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Pre-service Teacher Educatioh

Odiléa Rocha Erkayd, Onur Ergtinay ™
1 (V N Lu®skangazi University

Abstract

The purpose of the study is &xplorethe voices of preservice ELT teachers on their prospective needs and

desires for their prgervice teacher education curriculum. A qualitative research was conaititefdeshman

and sophomore studerds an ELT Department in a Faculty of Education of a public universifyunkey. To

reach an i nGHSWK XQGHUVWDQGLQJ RI SDUWLFLSDQWVY NQRZOHGJH TXDO
group discussions which 66 p@HUYLFH (/7 WHDFKHUV DWWHQGHG ,QGXFWLYH DQI
prospective needs are categorized under two emerging themes: (a) instructional/practical and (b)
attitudinal/behavioural development. In addition, frespectivedesires of thermare categorized under two

emerging themes: (a) instructional/practical development and (b) content development. Finally, the participants
emphasizereducing the number afheoretical courses from the program andreasingpractical courses

instead.

Key words: Pre VHUYLFH (/7 phospEdiveHeedy and desires, Teacher competenaiescullim
evaluationProfessional development

Introduction

The overall goal of training effective teachers has never been stopped being discussed among thaekeodicy m
teacher educators and scholars.-$&evice education curricula, the success in applying them and academic
achievement of the preservice teachers pursuing these curricula are thought to be highly correlated with their
future teacher efficacy (Browhe& Pajares, 1999; Caprara et al., 2006; Goddard et al., 2000). Thus, when
designing a curriculum for the English Language Teaching (ELT) Department at any university in the world,
curriculum designers should take pxeHUYLFH WHDFKH U V fhtoQcdrsi@evationQIGis Grhicial td H V
understand that preervice teachers must be well prepared not only in the content area but also in the
pedagogical and professional areas which seem to prepare them for a better career. Accordingly, the Higher
Education Council in Turkey redesigned the Teaching ELT program in 1997, having Yeeatury demands in

mind. The iNte(QWLRQ RI WKH &RXQFLO DFFRUGLQJ WR .OUNJ|] ZDV Q
courses to the program but also to increase the number of hours that students spent in teaching practice in both
HOHPHQWDU\ DQG VHFRQGDU\ VF REOR)Cstates$tBab they CauQeD Qridarstood Whe J | ]
importance of adding a course entitled Teaching English to Young Learners to the program, so students would
learn how to teach this group of students before they started their teaching practice in schoeferfiheas

then introduced to all ELT departments in the country.

In 2006, the Council attempted to reform the ELT program once again in order to introduce changes in the
curriculum. In 2007, the new reform was put into effect and the program included raquired and few

elective courses (Karakas, 2012). Altunya states that the program consisted of courses related to general
knowledge, English language, and teacher education (as cited in Karakas, 2012). Additionally, Seferoglu (2006)
believes that thprogram emphasized courses on methodology and teaching practice. As a result of the changes,
in the first year of the program, students had a chance to brush up on the four language skills as well as on lexis
and grammar. As ELT students advanced in thegram of studies, courses were geared towards their career,

' The research was not funded by any public or commercial s&ctioe initial findings were orally presented at
Global Conference on Edation and Research 2018, Las Vegas, Nevada, USA.
! Corresponding AuthoDr. Onur Erglinay oergunay@gmail.com
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culminating in the last year of the program with a focus on observation and teaching practice in elementary and
secondary schools.

Some news about a new reform in all teacher education carriowluding the ELT program, had been
spreading since 2017 and a revised program was recently introduced by the Higher Education Council (CoHE,
2018). The revised program is claimed to be based on the recent teacher competencies introduced by the
Ministry of National Education (MoNE, 2017). These competencies are framed under three categories, namely
professional knowledge, professional skills, and attitude and values. Table 1 presents the main and sub
categories of the current teacher competencies:

Tablel. Teacher Competencies (MoNE, 2017)

Professional Knowledg Professional Skills Attitudes and Values
x Knowledge of subjer x Skills in planning x National, moral, and
matter instruction universal values
x Knowledge of x Skills in developingproper  x Attitude towards
pedagogical content learning environments students
x Knowledge of x Skills in managing x Communication and
applicable legislations instruction cooperation

x Skills in assessment and  x Personal and
evaluation professional developme

As illustrated in Tabld, the three recently introduced areas of teacher competencies involve-ddtegydries.

The document through which the new competency areas are presented also includes a detailed explanation for
each area and the suhtegories. Another change in theargzulum is in the number of hours in the program

which has decreased from 175 to 155 hours, reorganizing the balance among different areas of teacher education
as content knowledge (4€9%), professional knowledge (3%%) and cultural knowledge (%), and an

increase in the number of elective courses in these three areas. It seems positive that the program has been built
through a participatory approach based on several meetings and workshops with educators from different parts
of the country. The chges in teacher education curricula appear to be in line with suggestions by Ell et al.,
(2019), a researcher based in Australia, in that they put forward the enhancement of student learning and the
development of competent teachers with the help of el3e&DtiSNQRZOHGJH VNLOOV DQG GLVSR\
reinforce learning.

A very recent decision announced by CoHe (2020) also highlights the dynamic and continuing tendency to
review and revise the piervice teacher education curricula. The decisionleredrh university and faculty of
education to revise and redesign their-peevice education curricula according to their specific contexts and
needs. Although the overall framework for all teacher education curricula is set as including content kowledg
professional knowledge and cultural knowledge, the universities are now authorized to redesignseeuiqae
teacher education curricula. This very recent amendment introduced by CoHE once again underlines the
significance of conducting researchdits, mapping the specific needs and desires of both target groups and
stakeholders in institutional contexts, and revising the preservice education curricula accordingly. To this end,
exploring the opinions of preervice teachers on the overall structufe preservice teacher education
curriculum that is pursued by them appears to provide a better understanding of the effectiveness of these
curricula and to contribute to set better grounds to review and revise them.

Literature Review

Much research labeen conducted in the area of-pfeiHUYLFH WHDFKHUVY QHHGY WR EHFRP
however, so far most have been on the views of researchers based in Turkey and abroad (Coskun, & Daloglu,
2010; Fillmore, & Snow, 2000; Lazar, 2018; Mann, 2005; Slaerj 2011; The Professional Development of

Teachers, 2009; Wichadee, 2011). Additionallysénvice or experienced teachers have participated in research

studies on what preervice teachers need to be prepared faeiwice teaching (Faez, & Valeo, 2Q0Earrell,

2018; Gandara et al., 2005). What is lacking in this array of research is more on the perspectives of those who
should be considered a priority, pervice teachers in Turkey. Pservice teachers are those who experience

first-hand their owrtransformation from English language students to teachers. Nevertheless, few researchers

have asked preervice teachers directly what they need and desire to become competent teachers of English.
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In-VHUYLFH 7HDFKHUVY 3HUVSHFWLYHYV

The perspectives of igervice teachers about pHUYLFH WHDFKHUVY GHYHORSPHQW VKR
former once experienced fireind what it was to be on the other side of the fence. After a while;sasviice

teachers, they began to put into practice what they hadeléas preservice teachers. To illustrate, Faez and

Valeo (2012) include in their researchsarvice teachers working less than three years. Their redeaabbut

how they perceived their own preparation as teachers of English to speakers of gihegdanTESOL) right

after graduation and up to three years of experience, how successful they felt after some practice in adult
education classrooms, and how useful the courses they took towards their degree were. The findings show that

as the inserviceteachers became more experienced, they realized that they were more prepared. Another study

by Farrell (2018) focuses on novice-sarvice teachers discussing problems that usually surface once pre

service teachers becomesarvice teachers. Farrell exia the gap between before (during preparation) and

after (during development), and how this gap could be bridged, stating tbettvine teachers face a different

reality once they graduate. They have to take care of everything by themselves, fromgpldasses to

teaching, and so on. They do not have anyone on whom they can rely. Thus, Farrell makes several practical
recommendations for preervice teachers to feel more confident moving to the role-séiivice teachers. He
suggests that their progpa R1 VW XG\ VKRXOG HTXLS WKHP ZLWK WKUHH DUHDV 3Wt
the pedagogies . . . taught in L2 teacher education programs [how they should teach], the institutional forms of
delivery through which both the content and pedago§iegsH OHDUQHG >KRZ WKH\ OHDUQ KRZ WHF

Furthermore, Gandara et al. (2005) have investigate HUYLFH WHDFKHUVY SURIHVVLRQDO
knowledge and efforts. In their literature review, the researchers list what has been saMlaVéHD FKHUV ] QHHC
EHFRPH VXFFHVVIXO S3:DELOLW\ WR FRPPXQLFDWH ZLWK VWXGHQWYV >D
language uses, forms, mechanics, and how to teach these, and a feeling of efficacy with regard to teaching
English languageHDUQHUV"™ S 7KH UHVXOWYV RI WKHLU VWXG\ VKRZ WKDW
need was to be able to communicate with their students and their families, and that was very challenging due to
WKHLU LQDELOLW\ WR VSHDBNS®KHQIWIHQAWD/ELODWIYXDR H BIPDN (QJIOL VK
was being well prepared for the profession. According to the researchers, teachers should trust their ability to do

their work efficiently and should be supported by administrators and colkeague

Pre VHUYLFH 7HDFKHUVY SHUVSHFWLYHYV

Pre-service ELT teachers should be considered top priority when researching their needs and desires for their
transformation into efficient Hservice teachers. The literature, however, lacks research on theSbeidan

UHIHUV WR WKLV LVVXH DAMHBWKHHOWHD FKIHUR/LFHERH FFIRFQWLQXHV E
the discourse mirrors the understanding and practices of experts rather thamdpgeY LFH WHDFKHUV™ S |
literature supports thfact that preservice teachers have not been voicing their opinions on the topic as often as
they should (Coskun, & Daloglu, 2010; Fillmore, & Snow, 2000; Lazar, 2018; Liu, 1998; Mann, 2005; The
Professional Development of Teachers, 2009; Wichadee, 201E of the studies that has used-g@evice
ELT teachers as participants in Turkey, which to a certain extent is related to the topic of the present research, is
the study of Seferogl(P006). However, she explores MHUYLFH WHDFKHU \afeaShat.hiobt 8¢ LRQV R
and second year peervice teachers are not prepared to discuss, that is, methodology and practice teaching
FRXUVHV ,Q 6HIHURJOXYV VWXG\ SDUWLFLSDQWY IRXQG QR OLQ
applicatoninHDO FODVVURRPV’™ S 7KH\ DOVR DIILU Rtea@hiig kadticeW KH\ G L C
or school teaching practick addition they wish that they had had the opportunity to observe several different
teachers teaching students in different gfiasd )XUWKHUPRUH *DQTV VWXG3service DOVR G
WHDFKHUVY H[SHULHQFHYV LQ D WHDFKLQJ SUD F WdeFide EeRcKddsvfietnB W D X QL
the course to be an unsettling experience because they were unable to maradgestiMoreover, Wu and
*DUIDTV &ldd Yokeudds Bi preervice teachers professional learning experiences, more precisely
on their interaction with various aspects of a teaching practice course, that is to say, from peers, to materials, to
tasks to see how they developed. The results show a strong relationship betweerséneiqged¢eachers and
their peers. As for the materials that they badlied the results indicate that they learned from them and might
be able to use them when teachiihn addition, about the activities they took part in, they also learned from
them and might use the knowledge gained in the future.

Nevertheless, Sheridan (2011) focuses on¥idUYLFH WHDFKHUYMUYYLEHZWHRDFKAQUVY] TXI
SDWWLWXCGHEIHNORLG VNLOOV™ S LL ,Q KHU GLVVHUWD¥ehWRE 6KHULC
WHDFKHUVY SHUVSHFWLYHVY KDYH QRW EHHQ WRS SVUHBYLMH VEN DI KHHA
WKRXJKWV RQ 3 W KH seeobdary ¥¢hddl\edRheD(&titktiesHKROWIedgd and skills) as they
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[sic] progress through their [sic] fowWHDU XQGHUJUDGXDWH GHJUHH™ S 2QH RI W
states that prservice teachers should have is different types of knowledgé VXEMHFW FRQWHQW HG
WKHRU\ SHGDJRJLFDO NQRZOHGJH DQG SURIHVVLRQ RIEptNI@mRentOHGJH "~ ¢
knowledge helps prservice teachers to make a connection between theory and practice, and results in more
successfi® VWXGHQWYV 6KH JRHV RQ WR VD\ WKDW 3 WKH NQRZOHGJH |
SHGDJRJLFDO VWUDWHJILHV IRU WHDFKLQJ WKH FRQWHQW DQG NQRZO
Therefore, the knowledge in these areasukh all be considered important. Her findings obtained from the

IRFXV JURXSY KDYH UHVXOWHG LQ ILYH WKHPHY DQG UHVSHFWLYH FD)
management and organizational. . . instructional techniques (pedagogicaD. Q. G@ SURIHVVLRQDO TS

Purpose of the Study

This study was undertaken with the purpose of exploring\pl¢UYLFH (/7 WHDFKHUVY YLHZV RQ W
needs and desires for their fgervice curriculum. Particularly, it sought to addrissfollowing questions:

1. What do preservice ELT teachers believe is necessary for them to develop into competent teachers?

2. What do they desire to study to develop into competent teachers?

3. What courses do they perceive should be included in or removedfieprogram of study to prepare
them for their profession as ELT teachers?

The Study Context

The study was carried out at the ELT Department in the FactiBgducationof a public university in Turkey.

Although the faculty has a 2fear experience in teacher education, the ELT Department has been preparing

EFL teachers for the past 5 years. The Department was established with a limited number of academic faculty
members and efforts have been made by these members over the yearseio lolest to provide prservice

teachers with whatever they need to be competent teachers. Currently, the Department comprisestofsix full

lecturers two parttime lecturersfrom another Department and three garte lecturersfrom another universjt

in the city, and more than 200 students. Teacher training has been conducted with-bessataturriculum
GHYHORSPHQW HIIRUWY ,Q WKLV UHJDUG WKH VWXGHQWYVY YLHZV RC
important when introducing electivearses, and planning workshops and seminars.

Method
Research Design

Qualitative research design was used in the present study. The researchers tried to readbptm in
XQGHUVWDQGLQJ RI SDUWLFLSDQWVT NQRZO He&ratibn&d fav seldctivgiisl HWHG L
design was to specify the current and prospective needs and desires of the-B&fvipeeteachers idepth. As

such, the study also seemed to function as providing insights to practitioners to develop beevigere

teacher education curricula and sources forgmevice teachers as Lo(@005) highlights.

Data Collection

The data were collected by means of8ibute focus groups€10 focus groups in two separate sessions with

two different instructors) on the remeh topic. Gill et al. (2008) define focus groups as those in which
participants discuss a spfcitopic, and the researcherfacilitator or moderatotises this method whesihe

QHHGV WR JHQHUDWH D ULFK XQGHUVWDiefs Eql ghupSvadnvsiderup 886QW V | H[S
students 1{=66 studentskand were given a form involving op@&mded questions referring to three research

guestions. The questions on the form were as folléMisat do you think is necessary for you to develop into

compeent teachers? What do you desire to study to develop into competent teachers? What courses do you

think should be added to or removed from the program?

The students were askeddiscusshe question# their focus groupand report theiroleson theform. As for

their roles they were asked to choose a leader @mher and observer to make sure everything went well
during the discussion), presenter (presenter of results to the group andticteskgeper (allocator of time for

each question and server of effective use of time) and monitor (observer to make sure everyone participated).
Then, the researcher explained each one of the four roles. Once the discussion was over, fimalicadehe
discussion group repodnd the presenter sharedwith the group and classrally in the classroomThe
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presenter also gave a copy of it to the researchers for ana@ysfsllowing these stepson one hand, the
participants were given the opportunity to make presentations in align with the coursivedjen the other

hand, the researchers would have the opportunity to have written records of what had been discussed in each
focus groups.

Participants

The study was carried out with freshman and sophomore students of ELT department at a pel$ityuie

the overall purpose of the study is to examine the perceptions-sépriee teachers on their needs and desires
for the following years in the preervice education, the participants were confined to the freshman and
sophomore students who wein their initial years in the program. To this end, specifying the preliminary and
prospective needs and perceptions ofqaevice teachers is targeted in the study.

More specifically, the participants were a total of 66 volunteesspreice ELT teadtrs enrolled in two sessions

of Oral Communication Il (a first year course), taught by two different instructors acting as the researchers. 31%
of the participants were males and 69%, females. 32% were enrolled in the 2nd semester and 69%, in the 3rd
and 4h semesters of the program. The average age of the male students was 22.5 and that of female students
was 24.5. The percentage of students who attended the Preparatory English Program from one to two semesters
before being admitted to the ELT Departmeraswb5%and from three to four semesters was 12%. The
percentage of those who scored 70 or higher in the proficiency exam given by the Preparatory English Program
before the fall semester started and, therefore, did not attend the English program, waki83¥afi€iency

exam which is prepared and applied by the department of foreign languages includes three sections. First,
VWXGHQWY WDNH D WHVW RI HLIJKW\ PXOWLSOH FKRLFH LWHPV ZKLFK
comprehension and use lainguage (grammatical and lexical competence). In the second sections, they are
asked to write an academic paragraph about a given topic. Finally, they are interviewed for at least fifteen
minutes or more to assess their speaking skills in the EnglishdgagThe exam is designed towards assessing

B2 English language level outcomes and the students who achieve the required language level can start the ELT
department at the beginning of the academic year.

Data Analysis

An inductive approach was used the data analysis. The analysis involved three interwoven flows of activity:
data condensation, data display and conclusion drawing/verification, as suggested by Miles et al. (2014). First,
the reports including responses to the questions provided hygeagp were copied for both researchers. Each
researcher used the three research questions as the overall framewtagsifyingthe data and then coded the
dataindependently Specifically, each researcher firstentified theinitial codes for each esearch question
separately. The rationale for this separate flow is to increase thedtgereliability. After this initial codinga

meeting wasarried out and the codes for each research questoafinalized by two researchers together.

Next, these finalized codes were categorized Hrmemes were developed for each research question which
resulted in twothemesfor the first and second research questions, and thexaesfor the third research
guestion.The finalization of these themes was magiédoth researchers jointlyhen, the findings related to all
research questions were presented through an interpretative approach based on the emergingtedesand

To display the data, the second flow of data analysis, figures were designeihclbeg the research questions

and consolidated codes and categories on a matrix of rows and columns. After that, through several meetings,
the researchers drew and verified conclusions.

Ethical Measures

Before the data collection periodudents werénformed of the purpose of the studgd consents to participate

in the study were taken from each of them. As such, volunteer participation in the study was ensured by the
researchers. In addition, the participant students were explicitly informed #atdbponses would not have

any positive or negative effect on their assessment procedures in the courses they had taken during the time of
the study. This measure was taken as the researchers were also teaching courses in the department that the
participants were already enrolled iAs for the institutional research permissiame head of the departmeat

the time of data collectiononfirmed that the research could be conducted with volunteer participatigch

was another ethicaheasure taken ifé current study.
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Results and Discussion

The analysis of the data obtained from the focus group forms regarding the three research tpassberns
presented below:

RQ1. What do preservice ELT teachers believe is necessary for them to develogortpetent teachers?

7KH ILUVW UHVHDUFK TXHVWLRQ UHIHUV WR SDUWLFLSDQWVY QHHGV
have been categorized into two emerging themes: instructional/practical development and
attitudinal/béravioural development.igure Idisplays the codes for both emerging themes.

