reveal whether theguxéce

W H D F K Hregui&tel bnlinke learning percepts differ according to several variables such as their gender,
department, class, level of digital literacy and the time they daily spend oAlitatal of 353 pre-service
teachers from various departments have participated in the sthdyfindings ofthe study indicate that pre
VHUYLFH WH D F K H se\-feg8lated ForliBeeamRiqQgvasiRmoderate levethus,it can be argued that

the level of their perceptions is far from satisfactory. Additionally, it has been observatiethaeservice

W H D F K Hébuigted bhiink learning perceptions differ accordinthér gender, level of digital literacy and

time daily spent onlineTo be more precise, it has been noted thatregifilated online learning perceptions of
female preservice teachrs are higher than those of male gevice teachers. In a similar vein, it has been
observed that the higher the level of digital literacy and the more time spent online, the highefrdguksatd

online learning perceptions of pservice teacherghe overall results of the study suggest thatsadtilation

skills of the preservice teachers need to be emphasized and improved with the aim of contributing to the
efficient implementatiomf distance education.

Key words: Self-regulation, Selregulated online learning, Distance education.

Introduction

Prior to the global outbreak of Covi® pandemics, higher education institutions across the world had already

started offering online and technoleggphanced instructio with the main aim of internationalizing the

instruction they provide (Krusekopf, 2019); however, the sudden outbreak of-Coydndemics in the first

quarter of 2020 accelerated this process and educational institutions at all levels adopted sarhdi$tance

education (DE) as a compulsory and emergency alternative to traditionabfiame education. In line with

WKLV LW KDV HYHQ EHHQ HQYLVLRQHG WKDW 3«WKH PHUH FRQFHSW R
there will be no learninZ LW KRXW WHFKQRORJ\" 2EH[HU S $FFRUGLQJO\
laptops, smartphones, tablets and easier and faster access to the internet has reformed the concept of DE
(McAvinia, 2016; Simonsoret al.,2015) and it has come to bees both as companion and alternative to

traditional faceto-face education; thus, distance learners can get exposed to more personalized-and self
UHJXODWHG LQVWUXFWLRQ .DUDVX 6DUOD ORUH SUHFLVHO\ G
respnsibility of their learning and become more active and autonomous throughout the process. In this context,

the concept of selfegulation (SR) has grown to become a more central factor that contributes to the success in

the challenging process of DE. Thtise concepts of DE and segulated learning will be dwelled upon in the

following section of the article.

’ Corresponding AuthorAtilla Ozdemir,atimaths06 @gmail.com
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Theoretical Framework
Distance Education

Distance education (DE) is not a phenomenon of tiec@aitury since it has been practiced in various forms for

nearly three centuries (Moore & Kearsley, 2011). As a matter of fact, DE started in the form of written
correspondences between the teachers and learners in the 1720s and, in the course ¢ibits ievoiuations

such as radio and television have been utilized. The computers and the internet have also made their way into

the implementation of DE in the last fifty years and, as a result, DE has become much more effective and
widespread. Although ® XOWLWXGH RI GHILQLWLRQV H[LVW LQ WKH UHOHYDQW O
of the internet to access materials; to interact with the content, instructor, and other learners; and to obtain
support during the learning process, in order to @edinowledge, to construct personal meaning, and to grow

IURP WKH OHDUQLQJ H[SHULHQFH" $00\ S 7R SXW LW GLIIHU
however, the distinctive requirement for DE is the physical, geographical and terspacal between the

teacher and the learners (Hartnett, 2016). Consequently, DE has currently been adopted by educational
institutions at all levels as a direct outcome of the global Gb9ighandemics as a measure to avoid physical

contact among the teackeaand the students.

DE has generally been regarded as more democratic, accessible, flexible and open in that it enables learners to
study anytime and anywhere in their own pace (Boettcher & Conrad, 2016; Eby, 2013; Jansen et al., 2017). As a
result, itwould be justified to argue that DE adspt studententered (Simonson et @2015) and constructivist
DSSURDFK %R] <«sNVHNGD=+ JIXUWKHUPRUH E\ UHPRYLQJ WKH OLPL
may provide students with a personalizedw&) XFWLRQ WKDW LV FRPSDWLEOH ZLWK WKHL
Potential benefits of DE have been summarize&ibyonson et al. (201%)s follows:a) DE enables students to

progress at their own pack) It is easier for students to reach the course materials as well as extra materials

related to the course conteid; It becomes much easier for the teachers to update and upgrade their course
materials to catch up with the latest innovations once they tieaveloped themg) DE has the potential to
IDFLOLWDWH DFWLYH OHDUQLQJ E\ HQFRXERheDdesighek @kh® tdwse LQWHOC
may cater for a variety of learning styles by offering a range of learning experiences and ojgsfuBE

PD\ DOVR LPSURYH VWXGHQWVY GLJLWDO OfcantityBkitl VNLOOV ZKLFK LV

'"(LV QRW ZLWKRXW LWV FULWLFV WKRXJK $V KDV EHHQ SRLQWHG RX'
(2016) and Simonson et al. (201%)e main weaknesses of DE as@:Whereas DE is effective in improving
VWXGHQWVY FRIJIQLWLYH VNLOOV LW KDV VHULRXV Ondok SKisW)ILRQV LQ V
Courses that have practical components may not lend themselves@&®@yc) For individuals who lack the

willingness to take on more responsibility or who lack -salidy skills and autonomy, DE may not yield

positive results;d) The limited interaction between and among the teacher and the students may lead to
problemsinterPV R1 VW X G H Q W &) fvailgbiity Df@ectindlogicdl ¥ools and access to internet may not

EH SRVVLEOH IRU HYHU\ OHDUQHU DQG WKH SKHQRPHQRQ RI pGLJLW
socioeconomic and rural regiorisjt may be a challenge for the teachers to design their courses in the best way

as it requires time, effort, expertise and resourgg¢#idopting a studententered approach may be a novel

experience for many teachers, which may also become a limithjidime provision of feedback may not be as

immediate as it is in traditional fade-face education, which may upset some students.

Considering the advantages and challenges of DE, it would be fair to claim that the shift from traditienal face

to-face educadn to DE requires teachers to master certain competences. To be more precise, they need to be
PRUH DZDUH RI WKH LQGLYLGXDO GLIIHUHQFHY DPRQJ WKHLU VWXGHQ
improve their own technological, techpedagogicahnd communication skills, provide a studeentered and
FRRSHUDWLYH OHDUQLQJ HQYLUR-GeRdto@vent dnx LoBdd timeks thhdJcoBsHRtiv@ HUV | V
feedback (Kavrat & Tlrel, 2013). Likewise, the availability and efficiency of interacBomeen and among the

teacher and the students have been viewed as conducive to greater interest and motivation in the process of DE

on the part of the students (Kog, 2020), which implies that teachers need to be open to communication. In a
similar vein, larners are expected to take on more responsibility in DE (Boz Yikéek (EN

Simonson et al2015); therefore, teachers should be ready to provide more support for their students by taking

their individual characteristics, interests and l@agnstyles into consideration (Bayrak al, 2017; Ozgiir,

2013). It should also be noted that learners need to improve theiegelétion skills if they are to get the most

out of their experience with DE.
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Self-regulation

Although the mystery of he humans learn has not been unearthed yet, it has been argued that learning should
be viewed as a social activity that requires active involvement of the learner. In addition, thanks to the internet
technology and unprecedented advancements in many diedsdy, the quantity of data to be mastered by the
learners has become more than manageable; thus, teachers need to famwsheir students can learn rather
thanwhatthey should learn (Kramarski, 2017). As has been highlighted by Hattie,

«ZH O Hhpainploying effective and flexible strategies that help us to understand, reason, memorize and solve problems; learners must
know how to plan and monitor their learning, how to set their own learning goals, and how to correct errors; sometinesJedge can

stand in the way of learning something new, and students must learn how to solve internal inconsistencies and resstirgjure exi
conceptions when necessary; and learning takes considerable time and periods of practice to start buildiegrettprasea (2009, p.

246).

As has been aforementioned, DE grants more freedom and autonomy to the learners in comparison to traditional
faceto-face education, which implies that distance learners need to regulate their process of learningdp a great
extent and make use of a variety of strategies and behaviors such as planning their work, setting goals and
monitoring thé progress (Jansen et al., 2Q0TJ@&nsen et al., 28} In this respect, the concept of sedfulation

(SR) in education has bedrghlighted as a key 241century skill and it has been argued that SR may yield

benefits both in academic and professional contexts (Kramarski, 2017; Pintrich, 2000; Usher & Shunk, 2017;
Zimmerman, 2008). The term set HIXODWLRQ FDQ ER FGHHIN. GRH G/ \D/W HRPBM ISRIDO O\ RUJ
WKRXJKWYV |IHHOLQJYV DQG DFWLRQV WR DWWDLQ RQHTV JRDOV® 8VKH
(2017), seFUHJXODWHG OHDUQLQJ 3«UHIHUV WR LQGLYLGXDO @&HDUQHUV
behavioral, motivational, and emotional conditions/states through iterative processes of planning, monitoring,
HYDOXDWLRQ D Q@ thiKrBspett regutation has been regarded as a multifaceted skill that assumes
human agency; involves clcal adaptation; draws from personal sehistorical experiences; involves

adaptively responding to new challenges, situations, or failure; and is socially situated involving dynamic
interplay between learners, tasks, teachers, peers, parents, comiextjtures (Hadwin et al., 2017, pp-88).

In a similar vein, it has been reported that both internal and external circumstances guide the construct of SR
and it can be learned via a festage process; observation, emulation,-seiftrol and selfegulation (Usher &

Shunk, 2017). Furthermore, it has been argued that SR has a tripartite structure (see Figure Tegnthtedf
learners are not only active during the actual process of learning, but also before and after this process (Jansen et
al., 2018; Puustinen & Pulkkinen, 2003)/hile Jansen et al. (2017) employ the tepreparatory, performance

and appraisal Zimmerman (2000) adopts a social cognitive perspective and prefers tforaieought,
performance or volitional controlandselfreflectionfor the same stages by highlighting cyclical nature of the
process.In this respect, the data collection tool utilized in this study comprises of five factors; namely,
Metacognitive Skills, Help Seeking, Persistence, Environmental Structandd,ime ManagementiVhereas

the factor ofmetacognitive skillextend over three stages, the other factors focus on the performance phase
(Jansen et al., 2017). To put it differently, the tripartite structure of SR has also been reflected in the data
collection tool.

Preparatory phase Performance phase Appraisal phase

= Task definition = Environment = Strategy regulation
* Goal setting structuring

* Strategic planning = Time management

* Task strategics

* Help-secking

» Comprechension
monitoring

= Motivation control

= Effortregulation

Figure 1. Overview of SRL activities categmd into three phases (Jansen et2dl1,7, p. 7).

In traditional faceto-face education learners are usually not involved in the preparatory phase whereas in DE
they are expected to define the task, set their own goals and conduct a strategic plan with the aim of achieving
their goalsZimmerman (2000) ab incorporatethe process dfask definition within the stage of forethought

and perceivegjoal settingas deciding orparticular consequences of learning. a similar way,strategic
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plannngFDQ EH XQGHUVWRRG DV nitihods Qat afepprbpEate\VfalVthX 1ask drd the setting
(Zimmerman, 2000, p. 17). Moreovdearners need to structure their environment in the best way, decide on
when and how long they are going to study, employ a variety of strategies to perform the task, sééhelyelp

need, check and monitor their level of comprehension and keep their motivation at the highest throughout the
course. Furthermore, learners need to undergo a process of reflection and formatgsessiinent on their
progress at the end of the keand, if they are not satisfied with their level of their mastery, they may decide to
make use of a different strategy in their next experience to attain the goals they have set. Therefore, this
tripartite process can be regarded as a cycle and each iphaesely interrelated with the other (Shunk &
Greene, 2017).

According to Sinatra and Taasoobshirazi (2017), the construct of SR is built upon three key components;
metacogniton UHIHUULQJ WR WKH NQRZOHGJH DQG VNLOO \VWoBnitdr)Q GHUVWD C
referring to the knowledge and skill to solve problems and think criticadbtjvation referring to the beliefs

and attitudes guiding the growth and utilizatmincognition and metacognition. In a similar vein, Mevarech et

al. (2017) draw a parallel between the GPS (Global Positioning System) and metacognition in that, similar to the

GPS, metacognition assists learners in the processes of planning, monitegotating and reflection

particularly when they need to deal with complex, unfamiliar and unusual problems.

W VKRXOG EH QRWHG W K bajyul&édReBrRiNg (SRI) Mag/rXoartiybheen fegerded bs the main

aim of educators and SRL is vied/as instrumental to higher academic achievement (Wolters & Won, 2017). In

a similar vein, Kramarski (2017) assigns a dual role to teachers in that teachers must, first of all, become self
regulated learners and, secondly, setjulated teachers if theare to help their students attain SRL. In plain

terms, teachers need to design their online courses in such a way that they can enable their learners to become
more active by directing their personal learning experiences in DE. More specifically, |esrmelt be able to

spend more time on thinking, reflecting, searching, sharing, collaborating, reading, writing anelvaeing

(Boettcher & Conrad, 2016). In a similar vein, the software or platform employed with the aim of conducting

DE should also pndde the students with the opportunities for both classroom learning and autonomounglearni
following the course (Janse al., 2018; Wang, 2019).

Purpose and Significance of the Study

The sudden outbreak of Covid® pandemics led to transformationslgdlly in many sectors from healthcare

and tourism to trade and education among many others. As a response, educational institutions have adopted DE
to minimize and avoid physical contact. However, none of the stakeholders (including administratorss teache
and students) seemed to be ready for such a radical transformation and it brought with it certain challenges for
all the parties. Thus, the effects of Covlil pandemics on education continue to be investigated from different
perspectives. In this contie the main aim of this study is to pinpoint the level of-setfulated online learning
perceptions of preervice teachelis Turkey In addition,the study also aims to reveal whether thegqaerice

W H D F K Hrépui§itely bhiine learning perceptioti$fer according to their gender, department, class, level of
digital literacy and the time they daily spend onli@ensequently, the results gathered by this study will enable
teacher trainers angsearchers in the field of teacher training to idertigy factors that guide the perceptions

of preservice teachers on seffgulated online learning and DE courses can be designed in such a way that will
LQFUHDVH WKH OHDUQHUVY D-Zepulbke@lebYhingDQG XWLOL]DWLRQ RI VHOI

Statement of the Problemand Research Questions

The question this research mainly deals with is:
Do preservice teacherfself-regulated online learningerceptiongiffer according to their gender, department,
class, level of digital literacy and the time they daily spend eflin

As a response to this question, this study aims to identifyreglfiated online learning perceptions of -pre
service teachers by shedding light on the variables that have an influence on their perceptions. Therefore, the
research questions to be deaith in this study are:

1. What is the level of overall perception of gervice teachers on segulated online learning?

2.Dopre VHUYLFH W HdyHatdd 0nlirfle Madrhg perceptiatiffer according to their gender?

3. Do preservice teacid U V freguth@d online learning perceptiatiffer according to their department?
4.DopreVHUYLFH W HdyHacdd Onlirfle adrthg perceptiatiffer according to their class?
5.DopreVHUYLFH W H&yE & et WWMifie \ebrdrig perceptiodiffer according to their level of digital
literacy?
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6. Do preVHUYLFH W H&EI&tetbWlifie VeBIraing perceptioddfer according to the time they daily
spend online?

Method

This section of the study deals with the research design, participants, data collection procedures and tool(s) as
well as data analysis processes.

Research Design

In this study a quantitative research method; nameiielationalmodel, one of the scamyg models, has been

employed. The main purpose of the study is to reveal the current state of a situation that has been experienced or

is being experienced (Karasar, 2000). Accordingly, 353spreice teachers studying at the Faculty of

Education, SuleymaDemirel University have agreed to participate in the study. The participants have been

asked to fill in an online set HSRUW TXHVWLRQQDLUH FRQVLVWLQJ RI WZR SDUWYV
DQG {HBHHIXIODWHG 2QOLQH /HDUQLQJ 6FDOHT

Participants

The study group of the present research consists of a total of 353 voluntseryice teachers studying in six
GLITHUHQW GHSDUWPHQWY DW WKH )DFXOW\ RI (GXFDWLRQ 6 OH\PDQ
VDPSOLQJT '|UQkéhl.1992) hasdbeen employed within this study in that the participants have been
selected because of their convenient accessibility and proximity to the researchers. Since all the participants
provided the requested information, there was no lost daeoQraphic information of the participants is

presented in Table 1.

Table 1. Demographic Information of the Participants

Number of Participants

Departments Female Male
Total Department %
English Language Teaching 35 11 46 13
Elementary Mathematics 37 5 42 12
Education
Science Education 37 11 48 13
Primary School Teacher Educatio 75 30 105 30
Turkish Language Teaching 44 16 60 17
Social Studies Education 42 10 52 15
Total 270 83 353 100

Data Collection Tool(s)

The data collection tool employed with the aim of gathering the necessary data for the statistical analyses
consists of two sections. In the first section of the tool, participants are reqtepredide their demographic

information such as their genders, departments, classes, digital literacy levels and time they daily spend online.
7KH VHFRQG VHFWLRQ RI WKH GDWD FROOHFWLRQ Wé&yRaedmhiRY WR FRO
OHDUQLQJ-WKIX\ODWMBHGI2QOLQH /H D Uepped ané Falddatedoy Sehséral. 2018),

has been employed. The procedures of adaptation of SOLS into Turkish and details as to the validity of SOLS

have been explained below.

Selfregulated Online Learning Scale (SOLS)

SOLS has originally been developed by Jansen et al. (2017) and validated and revisefltifier80LS has
been released by Jansen et al. (20&E8)sting scales and questionnaitesneasure SRkuch aghe Motivated
Strategies for Learning Questionnaifeintrich et al. 1991),the Online Selfegulated Learning Questionnaire
(Barnard et a).2009),the Metacognitive Awareness Invent¢8chraw& Dennison 1994), andthe Learning
Strategies Qestionnaire(Warr & Downing, 2000) have been scanned and items of the SOLS have been
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collected from these data caiteon tools. While these scales and questionnaires are designed with traditional
faceto-face education in mind, the SOLS has been constructed for online edut&iomitial version of the

SOLS involved 53 items under 11 factors. However, as a result of the exploratory factor analysis (EFA) and
confirmatory factor analysis (CFAjonducted on two different datasetise revised version of the SOLlas

been structurin a Zpoint Likerttype design (1: not at all true for me and 7: very true for me) and there are a
total of 36 items in the scale. Iltems between 1 and 18 (18 items) corijiaeognitive Skill{MS); items
between 19 and 21 (3 items) compriiene Mangement(TM); items between 22 and 26 (5 items) comprise
Environmental StructurindES); items between 27 and 31 (5 items) compHsesistence(P); and items
between 32 and 36 (5 items) comptisalp SeekingHS) factors.

Therefore, the revised versioi the SOLS has been adopted within this study and it has been translated into
Turkish by the researcher. As a next step, the original and the translated forms of the SOLS have been examined
by three experts who hold PhDs in English language teaching. $hggestions for revision have been
implemented and final version of Turkish form of the SOLS has been checked by another expert holding her
PhD in Turkish language education. The final version of the Turkish form of the SOLS has been achieved in
line with the recommendations of the expert holding her PhD in Turkish language education. At the end of this
process, it has been regarded by the researchers thian¢healidity of the SOLS has been mastered. After the

final version of the Turkish form of the SOLS has been arrived at, the first stage of pilot study with seven
English language teaching department students has been conducted and the readability as well as
comprehensibility of the SOLS has been assured. Ultimately, the second stage of the pilot study has been
conducted with 303 preervice teachers to demonstrate the confirmatory factor analysis (CFA), built upon a
structural equation model (see Figure 2).

QRO P
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Figure 2. SOLS Factor Analysis
(MS: Metacognitive Skills, HS: Help Seeking, P: Persistence, ES: Environmental Structuringjriié/
Management)
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Figure 2 presents the relationship between the factors of the SOLS and the items in each factor. it has bee
observed that the correlation coefficients calculated between the factors and their items vary between .67 and
.91. According to Biylkozturk (2002), the relationship coefficient of 0.60 and above can be interpreted as high
level correlation. When the nwarical valuesare examined, it can be argued that the correlation coefficients
calculated between the factors and their items are perfectly acceptable. As a result of the analyses, it is seen that
$ S Gl $ G | cant. FuBhedmoxel Bigutel 2 demonstrates that the adapted
form of the SOLS includes five factors and it is compatible with the original form of the SOLS. Results of the
confirmatory factor analysis (CFA) have been provided in Table 2.

Table 2.Confirmatory Factor Analysis Results for SOLS

Index Perfect fit criteria Goodfit criteria Eﬁ;ﬁgrm Result
x2/df 0-3 35 3.02 Good fit
RMSEA "506($ " " 506(% " .08 Good fit
SRMR " 506($ " " 506($ " .06 Goodfit
GFI "506($ " " 506(% " .92 Good fit
CFlI " &), " &), .90 Good fit
NFI 1), " 1), " .94 Good fit
RFI " 5), " " 5), " 91 Good fit

:KHQ 7DEOH LV H[DPLQHG WKH YDOXH $ G| -square fiRilex Dal@ WG E\ SUR
the degree of freedom indicates that it is below 5, which is regarded as an acceptable value (Henson & Roberts,
2006; Stevens, 2002). In additi, whenRMSEA, SRMR, GFI, CFI, NFI, RFI values are examined, it is seen

that the model is acceptable (Jéreskog & Sérbom, 1993; Hu & Bentler, 1991 ; Schmitt, 2011, Tabachnick &

Fidell 2014, pp.712Z13)

The internal consistency coefficient, which indicates the reliability of the scale, has been found as stratified
FRHIILFLHQW DOSKD /ILNHZLVH WKH UHOLDELOLW\ RI WKH IDFWRL
7LPH ODQDJHPHQW RQPHQWDPYLBWUXFWXULQJ . SBHUVLVWHQFH
Therefore, the scale is considered to have internal consistency. It should also be noted that the obtained results
concur withthe findings reported by Jansehal. (2018). In thisaespect, as a result of the CFA conducted, it can

be argued that the adapted form of the SOLS is a valid and reliable data collection tool.

Data Collection Procedures

The data collection process for this study started in October, 2020 following thevapgpir&ileyman Demirel
University Ethics Board (September 14, 2020 #6)6and ended at the end of November, 2020. Due to the
restrictions mandated by Covik® pandemic, no physical contact has been allowed; therefore, the data
collection tool has been lgaded on an online platform (forms.google.com) and the link has been shared with
the preservice teachers. Participants have been informed about the content as well as the aim of the study and
their consents have been obtained before they have beenagertcipate in the study.

Data Analysis

For the analysis of the data obtained, independent samidesdnd onevay analysis of variance (ANOVA)

are to be employedefore these analyses have been conducted, the data have been examined in line with the
assumptions offered by Mertler & Vannatf2005, Tabachnick & Fidell(2014 and Thode(2002). More
specifically, the number of data collected (N=353) and continuith@flatehave fulfilled the assumptions. As

a next stepthe valuesobtained by dividing the skewness and kurtosis coefficients of the data into standard
errors need to be checked to ensure normality (Howitt & Cramer, 2011; Tabachnick & Fidella@8li#has

been observed at the end of this analysis that the skewness value is outside the + 2 limit. In addition, since the
total number of participants is over 50, Kolmogo®mwirnov test has been implemented and, in line with its
results (p <.05), it@n be argued that it does not meet the normal distribution condition. Similarly,-the Q
charts also support this finding. Finally, it has been decided that the data are not distributed rdimoalthe
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data are not distributed normallgnalysis of ariance homogeneithas been skippedis a result, Mann
Whitney U test and Kruskalallis H test, which are neparametric tests, have been employed for the analyses.

Findings

In this section of the study, théndings of the analyses conducted for each aesk question have been
presented

Research Question 1. What is the level of overall perception of peervice teachers on selffegulated
online learning?

The arithmetic mean and standard deviation vahresgiven in Table 3 with the aim of answerithg first
research question.

Table 3. Statistics for SOLS and its Factors

Factors / SOLS N T8 Percentage  Standard Minimum and naximum

of scores (%) deviation scores that can be achieved
Metacognitive Skills 353 81.03 64.31 25.05 18126
Time Management 353 13.42 63.91 3.73 321
Environmental 353 24.86 71.03 7.87 5-35
Structuring
Persistence 353 23.89 68.26 7.62 5-35
Help Seeking 353 23.11 66.03 8.25 5-35
SOLS 353 166.31 66 45.90 36-252

Except for items 19 and 21, which have been scored reveedkthie items in the SOLS are positive and
mean scores of the responses given to the items have been computed. In addition, as the number of i
factors is different from each other, the total scores that can be obtained are differente\&iith ¢fi making ¢
comparison among the factors possible and easier, mean scores have been converted into perc
correcting them according to the total score. Accordingly, the highest mean score has been obsen
fEnvironmental Structurin@factor with a score of % 71.03. There are 5 items in this factor of the SOLS
highest score that can be obtained here is 35 whereas the lowest possible score is 5. It can be argue
VHUYLFH WHDFKHUVY SHUFHSWLR Q VacRQof\8BUS areQéfatieR QigHHapii
mostly agree with the items under the factor of environmental structuring. Similarly, the percentage of ¢
W KPdrsjstencd] IDFWRU LV 7TKHUH DUH LWHPV LQ Wéstactoleths
can be obtained in this factor is 35, the lowest possible score is 5. It can be argued thamthereL F H
SHUFHSWLRQV RQ WKH SHUVLVWHQFH IDFWRU RI1 62/6 DUHely
Seekind] 1D F W B@JOA. Vhere are 5 items in this factor of the SOLS. The highest score that can be ¢
in this factor is 35 and the lowest possible score is 5. It can be contended thaHgoeY LFH W HD F K
on the help seeking factor of SOLS atemodeate level Similarly, iQ WMdthcpgnitive Skill§ IDFW
percentage of overall scores is % 64.31. There are 18 items in this factor of the SOLS. The highest
score in this factor is 126 while the lowest possible score is 18. It can behahigrée VHUYLFH
perceptions on theattor of metacognitive skills are at moderate let@hally, the percentage of pservice
WHDFKHUVY Vime Mahsgdn@rfiWiil WRU LV 7TKHUH DUH LWHP\
highestscore that can be obtained in this factor is 21 whereas the lowest possible score is 3. It should
thatpre VHUYLFH WHDFKHUVY SHUFHSWLRQV RQ WKH IDFWRU RI W
factors.

When it comesto the p HUYLFH WHDFKHUVY RYHUDOO SHUFHSWLRQV F
SOLS is % 66. There are a total of 36 items in the SOLS. Therefore, while the highest score tha
obtained in the SOLS is 252, the lowest possible score B@tsidering the percentage of theieanscores, it
can be argued that the pHUYLFH WHDFKHUVY SH Udsb &WddRratd/leRQ WKH 62

Research Question 2. Dpre-VHU Y L FH \eHiedulatddovilfhe learningperceptionsdiffer according
to their gender?

In line with the second research question, Mevimtney U test has been conducted to reveal whethe
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perceptions of prservice teachers on saHgulated online learning differ according to their gender.
findings of the analysis va been presented in Table 4 below.

Table 4. UTest Results for SOLS according to Gender

Gender N Mean rank Sum of rank U p Effect
size
Female 270 183.16 49454.50 9540.50 ,041
0.219
Male 83 156.95 13026.50
*p<0.05

As can be understood from the figures given in Table 4, the mean scores of ferrsdevipe teachers c
SOLS (183.16) are higher than those of their male counterparts (156.95). Moreover, findings reveal
difference between the mean scores fenmld male preervice teachers is statistically significant (L
9540.50; p <0.05). In other words, it can be arguedgfteV HUYLFH WHDFKHUVY SHUFH!
according to their genden that female preVHUYLFH WHD F K HUNeISES Ere Hi§hat Lt t
male counterparts

Research Question 3. Do praervice teacherdself-regulated online learningperceptionsdiffer according
to their department?

In line with the third research question, Kruskddllis H test has beenonducted to reveal whether the
perceptions of prservice teachers on sedgulated online learning differ according to the department they
study. The findings of the analysis have been presented in Table 5 below.

Table 5. KruskaWallis H Test Resultfor SOLS according to Department

Department n_  Meanrank df $ p Significant difference
English Language p5 175 43 No difference
Teaching
Elemer)tary Mathematic 42 183.85
Education
Science Education 48 209.04
: 5 9.05 A1
anar)_/ School Teache 105 162.94
Education
Turkish Language
Teaching 60 162.98

Social Studies Education 52 190.50

Table 5 shows that the mean scores ofgenwice teachers studying at the department of science education are
the highest (209.04) whereas thean scores of pigervice teachers studying at the department of primary
school teacher education are the lowest (162.94). Nevertheless, KWiskial H test results indicate that the
REVHUYHG GLIIHUHQFH LV QRW VW D}.05).Wd_gubDit@iferewtly Jtaelperdemignevof $ &
pre-service teachers on sefgulated online learning do not differ according to the department they study.

Research Question 4. Do praervice teacherdself-regulated online learningperceptionsdiffer according
to their class?

In line with the fourth research question, KrusWéhllis H test has been conducted to reveal whether the
perceptions of praervice teachers on sefgulated online learning differ according to their class. The findings
of theanalysis have been presented in Table 6 below.
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Table 6. KruskaWallis H Test Results for SOLS according to Class

Class n Mean rank df $ p Significant difference
Freshman 132 169.08 No difference
Sophomore 118 175.51

Junior 59 177.89 3 381 28

Senior 44 203.57

Table 6 indicates that the mean scores of seniesgméce teachers studying are the highest (203.57) whereas

the mean scores of freshman -gegvice teachers are the lowest (169.08). Nonetheless, Kilvekhs H test

results suggest that the observdddHUHQFH LV QRW VWDWLVWLFDOO\ VLJQLILFDQW
perceptions of prservice teachers on sedgulated online learning do not differ according to their classes.