Pre-service teacher@ this studyhave an idea of what they need to transform themselves into competent
teachers, and their knowledge may be based on their experience as students and on what teaydHawe h

their peers about the program of studigse Figure 1)The participants appear to understand what should be
applicable for all teachers: the fact that they will have to prepare for classes before teaching, find the right
materials for their clses, and know what type of technology to use and how to use it. Some reported views of
the groups on these findings are as follows:

A good teacher should know the techniques of teaching quite well and prepare the courses well (Focus
Group 4 [FG4]).

Beinggood at using technological devices is a must for becoming a competent teacher (FG2).

To become an effective teacher, you need to find new and innovative teaching materials to get your
VWXGHQWVY DWWHQWLRQ )*

be able to find appropriate teaching materials

Instructional/ be able to use technology effectively

practical development

be able to prepare classes well

be able to bring about self-directed learning

Perceived be able to create a positive environment
needs

be able to communicate well with students/parents

be able to understand child psychology

Attitudinal/ .
behavioral be able to motivate all students

development

be able to teach students how to behave properly
be persistent when teaching a subject matter

be able to understand students' abilities and personalities

Figure 1.Perceived needs to become quetent ELT teachers

,Q DGGLWLRQ RQH RI WKH JURXSV KLJKO LTHeVist thHing & tedd@er Ghbuld@d W U X F W |
LV WR SUHSDUH PDWHULDOV U HThB\Wid@ that Rven PiibkicLdlerferitdry, Sriidellé find) *
high schots in Turkey use technology to teach English.

Another finding related to instructional and practical development is promotinglissifed learning. The
report by FG5 involves a direct reference to-silécted learning:
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We should support students selfdirected learning. Particularly, effective teachers must create
positive environments for students where each learner feels safe to share thinking, ask questions and
participate in conversations naturally (FG5)

The quotation by FG5 also implies thes-service teachers are aware that they should teachstieients to
learn by themselves. The report by FG5 refers todisdtted learning as creating positive learning contexts
where learners freely ask questions and share their thoughts.

RQ2. What do they desire to study to develop into competent ELT teachers?

7KH VHFRQG UHVHDUFK TXHVWLRQ LV RQ SDUWLFLSDQWVYTY GHVLUHV W
have resulted in 10 emerging codes that have been categorized into two themMésli®laW R SDUWLFLSDQWYV
The themes and codes are displayed in Figure 2

7KH UHVHDUFKHUV REVHUYHG SDUWLFLSDQWVT FRQ \WeiG ptes&@EcO H HQ WK X
programs in focus group discussidrheir list of needs in Figure dnded up supporting their list of desires in

Figure 2. For example, the items in the instructional/practical development displayed in Figure 1 (needs) relate

to the items in the Instructional/practical development in Figure giré#g. Hencein the formed SDUWLFLSD QW
needs refer to their professional development and courses that they believe are necessadefmigathent.

Some student voices related to instructional/practical designs are as follows:

A competent teacher needs deep knowledge iartfaeof educational psychology (FG3).

7R EHFRPH JRRG WHDFKHUV ZH QHHG WR VWXG\ SVI\FKRORJ\ WR X
and the issues they have encountered in their families and social lives (FG5).

Maybe one of the most importantucse is educational psychology to become a good teacher. This is
because it trains teachers to monitor and reflect on different learning situations (FG6).

More classes on communication are needed to be in harmony with kids (FG10).

take educational psychology

take effective communication skills courses

-
Instructional/ practical take practical courses
development
i
take all necessary educational courses
—
) take courses that provide enough information about CELTA
Perceived d
desires ] -
take more Advanced Reading and Writing courses
take English history courses
Content development take more speaking and listening courses
.
take study skills courses
q

take more pronunciation courses

Figure 2.Perceived dsires to becomcompetent ELT teachers
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In additon VRPH RI WKHLU QHH G Vbd &le) to X¥rhhiinicat®y WeH Kvith Students/paréntd Q G

%e able to understand child psycholSggU HVXOWHG LQ WKH YV k& éffedtive Hamrhu@idah. J X U H
skills course$s D Qdke ®ducational psychologyUHV SHFWLY H O\ ThesdindiRgy até&supioRed Hy
Gandara et al. (2005)00. The inservice teachers th&andara et al (200%xamined also agreed that for them

to develop into competetgachers, they had to communicate well with students and parents, to use the language
correctly, and be well prepared in pedagogical and professional areas in addition to contertlareaser

based on the results of his study, Farrell (2018) confirmsmportance of teachers being prepared in the three
areas listed by Gandara et al. (2005), and so does Sheridan (2011).

In reference to content development shown in Figure 2, some of tteempiee teachers were about to finish

their second semestef courses, but the majority were already taking courses from the 3rd and 4th semesters,
with the exception of very few courses. This was because the latter finished the preparatory English language
program a semester before the former. As a result, ttex kmew what they desired to take more of and what

they thought was necessary for them to take further, such cagBeglish history to understand the English
culture better and study skills to learn the skills necessary to succeed in their coueseattiCipants probably

felt that their knowledge in the four language skills as well as phonetics could be enhanced, too, because they
desired to take more of these courses they had already taken. The importance of being very competent in the
content ara is supported by Farrell (2018), Gandara et al. (2005) and Sheridan (2011), too.

RQ3. What courses do they perceive should be included in or removed from the program of study to prepare
them for their profession as ELT teachers?

The last research quULRQ VHHNV WKH SDUWLFLSDQWVYT RSLQLRQV RI WKH
recommendations for adding courses to the program and/or removing courses from the program. The emerging
codes and themes related to the third research question are sheiyuare 3.

add more practical courses

remove some theoretical courses

add more teaching practice hours

add child psychology courses
add educational technology courses
add computer skills courses

Instructional/ practical
development

add material design courses

add classroom management courses

add teaching methods courses

add courses on planning classes
add study skills courses
add sign language courses

add special education courses

add drama courses
Participants’ add courses that prepares us to become more
pal responsible and unbiased
recommendations for

addition and/or .
removal of courses Personal development add courses that prepares us to improve empathy
add courses to prepare us to teach under difficult

circumstances

add more listening and pronunciation courses

add more listening and speaking courses

Content development add more grammar courses
add more reading and writing courses
add more courses on lexical competence

3

FI

Figure SPDUWLFLSDQWVY UHFRPPHQGDWLRQV IRU DGGLWLRQ DQG
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The findings imply thathteoretical courses, in general, made the list of courses that the participants believed that
should be removed from their program afdbt:

We want less theoretical courses; more interactive courses (FG10).

This finding can makesense from a student perspectared be interpreted as preservice teachers might think
thattheoretical courses offer very little or no excitement whatsofeeen their perspectives. It must be noted

here thatpre-service teacherseem tdook forward to courses that will develop them into professionals, what
WKH\ WKHPVHOYHV FD ONeverht[dss, WistQclors Bixierstand/ the importance of thedreti
courses for the development of future teachers: These courses represent the backbone for what awaits the pre
service teachers. Without these courses;spreice teachers cannot rationalize their practice. For example, in

the first semester of the tHilyear, preservice teachers take Literature and Language Teaching |, a theoretical
course. This course emphasizes the theoretical and historical backgrounds of literature, approaches to use,
popular culture in the teaching of EFL and benefits of usiegalitire to teach EFL. In contrast, Literature and
Language Teaching Il emphasizes the practical aspects of using literature to teach EFL. Without the first course,
pre-service teachers are unable to use literature to teach EFL in an informed mannere Ritich&now (2000)

affirm that both theoretical and practical courses have a place-iWpt&J YLFH WHDFKHUVY SURJUDP RI

The responses given by the participants in Figure 3 confirm the existing courses in the first year and suggest
courses for lateyears; nevertheless, the latter are already found in the curriculum. This may reveal that
participants do not know about the existence of these courses or they may have learned about these courses from
their peers. Also, some courses that are not offieréte Department, but participants think that they should be

added, such as Study Skills (FG3 and FG8) and Sign Language (FG1 and FG2), may be explained by the fact

that preservice teachers may feel that they need help to do well in courses, anddbatsstuho are hearing
LPSDLUHG RU KDYH RWKHU GLVDELOLWLHY DUH EHLQJ SODFHG LQ 3LQF

Courses on personal development emerge as the second theme. Some quotations by the focus groups on
personal development courses are devs:

We should be trained for conditions that we may face while communicating with students. The program
should make us responsible and unbiased (FGB6).

We need courses that will improve our empathetic emotions (FG7).

It [pre-service teacher educatiorghould prepare us for harsh areas like suburbs or Eastern cities
[Terrorist attacks may eventually occur in the Eastern part of the country] (FG10).

About adding courses to help with their personal development, it may not be possible because hovsesn cour

teach students to be more responsible, unbiased and empathetic, or to be able to teach in dangerous
environments, @as in which terrorism exist&me of the teacher educatonay be role models. In fact, the

present studydoes have neither positiveomnegativefinding on this critical role of teacher educators in

preservice teacher educatior@ RQVLGHULQJ WKH LQIOXHQFH RI WHDFKHU HGXFD
professional understanding and practices, it casuggested when teacher educatmekave responsibly, and

are unbiased and empathetic,-pegvice teachers mape inspired from thenOn the other hand, it can be noted

here that gnciples and values are mostly learned at home. Hspreice teachers have not acquired them by the

time theyenter college, it may be difficult for them to do so at this point or they may have to try hard to learn by
themselves. Nevertheless, these appear to be among the professional learning needs that should somehow be
catered for during the pigervice educain period and enhanced throughsiervice training programs formally

or in professional learning communities in the schooling context in informal ways. In relation to content
GHYHORSPHQW SDUWLFLSDQWVYT UHVSRQVRBRWhR ¥ai beOekpmindday their GHV LU H
expectations to enhance their content knowledge.

As far as teaching practice, participants haspondedhat they believed more practice hours should be added:
We should go for practicum every year. For example, tisbiauld be practicum schools near the
Faculty of Education. What | mean is that we can practice teaching all the information we learn, so

that we can get feedback (FG9).

Maybe they were told by their peers that the school practice was not enough. TRIQislcUPHG E\ 6HIHUR +(
(2006) in a study conducted in Turkey. Moreover, by looking at Figure 3, the researchers understand that most
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of the courses in the pedagogical and content areas of development highlighted by the participants to be added
to their teaber education programave been supported by Farrell (2018), Gandara et al. (2005) and Sheridan
(2011).

Conclusion

The current study was designed to scrutinize the voices efgpwice ELT teachers on their needs and desires

about their preservice te¢d KHU HGXFDWLRQ SURJUDP 7KH ILUVW PDMRU ILQGLQJ
reveal their needs and desires for their professional development as they all seemed to actively participate in the
focus group discussions and to undertake their roléingly. This might be interpreted as that the study

allowed them to articulate their opinions about the-gaevice teacher education program. Secondly, they
appeared to be aware of their demanding contexts of learning how to teach and to be compbtest tea

addition, they all seemed to be highly motivated towards their profession and to care about their professional
development. The third major finding is that the study enables researchers to reflectsenvioee ELT

programs, in general, and okKHLU FRQFHUQV DERXW WKH FRXUVHVY DQG PHWKRGV
voices#even those of freshmeshould not be underestimated, which implies further regular studies in our
department to strengthen the {service teacher education program.

Although the study was initiated towards enhancing our understanding-ofgrted YLFH (/7 VWXGHQWYVY Y|
their needs and desires for their professional development, the fifdingsalso enabled us soggest several

implications for enhancing the peervice ELT program. First, the study reveals thatg@evice ELT teachers

have asked for courses on developing their attitudes and emotions towards the profession. This desire is
associated with the recently announced teacher competencies and renewadl matservice teacher

education program in that peervice teachers highlight their needs and desires on their attitudinal/behavioural
development, noticeably more than in other areas, content knowledge and practical development. Fortunately,

the newlyintroduced preservice ELT program involves compulsory courses which are devoted to enhancing
attitudinal/behavioural development. Yet, although the titles of these courses have been decided, their
descriptions are brief and need to be extended, accorditigeir contextsFurthermore, all the professional
development courses do not have sufficient class hours to give opportunity to all individual students to practice

and get feedback on their performance. In the new ELT program 22 practice hours heabdisbed CoHE

(2020).Thus, preVHUYLFH WHDFKHUVY YRLFHV PXVW EH LQFOXGHG ZKHQ GH\
particular, the perceived needs and desires of the participants in the current study lead us to intsgraieepre

(/7 WH D Rtitdded/ghd professional values into compulsory courses, such as Educational Sociology, and
Morals and Ethics in Education. In addition, the number of elective courses has been increased in the revised

ELT program, which sets departments free to chetsetive courses. The evidence from this study contributes

to determining elective courses in the department in that offering Values Education course will fulfil-the pre
VHUYLFH WHDFKHUVY QHHGV ,Q DGGLWLRQ W K(R020HMUdedighifgHhe@W GHOHJ
service teacher education programs in faculties of education appear to lead comprehensive curriculum
evaluation and development studies at institutional levels in Turkey. The findings of the present study which
showcase the beliefand desires on the pservice ELT curriculum they pursue can set a \gstunded

framework for designing further institutional pservice teacher education curricula in the present study

context. The findings can also be useful for designingspreiceELT curricula in similar institutional contexts.

To conclude, several limitations to the present study need to be acknowledged and a set of recommendations for
future research are presented accordingly. First limitation of this study seems to invohmafieand
sophomore ELT prservice students instead of junior and senior ones. This is because the overall aim of the
study was not to evaluate the fervice teacher education curricula but to examine the opinions of ELT pre
service students on their grams that they will pursue in further years. Yet listening to the voices of junior and
senior students who have taken more courses in their preservice education programs might provide a more
detailed framework of the needs and desires as they have mpetieexxe within the curricula. Secondly, the

study is restricted to qualitative data obtained from 66 participants in 10 focus group discussions. Further
research using mixed method designs and involving more EL-Eguuéce students within the program &nd

voices of teacher educators in the faculty is highly recommended to elaborate the perceived needs and desires.
This might lead to a more consolidated-pegvice teacher education program, based on the needs and desires of
both sides. Finally, it appesathat policy makers, curriculum designers and teacher educators/trainers not only
from Turkey but also from English speaking countries (Ell et al., 2019; Liu, 1998) and other countries may
benefit from similar studies when designing more efficientgareice teacher education curricula.
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Abstract

The study reporten how Classroom Assessmenb@se changed the perspectioé EFL pre-serviceteachers

related with language assessmand contributed to their language assessment literacy developiient.
participants included 48 junior students in an English language teacher education program of a state university
in Turkey. All the participats enrolled in a course named Classroosae8sment and the data were collected
through reflection reports and a focus group interview within the scope of this course that was conducted in a
14-week period. The coding phase of the data analysiscasaged outthrough invivo coding and the codes

were FRPELQHG XQGHU PRUH JHQHUDO WKHPHV WR EH SUHVHQWHG 7t
perspectives in language assessment sggmifly changed at the end of Classroom Assessmamts€. While

their initial thoughts included some negativengotatiors regarding assessment itself, its purpose and the role of
teaches in language assessment, they turned to be just the opposite towards the end of the semester. Moreover,
the participants also expressed that they started to feel themselves mpetert in language assessment as
prospectiveteachers and got more enthusiastic to study on this topic in the future. Demonstrating the
contribution of Classroom Assessmento@seto language assessment literacy development okgmdce

teachers, the gtly offers some policy and research suggestions to improve assessment literacy of EFL teachers
in similar contexts.

Key words: Language assessment literaB¥L Preservice teacher§lassroom assessment

Introduction

Though neglected in the past, assasnt has been gaining a growing interest in education, especially language
education because assessment is a crucial part of teaching and learning Qitoeegs®(Wang, 2007Russell

& Airasian, 2012. Relying on the term assessment, classroom assedsasealiso flourished for the reason that
teachers are required to assess their learners for many purposes throughout the school day (Russell & Airasian,
2012), and that assessment is a natural component ofdayeinstruction (Shermis & DVesta 2011).
Chappuis, et al. (201. 3) listed five key qualities ofassroom assessment as follows:

1. They are designed to serve the specific infdlonaneeds of intended user(s).

2. They are based on clearly articulated argt@priate achievement targets.

3. They accurately measure student achievement.

4. They yield results that are effectively communicated to their intended users.

5. They involve students in seifsessment, goal setting, tracking, reflecting on, and sharing their learning.

To be able tearry out these mentioned qualities of classroom assessment successfully and effectively, there is a

need for language assessment literacy (LAL) of language educators (Coombe, \éafddaebbi, 2020) since

for good classroom assessment practices toplaoe, teacher competency does matter and language assessment
literacy is a must for teachers. There is an array of experts who gave their own definitions of LAL in the
literature; thus, there is no exact and agreed definition of it among researcheed Rumwe generally in

education assessment literacy, LAL was defined by Baker and Riches (2017) as the competencies required in
language assessment. Focusing on competencies asinbelt Lourie (2008, p. 389 VWDWHG WKDW 30DQ
assessment knowledge basomprises layers of assessment literacy skills combined with language specific

’ Corresponding AuthoElgin Olmezer Oztiirk, elcinolmezerozturk@anadolu.edu.tr
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FRPSHWHQFLHV IRUPLQJ D GLVWLQFW HQWLW\ WKDW FDQ EH UHIHUUH
2T7/RXJKOLQ S YRLFHG WKDW MKRVHKRPRPGHWMEOSFREOM FX/QBRINV
DQG FUHDWH ODQJXDJH WHVWYVY DQG DQDO\VH WHVW GDWD”" /DVW EXW
ZLWK WKHLU RZQ GHILQLWLRQ Rl /$/ DV 3WKH DELOLW\ WdheGHVLJQ C
assessment procedures, as well as the ability to monitor, evaluate, grade and score assessments on the basis of
WKHRUHWLFDO NQRZOHGJH" $V LV REYLRXV LQ WKH DIRUHPHQWLRQH
assessment, and not onlyclindes theory related to language assessment but also includes using this theory
appropriately and efficiently in assessment practices.

Stoynoff and Coombe (2012) voiced that there exist many factors why language teachers should have LAL.
First one is te change in the content of the course books which has opened a gate for the combination of theory
and practice. The next one is thhbughteachers did not take a language assessmensecau the pasthe

situation is getting better now suggesting thaire and more prservice teachers haveeenexposed to

language assessment courses. The last one is the changing perception of language assessment that adopts a more
cognitive and sociatonstructivist stance. This changing perspective was highlight&didgpyins (2007) as well

who stated that language teachers were not expected to have LAL in the past, but now there is greater emphasis
onand expectation of them in relation to their LAL levels.

As is seen, LAL is highly emphasized in the literaturet &sthe core of the professional development (DeLuca,

HW DO DQG 3VLQH TXD QRQ IRU WRGD\TV FiRowsvdWiesQittheH G X FD W R
JURZLQJ LPSRUWDQFH DQG DWWHQWLRQ JLYHQ WR /$/naoWNbflJLQV
DVVHVVPHQW LOOLWHUDWHY" 3RSKDP DOVR FDPH XS ZLWK VLPLO
not adequate for language teachers; soat8URIHVVLRQDO VXLFLGH ™ S 7KLV LQVXIILF
upon by InbaiLourie (2017) as well, and Lam (2015) uttered that language teachers are not prepared to carry

out their assessmerglated responsibilities. In addition to those, Lee (2017) drew attention to the potential

hazard assessment illiterate teachers may cause bglizen that language teachers have many assessment
UHODWHG UHVSRQVLELOLWLHY DQG DGGHG WKDW LI WKH\ DUH DVVHV\
WHDFKLQJ ZLWK GLUHFW FRQVHTXHQFHY IRU VWXGHQWVY IXWXUH OHDL

Upon the imprtance of LAL of language teachers, many researchers began to study LAL from different
aspects. Some focused on the needs eferece and irservice teagers in relation to LAL (BakerTsushima,

& Wang, 2014; Fulcher, 2012; Inbhourie, 2008; Malone2013; Mede& $W D\ 29 /IRXJKOLQ
Scarino, 2013), some gave trainings to teachers in todacrease their LAL (Baker &iches, 2017; Malone,

2013; Mertler, 2009), some investigated their perspectives on LAL (Berry, Shekidanro, 2019; Oz&

Atay, 2017; Sellan, 2017; Tsag&iVogt, 2017; Volant&& Fazio, 2007), and some focused more on language
assessment knowledge and investigated whether language teachers are language assessment literate or not
(Davidheiser, 2013; Mertler, 2003; Olme£ézW+UN $\GOQ 7O Bown, 2017X

Apart from aforementioned studies, there were also some researchers who investigated LAL of language
teachers in relation to the language assessment coursessieryiee education, and tried to increéseir LAL

levels with the help of these courses. To start with, Lam (2015) looked into two language assessment courses in

five HongKong institutions and how these courses contribtwddAL of pre-service teachers, but the findings

revealed insufficientty DLQLQJ DQG VXSSRUW IRU /$/ 1H[W +DWLSR+O0O-X LQ)Y
VHUYLFH WHDFKHUVY NQRZOHGJH DQG H[SHFWDWLRQV LQ UHODWLRQ V
The results demonstrated that the learners had insufficieessasent knowledge after all four years in-pre

service education, and they expected to learn exedated issues and how to help their learners get prepared for

H[DPV uDKLQ DOVR H[DPLQHG (Q JQuatibK Ghlrsg Witioréspe@tHOAMAE QJ D QG (Y
EFL preservice teachers by gathering both gatilve and quantitative data frothe participants. The findings

indicated that ne language assessment course neaenough to develop LAL of prgervice teachers in terms

of theory and practice.

Though the importance of LAL for EFL teachers is stressed in the studies above, it is still the case that EFL
teachers do not have suffioieLAL which is a big weaknes®r a teacher whose main responsibilitedso

include assessmenklated practices. AKAL covers both theory and practiceOD ORQH 29/RXJKOLC
2013; Scarino, 2013nd as the studies have showed that the amount of training-gemiee education may
not be enough for preervice teachers to be language assessliterate (OlmezeDztirk $\G O Q W KH

theory part is missig in the learners who gradudtem teachereducation programsAs many researchers

WRXFKHG XSRQ WKH WKHRU\ FRPSRQHQW RI WKH WHUP E\ VWDWLQJ
DVVHVVPHQW PHWKRG&GYV  7DNIORUOLDULW\ ZLWK WHVWLQJ GHILQLWLRQ
SRQH RI WKH WKUHH VNLOOV QHHGHG IRU /$/ LV WKH SULQFLSOHV WKD
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p. 338), the importance of helping piervice teachers gathis knowledge during their initial training becomes
more crucial At this point, it can be seen that there isesd for increasing the exposure of-pegvice teachers
to language assessment before they start their professions. Based on this, tlsrsudyinvestigate whether
and in what aspectaking a language assessment course called Classroom Assessntidntites to their LAL
developmentThe following research question was addressed throughout the study

1. How doesClassroomAssessment @ursecontribute to language assessment literadyFif preservice
teachers

Methodology

Research Design

This study employs a qualitative research design which aims to explore views and opitieysadicipants to

present an kuepth pespective regalidg the phenomenoander investigation (Patton, 2002). In a qualitative
UHVHDUFK GHVLJQ 3D UHVHDUFKHU FROOHFWY DQG LQWHUSUHWY GDW
SURFHVY DV SDUWLFLSDQWY DQG WKH eisVvm 3WIK khe Sibtdntydtu@yH the SRUELQ
researcher, as the lecturer of the course, acts as a part of the research process including the data collection,
teaching of the course and data analysis phases. Based on these explanations, this study aims & provide
picture of LAL developmenmamongEFL pre-service teachers througblassroom Assessment Course.

Setting

The current study took plaegd an English Language Teacl&tucation Program of a state university in Turkey.

In this program, pr&ervice teachersave to take a range of courses from linguistics, to methodology courses,
from skills to literature throughout four years, and when they pass all the courses, they could graduate from the
university and have the right to work as an English language tedahe of these courses ggervice teachers

have to take during fotyear education is Language Testangl Evaluation Course, a 4th year coursayhich

they learn how to assess reading, writing, listening and speaking skills of learners. A new mifgradnby

Higher Education Council (HEC) in 201&dded one more language assessment course called Classroom
Assessment which is a 3rd year course. Addition of this new course is promising in the sense that presence of
justone course ihe last year offte program wasot sufficient to increase LAL of preervice teachers, and it

was limited to one term which wast enough to cover the topics related to language assessment.

Thus, with the help of Classroom Assessment Coursesgrkéce teacherare exposeal to language assessment

more and get more aware of the importance of language assessment before they become seniors. Throughout the
term that lasted 14 weeks, the participamése exposed to language assessment focusing on a different point
each weekand they were supposed to learn the importance of assessment, how planning is important in this
process, the role of feedback in language assessment, assessment types, improvement of student learning
through assessment, analysing reathde exams and thguestion types, the betterment of the items in the
exams having flaws, etc. Thus, this course included both theory and practice though practice was embraced less
than theory due to time constraints.

Participants

The participants were junior peervice tacherswvho were inthe fifth semester of their program. They got

skills courses in their first year to improve their foreign language skills, and general fieldsdourse second

year such as linguistics, English lis¢dnre and language acquisititmhave a general understanding of the field.

At the time of the study, their third year started and they were taking some more teatdtied) courses such

as language teaching methodology and teaching English to young learners to improve their skitheas te
candidates. One of these coursesClassroom Assessment Course and 48 students who enrolled in this course
formed the participants of the current study. 26 of the participants were female and 22 of them were male, and
their ages ranged from 19 t@.2As for all of the participants, it was the first time they encountered a language
assessment course in their educational life.

Data collection tools and process

The data collection process of the study included two reflection reports and a focustgoapw. First of all,
some guiding questions for the reflection reports and questions fdodhe group interviewvere prepared.
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After that, these questions were controlled by two experts in the fields of English language teaching and
educational agssmenin terms of their appropriacyith the research focus, wording and orthography. After
getting feedback from the experts and making the necessary revisions, the final format of the questions was
prepared, as shown in Table 1.

Table 1. Guiding guations of the reflection reports

Data Collection Tool Questions

X What comes to your mind when you hear the word assessment? Wt
Reflection Reports you feel about it?
X What do you think about the role and purpose of assessment in lang
classrooms?
X What do you think about the role of teachers in language assessmer
X What kind of techniques do you think should be used in language
classrooms for assessment purposes?

What were your expectatisrof this course?
Focus Group Questions X How has this courseontributed to you as a prospective teacher?

All 48 participants were required to write two reflection reports as the course requirements. They wrote their

first reflection report in the first week of the course. Throughout theesemthey actively @ok part in

Classroom Asssnent urse, the content of which consisted of certain topics including assessment literacy,

the purpose of assessment, assessment methods, alternative assessment and assessment of language skills. In the
final week of the semésr, the participants wrote their sedareflection reports. What is more, a focus group

interview was held with the willing participants after the second reflection reports. Eight participants (4 female

and 4 male) participated mfocus group intervievsince they were willing and voluntary to reveal and share

their ideas with the researcher and their friends. In this focus group interview, they dwelled more on the
reflection reports, and gave some more information about their perspectivégeandtribution of this course.

In a motivating and stredsee environment, all the discussions took place, and the researcher had the chance to
gatherinGHSWK DQG GHWDLOHG GDWD DERXW WKH SDUWLFLSDQWVYT SHUV
the LAL development othe participants.

Data analysis

In the data analysighase, first of all, the focugroup interviewwastranscribed verbatim and all the collected

data were prepared for analysis. Then, the researcher went through the files to éa@mbuypderstanding of

the material. After that, the coding process started and the familiar chunks weflatdtial through irvivo

FRGLQJ ZKLFK 3XVHV ZRUGV RU VKRUW SKUDVHV IURP WKH SDUWLFL
FRGHV««WKOW BQGRKRRU WKH SDUWLFLSDQWYV YRLFH® OLOHV HW D
was assisted by an academician who was teaching in the faculty of education and had five years of research
experience in coding and qualitative data. The agreemaéintan the codes labelled by these intgers was

84% and the remaimg in-vivo codes were agreed on through negotiatatrthe end. After this coding process,

the codes driven from the data were grouped under more generaktteebe presented witheir frequencies

under the preletermined research foci of the study.

Trustworthiness

Since the current study employed a basic qualitative research design, several procedures were followed to
ensure its trustworthiness, stated by Lincoln and Guba (1883he concept referring to the validity and
reliability of qualitative research studies. First of all, the data were triangulated with the help of different types
of data collection tools as reflection refgoand a focus group intervieBesides, the cadg processluring the

analysis phase wasssisted by a colleague to ensure interrater reliability. The last procedure that was employed
to contribute to trustworthiness of the data collection and analysis process was fokedbarg in which the
participants were asked to check the transcriptiontheffocus group interviewn terms of the accuracy of their

own account.
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Findings

7KH GDWD REWDLQHG IURP DOO WKH SDUWLFLSDQWY YLD UHIOHFWLR
related to dnguage assessment have significantly and noticeably changed when compared to the beginning of

the term (before they took Classroom Assessn@nirse).The findings derived from the data related to the
SDUWLFLSDQWVYT SHUVSHFWLYHY DUH DV IROORZV

Table 2. Fndings ofthe reflection reports

Research foci

Before the course

After the course

Opinions and feelings
about assessment in
language classrooms

*Increasing stress
*Anxiety-provoking
*Not contributingto learning

*Facilitating learning

*A must for effective learning
*Not as anxietyprovoking as
thought before

Purpose of assessment i
language classrooms

*To measure performance
*To determine the level of success
*To decide students should pass or fail

*To provide feedback

*To improve student learning
*To diagnose weaknesses and
strengths

The role of the teacher in
assessment in language
classrooms

*Preparing exams
*Scoring
*Judging in a harsh manner

*Evaluating the process
*Guiding

*Giving feedback in a kind and
positive manner

*Interpreting the grades

Assessment techniques i
language classrooms

*Traditional exams
*Quizzes
*Multiple choice tests

*Portfolios
*Performancebased exams
*Less traditional exams

The first focus of the questions in the reports was to uncover the opinions and feelingspaftitipants

regarding assessment in language classrooms. The findings showed thathevplrticipants had quite

negative connotations with language assessment such as increasing stress, provoking anxiety and providing no
contribution to learning, thisegative perspective disappeared at the end of the semester. With the help of the

course the participants started to think that language assessment was a must for effective learning and it had a

more facilitating role than the anxiety provoking one. TRROORZLQJ H[FHUSWYV IURP D SDUWLEF
reports provide an example how their perspective changed at the end of the semester.

3, QHYHU OLNHG EHLQJ DVVHVVHG , DOzZD\V IHOW QHUYRXV LQ DOO P\ H[DI
nealed those exams because we just memorized something and teachers were asking about this memorized
NQRZOHGJH««««7KH\ ZHUH WskhHoollOR. XM EXAW VRK HRX@HYHU FRQWULREXWHG WR
reportl)

S««« , ZDV TXLWH QHJD Wéd ofldsdadsiRexiat ivekbledyinring Vout now it is crystal clear to me that
assessment is somethingttehould be done to facilitat¢ WX GHQWVY OHDU Qtrépdrt2) 3IDUWLFLSDQW

Another point that significantly changeth the SDUWLFL S D QW Wds t8eHpuNd&sEl BVéds¥ddrient in
language classrooms. At the beginning of the course, the participants commonly thought that assessment was
used in language classrooms for giving grades and deadimghetheistudents should pass or fail. However, at

the end of the semestethe participants embraced different ideas on the purpose of assessment in language
classrooms and thought that it was used to give feedback to students, to improve their learning, and diagnose
their strengths and weaknesses duringehening process. The following sentences from the reflection reports

of the same participant emphasize how her perspective changed regarding the purpose of assessment.

37KH DLP RI
HQG -

DVVHVVPHQW LV WR PHDVXUH VWXGHQ@Wiviadadrede RII@FH E\ DS S
3 D U Wetepar@)D Q W
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3,Q ODQJXDJH FODVVURRPVY DVVHVVPHQW VKRXOG EH XVHG IRU D QXPEHU
sides of their learning process and giving feedback about to what extent they &cBisc «« ,Q D ZD\ WKH PDLC
UROH RI DVVHVVPHQW LV WR LPSURY4kepdW®)XGHQWVY OHDUQLQJ ~ 3DUWLFLS

When the findings from the reflection reports were considered, it was also seetheh&DUWLFLSDQWYV Y
perspectives related with the role of teachelanguage assessment also changed. Whereas, at the beginning of

the course, they perceived the role of teaghethe assessment process as preparing exams, scoring or judging

GXH WR WKH H[DP UHVXOWYV WKHLU RSLQ LaRiQe/erd Qf tiié Haus& K &hd twfy UROH F
started to perceive teachers asscouraging, helping figusewho interprethe grades and give feedback for
VWXGHQWVY LPSURYHPHQW 7KLV FKDQJH FDQ DOVR EH VHHQ LQ WK
reflectionreports.

37R P\ RZQ H[SHULHQFH WHDFKHUV JHQHUDOO\ SUHSDUH H[DPV DQG VFI
IHHGEDFN EDVHG RQ WKH PLVWDNHV VWXGHQWY PDNH EXWrep@l)HQHUDO V

S««««« THDFKHUV MWWHHUSLDGMN IRU VWXGHQWY DQG JLYH IHHGEDFN IRU W
role is not to prepare exam but to know how to use the scores they get from various types of assessment in a process
IRU VWXGHQWVYT LPSUR YridgoPQW ~ 3DUWLFLSDQW

The kst point that changed ithe SDUWLFLSDQWVY SHUVSHFWLYH ZDV DERXW WKH
language classrooms. At the beginning of the course, the participants expressed that traditional exams that
included true/false, matching or filh-the-blanks questions, vocabulary or grammar quizzes and large scale

multiple choice tests were the assessment techniques used in language classrooms. However, at the end of the
semester, they started to believe that the amount of these traditional exams shkiegldtdsed and portfolios or
performancebased exams should be integrated into the assessment process in language classrooms. The
sentences below summarize hthe SDUWLFLSDQWVY SHUVSHFWLYHV FKDQJHG RQ WKH

37R DVVHVYV VigiXaBad, QY Yelst &&yUls to prepare a combination of different question types such as
PDWFKLQJ RU ORQJ DQVZHU«« 1R VLQJOH W\SH RI TXHVWLRQV VKRXOG
SHUIRUPDQFHV EHWW H U « havethoSelegams fodetly K BXOQGY L Farepar@)W

SOHDVXULQJ VWXGHQWVY SHUIRUPDQFHVY LQ O DPQckEsD«dk FROUDW MRURLARPN LK R X
which students can have the opportunity to compile their products and demonstrate a long term performance should
be XVHG LQ ODQJXDJH FODVVURRPV DV #Egot)VVPHQW WRROV ~ 3DUWLFLSDQ

In addition to the reflection reports that aimed to revBabparticipantsfichanging perspectives throughout the

semester, a focus group interview was also conducted to finthewontribution of classroom assessment
course in the eyes of the participants. The findings derived from the interview are shown in Table 3.

Table 3. Finding®f the focus group interview

Research focus Themes

Contribution of *understanding assessment better

classroom assessment *feeling more knowledgeable as a prospective teacher in assessment
course *enthusiasm to study on assessment

The findings demonstratetthat Classroom Assessmenb@se the participants took during the semester also
helpedthem understand the notion of assessment better, feel more knowledgdalsdield and increagheir
enthusiasm to study more on language assent, all of which contributéo language assessment literacy
development of the participants.

The first wint that the participants thought as a major contribution of this course was that they understood
assessment better. According to their expressithie notion of assessment was directly associated with exams
and scores which made them perceive it agessul process for students and heavy workload for teachers.
However, after the course, their opinions completely changed and the following utterances by an interviewee
highlighted howhis perspective changed:

Now | know what assessment means, in itd sense. | mean, what | used to know was a very little part of it, this is
what | understood. Now, | know assessment is for learning, | mean it has an important supportive role in learning
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process. With all its types and techniques, we need to use fbakfar improving learning® , Q W H U YHfioldug H H
group interview)

The participants in the interview also expressed that they startibl more knowledgeable g@sospective

teaches in language assessment after taking this course. They thoughhtlveihg about language assessment,

its role in language learning, assessment types, assessing language skills etc. made them feel competent as
teacher candidates, increasing their-sffitacies as prospective teachers. The expressions of a participant i

the interview summarize this contribution.

3+RQHVWO\ , DP UHDOO\ KDSS\ WR KDYH WDNHQ WKLV FRXUVH WKLV VHPH\
things about assessment, from its real role and to some specific techniques to assefe®lgkilsike an expert

VPLOLQJ LQ ODQJXDJH DVVHVVPHQW«« , IHHO P\VHOI OXFN\ EHFDXVH , NC
about this stuff but | know all about them as a-mMé&lUYLFH WHDFKHU WKDW PDNHV £#H YHU\ KO
focus goup intervievy

The last point that the participants considered a®raribution of Classroom Assessmenbutse was the
enthusiasm to study on assessment. During the interview, it was observed that the participants were feeling quite
positive for having dken the course and in addition to feeling more knowledgeable in language assessment,
some of them expressed a certain enthusiasm to learn more and improve themselves in this field of study. At this
point, Interviewee 7 expressed her ideas quite willinigising the interview.

S33UREDEO\ WKH ELJJHVW JDLQ IRU PH LV WKDW , HQMR\HG UHDGLQJ DQG
different than the teaching of a language, and quite dynamic, | hfeahthat! will always keep myself fresh and

updaWHG LI , VWXG\ R @etlaWastel] ¥ D@MhaWRgraduate and for now, | clearly want to study on
VRPHWKLQJ UHODWHG ZLWK ODQJ Xfacdsigrbuyg intevish HQW ~ ,QWHUYLHZHH

When the finding®f boththe reflection reports and the fgroup interview arexamined, it can be seen that

Classroom Assessmenb@se the participants enrolled in not only changed their perspectives positively on the
UROH DQG SXUSRVH RI ODQJXDJH DVVHVVPHQW D Q@emWridddtaidtbey 1 UROH
nature of assessment, made them more knowledgeable and aware in the field of language assessment. Taking all
these into considation, it can be said that the Classroom Assessmentrs€ contributed to language
assessment literacy devptoent of the participatingFL preservice eachers.

Discussion

Studiesfocusing on assessmemlated competencies of language teachersdafiding language assessment

literacy (LAL) to put forward a framework mutually highlight the importance of EFLDFKHUVY DVVHVVPH
knowledge and familiarity with assessmesliated conceptd-(licher, 2012InbarLourie, 2008 Malone, 2013).

In that sense, making peervice teachers familiar with those concepts and any contribution to increase their
knowledge anddmiliarity with language assessment in their initial trainingrty the preservice program are

highly suggested by the same literature. The findings of the current study, at this point, present aoninsight

how a Classroom Assessment Course patentidly change the perspectives of gservice teachers on
assessmenklated issues and contribute to their LAL development.