Research Question 5. Do praervice teacherdkself-regulated online learningperceptionsdiffer according
to their level of digital literacy?

In line with the fifth research question, Krusk&hllis H test has been conducted to reveal whether the
perceptions of prservice teachers on seHgulated online krning differ according toheir level of digital
literacy. It should be noted at this point that the participants have been asked about thencealéd digital
literacy levels and a data collection tool has not been employed with the aim of idertifgir levels of digital
literacy. The findings of the analysis have been presented in Table 7 below.

Table 7. KruskaWallis H Test Results for SOLS according to Level of Digital Literacy

Digital Literacy Level n Mean df $ p S_ignificant Effect size
rank difference

Basic 138 146.60 Goodbasic 0.46

Good 181 19295 2 21.51 .00 Very goodbasic 0.56

Very Good 34 215.47

Table 7 shows that the mean scores ofgamice teachers with basic digital literacy is the lowest (146.60)
whereas the mean scores of -pesvice teachers with very good digital literacy is the highest (215.47).
Furthermore, KruskaWallis H testresulv LQGLFDWH WKDW WKH GLIIHUHQFH REVHUYHG
= 21.51, p< 0.05). As a next step, Mann Whitney U test has been conducted to determine the level of difference
between and among the groups. The findings show that the meandatpreservice teachers with good level

of digital literacy are higher than the mean scores ofpreice teachers with basic level of digital literacy, with

the difference being at moderate level. Similarly, it has been observed that the mean spoeesevice

teachers with very good level of digital literacy are higher than the mean scoresseiyice teachers with

good level of digital literacy, with the difference being at moderate level.

Research Question 6. Do praervice teacherdkself-regulated online learningperceptionsdiffer according
to the time they daily spend online?

Finally, for the analysis of the sixth research question, Kredlallis H test has been conducted to reveal
whether the perceptions of pservice teachers on sedgulated online learning differ according to the time
they daily spend online. The findings of the analysis have been presented in Table 8 below.

Table 8. KruskaWallis H Test Results for SOLS according to Time Daily Spent Online

Time Daily Spent Mean df $ p Significant Effect size
. n .

Online rank difference

1-2 hours 79 146.33 0.52

3-4 hours 140 173.63

5.6 hours 82 20326 3 13.73 .00 5-6 hour- 1-2 hour

7+ hours 52 191.26

Table 8 indicates that the mean scores ofgem@ice teachers who daily spen@ hours online is the lowest
(146.33) whereas the mean scores ofgmeice teachers who daily spenéb Shours online is the highest
(203.26). Moreover, Kruskalallis H testresults show that the difference observed is statistically significant
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$0 S 6XEVHTXHQWO\ 0DQQ :KLWQH\ 8 WHVW KDV EHHQ |
difference between and among the groups. The findings show that the mesnafqareservice teachers who
daily spend 5 hours online are higher than the mean scores efgméce teachers who daily spen@ hours
online, with the difference being at moderate level.

Discussion

The findings demonstrate thpteservice ted KHUVY SHUFHSWLRQV DUH &iWrehnmehtdIKk HVW LQ
structuring whereas their perceptions are the lowest in the factdime managemeniThe reason for this

finding may be related to the assignment of too much homework or project work parthof the preservice

teachersAs a result, they may not be able to organize their time properly to fulfill the requirements of various
courses they are taking. Furthermore, their overall perceptions of the SOLS have also been observed to be at
moderae level.More precisely, in line with the wording of theppint Likerttype items in the SOLS, their

PHDQ VFRUH LV VRPHZKHUH EHWZHHQ pVRPHZKDW WUXH RI PHT DQG puV
implies that preVHU Y LFH W Hdgbbited anlirg I¥arhdd perceptions need to be supported and improved.

The findings also show thate VHUYLFH WHDFKHUVY SHUFHSWLRQV WR VRPH H[WHQ
that female preVHUYLFH WHDFKHUVY SHUFHSWLRQ\WalkR @reWHHY BERH6 VDK BIF KH O
perceptions on the SOl &hich is consistent with the findings die study conducted by Weis et al. (2013).

Preservice teachers from six different departments have participated in this stuthedimtlings indicate that

the perceptions of preervice teachers on seHgulated online learning do not differ accordirg the

department they study. In a similar vein, the perceptions edgmace teachers on sefgulated online learning

do not differ according to their classes. Neverthel¢shduld be noted that although thieservedifference is

statistically insgnificant, the perceptions of the pservice teachers increase as they move toward graduation,

which implies that their awareness of SR improves as they continue their tertiary eduBatibas been
aforementioned, preervice teachers have been askespiecify their perceived level of digital literacy and the

findings show thathere exists a mutual correlation between the digital literacy levels and the SOLS perceptions

of preservice teachers as the higher their digital literacy levels, the higliepéineeptions on the SOLS, which

LV FRQVLVWHQW ZLWK WKH ILQGLQJV RI .DUDVX DQG 6DUO 8VKH
Similarly, it has been observed that SOLS perceptions e$gmgce teachers who daily spen® Hours online

are higher than those of pigervice teachers who daily spene hours online, with the difference being at

moderate levelThis finding also supports the presumption that as thesgmdce teachers spend more time on

the internet, their digital literacy\el increases and this directly contributes to their perceptions of SR.

Conclusion and Educational Implications

The field of education is chasterized by constant changgV *OHDUQLQJ GRHV QRW KDSSHQ LQ
place in constantly changing covH[WV DQG LV UHIRUPHG HYHU\ WLPH" -IUYHQRMD H'
the main aim of formal schooling should be to teach students how to learn, which can only be achieved via SR
(Hoyle & Dent, 2017). Moreover, it seems certain that the sagmte of SR will multiply as the integration of

technology into the field of education continues.

It has been reported by Winne (2017) that undergraduate students appear to be undereducated in terms of self
regulation; however, it should also be nothkdt selfregulation skills can be learned without much effort with

the help of remedial instruction on certain study tactics and learning stradtine®, 2017) When it comes to

Turkish context, it can be construed by the findings of the study teat/pt UYLFH WHDFKHUVY OHYHO RI
selfregulated online learning is far from satisfactory as the percentage of their perceptions are somewhere
EHWZHHQ pVRPHZKDW WUXH RI PHY DQG upWUXH RI PHY UDWiIHU WKDQ
VHUYLFH W HdyHHatdd dnlirfe Eaidrihy perceptions need to be supported and improved. Furthermore, the
findings of the present study also indicate that the gender, level of digital literacy and time daily spent online

have an influence oiné SOLS perceptions of the pervice students. To be more precise, it has been observed

that female peVHUYLFH WHDFKHUVY SHUFHSWLRQV RI WKH 62/6 Dbisl KLJKHU
finding has been supported by Tseng et al. (2017) velve reported thdemale students have better conirol

strategy use than male studentshie context of foreigtanguage learningOn the other hand;estsdottiret al.

(2014) have reported conflicting results at the end of the longitudindl/they have conducted in European

contextin that while female students have outperformed males in Icelandpiaste has been observed in

France and Germany, whidtasbeenattributed tothe effect ofcultural settingIn a similar vein Meece and

Painer (2008)haveexaming gender differences in e PHQWDU\ DQG V HRBQ@GIRU stratdyixsG HQ W V
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and found that malesutperformfemales; however, they have admitted tbaltural stereotypes of male and

female abilitiesmay have significant implicetns. As anexample,it hasbeen argued that females are more

frequently expected to conform to socials norms; thus, their experience and skill in regulating their emotions

and behaviors tend to be superior compared to males (Davis, ¥39%).the relabnship between SRL and

digital literacy, it has been observed tHaty WKH SDUWLFLSDQWVY GLJLWDO OLWHUDF\ OH
online increase, their perceptionsSRL improve.A recent study conducted by Demirbag and Bahc{2821)

VXSSRUW WKLY FRQFOXVLRQ E\ KLJKOLJKWLQJ \apistemblQuivatheliefsODWLR Q
self-regulation skillsand digital literacy Similarly, Arias Soto andsonzélez Gutiérre£2019) have aimed to

reveal thepossible effdc WV RI GLJLWDO OLWHUDF\ WUDLQLQJ RQ WKH SDUWLFI
speaking skills. Their results indicate that improved levels of digital literacy yield in development in basic SR

skills and attitudes as well as foreign language ordlsskkV KDV EHHQ DUJXHG E\ .DUDVX DQG
Usher and Shunk (2017), utilization of technology contributes to SR and, by the same token, deployment of SR

also facilitates the process of DEHo & Shen, 2013More specifically, Cho and Shen (20k&plain SRL via

several constructs (namelypal orientation, academic setdfficacy, effort regulation, metacognitive regulation,
andinteraction regulatioh and report thamultiple types of regulationsuch aseffort regulation, metacognitive

regulation, and interaction regulation anélized LQ VW XGHQWVY 65/ LQ RQO.LQH OHDUQLQJ H(

To sum up, DE has entered into the field of education at an unprecedented scale and in the period of new normal

in the aftermath of Covid9 pandemics, it seembat DE may not cease to be employed totally. On the

contrary, latest technology and DE will possibly continue to be utilized in some form, especially for the
instruction of courses with theoretical content. In this respect, the facilitative effects mdlphon SR skills

of the learners have been underscored by several reseaeensbag & Bahcivan, 2021; DUDV X 6DUOD
2019; Usher & Shunk, 2017 KH GHYHORSPHQW RI VWXGHQWVYT GLIJLWDO OLWHUDF
for success in DEGiven the importance of SR for academic and professional success, educational institutions

RI DOO OHYHOV QHHG WR DLP DW LPSURYLQJ QRW RQO\ WKH VWXGHQW
2017). To be more specific, both-gervice and prservice teachers should be considered addifg learners,

which comes to mean that they constantly need to be aware of their dual rolesegutaiéd learners and self
UHJXODWHG WHDFKHUV ZLWK WKH Pegiatidn adri®sKklcharékd 201K;HPeldy &t W X G H Q W
al., 2008; Thiede & de Bruin, 2017). To achieve this, strategy training sessions should be planned and conducted

for both preservice and irservice teachers. Additionally, both groups of teachers should be encouraged to
dHYHORS DQG VXSSRUW WKHLU RZQ VWXGHQWVY 65 VNLOOV
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Appendix

Oz-G+]HQOH\LFL dHYULPLoL g+UHQPH gOoH=L gdgg

*1 2 3 4 5 6 7

dHYULPLoL GHUVOHUGH ELU J|UH
QH |[+UHQPHP JHUHNWL+LQL GeG-Q;

2.CevriimiciGHUVOHUGH H=LWLPH EDGQ
oDOOUPDP JHUHNWL+L NRQXVXQGH

+HP NOVD YDGHOL J¢QO+N YH\D
D\OON YH\D WeP oHYULPLoOL H+LWI
belirlerim.

4. Cevrimici derslerdeoDOOGPD ]DPDQOPO \|
\DUGOPFO ROPDVO LoLQ KHGHIOH\

dHYULPLoL GHUVOHUGH ELU J|UH
hedefler belirlerim.

dHYULPLoL GHUVOHUGH VRUXQO
GeU*QHUHN HQ L\LVLQL VHOHULP

7.*HoPLGWH L4GLPH \DUD\DQ VWUDW
NXOODQPD\D oDOOuUOUOP

8. dHYULPLoL GHUVOHUGH NXOODQU(
DPDFOP YDUGOHU

dHYULPLoL GHUVOHUH oDOOuUOU
IDUNOQGD\OPGOU

**QO+*N RODUDN GHUVOHUH NDW,
OHYULPLoL GHUVOHUH oDOOUGUPD ]D
J*QOHULQH HULW UHNLOGH \D\PD\[

dHYULPLoL GHUVOHUGHNL |QHP
ROPDVG:11QQL DUDOONODUOD GH |

12. Cevrimigi dersleri anlama diizeyimi kontrol etmek
DPDFO\OD NHQGLPL G+]HQOL DUD(

dHYULPLoL GHUVOHUGH ELU GH\
|+UHQGL+LP NRQXVRQBDOPHOBLPL

dHYULPLoL GHUVOHUGH oDOOUuUP
|[+UHQGLNOHULP KDNNOQGD G+l°+Q{

dHYULPLoL GHUVOHUGH oDOOUuUP
G+]H\GH XobuwO=+0PO VRUJIJXODUOD

dHYULPLoL GHUVOHUDGPDIQONKOG
VWUDWHMLOHUL GH+LGWLULULP

17.dHYULPLoL GHUVOHUH oDOOudU
VWUDWHMLOHULQ \DUDUOOOON G-

dHYULPLoL GHUVOHUGH oDOOUGP
UH\L EDUNB&XODDQUOD \DSDELOHFH=I

19.dHYULPLoL GHUVOHUGH ELU oDO
JRUODQOUOP

dHYULPLOL GHUVOHU LoLQ KDIW
NDoOUPDPD\D [JHQ J|[VWHULULP

'"L+HU HWNLQ O LN O H JergléfeGbkQamad
KDUFDPDGO+OPO VON VON J|Ue«U-P

'LNNDWLPLQ GD+O00OPDVOQO |QO
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oDOOUWO+0P PHNDQO GLNNDWOH
dHYULPLoL GHUVOHUH oDOOUGUPD
24. Cevrimici dersleredHQ HWNLQ QHUHGH oD
bilirim.
dHYULPLoL GHUVOHUH oDOOUGUPD
NXOODQGO+OP ELU \HU YDUGOU
dHYULPLoL GHUVOHUGH |+UHWP
gereken konularla ilgili beklentilerini bilirim.
27.dHYULPLoL GHUV oDOOUOUNHQ V
WRSODPDN LoLQ NHQGLPL JRUODU
dHYULPLoL GHUV HVQDVOQGD ]l
EDGUODGO+0QGD GHUVH WHNUDU H
gOsteririm.
29. Cevrimici derslere ilgiMND\EHWPH\H EDUO
NHQGLPL GDKD oRN WHGYLN HWPH
<DSPDP JHUHNHQOHU KRUXPD J
GHUVOHUGH EDUDUOOO ROPDN Lol
dHYULPLoL GHUV PDWHU\DOOHU
NDGDU o D&vé&midlerinD
dHYULPLoL GHUVOHUGH ELU GH\
]DPDQ VOQOI DUNDGDUODUOPD ILN
dHYULPLoL GHUVOHUGH VRUXQA(
SD\ODUDUDN QHUHGH JRUODQGO=+(
O|]]JHELOHFH=+LPL]L EXOXUXP
dHYULPLoL GHUV H-LWPHQLQGH
OVUDUFO\OPGOU
dHYULPLoL GHUV PDWHU\DOOHU
ROXUVD VOQOI DUNDGDUODUOPOD
dHYULPLoL GHOUHMORUBB QDY & v
|[+UHQPHN LoLQ VOQOI DUNDGDUOD

* %BHQLP LoLQ KLo GR+UX GH=+LO
%WHQLP LoLQ GR+UX GH=+LO
%HQLP LoLQ ELUD] GR+UX GH=+LO
.DUDUVO]OP
%HQLP LoLQ ELUD] GR+UX
%HQLP LoLQ GR=UX

7.BenimicinROGXNoD GR+UX
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Abstract

From the perspective of Turkish education history, it can be said that the teaching methods applied in the
educational institutions of the Ottoman Empire had deductive deaistics. Thepplication of
thedeductivemethod was carried out in various forms including memorization, repetition, comprehension,
discussion and note takingince thdransfer of lesson® primaryschools and madrasahghich were

traditional Ottonan educational institutions, wasedominant, memorization as a teaching method was also
dominant.Along with the modernization period in the nineteenth century, with innovations in the social,
economic and military fields of the Ottoman state, there \as@ changes and developments in the field of

education. After the second Constitutional Monarchy, tBartimuallimin WKH WHDFKHUVY VFKRRO |
which was established in 1848, started to train more qualified teachers as part of the changes gmdedéselo

in the historical proces¥heideas, suggestions and practicessdf Be§) theprincipal of the teachers' school in

that period, as the key implementer of these changes are still considered importaninttitiaystudythe

necessity, importance andharacteristics of the methods w@krir pH[SODLQMHNE@EAQYERYHULQJY L
6 DB¥s thinking as opposed to memorization are emphasized. The findings show that the disowtaodg

is more useful than thexplaining method in terms of permabhdearning as an alternative to memorization.

Another finding of the present study is that methods of explaining and discovering cannot be applied in every
academic course.

Key words:Sati Bey, teacher school, teaching principles and methods, memorizatiplaining and
discovering methods.

Introduction

The Ottoman Empire, which had a deepted, historical educational tradition, raised scholarsakti
HUDWLRQ&ID fuUH@QG IV RXNQFHY )RU H[DPSOH OXUDW %LQ gVKDN ZDV

Havass*O HGYIQHVKH ILHOG RI PHGLFLQH DV ZHUH &HODOHWWLQ +0]0U

dHOHEL .DGO =DGH 5XPL ZDV IDPRXV LQ WRNDEDO® R{WIVWERERHPW VWBILQ

Mirim Celebi and Celal Devvani were prominent in the field of mathematics and Piri Reis and Seydi Ali Reis

ZHUH IDPRXV LQ WKH ILHOG RI JHRJUDSK\ $GOYDU 2 OPLARAHBDYHUHGEHF

iQVWLWXWLRQVY ZKLFK VWDUWHG WR GHWHULRUDWH LQ WKH VL[WHHQ

that period slowed down and original works were not produced. After the sixteenth century, the abandonment of

the akli ilimler (rational soénces) such as mathematics, theology and philosophy which had motivated thought

in madrasahsor simply putting them aside, also led to the move away from the teaching methods used in

previous years. Instead of teaching methods which stimulated thinkihgdeas such as debate, adopting the

nakli ilimler (religious sciences) and focusing on memorization were the principal reasons for the decline in

HGXFDWLRQ (UJLQ 8]XQobDUUOOO 7KH UHDVRQV IRU WKH GH

senior staff and thinkers of the period, and they worked on measures to be taken to address it. The enlightened

Selim Il tried to prevent the deterioration of education by issuing edicts in 1789, 1791, 1793, 1794, 1795 and

1798 and tried to consolidatestposition of theg O P(Eutdt, 2018).

’ Corresponding Author6 DY D G . $ 5 $aepskaragoz@aksaray.edu.tr
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From the eighteenth century, in the educational institutions whose decline was one of the reasons for the decline
of the Ottoman Empire, the courses, the teaching methods used to teach them and the qualifications which they
awarded \ere criticized on the grounds that they were not useful. With the Renaissance and the reform and the
rise of humanism which took place in the western world, increasing industrialization contributed to the increase
in the number of sciences and the develepiof teaching methods suitable for the characteristics of each
science. By the end of eighteenth century, Turks had to admit that the western states were stronger than the
Ottoman empire. The first conscious attempts to introduce westernization andtionavere made in the early
nineteenth century by imitating and adopting some elements selected from western European civilization.
Recognizing the superiority of the west, Ottoman statesmen established some educational institutions in order to
make the tate strong again so that it could compete with European powers. These new institutions started to
deliver new curriculums and different teaching methods, such as observation, query and teaching by doing and
experiencing (Duman, 2002After the fall of Séim 1l in 1807, military training was first overhauled and this
innovation was followed by the opening of weststyle schools, and bringing educators from the west and
renewing the curriculums of these schools were seen as important developments iof tdl@enmodernization

of education (Akyilz, 2020).

In the Tanzimatperiod, the practices which were carried out in@t®man education system were made more
systematic by the introduction of the Education General Regulation of 1869 (Kamer, 2017a;D2a30e

these changes, howevenadrasahsand V O E $&h@ols (Ottoman elementapyimary schools) continued to

exist and rejected innovative effective and efficient teaching methods such as debate, dritigisgbased

learning and learning by doingnd continued to teach by memorization, and this dual sysdeised confusion

IRU VRPH WLPH 'HPLUWTadzimatperiod: biikigthgVehékbe and development in the field of
education, as well as increasing the understanding of the importanbe sbdial and political functions of
education, education began to be seen as a science in Ottoman society. Under an instruction of 1847, primary
education was increased to six years;difented lessons were included in education programs and thenggachi
principles and methods regarding how these lessons would be taught were revised. During this period, the most
important work on teaching methods was t&utu Cedid pnQHZ HGXFDWLRQDO PHWKRGY LQW
Sabit Efendi to replace tHdsuli Atka PtROG HGXFDWLRQDO PHWKRGT 6HOLP 6DELW (I
teaching methods with his wolRkehnuma Muallimin (1870). He stated that there were positive and negative
sides of the individual teaching method, the collective teaching method anmdithal teaching method, and he
proposed a new teaching method which took the positive aspects of these three former teaching methods
(Akyliz, 2020). This view formed the basis for the methods of explaining and discovering which are the subject
of the currat study.

In 1847, Ahmet Kemal Pasha had introduced a new teaching method i fivewW(kadéndary) schools in
Istanbul. In the following years, many books were written on teaching principles and methods; the most
significant wereRehnumai Muallimin(1870) and g O P L 7-HESfBI (A8T0) by Selim Sabit EfendRehberi

Tedris and Terbiye E\ 0XVD \Bd Palim and TerbiyeE\ $\uH 60GOND +Os@OP

Tedris and Tederrigl899) by Melekzade Fuatg O P L 7-HEHEIL1907) by Aristokli Hendi, andFenni

Terbiye E\ 6DWL %H\ $\VH 6818 DahnbanrdDrerbiy@g Mcognized as the first book in

the field of education science and teaching principles and methods in the modern sense as well as being one of
the most importanteferences in the fields of sociology and psychology. It was used for many years as a
textbook in the curriculums of teacher training schools (Gundiz, 2020). These books on teaching methods
expressed a common opinion that the current teaching methodsietexective. It can also be seen that they
contained sample lessons suitable for the characteristics of each course in order to show the need for and benefit
of applying new educational methods in every educational context.

Muallim Cevdet (1918) statethdt the reason for the decline and the obstacles to progress were the traditional
WHDFKLQJ PHWKRGY DSSOLHG LQ HGXFDWLRQDO LQVWLWXWLRQV 3,Q
abandon thelhikr pUHPHPEHULQJY RU pUHRROaDH&EW firk,Qafid td $1aV Witk @xafples

and observations, then to apply and spread the procedure of giving rules and laws. The most important reason
for not being able to train technical staff that we will be proud of against Europe mmamnas#sis the current
WHDFKLQJ PHWKRG 1RERG\ ZRUNHG RQ WKLV VXEMHFW XQWLO 6DWL
%H\TV YLHZVY DQG VXJIJHVWLRQV RQ WHDFKLQJ PHWKRGV ZHUH

Although Muallim Cevdet stated that the only person who had articulated tHeforea renewal in teaching
methods was Sati Bey, when the writers and works listed above are examined, it can be seen that there were
many educators who advocated innovation in teaching principles and methods in the Ottoman educational
system. TheDarllmuallimin, which was founded in 1848 as part of the changes and developments in the
traditional structure after the second Constitutional Monarchy, started to provide a more modern education and
to train more qualified teachers. It was observed that teactmsstaught in accordance with the new
educational methods in practical school applications, as well as in the application of examination, research and
discussion methods. In addition to his works in different fields such as education, the natural,soiitices

language and nationalism in the Ottoman lands during the period when the modernization movements and the
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schooling processes were most active after thezimatperiod, Sati Bey also wrote important articles on
memorization and teaching methodsd these are subjected to evaluation in this study. As a result of his trips

to western countries for educational purposes, Sati Bey had the opportunity to get to observe many
philosophical and sociological groups which focused on the relationship dretegucation, sociology and

philosophy. Within this context, Sati Bey adhered to the individualist philosophy of Herbart Spencer, whereas

Ziya Gokalp adopted a socialist view by adhering to the collectivist views of Emile Durkeim. Sati Bey
recommended his¥ LHZV RFHRKMHOWGHG HGXFDWLRQY HVSHFLDOO\N LQ FRQWHPS]
first Turkish workFenni (Science) EducatontHQHO  7DLEL

Sati Bey, as principal of thBartlmuallimin, saw education as a solution to stop the decline of the Ottoman

empire, and he gave practical explanations about the teaching methods of explaining and discovering to
Darilmualliminteacters, teacher candidates and also other teachers in the forreestioe training in order to

eliminate rote memorization and to achieve full learning, especially for the purpose of increasing the
gualifications of the teachers. This current study foclR68 WKH UGLVFRYHULQJY DQG pH[SODLQ
he applied to replace memorization. Developments in the field of psychology at the end of the nineteenth and

the beginning of the twentieth centuries made it necessary to take into account indivifwehaks in

education and training and revealed that the method of teaching by memorization did not ensure the permanence

of the taught knowledge. Educators therefore developed different teaching methods and techniques, drawing
attention to the need to @VLGHU OHDUQHUVY LQGLYLGXDO GHYHORSPHQW SHUI
according to individual differences. This led to a change in teaching methods (Karag6z, 2017).

6DWL %H\TV H[SODLQLQJ DQG GLVFRYHULQJ PH W KR GSch&HdiRinD SSOLHG
establishments. The application of these methods, especially in an institution for training teachers, and the
comprehension of new teachers about them can be considered as the first steps taken against the traditional
method of mem&J LIDWLRQ 6DWL %H\fV DSSOLFDWLRQV DQG H[SODQDWLRQV
and discovering together with the questammdanswer method, the features, advantages and disadvantages of

these two methods, and in which courses these methoualsl Wwe more appropriate pedagogical developments

can be considered as an important pedagogical development both for that period and for today.

General teaching methods in the educational institutions of the Ottoman empire

The teaching methods applied the educational institutions of the Ottoman empire had the feature of being

deductive. The origins of this method came from authorities such as scientists and philosophers, who wrote

works on certain subjects and produced ideas. Attempts to resohiagepisiblems were based on the views of

these scientists. The application of the deductive method was carried out in various forms including rote

memorization, repetition, comprehension, discussion andtabiteg. In the traditional Ottoman educational

institutions, from elementary and primary schoolsnadrasahs memorization was the predominant teaching

method due to the exclusively enay transfer of lessons (Anameig¢ 5X ND QF O u AyDaiiz

(1997), however, reported that although memorization was used as a principal teaching method, different

teaching methods used mmadrasahshad been taken over from the Seljuks to th@@#n schools in terms of

purposestructureoperationThe methods and techniques of multiple training were used and an holistic

problemsolving approach which involved more than one teaching method and technique, and the main

dynamics of education, inclualj iktisar (economics) andstiskg were of great importance. In this method,

short texts read at the beginning of the lesson were caldgshr, middle texts were calledD NWOVDG
MHDFFXPXODWLQJ DQG LQFUHDVLQJ NQRZOHGJHY DQG WKH WH[WV ZK

istiska Student would read the books of these three levels in sequence. Other methods which complemented this

theoretical learning method weeapproaches such as explaining, dictation and memorization.

The teaching method traditionally appliednradrasahsnvolved reading specific texts from a book chosen by

WKH WHDFKHU WKDW LV E\ WKH H[SODLQLQJ P BWKRIH FKERRKHWKRG Z

8]XQobUubOO

When the teaching methods employed in Ottoman educational institutions are examined, it can be seen that

more than one teaching method was used. These methods can be listed as memorization, comprehension,

dictation, reetition, questiorandanswer as well asniizdkere pyQHJR WL D WUun&z@§ uBQGFXVVLRQT
$00ON 6DUOND\D (E€ $PU E $0k HPSKDVL]HG WKH LPSRUWDRQH

by stating that the first rule of science is calmn#éss second is to ask good questions, the third is to listen well,

the fourth is to memorize well, and the fifth is to defend the obtained knowledge well against others (Makdisi,

1981).

The explaining method

In the explaining method, which was the bas@ching method imadrasahsthe teacher was at the center and
explained the course subject in detail. Lessons taught through the explaining method were delivered through
texts and explanations read from a book chosen by the teacher. In this methodyaghadko calledao ON NLWDS
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tedris usuli pPTWKHERBNQHGXFDWLRQ PHWKRGYT VWXGHQWY VDW LQ D FLUF(
KLV VWDWHPHQWY DQG WRRN QRWHY UHSURGXFLQJ ZKDW WKH WHDFKF
This was intended to arouse intdrigsthe course subjects. inadrasahpractice, the method of explaining was

applied by the teachers as a general presentation of the subject to the students, the students then presenting the
subjects which they prepared separately to the teacher anchtotbar.

The memorization (Ef 3 method

In the classical format, the questianswer technique is based on the principle that students memorize
stereotyped answers corresponding to certain questions and repeat their answers when asked. The most
important feature of this method Isatt it is a repetition process based on memorization. In teaching situations in
which the questiomnswer technique is applied, the main task of the students is to memorize the answers to the
guestions to be asked and to simply repeat them without chathgimg(Dtindar, 2013; Leife & Rustin, 1974).
Memorization was used as an oral training method. Due to the contmaidofsaheducation programs and the

Arabic language and literature which was the language of written communication, the memorizatiomeechniq
was frequently used as an education method (Erguin, 2015).

Akgundiiz (1997) did not see the memorization technique as a negative technique in terms of its nature and
usage inmadrasahsConcerning the importance of memorization and repetition, Diinda8)2xpressed the
following thoughts in théMugaddimatof Ibn Khaldun: 1. For a student to reach mastery of the subject matter, a
threefold process of repetition is necessary. Some students can reach this level with less repetition because of
their individual features and skills, and 2. memorization is especially essential in language learning.

Makdisi (1981) stated that the teaching method followed in traditional Ottoman educational institutions such as
Ottoman elementargrimary schools anthadrasahswas based on memorization, and saw the understanding

of memorization as an invariable feature of improving memory due to the natumeadrfasahs and
memorization, repetition, comprehension, negotiation and writing were used as teaching matiediagahs

Makdisi also regarded memorization as appropriate in the circumstances at that time in order to protect the
manuscripts.