One of the major findings of the study was related to the purpose of language assessmdanhgedbithe
participants. While itwas directlyin relation toonly measuring performance or pda# decisions at the
beginning ofthe semester, their perspective shifted towards assessment for improvement and learning, which is
ideally the currentendency in the last decade regardimmgyv teachers should see and practice assessment in
their classrooms (Chappuis & Stiggins, 20¥gilliam, 2011). Moreover,the participants also reported their
changing perspectives on the role of teachers in language assessment, from a scorer to aigtédereted of

exam resultsfor the betterment of the learnitgaching procesdlt is undeniable that assessment process
includes various duties and tasks such as developing tests, scoring and interpreting, and teachers are responsible
for them as part ofheir profession (Mertler, 2003). However, with the emerging concept of assessment for
learning, teachers are expected to become more awaned conscious about what, how, and why they are
making use of assessment practices to make better instruatesisions (Stanford & Reeves, 2005). For this
reason, helping prservice teachers gain such a perspective during their initial teacher training years is not only
noteworthy for their learning to teach process but also contributes to their LAL developimaty, changing

the perspectives of pigervice teachers on assessment techniques that should be used in languagenslass
was another major findingAt first, the participants were aware of just the traditional methods of testing and
assessment; hower, at the end of the semester, most of them expressed that they were in favour of using
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process and performance basmu assessment techniques in language classrooms that are regarded as a
prerequisite for the quality of the instruction and learningyftis, 1999).

The other set of findigs derived from the focus groupvealed that, with the help of I@&ssroomAssessment

Course, the participants understood the concept of assessment better and they started to feel more competent and
knowledyeable inanguage assessmemhe sudies recently focusing on the assessment knowledge anafevel

EFL teacher§Olmezerg]W+UN $\G 00 & Atay, 2017 Vogt & Tsagari, 201} demonstrated a low

level of LAL and certain problems related with assessment etampies of EFL teachers. As a solution for this,

they suggested an increase in the number of coarse training opportunities for EFL teachers in both-pre

service and irservice levelsFor instance, studying witB88 preservice EFL teacherfelLuca ad Klinger

(2010) reported that the testing and assessment course contributed positively to their knowledge and confidence.
,Q WKH VDPH ZD\ +DWLSR=+0OX DOVR PHQWLRQH GeWiteHeaSiRMLWLYH D
towards English Languaglesting and Evaluation CourdBeing parallel with the results of these studibe

current study provided important findings on how the integration and implementation of a potential course on
assessment would serve in training more assessment ltemateers in language teacher education programs.

Conclusion

In the last decade, language assessment literacy (LAL) has been one of the primary concerns of both researchers
and practitionesin the field. In addition tahe studies identifying the needsyels and competencies of teachers
related with language assessment, there have been several attempts that call for the exploration of courses,
trainings or methods that would potentially contribute to LAL development of bothepvice and irservice

teachers HDW L SR+ O X gari & Vogy RB017). Addressinthis need for research, this study outlined the
changing perspectives &FL pre-service teachers througblassroom Assessmenb@se. The resultef the

reflection reports ofthe participants put forward aignificant change in the perspectivesEfL preservice

teachers regarding their feelings about assessment, the pofpasgessment in learning process, the ofle
teachers in assessment and the assessment techniques used in language classrdessthBefandings

derived from the focus group interview revealed ttegt participants understood the concept of assessment
better, felt more knowledgeable in assessment asqikéce teachers and had more enthusiasms ty st
assessment at the end@assroom Assessmenba@se.

Being conducted within a specific course content and with a limited number of partic@pauthslimitations of

the current study. However, with the methodology it follows and the findings derived from the data collection

tools present an understanding on HEML pre-service teachers can be made more awhessessment during

their preservice education and how a course contentaontribute to their LAL development. In this regard,

the findings of the current study alserge as suggestions to be implied in-pegvice language teacher

education programs with similar contextual characterigtitse one in this study. In other words, it can be seen

that language teacher education programs should be enriched with moralopticompulsory courses to train

teacher candidates on language assessamghteducate more assessment literate language tea8bkefsr

research suggestions, it is believed that the research focus should urgently shift from identifying language
teachdd V  aHHI&els related with assessment literacy to exploring the effectiveness and contribution of
FRXUVHV WUDLQLQJV RU ZRUNVKRSV RQ ()/ WHDFKHUVY /$/ GHYHORS
opportunities and how these opportunities arellOHFWHG LQ WHDFKHUVY VKRUW WHUP DQG
DOVR EH LQYHVWLIJDWHG ,Q WKDW ZD\ WKH XQLTXH DQG PRVW HIIHFV
literacy can be explored and important stepisavemore assessment literate teachcan be taken.
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Abstract

This research has been performed in order to compare the preschool education in Turkey and Ohio early
learning standards and the values in the introduction and objective section of both curricula. Theastudy
carried out using damnent analysisThe data collected in the research covers the Preschool Curriculum of
Turkey Ministry of National Education (MNE) 2013 and the Early Learning Standards of the USA, Ohio. The
programs of both countries have been ased through their official websites. In Turkey a single and joint
program, prepared by the Ministry of Education, is used in Preschool education. In the state of Ohio, preschool
education institutions organize their programs according to common standacdsding to the survey, the

values about Atatiirk and being tidy exist only in the objectives of preschool education program in Turkey. The
values of conservation of resources, conservation of natural life, cultural heritage, balance, and creatitity are n
included in the preschool curriculum objective statemehi®urkeybut they are integrated in the explanations.
However, these values already exist in the Ohio early learning standards. On the other hand the values such as
justice, scientific thoughtourage, environmental awareness, effective and efficient use of language, discipline,
etc. are included in the Ohio early learning standards.

Key words: PreschoolCurriculum, Early learning staads, Values education, Turkey, Ohio

Introduction

Throuwghout the human history, numerous and different forms of definitions have been put forth by scientists,
rulers, clergy or researchers who have been trying to draw attention to the concept of value, which has been
expressed on religious or secular platforansl has numerous discussions, researches or studies. According to
Ryan & Bohlin (1999) character is the sum of our intellectual and moral habits. So, the character is a
combination of our good habits, virtues and bad habits that make us who we aregddets:nd bad habits

point to us and continuously affect how we react to events and challenges in our lives (Ryan & Bohlin,1999 p.
9). Rokeach and Regan (1980) defines the value as persistent beliefs that determine whether the consequences of
specific behalrs or a specific situation is acceptable for personal or social purposes. In other words, the value
is a continuous formation of beliefs related to the preferred style of behavior or the final state of existence. On
the other hand, Schwartz (1999) defirthe concept of value as beliefs that lead to human behavior, choices or
evaluation of these behaviors and choices that are intended to be achieved and that are striving for it.

In the researches carried out in the field, it has been observed thatofaddlesation has been approached with
different dimensions in different names, such as moral education, personality education, character education, but
it has been kept ufw-date in all cultures and societies throughout the history of education. Aristfatinous
VD\LQJ P(GXFDWLQJ WKH PLQG ZLWKRXW HGXFDWLQJ WKH KHDUW LV QF
of values education. Quality education is the education that includes the values education (Lovat & Clement,
2008). In addition tdnnovations, changes and advantages brought about by technological development; the
people of the 21st century are increasingly experiencing various problems related to violence, social problems,
lack of respect for each other. For this reason, parentgdunchtors in particular, and usually countries, focus

on teaching the values as part of the solution. While humanity benefited from technology in many areas such as
transportation, communication, trade, economics education and migration through gliobaliddferent

cultures have opened their doors to each other and necessity to live together has arisen for many societies

’ Corresponding AutholEmin Tamer YENEN, tamgenen@hahail.com
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because of the intensity of their communion. Creating a better world for everyone is at the heart of the
educational concern. Howevavhen activities based on raising awareness about values are introduced, students
can adopt valubased behaviors and benefit at the highest level when appropriate and effective guidance is
provided to discover the values (UNESCO, Living Values Educ&?iod5).

Values are regarded as teachable and learnable phenomena. However, in the 21st century. The transfer of values
to the next generation in the world has been a process in which more difficulties were encountered compared to
previous years. While mgnvalues adopted and supported by society could be transferred through life in the
past, today only experience is not enough. School and family have to take more effort and responsibility than
before because the child is exposed to a wide variety of st@mndlforms a system of values by being affected

by many factors. It is a social duty not to leave the development of values in children to coincidences and out
of-control mechanisms (Gdmleksiz, 2007).

The education system of a society and its institgtiand organizations are important units that display the

values of that society. As a social institution, the school ensures that social, cultural, universal and social values

are transferred to children through educational programs. The school shooldynehsure academic success,

EXW DOVR HQVXUH D FKLOG WR OHDUQ DERXW WKH FXOWXUH DQG YD
educate qualified and moral individuals in a society with the education of values given in schools (Aspin, 2000;
Halstead & Pike, 2006). Dewey (2013) also stated that schools play an important role in the moral development

of children and they should offer opportunities to transform these values into behavior. Schools that reflect
ethical values to learning environmendsntibute to social transformatio(Cooper, 2014)Therefore, the

acquisition of values in early childhood is important for the continuity of societies. Values education, which is

vital for societies, is passed on to the younger generations througtdubatienal programs of the countries.

States present their general and specific objectives in educational programs. These goals include many elements
from academic skills to culturealuesand health.When we look at the main objectives of both countities

are the subject of the researcmamg the main objectives of the Turkish National Education System preparing

students for life in a healthy, happy way and to equipping them with knowledge, skills, values, attitudes,
behaviors and habits that will @le them to become good people and good citizens. In this context the
objective of values in the education process and transferring to new generations are very important in terms of
achieving the goals and cultural continuity (MNE, 2017). On the otheat,ltha US Department of Education

PDNHVY WKH IROORZLQJ VWDWHPHQWY DERXW W¥eHvavt \daiHchidrerstd UVR Q ZK
develop respect and compassion for others. We want them to be honest, decent and considerate to comply with

the law,cooperate with others and act responsibly. We want them to make sound moral choices. The benefits of
encouraging the values of the child are great: those who grow stronger, consigenitlampositive values are

happier, they are better at school, andeth are more likely to contribute to sociefy 86 'HSDUWPHQW RI
Education, 2003).

Given that valuegducation is given in schools from an early age, a comparative study-sfhmel education
programs in the context of valueducation will provide an opportunity to look at the valadacation literature

from a perspective thditas rarely been studied befoResides enhancintpe wealth of our perspective the

field of values educatiqrhis study hopeto ensure that the lack ofterest on ealuating preschool education
program on pproaches and applicatioimsa holistic nanner in the context of values educatiorT urkey. First

of all, it is an important need to determine which approaches are taken as basis in relation to gaining social
skills, moral values, attitudes and behaviors in the preschool period in Turkeypginestind evaluating these
approaches and comparing them with the United States, which is a pioneer in values education, in terms of
contributing to the field.

In the study, one of the important reason for comparison with thegh@l curricula of Turkeand Ohio, a

state from the United Statds,the fact that the United States is a country that stands out in values education and
has a wide variety of program studies in preschool educataneseducation has a rich history in the United
States, esmdally in public schools, in terms of the activities teachers do to build a good character both in
lessons and in other activities (Turan, 20Mhen we investigate at the history of American education, it is
seen that there is an effort to add value,clwhs expressed with the concepts of moral education first, then
values edcation and character education (Watz, 20Idylay, prepared with the encouragement and support of
the federal government character /values education programs have become morerpramd are still
compulsory in many states. The multiplicity and diversity of character/values education programs, the freedom
provided to states, educational districts and even different schools in the same region, and the competitive
attitude supportetly state funds increase the wealth in this field (Kesgin, 2015).
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Every socief has its own unique values. this context, to educaigualified citizens, valuesducation should

be given in schools. Becauseheols are an indispensable pienén teachig values education (Aspin, 2000).

In different countries, many programs are implemented under the name of personality training to teach values,
starting from preschool education and continuing within a systematic program. These programs, which are
based a the development and learning of the child, bear similarities in terms of both application and content.
The values that are tried to be gained with regard to values education constitute the common point of the
programs SHNGR+DQ

In this context, the question @fhen to start values educatibas become one of the research areas of values
education. Many educators and specialists focus on early childWatges develop by benefiting from many
sources and thefUVW EDVHV RI LQIRUPDWLRQ DERXW YDOXHV DUH IRUPHG LQ
6 D U O NEanyDchildhood is a critical period in which the physical, social, emotional, cognitive, psycho
motor, language and moral development of a chittiésfastest and covers the age range up to the age of seven
(Hildebrandt & Zan, 2008; Piaget, 2005tudies related to the subject state that values education in early
childhood has positive effects on children. Trout (2008), in the study examininffabts @f values education
on children in the prschool period, found that children five years of age and under had higher scores in
understanding, recognizing and converting values compared to children who were educated before the program
existed.In gereral, Preschool education institutions which have traits of being the nexf stépcation in early
childhood,have a great responsibility to provide and support the child's cognitive development as well as their
social and emotional development. Howevérnis support can be provided by a healthy planning and
implementing the teaching of values that direct the attitudes and behaviors. Thus, children who determine the
future of societies are not only the future of their family, of their environment atiet ;fociety in which they
live, but also they are the future of humanity. Therefore, the objective of values from the early years of life will
not only result in the development of value, but will also make it an honorable and harmonious member of
humanityy while developing the child from social emotional aspect (dst@n, et. al. 2014; Recchia & Beck,
2014; Sigurdardottir &Einarsdottir, 2016; Thornberg, 2016).

Curriculum development studies are performed and carried out by the Ministry of Natioicatibd in Turkey.

In Turkey, the year of 1994 may be regarded as a turning point in the Preschool curriculum development
process. Prior to 1994, theveas no centralized curriculutmat would meet common needs in this field and
which had adequate targetdhtarget behaviors in terms of the qualifications required in a curriculum. The first
draft curriculum in early childhood education was adopted in 1989 and an official Preschool education program
was prepared for the first time in 1994. In line with chaggheeds and developments, Preschool education
programs were developed in 2002 and 2006. Preschool education programs prepared in 1994, 2002 and 2006
were organized in accordance with the age of children and their developmental charact@iklcs2@L7;
*HOLUOL <D]OFO . Q®OU MYFHEIDY. Within the scope of the project of
strengtheningoreschool educatiowith the data obtained from national and international scientific resssarch

and evaluation processes of the programipua arrangements were made in the Preschool education program

in 2012 and pilot applications we introduced in the same yedn the 20132014 school year, it was
generalised across the coun{MNE, 2013). There is no separate section or practice hreyaducation in
preschool programs. However, values such as love, respect, cooperation, responsibility, tolerance, solidarity and
sharing are among the basic principles of preschool education. In 2013, the program included the title 'taking
into consideation cultural and universal values', and the expressfatués are not considered as a separate

field of education in the program, but they are emphasized in the gains and indicators in an holistiwagay

stated as a special emphasis on values educ@MINE, 2013, p. 17).

In the United States, Early Childhood Education programs are not central. Each state establishes and
implements its own educational standards. However, there is an organization called the National Association for
the Education of Yong Children, which studies on common standards and is widely accepted throughout the
country. National Association for the Education of Young Children is apmofit private organization. It is not

funded by the government. It is a professional membely ibat proposes standards for the field. It also
provides accreditation for child development education programs and higher education programs that train
teaclers. Some states have mandalBEYC accreditation for teachdraining undergraduate programs$ o
universities. Accreditation of the institution for many child development programs is a way to ensure that these
candidate parents are loigh quality. This organization provides unity betwaesearch, policies and practices

to encourage all children, @ are 68 years old, to receivéigh quality education. It alssupports the
development of various dynamics related to the early childhood profession and anyone who gives service
educate or works for children. In addition, the organization carries euvthld's largest conference on early
childhood education every year (NAEYC, 2018).
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The Ohio State Department of Education in the United States of America launches the vision of early childhood
education as 'All children are precious, healthy and hafjn. same unit also expresses its objectives that
children have high quality education and care and environment, they have service and support for their
comprehensive healthy development and families have meaningful community and parent support. On the web
page of the early learning department, there are also a number of resources designed fohaltighacemeet

all public needs (Early Childhood Ohio, 2017).

,Q WKH 6FKRRO 5HDGLQHVYV 6ROXWLR QwirgUcRidren 8§ Xiae@1l OHoHG D ERR
6FKRRO 5HDGLQHVV SUDFWLFH VWUDWHJILHV ~ ZKLFK FRQWDLQV WKH N
These principles are based on responding to children's versatile and healthy development. In order to achieve
this, the support to be @gwn to families starting from the prenatal period, the role of the government and
institutions are summarized and the importance of equality, sustainability and high quality is emphasized in all
services to be provided (Early Childhood Ohio, 2017).

As it can be seerhoth nationswant new generations to have values and begin values education as early as
possible.In Turkey as in the whole world, the importance of early childhood education is increasingly better
understoodHowever, the soci@conomic and ditical changes in the country affected this area as well as all
other areas, and delays were experienced in the renovation and development works. Research on children in pre
school period, their parents and teachers and values education needs to Bedr@néaexpanded in Turkey
(Ogelman and Sarikaya, 2015). Acquiring the values of abstract concepts to preschool children requires a well
organized structure considering their developmental characterksticshis reason, it is of great importance to
exanine how the elements related to values education are included in educational programs. In addition, the
results of several smadicale studies conducted by various researchers document thainpeey education
contributes to better education, professiara social outcomes for disadvantaged children in the long term as
well as children with normal opportunities and developmental characteristics, and-&fectste. However,

the results of largscale, longterm studies also indicate that early chddd education positively affects the
economic success and health status of individuals over the following year (Melhuish, 2011; Reynolds et al.,
2011).When examined the literature, various comparative researches about values education were found (Bursa
& CengelciKdse, 2017; Dede, 201#arlin & Morgan, 2009 7TKRUQEHUJ 2+X] 2Q WKH RWK
the related literature, any various comparative aeggeabout Preschool programstandards between Turkey

and Ohio were not found. It is thought that the evaluation of the values in early childhoodcedstzatdards in

a different country in the context of values education in comparison with the Preschool education program in
Turkey will contribute to the literature. In addition, it is thought that determining how values education is
applied in preschooleducation programs comparatively, determining the problems encountered in the teaching
process and making suggestions for the development of applications will contribute to thehfeeldsearch is

limited to examining the prechool education prograna$ two countries. Thelatain the researcks limited to

written sources; reports, official documents, official websibemks and article obtained in the state of Ohio,
whereis one of the researcheras on dutyon about TUBITAK project namesgalues edcation in preschool,

and simultaneously obtained in Turkey

The purpose of this research is to compare the values in the introduction and objectives chapter of early
childhood education program and standards applied in Turkey and Ohio. For this ptneo®#iowing
guestions were asked:
X Which values have been included in the introductory chapter of the Preschool education programs of
the Ministry of National Education in Turkey since 2013?
X Which values have been included in the introductory chaptéady Learning Standards in Ohio since
20127
X Which values reflected on the objectives of the 2013 preschool curriculum of Turkey?
Which values reflected on the early learning standards in Ohio?
X What are the similarities and differenciesterms of valuegresentedn early learning educational
programsstandards in Turkey and Ohio?

x

Method

ResearchDesign

This study was carried out within the framework of a qualitative research appBratiment analysis method,
one of the qualitative research methodas used in this studythe examination of the document covers the
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analysis of written materials that contain information about the targeted cases or cases intended to be analyzed.
It can be used as a research pattern as well as a data collection teckn@@GOUOP ULPUHN S
Descriptive analysis was used to obtain data, as the unit of analysis, the basic concepts that express the values
and the objective phrases/standards that express values are based on. The programs/standards tidsoth coun
have been reached through official websitésluesin curricula of Turkey andOhio related presctool
education werexamined the scope and purpose ofdtuely and survey data weekassified separately for both
countries, edited, interpreted bytelenining similar and different aspects.this context
x First of all, the target groupstudent groupsin the preschool education programs of both countries
were determined in the research.
x Development areas in the programs were compared.
Topics incluled in the preschool education programs of both countries were introduced.
X Then, in the findings section, the values in the programs of both countries were presented in separate
tables.
x Finally, similarities and differences regarding the values includetthe programs of both countries
were explained.

x

In the studyprogramsand explanations were carefully reagd gainsabout values werdeterminedseparately
by both researcheis order to increase internal validity and to prevent the reflection aflikervers' prejudices
on the researchrhe data obtained by the researchers wemspared in terms of consistendy. addition, the
results were evaluated and compliance was checked by an independent resaéterhire consistency and
compliance hecksthe data were shown to three field experts; one of wikm the department of basic
educationand has works on values education, one of whom English department and the other one is a pre
school education experds a result of the controls, the nasof some values thaause misconceptions were
changed.

In order to increase the reliability of the study, it was explained in detail how the study was designed and
conducted. The data obtained from official programs were categorized and under wihiiclyhi¢lae values

were examined. The method of the research, the sources of data collection, how the study was analyzed, and
what kind of stages in the study were explained. The data obtained in the study were presented to the reader in a
descriptive mannewithout any comments.

Data Sources

The data collected in the study cover the Turkey MNE 2013 Preschool Curriculum and the Early Learning
Standards of the USA Ohidhe dda presented in the study are written sources suchepsrts, official
documentsofficial websites, books and article obtained ia #tate of Ohio andurkey. One of the impdant

reasons for choosing Ohid&®e in the study is that one of the researchasshieen to Ohio within the scope of
WKH 7h%g7$.n8rgdR Witk WHucation in gehoolThe values in the education programs/standards
applied in Turkey and Ohio Preschool education institutions were analyzed with the dimensions of "introduction
and djectives/standardsOhio State Early Childhood Education does not include a single program, consists of

a multifaceted and muklparticipating system. It has different structure from the one and common program
approach applied in Turkey. For this reasorthe analysis of the data, an approach which is appropriate to both
programs has been adopted and it has been tried to be handled systematically within itself. In this study, the
introductory chapter of the MNE 2013 education program implemented kejruncludes general aims of
national educatignprinciples and characteristics of preschool education. On the other hand, early childhood
care and services are organized in accordance with the common standards of many organizations working in
coordinationin Ohio State. Therefore, it differs according to its structure. For this reason, in the analysis of
MNE 2013 education program, the understanding of creating a systematic within itself and in the analysis of
Ohio early childhood education standards,uhderstanding of creating a systematic within itself was adopted.

MNE 2013 preschool education program was prepared fef23tonths old (age of-8) children and the
definition of this age group was made as "Child". Development areassepagatedn the program and age

groups were defined as-3B months old children, 480 months old children and &2 months old children in

each development area. Despite the fact that the behavioral examples of these age group were included in each
area of developnm¢, a common understanding was adopted in their achievements and indicators. The target
group of the MNE 2013 Preschool Education program includeg26tonths old children, so 6 years old
children, who are not included in the research. There is no profgnachildren younger than 36 months.
Therefore, the data were anadygsthrough common objectives.
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In the state of Ohio, infanexhildhood periods have been named. In early learning standards; the term infant is
used for individuals up to 8 months, ttegm Young Toddlers for which there is no term in Turkish is used for
the period between-68 months of infant and child and the term Older Toddlers is used for the period between
16-36 months. Standards are prepared for children from birth to 60 mogghsThe target groups of the
programs and standards subject to document analysis which are within the scope of ttle aesegven in the
table below

Table 1.Target groups of programs and standards included in the scope of research.

Preschool Curriculum of Turkey Ohio Early learning standards
Target group Definition  Scope of the Target group Definition Scope of
Research the Research

Birth-8 months Infant -
6-18 months Young Toddlers -
16-36 months Older Toddlers -

36-48 Months Child + 3-5 years old Prekindergarten +

48-60 months  Child + 3-5 years old Prekindergarten +

60-72 months  Child -

Data Collection and Analysis

Research data were obtained by document analysis method. Program instructions and official socument
constituted the data source in the relaeskarch. In this respect, MNE 2013 preschool education pragrdm

the early childhood education program implemented in ©htained from official ministry websitas a source

of data.Before the findings seion, the areas of development covered in the programs were compared and
topics included in the prechool education programs of both countries were introduced.

The preschool programs that are implemented in Turkey and Ohio show various similariticfeasadceis.

The main difference is that while there is only one program implemented by the Ministry of National Education
in Turkey, common standards that were created jointly by all partners that provide education and care in the
framework of early childhod education services are used in Ohio.

The basic similarity is that the areas of development in the program content are expressed very close to each
other. The areas of development in the programs that are implemented in Turkey and Ohio are shown in the
table below.

Table 2. The areas of development covered in the programs

Turkey Ohio

Language Development Approaches to Learning

Social and Emotional Development Cognitive Development and General Knowledge
Motor Development Language and Litergc

Selfcare Skills Social and Emotional Development

Cognitive Development Physical Health and Motor Development

There are five areas of development greschoolprogram in Turkey:Cognitive development, language
development, social and emotiomedvelopment, motor development, and -salfe skills. In Ohio, on the other

hand, learning approaches are considered as a separate area. Other areas are cognitive development, general
knowledge, language and literacy, social and emotional developmentplagical health and motor
development.

Preschool Curriculum Implemented in Turkey

In preschool education in Turkey, a single and a joint program prepared by the Ministry of INadiocetion

is implemented. TheMinistry of National Education 2013 Fsehool Education Program is based on the
"Preschool Education Program for Children of 5 Months", which was implemented to be developed in
2006. Within the scope of Empowering Preschool Education project, status analyses were made, as a result of
feedlack from various researches and implementations at the national and international level, a program
development study was conducted once again in 2012 and 2013 school years. The program aims to promote
healthy growth and selfare of children and to preparghem for elementary school by supporting all
developmental areas of children. Thus, the program provides for the children's gaining of rich learning
experiences. In preparation of the program, the developmental characteristics and needs of childadenwere t



IJCER(International Journal of Contemporary Educational Rese 29

into consideration, environmental conditions were reviewed and the program was decided to be a progressive
one. At the same time, the program is in a spiral and an eclectic structure (MNE, 2013).

The program that is being implemented in all preschduloughout Turkey, consists of six chapters apart from
the presentation part. In this study, the findings have been analyzed under four main headings. The aspects that
have been evaluated regarding the content analysis of the values are shown ie theldaabl

Table 3. Chapters of the Ministry of National Education 2013 Preschool Curriculum Implemented in Turkey
Chapters of the
curriculum to  be
evaluated in this study

Chapters of the Preschool Curriculum

Presentation

General Purposesf Turkish National Education
Objectives of Preschool Education

Basic Principles of Preschool Education

1. The Importance of Preschool Period

Introduction 1.1. The Importance of the Family
1.2. The Importance of Teachers
2. Introducing the PreschootiiEcation Program
Objectives Developmental Characteristics, Objectives and their Indicators

Planning and Implementation of Preschool Education
4.1. Preschool Education Environment and Learning Centers
4.2. Activity Typesand their Descriptions
Learning Process 4.3. Monthly Education Plan
4.4, Daily Education Flow

5. Evaluation of Preschool Education
5.1. Evaluation of Children
Evaluation 5.2. Evaluation of the Program
5.3. SelfEvduation of the Teacher

In this study, the chapter to be discussed as "Introduction” in document analysis covers the chapters of
Presentation, The General Purposes of Turkish National Education, The Purposes of the Preschool Education,
The Basic Pringles of the Preschool Education, The Importance of Preschool Period, and the Introduction to
the Program of the Preschool Educatidre chapteon Objectives covers The Developmental Characteristics,
Objectivesandtheir Indicators.

The Early Childhood Education Program Implemented in Ohio

Every State in the United States is implementing its own program. I8ttteof Ohio where the study was
conducted, the early childhood education institutes regulate their programs according to the commors.standard
These standards were widened by the joint work of Ohio Department of Education, Ohio Department of Job and
Family Services, Ohio Department of Health, Ohio Department of Mental Health and Addiction Services, Ohio
Department of Developmental Disabilitjg8hio State Office of Health Transformation and were acknowledged

by all institutions that provide children care and education services to those who are in the period from birth till
kindergarten as of 9th of October, 2012. Even though preschool imstgutidopt a different program, they
regulate their program according to these standégdsly Childhood Ohio, 2018)The schema regarding
standards in question is shown in the table below.

Table 4 Standards of the Early Childhood Education in Ohio

Relevant Area Strand Topic

Recognition and expression of emotions, The concept of
Social and emotional The concept of self  sense of seltomfort, selfregulation, sekcompetency
development area
Bonding, interaction with peers aratults, communicatior
Relationships and empathy
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Physical Health anc Selfcare, safety Large muscles: balance and coordination, Small mus
Motor Development applications touching, gripping, reaching, changing, mouth movements
Physical health Being aware of the My, physical activity, nutrition, self
care, safety applications
Approaches to Entrepreneurship Entrepreneurship and curiosity, planning, action,
learning reflection

Responsibility and Caution, persistence
persistence

Creativity Innovation anddiscovery, Expressing ideas and emotic
through art
Language anc Listening and Objective of language clearly, narration, soc
literacy development speaking communication
Reading Early reading, reading comprehension, fluency, writi
concept, phoological awareness, recognition of letters ¢
words
Writing Early writing, writing process, writing applications ar
composition
Cognitive Skills Symbolic thinking, reasoningnd problerrsolving
dcg\?enlggrient anc Mathemaics The perception of numbers / Number relations and opera

/ Algebra (Grouping and classification, modeling)
Assessment and data/ Geometry

Social work The concept of self (Social identity) /History (Historical
thinking and skills, cultural heritage) / Geography (Spa
thinking skills) / GovernmertManagement (Citizenshi|
skills, rules, and laws)Economics (Scarcity, production ar
consumption)

Science Scientificinquiry and application Earth and space science
Scientific physics (Energy) / Biology (Exploring the world
living things)

general knowledge

As can be understoddom the table, each development area is divided into strands (main branches) and each
main branch is subdivided. The area of social and emotional development consists of the main branches of self
and relationships, learning approaches consists of entrepsbipuesponsibility and persistence, creativity,

physical health and motor development consists ofcsel skills, safety, assessment and data practices,
physical health, cognitive development and general knowlextggiitive skills, mathematics, socitudies and

science. Language and literacy development amwssistsof the main branches of listenirand speaking,

reading, writing.

Results

The Values in the "Introduction” chapter in 2013 PreschoolCurriculum of the Turkey

In this study, the chgiers under the titles of "General Objectives of Turkish National Education, Objectives of
Preschool Education, General Principles of Preschool Education, The Importance of Preschool Period, The
Importance of the Family, The Importance of the Teacherpdnttion to Preschool Education Program" are
named "Introduction” in the 2013 Preschool Education Program of the Ministry of National Education.

The emphasized valu@sthis chapter are summarized in Table 5.

Table 5 Thevalues stated in the "introduction" chapter in 2013 preschool curricoddarkey

Introduction Value expressions
General Objectives of Turkis Atatirks nationalism; national, moral, humanitarian, spiritual and cult
National Education, values; love of family, countrgnd nation; duty and responsibility towarc

the Republic of Turkey, healthy personality and character, respect for h
rights, social responsibility

Objectives of Preschoc Gaining good habits, speaking Turkish correctly and beautifully
Education
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Basic Principles of Preschoc Understanding of democratic education, speaking Turkish correctly

Education beautifully, love, respect, cooperation, resmbility, tolerance,
mutualisation solidarity and sharing, setbnfidence, seiffespect, self
control

The Importance of Preschor Ability to develop positive attitudes towards learnisg)-worth and self
Period (The importance of th competence, Appreciation, love, trust

family, the importance o

teachers)

Introduction of the Preschoc Cultural and universal values, respect for diversity, coexistence in harmr
Education Program

The general objective of Turkish National Education is expressed €outearticles. These articles underline
what type of citizenship the Republic of Turkey wants. These vaeeslirectly emphasized in these articles.
The general objectives of preschool education cover children's cognitive and emotional developakiniy sp
Turkish correctly and beautifully, and forming good habits. The ArticldMRE, 2013) within the basic
principles of preschool education, gives direct place to the values as folldiish the education given in
preschool period, children's feeliagand behaviors like love, respect, cooperation, responsibility, tolerance,
mutualisation solidarity,and sharing should be developed. Education should ensure that the child respects and
trusts himself and should bring him or her sahtrol.” In addition, it is emphasized again and again that
correct and beautiful speaking of Turkish and that education must be provided within the understanding of
democratic education. In the chaptar the importance of preschool education, family valsash as close,
warm and sensitive relations, and trust are emphasized in order to ensure social harmony and success and it is
expressed that children who grow up in a family environment where vataesxperienced will have values

such as social competence, setirth, andself-competence. Values love and trust must come to the forefront

in the relationship between the teacher and the child. It is statedttisatmportant for children to recognize

the values of the society they live in, to adopt the culamd universal values in the aspect of being raised as
individuals who have the sense of responsibilismter the title ofConsiders Cultural and Universal Values"

of the introduction chaptesf preschool education progranm this way, the program enurages respect for
diversity and gaining experience in living together in harmony with individuals with different characteristics. In
the program, its expressed that valuedlucation is not considered as a separate field, but the objectives and
their indicators are emphasizeddrholisticmanner.Therefore, the preschool program does not directly cover
the objective, the activity, and the evaluatmocesses of values education. Since the program is emphasized in
a holistic way, it is necessary to make inferences about the values.

The Values Stated in the Introduction Chapter of the Early Childhood Education Standards in the State
of Ohio

The Ohb state early childhood education does not include a single program; on the contrary, it ifaceteti

and highly participatory system. For this reason, it has a different structure than the one and common program
concept applied in Turkey. Each dey@inent area is treated separately but with a holistic approach in teacher's
guides that cover the standards for each development area and the application of these standards. This is why a
special section that can be defined as "Introduction” does not ebistever, there is a brief introductory

chapter to the introduction of the standards. At the beginning of each development area, there is a general
description of the area. The parts of these descriptions that can be related to the values are sumitherized i
table below.

Table6The YDOXHV VWDWHG LQ WKH @QWURGXFWLRQ FKDSWStht¢ Rl WKH HD
Ohio

Development Areas The Values

Social and emotional development Obijective: Successfully building social worldgleveloping positive
relationships with peers and adults
Focus: Studies related to improving children's ability to han
attention, emotiongndbehaviors

Physical Health and Moto Objective: Children's development offeealthylifestyle

Development Focus: Gaining healthy habits, seffelp, healthy nutrition, being
physically well by developing the body in an effective and effici
way in daily life practices

Approaches to learning Obijective: Improving children's goal settings for themselves, plagn
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and objective skills by allowing them to utilize opportunities at
highest level and empowering children's social interactions
Focus: Entrepreneurship, curiositymotivation for coping with
difficulties, the underlying attitudes and tendencies towatte
experiences of social interaction and learning
Language and literacy Objective: Communicating effectively with their peers and adults,
Focus: Improving the skills of children of using the langua
effectively and efficiently for expressing themse=d
Cognitive development and gener Objective: Developing cognitive processes for learning in other ar
knowledge acquiring information about the social and physical world
Focus: Mathematics, social studies, science

In the introduction, theresia brief description of each area separately, each area's objective and focus are
summarized by providing justification. It alsmversthe objective of the emotional area as it supports all
development areas in a multifaceted way by not using direce vaetpressions. On the other hand, in the
introduction part, it is explained with various examples that language development is not independent of
cognitive development and that physical development is not independent of social and emotional development,
thus providing the fact that an area cannot be limited to only itself. So, the introducing part of the standards
develops a general point of view towards children's knowledge, skills, attitudes, and behaviors of all
development areas.

Values Reflected on tle Objectives of the 2013 Preschool Education Program of thdinistry of National
Education

Table 7.Valuesreflected on the objectives of th813 preschool curriculum of Turkey

Development  Objectives Relatable Values
areas
Language Uses #entive words in his/her speech. Kindness
Development  Waits for his/her turn to talk. Respect
Social and Expresses himself/herself in creative ways. Scientificity
Emotional Expresses someone else's feelings towards an event or a situat Altruizm
Development  Expresses his/her posii or negative feelings in a proper wi Acts positively
towards an event or a situation. Human rights
Defends his/her and others' rights. Ambition
Motivates himself/herself to accomplish a job or a task. Respect for diversity
Respects diversity. Responsibility
Describes different cultural features. Responsible
Fulfills responsibilities. consumption, Resourc
Takes responsibilityfor Atatlrk-related activities. conservation
Complies with the rules in environments. Atatirk
Maintains aesthetic values. Compliance with the
Recognizes the value of works of art. rules
Self-confident. Aesthetics
Explains that individuals have different roles and duties in sc Selfconfidence
life. The rules of soail life
Solves higher problems with others. Peace, Reconciliation
Self-care skills Employs the rules about selfeaning. Cleanliness
Makes the necessary arrangements in the living quarters. Regularity
Has an adequate and balanced diet. Healthy nutrition
Protects himself/herself from dangers and accidents. Safety
Takes healthrelated masures. Healthcare

According to the information shown in Table 6, the objectives that can be directly relatable to the values stated
in the 2013 Preschool Education Program of the Ministry of NatiBdatationfall into three development

areas. These development areas are language, social and emotional development,carel délfs. The
objectives that can be related directly to the values fall densely within the field of social and emotional
develpment with 14 objectives. These objectives can be relatable to twelve objectives. In the arecaoé self
skills, there are five objectives directed to the values. These can be relatable to five Madwesare two
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objectives directed to the values hetarea of language development, and these can be relatable to the values of
kindness and respect.

Table 8 Thevalues reflectedn the early learning standards in Ohio

Main branch Subject Values
Recognition and expression « Selfworth, Altruizm, Patience,
Self emotions, Responsibility, Seltonfidence
Self-regulation
The understanding 0
competence
Bonding, Love, Respect and obediendgooperation,
Relationships Interaction with adults Recondiation, Altruizm
Interaction and communicatio
with peers,
Empathy
Motor Development Large muscles: balance ar Balance
coordination
Sensorymotor
Physical health Physical movements, Being gamesome, Safety, Healthy nutritic
Nutrition, Cleanliness, Healthcare
Self-care
Safety applications
Entrepreneurship Entrepreneurship and curiosity, Courage Curiosity
Responsibility and Caution, persistence Responsibility, ~ Ambition,  Persistenci
persistence Discipline
Creativity Innovation and discovery Scientificity, Innovativeness

Expressing ideas and emotio Entrepreneurship, Appreciation, Aesthetict
through art
Listening and speaking Objective of language clearly The rules of social life, Kindnes:
narration, social communication Friendliness, Usage of language effectivi
and efficiently

History Historical thinking and skills, Cultural heritage
cultural heritage

Geography Human systems Respect for diversity, Human rights ai

responsibilities

Government (Management Citizenship skills, Cooperation, Justice, Reconciliati
Rules and laws Compliance with the rules, Respect for law

Economics Scarcity, production, and Opinion, Preserving sources, Consumpti
consumption responsibity

Scientific  inquiry  and Questioning, causendeffect Scientific thought

application

Earth and sace science Exploring the natural world Being productive

Biology Exploring the world of living Respect for natural life, Nature conservatic
things Environmental awareness

Objectives that can be associated with Ohio Early Learning Standardsydifattinto all development areas.