The dictation (@ P JOni2thod

Akgundiz (1997) defined the dictation techniqgue as a process used for pedagogical purposes within the
framework of mind and brain interaction The first and most important proponent of the dictation method in
Turkey was Selim Sabit Efendi, who stated the following points regarding the use of the dictation method in his
Rehbuma\O 0OXDOQ@ILRDBKHUJYWEXLGHERR

Letters are written on a blackboard, the shapes and names of the letters are taught to the
students. After the teacher has pronounced them individually by showing the letters he has
written on the board with a thin stick, he asks the students to ygnoeadhem together and so

he gets them used to the correct pronunciation as he shows the letters again and pronounces
them. After the names of the letters are memorized and [the students are] accustomed to their
pronunciation, the differences and similidt between them are shown on the board and
explained to the students. After explaining the shape and names of the letters to the students,
the letters are written on the board in an irregular and mixed manner in groups of five and
exercises are given the students with the questiamswer method. (Buyrukgu, 2002: Selim

Sabit, 1883)

The notebook method

Another method used during the education givem€midrasahswas keeping a notebook (for spelling and

writing) or taking notes. In this method, it wascessary to write exactly what the teacher said during the lesson

or what was in the books for the course. Keeping a notebook was an important teaching method used alongside
the memorization method madrasahs 7T DUGHPLUFL , W L ~Ne haebvdK Hatzhelside@®@ J RI1 W
reads and learns the writings of the teacher; it is not simply a routine copying process.

Okcu and Pilatin (2018) reported that other methods such as negotiation, peer teaching, memorization and
expressing opinions were alsoidely used in Ottoman educational institutions. The negotiation method
encouraged students to collaborate and supported the permanence of the learning achieved through this
interaction. It has been stated that one of the most striking methotsdiasahteaching was the peer teaching

method, and it is still used today. In the negotiation method, which was applied in the form of gaedtion

answer, the students were asked questions and gave their answers to the teacher. The negotiation method was
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the mostcommon method not only in Ottoman educational institutions but also iNi#aeniyemadrasahof

the Seljuk period. In thosmadrasahsstudents first read the subject matter and then the teacher asked them
guestions by giving the necessary explanation. WK H HQG RI WKH OHVVRQ VWXGHQWVT
answered by the teacher and discussed (Ocak, 2017).

The discussion method, which started in thedrasahsand was transferred to mosques and literary meetings

over time, had been the source of thealepment of the academic skill in which both the teacher and the
students express their own views (Akgundiz, 1997). The method of memorization was the most criticized
aspect of themadrasahs Pilatin and Okcu (2018) supported the views of Makdisi and A#g#a that
memorization was considered necessary becaasiasahlessons had been kept in the memory mainly by the

method of memorizing verses ahddithsand memorizing patterns in some grammar books. This is still applied

in today's formal education sgsh. For example, some formulas and operations in science, grammar rules and
literary works are learned by the memorization method. It can therefore be said that memorization was not a
general or dominant method imadrasahson the contrary, it can be sdidat it was used when memorization

was necessary due to the nature of the acquired knowledge similar to formal education. Another method used
ZDV WKH pH[SUHVVLQJ DQ RSLQLRQY PHWKRG ZKLFK LQYROYHG WKH V
own after taking lessons from the teacher. The students generally tried to solve the logic of the lesson they had
received and reinforced the lesson by repeating it and thinking about it. Each student organized his studies
individually according to his leamg style and tried to increase his/her learning level. In this method, the
individual speed and personal learning style of the student became important.

$FFRUGLQJ WR 7D 0GHP L Uhadithsand other@e®t$ Weke WiseH based on Aristotelegin,land

unlike the discussion method madrasahsdid not include subsequent practice, analysis or discussion. This
situation became a scholarly process which valued the word rather than its meaning and gave no importance to
the teaching of writing. TeadhUV FRXOG WKHUHIRUH QRW RIIHU UDWLRQDO VROXMW
contentment with the old information led to an increase in the number of people who lacked the ability to think,
research and question mmadrasahsin a report in 1876 preped by fifteen teachers on this issue, it was stated

that the students imadrasahsspent their time unnecessarily by dealing with annotations, and it was observed

that the necessity of repeating the previous lesson by questibemswer before starting éhnext lesson was
emphasized uD QD O =HQJLQ

Ottoman elementargrimary schools anthadrasahsvere unique educational institutions in terms of the period

in which they took place and the course content which they taught. When the teaching methods applied in
Ottoman educdt RQDO LQVWLWXWLRQV LQ WKH HPSLUHYVY KLVWRULFDO GHYHC
not just the memorization which was used, especiallpalrasahsbut that modern teaching methods such as
discussion were employed in new schools openeidglthe Tanzimatperiod. The educational institutions in the
Tanzimatperiod and especially in the second. Constitutional Period were opened in the western style and their
course contents were created in imitation of the western style. Their teachirmgisnettre therefore also more
modernist. Scholars who had acquired experience in western educational institutions and teaching methods gave
many opinions and recommendations on teaching methods for their own country( Glnduz, 2010; 2012). One of
them was Mumfa Sati Bey. In this study, articles written by Sati Bey on teaching methods such as
memorization, explaining and discovering are analysed and discu$s&da D U

Purpose of the Study

In addition to his works in different fields such as education, the natural sciences, politics, language and
nationalism in the Ottoman lands during the period when the modernization movements and new education
proces were the most active after thanzimatperiod, Sati Bey wrote important articles on memorization and
teaching methods and these are the area of evaluation in this study. Sati Bey was also one of the educators who
had experience in both the traditionadamodern educational practices of the Ottoman period. This current
study is therefore significant in terms of revealing the similarities and differences between Sati Bey's traditional
teaching methods and modernization period teaching techniques sukbb a®inorization, explaining and
discovering methods.

The permanence of teaching generally depends on the teaching principles and methods applied in the education

and training environment. In the historical process, different teaching principles and me#redssed in the

teaching of rational and religious sciences. In fact, the discussion, questioning and criticism methods, which are
WKH EDVLV RI WRGD\fV WHDFKLQJ PHWKRGYVY ZHUH DSSOLHG LQ 2WWHR
empire began tdecline, these methods were replaced by the memorization method, which could not respond to

the changing conditions of the day. Changes in the educational program made it necessary to use different
teaching methods. Various opinions were put forward an dhisting teaching methods and the teaching

methods which should be employed. To explore this in greater detail, answers to the following questions were
sought in this study:



IJCER(International Journal of Contemporary Educational Rese 165

1.:KDW LV pPHPRUL]DWLRQY DFFRUGLQJ WR 6DWL %H\"

2. What are the causes and haraf memorization according to Sati Bey?

3. How should the questieanswer method be employed according to Sati Bey?

4. According to Sati Bey, what are the explaining and discovering methods?

5. What are the educational courses in which the explainingliandvering methods should be applied?
6. What are the positive and negative aspects of the explaining and discovering methods?

Method

Method

This is a qualitative study in the form of a review. Documentary analysis, one of the qualitative data rcollectio
PHWKRGV ZDV FRQGXFWHG LQ DFFRUGDQFH ZLWK WKH TXDOLWDWLYH
articles entitledUs(F+ Tedrisin Kavaidi Esasiyesi Ezbercilik 7H G U LV D W Wsulg \T &Krir Bridl YEuls

7 H Nplublished in the7 H G U LtddD jdurmaBand his articles entitlétedrisat @ 7 D O L\ H @ridl 5H/N\GELNI U D

in the Terbiyejournal were examined. The texts in the Ottoman language were first translated into Turkish, then

the titles were determined by the analysis of the textsteewt titles are presented in the findings section.

Findings

In this section, the research questions set out above are discussed under seplaeaitirsgd The findings are
SUHVHQWHG XQGHU pOHPRUL]DWLRQYT pM5HDVRQFHMWKREHPRKH]PWEEREQ
DQG P'LVFRYHULQJY PHWKRGV OHVVRQV LQ ZKLFK WKH H[SODLQLQJ DC
positive and negative aspects of the explaining and discovering methods..

OHPRUL]DWLRQ LQ 6DWL %H\fV RSLQLRQ

The issue bmemorization and its effect on negativity in education was discussed in many of his works on
teaching methods. Sati Bey evaluated the issue of memorization in detail in hig~evork Terbiye p7 KH
6FLHQFH Rl (GXFDWLRQY XQGHU W KR@mifkD Gikrige). Me7 KIsoXsidted thaG X F D
knowledge and wisdom are necessary for reasoning and that education and training are necessary for Thought
Education (Sati Bey, 1909; TUBA, 2017).

Memorization, the general teaching method of the Ottoman tdoah system, was regarded as the most

harmful problem in schools. Many symptoms and disadvantages of this problem were observed in almost all
levels of the schools. Sati Bey (1911c) stated that the numbers of espbtéddigh L o S W [p@riaby\ H

schoo$) and 0 H N W H E L (deedndaiy $€hools) which were not affected by it were negligible. According to

Sati Bey, memorizing without understanding the harms of memorization does not give any benefit. Information
remains unfamiliar in the mind and canneiv& the development of any ideas. Sati Bey (1910a) explained this
LVVXH DV IROORZV LQ KLV DUWLFOH HQWLWOHd®li gredbsinLikavaidl LQFLSOH
Esasiyegi « 7TKH WDXJKW NQRZOHGJH FDQ VHUYH WK Hndenstyod. OReSBHtQW RI W
of memorizing and speaking without understanding leads to the habits of not thinking and speaking without
thinking. For this reason, it causes mibtindness. People have finally lost the connection between speaking

and thinking aftemany years of understanding, memorizing and reciting without thinking. The connection that

should exist between the mind and the words and the connection that should be between the mind and the
speech is broken through memorization. And now the wordsdmae out of his tongue and through his mind

continue without interruption, without warning any thought.

Sati Bey's greatest aim was to reveal and isolate the causes of memorization as a means of improving education
in schools. According to Sati Bey, theost important reason for the continued use of memorization in schools

was the teachers. He also stated that the opinion that memorization was harmful had not yet been understood
among teachers at the desired level who did not know the difference beesebimg and memorization. The

number of teachers who were content with having the students memorize the course exactly, who wanted the
students to answer the questions with the same words and the same expressions as in the book, and showed
favor to the stdents who acted in this way were particularly high in secondary schools. According to Sati Bey
(1911a), who evaluated memorization in terms of its benefit and: harm

« DERYH DOO PHPRUL]DWLRQ LV QRW RQO\ XVHOHWVWMULEXW LW VKRXO!
However, the development of this idea is not enough to isolate memaorization because some situations

and behaviors in teaching naturally lead students to memorization.

7KH UHDVRQV IRU PHPRUL]DWLRQ LQ 6DWL %H\TV RSLQLRQ
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The prevalence of memorizatieeaching from ancient times to today is striking. Text memorization continues

to exist in the form of memorizing the concepts and rules of positive sciences. Essentialism is seen as
representative of this situation. When the philosophical and socioldgigadiations of educational innovations

in the TanzimatSHULRG DUH H[DPLQHG LW FDQ EH VHHQ WKDW WKHUH DUH
SHGXFDWLRQ VKRXOG FUHDWH VRFLDO LQGLYLGXDOV WKURXJK WKH IR
DGDSWHG WR WKH FRQGLWLRQV RI WKH VRFLHW\ LQ ZKLFK WKH\ OLYH
Herbert and Spencer stated that the aim of education is to raise the abilities of the individual to the highest level

of maturity, and that indidualism is of great importance (Tezcan, 1985).

a. Most teachers have the habit of making students write stereotyped questions and answers. This habit
encourages the students to memorize, so it is necessary to ask questions in various ways in orelet tioejpne

from memorizing and to enable them to achieve full learning. Stereotypical questions and answers cause
LQIRUPDWLRQ WR WDNH D IL[HG IRUP LQ WKH OHDUQHUVY PLQGYV DQG U

b. Most teachers do not take the developmental levels of tHdreiinto consideration while teaching.
(VSHFLDOO\ ZKHQ WKH\ DUH WHDFKLQJ QRW WDNLQJ LQWR DFFRXQW W
DQG puSKDVHG SURJUHVVY LV WKH PDLQ UHDVRQ IRU SHUVLVWLQJ ZL
understand a lesson, he is nevertheless forced to memorize it, but he still cannot grasp it with his mind.

¢. The majority of teachers do not see any necessity to make an effort to understand whether children are
memorizing effectively. In order to relee the child from the obligation to memorize without understanding, it
LV ILUVW QHFHVVDU\ WR JLYH LPSRUWDQFH WR H[SODLQLQJ WKH OHVVE

Being negligent while watching or examining students' behavior sonetiameses memorization to become
unnoticed. Sati Bey (1911a) conveyed his experience on this issue as follows:

« :KLOH , ZDV YLVLWLQJ D SULPDU\ VFKRRO , SLFNHG XS D UHDGLQJ E
opening a page and putting it iroht of the child. The boy began to read freely and properly, but when | looked

closely, | saw that none of the things which he read were written there. He had started to recite that page,
WKLQNLQJ WKDW , KDG RSHQHG WKH SDVH RDW KRIXSMXYWRWXNLGHYVY DY NI
that book in my own hand, | pointed to the first line with my finger. The boy paid attention for a while and
succeeded in reading a few words by making an effort. After these words, he continued to readedéttiogt

DQ\ KHOS %XW WKLV WLPH P\ ILQJHUV ZHUH HYHQ IROORZLQJ WKH Z|
doubt, he had understood what the text on the page was from the first line, and since he had memorized it, he
started to recite it.

d. Thisis ZK\ LW LV QRW HQRXJK WR EHOLHYH WKDW RQO\ PHPRUL]DWLRC
PHPRUL]HY ,Q RUGHU WR HOLPLQDWH PHPRUL]DWLRQ WKH OHVVRQV \
and answers should be examined in detail As a rdabkeltgareful use of memorization should only be done by

following a good new teaching method.

The questionand-DQVZHU PHWKRG LQ 6DWL %H\fV RSLQLRQ

One of the most important stages of education and training is undoubtedly asking questions and ensuring that

the student answers the questions about the content of the lesson because the teacher can only understand
whether or not the student is following the lesson or understands the repeated subjects or not by asking
guestions and assessing the answers. Whethgtiudent has studied and learned previous lessons can be
determined again by means of asking questions. Sati Bey (1911b) recommended that the questions should be as
follows:

a. The questions should be specific. They should not cause any confusion WtKeGsHQW fV PLQG 6RPH W/
DVN VXFK DPELJXRXV TXHVWLRQV WKDW WKH\ DUH GLIILFXOW IRU DQ\F
such questions or giving an incorrect answer might be due to the inability to understand, or to have
misunderstoodthe question. Otherwise, it does not necessarily indicate that they cannot know or think what is

being asked. Teachers should never ignore this situation. They should pay attention to the understanding of the
guestions shown by the student, and then bpapeel to repeat their questions in a more understandable way,

not forgetting the possibility that the questions have not been understood when they do not get an answer or
receive wrong answers.

b. Avoid haste in expecting an answer to the question askken the teacher cannot get an answer to the
guestion he has asked, or gets a wrong or incomplete answer, he should repeat the question in another way or
encourage the student to find the mistake himself. If there is a deficiency, the teacher shouler aglestions

on the same subject in order to help the student to repair this deficiency. If he does not get an answer in this
way, the teacher should ask the other students, and only if the question remains unanswered by all the other
students should theacher provide the answer himself.
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However, teachers in Turkey follow a completely opposite behavior. They put a question to a student and when
they see that the answer is slow in coming, they themselves give the answer. When a student gives an
incompleteanswer, the teachers complete it themselves.

c. During a questiorandanswer session, dealing with only one student for a long time should be avoided. The

teacher should try to obtain the answer from all of the students as much as possible. The bést #isids to

ask the question to the whole class first, and after you have compelled them to think for a certain amount of
WLPH DSSRLQW RQH RI WKHP DQG VD\ u6bD\ WKH DQVZHUYT ,Q WKH VHFI
the choice of a stwht who will answer, all of the students will of course have to prepare mentally and examine
WKHLU PLQG TXLFNO\ ZLWK WKH WKRXJKW WKDW pODV\EH KH ZLOO DVN F
WR HLWKHU WKH WHDFKHU® VV WX MRIQYV DR AMKH IVRP HFMHH EHJILQ QL
attention on the subject. In this way, the teacher prevents the class from being indifferent to the lesson and
ensures that the class is interested in the lesson. The teacher should be carefintindifference and to

ensure students' interest in the lesson, both to the answers given by the selected student and to the questions
asked by him. In this context, the teacher should give importance to making the students find and complete their

own shortcomings in the answers by occasionally asking the other students some relevant questions which will

arise during the questieeamdanswer session.

It is necessary to be prepared to act according to other rules within the context of the -Gunekdiosver
method. The questions asked to the student during the lesson are divided into three in terms of their purpose:

a. Repetitive questions:These are the questions asked to assess whether a previously taught lesson has been
learned or not. After the genénarinciples set out for the subject, the most important situation is to choose
guestions, especially in the liveliest part of the lesson, which represent different aspects of the subject. Whether

the lesson has been properly understood or not can omgcbgnised by asking questions which do not follow

WKH RUGHU Rl WKH VXEMHFW DQG ZKLFK DUH DQVZHUHG LQ WKH VWXGl

However, most of Turkish teachers act in the completely opposite way. They ask questions in the order of the
subjects in the bogkand they never change the form of the questions. Most of the time, they even dictate
stereotyped questions and answers to the students. The teachers thus always ask questions and expect the
answers in exactly the same format.

b. Repetitive and investigaive questions: These are questions asked to determine whether the important

points made during the lesson have been understood or not, These questions are also the ones which teachers
ask students who facial expressions show that they do not understaedsthe The point to be taken into
FRQVLGHUDWLRQ KHUH LV WR QRW EH FRQWHQW WR DVN p'LG \RX XQG
require comment.

c. Discovering questionsThese are questions asked subjects which were never mentior@demphasized

GXULQJ D OHVVRQ WR DZDNHQ WKH VWXGHQWVYT DWWHQWLRQ DQG VWI
that what is being asked is essentially unspoken and must be considered by the student. Teachers should use
appropriate language, 56K DV p7KLQN DERXW LW LV WKDW ZKDW \RX ZRXOG VD\"Y
M, GLGQ W PHQWLRQ LW EXW LI \RX WKLQN \RX ZLOO ILQG LWY :KHQ V
should not suddenly attempt to explain the pointdglf, but should consider guiding the students to think and

interpret it for themselves. The point that the teacher should pay attention to here is not to ask the students about
things which cannot be found by mental thinking and reasoning (interprégtation

The article7HGUL6DWL 7D O L\H GrHthe jdWhaMNetbye (Edlic@tidm islof great importance. In the
article, old methods are criticized and new ones are suggested instead.

7KH PHWKRGV RI GLVFRYHULQJ DQG H[SODLQLQJ LQ 6DWL %H\TV RSLQLI
The discovering method imethode intuitiveLQ JUHQFK DQG LWV HTXLYDOHQW LQ SKLORVF
also has links with the Latin veibtuere ZKLFK PHDQV pWR ORRN DW FRQWHPSODWH
Noddings & Shore, 1998). In TurkisWKHUH LV D ZRUG PGLVFRYHUHUY ZKLFK UHIHUV V
things which do not have concrete form but can only be understood by deep thought. Applied to teaching, this is
FDOOHG WKH PGLVFRYHULQJ PHWKRGY Ddréretethingsiand ahdtraet tRimydlhyQJ LQIH
making comparisons (Noddings & Shore, 1998).

Sati Bey (1910b) stated that ensuring the participation of the student in the education environment entails
adopting the methods of explaining and discovering, whictvaralifferent ways to be followed in teaching.

a. Explaining style: This is a way of asking questions in order to show whether the students understand what
has been said and have learned the subject or not. When using the explaining method, the teattiger tel
students directly what he will teach them.
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b. Discovering style:In the discovery style, the teacher should not directly tell the student the information
which is going to be taught. The students must try to discover and find the informatiomiselhes before the

teacher tells them. In this way, the students should strive to find and discover by using their minds. The teacher
should not ask questions to find whether the subject has been understood, but should instead ask questions to
enable thetsidents to discover more truths about what he wants to teach.

Courses in which the discovering and explaining methods will be applied

The method of discovering is appropriate for lessons which require only reflection, interpretation and reasoning
(Sati Bey 1910b; 1914a; 1914b), such as language lessons. Language is already used by children and in order
to rediscover the rules of a language, attention should be paid to the proper use of the rules of the language.

It is also appropriate to use the discomgrimethod in morality lessons because the sense of morality is present

in everyone and the moral code is the sum total of love, respect and proper feelings. In order to rediscover the
code of morality, nothing is needed but to examine the relationshiértappositional people who tend to

think differently. The discovering method is also appropriate in mathematics and science classes because it is
necessary to think, examine and experiment in order to discover the necessities of these sciences. It is not
appropriate to use the discovering method in geography lessons. The facts taught by geography are the result of
travels and studies carried out all over the world. Since the discovery method would involve carrying out all
these trips personally and repegtexaminations which have already been done, it is not applied in geography
classes.

It is also not appropriate to use the discovering method in history lessons because the facts taught in these
lessons consist of information based on narrations whoseaoatent is experiences. In order to discover these
experiences on your own, you need to hear, see and live them again for yourself, which is of course impossible.
It is not appropriate to use the discovering method in religious sciences: it idesfitabse only in rational
sciences. Mathematics, morality and geometry lessons can also be taught by the method of explaining.

Positive and negative aspects of the discovering and explaining methods

After determining the characteristics of the coursesvliich the methods of discovering and explaining are
appropriate, the teacher should think about which method would be more beneficial to use in these lessons. By
considering the particular features of these methods, the benefits and harms can bedesstlyoan

a. When teaching with the method of explaining, the student is simply the listener and does not contribute
actively to the process but listens, understands and repeats what the teacher says. In summary, the student
LPLWDWHYV WKH dhsldnhé kebksorfing. WihéUdashwvig with the method of discovering, however, the
students actually take an active role in the lesson. They participate not only by repeating and imitating the
WHDFKHUYV H[SUHVVLRQV DQG UH DV BpadifiQ way BXMWKkIDG) aking & jDdgienty HO\ F U |
and making discoveries on the subject by responding to the questions posed by the teacher.

*HQHUDOO\ WKH PRUH DFWLYH DQ RUJDQ LV WKH PRUH VWUHQJWK LV
ERDWPHQIDQGUEVWNNVPLWKVY ELFHSY DUH IOHVK\ DQG VWURQJ -XVW (
or a natural capability becomes, the more it develops and matures.

Since the method of discovering activates thinking power and reasoning more, it serves the develbpmen

thinking skills in children. The discovering method encourages students to explore by means of deep thinking

and reasoning. Discovering is incomparably beneficial in terms of making the mind accustomed to reasoning

and discovery, constantly revealitige idea of entrepreneurship.

b. When teaching with the method of explaining, the student is responsible only for listening to the lecture, but

even listening requires a lot of attention and effort. The ability to pay attention is not very developéttém chi

VR D FKLOGYVY PLQG FDQ EH HDVLO\ GLVWUDFWHG GXULQJ D OHVVRQ
RQO\ XQGHUVWDQGVY WKLV VLWXDWLRQ IURP WKH VWXGHQWVY REYLRX)
is mostly completely umware of the carelessness and distractions which are not seen. On the other hand,
because the students will be active when they are being taught by the discovering method, they feel responsible

for being careful in the lessons. They will concentrate orstilgect, thinking that questions will be asked. The

teacher immediately recognises carelessness and distraction as he constantly asks questions and ensures that the
students remain actively involved. As a result, the discovering method is more prelfi@ameithed explaining

method because it requires the children to pay attention and reveals carelessness.

c. Students genuinely enjoy lesson taught using the discovering method as they can give appropriate answers to
WKH WHDFKHU(fV T XbhfldMteRo@wdlopg Kridi Lthis aikes Ithem feel happy. This feeling ef self
confidence and happiness is similar to the pleasure genuine explorers have from their explorations. This feeling
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of joy also has a very beneficial effect on the whole school as it ensX&8 tQWVY FRPPLWPHQW WR W
The discovering method should be preferred tatdker method in terms of both showing the feeling of joy as
children discover every truth and making the lessons attractive.

d. Considering the mental development levelsthe students, it is more appropriate to teach using the
GLVFRYHULQJ PHWKRG :KHQ XVLQJ WKLV PHWKRG WKH WHDFKHU FI|
comprehension ability; if he does, he will find that the children cannot respond and cannegrdigicat they

DUH H[SHFWHG WR GLVFRYHU 7KH WHDFKHU LV WKHUHIRUH REOLJHG
ability. In thetakrir method, however, if the teacher does not consider the current mental development state of

the students, hmight not even be aware that he is moving away from them; he can realize this situation only

when he finishes the lesson, asks questions about it and does not get an answer. This negative outcome is a
waste of time for both the teacher and the students.

e. In the discovering method, the lesson is very fragmented because a straight path cannot be followed in this
method. It is therefore possible that the lesson will be derailed if the teacher does not pay attention to this
situation. In the explaining medld, however, the lesson does follow a straight path and this has a collective
effect on the minds of the students. In other words, the discovering method is less convenient as it causes
fragmentation of the lesson as a result of its multifaceted natiseority possible to avoid this inconvenience if

the teacher prepares the lesson well, organizes his questions well and reviews the lesson after it has finished.

f. The discovering method also does not have a big impact on emotions as distractionsdetkiist affects
VWXGHQWVYTY UHDVRQLQJ $W WKLV SRLQW WKH H[SODLQLQJ PHWKRG L\

Results and Discussion

This exploration of the teaching methods applied in traditional Ottoman educational institutions has shown that
many teaching methods weeenployed in accordance with the characteristics of the lessons. Various different
teaching methods and techniques were used in Ottoman elementaayy schools anchadrasahsvhich were

the traditional education institutions; methods such as explainietgtidn and memorization were used.
However, scientific developments in the western world increased the number of sciences and the variety of
educational programs applied in schools and this made it necessary to use different teaching methods for teacher
training, which is one of the elements of the program. Since the 1800s (especially during the second
Constitutional Monarchy), the fact that these views were expressed by Ottoman thinkers and intellectuals and
were recommended to be applied in educatigmstitutions shows that the Ottomans did not simply follow the
changes and developments in the field of education from behind. It has been shown in this paper that there were
changes and developments in the western countries which were contemytirahpse in the Ottoman Empire

during the same period. However, the use of the rote memorization method became constant in courses for
which that method should not be used as the implementation of other teaching methods was either incorrectly
employed orate. In fact, with the modernization of education in Trezimatperiod, the inclusion of mental
sciences in the programs of Ottoman educational institutions shows that the memorization method did not work
and that this led educators to search for a#teve and more effective teaching methods. Sati Bey opposed
memorization and stated that things memorized without understanding the subject were of no use. He also
emphasized that the other negative situation caused by memaorization was that it léthtntshef not thinking

and speaking without thinking, causing mibiéhdness. In addition, he stated that memorization was not only
useless but also harmful. He stated that the memorization method was still used in schools because its potential
harmful efect had not yet been fully understood by teachers. The reasons for this were explained by him as
follows: most teachers were in the habit of making students write stereotyped questions and answers, ignoring
their developmental levels when teaching, andtaking enough precautions to understand whether children

had actually learned what they had memorized. For these reasons, it was stated that memorization on its own
could only be made possible by following a good teaching method. In other words, it amathaeit was
necessary and important to use the new methods of discovering and explaining.

It was also observed that the discovering and explaining methods used in teaching did have specific rules,
benefits and potential harms. It was stated that theodésing method prevented the students from being

distracted from the lesson, enabled them to concentrate on the lesson, and gave them a sense of responsibility

for paying attention to the lesson. Since the discovery method requires teaching accordiegntental

development levels of the students, it also requires teachers to take this into account and to have an
understanding of developmental psychology. However, it has been stated that this method also had its
drawbacks in that the lessons progresdedlg and this caused potential fragmentation of the lesson. This
UHGXFHV WKH HIIHFW RI WKH WUDFHV OHIW E\ WKH OHVVRQ RQ WKI
disadvantages of the discovering method are compared, it is clear that the discawtiog should be
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preferred over the explaining method. The advantage of the explaining method over the discovering method is
only in terms of its effect on the emotions. When the information taught in the lesson does not appeal to the
OHDUQHUYV Y wdsPsean thak @ i¢ beheficial to temporarily abandon the discovering method and apply the
explaining method instead. The discovering method makes children accustomed to exploring, thinking and
reasoning, as well as providing twesfisst century skills.In this respect, it is important to use the discovering
method which encourages students to think in accordance with the rules in teaching environments.
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Abstract

This descriptive study aimed to find out whether instructors practicedeetiopment activities, whether some
factors hindered the practice of sddvelopment dwvities, and to what extent the instructors implemented self
development activities in their classes to solve a problem. Additionally, it aimed to find out whether the
instructors differed in the use of selévelopment activities in terms of age, gend&perience, education level,

and teaching hours. This study was conducted with 348 EFL instructors and four teacher trainers. Three research
instruments including a questionnaire, interviews with teacher trainers, and four EFL instructors were used to
investigate the sellevelopment activities which were journal writing, saffpraisal, peeobservation, reading,

writing a research paper, and action research. The analysis of data revealed that EFL instructors practiced self
development activities on a lited scale except for peer observation, which was carried out as a school policy.
The results also showed that the workload was the most important hindrance in practiett@yedefiment
activities. Additionally, EFL instructors did not transfer the infiation gathered from seffevelopment
activities in their EFL classes to solve problems and they differed in the use-dégelbpment activities to

some extent in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or Ph.D. and
teaching hours.

Keywords: Self-development, Professional development, Action researchaBpifisal, Peer observation.
Introduction

Due to the rapid changes in the world of education, which also affect the field of teaching English as a Foreign
Langua@ (EFL), professional development is receiving more attention at universities all around the world to be
able to meet the needs of the educators who follow the latest innovations in this field (Liyanage & Bartlett,
2008). This issue is also very importamtTurkey, especially for the preparatory schools of universities (Unal,
2010). In particular, despite the innovative education systems at universities, there is still a need for continuous
learning and improvement for educators since the world of teathitttganging rapidly. This leads to the need

of refreshing the knowledge of the instructors with new teaching techniques and approaches so that they could
keep up to date and be competent although it may be difficult if instructors have difficulty imiempieg new

ideas and teaching approaches into their classrooms and teaching philosophies (Unal, 2010).

Foreign language instructors are expected to be competent to adapt to the changes in their field and are expected
to refresh themselves continuouslyn@l, 2010). To keep up with continuous learning, being competent is a
necessity. To be competent and raise their awareness of innovations, instructors are expected to pay attention to
continuous seiflevelopment since a language instructor is assumed prdficient in using the language and

be knowledgeable about the innovations in their field (Liyanage & Bartlett, 2008). These innovations are the
results of "changes in Teacher Development". Thus, "the pursuit of better methods" seems to be "a
preoccupabn of many teachers and applied linguists throughout the twentieth century" (Richards & Rodgers,
2001). Therefore, for being more professional, a continuous process of Professional Self Development (TD) is
necessary for better outcomes. Therefore, ingiracshould professionally take responsibility which means that

they should seek sethanaged strategies of professional development.

Most of the English language instructors working at preparatory schools of universities receive some forms of
teacher treing for their professional development (Unal, 2010). On the other hand, little is offered despite the
considerable advances in language teaching approaches, methods, and strategies and that leads to a lot of

" This article is based on the corresponding atfpv 3K ' GLVVHUWDWLRQ WLWOHG 3%$Q $Q

'"HYHORSPHQW ORGHOV LQ 2QH <HDU 3UHSDUDWRU\ 6FKRROV RI 3ULYDW
8QLYHUVLW\ QVWLWXWH RI (GXFDWLRQDO 6FLIHPEKERY XQGHU WKH GLUH!]
' Corresponding AuthoMlame Surname, email@email.com
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difficulties. Although there are many inforthze journals, books, online articles on second/foreign language
instruction, instructors can only reach them through individual efforts. That is why instructors have to deal with
various changes in the ELT field (Alwan, 2000). Another problem is that eidke instructors working at the

same university have different levels of language competency, and some instructors do not have a chance to
practice the foreign language out of the school. Additionally, some of them do not read more than a few
resourceswvhich are a part of a project conducted by a training program (Alan, 2003). If teacher training
programs (TTPs) do not provide enough support to solve such problems, instructors are expected to improve
themselves by using satevelopment activities (Alar2003).

,Q D VWXG\ FRQGXFWHG E\ %¥DOFOR=+0X 773V LQ XQLYHUVLWLHV D
aim to help instructors to develop their skills and freshen themselves for the sake of tEvsieipment, they

seem to have shisterm effects on instructors. Although many teacher trainers embrace peer observation, many
instructors do natvant their colleagues to observe them. There is also a huge need to find out why many
instructors do not favor this type of selévelopment angrovide some solutions. Also, to compensate for the

lack of teacher training programs and to uphold present training programs, instructors should be informed about

the potential professional development activities (Alwan, 2000). The present study adsto dimd out the

reasons for the lack of selevelopment activities and whether these activities are used to solve problems in

EFL classes and to find out whether instructors differ indelelopment activities in terms of age, gender,
experience, edation level, and working hours.

Teaching and learning English is considered as a big problem in Turkey. Students in Turkey study English for at
least 10 years up to the university and at university, so they are expected to develop a total command of the
language. After graduation, most of the students are not able to use the language appropriately. As a result, the
blame is constantly laid on preparatory schools of universities for having unqualified instructors and inefficient
FXUULFXOXP %) eurtleRno@ Xt is claimed that preparatory schools' administrators blame their
instructors although it seems that they have ineffective teacher training programs (Personn, 2014).
Consequently, they look into the ways of activating the role of theuotstis and helping them to improve
themselves by making the language instructors be accountable for their professional development (Alwan,
2000). The need for the present study stems from this point.

One form of professional development that may be lidakfo teachers is setfevelopment which is defined

as professional development efforts toward-&dffliment, either through formal study programs or on one's

own (Villegas- Reimars, 2003). Sellevelopment is a voluntary action that teachers ddhieir professional
development. Professional awareness and continuous professional development are two basic requirements for
achieving seHdevelopment (Villegas Reimars, 2003). Recent studies and discussions on the theory and
practice of seHdevelopnent for English Language teachers underline the importance of contextualized
experiences and decisiamaking skills (Burns & Richards, 2009; Richards, 2010; Gebhard, 2005; Johnson,
2009; Richards & Farrell, 2005). It is claimed that -skdf/elopment is exgrted to help language teachers to
analyze and evaluate their teaching and learning experiences and to improve appropriate teaching strategies
accordingly. Namely, language teachers are to take a critical and reflective approach to their teaching.
Moreover they are expected to acquire the necessary knowledge and skills to be able to conduct research and
decide what is best for their students (McKay, 2009).

To achieve this aim, one of the most important ways of helping language teachers is to intégedticking

and reflection into their sedevelopment. This can be managed through a lot of activities such as journal
writing, selfassessment, peer observation, team teaching, action research, etc. (Gebhard, 2005; Burns &
Richards, 2009; Richardsp20; Richards & Farrell, 2005). The need for continuing-delfelopment brings

about the rise of teach#ad initiatives as action research and reflective teaching. Continuingesstfopment

eases the growth of teachers' understanding of their teaafiwgll as of themselves as teachers and gives them

a chance for reflective review since it involves strategies such as documenting different teaching practices;
reflective analysis of teaching practices, and examining beliefs, values, and principlesu(Kzba1). As
Richards and Farrell (2005) state, teachers are continuously exposed to a large number of opportunities for self
development, some of which are obligatory and imposed by teacher training programs, while others are
undertaken by the teachersluntarily. These volunteer opportunities include reflection by journal writing and
self-appraisal, peer observation, professional reading, writing a research paper, and action research.

There are many studies conducted on-delfelopment. Doghonadze (&) researched to analyze the motives
for instructors to be engaged in sddvelopment and to find out what they did for professional- self
development in Georgian schools and universities. They found out that the quality of training was not good
enough ad the instructors did not do much to improve themselves. Gheith and Aljaberi (2018) also conducted a



174 'UJDWR+OX 3HNHU

VWXG\ WR LQYHVWLIJDWH WKH OHYHOV RI WHDFKHUVe UHIOHFWLYH Sl
development in terms of gender, several WWlkRSVY DWWHQGHG DQG H[SHULHQFH 7KH\ I
attitudes toward professional development were positive. Also, Lejontstral, (2018) analyzed the

relationship between mentors' effort, sédfvelopment orientation, and theory use. Theynébout that pre

service teachers' perceptions of school mentors' effort anedessdfopment orientation were positively

associated with their perceptions of developmental support in mentoring. Additionally, Ferris and Samuel
(2020) claimed that the profg@isnal development offerings for educational developers were sparse and they
created a selflefined professional development approach. Grabsah (2019) aimed to find out professionals'

survey responses to investigate their-sefforted needs for pregésional development and found out that there

were some competency areas of inconsistency and other clear needs for professional development and emphasis

in graduate preparatory programs. Moreover, in their research, Raieat52020) aimed to analyzbe effect

of online professional development on preschool teacherseffiedicy, burnout, and stress. The analysis of

results showed that all teachers tended to focus on personal challenges within the course, however, teachers who
participated in theanference and reflective writing supports benefited from the availability of emotional outlets

and opportunities for feedback.

This study aims to find out whether any s@éfvelopment activities are conducted, to investigate the factors
that hinder the pctice of seHdevelopment activities, and the frequency of usingdelelopment activities

in the presence of problems in EFL classes. It also aims to find out whether instructors differ in the use of
self-development activities in terms of age, gentiching experience, ELT qualifications like BA, MA, or
Ph.D., and workload.

The research questions in this study are:
1. To what extent do the instructors engage in-delfelopment activities?
2. What are the factors that hinder the practice ofdelfelopnent activities?
3. To what extent do the instructors implement -sielfelopment activities in their classes to solve a
problem?
4. Do the instructors differ in the usage of sdd#fvelopment activities in terms of age, sex, teaching
experience, ELT qualificatianlike BA, MA, or Ph.D., and teaching hours.

Method

The present study is a descriptive study that uses a fmie¢idod design including both quantitative and
qualitative research for the triangulation of data.

Participants

The participants for this desptive study included teacher trainers and all EFL instructors working at
preparatory schools of four foundation universities in Ankara. Additionally, four trainers and teacher trainees
who were chosen with a convenient sampling method were intervieweste Mere several reasons for
choosing them as participants. First of all, teacher trainers were chosen since they were responsible for
designing the teacher training programs. They also had a say as to whether the trainees needed instruction and
what theirperformance was. Secondly, EFL instructors, the trainees, were chosen for this study since self
development was the main aim of the study. Not only the teacher trainers but also the trainees were accountable
for their professional sellevelopment since vas expected to be a joint responsibility.

The main issue for this study was choosing the group of representative samples of the research population.
There were several reasons for choosing the participants from four foundation universities. I ptecérst

was found out that although some Professional Development Units were established in preparatory schools of
state universities in Ankara, they were not active. In other words, teacher training activities were not being
conducted by teacher trars working at state universities for the contribution to the professional and self
development of EFL instructors. Accordingly, trainers and trainees working at foundation universities were
chosen as the representative samples of the research popuaiidiner reason for choosing four foundation
universities was that in some of the foundation universities, teacher training units had not yet been established.
Additionally, some of the foundation universities with teacher training units did not want te ahy
information about their institutions with the researchers. Consequently, teacher trainers and instructors working
at these four foundation universities were chosen as the representatives of the research population.

Four teacher trainers, 348 EFLstructors working at preparatory schools of four foundation universities in
Ankara and four instructors who were chosen with a convenient sampling method participated in the study.
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23,9% of the participants were aged betweet3@033,3% of them were agdetween 340, 32,8% of them

were between 450 and only 10,1% of them were-b0. 77,6% of the participants were females, while 22,4%

of them were males. 80,2% of the participants were teaching betwet® H@urs per week, 12,1% of them

were teaching fnm 5 to 11 hours and only 7% of the instructors had more than 19 teaching hours per week. As
for years of experience, 50,3% of the instructors had more than 16 years of teaching experience, 35% had six to
fifteen years' experience, and 14,7% had less tixayears experience. in terms of qualifications, 57,8% of the
participants had bachelor's degrees in EFL, 37,9% of them had master's degrees in ELT while only 4,3% of
them had Ph.D. degrees. As for certificates or diplomas related to ELT, only 5,2% pmdirtlogpants got

CELTA, and 6% of them had DELTA Certificates. 88.8% of the participants didn't have any certificates or
diplomas related to ELT. In terms of the participation in conferences, seminars, or workshops-for self
development, it is obvious th@2,8% of the participants were not attending any of them while 7,2% patrticipated

in less than 5 seminars in a year. This table shows that most of the instructors working at preparatory schools
did not prefer attending conferences for their-gelfelopment

Data Collection Tools

One of the instruments used was a structured questionnaire which was prepared to collect data about current
selfdevelopment methods practiced by the instructors. The questionnaire used by Alwan (2000) was adapted.

The questionnige consisted of 2 parts. The first part was Part | which aimed to gather personal data. There
ZHUH QLQH TXHVWLRQV SUHSDUHG WR LGHQWLI\ WKH UHVSRQGHQWYV
purpose of this was not only to provide an easy diattalso to see whether there was any correlation

between any of these factors and the responses to the rest of the questionnaire. Furthermore, Part | ensured

that the sample consisted of subjects who had the characteristics of the research population.

The second part was called Part 1l which aimed to gather information abolReselopment Activities. It

consisted of five sulgroups of questions that dealt with the most wabbwn selfdevelopment activities

which were journal writing, selfippraisal,peer observation, academic reading and writing, and action

research. Each stdroup of questions aimed at gathering as much information as possible regarding the
activities that were practiced on an individual basis, and whether they could be genefalizedble to test

the validity of the scale, SPSS 22 was used. The results revealed that all items in the questionnaire were
validly proven by the score of Correlation temMRWDO &RUUHODWLRQ - $GGLWLRQDOO\
whole scale was meared at 90% (0.90). This was accepted as highly reliable for social sciences. Although it

changes according to the scale type for social sciences, more than 60% Cronbach Alpha reliability analysis
coefficient is accepted as a proof of reliability (Ural & 0 0o 6R WKH TXHVWLRQQDLUH
reliable to be used.

In this study, interview questions for teacher trainers were firstly aimed at gathering personal information,
which was essential for the study. Then, the interviews focused on iggthaformation about self
development activities practiced in a year from the perspective of the trainers. Interviewees were consulted on
what might be done to boost professional -delfelopment by introducing selevelopment activities.
Interviews for instructors were conducted with four volunteer instructors from different institutions. The
interviews were structured in that the instructors were asked to expand on their responses to the questionnaire.
Moreover, they were encouraged to elaborate on emsatrelevant to their setfevelopment. All
unstructurednterviews were dynamic arabmprised of opeendedquestions. Openrendedquestions were
necessary since a variety of responses were expecied.collect data and investigate the usesalf
devebpment activities as journal writing, seppraisal, peeobservation, reading, writing a research paper, and
action research, thHastruments including a questionnaire for EFL instructors, interviewsteéither trainers

and EFL instructors were utilide

Data Collection Procedure

In this study, data were collected through three research instruments, the questionnaire, interviews with four
teacher trainers, and interviews with four instructors. All were of equal importance to the study, as they were
mutually complementary and offered accurate information.

For triangulation, three research instruments were used in this descriptive study; the questionnaire was used to
collect quantitative data while interviews with teacher trainers and trainees wette as#idct qualitative data.

Analysis of Data
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SPSS 22 was the basis for analyzingdhta acquired through questionnaires. In addition, interviews with
instructors and trainers were analyzed and used for triangulation throwgptimcontent analysislt took
roughly 15 minutes to complete edokerview in English. Interviews were recorded and transcribed for
analysis. The permission for recording the interviews was granted by the entire Sarepfimdings were
evaluated using qualitative interviedata, and the corresponding literature assisted to interpret the conclusions.

With the SPSS 22 programhedata were analyzed. The KolmogofBmirnov test examined whether the
normal distribution was reached in the sample. The analysis showed thatatipeadéded a normal distribution
(p>-05).

After the piloting phase, the reliability of the whole scale was measured at 0.90. This was accepted as highly
reliable for social sciences. The variables were also measured higher than 0.60 which showsadak tised
was reliable.

Results
Journal Writing

Table 1 presents the instructors' usage frequencies of journal writing, the factors that hinder the practice of it, to
what extent the instructors implement it in their classes to solve a problenvhattter the instructors differ in

the usage of in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or PhD., and
teaching hours.

Table 1.Journal writing
1. Do you write your reaction to teaching events and analyze your woréffection?

YES NO
20 (5.7%) 328(94.3%)

1.1. How many hours do you spend on writing a journal each week?
a.l-3 19

b.4-6 1

c.More than 6 hours -

1.2. How many times a week do you write a journal?

a. When | have a problem 18

b. Daily -

C. 24 times a week -

d. Once a week 2

1.3. Which of the following may be the reason for not keeping a journal? You can choose more than one ¢

a. Itis a burden on time 155
b. Itis useless 121
c. It requires energy 151
d. I have ot heard of it 51
e. Other 18
2. How did you learn about keeping a journal? Frequency Percentage
a. | have never heard of it before 95 27.2%
b. | have read about it 109 31.3%
c. In a teacher training course in my institution 15 4.3%
d. From acolleague 60 17.2%
e. At university 69 19.8%
f. Other - 0

3- To what extent do you implement journal writing in your classes to solve a problem?
Frequency Percentage

Never 328 94.3%
Rarely 18 5.1%
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Sometimes 2 0.6%
Always - 0

As it is indcated in Table 1, a very small number of participants (5.7%) claimed that they had written journals.

All the instructors who practiced journal writing were males and had MA or Ph.D. degrees. All of them had

more than 11 years of experience. 5.4% of tisérilctors spent 1 to 3 hours on writing journals each week. One

of them spent 4 to 6 hours each week. Moreover, 5.1% of them preferred writing journals when they had a
problem, while two of them were doing it once a week. As the results showed, only btfigoinstructors

wrote journals. Interviews with teacher trainers and instructors also revealed a parallel finding as none of them
mentioned positively about this practice. While only 5.7% of instructors were writing journals, 94.3% of them

were not doingt. As regards the issue of the reasons for it, it was clear that the time and effort required were the

major factors that affected the practice of writing journals. Additionally, most of the instructors thought that it

was useless and they did not needio it. Cross tabulation revealed that there was no significant factor such as

age, gender, academic qualification, or year of experience which affected the findings. 5.1% of the respondents
stated that there were other reasons for not conducting joumidthg. 4% of them stated that it was
unnecessary. Interviewee instructor (T.8) also mentioned the obstacles in practicowysklpment activities

by saying: "As you know, we need time and energy fordelelopment as well as a supporting environmen
Unfortunately, school activities take up most of our time and we have little time for development activities. If

ZH GR DQ\ EH VXUH WKDW LW LV GRQH DW RXU LQFRQYHQLHQFH , E
Similarly, the interviewee instrtmr (T.5) said: "I cannot do journal writing since | do not have enough time. |

don't have enough time as | am overworked. In better work conditions, | believe that it will be possible for us to
practice other selfievelopment activities. As instructorsiv QHHG HQFRXUDJHPHQW DQG VXSSRU!

As regards the issue of the source of learning about journal writing, while 27.2% of the instructors stated that
they had not heard of it before, 31.3% of them stated that they had read about it. There was no digctificant
such as age, gender, academic qualification, or year of experience which affected the results obtained. Only
4.3% of the instructors stated that they learned it in a teacher training course in their institutions. This indicated
that Teacher Traingn Programs did not include salévelopment activities such as journal writing as a part of

the content. The interviews also backed up this finding. All trainers interviewed claimed that the content of the
course was planned according to the needs of nh&uctors in their classes although none of them had
mentioned that selflevelopment activities were covered even theoretically. Similarly, the interviewee trainer
(T.4) explained that: "In my opinion, instructors must know more about the opportunitipsssibilities
available for them. Moreover, teacher training programs are to aim at informing them of different means of self
development. Unfortunately, this is missing in most of our programs. We really would like to do more for our
instructors but we dwve to adhere to what is assigned to us by the institution or what the instructors need in their
FODVVHV’

Concerning the issue of the frequency of implementing journal writing in EFL classes to solve a problem, a vast
number of instructors, 94,3%, statibgy never used it in their classes, while only 5.1% of them rarely used it to

solve a problem. Just 2, out of 348 instructors stated they sometimes used it. There was no significant factor

such as age, gender, academic qualification, or year of expenemch affected the results obtained. The
interviewee instructors' responses also verified this finding. All of them stated that they never implemented
journal writing in their classes to solve a problem. Interviewee instructor (T.5) said: "l can nglemant

journal writing, selfappraisal, or action research in my classes to solve a problem. Journal writing is a time
FRQVXPLQJ SURFHVYVY , GR QRW KDYH HQRXJK WLPH WR ZULWH D MRXUGQ

Self-Appraisal

Table 2 presents the instructors' usage frequen€isslfeappraisal, the factors that hinder the practice of it, to
what extent the instructors implement it in their classes to solve a problem, and whether the instructors differ in
the usage of in terms of age, gender, teaching experience, ELT qualificéike BA, MA, or Ph.D. and
teaching hours.

Table 2. Selfappraisal
1. Do you assess your performance by writing, filling in a form, or completing a checklist of required
criteria for reflection and selflevelopment?

YES +34(9.8%) NO +314 (90.2%)
Frequency Percentage Frequency Percentage

1.1. How many times do you assess your
performance?
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a. When | have a problem 26 7.4%

b. Daily 1 0.2%

C. 24 times a week 5 1.4%

d. Once a week 2 0.5%

1.2. Reasons why you do not practick-appraisal, you can choose more than one option.

a. Itis a burden on time 201 64%

b. It is useless 52 16.5%
c. It requires energy 183 58.2%
d. I have not heard of it 191 60.8%
e. Other 9 2.8%
2. How did you learn about sedppraisal?

a. | have never heard of it before 191 54.8%
b. I have read about it 65 18.6%
c. In a teacher training course in my institution 20 5.7%

d. From a colleague 46 13.2%
e. At university 26 7.5%

f. Other 0 0

3- To what extent do you ptement selfippraisal in your classes to solve a problem?

Never 314 90.2%
Rarely 30 8.6%

Sometimes 4 1.2%

Always 0 0

As Table 2 shows, 34 participants claimed that they assessed their performances by writing, filling in a form,
or competing a checklist of required criteria for sedfflection and selflevelopment. In the practice of self
appraisal activities, there was no significant difference between male and female instructors of all ages. On
the other hand, 8.2% of the respondent® wpracticed seléppraisal were experienced instructors whose
working experiences ranged from 6 to 10 years. 1.6% of them were also experienced instructors who had
been working for 11 to 15 years. As the results indicated, only a very small numbetrwftars (9.8%)

were conducting sefippraisal activities for reflection and sdivelopment. Interviews with teacher trainers

and instructors also revealed a parallel finding as none of them mentioned positively about this practice.
Interviewee teacherdiner (T.4) said: "The instructors working at our institution are evaluating themselves
from time to time. They are aware of their weaknesses and they are trying to find out ways to improve them.
On the other hand, they do not observe their developmes ey do not register anything."

As regards the issue of the frequency of-aelfraisal activities, 7.4% of the respondents stated that they
were assessing their performances when they had a problem. While 1.4% of them were assessing their
performance 24 times a week, 0.5% of them were doing it once a week and 1 of them was assessing his
performance daily. Since the responses of male and female respondents were similar, it could be claimed that
there was no significant factor that affected the figdiof the study.

While only 9.8% of the instructors were assessing their performances, 90.2% of them were not doing it. As
regards the issue of the reasons for it, it is clear that the time and effort required were regarded as the major
factors that affeted the practice of seHfppraisal. Furthermore, 16.5% of them thought that it was useless and
they did not need to do it while 60.8% of them had no idea about whatpgeHisal was. There were other
reasons mentioned by the instructors in the questienr@ane of the reasons was that instructors did not care
about the results of their teaching experiences. In other words, they were just teaching and ignoring the rest.
Another reason was that some of the instructors did not want to face their weakmbgs#srd reason
mentioned was that the selppraisal technique required sincere attempts, so instructors were to overestimate
themselves. Besides, another reason for not doingpptfisal was the burden of conducting this process as

a written activiy. An instructor wrote that sedppraisal could be done orally, so there was no need for the
writing process. The fifth reason was the lack of-selifidence. The last reason stated by the instructors was

that selfawareness was not a necessity; as dlttethe instructors did not have to conduct such activities.
Cross tabulation revealed that there is no significant factor such as age, gender, academic qualification, or
year of experience which affected the results obtained. Interviewee instructocgmdicted seléppraisal

yet she mentioned time restrictions by saying: "l have useeagpthisal and peer observation. In my
opinion, the instructors can do anything if they have enough time and energy for it. Most of the instructors are
responsible fopreparing extra materials and exams. Additionally, there are lotsafrexxular activities that

are a burden for them. As a result, they do not have enough time to assess themselves. As instructors, if we
have extra time, we can practice all s#heORSPHQW DFWLYLWLHV" 6LPLODUO\ WKH
said: "Except for peer observation, | have not tried the othedse#lopment activities since they are time
consuming and | do not need them. | do want to be encouraged to assess myapeddy the trainers; this

LQV
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element is missing in the current TT activities. As you know, we need time and energy-tevedtipment

as well as a supporting environment. Unfortunately, school activities take up most of our time and we have
little time for development activities. If we do any, be sure that it is done at our inconvenience. | believe that
RXU ZRUNORDG LV WR EH PLQLPL]HG’

As regards the issue of the source of learning about journal writing, 54.8% of the instructors stated that they
had notheard of it before while 18.6% of them stated they had read about it. There was no significant factor
such as age, gender, academic qualification, or year of experience which affected the findings. Only 5.7% of
them stated that they learned it in a teadhsining course in their institutions. This indicated that Teacher
Training Programs did not include seélévelopment activities such as saffpraisal as a part of their
contents. While 13.2% of them learned about-apffraisal from their colleagues5% of them learned it

during their academic studies. As it is clear, in addition to the university, a work colleague could be an
informative resource for setfevelopment.

As regards the issue of the frequency of implementingaggdfaisal in EFL classés solve a problem, a vast
number of instructors, 90.2%, stated they never used it in their classes, while only 8.6% of them rarely used it
to solve a problem. Just 1.2% of them sometimes used it. There was no significant factor such as age, gender,
acaderit qualification, or year of experience which affected the results obtained. Although most of the
interviewee instructors stated that they never useeapgifaisal to solve a problem, only one of them (T.7)
said: "l can never implement any of them excegifappraisal and peer observation. Unfortunately, |1 do not
KDYH HQRXJK WLPH WR LPSOHPHQW WKHP

Peer Observation

Table 3 presents the instructors' usage frequencies of peer observation, the factors that hinder the practice of
it, to what extent the imgictors implement it in their classes to solve a problem, and whether the instructors
differ in the usage of in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or Ph.D.
and teaching hours.

Table 3.Peer observation

1. Do you pactice peer observation? YES- 328 (94.2%) NO- 20 (5.7%)

Frequency Percentage  Frequency Percentage
1.1. How many times do you practice peer observation in a year?

a. k3 242 73.7%

b. 46 60 18.2%

c. More than 6 times 26 7.9%

1.2. What ighe main reason for observing your peers?

It is recommended by the trainers. 89 27.1%

| feel a need for learning from my colleagues. 46 14%

It is a school policy. 190 57.9%

Other 3 0.9%

1.3. Is there a focus of observation?

| observe evegrthing in the lesson without writing 5 1.5%

anything.

| focus on some of the important points in the lesson a 153 46.6%

take notes.

| use a checklist provided by the trainers. 170 51.8%

1.4. Do you have a posgteeting after the observation?

Yes 288 87.8%

No 9 2.7%

In some cases 31 9.4%

1.5. Reasons why you do not practice peer observation, you can choose more than one option

It is a burden on time. 20 100%
It is useless. 4 20%
We are criticized by our colleagues who observe us. 18 90%
| have not heard of it. 4 20%
Our timetables are overlapping. 16 80%
Our timetables are overloaded. 19 95%
| feel anxious when | am observed. 6 30%
It is boring to observe my colleagues. 5 25%
Only new instructors are to observem experienced 6 30%
instructors.

We cannot learn something new from old instructors. 4 20%
| do not need to visit my colleagues' classrooms. 6 30%
Other 0
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2. How did you learn about peer observation? Frequency Percentage
a. | have neverdard of it before 4 1.1%
b. I have read about it 66 18.9%
c. In a teacher training course in my institution 198 56.9%
d. From a colleague 38 10.9%
e. At university 36 10.3%
f. Other 6 1.7%
3- To what extent do you implement peer observation in yasses to solve a problem?

Frequency Percentage
Never 20 5.7%
Rarely 268 77%
Sometimes 50 14.3%
Always 0 0

As Table 3 shows, only 5.7% of the instructors did not practice peer observation for thé@vedippment.

As it was clear, peer obsation appeared to be the most widely used-delelopment activity in the
preparatory schools of foundation universities in Ankara. 94.2% of them were observing their colleagues 1 to
3 times in a year. Cross tabulation revealed that female instructdra hzore tendency to practice peer
observation than the men since 22 out of 26 instructors who observed their colleagues more than six times
were females. When the other factors were taken into consideration, it could be claimed that there was no
significant factor that affected the results obtained.

The most common reason for practicing peer observation was the school policy. It was clear that the
instructors were urged to observe their colleagues improve themselves. Another important motive was the
recommendations of teacher trainers. Only 46 out of 328 instructors were practicing peer observation as they
wanted to learn something from their colleagues. Cross tabulation revealed that there was no significant
factor such as age, gender, or academic geatibn which affected the findings. As for the number of years

of experience, there was a significant difference between the experienced and inexperienced instructors.
While experienced instructors were practicing peer observation as a school polaryesheho considered it

as an opportunity for learning were inexperienced instructors.

These findings were backed up by the interviewee instructor (T.5) who said: "Most of the instructors working

at universities are experienced ones. As a result, the experience they have, the least they are willing to
observe their colleagues. On the other hand, they have to practice peer observation as a school policy. That is,
it is a duty that should be done". Similarly, the interviewee teacher trainer (T.2)Barienced teachers

usually imply that they are fed up with peer observations as they have been practicing it for too many years so
two years ago, we introduced some new forms of reflective teaching activities". Additionally, most of the
interviewee insuctors said that they had experienced peer observation since it was a school policy. Although

it was a school policy and the instructors were asked to practice peer observation, they were not conducted as
asked. Interviewee instructor (T.8) explained #itsiation by saying: "l tried peer observation since it is a
school policy. The trainers ask us to observe our colleagues' classes. Most of the time we are not observing
our colleagues, we are just writing reports as if we did the observation. It isdnA®cD U\~

As for the focus of peer observation, 98.4% of the instructors were using a checklist provided by the trainers,
focusing on some important points in the lesson and taking notes. There was no significant factor such as age,
gender, academic qufitiation, or year of experience which affected the findings. Policies of peer
observation might vary from university to university. Interviewee teacher trainer (T.4) explained that by
saying: "l think, peer observation makes up for the lack of the prhapact in training courses. Principals

in this field recommend that instructors are to observe each other's lessons to be able to complement the
training on the aspect of performance. Instructors are classified according to their instructional skills. A
result, the observers are asked to focus more on these points. Some instructors are great in some aspects of
performance. It is a great chance for the observer instructors to focus on these aspects during peer observation
process". On the other handterviewee teacher trainer, T.1, assured that, in her institution, "When the peer
observations are focused, they work better as teachers focus on one specific area. We give them a checklist
and ask them to focus on these points".