There are 16 values that can be associated with the 19 objectives in the cognitive development and general
knowledge development areas, 9 values that can be associated with 10 objectives in the social and emotional
devebpment area, 6 values that can be associated with 8 objectives in the physical health and motor
development areas,10 values that can be associated with 11 objectives in the approaches to learning
development area, 3 values that can be associated witte@tiebg in the language and literacy development

area.
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Table 9.Similarities and differences regarding the values included in the programs of Turkey and Ohio

Values in Turkey

Values in Ohio

Peace

Altruizm

Aesthetics

Respect for diversity

Human rights and responsibilities
Compliance with rules

Kindness

Positive Behavior

Peace

Altruizm

Aesthetics

Respect for diversity

Human rights and responsibilities
Compliance with rules

Kindness

Positive Behavior

Similarities Healthy nutrition Heathy nutrition
Respect Respect
Responsibility Responsibility
Self confidence Self confidence
Cleanliness Cleanliness
Reconciliation Reconciliation
Safety Safety
Consumption responsibility Consumption responsibility
Preserving sources Presering sources
SWDWeUNTV QDWLRQD Selfrespect
Regularity Nature conservation
Cultural heritage
Balance
Differences Scie_ntificity
Justice
Entrepreneurship
Patience
Autonomy

The values of determination, peace, altruizm, aestheéispect for diversity, human rights and responsibilities,
compliance with rules, kindness, positive behavior, health, healthy nutrition, respect, responsibility, self
confidence, cleanliness, reconciliation, safety, consumption responsibilty, preservicgssave found in

ERWK FRXQWULHY SUHVFKRRO HGXFDWLRQ SURJUDEF
regularity are found only in the objectives of Turkey's implem@npreschool education programhe

objectives of self respect, naguconservation, cultural heritage, balance, scientificity, justice, entrepreneurship

REMHFWLYHV RI

autonomyand patience are not clearly stated in the Turkish preschool education program but are stated in the
descriptions. However, these values are directly statedhim Early Learning Standards.

Conclusionand Discussion

The education of the values corresponds to the development of the ability of the students to assume their
responsibilities in general framework, to make the right choices, to improve the aqiidhty society they live

in, to be happy, peaceful, harmonious, and to develop the knowledge, skills, attitudes and behaviors that enable
them to live in the body and mind health as individua8\GOQ DQG $N\RO *«UOHU % HUF
&*FHOR+0OX g6z, 2016 WiB2009; Lickona996; Ryan and Bohlir,999; Schwartz, 2007).

The aim of the research is to compare the values in the introduction and objectives chapter of early childhood
education program and standards applied in Turkey and Ohio. In accordance with the main aim the similarities
and differences in terms of values presented in early learning educational programs/standards in Turkey and
Ohio were revealed in the studyrestiool curricula of both countries include various values. However, the
Preschool/early learning programme/standards implemented in both countries show a variety of differences and
similarities in terms of structure and content. Structural differences iaghi@ol education in the country is the

use of Turkey as a single and a joint program prepared by the Ministry of Education in general. On the other
hand, in the United States, each state implements its own standards. In Ohio State vetedy theared out,

even if peschool education institutions adopt a different approach to education program, they regulate their
practices according to the common standards adopted by all shareholders. All documents related to standards
and practices are published the early Childhood Ohio official website (Early Childhood Ohio, 2018).
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In the content of the preschool education program in Turkey, includes five different developmental areas. These
are expressed as Cognitive development, Language Development, &8atiamotional Development, Motor
development, Sel€are skills. In Ohio, it is considered as a separate area. Other areas that are cognitive
development and general knowledge, language and literacy, social and emotional development, physical health
and moor development and approaches to learning. Each development area is divided into strands (main
branches) and each branch is divided intolst#mches.

In the context of values indicated in the prograimis clearly understood that the values showediity.

Besides the universal common values of both countries sutW® FH NLQGQHVYV UHVSHFW« WKH
national values that they take attentidfor example n the U.S. Ohio self respecfutonomy, nature

conservation, cultural heritage et¢arsd out as national values, while in Turk WDW UNTV QDWLRQDOL
regularity are presented as national valdeslassification was made concerning the values in Turkey by Acat

and Aslan (2012). The Public and National values in this classificateoexaressed as patriotism, secularism,
nationalism, ownership of Turkish culture, sensitivity to national symbols and reformism/revolutionism. On the
RWKHU KDQG %DFDQOO DUJXHV WKDW WKH QDWLRQDO YDOXHV D
individuals who form a society and a culture. The main emphasis here is the common nature of the shares. So
individuals share common values. Therefore, the transfer of value to the next generation is the transfer of
common values and preferences. A tableY)D OXHVY EHORQJLQJ WR YDULRXV QDWLRQV KL
.DwbdoPrPdu ,Q WKLV WDEOH 7XUNLVK QDWLRQDO YDOXHV DUH
scientific, hardworking, solidarity, sensitivity, honesty, equality, toleranegdfsm, respect, love, hospitality,
responsibility, cleanliness, patriotism, importance of being healthy and caring for family unity. So, it can be said

that in the introduction chapter of the Preschool education program of the Ministry of National Edualatio

national values are emphasized.

Each field of development has been handled separately but with a holistic approach in the documentation of
Early Learning Standards applied in Ohio State and teacher guidance on the implementation of these standard
Therefore, there is no special chapter that can be defined as "introduction". However, there is a brief
introduction to the introducing of standards. At the beginning of each development area there are general
explanations on that area. In the explanai development areas are introduced and they are summarized in
which direction these areas focus. This section does not contain direct value expressions, but it supports all
development areas in a versatile way. In this section, it is explained by svamkamnples that no field is
independent from each other. The introduction chapter of Ohio early learning standards provides an overview of
the children's knowledge skills attitudes and behaviors of all areas of development.

This perspective supports theneral character education of the United States. The US Department of education
website states that the program for character education in American schools began in the 1840s. It explains that
it adopted a common understanding of character education9, 19renewed this understanding with the

slogan of No Child Left Behind and with the law enacted and expanded the support for Character Education in
2001 It also points out that one of the six goals of the US Ministry of Education is to promote stawerh

and citizenship among the youth of the Nation. The United States draws attention to the fact that the way
children are a responsible citizen is through having a strong character and emphasizes national values when
defining a strong character. TheSWepartment of education refers to people with strong characters who are
compassionate, honest and fair, set goals and meet, good judgment, respect others, respect and protect the
beliefs, have a strong sense of responsibility, citizens who are con@droedtheir communities, protect self
respecting (US Department of Education,2018). In the list madeMyE DQG .DWOOPO U 7KH 8QL
national values are included as liberty, privacy, the rule of law, human dignity, justice, loyalty, international
human rights, equality, responsibility, honesty, diversity, respect for authority.

It can be saidhat the values of the objectives in the MNE 2013 preschool education program can be associated
directly with the language, social and emotional development areas and with the development areearef self

skills. On the other hand, the values of theeobyes in Ohio Early Learning Standards can be associated with

the development areas of the whole. According to the results of the regezach, altruizm, aesthetics, respect

for diversity, human rights and responsibilities, compliance with rules,nks®] positive behavior, health,

healthy nutrition, respect, responsibility, setinfidence, cleanliness, reconciliation, safety, consumption
UHVSRQVLELOW\ SUHVHUYLQJ VRXUFHVY ZHUH SUHVHQWHG LQ ERWK F
nationality and regularity were reflected only in Turkey, values of self respect, nature conservation, cultural
heritage, balance, scientificity, justice, entrepreneurship and patience were only stated in Ohio. What is
noteworthy here is that, unlike Turkishrdaulum, the diversity of values is striking in the programs in Ohio.
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Research shows that the values of whole humanity around the world are common unchanging and rooted. These
values are classified in many different ways. Universal values which are comrmaconstantsThey don't

changeln most of the studies carried out on the subject, values such as love, respect, responsibility, fairness,
caring, tolerance, honesty and sharing take the first plakia,(1995; Gurhan, 2017; Josephson & Hanson,

2002; Komalasari & Saripudin, 2017.ickona 1991; Schwartz, 201Zajda, 2009 Many countries have

received values education in their curricula. When the values of these countries are examined, it is seen that
values such as truth, love, freedom, equalitytig¢es respect for oneself and others, responsibility and being
SHDFHIXO DUH FRPPRQ 'R+DQD\ 8QLYHUVDO YDOXHYV DQG FRXQW
However, it is not enough to teach these values theoretically; individuals should be aldendnstrate
knowledge, skills and attitudes that they can use in daily life (Fixler 2000). Therefore, in addition to the values
that need to be taught, it is of great importance what kind of approaches teachers follow in passing on values to
new generatins. Values education in Turkey has undergone different stages. The values education was
sometimes taught as a separate course and sometimes it was tried to be given to the students in other courses.
On the other hand, it is observed that Ohio State Eadyning standards are very rich and explanatory in terms

of reflecting values.

Recommendations

In this study preschool education programs in Turkey and Ohio were compairedht context ofvalues
educationWhen the preschool education programs athbcountries are examined, it is striking that there are
more development areas in the preschool education program in Ohio. In this context, the values given to the
students along with the universal value has been determined to be more than that aof Ifilikeywith the
results of the research the following suggestions can be given for the implementation of values education in pre
school educatian
X It can be advisedo offer a wider range of values education éwpanding development areas in
7 X U N H&$cWiod education program.
x Itis understood that national valudsX FK DV $WDW-+UN TV Q D VindBl&dalOniwetsaD QG UH J)
values such as peace, respect and cleanliness are emphaspegchool education progranm
Turkey. In addition to hese, valuedor the individual's selflevelopmentsuch as selésteem,
autonomy and entrepreneurship should be inclahebdexpanded as the program in Ohio
X Considering that values are abstract concepts and difficult to acquire in this age groupteconcr
experiences can be included irsichool and oubf-school activities in the programs.
x In the preschool education program, concrete and fun activities in accordance with the development
and cognitive characteristics of children about values educediofe increased.

For further studies:
x Pre-school education programs of different countries can be compared in different contexteor
context ofvalues education.
X Values education practices in different countries can be examined with surveyjeimtexnd
observation techniques.
X The relationship between perceptions of values with different variables such as age, gender, socio
economic level and developmental areas such as social, cognitive and physical can be examined.
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Abstract

7KH SXUSRVH RI WKLV VWXG\ LV WR GHYHORS WKH VWXGHQWVY VNLOO
the objects in fourtiyrade social studies. In alignment with the scope, an action research design was used in

which the researcher is alscetlkxecutor. A criterion sampling was used for recruitment which resulted in 17
fourth-grade students agreeing to participate in the study. Data coll¢éstitzincluded achievement test, open

ended questions, sestiructured interview formsvideo recordig and student journals. Wilcoxon signed ranks

test, grading key and content analysis were used in the analysis of the data. The results of the study showed that
there is a significant difference between the-test and postest scores of students in ebtbased activities.

Within the scope of change and continuity, it was seen that students can identify similarities and differences,

make estimations on the perception of future time, discover the effects of sociocultural context along with
change and caimuity, provide chronological visual evidences, and put them in order. However, it was found
WKDW VWXGHQWYVY FDQTW GHYHORS PXOWLSOH FDXVDOLW\ UHODWLRQ
relation to change and continuity from a limited qpegctive, that they do not consider different disciplines when
expressing the powerful effects of technology in change processes.

Key words: Change and continuity, Social studies, Time skills.

Introduction

One of the most important barriers to understanding the history is the difficulties that students experience in
understanding the change and continuity emerging in the process and comparing the similarities and differences
between periods (Maxim, 1997; Wabn, 2003). The interaction that occurs within the scope of the concepts of
change and continuity in the context of historical thinking causes students to experience numerous problems
related to these concepts (Sei¥a$eck, 2004). In addition, one ofetheast studied dimensions of children's
historical thinking skills is the way they understand how and why people's lives have changed in the process
(Barton, 2001, p. 887)et, Whitehouse (2015) considers change and continuity as a significant compbaent
holistic historical reasoning processnderstanding the change and continuity in historical events means setting
forth the inner structure of the historical events and the clear and comprehensible interpretation related to the
events (Tuna & Budak,1.3, p.637). Understanding the chamge continuity enables students to see the past

not as a homogenous whole or a series of events but as a complex flow of currents anetewantsr(Ford,

2015, p.10).In this context, the awareness of chronologyessential for the perception of change and the
ordering of the events with chronology can be seen as a qualified start (&eMaston, 2012; Wilschut,

2012). Perceiving chronology includes succession, change, continuity, the causes and consequsaugs, of ¢

or the speed of change and continuity; this is the focus and main principle of historical understanding and
qguestioning (Cooper, 2012; Hoodless, 2002). Chronological thinking, unlike chronology, is more than just
ordering facts and events as a mooenplex phenomenon that reveals caeffect relationships and changes
occurring in the process (Dral& Nelson, 2005, p. 81)Chronological thinking, unlike chronology, includes
understanding the cause and effect relationship as a more complex phend@@n WKH FKDQJH LQ WLPH
& Dilek, 2016, p. 130).With this aspect, perception of change and continuity constitutes one of the basic
elements of chronological thinking and related historical understandimigeover,in the literature, it is visible

that the perception of time and the ability to perceive the change and continuity are generally evaluated within

’ Corresponding AuthoBurcu Sel,burcusel3@gmail.com
This study is derived from the first author's doctoral thesis named "An Action Research Based on the
Pedagogies of the Object for Improving Students' Skills of Change and Continuity in Social Studies".
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the scope of the causdfect relation (Cooper, 2004, Ellis, 2007, Ford, 2015; Seix&eék, 2004), future time
(Hudson et al., 1995; Silvermah996; ThompsonBarresi & Moore, 199) and sociocultural aspect (Barton,
2001; Cooper, 2001, 201Eprd, 2015; Hodkinson, 2004; SeixasP&ck, 2004

One of the basic elements that need to be addressed within the scope of change and continuityredconside
causality. Change occurs due to multiple reasons andgé@sufiany different consequences (Ford, 2015, p. 9).

It is important for students to understand causality relationships so that change and its consequences can be
clearly perceived. Children with the skill in question find the opportunity to understand that the events occurring

in the past, present or futunappen based on certain caa$iect relationships rather than randomness. As the
concepts of change and continuity and cause and effect are closely related, the tasks assigned to the students
should generally involve these two elements (Seid&eck, 204, p.6). According to Blow (2011), the concept

of change is mostly ignored in the classroom and there are two underlying factors for this situation: The first
factor is that the difference between teaching what changed in the past (for example, th&®€&vehdion was

a great change in history) and teaching the meaning of historical change (for example, was the French
Revolution a big change for countries other than France?) can be easily blurred. The second factor is the
frequently encountered failur® tdiscover the nature of changdated concepts such as cause and effect.
Therefore, it can be said that within the scope of change and continuity perception, causality is a factor as
important as chronological thinking.

The perception of future time &lso considered another element that requires to be approached within the
framework of change and continuitfccording to Silverman (1996), foresight requires children to understand

the relationship between change and continuity and to know somethiogtabaate of change for changing
qualities. While children acquire the essential ways of organizing the complexity of the past with the ability to
perceive change and continuity (Seixas, 2006, p.6), they can also create a vision regarding the fattye. In
especially change is a process with different speeds and patterns. The moments when the change process
changes direction or SHHG DUH 3PLOHYVW®RQIA,VZ0125 Hhdrefore, the child who designs
SKLVWRU\" UHJDUGLQJ W K hhah)XédvetdaflcHange AhdreBnRnuity toQethdf (Silverman, 1996,
p.11). In this line, Counsell (2011) draws attention to the analysis of change and continuity (use of its
scope/nature/type, speeahd proportional characteristics), and the types of questielated to change (e.g.,
3ZKHQ" TXHVWLRQV" TXHVWLRQV DERXW VWDUWLQJ DQG HQGLQJ SHI
periods, questions about the speed or nature of the change.

Another factor to be considered in the teaching of kilete perceive change and continuity is the sociocultural
context. Historical changes arise from the actions of the historical actors and the social, economic, etc.
conditions affecting these actors (Ford, 2015, pF8}.example, continuity preservds existence in the most
concrete and obvious way for centuries in rituals, celebrations, traditions, language, in short, in culture. It may
be important to build the perception of change and continuity as a part of the student's sociocultural
environment.In fact, the most accessible historical information for primary and secondary school children is
related to the changes in material culture andepat of daily life (Levstik &Barton, 1994, p. 43). While
students producan understanding of history, thieare more dependent on cultural transfer than the techniques
they use in miaiematics or science (Brophj ¥ansledright, 1997, p.27). In the research conducted by Barton

SEXOWXUDO WRROV™ WKDW VKDSH WKH X Q¢ bask/ Bn@ @ hathth& | FKDQJ
USA and Northern Ireland, soctultural differences in the way young children express how and why social
and material life have changed over time. In a similar study conducted by Epstein (1997), the importance of
socioculturalapproaches in the historical understanding process was emphasized, and the experiences of
students themselves or their families regarding ethnic identities and / or immigrant status were determined to be
important factors in building their ideas about cepts such as historical understanding, representation, ghange
and empathy. In the study carried out by Levstik and Barton (1994), the focus was on the change over time, and
it was seen that the most obvious and widespread response given by children detailtthe changes in
material culture and everyday events.

As can be seetie ability to perceive change and continuity is also important in terms of teaching social studies

for creating both chronological thinking and causality, and sociocultural context and a future perspective.

Although the ability to perceive change and continis included in many national and international curricula

as a skill, the concepts in question bring along some problems in terms of the teaching dimension by their
nature.Although change and continuity are obviously in the center of the history,iedféetching of these

processes inevitably brings forward important difficulties (Vella, 2011, p. 16). For instance, it is difficult to
GHILQH ZKDW LV PHDQW ZLWK 3FKDQJHHQDWV W B ORFDHY BRABJIQYVRIO @&/ K
Problems expeeinced in the perception of change and continuity are often reinforced through teaching
programs and WFODVYVY SUDFWLFHY 'HPLUFLR+OX +D\OUVHYHU .LULU
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Oztiirk, 2011) There aremanystudies which demonstrate tttae ability to perceive change and continuity is
positioned in the curricula in a "vague and inadequate form (De ®®wiekomp, Von Boxtel, Ros Blarnett,

2014 Martin, 2013 Sel & Soézer, 2020 However, asking questions about time and change is timealeament

of historical inquiry, but teaching programs do not allow this to happen (Cooper, 2012, p.3). Although there are
various deficiencies in the curricula within the scope of the ability to perceive change and continuity, a similar
situation is refbcted in the social studies textbooks. It was observed that the content in social studies textbooks
ZDV QRW VXIILFLHQW WR JHW WKH VWXGHQWY WR JDLQ WKH DELOLW\
that in the majority of the fictional conmtein social studies and history textbooks, the change in space and
spacerelated change were neglected, causing various historical anachronism problems (Oztiirk, 2011) and that
although this skill was similarly emphasized in the history curriculum, thex® no balanced and adequate
GLVWULEXWLRQ .LUL Iin 8 fudiBs:o¢ducaiibbaPractices, in addition to the problems faced

in curriculg it was observed in many studies conducted in the literature that in comparison to changeppercept

of continuity was more diffiglt for students Celik, Karadeniz & Cabul, 2018; D E D S O @MW H2D46)
ODUDQFO (ALOP WHDNQ 7D\ $FFRUGLQJO\ FRQVLGHULQJ WKH U
by the social studies course, it is important to include continuity as much as change.