87.8% of the instructoraiere having a posheeting after the observations, which showed that there was a
systematic approach concerning peer observation. There was no significant difference in responses
concerning nationality, years of experience, or gender. Interviewee instfliddp focused on the importance

of checklists and stated that: "After each peer observation practice, we conduct post observations which are
very important with the observed instructors. Teacher trainers give us a checklist to help us focus our
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attentionon certain aspects of teaching and we use them to discuss the lesson". As he stated, helding post
observation meetings was also a school policy. On the other hand, another interviewee instructor, working at
another institution, T.8., referred to time ctrasts that the workload caused and said: "When it comes to
postobservation meetings, we do not have enough time for such extra activities. If we have time, they can be
conducted easily."

These reasons related to not practicing peer observation, wha$uned the instructors' attitudes, were listed

to find out the ways of improving the peer observation process. There was no significant difference in
responses concerning nationality, years of experience, or sex. All of the instructors who did n& pe&ctic
observation (n.20) considered it as a burden on time. However, 4 instructors found it useless. They considered
it as a useful practice. Additionally, 90% of the instructors did not want to practice peer observation so as not
to be criticized by theicolleagues, although peer observation was a school policy.

Four of the instructors stated that they had no idea about what peer observation was. Overlapping and
overloaded timetables were considered as the main reasons connected with the work ertvitzatmen
affected the practice of peer observation while anxiety and boredom were not regarded as major factors that
affected the practice of peer observation. 70% of the instructors thought that peer observation was not for
only novice instructors. Moreovethey were aware of the learning opportunities when observing more
experienced instructors. Similarly, 70% of the instructors thought that they needed peer observation to
develop themselves.

Considering the issue of the resource for learning about psenation, 56.9% of instructors stated that they

had learned about the peer observation process in a teacher training course in their institutions. There was no
significant factor such as age, gender, academic qualification, or year of experience Wdutdd ahe

findings. Only 1.1% of the instructors stated that they had not heard of it while 18.9% of them had read about
it before. 10.9% of them had learned it from their colleagues while 10.3% of them had learned it at university.
As it was stated, pe@bservation was a school policy and teacher trainers were giving importance to it. The
instructors who had chosen others stated that they had learned about peer observation on their CELTA and
DELTA courses.

Concerning the issue of the frequency of impdetng peer observation in EFL classes to solve a problem, a
vast number of instructors, 77%, stated that they rarely used it in their classes, while 14.3% of them
sometimes used it to solve a problem. Just 5.7% of them never used it. There was nardidgnitior such as

age, gender, academic qualification, or year of experience which affected the results obtained. Although all of
the interviewee instructors stated that they had to observe their colleagues since it was a school policy, they
did not useliem to solve a problem in their classes as (T.6) He said: "I can never implement journal writing,
self-appraisal, action research or reading and writing in my classes to solve a problem. When there is a
problem, | just talk to my colleagues or teachemies to solve it. Twice a year, we have to conduct a peer
observation, but they do not help me to solve the problems | have encountered in my classes since we cannot
choose the focus of the lesson to be observed. As a result, none of these activitieg belpolve the
SUREOHPV LQ P\ FODVVHV’

Academic Reading and Writing
Academic Reading

Table 4 presents the instructors' usage frequencies of academic reading, the factors that hinder the practice of it,
to what extent the instructors implement it initretasses to solve a problem, and whether the instructors differ
in the usage of in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or Ph.D. and
teachinghours.

Table 4. Academic reading

1. Do you read books, articles, etc. @athing techniques to improve your teaching skills?
YES +167 (48%) NO #181 (52%)

Frequency Percentage  Frequency Percentage
1.1. How many books related to your field do you read in an academic year?

a. x5 141 84.4%
b. 610 16 9.5%
c. More than 10 10 6.1%
1.2. Why do you feel the need to read?

When there is a problem. 77 46.1%

When | write a paper for my academic studies. 78 46.7%
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For seltdevelopment. 10 5.9%

Other 2 1.1%

1.3. Where do you get books and journalsrfPaMore than one option can be chosen)

School or public library. 32 19.1%

Internet 118 70.6%

A teacher resource center 6 3.5%

Trainers 13 7.7%

Own library 86 51.4%

Colleagues 75 44.9%

Other 5 2.9%

1.4. Which of the following maglihe reasons for not reading educational references?

| have enough experience. 1 0.5%
| cannot find enough sources to read. 10 5.5%
| do not have time for reading. 33 18.2%
It is not necessary. 81 44.7%
All the resources are repeating thelves. 4 2.2%
| do not like reading academic articles. 52 28.5%
Other. 0 0

2. What can be done to encourage reading fordelelopment? (Please rank the following statements according to the order
importance. Put 1 for the most important one)

1 2 3 4 5
a. An assignment to complete can be given to instructors. 76 138 50 50 34
21.8% 39.6% 14.3% 14.3% 9.8%
b. Instructors can be asked to prepare presentations. 85 186 30 39 9
24.4% 53.4% 8.6% 11.2% 2.6%
c. Aresource room can be provided éaisy access to the 250 75 11 7 5
necessary materials. 71.9% 21.5% 3.2% 2% 1.4%
d. A timetable of free time can be made for reading. 146 118 53 25 6
42% 34% 15.1% 7.2% 1.7%
e. Workload can be reduced. 256 72 10 6 4
73.5% 20.6% 2.8% 1.7% 1.1%
3- To what extent do you read to solve a problem in your classes?
Never 180 51.7%
Rarely 160 46%
Sometimes 8 2.3%
Always 0 0

As it was indicated in Table 4, nearly half of the instructors, 48%, claimed that they were reading books,
articles, etcin their fields to improve themselves. While there was no significant difference in responses
concerning nationality, years of experience, or sex, 88% of them who read fdegelbpment had MA or

Ph.D. degrees. As these qualifications required reaing it could be claimed that instructors were reading

as a part of their pogiraduate studies.

When the results of the number of references read in an academic year were analyzed, it was clear that 84.4%
of instructors read -5 books in an academicgr. While there was no significant difference in responses
concerning nationality, years of experience, or sex, all the instructors who read more than 6 books for self
development had MA or Ph.D. degrees. Interviewee instructors (T.5) who had Ph.Dsdeytdd.6) who

had MA degrees verified these findings. Interviewee instructor (T.5) said: "l read articles, a huge number of
articles indeed and wrote a lot of articles and research papers. | did them since | wanted. No one told me to do

SO

Regarding lte issue of the reasons for reading on methodology, while 46.1% of instructors preferred reading
when there was a problem, 46.7% of them who had MA or Ph.D. degrees were reading for their academic
studies. Although there was no significant difference Bpoases gathered concerning nationality, sex, or
years of experience, academic qualifications played a great role as motives of reading. Moreover, 5.9% of the
respondents stated that they were reading books fodee#flopment. Other reasons mentionedenire

need to update themselves and enrolment forgmastuate studies. Additionally, reading was encouraged in
some institutions. Interviewee teacher trainer (T.3) said: "We have a reading club activity; it is called a
discussion club. We read articlescd week with volunteer instructors and we come together, share our ideas
and reflect on those articles that we read. In this module, we have also integrated the IATEFL conference
sessions there. We watch the videos on the British Council website siycar¢havailable and we come
together with the instructors and we watch them. Beforehand, we come together and reflect on the ideas in
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those plenary sessions. It also part of my job to organize these. It is voluntary. About ten instructors are
attending indiscussion club. We have about forty instructors so ten out of forty is a good number. There are
lots of instructors attending. Sometimes depending on nature or the hectic workload specifically, the number
of instructors is less than ten, but sometimesentioan ten instructors are attending, but usually, we have 8 to

10 teachers attending each module"

As stated, reading activities could be encouraged by the trainers although they were voluntary activities.
70.6% of instructors got reading materials frore thiternet, 44.9% of them got books from their colleagues,

and 51.4% of them read the books in their libraries.

Regarding the issue of reasons for not reading educational references, 44.7% of instructors stated that it was

an unnecessary activity. 28.5%them stated that they did not like reading academic articles and 18.2% of

them said they did not have enough time to read, while 5.9% of them had problems with finding enough

sources to read. These are the main reasons for not reading fdesdfpmen Similarly, the interviewee

instructor (T.8) said: "I also do not have enough time to read academic references. By reading, instructors

PD\ GHYHORS WKHPVHOYHV EXW OLNH PH PRVW RI WKHP GR QRW UHDC

Considering the waysf encouraging reading, the most important factor was the reduction of the workload
then came providing a resource room for easy access to the necessary materials. Following these two
important factors, then making a timetable of free time came. Prgpamésentations was considered as
another important factor that encouraged reading. The least important factor encouraging reading was giving
the assignment to be completed.

Concerning the issue of the frequency of reading academic references to sohmeanp51.7% of them

stated they never read to solve a problem in their classes, while 46% of the instructors rarely read. Just 8, out

of 348 instructors stated they sometimes read academic references to solve problems. There was no
significant factor sut as age, gender, academic qualification, or year of experience which affected the results

obtained. Although most of the interviewee instructors stated that they did not like reading academic
references, only one of them (T.5) said:" | can never implejoemhal writing, selfappraisal or action
UHVHDUFK LQ P\ FODVVHV WR VROYH D SUREOHP :KHQ WKHUH LV D SUR

Table 5 presents the instructors' usage frequencies of writing research papers, the factors that hinder the practice
of it, to what extent the instructors implement it in their classes to solve a problem, and whether the instructors
differ in the usage of in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or Ph.D.
and teaching hours

Academic Witing
Table 5. Academic writing
1. Have you ever written a research paper? YES +156(44.8%) NO $192 (55.2%)

Frequency Percentage Frequency Percentage
1.1. How many references approximately do you use to write a research paper?

a. 15 28 18%

b. 610 16 10.2%

c. More than 10 112 71.8%

1.2. Why do you write a research paper?

When there is a problem. 4 2.5%

When the trainers ask me to do it. 5 3.2%

For my academic studies. 147 94.3%

Other 0 0

1.3. What is the approximakength of a research paper you write?

a. 15 109 68.9%

b. 610 32 20.5%

c. More than 10 15 9.6%

1.4. What is the reason for not writing a research paper?

a. | have enough experience. 26 13.5%
b. I do not have easy access to the materials. 6 3.1%
c. | do not have enough time for writing. 80 41.6%
d. There is nothing new to learn. 29 15.1%

e. | am not interested in writing. 46 24%




184 ,UJDWR+OX 3HNHU

f. Other. 5 2.6%
2. Do you have easy access to the following?
A computer An internet
YES NO YES NO
340 8 313 35
97.7% 2.3% 90% 10%
3- To what extent do you write a research paper to solve a problem in your classes?
Frequency Percentage
Never 348 100%
Rarely 0 -
Sometimes 0 -
Always 0 -

44.8% of the instructors had writtenresearch paper, while 55.2 % of them had not done it. While there was
no significant difference in responses concerning nationality, years of experience, or sex, out of 156
instructors who had written a research paper, 147 of them had MA or Ph.D.defgdbese qualifications
required reading and writing academic papers a lot, it could be claimed that instructors were writing a
research paper as a part of their ppstduate studies. In the questionnaire, some of the respondents wrote: "|
have writtena research paper to be able to graduate from the university". This was the proof that they had
written research papers for academic reasons. Interviewee teacher trainer (T.3) supported this finding by
saying: "The instructors doing DELTA are aware of sahthe professional development activities. They try
something that they have not tried before in their classrooms and they see if it works or not. Doing research
and writing a research paper is a part of Module 2 and they do that as a part of it.efarwito are not
GRLQJ '(/7$ ZH KDYHQ W LQWURGXFHG WKH SURIHVVLRQDO GHYHORSPF

71.8% of the instructors stated that they used more than 10 references to write a research paper. After cross
tabulation, it could be claimed that the on@so used more than 10 references had MA or Ph.D. degrees

while there was no significant difference in responses concerning nationality, years of experience, or sex.

As table 5 suggests, the main reason for writing a research paper was academic stuatiesogst

tabulation, it could be claimed that all respondents who said they were writing for academic reasons had MA

or Ph.D. degrees while there was no significant difference in responses concerning nationality, years of
experience, or sex. IntervieweeMW U XFWRU 7 ZKR KDG D 3K' GHJUHH YHULILHG
read articles, a huge number of articles indeed and write a lot of articles and research papers for academic
UHDVRQV , GLG WKHP VLQFH , ZDQWHG 1R RQH WROG PH WR GR VR’

68.9% of he instructors produced short research papers. The ones who wrote more than 10 pages were Ph.D.
candidates. The major reason for not writing a research paper was time. Another important reason was that

the instructors were not interested in writing. Onehef respondents wrote: "I am not interested in doing an

MA or Ph.D." as a reason for not writing. Additionally, an interviewee instructor (T.7) said: "I didn't write a

journal or a research paper since it is unnecessary. | didn't conduct an actiorhregehrcl do not like

UHDGLQJ DFDGHPLF DUWLFOHY , XVHG RWKHU WHFKQLTXHV HIILFLHQ
stated, most of the instructors found it unnecessary.

97.7% of the instructors had a computer either at home or at schookveiQW0% of them did not have
access to the internet. Cresdbulation results showed that all the instructors who did not have an internet
connection were aged between@&L

Regarding the issue of the frequency of writing a research paper to sobelenpin EFL classes, all of the
instructors stated they never used it in their classes. There was no significant factor such as age, gender,
academic qualification, or year of experience which affected the results obtained. It was considered a time
consuning activity. Similarly, the interviewee instructor (T.8) said: "I can never implement any of them in

my classes to solve a problem. They are all fbmesuming and unnecessary. We have to observe our
colleagues as a school policy, but they are not uséfalare observing our colleagues just to do what the
trainers ask us to do. Especially, journal writing and writing a research paper are the masingomaing
activities. | can never use them to solve a problem"

Action Research



IJCER(International Journal of Contemporary Educational Rese 185

Table 6 presents thestmuctors' usage frequencies of conducting action research, the factors that hinder the
practice of it, to what extent the instructors implement it in their classes to solve a problem, and whether the
instructors differ in the usage of in terms of age,dgenteaching experience, ELT qualifications like BA,

MA, or Ph.D. and teaching hours.

Table 6. Action research
1. Have you ever conducted an action research to solve an immediate problem in the classro
YES 18 (5.1%) NO 330 (94.9%)
Frequency Perentage Frequency Percentage
1.1. What was the aim of the action research study that you conducted?

To improve listening/speaking skills 4 22.2%

To improve reading/writing skills 5 27.7%

To improve vocabulary 6 33.3%

To avoid the use of L1 3 16.6%

1.2. What is the reason for not conducting an action research study?

a. It is a burden on time. 74 22.4%

b. I have no idea about it. 139 42.1%

c. It does not help us in any way. 20 6%

d. It requires a lot of energy. 50 15.1%

e. Itis not necessary. 42 12.7%

f. Other. 5 1.5%

2. How did you learn about action research Frequency Percentage

a. | have never heard of it before 137 39.3%

b. I have read about it 43 12.3%

c. At a training course 12 3.4%

d. From a colleague 71 20.4%

e. At university 63 18.1%

f. Other 22 6.3%

3- To what extent do you implement action research in your classes to solve a problem?
Frequency Percentage

Never 338 97.1%

Rarely 10 2.9%

Sometimes 0 0

Always 0 0

94.9% of the instructors Hanot carried out an action research study while only 5.1% of them had
experienced it. After crogsbulation, it could be claimed that all respondents who said they had conducted
an action research study had MA or Ph.D. degrees while there was no aignifiference in responses
regarding concerning nationality, years of experience, or sex. Although the interviewee teacher trainer (T.1)
said "We have collaborative projects such as action research, special interest group, article club, video
coaching, ad team teaching", the instructors stated they had not experienced it so far. Additionally,
interviewee teacher trainer, T.3., emphasized the importance of action research by saying: "Instructors are
attending courses, conferences and discussion activitiesother seHdevelopment activities are not
introduced, yet. However, action research is very helpful for them. Conducting any kind of research in the
classroom to reflect on their teaching is also helpful. In the future, | want to have active ressapshagd

ask them to conduct action research to solve some specific problems that they encounter in their classes. That
LV RQH RI WKH WKLQJVY WKDW , KDYH LQ PLQG"’

An action research study was carried out to solve an immediate problem in a classro@ble’® imdicates,

the most common problem that instructors faced in their classes was vocabulary and reading/writing skills.
Not having an idea about what action research was the main reason for not carrying out an action research
study. Another importanteason was not having enough time and energy. In the 'other' section, some
instructors wrote: "I do not know how to conduct an action research" which showed that it had not been
introduced in Teacher Training Programs.

As regards the issue of how the mastors learned about action research, 39.3% of the instructors stated that
they had never heard of it before. There was no significant factor such as age, gender, academic qualification,
or year of experience which affected the findings. Only 3.4% ointeuctors stated that they had learned it

at a training course while 12.3% of them had read about it before. 20.4% of instructors had learned it from
their colleagues while 18.1% of them had learned it at university. In the 'other' section, someoisstruct
wrote: "l do not know what it is but | have heard of it before" As Table 6 suggests, most of the instructors had
no idea about what action research was. Additionally, the interviewee instructor (T.8) emphasized the
importance of time constraints and nkimad by saying: "Except for peer observation, | have not tried the
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other seldevelopment activities since they are tiomsuming and | do not need them. | do want to be
encouraged to assess my performance by the trainers; this element is missirguinethteT T activities. As

you know, we need time and energy for shfelopment as well as a supporting environment.
Unfortunately, school activities take up most of our time and we have little time for development activities. If
we do any, be sure thiatis done at our inconvenience. | believe that our workload is to be minimized".

Regarding the issue of the frequency of conducting action research to solve a problem in EFL classes, a vast
majority of the instructors, 97.1%, stated they never usedtiitein classes, while only 2.8% of them rarely

used it. There was no significant factor such as age, gender, academic qualification, or year of experience
which affected the results obtained. It was considered a-dimsuming activity. The responses of al
interviewee instructors verified this finding. As they stated action research was not preferred in the presence
of a problem.

Discussion

Findings are discussed over the related literature in the light of each research question.

Research Question Towhat extent do the instructors engage in-delfelopment activities?

The first research question investigated the usage frequenciesdégelbpment activities by the instructors
working at the preparatory schools of four foundation universities degpimterviews with instructors and
guestionnaire, the analysis of research results indicates that the instructors working at the preparatory schools
of four foundation universities in Ankara are not very familiar with and do not usdeseafopment actities

such as journal writing, se#ppraisal, reading academic references, writing a research paper and action
research. The only setfevelopment activity which the instructors are familiar with and use frequently is peer
observation since it is a scHgmlicy. However, the interviews with instructors reveal the fact that instructors

do not learn a lot from observing their colleagues. Very few instructors know about action research.
Instructors consider setfevelopment activities which are essentialldeing reflective and critical about their
teaching as a burden on time and unnecessary. This, in turn, explains why they do not use them for their self
development. This result is in line with the results of the article of Gen¢ (2012). In her studigtsbepeer
observation is the most widely used s#dvelopment activity among EFL teachers. The findings of the
guestionnaire and interviews are quite important if the current trend idesedfopment, which consists of an
exploration of instructors' é&hing processes in an attempt to understand what they do and why they do it, is
considered. As a result, it can be claimed that instructors have to condudéwd#fpment activities to
become better teachers.

Research Question 2Vhat are the factordat hinder the practice of salevelopment activities?

The second research question investigated the factors that hinder the practicel®efedefiment activities

by the instructors working at the preparatory schools of four foundation universitiekamad

As the results of the study indicate, the instructors are not usingesadfopment activities such as journal
writing, selfappraisal, readingriting, and action research to improve themselves. Therefore, the second
guestion of this descriptivelgly was designed to investigate the factors that hinder the practice of these self
development activities.

The "workload" is considered as the most important hindrance in practicirgeselopment activities. Most

of the instructors agree that they dut have sufficient time at school to practice skdf/elopment activities.

The "effort required" to conduct sedevelopment activities is the second most important cause of less
frequent participation in these activities. When these activities are excommeeby one, the reasons for not

using them are explained as follows; Journal writing is one of the least usatbwalbpment activities.

"Time" and "effort required" are regarded as the major factors that affect the practice of it. Additionally, it is
considered a "useless activity". Safipraisal is not practiced by the instructors, either. Again, "time" and
"effort required" are regarded as the most important hindrance in practicing thifeselbpment activity.
Another most important factor thainkers the use of it is "not having an idea about what it is". Although
peer observation is the most widely used -delfelopment activity, the most important reasons for not
practicing it are "time", "overloaded timetables", and "the critics of observEngse factors can be used to

find out the ways of improving the peer observation process. While some instructors in particular those with
MA or Ph.D. degrees prefer reading educational references to develop themselves, most of the instructors are
not doihg so since they consider it as an "unnecessary activity". Other reasons are stated as "not liking the
process of reading" and "not having enough time for academic reading”. When it comes to writing, the major
reason for not writing research papers is &imAnother important reason is "not being interested in it". "Not
having an idea about what an action research is" the main reason for not carrying out action research. Other
important reasons mentioned in the questionnaire and interviews are "not éiawirgh time and "energy".
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7KH UHVXOWY DUH LQ OLQH ZLWK WKH UHVXOWY RI WKH DUWLFOH FRQ
cost and time are the most important factors that hinder the practice-déselbpment activities. Similarly,

in their studies, Kulbak (2019) and Yiksel (2021) find out that time is the most important barrier to self
development activities.

Research Question J:0 what extent do the instructors implement-sifelopment activities in their classes

to solve a problef

This research question was designed to find out whethedeelopment activities were preferred by

instructors to solve their problems in EFL classes. In the questionnaire, instructors were asked to rate four

scales from never to always regarding theews about the implementation of sdivelopment activities

into their classrooms to solve a problem they have encountered. As drawn from the responses given to this
LWHP LW LV FOHDU WKDW WKH UDWHYV HTXDOO\ JDKWDKHUWUNMG RDWURRQ G W
instructors, a noteworthy number of them believe that they never or rarely transfer the knowledge they get

from selfdevelopment activities into their teaching contexts.

To provide more insight into this issue, 4 instructors wetecsed among the participants and interviewed.

The main aim of this process was if or to what extent teachers were able to wBysklpment activities to

solve their problems in their classes. As a result, they were requested examples and expfiamatities

classrooms as to how they could implement the knowledge they gained fredewsifipment activities in

real teaching circumstances or which problems they encountered most in transferring that knowledge into

classroom situations. The responséshese interviewee instructors could be gathered into two groups. The

first group involved instructors who believed that they were not able to implement at all what they got from

selfdevelopment activities into their classes to solve a problem. Thederoup consisted of instructors

who sometimes could apply what they acquired from these activities and who sometimes could not manage it.

During the interviews, interviewee instructors listed two reasons, which are crowded classes and worry about

coverirg the pacing on time, as to why sddvelopment activities do not help them solve their problems in

EFL classes. As a result, the information gathered fromdse#lopment activities is not implemented in

classes to solve problems. The findings of thiglg are in line with previous studies conducted (Yuksel,
<DuDU

Research Question Do the instructors differ in the usage of s#dfvelopment activities in terms of age,
gender, teaching experience, ELT qualifications like BA, MA, or BtaBd teaching hours?

This research question is designed to find out whether factors such as age, gender, teaching experience,
academic qualifications, and teaching hours have a role in usingeselfopment activities. According to the
findings gatheredfrom questionnaires and interviews, all these factors play a great role in the self
development process.

a. Age; In general, crogabulation results show that nearly all of the instructors who have no idea about self
development activities except peersebvation and who do not use any of them are aged betweg@. 41
Especially, the ones aged betweert®lhave not practiced any of them and find these activities unnecessary.
Similarly, the ones aged between-20 have not practiced salbevelopment actities such as journal
writing, selfappraisal, and action research.

b. Gender; The gender of the participants is not a significant factor that affects the uselefeelbment
activities since 78 males and 270 females participated in the research. ddoam@sgabulation results

indicate that all the instructors who practice journal writing are males. Additionally, it is found out that
female instructors have a more tendency to practice peer observation than men since 22 out of 26 instructors
who obseve their colleagues more than six times are females

c. Teaching experience; Teaching experience is an important factor in the practice-defvelpment
activities. The more experienced the instructors are, the less they give importancedevelelpnent
activities. More experienced instructors have no idea about what n action research is. Moreover, they have
not written journals, evaluated themselves by writing-apfiraisal reports, and read or written academically.

The only seHdevelopment actiwt they engage in is peer observation. While experienced instructors are
practicing peer observation as a school policy, the ones who consider it as an opportunity for learning are
inexperienced+novice- instructors. What is more, the instructors who raad write academically have 11

15 years of experience while all of the instructors who write journals have more than 11 years of experience.

7KLY UHVXOW LV QRW LQ OLQH ZLWK WKH UHVXOWYVY RI WKH DUWLFOH [
WKDW 37KHUH DUH IHZ GLIITIHUHQFHY EHWZHHQ WKH SHUFHSWLRQV RI
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development like teachers' taking the action for their professional development, teachers' being involved in

the evaluation of their teaching skilledciknowledge, and willingness' being important in this process, on

ZKLFK H[SHULHQFHG WHDFKHUV ZHUH IRXQG WR DJUHH PRUH WKDQ QF
WHDFKHUVY WU\LQJ WR NHHS WKHPVHOYHV XS WeRedlzit/\Were KIN@JIHY DQG
to agree more than experienced teachers. On the other hand, this study found out that neither novice nor
experienced instructors give importance to-gelfelopment activities.

d. ELT qualifications like BA, MA, or Ph.D.; This is thmost significant factor that affects the practice of
self-development activities. Most of the instructors who read academic references -figvedtiopment and

write research papers by using more than 10 references have MA or Ph.D. degrees. As tlieatiansali
require intensive reading, it can be claimed that instructors are reading as a part of thipadaade studies.
When the results are analyzed, it is clear that a vast majority of instructors who have BAreadks in an
academic year, whd all the instructors who read more than 6 books fordmtelopment have MA or Ph.D.
degrees. Similarly, while some of the BA level instructors prefer reading when there is a problem, the
instructors who are reading for their academic studies have MRhdD. degrees. It is also the same
concerning writing. While most of the Mkevel instructors write short research papers, the ones who write
more than 10 pages are Ph.D. candidates. In addition to reading and writing academically, all respondents
who saythey have conducted an action research study have MA or Ph.D. degrees.

e. Teaching hours; One of the most important factors that hindedesaifopment is the workload. The
instructors who consider all selevelopment activities as a burden on timeveoeking 19 or more hours a
week while the instructors who work13. hours a week have experienced all-delfelopment activities. As

a result, it can be claimed that the more the instructors work, the less they practidevaepment
activities. All in all, it can be claimed that the instructors differ in the usage otiseflopment activities to

some extent in terms of age, gender, teaching experience, ELT qualifications like BA, MA, or Ph.D., and
teaching hours.

Conclusion

This study aimed tonvestigate the usage frequencies of-delfelopment activities by the instructors. The
results indicate that instructors practice slf’elopment activities on a limited scale. The most widely
practiced sellevelopment activity is peer observation ih falur institutions since it is a school policy.
Academic reading and writing are practiced just for postgraduate studiede8elépment activities such as
journal writing, selfappraisal, and action research are rarely practiced. It has been disciwdredme
instructors do not even know that such activities exist. On the other hand, the ideas are welcomed by
instructors on the basis that work conditions are improved to allow for the time and effort needed for these
self-development activities. Theesond finding in this study shows that workload is considered the most
important hindrance in practicing selévelopment activities. Most of the instructors agree that they do not
have sufficient time at school to practice sddfrelopment activities. Theffort required to conduct self
development activities is the second most important cause of less frequent participation in these activities.
The third finding of this study shows that, although it is necessary, instructors do not implement the
information gathered from selfievelopment activities in their EFL classes to solve problems. The last finding

in the study was that instructors differ in the usage ofdmlElopment activities to some extent in terms of

age, gender, teaching experience, ELT djgalions like BA, MA, or Ph.D., and teaching hours. As the
results suggested, most of the instructors, age@04have no idea about selévelopment activities except

peer observation and do not use any of them. Similarly, the ones ag#l I2ve not mcticed seH
development activities such as journal writing, sgipraisal, and action research. Since 78 males and 270
females participated in the research, the gender of the participants is not a significant factor that affects the
use of seHdevelopnent activities. As for teaching experience, the more experienced the instructors are, the
less they give importance to selévelopment activities. Besides, the most significant factor that affects the
practice of seldevelopment activities is the ELT difizations like BA, MA, or Ph.D. Most of the
instructors who read academic references fordmlelopment, write research papers by using more than 10
references and conduct action research in their classes have MA or Ph.D. degrees. As for teachthg hours
more the instructors work, the less they practicedelelopment activities.

In conclusion, instructors practice sdifvelopment activities by themselves on a limited scale. Since peer
observation is recommended as a school policy, it is the widsty practiced sefflevelopment activity.
Time and workload are considered as the most important hindrances in practiciolgvstdpment activities.

As another finding, instructors do not implement the information gathered fromesalfopment actities in
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their EFL classes to solve problems. Finally, it was found out that instructors differ in the usage of self
development activities to some extent in terms of age, gender, teaching experience, ELT qualifications like
BA, MA, or PhD., and teaching lios.

Recommendations

Based on the findings presented, this study holds the following overall implications for educational practice:

It seems that sellevelopment activities are not introduced or practiced in TTPs. Teacher trainers are expected
to introduce certain seffievelopment activities such as journal writing, sgipraisal, academic reading and
writing, and action research for the sake of better educational practices. It is also essential that educators become
aware that each seffevelopment etivity has a good effect. Instructors need to be able to perform these
activities and be encouraged to keep a portfolio to record a record of development. Additionally, planning for
presentations is a prerequisite that facilitates the instructor's astamgpeidevelopment. Moreover, providing
well-resourced libraries and making the internet available for instructors to benefit from the vast databases and
teaching resources that it encompasses may encourage them to develop themseti®glSethenpractices

such as research writing and presentat@arsalso be encouraged. Instructors may also be encouraged to create
a resource file with a collection of new instructional strategies and activities gained at training courses or by
individual reading dbrts.

As the findings of the study show, peer observation is the most commedeselbpment activity. When there

is an emphasis such as writing a description of the lesson or utilizing a checklist, the observation results
improve. It turns out that alhstructors are familiar with peer observations. It does not, on the other hand,
pursue a systemic approach that increases its benefits. There is greater opportunity for improvement of peer
observation practice by giving time for pagiservation discugm, by not focusing on bad characteristics of the
instructors observed, and lowering working hours.

As for the possible factors which hinder the practice ofdelelopment activities, instructors were found to
mostly agree on excessive workload amdeti Constructing flexible timetables to allow for professional self
development activities to take place is a necessity for each institution.

References

Alan, B. (2003).1RYLFH WHDFKHUVY SsErddeHHeadhdr Rahwvig RdurBeCat IAQadolmilkrsity.
Master of Art Thesis. Bilkent University, Institue of Educational Sciences, Ankara.

Alwan, F. H. (2000).Towards effective Hservice teacher development in the United Arab Emirates: Getting
teachers to be in charge of their professional growthe University of Bath, Institute of Educational
Sciences, United Arab Emirates.

% D O F O R + O X A/ assessment of teacher training programs in public and foundation university foreign
languages department preparatory school and the instructors' perception and releMaster. of Art
Thesis. Maltepe University, Institute of EADONLR QDO 6FLHQFHV gVWDQEXO

Burns, A. & Richards, J. C. (Eds.). (20090he Cambridge guide to second language teacher education.
Cambridge: Cambridge University.

Doghonadze, N. (2016). The state of school and university teachaleselbpment in Gegia. International
Journal of Research in Education and Scier;€1), 104 113.

Farrell, T. (2012). Novicservice language teacher development: Bridging the gap betwesarpiee and in
service education and developmérESOL Quarterly46(3), 435 450.

Ferris, J. and Samuel, C. (2020). A Se#fined Professional Development Approach for Current and Aspiring
Educational Developer3eaching & Learning Inquiry8 (1), 209220.

Gebhard, J. G. (2005). Teacher development through exploration: Prncidgs, and exampleSESI-EJ,

9(2), 1-15.

*HQo = 6 B3URIHVVLRQDO GHYHORSPHQW D GénsitiXelpbdiagolsicdl) / WHD F K
knowledge Research perspectives on teaching and learning English in Turkey: Policies and practices
3(2), 3539.

Gheith, E. & Aljaberi, N. (2018). Reflective Teaching Practices in Teachers and Their Attitudes toward
Professional Selflevelopment. International Journal of Progressive Educdtib{s), 166179.

Grabsch, D. K. (2019). Student Affairs dfessionals’ SelReported Professional Development Needs by
Professional LevelCollege Student Affairs Journd7(2), 144156.



190 ,UJDWR+0OX 3HNHU

Johnson, K. E. (2009)Second language teacher education: A saeittural perspectiveNew York, NY:
Routledge.

Korucu, S. 2011).The use of action research as a model in the professional development of an English teacher:
AcasestudyODVWHU RI $UWV 7KHVLYVY ,QVWLWXWH RI (GXFDWLRQDO 6Fl

Kulbak, H. (2019). g+ UHWPHQOHULQ PHV®OHRRWIH@MM\IRRHO D|O®H OMH PHVOHNL JH
DOJOODGONODUO HQJHOOHU %LU NDUPD \|QWHP DUDUWOUPDV(
development and barriers perceived by them in their professional development: A mixed method
researchh. Master of Ats Thesis. Institute of Educational Sciences, Canakkale Onsekiz Mart
University, Canakkale.

Lejonberg, E. (2018). Developmental Relationships in SchoolsSenéce Teachers' Perceptions of Mentors'
Effort, SelfDevelopment Orientation, and Use of TheolMentoring & Tutoring: Partnership in
Learning 26 (5), 524541.

Liyanage, |. & Barrett, J. B. (2008). Contextually responsive transfer: Perceptions of NNES on an ESL/EFL
teacher training prograrieaching and Teacher Education,(2}} 18271836.

McKay, S. L. (2009)Second language classroom reseailCambridge: Cambridge University.

Personn, J. (2014The effects of an iservice teacher training certificate program on the teaching practices of
novice teachersMaster of Arts Thesis. Middle EaJechnical University, Institute of Educational
Sciences, Cyprus.

Roberts, A. M.(2020). Preschool Teachers' -&éficacy, Burnout, and Stress in Online Professional
Development: A Mixed Methods Approach to Understand Chadgarnal of Early Childhood
Teacher EducatioM1(3), 262283.

Richards, J. C. (2010). Competence and performance in language teR&Hiay41(2), 10:122.

Richards, J. C. & Farrell, T. S. C. (200Brofessional development for language teachers: Strategies for
teacher learningNew York: Cambridge University.

Richards, J.C. & Rodgers, S.T. (200Approaches and methods in language teach@embridge: Cambridge
University.

6DUO\OOGO] = 1RYLFH DQG H[SHULHQFH@itiatéth Proficddionel] SHUFH
development, professional development activities, and possible hindering fadtemsational Journal
of Language Academy(H, 248260.

Ural, A. & .0000 o %LOLPVHO DUDUWOUPD V.U HSclentfid r&s8d ¢ pracess\dahdUL DQD O
data analysis with SPERnkara: Detay.

hQDO Designing an ipservice teacher training program for English language instructors and
identifying the effectiveness of the program: An implication at Afyon Kocatepe Univdvisisyer of
Arts Thesis, Gazi University, Institute of Educational Sciences, Ankara.

Villegas-Reimars, E. (2003)Teacher professional development. An International Rewikliterature. Paris:
IEEP Printshop.

<DuDU 3 English language instructors' attitudes towards professional development and their
engagement in seifitiated professional developmenMaster of Arts Thesis, Karadeniz Teknik
University, Institute of Social Sciences, Trabzon.

Yuksel, B (2021).Professional development challenges experienced by language instructors at a foundation
university: A case studMaster of Arts Thesis, METU, Institute of Social Sciences, Ankara.

Appendices

Appendix-1. Interview Questions for Teacher Traines

1

1- How long have you been working as a teacher trainer?

2- As atrainer, what are your job responsibilities?

2

What is your opinion of the current teacher training program in your institution?

Who plans the training activities for the instructoryour institution?

What topics are usually covered in teacher training activities?

What form do the teacher training activities take?

Who runs these teacher training activities?

How do you decide on the needs of your instructors?

Do you use any evaltian systems for these training activities? What do you do for evaluation?
To what extent has this approach in teacher training helped in teacher development? How do the
instructors respond to int@isitations in general?

How do the instructors respondpeer observations?

N~ WNE

©



10.
11.

12.
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What other forms of selflevelopment activities do your instructors practice?

How can you encourage instructors to take up their professional accountability? Would you like to add
anything?

Which selfdevelopment activities are introded in your training courses? What else can be
introduced?

Appendix-2. Interview Questions for Instructors

1

1- How long have you been working as an instructor?
2- Are you pursuing any further degree? (MA, Ph.D., etc.)

2
1.

2.

Do you think the activities of eacher Training Units in your institution are sufficient enough for self
development? Why/Why not?

Are you familiar with the selfievelopment methods such as journal writing, -apffraisal, peer
observation, reading articles, and writing research gaguaat action research? Could you describe them
shortly?

Have you ever used any of them for s#dfvelopment? Which ones did you use?

If you did not participate in these activities, which ones were they? What were the reasons for not
participating in them?

To what extent do you implement these activities in your EFL classes to solve a problem? Why?
What do you expect from selfevelopnent activities?

Do you implement the information you gathered from -deNelopment activities into your EFL
classes to solve your problems? If yes, could you give an example? If no, what is the reason?
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Abstract

This study aimed at investigating teacher job satisfaction as a predictor of teacher emotions. To this end, in a
mixed method study, data were legted via the Job Satisfaction Survey and Teacher Emotions Inventory from
2,013 English language teachers across Turkey in addition to qualitative data collected from 145 teachers. By
conducting statistical correlation and regression analysis, the fedevgaled that job satisfaction correlated
positively with teacher emotions, including negative ones. Also, contrary to the common understanding, it was
found that job satisfaction is a predictor of negative emotions in terms of sadness, anger, amgidating

that schools as the workplace of teachers cause interplay of emotions under similar conditions. Negative
emotions, particularly the fear dimension, exhibit a bidirectional feature in motivating teachers to a certain
extent, thus increasing jotatssfaction. It is concluded that job satisfaction involves not only positive but
negative emotions, too since they are experienced in a temporal way.

Key words: Teacher emotions, Job satisfaction, Prediction, English language teachers, Negative emotions

Introduction

7KH WHDFKLQJ DFWLYLW\ LV UHIJDUGHG DV D GRPDLQ LQYROYLQJ HPR
2017), making emotions ubiquitous in educati@rigwell, 2012) 7KXV WHDFKHUVY HPRWLRQV DUH
FHQWHU RI DQ\ WHDFKLQJ DFWLYLW\ &KHQ D 7KHUH KDYH EHHQ Vt
the complex nature of emotiof€hen, 2019a; Ersan & Tok, 2020; Fried et al., 2015; King & Chen, 2@k9)

Pekrun et al., (2002¢xplain, emotions can be regarded as sets of psychological processes which are interrelated

and are the feelings that an individual experiences towards certain stimuli. In addition to being an individual
domain, emotions are also salty bound, but experienced personally based on each person's judgment of the
context. Thus, social constructs as well as the cultural aspects influence the way people experience emotions
(Chen, 2019a). Although there are some variations, emotions haweRérQ IHDWXUHYV DV FODULILHG
(2017). These features may be summarized as follows: emotions have a beginning and an ending (episodic), are
intentionally created to achieve something, based on appraisal, and related to changes in the body.

Regarding the classification of emotions, they are based on four domains: affective, cognitive, motivational, and
expressive. To clarify, an emotion is accompanied by thoughts, physiological variations in the body, action
preferences, and expressive behesjiin addition to feelings of affectioffrrenzel et al., 20). According to

Pekrun et al., (2007)emotions are dynamic and involve all these multicomponent domains. From a general
point of view, emotions are divided into two major categonesitive and negative. Based on this view, joy,
satisfaction, pride and excitement fall into the positive category while anger, frustration, anxiety and sadness are
negative emotions (Chen, 2016). However, in a more comprehensive classification tlsérdboasic emotions,
encompassing surprise, lofear, joy, sadness and ang€hen, 2019a; Hagenauer et al., 20I%)us, emotions

vary based upon their classification, ranging from positive to negative, and basic emotions consisting of
happiness, angesadness and fear as well as the ancillarg aoeh as frustration and disgust, as expressed by
different theories from different perspectives in terms of evolutionary, cognitive appraisal orcsibgial

feelings $NDQ % DUOUNOQ

The act of tbFKLQJ DQG WHDFKHUVY HPRWLRQV WRZDUGV WKLV DFW DUH
different constructs. ARekrun et al., (200)larify, various teaching conditions may create different emotions,

’ Corresponding AuthoAli Erarslan, ali.erardan@alanya.edu.tr



IJCER(International Journal of Contemporary Educational Rese 193

creating a Ik between emotions and all teaching and learning activities. The joy or pleasure of teaching is
expressed by &zhers as arising from student interaction and cooperation to aid learning or receiving support

from colleagues or managers. As a positive eongtiove of teaching involves student growth and achievement

in addition to receiving social respect. At the saime, student misbehavior, rule violation, inattentiveness, and

ODFN RI VXSSRUW IURP FROOHDJXHV D @@tedodndiGoHsave Kribwh [olti¢eQeNVY DV Z|
negative teaching emotions in teaché@hen, 2016; Trigwell, 2012)Thus teachers experience various

emdions in the workplace connected mainly with the act of teaching as well as the students, classroom
atmosphereVFKRRO DGPLQLVWUDWLRQ FR@@COdA,R09B)Y DQG VWXGHQWVY IDPL(

Teacher Job Satisfaction

One of theaspects that teacher emotions are linked with is their satisfaction with the teaching activity (Fried et

al., 2015). According to Locke (1976, p DV FLWHG LQ 3HSH HW DO VDWLVIDFV
pleasurable emotional state which is thé¥V XOW RI WKH YDOXDWLRQ RI ZRUN RU HPSOR\PI
In a general sense, job satisfaction is the emotional state, attitudgppretiation that a person attributes to

their job (Crisci et al., 2019; Saiti & Papadopoulos, 2015; Spec&®7)1 According to Spector (1997), job

satisfaction is the extent to which individuals enjoy the components of a job. Spector (1985, 19979 thatla

there are nine facets of job satisfaction and these are pay, promotion, supervision, fringe bewefits, r

operating conditions, eworkers, nature of work and communication; which this study also takes as the base for
teacher job satisfactiodob satisfaction is thus a mefiticeted issue and various factors including the job and

working conditions, alleagues and administration affect an individual's satisfaction with their job.

7THDFKHUVY MRE VDWLVIDFWLRQ LVin@duQaldh& settingsKFbm ¢h wadthitéed R1 DV SHF
aspect, job satisfaction influences teacher retention, cohasischool, increasing the status of teaching as a
SURIHVVLRQ 1DOLSD\ HW DO 7DEDQFDOO TRURGERYD HW
organizational culture (Pepe et al., 2017). In terms of the teaching process, job satisfaction onahth@a

teachers contributes to effectiveness and efficiency in teaching, theeimll of both teachers themselves and

their students in thelassroom environment (Baluyos et al., 2019; Sahito & Vaisanen, 2020; Toropova et al.,

2020), teaching competes, quality and job performance (Toropova et al., 2020) as an indicator of student
success, school success and overall educational qualityi(€rigt, 2019; Li et al., 2018; Pepe et al., 2017).

Also, job satisfaction creates a positive working envirentrfor all teachers in the same school; this increases

their dedication to teaching, i.e. job commitment and organizational performance (Rép@@t7). Teaching

programs or educational reforms may require teachers who show willingness to change@erdte with

others to revise the curriculum or school system; this is found to be dependent on teacher satisfaction (Saiti &
Papadopoulos, 2015 &RQVLGHULQJ DOO WKHVH FRQVWUXFWY LW LV DSSDUHQ\
their overal teaching performance and educational standards. Commitment to the job indicates decreased rates

of leaving the profession, student achievemand, organizational welbeing.

Related Literature on Job Satisfaction and Teacher Emotions

Teacher emotias have been linked to several factors and some research has been carried out regarding these
DVSHFWV ,QLWLDOO\ LW Ligns\hd\rR A0 obVisLb Affedt bhDskukeits Wil tHe Rearning
(Hagenauer et al., 2015; Rodriftuiz, 2016; Stephamu et al., 2013). Rodrigd X L ] IRXQG WKDW WHD
positive emotions influence students in a positive way while emotions to the cararery adverse effects on

students in terms of their mood, motivation, learning and social behaviour. AccadiRgkrun (2002),

emotions in education trigger affective, cognitive, physiological and motivational aspects both for the students

and teachers7 KLY UHODWLRQVKLS EHWZHHQ WHDFKHUVY DQG OHDUQHUVY HI
(2019), who st&WH WKDW WKH OHDUQHUVY DWWHQWLRQ DQG OHDUQLQJ SU
experienced. It was also reported by Rodiyoz (2016) WKDW VWXGHQWVY DWWHQWLRQ DC
H[SHULHQFHYV ZHUH HQKDQFHG E\ L @VeachingFSiniRasly Frehiehet &l (2016) B R W L R Q \
+DJHQDXHU HW DO HPSKDVLIHG WKDW WHDFKHUMdhagemeniy LRQV FR
student engagement in activities, and the teashetent relationship. Thus, it is evident thaX @@ HQW VY OHDU QL (
SURFHVVHY DQG DFKLHYHPHQW ZHUH DFWLYDWHG E\ RUZDBKHUVY HPR
Saunders, 2012). NextURP WKH WHDFKLQJ SHUVSHFWLYH HPRWLRQV DUH VHHQ
teaching efforts (Tab@ FD O O WKHLU EHKDYLRXUV LQ WKH WHDFKLQJ SURFI
studentcenteredness and teacltenteredness (Chen, 200 .LQJ &KHQ 6DXQGHUV at
al., 2017; Trigwell, 2012).
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According to Saunders (2012)HDFKHUVY HPRWLRQV GLUHFW WKHLU WKRXJKW SURF
teaching behaviors. Similarly, RodrigRuiz (2016) also highlightke that emotional competence has to be
LQFRUSRUDWHG LQWR WHDFKHU HGXFDWLR @ ckal RflddtDoR \theVstu@ehtH W H D F K
WHDFKHUVY XQGHUVWDQGLQJ DQG UHJXODWLRQ RI WKHLU RZQ HPRW|
increasing job satisfaction and classroom efficiency. One of the most surprising findings regarding teacher
emotioQV ZDV IRXQG E\ @aHGRYi HW DO 7TKHY IRXQG LQ DQ LQWHUYHC
practices that teachers experienced emestiifierent from each other, yet the most interesting finding was that

negative emotions were not necessaliilked to negative teaching practices. Instead, although positive self

esteem and selfnage were connected to positive emotions in the changegspnegative emotions fuelled the

change. Thus, negative emotions could trigger changing teaching préatities better.

Apart from the above examples, research shows that teacher emotions contribute positively to the effectiveness
of educational ferms (Saunders, 2012), their welkking (Frenzel et al., 2016; Nalipay et al., 2019), and teacher
identity (SF KXW ] /HH -Ge®BFO @ RAgiepe Hart, 2020). For these reasons, research into teacher
emotions has attracted special attention, eafpgdn the last 20 years (Chen, 2016, 2019a; Fried et al., 2015)

but this is still limited and slow (Frenzet al., 2016). As explained by De Costa et al. (2019), constructs such as
anxiety and motivation were extensively studied, but the blossomiimgenést in researching teacher emotions
started around the 2000s, particularly for language teachers. la térlanguage teacher emotions, there is a

quite limited number of studies in the literature despite the fact that teaching a foreign languelgallsnging

task, turning this job into an emotionally demanding profession.

In the related literature, jofatisfaction and teacher emotions were found to be correlated constructs (Atmaca et

al., 2020; Judge & Bono, 2001; King & Chen, 2019; NalipayDe® 3DUYHHQ %DQR 7H
positive emotions in teaching are reported to be pertinent tsgjiidfaction (Atmaca et al., 2020). In the field of

education, teachers may regard their profession as satisfying or unsatisfying, rewardaginiguend fulfilling

LQ YDULRXV DVSHFWYV 'HPLUWDU % DVHG R @nathave\a mididibg- KHUV | S
UROH LQ WHUPV RI WHDFKHUVY VDWLVIDFWLRQ RU GLVVDWLVIDFWLR
Although performace in teaching is dependent on job satisfaction (Baluyos et al., 2019), studies have generally
focused on job satisfaction based on teacher emotions as an independent variable or teacher emotions have
included satisfaction only as a subcategory (Atmaed. €2020; Nalipay et al., 2019; Rodrigruiz, 2016; Paul

A. Schutz & Lee, 2014). However, as Collie et al. (2016) explain, work and workkated issues intervene

LQ WHDFKHUVY SV\FKRORJ\ DQG ZRUN HQJDJHPHQWs hEUmRtahGesQJ O\ LW
stemming from the workplace may cause fluctuations in the waddted emotions of the individuals (Bledow

& Schmitt, 2008).

This study assumes that job satisfaction predicts teacher emotions; however, there is no comprehensive study in
educational research regarding this aspect. There is therefore a need for a comprehensive study to analyze
WHDFKHUVY MRE VDWLVIDFWLRQ LQ SUHGLFWLQJ WHDFKHU HPRWLRQV
of education. Since teacher emotiéngolve joy, love, sadness, anger, and fear (Chen, 2016), elucidating how
WKHVH HPRWLRQV DUH SUHGLFWHG E\ WHDFKHU W§sddrBhed.VTbis\ga)y ID FW L R (
creates a need for a study such as ours, given the demanding naemehifig as a profession (Daniels &
6WUDXVV ,Q SDUWLFXODU WKH FRQWH[W RI WHDFKLQJ 3(QJOLVK
may not have a positive attitude towards learning the language, makes this profession a very challenging one
(Anyiendah, 2017; Songbatumis, 2017) with less satisfied teachers vulnerable to experiencing various emotions

LQ WHDFKLQJ 7KXV WKLV VWXG\ DQDO\WVHV (QJOLVK ODQJXDJH WHDF
emotions based on joy, love, sadnemsger, and fear of teaching based on the teacher emotion inventory
developed by Chen (2016).

Method

This study makes use of mixed method research whereby both quantitative and qualitative methods were
incorporated to collect and analyze the dataaio gn indepth understanding of complex phenomena (Creswell,
1999; Schoonenboom & Johnson, 2017). The quantitative part involves a descdptalational survey

design; in which the purpose is to identify and analyze the relationships between thiedepad independent
variables to define the state of nature at a point in time (Koh & Owen, 2000), and to put forward the affecting
and affected variables by also explaining the degree of the total variance (Fraenkel, Wallen & Hyun, 2012). The
independentvariable of the study was teacher job satisfaction and the dependent variables were teacher
emotions. In the qualitative part, English language teachers were asked for their opinions and experiences
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regarding job satisfaction and their teaching emotiornsbtain an inGHSWK XQGHUVWDQGLQJ RI

satisfaction predicts their teaching emotions to support the quantitative data.

Participants of the Study

The participants of this study, chosen through convenience sampling, were composed TairRib3teachers
of English language working in state schools across Turkey, 145 of whom also participated in the qualitative

part.
Table 1. Distributions of demographic variables
Variable Frequency Percentage
Gender
Female 1430 68
Male 673 32
Age
21-25 185 8.8
26-30 480 22.8
31-35 511 24.3
36-40 415 19.7
41-45 278 13.2
46-50 133 6.3
50+ 101 4.8
Graduation
English Language Teaching 1555 73.9
English Language & Literature 374 17.8
American Language& Literature 52 2.5
Linguistics 31 15
Translation Studies 25 1.2
Other 66 3.1
School Type
Primary 276 131
Secondary 980 46.6
High School 813 38.7
Public Education Center 12 .6
Other (Science Art Education Center) 22 1
School Location Type
Village/Town 294 14
County 868 413
City 941 44.7
Region
Marmara 564 26.8
Central Anatolia 380 18.1
SouthEastern Anatolia 276 13.1
Eastern Anatolia 243 11.6
Mediterranean Region 224 10.7
Aegean Region 229 10.9
Black Sea Region 187 8.9

KRZ
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The demographic data in Table 1 shows ®f£6 of the participants were female (n=1430) and 32% (n=673)
were male. Among these teachers, those betweedb 3kars of age ranked the highest in percentage (24.3%)
and this was followed by teachers betweer3@6years of age (22.8%). Only 4.8% of gheactively working
teachers were 50 years old or more. In terms of the department from which they graduated from university, a
great majority of them were English Language Teaching (ELT) graduates (73.9%, n=1555), followed by
English Language and Literatu(ELL) graduates with 17.8% (n=374). The rest of the teachers graduated from
departments such as American Language and Literature (ALL) (2.5%, n=52), Linguistics (1.5%, n=31),
Translation studies (1.2%, n=25) and other departments, for example, classacdnng (3.1%, n=66).
Regarding the school at which they worked, secondary school teachers ranked first (46.6%, n=980) and teachers
working in high schools ranked second (38.7%, n=813) while primary school teachers comprised 13.1% (n=276.
A great majoriy of the participants worked in cities (44.7%), counties (41.3%), and 14% of them worked in
rural villages. As the final demographic variable, the participant teachers in this study were employed in all
seven geographical regions across Turkey (MarmaraoReg6.8%, n=564; Central Anatolia, 18.1%, n=380;
SouthEastern Anatolia, 13.1%, n=276; Eastern Anatolia, 11.6%, n=243; Aegean Region, 10.9%, n=229;
Mediterranean Region, 10.7%, n=224; and Black Sea Region, 8.9%, n=187).

Data Collection Tools

The quatitative data used in this study were gathered via a job satisfaction survey and teacher emotions
inventory. The qualitative data were gathered using an opinion form. Firstly, to collect participant data, a
WHDFKHUVY SHUVRQDO D QfernBwAR dthstivdidr GsBeQratiaDIER id Pabé/1).RNOXt, to assess

WKH OHYHO RI WHDFKHUVY VDWLVIDFWLRQ ZLWK WHDFKLQJ (QJOLVK
developed by Spector (1985) was administered in English. On this scale, thggeitaras to assess nine facets

of job satisfaction. In addition to measuring these nine facets, the survey was also designed to reveal overall
satisfaction with their job. The JSS is utilized in many fields of work life but it is also preferred in theffiel
HGXFDWLRQ WR PHDVXUH WHDFKHUVY MRE VDWLVIDFWLRQ VLQFH LW H
facets of work life in terms of satisfaction. The JSS contains 19 negative items and 17 positive items which offer

six response choices@JLQJ IURP 3'LVDJUHH YHU\ PXFK™ WR 3$JUHH YHU\ PXFK”™ 6

7R FROOHFW GDWD UHJDUGLQJ WKH SDUWLFLSDQW WHDFKHUVY HPRWLF
Chen (2016) was used. The-@ém TEI involves 5 factors of teacher enoots consisting of two positive

emotions including joy (7 items) and love (4 items) and three negative emotions of sadness (4 items), anger (4
items) and fear (7 items) (Chen, 2016, 2019a). Items in the inventory were evaluated base¢panta 6
frequencyUHVSRQVH VFDOH UDQJLQJ IURP 3QHYHU™ WR 3DOPRVW DOZD\V" $
a promising data collection tool to be used regarding education in Turkey. Thus, it was used in this study as a

valid and reliable data gathering tool BLHDV XUH (QJOLVK ODQJXDJH WHDFKHUVY HPRWLR

Following the quantitative analysis of the JSS and TEI data collected from 2103 participants, a set of both open
ended and semMVWUXFWXUHG TXHVWLRQV DGGUHVVLQJ (QJCheV kathD@d JXDJIJH W
emotions was pooled, and after consulting three experts in the field of foreign language education in three
different universities in Turkey, a total of 13 questions were selected in the final step.

Data Collection Procedure and Data Andysis

For gathering the quantitative data, initially, the questions in the personal and professional information form and
the items in the JSS and TEI were transferred to a digital platform and with the help of the Ministry of National
Education (MoNE)the online tool was distributed to every school across the country in the fall term of 2019
2020 teaching year. The process of data gathering took place around three months and at the end of December
2019 the process was completed.

For analysis of theata, an initial reliability check for the data collection tools was conducted and the reliability
FRHIILFLHQW IRU WKH -66 ZDV IRXQG WR EH DQG IRU WKH 7(, &URQE
that both tools were reliable. Next, the nolityaof the distribution of data was checked making use of

Skewness and Kurtosis coefficients (See Table 2). Since data were normally distributed, further analyses were
FRQGXFWHG 7R PHDVXUH WHDFKHUVY MRE VDWatdnd) Pélrsdd QroQudtY HOV LQ
moment correlation coefficient was run to find out if there was a relationship between the independent and
dependent variables. Other than this, taking each emotion type into account, 5 different models were created and
tested makig use of regression analysis in SPSS 20.
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The survey form distributed to the teachers had a question which asked participants whether they would also
participate in the qualitative part, and 145 teachers who agreed to participate were sent an onlinéopinion

with 13 operended and senstructured questions. The qualitative data were analyzed utilizing theoretical
coding consisting of open, axial, and selective coding. The data were coded, thematically grouped, and common
themes and categories were idBati and formulated as specified by Kolb (2012).

Findings of the Study

'"HSHQGLQJ RQ WKH DQDO\WLV RI WKH TXDQWLWDWLYH GDWD WKH WRYV
emotion type (joy, love, sadness, anger, fear) were computed fetatimm at .01 significance level, as seen in

Table 2. The relationship between job satisfaction and teacher emotions

Std.

Variables Mean Deviation Skewness Kurtosis 1 2 3 4 5 6
LJob 45120 2301 -0.02 0.43 ] 110" 228" 200" 274" 381"
Satisfaction

2. Joy 27.50 3.04 -1.34 1.26 - 552" -147" -171" - 1207
3. Love 26.99 3.02 -1.18 1.19 - -153" -154" -083"
4.Sadness  9.43 3.74 0.87 0.66 - 6367 4717
5. Anger 9.44 358 0.86 0.75 - 494"
6. Fear 14.72 5.22 0.34 -0.07 -

Table 2 contains descriptive statistics for the variables used in the study (average, standard deviation, Skewness
and Kurtosis). Pearson correlation analysis was applied to test the relationship between these variables.
According to the correlatipanalysis result, there is a statistically significant and positive relationship between

job satisfaction and some teacher emotions, namely, joy (r=0.110, p<0.01) and love (r=0.228, p<0.01). In terms
of the relationship between job satisfaction and negddacher emotions, it is surprisingly to see that there is a
statistically significant and positive relationship between job satisfaction and sadness (r=0.290, p<0.01), anger
(0.274, p<0.01) and fear (r=0.381, p<0.01). This is one of the most significdimys of this study; showing
WKDW (QJOLVK ODQJXDJH WHDFKHUVY MRE VDWLVIDFWLRQ OHYHOV DUF
There is a positive relationship between joy and love (r=0.552, p<0.01), a negative relationship between joy and
sadness (r0.142, p<0.01), angerQ.171, p<0.01) and fear (®.120, p<0.05). A statistically significant and
negative relationship exists between love and sadne€s 153, p<0.01), anger(Q.154, p<0.01) and fear (=

0.083, p<0.01). There is a staitally significant and positive relationship between sadness and anger (r=0.636,
p<0.01) and fear (r=0.471, p<0.05). Finally, a statistically significant and positive relationship was found
between anger and fear (r=0.494, p<0.05).