The ability to perceive change and continuity should not be seen as a simpgy"sor"dating” process that is
almost traditional through only timelated techniques and a strict perspective; it should also be built by
considering factors such as caustect relationships, future time perspective, sociocultural context, etc. An
understanding of change and continuity disconnected from the sociocultural context with a focus on the
mechanical aspect of time is contrary to the nature of the relevant concepts. In this context, it has been stated
that within the sociocultural context muestion, cultural objects, which are frequently used in daily life and
with which people are in a constant interaction, are important tools, that It is important to use material objects
in teaching the ability to perceive succession and continuityunabn (Wood, 1995, p.13), that continuity can

be observed by students in social life and tools and equipment (Levstik & Barton, 1997that7&)dents can
acquire the sense of continuity by researching and exploring the past of their own faméietd{S€astle &
Falconey 2015)and that the use of objects in teaching the ability to perceive change aimdiitpig important
(Alleman & Brophy, 2003; Bage2000; Galan, 2016; Levstik &arton, 1997). In this direction, the change and
continuity occuring in items / objects are accepted as a projection or symbol of the experiences in economic,
cultural and political fields in relation to the people, societies and periods to which the item belongs to,
sometimes directly and sometimes indirectly.

In this research, both the inadequacies in the social studies curriculum and textbooks and the difficulties
experienced in practice were taken into consideration in the light of the studies examined in the literature
regarding the ability to perceive changel aontinuity in the social studies course, and it was aimed to improve
students' perception of change and continuity by using action research method based on cultural / historical
objects. In this context, answers to the following-puttblems were sought:

1. Considering the objecEDVHG DFWLYLWLHY LV WKHUH D VLJQLILedD&WV GLIIHUH
posttest success scores?

2. What are the levels of students' expressing change and continuity and explaining with examples after the
objectsbased activities held in the fourtiiade social studies course?

3. What are the students' views on the objbeatsed activities carried out in the fougtade social studies

course?

Method
Research Model

In the research, based on tbellaboration with the relevant classroom teacher and students to develop the

ability to perceive change and continuity in the social studies coacsienresearch in which the researcher

was also a practitioner was employed. In this context, the sd2i@G FROODERUDWLYH 3SDUWLF
UHVHDUFK”™ PRGHO LQ ZKLFK WKH FKDQJHDEOH VLWXDWLRQV SXW IRUZ
scope of the theoretical framework, was utilizédthin the framework of action research, both qualigtind

guantitative perspectives were adopted. Action research is based on not only qualitative methods but also
guantitative and mixednethods Chandler& Torbert, 2003; Creswell, 2002; Ivankova, 2014, Norton, 2009;
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Torbert, 2000). According to Marti (26}, the use of qualitative methods is considered as the most common

way to integrate the conventional research methods into action sthdwsver, measurement is generally
UHTXLUHG WR VXSSRUW WKH VRFLDO DFWLRtQe usk dfjubGtitafivé methdds WKL QJV
is not rare. Furthermore, Norton (2009) states that quantitative analysis methods (an experiment, an attitude
scale or questionnaire; an observation study which involves counting; one that produces any information that is
guantifiable) are useful for pedagogical action research.

Measuring Understanding
» »
E Acting E
; - :
5 = i
:
O AN ' O UAL
L]
O uantirative OQualitarive
research PART research
Action
research
Figure 1. Methodological approaches, methods and aims. Baselinsirfgpid) model. (Marti,
2016, s.17p

As seen in Figure 1, Marti (201 &ddresses this process as surveys and statistiablses to collect quantitative

data about the world (QUAN), qualitative interview, participant observatiot discourse analysis to discover

WKH PHDQLQJV IURP WKH DFWRUTTV SHUYV S HardVWworkshops &hritainilyQeG D FWLF
performative component to discuss the change (PART). In this research, in compliance with the nature of action
research, the qualitative approaels well as the quantitative approach and the conventional appreach

used to reveal the developmental proc@sghis point, it is necessary to note that the action research was not
designed to prove or refute a hypothesis or to provide data that can be generalized over a larger population. The
guantitative methods in an action research project should be used ty pdmatiis happening in a certain
situation (Johnson, 2014, p. 128

When the literature is analyzed, it is seen that there are various views about the processes and stages of the
action research (Elliot, 1991; Johnson, 2014; Mills, 2007). In this studyadtion research steps designed by
Kemmis and Mctaggart (1988) were used. According to the model in question, action research consists of
planning, taking action, observing the process and result, reflectiptareing, repeating action, observing the
process and result once more and reflecting again.

Action Process

In the first stage, the focus area was determined following the literature review; afterwards, the planning phase
for the activities to be carried out in the action phase was started. In order to realize planning, within the scope
of needs analysis, sociatudies curricula were examinethe literature review was carried out, and a
preliminary interview was held with the classroom teacher about the inadequacies in the classroom. Based on
this, the activities to be carried out were aimed to focus on themuponents of the ability to perceive change

and continuity (using chronology skills and chronological concepts within the scope of change and continuity,
having a sense of future time, discovering similarities and differences during change and codisuaityering

the effects of sociocultural context during change and continuity, establishing aeff@aserelationship, and
associating change and continuity experienced with different disciplines).

As can be seen in Figuge after needs analysis, #& cycles were determined in cooperation with the classroom
WHDFKHU QDPHO\ 3 SUHSDUDWLRQ RI REMHFW WLPH FDSVXOH WKHPDYV
history ofthe REMHFW "~ U H |-plahkivg pred@sdesQnw@erd thiried out afteheaycle was completed with

the classroom teacher.

' Marti (2016 asserts that action research employs both qualitative and quantitative methods, but the special
role of the latter in such studies is discussed very rarely. In its designs, action research concentrates on how
qualitative methods can be intaged into participant dynamics. On the other hand, the specific contribution of
guantitative methods to action research has been ignored in this field for a long time (Chahaileert, 2003,

p.148).
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Figure2. Action research applicatiorrgress.

In the first cycle, the students were asked to open the object time capswiesisting of old objects and
prepared by the researcher, and a discussion was held on what has changed in terms of objects, what objects
have maintained their continuity, the factors that have caused change and continuity in question and their
consequeces, the positive and negative reflections of this situation (health, communication, economics, etc.),
the similarities and differences compared to today, and what kind of change the objects would display in the
future, and worksheets were distributed. ihtney were asked to prepare time capsules based on the objects
they thought would give more information about change and continuity 100 years from now, and the time
capsules were presented in the classroom. The first cycle took place within three Aftsekihe first cycle,
inadequate and superior situations were evaluated together with the classroom teacher, and the second action
plan was determined in this way.

In the second cycle, a video of a sample project on the histaheabject was shown tthe students, and in
addition to the material change and continuity experienced in the objectsclassndiscussion was held on
change and continuity in the lives of family members in sociocultural, social, economic, etc. areas along with
the objectsThe students were asked to determine an object and an elderly family member by whom they can
reflect the change and continuity in a qualified manner, and to carry out a historical object study regarding the
story of the change of a historical object angort it. Research reports were presented in class along with the
object. The second cycle took place within four weeks. After the second cycle, inadequate and superior
situations were evaluated together with the classroom teacher, and the second acti@s pletermined in this

way.

In the third cycle, thematic time strips based on the object were used to place and display the change and
continuity of a historical object on a specific chronological axis. In the first stage;@ass discussion was

held over the sample thematic time strip and whether the images related to the object represent the relevant
period, what changes occurred in the objects as time progressed, the consequences that were created by these
changes and continuity, why the changesweaeded, after how much time the change took place, the course of

the speed of the change, and the importance of chronology in expressing continuity were emphasized. Then,
students were asked to prepare their own time strips for the object they detetmivisdalize and explain the

change and continuity in this direction by considering the related time factor. The third cycle took place within
three weeks

AAIl activities within the cycles have been prepared) UHODWLRQ WR WKH DFTXLVLWLRQV LCQ
OHDUQLQJ DUHD” LQ VRFLDO VWXGLHV
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' Meeting with the classroom teacher and the school administration 11/09/2019

Pretest (achievement test) application 16/09/2019

Pction plan and reflection (1st cycle) 23/09/26101/10/2019

RAction plan and reflection (2nd cycle) 14/10/20138/11/2019

Action plan and reflection (3rd cycle) 11/11/20186/12/2019

L ompletion of student journal 23/09/20196/12/2019

Post test (achievement test) application 10/12/2019

Ppplication of the operended questionnaire 13/12/2019

Londucting semstructured interviews 17/12/2019.8/12/2019

Figure 3 The processes of the action phase

Study Group

The study group is composed of folrth-grade students receiving education at a primary school affiliated to

the Ministry of Education in Turkey in 2019. Voluntary participation of the students in the research was
ensured, necessary official permissions were obtained related to thehmesear code names were assigned to

the students. In accordance with the nature of the action research, it is important that the stuchysfioeifin

the context of the problem within the scope of the ability to perceive change and continuity. Feadbis in

the research, particular attention was paid to ensure the existence of some deficiencies related to the ability to
perceive change and continuity among the students regarding the current problem status, to determine the status
of the existing prblems by referring to the teachers' opinions, and to ensure that the students participate
voluntarily. Before the action process, a setniuctured interview was held with the classroom teacher. In
parallel with the data obtained from the literature reviwing the interview process, it was stated by the
classroom teacher that it is much more difficult for students to perceive continuity according to change. In
addition, the classroom teacher stated that the close environment of the children and tudtigatioontext

were ignored. She stated that the fotgthde social studies curriculum does not include change and continuity,
except for certain themes, that the positive and negative aspects of change are addressed, visuals and textbooks
are used in m@ctice, and the time and measurement tools are insufficient. Based on the data obtained in this
process, the needs analysis process has been completed and the planning phase of the activities has started.

Data Collection Tools

Within the scope of theesearch, a fouchoice multiplechoice achievement test for the first quioblem, an
openended questionnaire for the second-putiblem, semstructured interview forms and student journals for
the third subproblem were used.

In the first stage, a fowrhoice multiplechoice draft form was prepared by the researcher regarding the ability

to perceive change and continuity for the "Culture and Heritage" leaaniray Then, by taking expert opinion,
Lawshe (1975) technique was used to determine the rdovaédity. Within the scope of Lawshe technique, 8
experts were consulted and the content validity index of the test was determined as 0.81. Considering the critical

8 This learning area has been chosen for both the achievement test and teadggequestion form since it
includes more acquisitions about the abilityptyceive change and continuity.
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values determined by Lawshe (1975) together with the opinion of 8 experts, sincetdm ealidity index was
greater than 0.78, it can be stated that the content validity of the achievement test developed Was Hitgs

of content validity were calculated by proportioning the number of the experts who considered the item
3 Q H F H Vo/tBelhalf oithe number of the experts who presented their opinions about the item.

For the achievement test, the pilot application was carried out with a total of 178 students studying in the fourth
grade, and after the pepplication, each correct amer was scored as "1" and each wrong answer was scored

as "0". Factor analysis based on tetrachoric correlation matrix was applied for the construct validity of the
developed achievement test. Tetrachoric correlation matrix is used when the data eigdlatdiegorized into

WZR FDWHJRULHY DOWKRXJK WKH\ GLVSOD\ D FRQWLQXRXYVY DQG QRUPI
result of factor analysis based on tetrachoric correlation matrix, six items were discarded, and it was observed

that the ahievement test consisting of 33 items had adineensional structure.

In terms of reliability, the KR20 value of the achievement test was determined to be 0.920KRlue for tests
containing 1615 items should at least be 0.50, and for tests containing more than 50 items, it should be 0.80 and
above (Kehoe, 1995, p.1)oFthe item statistics of the achievement test, the item difficulty and the single point
double series correlation coefficients of the test were calculated. The item difficulty index of the items ranged
between 0.41 and 0.84. The critical range for itefficdity values of a fouoption test designed to measure the

skill level is supposed to be between 0.20 and 0.80 (Crocker & Algina, 1986). Accordingly, it can be said that
the prepared achievement test contains low, medium and high difficulty level tamg&em discrimination of

the items varied between 0.36 and 0.67. In terms of item discrimination index, items with a value of 0.40 and
above are considered as highly discriminating items, items between 0.30 and 0.39 are accepted as items that are
suitable but need improvement, items between 0.20 and 0.29 are thought to be items that are marginal and need
correction, and items below 0.19 are accepeidems to be removed (EbelRisbie, 1986).

Secondly, in the opeanded questionnaire prepared based on images, expert opinion was taken for content
validity. The content validity index obtained according to the Lawshe technique was found to be 0.79.
Considering the critical values determined by kher (1975) together with the opinion of 8 experts, since the
content validity index was greater than 0.78, it can be stated that the content validity of thendpdn
guestionnaire developed was high. Difficulty indexes of the items in theanmed qudsnnaire were between

0.63 and 0.78, and discrimination indexes ranged from 0.39 to 0.67.

Thirdly, a semistructured interview form consisting sfx questions was prepared by the researcher. Expert
opinion on the interview form was obtained. Also & beginning of the research, notebooks that can be used
daily were distributed to the students by the researcher. After each activity, from the students to the diary; what
he/she learned that day, what he/she felt, what processes he/she had difficuities/dihe produced solutions,

etc. they were asked to writk.is very difficult for the researcher to evaluate himself systematically, as the
researcher is also practitioner in the action research prdoes$iis reason, video cameras can be usecctwrde

all or part of the lesson (Johnson, 2008eo recordings are considered invaluable for qualitative research as
they allow analysis of events and migcale analysis (Glesne, 2013, p.11®).this context, the research
process was supported througtieo recording and a digital camera was used.

The Role of the Classroom Teacher in the Action Research Process

Cooperation between stakeholders who are parties to the problem and sharing experiences form the basis of
action researchA preliminary inerview was held with the classroom teacher in order to determine the focus
area during the needs analysis stage of the planning process. After each action plan that was carried out during
the action research process, evaluation was made with the class@admar, strengths and weaknesses were
determined, and opinions were taken to prepare the next action plan. It is very important to evaluate the learning
products obtained during the process with the classroom teacher in terms of perceiving changenaits,cont

and to interpret the development of the students in this sense together. In addition, an effective cooperation was
made in terms of informing the parents of the students, ensuring the order of the class, realizing the activities
and data collectioprocesses.

Ethical Principles in the Action Research Process

Ethical principles to be considered in action research have been classified as preparation of ethical documents
(ethical statement, permission request document and official permit document), negotiation
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(principals/administrators, participants and parengsisuring confidentiality (confidentiality of information,

data, identity), ensuring the right of participants to withdraw from research, professional and academic behavior
commitment, and presvation of goodwill (McNiff & Whitehead, 2010, p.7#88). Thepersonal information of

the students and the classroom teacher who participated in the research were kept confidential, code names were
given, and necessary permissions were obtained from official institutions and organizations. The students,
parents andesponsible classroom teachierere informed about the issues such as the purpose of the research,

the confidentiality of the data collected, reporting of the results for what purpose they would be used, the
privacy of personal information, etc.

Data Analysis

When analyzing and interpreting the data collected in participatory action research, it is important to try to
reflect the perceptions of all stakeholders involvethim study (Fraenkel, Wallen E&yun, 2011, p.594). For

this reason, in the analgsof student products and data obtained after each action plan, collaboration with the
classroom teacher was made. In the firstprdblem, Wilcoxon signedank test was used by employitige

SPSS22 program. In the second-pubblem, evaluation was madsing a rubric. Each criterion included in the

rubric was graded as insufficient (1 point), needs improving (2 points), largely sufficient (3 points) and excellent
(4 points). The lowest grade that could be obtained from the rubric was 11, and the drigthestas 44. While
determining the range coefficient in the rubric, the formula "(highest griadeest grade) / number of criteria”

was used. For the third sygnoblem, content analysis method was us&dcordingly, the average scores
obtained from theJUDGLQJ NH\ ZHUH HYDOXDWHG DV IROORARLQWWYYV XQIHHAGH
LPSURYLQJ EHWZHPQUJHO\ VXIILFLHQWDEBWHRAHFHD OH QAMP0. EHWZHHQ

Results and Discussion
Findings obtained in line with the firahd second suproblems are presented under two separate headings.
Findings Regarding the DifferenceBetweenStudents' Pretestand PosttestAchievement Scores

The results of the Wilcoxon signednk test performed in line with the first spboblem areshown in Table 1.

Table 1.Wilcoxon signedrank test results

n Mean rank Ranktotal Z p
Negative ranks 1 1.50 1.50 -3.334 .001
Positive ranks 14 8.46 118.50
Equal 1
Total 16

As seen in Table 1, it was observed that there waigrdficant difference between the pretest and -pestt
achievement scores of the students according to the Vditc@ignedrank test result (Z23.334, p<0.05).
Considering the mean ranks and totals of the difference scores, it is seen that this diffeeitdavor of
positive ranks, that is, the pesist score.

Findings Regarding Students' Expression of Change and Continuity and Explanation with Examples
For the second suroblem of the research, an opemded questionnaire based on images waseaptd the

students, and the data obtained were analyzed with anemgien questionnaire rubric. Findings related to the
mentioned analysis are presented in Table 2:

*

" Since one of the 17 students who constituted the study group could not participate in-thet @qmilication,
the analyses were performed on a group of 16 people
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Table 2 Resultsfrom the operended questionnaire

Item o n % Level
Image A Al 17 2.59 Largely sufficient
A2 17 2.53 Largely sufficient
A3 17 1.76 Needs improving
Ad 17 3.09 Largely sufficient
Image B Bl 17 2.70 Largely sufficient
B2 17 2.76 Needs improving
B3 17 2.65 Largely sufficient
B4 17 3.06 Largely sufficient
Image C C1 17 2.59 Largely sufficient
c2 17 1.76 Needs improving
C3 17 3.06 Largely sufficient
Overall average 11 17 2.57 Largely sufficient

As it can be seen in Table 2, Al, A2, A4, B1, B3, B4, Clt@3swere evaluated as "largely sufficierathd

A3, B2, and C2itemswere evaluated as "needs improving." The general average obtained froranoleeh
guestionnaires prepared based on images MR G & ; D ZDV GHWHUPLQHG WR EH 30DL
When the students' scores obtained froranended questions were evaluatedthin the scope of change and
FROWLQOXLW\ WKH OHYHO RI UHVSRQVHY JLYHQ WR WKH LWHP $ ZKLI
DQG FKURQRORJLFDO FRQFHSWV " ZDV GHW Hitdm linQudestion fheBtdder@sD UJH O\
were asked to rank the living spaces in the images from past to present in a chronological order and to explain

the reason for their ranking. Below are some examples of answers given to itenth&stoglentcoded K10:

S% HFDXVH WKHVH E XL O GHe@uilingsUdfledt thélpyaseht kriddhey have balconies, multiple

floors, solid materials, doorand windows2 WKHUV DHEH)ROG ’

When the answer given by the student coded K10 is examined, it is s¢dhetHiving spaces were sorted
chronologically and that the reason for the chronological order was explained by considering the changes in the
structural features of the houses and similar residences in the vicinity.