In order to check whier job satisfaction predicted teacher emotions significantly, a stepwise multiple
regression analysis was used; the results of which are shown in Table 3 below. Stepwise regression analysis
aimed at determining which emotion types were significantly ptediby job satisfaction and how much these
variables explained the total variance. In the analysis, five different models were created and tested for job
satisfaction predicting joy, love, sadness, anger, and fear.

Table 3. Regression analysis resali®ut job satisfaction predicting teacher emotions

Model Joy B SE t p R R* F P

Stable 25.739 .356 72.367 .00 A1 .01 25.265 .00
1 Job 514 003 110 5026 .00

Satisfaction

Love

Stable 23.362 ,346 67.582 .00 22 .05 114.350 .00
2 Job

Satisfaction ,030 ,003 228 10.693 .00

Sadness

Stable 4279 405 10.565 .00 .27 .07 168.479 .00
3 Job

Satisfaction .043 .003 274 12.980 .00
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Anger

Stable 3.727 421 8.861 .00 .29 .08 190.742 .00
4 Job
Satisfaction .047 .003 .290 13.811 ,00

Fear

Stable 4.235 ,568 7.461 .00 .38 14 353.771 .00
5 Job
Satisfaction ,087 ,005 ,381 18.809 .00

In the stepwise regression analysis, models consisting of teacher emotions were added to the existing one and a
total of five models were tested. As Table 3 shows, thilisitepwise analysis was run to investigate the extent

WR ZKLFK (QJOLVK ODQJXDJH WHDFKHUVY MRE VDWLVIDFWLRQ SUHGLF
results, the established model is statistically significant (F=25.265; p<0.01) and tedche MRE VDWLVIDFYV
accounted for 1% of the total variance in terms of teacher emotions based on joy (R=0.11, R2=0.01). Thus,
ILQGLQJY VKRZ WKDW MRE VDWLVIDFWLRQ VLIJQLILFDQWO\ SUHGLFWYV 3]
In the second model, H DV D WHDFKHU HPRWLRQ zZDV DGGHG WR ORGHO D
satisfaction predicting teacher emotions rose from 1% to 5% (R=0.22, R2=0.05). It is also seen that Model 2 is
statistically significant (F=114.350; p<0.01), and the beta aefii value, t value and significance level of the
LQGHSHQGHQW YDULDEOH VKRZ WKDW MRE VDWLVIDFWLRQ VLJQLILFD
(t=10.693, p<0.01). This is also shown in the correlation analysis, which reveals a pokitieaskip between

MRE VDWLVIDFWLRQ DQG WKH ORYH DVSHFW DPRQJ WHDFKHU HPRWLRQ

,Q WKH WKLUG PRGHO VDGQHVYV DV D WHDFKHU HPRWLRQ ZDV DGGHG \
satisfaction. The results of this model show thetwtariance in predicting teacher emotions increased from 5%

to 7% (R=0.27, R2=0.07). Based on these results, a significant regression equation was found (F=168.479;
p<0.01) which shows that the established model is statistically significant. Also, corgsither beta coefficient

value, t value and significance level of the independent variable, job satisfaction significantly predicts sadness
(t=12.980, p<0.01). There is a positive relationship between job satisfaction and sadness, and this was supported

by FRUUHODWLRQ DQDO\VLYV

In model 4, job satisfaction predicting anger as a teacher emotion was tested. Based on the regression analysis,

the established model is statistically significant (F=190.742; p<0.01). As the beta coefficient value,anda

significance level of the independent variable show that teachers' job satisfaction is statistically significant in
predicting anger as a teacher emotion (t=13.811, p<0.01), which was also shown in the correlation analysis,
suggests that a postivd HODWLRQVKLS EHWZHHQ MRE VDWLVIDFWLRQ DQG DQJHU
models, Model 4 yielded an R2 of 0.08, accounting for the total variance.

In the 5th and final model, how much job satisfaction predicted fear as a teacher emastiexamined. When

the regression analysis results are investigated, it is seen that Model 5 is statistically significant (F=353.771;

S ,W LV DOVR HYLGHQW WKDW MRE VDWLVIDFWLRQ SUHGLFWYV IHD
t=18.809 S ,Q IDFW QHDUO\ RI WKH WRWDO YDULDQFH RI WHDFKH
satisfaction (R2=0.14) when fear as an emotion was added to the previous models.

Qualitative Findings of the Teacher Opinion Form

In order to explanDQG JDLQ DQ LQVLIJKW LQWR WHDFKHUVY MRE VDWLVIDFWLR
teachers were asked in the opinion form used as a data collection tool for the qualitative part what factors
increased their satisfaction with their job andickhemotions they felt under certain circumstances. The data
collection form was in Turkish so that the respondents would express their emotions and satisfaction related
cases as much and clearly as possible. Their responses were analyzed, and rezmemgnit categories were

identified, as Table 4 shows below.

7TDEOH J)DFWRUV DIIHFWLQJ WHDFKHUVY MRE VDWLVIDFWLRC

Theme Categories % n Associated Associated
Emotions- Emotions-
Positive Negative
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Student 91.7 133 -happiness -disappointment
learning/growth -satisfaction-  -frustration
joy - sadness
-love -anger
-motivation -fear
-excitement
Factors increasing THDFKHUVY 758 110 -happiness -disappointment
) efficacy -love -sadness
and decreasing .
WHDFKHU\ oy -anger
satisfaction . - ~surprise -fear
Working conditions  63.4 92 -love -sadness
-joy -fear
-anger
Concerns regardin¢ 55.8 81 -happiness -anger
administration, -love -sadness
families and society -fear

-disappointment

As Table 4 shows, the factorslai FWLQJ WHDFKHUVY MRE VDWLVIDFWLRQ ZHUH JUR
based on their responses in the opinion form. It is worth emphasizing here that these factors are associated with
both positive and negative emotions, as reported by the part€ipaiseen in Table 4.

Regarding the factors that job satisfaction was linked with, the most commonly mentioned aspects by the

SDUWLFLSDQWYV Q ZHUH VWXGHQWVY OHDUQLQJ DQG JURZW
influenced by their sul QWVY DWWLWXGHYVY ZLOOLQJQHVV DQG HQGHDYRUV WR (
SDUWLFLSDQWYV Q VWDWHG WKH\ HVSHFLDOO\ ORYHG WKH WHI

them and their peers in English in the classroomWyeL W ZDV DOVR UHSRUWHG WKDW VWXC
towards learning the language, as well as their negative relationships with the teacher, caused dissatisfaction
ZLWK WKHLU MRE 7R H[HPSOLI\ 3ZKHQ P\ VW XQaishQ feéal ubnbtivateeito X FW D Q W
WHDFK ,Q VXFK FDVHV , IHHO KHOSOHVY DQG WKLY GHWHULRUDWHYV
(29%, n=43) also claimed that classrooms where disruptive students outhnumbered the supportive ones made
them feeldissatisfied and reluctant to teach in such classes. On the theme of student learning/growth, positive
emotions included happiness, satisfaction, joy, love, motivation and excitement while the negative ones were
disappointment, frustration, sadness, araget fear. Regarding this, teachers explained that they could feel these
emotions quite often in an interchangeable way within one day at school, which is among the significant
ILQGLQJV RI WKLV VWXG\ VKRZLQJ WKDW W H Bitv&td beddtivel Ritkiwd. dap VvV YDU\ |
at school. To illustrate, T13, T43 and T80 stated that when a class with high achievers makes them happy and
motivated for teaching, combined with love, a class with disruptive students caused anger and fear. T13 said that

3, DP VDWLVILHG ZLWK P\ MRE DQG ORYH LW« $OWKRXJK , IHHO VDGQH
when an unsuccessful student accomplishes a task successfully, this suddenly makes me very happy. The same

is also true for high achieving classés 7KLV VKRZV WKDW WHDFKHUV H[SHULHQFH ERWK
frequently depending on the students in different classes and their emotions are mostly transitory.

%DVHG RQ WKH DQDO\VLYV RI WHDFKHUYV Y nd suécess\andvsatinfidentin VHHQ WK
WKHLU MRE FRQWULEXWHY WR WKHLU VDWLVIDFWLRQ ZKLFK ZDV JDW|
(75.8%, n=110). They reported both positive and negative aspects increasing and decreasing theiorsatisfacti

7R LOOXVWUDWH RQH RI WKH WHDFKHUV 7 VWDWHG 30\ DWWDFKF
FRQWULEXWLRQV WR P\ VWXGHQWVY OLIH IRU H[DPSOH LI WKH\ SDVV
IHHO VXFFHVVIXO ~ $QRMPHIOWD WHDFE&EHG7WKDW 3L1I P\ WHDFKLQJ WXUQV
VWXGHQWYVY P\ VDWLVIDFWLRQ LQFUHDVHV =~ 2Q WKH RWKHU KDQG ID
reaching the intended gains were reported to make teachers feel ineffectimadequate as an aspect
GHFUHDVLQJ WHDFKHUVY MRE VDWLVIDFWLRQ ,Q WKLV UHJDUG 7 D (
FRXOG WHDFK VRPHWKLQJ WR WKHLU VWXGHQWY EXW VWXGHQWVT ID
progress made them feel ineffective in their job. When their emotions on this aspect are considered, happiness,

love, joy and surprise as positive emotions, and disappointment, sadness, anger, and fear as negative emotions
were mentioned by the participants. F[HPSOLI\ VLPLODU WR 7 DERYH 7 H[SODLQHG
very important for my students. | feel anxious and fearful that they may fail in the university exam. Thus, | try

harder for them and seek new ways to teach better, which also malk@stenbappy in my teaching. Their
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SDVVLQJ WKH H[DPV PDNHV PH IHHO VDWLVILHG ™ 7KXV LW LV VHHQ W
own appraisals of the teachszlf, accompanied with various emotions.

Other than these aspects, teach§r ZRUNLQJ FRQGLWLRQV LQYROYLQJ LVVXHV VXFK L
teaching programs, assessment system, educational policy in Turkey and the physical infrastructure of the
school and classrooms were each reported by the teachers as factotsgaftheir job satisfaction
bidirectionally. Containing a number of diverse issues within the theme of working conditions (63.4%, n=92),

WKH GDWD DQDO\VLY UHYHDOHG WKDW WKH WHDFKHUVYT VDWLVIDFWLRC
factors which affected the teaching and learning process either directly or indirectly, unlike the previous themes.

JRU H[DPSOH VFKRRO LQIUDVWUXFWXUH DQG WHDFKHUVY LQFRPH PD\ ¢
they increased or decreaseddh U MRE VDWLVIDFWLRQ 6SHFLILF H[DPSOHV FDQ E
UHVSRQVHV 30\ VDWLVIDFWLRQ ZLWK P\ MRE GHFUHDVHV ZKHQ , ZF
management is very challenging in such classes. This year | requested to woak sohraols because there are

IHZHU VWXGHQWY LQ UXUDO VHWWLQJV =~ 7 6LPLODUO\ DQRWKHU
change frequently and we as teachers are expected to be flexible enough to adapt to these changes. The idea that
we ZLOO IDFH QHZ SROLFLHV LQ HGXFDWLRQ DIIHFWV PH QHJDWLYHO\ D¢
for this theme were reported as joy and love for positive emotions, and sadness, anger, and fear for negative
ones. Again, in this theme, the temaiyr feature of teacher emotions was emphasized as a finding. One of the
WHDFKHUV 7 VWDWHG WKDW 3, DP KDSS\ ZLWK P\ MRE EXW , WHDF¥
9th to 12th grades and this stresses me out, arousing both anger vatintiméstration and sadness for my
VLWXDWLRQ ~

7KH ILQDO WKHPH GUDZQ IURP WKH TXDOLWDWLYH GDWD IRU MRE VDV
IDPLOLHYVY DQG VRFLHW\" 7HDFKHUV KLJKOLJKWHG LQradsmdle Wih& XODU WK
job satisfaction of teachers. Quite a lot of teachers (55.8%, n=81) emphasized that they were not treated equally

by their school administrators and this caused reluctance to be fully involved in teaching activities and school

tasks. T7sttW HG WKDW 3, HOQMR\ EHLQJ LQ WKH FODVVURRP DQG WHDFKLQJ F
FODVV EHFDXVH , IHHO GLVFULPLQDWHG LQ D QHJDWLYH zZD\ ~ /LNHZL
students in the classroom, but the school adthWUDWLRQVY QHJDWLYH EHKDYLRUV PDNH Pl
FRSH ZLWK WKLY HPRWLRQ VR WKLV GRHV QRW DIIHFW PH LQ WHUPV F
HPSKDVLIHG WKDW WKH H[SHFWDWLRQV RI théeK HttitvdadsxXt@ndrgsvieddhetD PLOLH V
DIlHFWHG WHDFKHUV FRQVLGHUDEO\ QXUWXULQJ VDWLVIDFWLRQ RU G
profession and have good relations with my students, families have unrealistic expectations and they put
pressue on me due to the exaB DVHG HGXFDWLRQ"™ 7 6LPLODUO\ 7 VWDWHG WK
NHHSVY DOO WKH WHDFKHUV DOHUW DQG IDPLOLHV H[SHFW D ORW IURP
H[SODLQHG WKDW 3ZKHQVWXREHEWYHPQ/GIGWEHPY IDPLOLHY , DOZD\V IHH
WKLY WKHPH UHFHLYLQJ VXSSRUW DQG DFFHSWDQFH E\ WKH FRPPXQLV
MRE VDWLVIDFWLRQ DQG 7 ZURWH W KdbpportetH tHeJlocal @aople @nduhey DO SOL
YDOXH XV D ORW ZKLFK LQFUHDVHV P\ VDWLVIDFWLRQ EXW WKLV L\
happiness and love as the positive emotions and anger, sadness, fear and disappointment as the negative
emdions in association with the theme of concerns regarding administration, families and society.

$00 LQ DOO WKH ILQGLQJV VKRZ WKDW WHDFKHUVY MRE VDWLVIDFW
strikingly negative emotions. The regressimalgsis showed that job satisfaction predicts teacher emotions but

to a limited extent, only 14% of the total variance. The rest of the variance calls for explanations that require
further research. The qualitative data showed that a number of themesLv@¢QWLILHG ZLWK WHDFK
satisfaction. Thus, based on the findings as reported by participants, job satisfaction is not associated only with
positive emotions because while teachers were satisfied with their jobs, a number of negative emotions were

still experienced.

Discussion

Teacher emotions have attracted the attentions of researchers (Atmaca et al., 2020; Chen, 2019b; De Costa et al.,
VLQFH WKH\ DUH UHODWHG WR YDULRXV DVSHFWV LQ WHUPV RI
peronal welEHLQJ DQG FRPPXQLFDWLRQ LQ WKH VFKRRO HQYLURQPHQW
satisfaction, as with teacher emotions, provides increased teacher performance and attachment, more student
success, teacher wdiking, better organizationalutcomes, and other positive outcomes. However, studies
JHQHUDOO\ DGGUHVV D OLQHDU XQGHUVWDQGLQJ IRU WHDFKHU HPR
6XUSULVLQJO\ QR VWXGLHV IRFXVHG RQ ZKHWKHU YWeka@ibris HHbug,f MRE VD
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WKLV VWXG\ VHW RXW WR XQGHUVWDQG KRZ (QJOLVK ODQJXDJH WHDF|
the findings of the study revealed significant and novel findings which contribute to the literature.

One of the general finLdQJV RI WKLV VWXG\ LV WKDW WHDFKHUVY MRE VDWLVIL
constructs. Atmaca et al. (2020) also found in their study that teacher emotions and job satisfaction were
correlated constructs, supporting the findings of this stiithe findings of the present study show that job
satisfaction is positively correlated, not only with positive emotions, but surprisingly, with negative emotions

too. The existing literature has focused on teacher emotions predicting job satisfactiorvexat stadies

indicated that positive teacher emotions would have a positive correlation with their job satisfaction (Buonomo

et al., 2020; Chen, 2019b; Hagenauer et al., 2015; Ignat & Clipa, 2012; King & Chen, 2019; Nalipay et al.,

2019; RodrigeRuiz, 20¥). In this respect, it was found that teacher emotions predicted teacher job satisfaction

in various aspects (Atmaca et al., 2020). Atmaca and her colleagues (2020) found that positive teacher emotions
were linked to higher job satisfaction. In particuldarwas found that the love and joy aspects of teacher
HPRWLRQV SUHGLFWHG WHDFKHUVY MRE VDWLVIDFWLRQ LQ D SRVLWL"®
sadness were not significantly correlated with job satisfaction. In another recent siobyfagused on teacher

emotions and job satisfaction, Buonomo et al. (2020) also indicated that teachers were more satisfied with their

jobs when they minimized their negative emotions and adopted positive emotions. Notably, Atmaca et al. (2000)

found tha fear as a negative teacher emotion predicted job satisfaction in a positive way, which supports the
current findings. It can be concluded here that job satisfaction has a relationship with negative emotions, too.
However, this needs clarification withrther studies. The qualitative findings of this study provide a significant

insight into this controversial issue. It was found that job satisfaction is a more constant construct, unlike
HPRWLRQV 7HDFKHUVY UHSRUWYV VKR ZWwtd thaikdbVWhe) experarced Karlbuk H\ ZH U H
emotions within the teaching profession. This may be attributed to the dynamic and episodic features of
emotions. Based on the finding that job satisfaction predicts both positive and negative emotions, it can be
claimed that job satisfaction has a more stable nature, and due to the labile nature of emotions, job satisfaction

may predict various emotion types.

:KHQ WKH UHVXOWY Rl UHJUHVVLRQ DQDO\WHV DUH FRQVLGHUHG WK
predicted teacher emotions significantly, explaining various aspects of emotion types. In particular, teacher job
satisfaction predicted positive emotions, nhamely, both the joy and love aspects of teaching. Regarding this, job
satisfaction explained 1%f goy and 4% of the love dimension of teacher emotions. The joy aspect is linked

with support and positive interactions with students, families, colleagues and the administration. Thus, although
statistically significant, job satisfaction contributes corafigely little to the joy aspect of teaching. This can be
H[SODLQHG E\ WKH IDFW WKDW WKH IRFXV RI WKH MR\ IDFWRU DPRQJ \
relations with their students (Chen, 2019a). Thus, job satisfaction explains a somalttipn of teachers'

positive relations with their students or colleagues, which indicates that job satisfaction has little to do with joy
aspect. As Rodrig®Ruiz (2016) states, the joy aspect of teacher emotions is most prevalent in teaching. It is
seenthat job satisfaction predicts this aspect, but to a very limited degree, indicating that job satisfaction does

not necessarily mean teachers have a completely positive relationship with students, families and colleagues.
Also, this may be attributed taather factor; the atmosphere in one class may be different in another class, thus

a teacher may experience joy in certain classes but not in others.

In terms of job satisfaction predicting the love aspect of teacher emotions, job satisfaction exgkanfed\b

and love as teacher emotions. The love aspect consists of issues regarding social acceptance in terms of
receiving respect and recognition as well as positive attributions stemming from the nature of teaching and
contributing to student growth. FKHUVY ORYH RI WHDFKLQJ LQYROYLQJ WKHVH
satisfaction with teaching as a profession. In studies aimed at investigating teacher emotions predicting job
VDWLVIDFWLRQ LW ZDV IRXQG WKDW W KtidctorRsite the/@ddtigusStatdsE FWH G v
the teaching profession contributed to teacher motivation (Atmaca et al., 2020). As pointed out by Atmaca et al.
(2020), since teachers in Turkey are extrinsically motivated due to their social status, permakeonwact

and off days as well as holiday periods, this contributes to their job satisfaction. As Chen (2019) explained, the

love aspect of teacher emotions is related to passion for teaching, and the love aspect of teacher emotions is
reflected by theirsatisfaction with the teaching profession. Thus, this study validates that while positive
emotions predict teacher job satisfaction, as supported by other studies (Buonomo et al., 2020; Chen, 2019b;
Hagenauer et al., 2015; Ignat & Clipa, 2012; King & CH91,9; Nalipay et al., 2019; Rodrigeuiz, 2016), the

job satisfaction of teachers also predicts positive teacher emotions, namely, the joy and love dimensions.

2QH Rl WKH PRVW UHPDUNDEOH ILQGLQJV RI WKLV FAgredit@vef VW XG\ L
negative teacher emotions of sadness, anger and fear. These negative emotions were concerned with policy
changes, unequal treatment, competition among colleagues and social pressure on teachers (Chen, 2016). In
addition, qualitative data YHDOHG WKDW VWXGHQWVY IDLOXUHV DQG GLVLQWH
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HPRWLRQV VXFK DV VDGQHVY RU WKH WHDFKHUVY IHHOLQJV RI LQDG!
emotions are more influenced by sources stemming from studeninigdailures, teaching anxiety, workload,
systemrelated restrictions, and more importantly, the pressure and expectations of parents. Based on the
findings of the present study, job satisfaction predicts sadness by 7%, anger by 8% and fear by 14%.

RegartGLQJ VDGQHVYV VWXGHQWVYT XQGHUSHUIRUPDQFH RU QRW WDNLQJ
as activities, is one cause. In fact, Chen (2019) explained that there are three major predictors of teacher
emotions: knowledge transmission, staieacher interaction, and student focus. The sadness aspect is linked

totally to knowledge transmissiarlated issues; thus, when teachers have difficulties in transmitting knowledge

to their students, they feel sad, which is also predicted by jobl&afSWLRQ 7KLV PD\ DOVR EH GXH
seeking ways to compensate this gap and trying to find new ways of transmitting knowledge to students, which

turns out to be a contributor to job satisfaction. As RodRgiz (2016) stated, sadness on the pateathers

has a positive effect on students while being accompanied by anger.

$V WKH ILQGLQJV RI WKLV VWXG\ VKRZ WHDFKHUVY MRE VDWLVIDFWLR
anger factor, which is related to negative student attitudégedations with teachers, unfair treatment of the

teachers based on pay and appraisal in addition to a public bias towards teachers (Chen, 2019). It seems that job
satisfaction predicts the anger factor, accompanied by sadness, both of which are explasiedlar

percentages in terms of job satisfaction. In fact, the anger dimension of teacher emotions is related mostly to
knowledge transmission and student focus. This indicates that in order to maximize teaching efficiency due to
student failure, negake attitudes and public bias, teachers feel anger, and this urges them to struggle more for

their profession to balance these negative aspects. Contrary to this finding, most studies link anger and other
negative teacher emotions with teacher burnoue@rei al., 2015). On the other hand, Hagenauer et al. (2015)
VWDWH WKDW LW LV WKH TXDOLW\ RI WKH WHDFKHUVY UHODWLRQVKL
teacher emotions from joy to anger. In some classrooms, teachers may experievitiéejtlyey may be angry

GXH WR VWXGHQWVT DWWLWXGHYVY LQ DQRWKHU FODVVURRP 7U\LQJ WF
VWXGHQWY DQG VWXGHQW RXWFRPHY WHDFKHUVY VDGQHVV WXUQV LQ
Finally, the most surprising finding of this study is that job satisfaction predicts the fear dimension of teacher
emotions. In fact, this finding is valuable and novel in the field of educational research because although fear is
regarded as a negative enoatj it seems to have a bidirectional effect acting both as an independent and
dependent variable for job satisfaction. In spite of having a negative dimension linked to teacher burnout, fear

also has positive consequences in terms of stimulating motivatidrinvigorating organizational changes and
interpersonal relations (Thomas, 2014). This is explained by the projection motivation theory, indicating that
individuals in organizations have to cope with sources of fear and change this emotion into pebatiego

system for the better. However, for fear to be used as a weapon in the workplace, individuals need to have
coping strategies which aid chance and motivation (Thomas, 2014). The qualitative data of this study also
revealed that teachers applied iogpstrategies to minimize negative emotions. This may also be attributed to

emotion regulation applied by teachers in their profession. It is known that teachers make use of several emotion
regulation strategies (e.g., hedonic regulation) to control thegative emotions for increasing teaching
HITHFWLYHQHVY 7D[HU *URVV 7KXV WHDFKHUVY HPRWLRQ UHJX
understanding of this predictive effect. A similar finding regarding fear is found by the study at#&n al.

(2020), which focused on teacher emotions predicting job satisfaction, which tackles the opposite side of the
focus of this study. In their study, the fear factor predicted teacher job satisfaction in a significant way;
explained by the notionK DW VWXGHQWVY GLVVDWLVIDFWLRQ IDPLO\ SUHVVXUH
teachers accompanied by a heavy workload become emotionally demanding for teachers. Indeed, frequent
educational reforms and examased educational policies in Turkéyrdérdan, 2018 PD\ FRQWULEXWH WR Wt
negative emotions, mostly the fear factor, as this study shows. Thus, this study shows that English teachers in
Turkey feel stressed and under pressure because of various factors, as the fear dimension eHists, b

results in a positive aspect regarding job satisfaction. It can be concluded that the fear dimension of teacher
emotions may be contributing to their profession, as predicted by their level of job satisfaction.

All in all, investigating job satigition as an independent variable in predicting various teacher emotions, this

study has a number of remarkable findings. The correlations upon which the regression models are based are
statistically significant, but generally weak. Based on the findings possible to conclude in general that job
satisfaction is not only correlated with positive teacher emaotions, but also with the negative emotions of sadness,
anger and fear. Contrary to general expectations, both positive and negative teachesanspoedicted by
WHDFKHUVY MRE VDWLVIDFWLRQ 7KLV PD\ EH GXH WR WKH VSLUDO Q
stemming from workplace psychology, which may have a ripple effect in terms of teacher emotions. Also, the
teaching professiongéf and schools as the workspace of teachers can cause various effects on them. Generally,

it is thought that schools as educational organizations are shaped by individual attributions of the teachers, yet

this study reveals that teachers may also betafieén terms of their emotions by wer&lated conditions. It is
QDWXUDO WKDW WHDFKHUVY HPRWLRQV DUH DIIHFWHG E\ VWXGHQWYV
profession, and policy changes in the same vein. Atmaca et al. (2020}a#dbat the same conditions may be
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motivating or demotivating for teachers, and therefore affect teacher emotions. Hence, job satisfaction may also

EH UHODWHG ZLWK QHJDWLYH WHDFKHU HPRWLRQV $V 4HGRY¥i HW DO
are observed to trigger teacher performance, and learning could be supported by negative emotions since they
stimulate teachers for the better in terms of the efficiency and effectiveness of their profession. At the same

time, it can be concluded thatH DFKHUVY HPRWLRQV DUH WHPSRUDU\ DV H[SHULHQF
periods of time in a teaching day. It may be stressed that permanent-teriongositive emotions may predict

job satisfaction or negative ones may predict burnout; yet ssttldy shows, job satisfaction predicts teacher

emotions but to a limited extent (14%) due to episodic features of emotions.

Limitations of the Study

This study has a number of limitations. One is the TEI survey factors; the study is limited tonéitiens

although qualitative date yielded other emotion types. Also, the aim of this study was to reach the highest
number of participants who were actively working as English teachers in state schools in Turkey. For this
reason, the study is limited top&a FLSDQWYV ZRUNLQJ LQ VWDWH VFKRROV EHFDXVH
satisfaction and emotions are different from those in private schools, due to working conditions. The study
findings are limited to the data collected using quantitative andtgtiné means. These limitations may be

dealt with in future research studies.
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Abstract

This study examines how gifted primary school students define observation, whether they kpokpakes of
observation and how they manage to perform it. A qualitative study was designed to thoroughly examine the
observation process of 16 gifted students and determine the factors affecting the process. The focus group
meetings were analyzed with tBudents' pictures and the field notes obtained during their observations. The
results indicated that when examining the students' behaviors in the observations instead of what they observed,
they draw what they already know. Most of the students usedwtitd "to examine" when defining
SREVHUYDWLRQ ~ $GGLWLRQDOO\ WKH VWXGHQWVYV GUDZLQJV EHIRUH
have enough details about living beings. Besides, the sepadd students describe observation from a
broademerspective, and their observation examples from their past experiences aterahartd objeebased.

The students also showed differences regarding their grade level in their opinions about which sense organs
should be included in the observation psxe

Key words: Observation, gifted students, primary science education, scientific process skills

Introduction

Observation is regarded as a process of determining an object's characteristics or event precisely, in a planned,
systematic and generally empirical way by creating literary data. Observation is a primarily cognitive activity
involving all the senses (Tonms & Tunnicliffe, 2001). Apart from scientific observation, living beings make
observations to understand their environment and regulate their relationships with other living things (Millar,
1994; Rogoff, Paradise, Mejia Arauz, Cor€havez & Angelill, D03)

The indispensable factor for practical scientific observation is consciousness, one of the crucial differences
between looking and observing (Tan & Temiz, 2003). Observation is considered a skill that students
superficially acquire since teachersgeally cannot raise awareness of observation skills (Haslam & Gunstone,
1996). In other words, students mainly cannot become competent in observation skills (Swinehart, 1987; Chinn
& Malhotra, 2001). In the drawings students make or in the notes theylkeag the observation process, they
depict/write what they know, not what they observe, and they do not give the necessary importance to the
observation process (Park & Logsdon, 2015). Teachers may also consider activities to improve observation
skills as a waste of time (Tomkins & Tunnicliffe, 2001). It is known that teachers do not observe their students
and classroom interactions sufficiently and, mostly, do not take advantage of observing students enough (Jablon,
2010). However, teachers need to cdasithe possible positive effects of practical observation skills on
students and their potential to develop their instruction (Grimm, Kaufman & Doty, 2014).

Useful observations are not conducted to determine properties such as color, length, shagee(@riffiths &
Thompson, 1993). The purpose of valid observation is to explain observed objects or events in a holistic,
detailed and accurate way (Bensusen, 2020). It may not be possible to obtain data by experimenting in some
disciplines. More advancedata can be obtained through scientific and detailed observations in astronomy or
evolutionary biology (Smith & Reiser, 2005). Thus, observation may turn into a critical data collection tool to
generate scientific data.

’ Corresponding Author6 DY D U 3 &avaxXpgdmuk@ugail.com
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Thanks to efficient observationsdusing on a scientific problem in different fields, even accidents can turn into
essential products that result in significant profits (Ewing, 1936). However, it is very important to know what
you are observing and to concentrate on the process. Pe@lapde Bernard's quote may be enlightening in
this context:

"The observer who does not know what he is looking for will never understand what he finds out."

There are some rare incidents, but using your senses logically to understand the phenocrecat. igt is
undeniable that valuable products can result from scientific processes, even by chance, with effective
observation skills. Observation data is a substantial step in forming scientific data since more advanced data is
obtained if accompanidaly experiments, mathematics or another scientific method (Chalmers, 2013).

One of the general objectives of the several science education curricula prepared by the Ministry of National
Education (MoNE) in Turkey is to improve students' scientific procédts (MoNE, 2005; MoNE, 2013;

OR1( 7TDEDN dDOON 2EVHUYDWLRQ LV RQH RI WKH VFLHQW
practice their skills and, thus, develop these skills (Park & Logsdon, 2015). Besides, observation is within the
scopeof Turkey's education program as science education programs of many countries worldwide. For example,
in the 1996 report prepared by the National Research Council (NRC) in the United States, it is explicitly
recommended that teachers should ask questiogsttto know the environment better around their students and

to motivate them to find logical answers to these questions by using observation (NRC, 1996). In the report
prepared by the American Association for the Advancement of Science (AAAS) in 1824, emphasized that
students actively observe, record, enrich their observations through different tools, eliminate bias in
observations, and increase the validity of the data gathered from observations by making repeated observations
(AAAS, 1994).

Obsevation is an essential skill for children to obtain data about their environment (Monhardt & Monhardt,

2006). The observation process can also be conducted by observing more than one object or event
simultaneously. During the observation process, an glggent or living being can be observed. It is also vital

WKDW WKH REMHFW HYHQW RU OLYLQJ EHLQJ FDQ DWWUDFW VWXGHQW
was found that students mostly prefer to make observations about the natutaireewit and the sky (Koyunlu

Unli, 2018). Worsham (2007) asked his students to observe their dogs in his study.

In observation, more than one object can be observed at the same time. For example, a student who observes
different types of fruit can takeraandarin orange, which they are familiar with, as a reference object, and write
or draw the results of their observation by comparing other fruits they have observed (Checkovich & Sterling,
2+0]QYHU <eU*PH]R+0OX $ UHI g Ehil@dnHMaReE M mdréVdeaile@ KH O
observation as it enables them to focus more on similarities and differences. Also, using a reference object can
eliminate the problem of misknowledge that may always cause problems in observation, overshadowing the
observaibn's objectivity since a student observing the observed object and the reference object will focus more
on the related differences and similarities (Park & Logsdon, 2015).

The observation process and its results might be shared with other student#) gnal the process is pursued

as a group work so that students can acquire some skills such as peer learning (Bodner & Elmas, 2020;
Martinez, BannaiRitland, Peters & Baek, 2011). Students can explain the aspects of the observed object or

event and whyhey focus on it in group discussions. It is also possible that students who observe the same

object and event may draw different conclusions from the same observation. In such aataseryvetions may

be requested several times. It should be noteditifitences and results may change, but observation data
generally do not (Checkovich & Sterling, 2001). Students who are asked to make inferences from their
observation data should be provided sufficient time and the opportunity to examine and interposetiration

data. Students that have examined and interpreted the data thoroughly may have new questions, and they may
form connections between their schema and data. Thus, they can gain new knowledge and experiences, notice
differences and patterns, anBRPSUHKHQG UHODWLRQVKLSV EHWZHUQrWKHVH FRC
<sUsPH]R+0X 6WXGHQWY PLJKW SUHVHQW HYLGHQFH RI WKH UHV)>
Evaluating and discussing students' different results from their obsewvatitl also support learning the

difference between observing and making an inference. Another benefit is that they can form new research
problems by utilizing new data and experiences gathered from observations (Swinehart, 1979).

Observation is often edused with inference. Inference can be defined as a skill to make statements about past
events' results (MoNE, 2005). Observation and inference are closely related skills. Inferences can be made
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through data based on observation. In other words, obseniata prerequisite for making inferences (Aksoy,
2019; GirseArslan & Temiz, 2004). For instance, it can be associated with observation skills when a student
states that the leaves are yellow in Autumn and smell differently from the Spring. On thleamitheexplaining

the reason for these changes (e.g., the arrival of Autumn or cooling season) can be attributed to inference skills.

Unlike common perception, observation is not a basic means but a comprehensive process through which
detailed data is ohined. Therefore, observation is far more than seeing. Furthermore, the observation process
may be affected by the observer's past experiences, prejudices, psychological state, level of knowledge about the
subject and similar factors beyond collecting mfiation through the senses (Driver, 1983; Haslam &
Gunstone, 1998; Haury, 2002). Thus, the detailed data obtained in the observation may better understand the
observed object and event. Conducting this comprehensive observation process using an olggadeatioth

make the process more systematic. Therefore, a guide can support students in making practical observations
(Checkovich & Sterling, 2001; Swinehart, 1979). Such a guide provides students with the opportunity to make
effective observations frormeearly age. Students can use this guide until they can acquire effective observation
skills as a behavior. Besides, students can be directed to discussion based on the data they have obtained during
their observations. Thus, students can produce strangrents, which can also encourage students to have
more informative discussions.

Superficial observation is a skill that students quickly acquire. Teachers' task is to support their students to
improve to observe more comprehensively (Tan & Temiz, 2008)develop students' observation skills,

teachers should know how their students perform their observations and analyze students' problems while
observing. Class activities can offer meaningful opportunities to examine how students make their observations.

It is essential to develop students' observation skills. Thus, this study aimed to investigate how gifted students
define observation, whether they know the purposes of observation and how they manage the observation
process. Research problems of the@urstudy are stated as follows:

1. How do primary school gifted students define observation?
2. For what purposes do primary school gifted students observe?
3. How do primary school gifted students manage the observation process?

Method
Research Design

This study is qualitative and aims to thoroughly examine a group of students' observation process and determine
the factors affecting it. It is a case study as it is conducted with a particular group of students who are expected
to fulfill the tasks within thestudy's scope (Patton, 2014). This study examines students' experiences and
inferences on a threstep process due to observing an earthworm and a leaf.

Participants

Participants were 16 gifted students studying in different primary schools in Afyordarahovince, Turkey.

Gifted students have significantly higher competence than their peers-@xgedksion, motivation, and having

a different perspective (Tomlinson, 2014). The high ability of gifted students to express themselves and explain
their dbservations in detail in the focus group meetings was essential in selecting research participants. In
addition, students were selected from different age groups in order to examine students' observation abilities
according to grade levels. The generalrabteristics of the participants are provided in Table 1. In the results
section, pseudonyms were assigned to the participants.

Table 1. Centre the caption above the table
Characteristics of Participants ~ Number

Female 8
Gender Male 8
2" Grade 5
Grade Level 3 Grade 5
4" Grade 6
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The Physical Environment of the Study and the Implementation Process

The study was carried out in an institution serving gifted students in the province of Afyonkarahisar in the 2017
2018 academic years. Students radtea particular education program after formal education, including
extracurricular activities, according to their characteristics. A wide range of educational materials such as
robotic training sets, 3D printers and construction sets are used in thtistiorst Therefore, the students are
familiar with such activities. Thus, students are expected to exhibit natural reactions towards the activities,
supporting their observation skills in its nature.

The pilot study was conducted with 10 (Five students as two groups) students with similar characteristics to the
main study participants. There is only one entity, the leaf, as an observation object. Based on the pilot study,
the interview form was revésl, and four new questions were added. Entities to be observed were also revised in
order to relate the activity to relifle (a living being that can move was added; soil worm).

Students are currently studying in three different groups based on thé# lgvels in the institution where the

study was conducted. This institution is providing only extracurricular support, and it is not working as a formal
school. The extracurricular activity was implemented for students on different days in the sam8imeethe

groups did not interact with each other, students did not know or foresighted the activity. Besides, to enable the
students to express their ideas more efficiently, the researcher, who the students had previously recognized, was
more actively inolved in all stages of the study.

Prior to the activity, a focus group meeting was held to examine how the students perceived observation and
how they performed it. After the interview was completed, a short break was taken to get the students' feedback
and prepare the activity tools, and then the activity started. In the first step of the activity, students were given
identical stationery materials, including crayons. They were asked to draw a worm and a leaf on the same paper
separately based on thgrevious observations (past life experience). In the second step, sufficient time was
given to the students to observe a leaf whose details are exact and a living worm in Figure 1. After observing,
students were asked to draw the leaf and worm on the.dagbe third step, they were expected to observe the
same beings through a magnifying glass. Students were expected to draw for the last time after using a tool, and
they completed the activity.

Figure 1.Entities observed in the activity

During the activities, the students were not guided on observation time and other factors. The students were
allowed to observe the worm by handling it if they were willing to. Thus, the students had the opportunity to
observe the movements of the worm.aviwhile, the researchers took detailed field notes about the students'
observation processes.



Figure 2 The activity processes

Data Collection Tools and Data Analysis

In the study, the focus group meeting was analyzed with the stugattses and the field notes obtained
GXULQJ WKH Vel Ghsevitionprddessl Badirce triangulation was achieved by using more than one
source in collecting data, which increases the dependability (reliability) and credibility (internalyyalfdite

study (Patton, 2014).

At the end of the study, a data set consisting of three focus group interview records, 48 different drawings and
field notes for 2nd, 3rd and 4tirade levels were obtained. The focus group interview constitutes the primary
data of this study, while students' drawings and field notes are supportive.

The focus group interview was conducted using a stmctured interview form consisting of ten questions
(Appendix 1). Also, the probe questions in the interview form werdudiecd to obtain more detailed
information. During the interviews (with the consent of the students and parents) voice recordings were taken.
All recordings were transcribed verbatim. Transcripts were examined thematically with content analysis.

In the cortent analysis, sentences were determined as a unit of analysis, and the data were coded by two
researchers independently, and code lists were prepared. Then, consensus and disagreement were determined by
comparing the two code lists. After a series of mgst as a result of the calculation, the coding's reliability
(agreement between researchers) was determined as 88% (Miles & Huberman, 1994). A sample of codes and
themes were presented in Table 2.

Table 2 A section of the code list of the focus gratpdy

Themes Definition of observation Purposes of observations Observation process
(What is "observation"?) (What are the benefits ¢ (How is observation done?)
observation?)
Codes Look to discover by examining
Examine to learn by oneself by looking
Dream to remember by using a tool
Findings

The results were systematically stated in detail based on the research questions under the Definition of
Observation, Function of Observation and Observation Process. While the statements of thessippertesi
the findings, pseudonyms were assigned.

Results for the theme "Definition of Observation"

In the focus group discussion, the secgnade students mostly answered "What is observation?" using word
groups. For example, Eqeecondgrade) defined it as "I am thinking of seeing, examining, and visualizing in
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the brain." Fatih (secorgrade), on the other hand, defined it as "I am thinking of dreaming, examining and
visualizing in my mind. "When it comes to third and fougtlade students, they answered this question more
clearly within one sentence. For example, Sinem (tbretie) defined observation as "Observation is to observe
an entity.", and Asuman (fourgrade) defined it as "Observation is to examine something iil.teta

A significant number of students (12 out of 16) used the word "examine" when defining observation. On the
other hand, three students summarized the observation as "envisioning" and two students as "looking." When
the students were asked to expldiage answers, for example, Mustafa (fougthde) explained, "Observation

is to scrutinize the details of the entity.", and Zehra explained (fguaitie), "Observation is to examine
something by looking and researching for a long time." These explanatibitst that some students are not
successful enough to distinguish observation in daily life and scientific purpose, and they regard observation as
looking and seeing. It can be said that they describe observation only as observing an object duaagahgir

not as an essential step of a scientific process.

The field notes taken during the activity determined that the students observed the entities for a long time. It was
determined that especially second and tgirade students observed thetities more than once at intervals.

This result revealed that the students need a specific period so as to make a valid observation, and adequate time
to ensure that the students can reach the observation objectives should be given to them. Fds tteelsietai
comprehended, a mental activation is necessary. For this reason, the concept of time is a more critical matter
within the context of seeing the detail and taking control of the process.

In the focus group interview, when the students' respopstgtquestion "Give an example to an observation

that you made before" were examined, it was seen that most of the ggadedstudents mentioned the word
"examination” at this point. For instance, Bahar's (secodlDGH UHVSRQVH ZDV rmddiKtheQ , VDZ W
soil, and | examined them for such a long time that | zoned out and did not even realize that my mother walked
away."

In addition, it was determined that the observation experiences of the sgeaiedstudents were mainly short
term and objeefocused, whereas those of the fougtiade students were mostly procesisen. For example,
Aysu (thirdgrade) explained her observation about tomatoes yielding from seeds, and Tarigréta}
explained his observation regarding the process oflaatsng their nests and finding food and carrying the
food to their nests. The second and thgrdde students exemplified their observation experiences mostly from
natural events, while the fourtirade students mostly exemplified their observation egpees from their
school experiences. For instance, Batu (fogrdde) explained his observation regarding the experiment they
made at school about the changes in the structure of foods, whereas Akin-gfaddh explained the
experiment by comparing tletone and sand they brought to the classroom.

At this point, it can be inferred that students mostly tend to observe the animals. It is seen that students mostly
prefer to observe a living being rather than an object. Also, in general, they are mor® edgerve a process
rather than a standing object.

Please embed tables and figures in appropriate areas within the document and center them horizontally. Tables
and figures should not exceed the given page margins. Provide captions (maximum leagdhwérds) for

each table or figure. Centre the caption above the table and below the figure. Please reference the table or figure
in the text (Tablel). Please do not use vertical lines in tables. For figures, GIF and JPEG (JPG) are the preferred
formats.

Results of the Theme "The Purposes of Observation"

The student's response to the question "What is the purpose of making an observation?" is mainly related to
obtaining data. Students also stated different purposes of observation. For instance, Sndegnadi)
answered this question by saying, "In observation, the purpose is to follow the changes in something, and
emphasized the process. Beyza (seagmadie) answered the question by saying: "While making an observation,
the purpose is to look closeit something and to recognize it." and Arda said: "The purpose is to explore new
things." These answers indicated that students emphasized the role of observation in exploring things and
tracking changes. However, students stuck to a definite group aiqmsrnstead of a broader range of purposes

of observation.

It was observed that students examined the living beings attentively by looking at them closely. When the
drawings are examined, it can be determined that the drawings that they made afsiation with a
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magnifying glass are more elaborate than the ones that they made before. For example, while they colored the
living beings using only one color before the observation, they expressed color changes in the same living
beings by toning andhading after the observation. Besides, they also emphasized the texture and some of the
defects of living things, such as stains. Furthermore, it was observed that most of the second-grati¢hird
students drew the worm with a smiling face before theeplation, and their drawings were closer to reality

after the observation with senses. The drawings of Sinem, agifsid® student, are provided as an example in
Figure 3.

Figure 3. Examples to the drawings before observation andldtebservation with the senses

In the focus group interview, students were asked, "Which creatures other than human beings make an

observation? Explain with examples”, to which they respdrmeexemplifying some survival activities of the

animals such as hunting. Additionally, Akin, Arda, Batu and Asuman, who aregfde students, also

indicated that animals observe by using their sense of smell to recognize one another. For instarsadAr
«6HDOV NLVV WKHLU QHZERUQ EDELHY DQG OHDYH D VFHQW RQ WKHP

Observation Process

When the students in the focus group interview were asked, "How is an observation made?" it is seen that
twelve of them said "by looking carefully," three of them said, "by examining with a telescope or a microscope."
One of them said, "by breaking into pieces."

The students were asked: "Is it necessary to prepare for observation?". It is seen that all of therageond
students said it was "not necessary." In contrast, the other students said it was "necessalpgérifaton
preparations were explained by the students as "providing the tools, preparing the devices and selecting th
place to make the observation

To the question "Which sense organ/s do we use while making an observation?" four of thegsmdend
students responded as "eyes" while one of them responded as "eyes and ears." The third agr@deurth
students responded as "Observation is made fivithsense organs.” The field notes taken during the activity
determined that most of the students, including the segmk students, observed the living beings by
touching them.

Students were asked: "What are the benefits of using more than onemgmmse/hile making an observation?".

Whereas the secorgtade students could not answer at first, three students later responded as "We recognize
WKH WKLQJY WKDW ZH FDQQRW VHH FOHDUO\ E\ WRXFKLQJ WKHP DQG
REVHUYDWLRQ«” 7KH WKLUG DQG IRXUWK JUDGHUYV VWDWHG WKDW RE)
opportunity to determine the details that cannot be detected in the observation made with one. For example,
Mustafa explained this situation by saQJ °3:H FDQ UHFRJQL]H D VPDOO GHWDLO VLPS
PLVVHG ZKLOH ORRNLQJ ~
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KHQ WKH VWXGHQWY ZHUH DVNHG 3+DYH \RX HYHU REVHtad¥eHG E\ XVL1
VWXGHQWY VDLG 31R ~ ZKLOH RPHRAURVNGRSW VIHO WKKN VWXNEHR WV LC
graders have used a microscope or a magnifying glass before. Students stated that they could better interpret the
living beings in their observations by using tools. For instance, Arda expressedtubt®rs by saying:

3«ZKHQ , REVHUYHG WKH SDSHU , GLG QRW VHH DQ\ SUREOHP EXW ZKt
WUDQVSDUHQW VSRWV GHIHFWV RQ LW~ 7KH ILHOG QRWHV GHWHUPL
magnifying glass correctly. Also, as seen in Figure the drawing of Mustafa, a fourdrade student the

students' drawings after observation with a magnifying glass were more detailed.

Figure 4. Drawings of observation using only senses and drawings of diisensng a magnifying glass

:KHQ WKH VWXGHQWY ZHUH DVNHG 3:KHUH LV DQ REVHUYDWLRQ PDGH
labRUDWRULHY DQG VFKRROV ~ 2Q WKH RWKHU KDQG %DWX VDLG 3, W F
Most of the fourthgrade students believe that observation is made in a particular place. However, at the end of

the focus group discussions, When'WNHG 3,1 WKHUH LV DQ\WKLQJ \RX ZRXOG OLNH WR
3, WKLQN REVHUYDWLRQ KDV DQ LPSRUWDQW SODFH LQ RXU OLYHV (YH
WKH GD\" 2Q WKH FR Qindestdent/ aldtl7M HDP W KWUIGPSRUWDQW VHQVH RUJDC
WKH H\H (YHQ WKH QDPH 3REVHUYDWLRQ"™ FRPHV IURP WKH ZRUG 3H\H
derived from the word eye, so that is why Tarik made such a comment.

Discussion and Conclusions

Even though the observation process is an integral part of scientific research, it may be insufficient to achieve
the learning goals since it is based on the senses (Park & Kim, 1998). There are three qualities that observation
should have in particular sas to have scientific quality. These three qualities of the observer are sufficient
knowledge on the subject of observation, understanding the theories in the relevant field, and having appropriate
attention habits (Eberbach & Crowley, 2009). When we emartiie general situation of the students in the
observations, it is seen that they draw what they know rather than what they observe. The prior knowledge of
the students sometimes may not be parallel to reality or be sufficient. Therefore, the inclusigitledel

cognitive skills such as questioning, inferencing, or hypothesizing that accompany the students' observation will
support providing more and definitive benefits (Maxwell, 1972).

In the focus group discussions conducted within this study'sss@opwas presented that most of the students
used the word "to examine" when defining observation. Consistent with that, it was determined that students
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observed the living beings used as observation objects by examining them closely several timeay Altunb

VWDWHG WKDW RQH RI WKH WZR PRVW FRPPRQ ZRUGV LQ WKH OLV
(2016) proposed using a technique named PSOE, predicting, sharing, observing and explaining. Observation
easily matches other skills to improvesiructional quality (Sumrall, Sumrall & Robinson, 2018).

On the other hand, most of the students stated only one of the purposes of observation. Nevertheless, when the
body of literature is examined, observation emerges as a multifaceted process lfracaezhin school, daily

life, and scientific studies, which may have multiple purposes (Remmen & Frgyland, 2020). In the classroom,
observing the students effectively is one of the critical observation areas for teachers. Teachers can create a
developmeral environment that is more suitable for the student's needs with the help of the inferences they
obtain results from these observations (Jablon, 2010). Therefore, it can be said that both the students and the
teachers should comprehend that observatiarviry functional tool.

All of the participants go to schools in the city center, a very densely populated area. Therefore, students rarely
see soil worms where they live. That is why all of the students probably observed the worm carefully. As a
result they could express the details about the movements and the worm's structure verbally or by drawing a
picture. This result is consistent with the literature. In their study, in which they carried out living brine shrimp
observation, Tomkins and Tunnickff (2001) determined that students mostly observed behavioral and
structural characteristics, making living beings a part of the observation process significant advantage in
DWWUDFWLQJ VWXGHQWY DWWHQWLRQ /LN H Znditated 'ib héirdtudy EnatG H P L U
students quickly concentrate on the living beings or events they rarely encounter and have the enthusiasm to
find out the details of such things.

Tan and Temiz (2003) express that losing concentration quickly while maligggvations may cause students

to miss vital information. In this context, using different tools while making observations will keep the students'
interest vivid in observation. Still, it will also be beneficial for them to learn how to use variousdatsake

an observation. A similar study was conducted by Worsham (2007) abouttpatsn though they are
ubiquitous. Worsham designed a lesson for middle school students, including the observation of their dogs. That
lesson was designed as figeurse hots and included data analysis, presentation and cooperation, and
observation skills. With such a lesson plan, it was determined that students' motivation towards observation
increased. Students' observation of a living being can motivate them positivalglsothe lesson and the act of
making an observation (Yurumezoglu & Oztas Cin, 2019; Oztas Cin & Yurumezoglu, 2020). A research inquiry
process designed in a different study did not create the expected effect even though it included observing the
birds (Trumbull, Bonney & GrudenSchuck, 2005). It should be kept in mind that observation is a tool that
should always be planned carefully and depended on the observer's skills.

It was determined that the students' drawings before the observationrelatieely simple and did not
emphasize the details sufficiently. While their drawings after the observation were more detailed, it was seen
that the drawings which were closest to reality were the ones that were made after the observation with a
magnifying glass. Therefore, the deeper the students' observation, the more elaborate their drawings got as well.
For this reason, using a tool that enhances the capacity of sense organs while making observations may facilitate
it. This result also revealed thatidents could express their observations by drawing or sketching (Bensusen,
2020). However, a significant portion of the students cannot show the expected proficiency in verbally
expressing their observations. For this reason, enabling the studentsdesetk@ir observations in different

forms, such as drawings, paintings, sketches and graphics, may be beneficial in increasing both permanence and
awareness (Dotger & Walsh, 2015).

It was determined that the secegihde students describe observation frarbroader perspective, and the
observation examples they give from their past experiences aretestmorand objeebased. On the contrary,
examples of the third and fourtirade students are in the form of more extended process observations.
Consistent vth this result, the second graderanlike the third and fourth gradersstated that preparation is
unnecessary for observation. This situation may indicate that sgcadd students tend to make a stterin
observation, and sometimes in the formraprovisation. Altunbay (2017) indicates that the second keyword in
WKH GHILQLWLRQ Rl 3REVHUYDWLRQ™ LQ WKH OLWHUDWXUH LV 3PRQL
systematic process that requires monitoring. Therefore, directing students tcsystdmatic and lonterm

process observations in the first years of primary school can enable them to collect-depthidata in their
observations. Dilek et al. (2020) also stated that preschool students use their observation skills to gather
informaion in a comprehensive framework, such as the behavior of their group and other group members, the
design and development process of products, and the behavior of teachers. By this means, she emphasized that
observation is the primary data collection tobkvery activity stage (Dilek et al., 2020).
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According to their grade level, the students also differed in their opinions about which sense organs observation
is related. While the secomgtade students said that observation could be made only withtlegdkird and the

fourth graders indicated that observation could be made using all the sense organs. Similarly, in the literature
(Griffiths & Thompson, 1993), it is stated that students make a mistake to think that observation only consists of

what thg see. Observation made with one sense organ may limit the data students obtain. This is because
observation becomes meaningful, provided that all the senses are used for exploration (Tan & Temiz, 2003).
Therefore, students should be directed towards usinmg than one sense organ while making an observation.

2EVHUYDWLRQ KDV DQ LPSRUWDQW SODFH LQ FKLOGUHQTV OLYHV VW]
As a result, children grow up as observers of their environment (Tan & Temiz, 2008pmi@ cases,

observation skills may not develop as much as necessary, which should be reinforced immediately. Lestari,
Dinata, Deta ve Pratiwi (2020) also found that students do not have the expected competence in observing
different variables that affectnaevent or a living being and gathering information about them needs better

training about observation skills. On the other hand, it is not a skill developed in deshoihtervention in

schools (Tan & Temiz, 2003). For this reason, a guide may berptefir the students to facilitate practical

observation at school or in daily life (Manery, 2003; Koyunlu Unli, 2018).

Although observation is a fundamental element of scientific and social life, it is not a skill that is emphasized
enough from primaryeducation to the university level. Our students and teachers must recognize the
opportunities that observation skills offer beyond looking. At this point, it can be said that especially many
comedians analyze social events withdapth observations andaththey owe most of their success to their
effective use of this skill. A similar situation is valid for the law of gravity, which Newton found due to his
observations. Another example that can be given from the history of science is the case of Ardimiades

the buoyancy of water in the famous story. All these and similar examples emphasize the importance of
effective observation in our lives.

Recommendations

Within this study's scope, how gifted primary school students make sense of the defmitipose, and
REVHUYDWLRQ SURFHVY DUH HPSKDVL]HG ,W ZDV VHHQ WKDW WKH VW)
level but that they could explain it on a cognitive level. Program developers and teachers need to understand the
definition andobjectives of a basic skill like observation through activities. It is expected that students who do

many observation activities will be better educated about the definition and purposes of observation. It is also

vital that the textbooks include differeobservational activities accompanied by an observation guide structured

in a specific context (Martinez, Bann&itland, Peters & Baek, 2011; Elmas, 2020). Designing these activities

at both ends, especially in making free observations in nature, wHlpd/LYHO\ DIIHFW GHYHORSLC
awareness and stimulating their interest in observation. Students' taking notes and drawing while making free
observation will also affect the observation process positively.

Diversification of observation processesaisother important suggestion. It should be kept in mind that there

may be several different objects, situations, or living beings that may be observed. Whilmauiogn object is

observed in some observations, you may be asked to observe a pet lithingowiin others. Sometimes, a

process observation can be assigned as homework to diversify observation. This may be in the form of
observing the germination of a seed in cotton or the molding of stale bread left by a window. The point to focus
onistoreSHDW WKH REVHUYDWLRQ VNLOOV IUHTXHQWO\ RQ GLIITHUHQW RE|
and improve their skills.

It should be ensured that students use different instruments and all the sense organs whenever appropriate while
making an bservation. It is quite crucial that the observation activities are designed so that students cannot use
only their senses of hearing or sight, but also their senses of touch, smell and taste, and so that students can
express their observations verbally.

Limitations
This study is qualitative. A limited number of participants were in the sample, and the purpose is not a mere

generalization. This study includes data analysis on the use of senses and observation tools, which are
considered helpful to suppoobservation skill development. The sample has also consisted of gifted students
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that have higher cognitive capabilities than their age group. This study's results are thought to be useful in that
they include suggestions that may be helpful in the dassenvironment.
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Appendix 1. Focus group inerview questions

Questions
1. What is observation?
a. What is the first words that come to mind to define observation?
b. What is your definition of observation?
2. What is the purpose of making an observation?
a. Why do we make an observation?
3. Haveyou made any observations before?
a. If yes:
al. Can you give an example of an observation that you made before?
a2. What have you observed in the different observations you have made so far?
b. If no: | can give you time to think a little; maybe you widimember an example.
4. Where is an observation made?
a. Can you explain with an example?
b. Can observations be made in different indoor or outdoor settings?
5. How is an observation made?
a. What are the stages of making an observation?
b. With whichprocess is the observation started and completed?
6. Is it necessary to prepare for observation?
a. For the answer you need:
al. Which preparations are needed to make?
a2. Why are these preparations made?
a3. What are the benefits of being prepared?
b. Forthe answer that is not necessary: Give an example of an observation that you did or can do
without preparation.
7. Which sense organ/s do we use while making an observation?
a. Please explain with an example.
b. Which sense organ/s do you use to obseoue surroundings?
8. Is there any benefit to using more than one sense organ while observing?
a. If yes:What are the benefits of using more than one sense organ while making an observation?
b. If no: Would it be an advantage for the observer if we ordybeg smell the object or living thing
we observe?
9. Have you ever observed using a tool so far?
a. For the answer | did:
al. Which tool (s) did you use?
a2. How did this tool affect your observation?
10. Could there be other living things that obsery®iothan humans?
a. If yes: Which living things other than human beings make observations? Explain with examples.
b. If not: For example, could wild animals be observing to catch their prey?