The level of responses given to ftems (A4, B4and C3 WKDW H[DPLQH WKH VWDWXV RI 3KDYL
WLPH ZzDV GHWHUPLQHG WR EH 3ODUJHO\ VXIILFLHQW" )RU H[DPSOH
regarding the future in item C3, the students were asked to imagimachine that would save time and

electricity, which could be used to meet the need for cleaning in the future and to explain its features.
Accordingly, some of the answers given by the students are exemplified as follows:

37TKH QDPH RI1 W KhultPaDnteld w@ashingachink.has the features of working with natural boron
reserves and drying, W ZLOO DOVR SURGXKbBH LWV RZQ SRZHU ’

When the above answer given by the student coded K5 is examined, it is seen that regarding change in the
future, s/he dreamed of a machine that could work with the natural boron mineral and produce its own energy.

7KH OHYHO RI UHVSRQVHV WR LWHP % SUHS DU HaBltutd® donte@tL VFRYHU L
WKURXJKRXW FKDQJH DQG FIRWQWILMXIMOY YRMLHFYBQMWDWHGWKLY UHJDUC
take into account the changes experienced between child games and today's children's games, and to express the
effects of this change on sharing and friendship values. The answer given studaet coded E6 is given

below:

36 KDULQJ DQG IULHQGVKLS ZHdoweveklatdy, \digithlFgemésappekirettHidden \ecame
introverted, and their social ties got brokeéFhey do not talk to anyone anymoEaeryone is competingdut
fiHQGVKLS H[LVWHE®).LQ WKH SDVW

Emphasizing the digital games, the student coded E6 stated that the change in question locked children within
the home, negatively affected their social relationships and led them into a race.

Within the scope of change and continuity, the level of responses to the items related to "establishing cause
effect relation" (A3, C2) was determined as "needs improving". In this context, for example, in item C2,
students were asked to evaluate the tesafl the change experienced in meeting the cleaning needs of people
positively and negatively. However, the vast majority of the students had difficulties in revealing the positive
and negative results of the change, and but they came up with mostiineresional results. The positive and
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negative results of the change could not be evaluated from multiple perspethigeresponse given by the
student coded ES5 is as follows:

37KH SRVLWLYH UHVXOWY RI WKH FKDQJH 7d3kské3ierThR degativé®Ore@usY LFHYV KL
of the change: Detergents used today are harof M HDOWK DV WKH\ DUH BE®.GH RI FKHPLFDOV

The student codeB5 explainedthe positive result of the change as the facilitation of the human life and the
negative result as the harm caused by cleaning materials in human health.

In item A3 regarding establishing a cateféect relationship within the scope of change and caittinthe

students were asked to evaluate the negative results of the change in the houses human life from the perspective
of environmental problems. The vast majority of the students could not evaluate the results of the change in the
context of "environrantal problems", and they gave more general and sometimes irrelevant and distant answers.
3t is possible that neighborhood relationships existed among people in Imaghil®é neighborhood
relationships of people came to an end due to the increasing nuRibeWwW KH EXLOGLQKE). LQ ,PDJH

The student coded K6 tried to explain the results of the change in the houses in terms of communication, far
from the relevant context (environmental problems).

While the students had difficulties in answering opeded questions in different areas as regards establishing
causeeffect relationship (changes in the construction of houses and meeting the cleaning need) within the scope

of the ability to perceive change and continuity in general, they were able to prelatieely more qualified

answers to the questions asked in areas close to their environment and everyday life (changes in traditional
children's games). In this regard, students were asked to consider the changes between the children's games that
have ben forgotten and the children's games of today, and based imnaies;they were requested to evaluate

WKLV FKDQJH LQ WHUPV RI 3SKHDOWK”™ DQG 3FRPPXQLFDWLRQ"™ 7KH VLF
same question is as follows:

3Negative resu$ in terms of health: We may have weaker eyesight, our bodies can be harmed, we may be
exposed to radiationNegative results in terms of communication: People are alienated from each other, their
psychology may be deteriorateahd theircommunicationc® HV WR D@2H QG

It is seen that the student coded K&sociated the results of change in terms of health with vision problems,
inactivity, and exposure to radiation, and in terms of communication with psychological problems and inability
to communicate.

In general, when the findings obtained from studeaetgponses to opaended questions within the scope of the

ability to perceive change and continuity were evaluated, it was seen that they gave responses at the level of
"largely sufficient" for items regarding using chronological concepts and skills {@entifying similarities and
differences throughout change and continuity (A2, B1), having a sense of future time (A4, B4, C3), and
exploring the effects of sociocultural context throughout change and continuity (B3). However, it was seen that
their respnses to items (A3, B2, C2) related to associating change and continuity with different disciplines and
establishing cause and effect relationship were at the level of "needs improving". In this context, it was observed
that students had difficulty in evalting the positive and negative results of changes in subjects far from their
daily life, experiencesand close surroundings, while they evaluated the results of the change in questions
prepared based on traditional children's games in a versatile alifieduway. In addition, it is seen that they

were able to evaluate the positive or negative results of the change from a limited perspettivat they
HPSKDVL]HG WKH LPSDFW RI WKH FKDQJH RQ D 3VLQJOH DQG VSHFLILF’

Findings Regarding Students' Views on ObjectBased Activities

The data obtained from the sestiuctured interview process and student journal were analyzed by content
analysis method. The categories, codesl usage frequencies that emerged as a result of the analysis are given
below.

Table 3. Resuls of content analysis

Categories Codes f %
Obtaining information through Learning past life patterns 13 13.82
activities Developing predictions for thieiture 3 3.19

Learning cultural elements 4 4.25
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Learning the differences between the past and the pres 6 6.39

Make a chronological order 4 4.25
Discovering new objects 4 4.25
Activities creating positive feeling: Events createxcitement 5 5.33
and thoughts Activities attract attention 7 7.45
Activities are nice 21 22.34
Activities are fun 18 19.15
Difficulties/problems experience: Activities requiring a long time / being time consuming 4 4.25
during the activities Difficult activities 2 2.13
Boring activities 1 1.06
Difficulty in finding historical objects in events 2 2.13
Total 94 100

As a result of the content analysis; three main categories were determined: obtaining information through
activities(f=34), activities creating positive feelings and thoughts (f=51), and difficulties/problems experienced
during the activity process (f=9).

In the category of "obtaining information through activities", students stated that they most frequently learned

about life patterns in the past (f=13), and least frequently developed predictions about the future (f=3). In the
FDWHJRU\ QDPHG 3DFWLYLWLHY FUHDWLQJ SRVLWLYH IHHOLQJY DQG W
more frequently when compardd the categories of "obtaining information through activities (f=34)" and
"difficulties/problems experienced in the activity process (f=9)". In this context, it is noteworthy that students'

views on iterAdbased activities are expressed more affectivelythin third category, "difficulties/problems

experienced during the activities", there are negative opinions and thoughts of the students about the activities.

In this category, which emerges with a very low rate compared to the other two main categersesen that

activities require a long time/time consuming (f=4), activities are difficult (f=2), activities are boring (f=1) and

there are difficulties in finding historical items in activities (f=2).

Conclusion

In this study, it was determined titaere was a significant difference between the students' pretest achievement

scores and the petst achievement scores in favor of the gest in the fourtigrade social studies course

activities carried out within the scope of the ability to percelvange and continuity. Accordingly, activities of

preparing object time capsule, doing a project on the history of the object, and creating a thematic timeline
based on the object within the scopdtafthree actionplan contributedo the developmentfstudents' ability

to perceive change and continuifffime capsules offer educational support for children to understand the
sequence of the events, the relations between the events, and how these events fit the general scheme of the
historical time (Rowk et al., 2007), and to realize how much they have changed and how their environments

have changed£D\L P Rg]O\% UN =D\LPR+OX g]JWe+UN g]WeUN $GGLWLR(
indicating that the studies on oral history, just like the studiethe history othe material, contribute to the
VWXGHQWVY DELOLW\ WR SHUFHLYH WKH FKDQJH DQG FRQWLQXLW\ 'HL
.DEDSOQDU 6D+ODPJ|QF- 9RQ +H\NLQJ < BipiFl) in tieH U W
literature, there are studies that state that the use of objects is functional and important in the perception of
succession and continuity in terms of both social studies and history teaching (Wood, 1995) and that draws
attention to the effective asof ohects in this sense (Alleman &rophy, 2003; Bage, 2000; Galan, 2016;

Hickey, 1997; KEDSOQDU 6D+0ODPJ|QFeBarton, 199H)Y V¥ W bhserved that similar results

were obtained in the researches which were carried out based especthllyabjects that are used in daily life

or which have deeper historical/cultural labels. In this context, in the research conducted by Akca Berk and
Gultekin (2012), it was stated that even the change of motifs in carpets,anthsaddles over time &
UHIOHFWLRQ RI WKH FKDQJH LQ WKH DHVWKHWLF XQGHUVWDQGLQJ R
(2012), it was expressed that based on the Jatousobjects or symbols are representative of changes in

society and are an important historta UHIHUHQFH LQ WKLV FRQWH[W 6LPLODUO\ LQ
IHHO WR VHH $SUWLIDFW LQTXLU\ LQ WKH VRFLDO VWXGLHVY FODVVURI
(1996), it was suggested that as a means of revealing the coniceptiabstudies and integrating students into

the learning process, objects should be used to understand practices and individual values, to make intercultural
comparisons, and to compare changes over time. Rule and Sunal (1997) stated that the tigeptsDéxist

everywhere, in the home, school, asatiety thathey have a history and they undergo a change accordingly,

and even a frequently used object like "button" can be surprisingly useful in revealing how technology, fashion
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and physical mateals have evolved over time. Use of a historical or cultural item/object suitable for the ability

to perceive change and continuity, especially for young students can contribute to the development of the
student's ability to access the unrecorded raw dataeopast, to conduct a research in the role of a social
scientist on objects and to perceive change and continuity in this direction. In this respect, it is important to
concretize abstract concepts such as change and continuity through cultural itghjectsbm the child's
immediate environment which shed light on the past and assume the task of historical memory.

In the context of the second sptoblem, when the findings obtained from the opeaded questionnaire about

expressing change and configuand explaining with examples were examined, it was observed that students

responded to the items regarding using chronological concepts and skills, identifying similarities and differences

throughout change and continuity, having a sense of the fatadegiscovering the effects of the socidtural

context throughout change and continuity at the level of "largely sufficient". On the other hand, it was seen that

their responses to the items related to associating the change experienced and covitmudifferent

disciplines and establishing a caweftect relationship were at the level of "needs improving". While it is

important for students to build causality relationships within the scope of perception of change and continuity, it

is seen in theifidings obtained in the research that students were unable to provide adequate answers. In the

studies conducted in the literature with a similar approach, students had difficulty in revealing theffestise

relationships within the scope of change apdtinuity and accordingly the effects of change (Barton, 2001,

Blow, 2011), and it was observed that the causes of change were often expressed irokbdteatircontext
.DEDSO@DUYODPJ|QF- g]HQ ULPUHN AQorD(200M) XitGhasF R Q G X F W

stated that although the young children showed differences regarding the period, they had various difficulties

UHJDUGLQJ 3ZK\" WKH FKDQJH ZDV H[SHULHQFHG ,Q WKLV VWXG\ WKH

reasons fothe change or the positive and negative outcomes of the results it created, and they were observed to

KDYH PDGH PRUH WHFKQRORJ\ UHODWHG H[SODQDWLRQV :KHQ WKH OL

takes the first place in the process of diefy change and expressing change with examples within the

framework of perception of change and continuity witVa PLODU DS SURD KD + MEMII QRO U

g]HQ ULPGHN 2QH RI WKH PDLQ UHDVRQV KHHédorel@t® EH VHH

change examples that the child often encounters in daily life are directly or indirectly related to technology.

addition technological changes are situations that contain more concrete outputs compared to culturak, social

economic chages, and these concretetputsplay an important role in the child's life. For example, positive or

negative outcomes of a technological innovation create effects felt more strongly in the daily life of the child in

comparison to other disciplines. Inglcontext, children had less difficulty in expressing the factors that cause

change or the results of the change with an emphasis on technological changes in comparison to other areas. In

addition, students who had difficulty in answering opeded quegins asked in different fields for

establishing a causaffect relationship were able to provide relatively more qualified answers to the questions

asked in areas close to their environment and everyday life. In this context, it is thought that ittesninpat

the examples brought to class within the scope of change and continuity should emphasize the close

environment of the child in the first stage.

When the views of students regarding the activities carried out are evaluated, it is seen ¢hatrether
explanations that address the affective dimension with a much higher intensity than the categories of "obtaining
information through activities" and "difficulties/problems experienced in the activity process". In this context; it
has been stated thasing interesting concrete objects can be intriguing and encourage children to question
historical questions (Gandy, 2005), students find the objects intriguing and mysterious (Hickey, 1997); and that
objects can encourage them to solve the historicateny# an interesting way (Russell, 2014). Also; Russell
(2014) states that objebaised activities include the opportunity to access more than one learning style. In this
context, especially historical objects can contribute to students in an affeictigrsibn as well as in cognitive
dimension. Based on the findings obtained from the research, the following suggestions were made: preparing
object time capsule, doing a project on the history of the object, and creating a thematic timeline based on the
object In this study, it was observed that the use of oHpesed activities (object time capsule, project on the
history of the object, thematic timeline based on the object) in the social studies course contributed to the
development of studentgerception of change and continuity. In teaching various concepts such as time and
chronology, in terms of teachers to avoid dependence on textbieksse of historical evidence such as
cultural items/objects more in social studies courses should beragedIt was observed that students could

not associate change and continuity with different disciplines from a singular point of view, could not establish
FDXVDO UHODWLRQVKLSY DQG JHQHUDOO\ H[SODLQHG hRKda@JH DQG F
examples. The skill in question can be incorporated especially in textbooks and social studies curricula by
associating it not only with subjects focused on "technology" but also with various disciplines such as culture,
geography, tourism, migrath, human rightsetc.
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Recommendations

Within the scope of the ability to perceive change and continuity, this research emapiogetion research
model with a qualitative perspective. However, there is also a need for correlational, cordpasisgor
experimental studies in which the ability of perceiving change and continuity is examined through variables
such as age, language, mathematical skills, semimomic level, etcChange and continuity perception and
causality relationships are closeblated. However, in this study, it was observed that the answers given to the
items aiming to establish a caesffect relationship within the scope of the ability to perceive change and
continuity were insufficient. In this context, the ability to peveechange and continuity can be limited within

the scope of "causality", and empirical studies can be conducted on this relationship.

Limitations

This research has some limitations. Action plans on the ability to perceive change and continuity sk focu
only on the "Culture and Heritage" learning area. The main reason for this situation is that the social studies
curriculum does not include enough ability to perceive change and continuity. In addition, when the
sociocultural structure affects the dtyilto perceive change and continuity, it can be considered as another
limitation that the participants live in a similar sociocultural environment. Participants from different
sociocultural backgrounds may be considered for further research.
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Abstract

This researchaims to producea reliableand valid scale that includes the entreprarship competencies of

school principals according to the perceptions of teachers working inostatrl schools. First, after the
literature review, an item pool consisting of figeint Likert item type and sevenfgur items was created, and

then the rlevant items were presented to eleven experts to determine the content validity. After the expert
evaluations, the content validity rates of the relevant items were calculated with the Lawshe technique, the
nineteen items below the criteriwaluewere renoved from the scaJand a scale draft form consisting of fifty

five items was created.o carry out theEFA of the scale, the first application wpsrformed with436 teachers
working in Cekmekdy district of Istanbul province on an online platform in Maril 2020. In the EFA

process carried out in line with the data obtaimdxervations revealdtat the scale had a fotactor structure.

Then, the Varimax technique was used to clarify the distribution of scale items to factors, and seventeen items
that were found to have a load of .30 and above from more than one factor and that the load difference was less
than .100 were removed from the scale. As a result of EFA, a scale consisting of 38 itesuisdamensios of
Personal CompetencigsOrganizaional Competencies Relational Competenciésand Commitment Sel
Confidence Competenciésvhich explain 73.32% of the total variance was obtaisedthsequentlyreliability
coefficients of theVFDOH &URQEDFKTV $0 S Kdices, itertatal\VHidintr&sid@aDottteREQNS,

and correlations between scale total anthdimensios were calculated. Finally, to carry oilte CFA the

second application was carried out onlimigh a sample of724 teachers in Mayune 2020 and the obtained
goodnes of fit vdues confirmed the scale model. All thesbtainedvalues confirm the valid and reliable
structure of the developed scale.

Keywords: Entrepreneurship, Entrepreneurship Competencies, School Principals, Scale Development

Introduction

The concept of mrepreneurshiphas been defined from various perspectives suclntasducing a new
invention or producing a new product (Schumpeter, 2011), mobilizing resources and maximizing opportunities
(Blake & Mestry, 2014), creating new organizationgptosue opprtunities (Bygrave, 1992), determining the
unused opportunities (Hitt, Ireland, Camp, & Sexton, 2002), a dynamic vision, the process of change and
creation (Kuratko, 2017), and the creation of new enterprises and products (Mazzarol & Reboud, 20%7). In thi
respect, entrepreneurship can dmnsideredas the process of directing existing creative mental processes to
innovation and change by the individual, creating new initiatives by creating opportunities and taking risks.

Entrepreneurship is an importankement, especially in the economéompetition of societies and their
emergence as an economic powherefore,entrepreneurship competencies have attracted attention in recent
years (Armuna, Ramos, Juan, Feijoo, & Arenal, 2020). Man, Lau, and Chan &8at2)hat entrepreneurship
competencies encompass a higher level of competence that includes personal characteristicandskills
knowledge. According tdMan et al. (2002), these competencies dfg; relationship competencieg?)
opportunity competernes, (3) organizing competencies such as team building or leader@higonceptual
competencies such as being proactive or taking risks, (5) strategic competencies including project management,
(6) engagement competencies that include the ability tocomezhard work.Mitchelmore and Rowley (2010)

on the other handyroposed a foucategory framework for entrepreneurship. Thase (1) entrepreneurial

’ Corresponding Authoesut Demirbilek, demirbilekmesut@gil.com
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competenes, (2) human relations competmy; (3) conceptual competées, and (4) business and
mana@yement competeies. Chen, Greene, and Crick (1998) discussed entrepreneurship competencies in the
context of seHefficacy and suggested a fieategory competency framework. Theme (1) innovation, (2)
financial control, (3) management,) (@arketingand(4) risk-taking.

A study was carried out by the European Commission in 2016 to increase the entrepreneurship capacity of
European citizens and organizations under the nanie/ d¢EEhtrepreneurship Competeneramework known

as EntreComp. Fifteen conpetence elements were determined with this study. Tleesespoting
opportunities, visioncreativity,sustainabl@ndethical thinking valuing ideasself-efficacyand self-awareness

, perseverancemotivation and, mobilizing resourcegconomicefinancial literacy, taking the initiative,
mobilizing others, managemeand planning uncertainty& risk, coping with ambiguity, learning through
experiencend working with otheréBacigalupo, Kampylis, Punie, Van den Brande, 2016).

The literature on entrepneurship mostly focuses on the personality, traitsl qualities of an entrepreneur.
Accordingly, Van der Kuip (1998) summarized the characteristics of entrepreneurs with elements such as
motivation, creativity, need for autonomy, independence, takingks, taking initiative, thinking about
possibilities, seHconfidence, setting challenging goals, resiliennternal locus of control, and originalityag

cited in Onstenk, 2003)Kets de Vries (1993and Mintzberg (1990) emphasize that entrepreneargehthe

power for independence and success and they have a strong need to maintain control. However, the managerial
or organizational roles of entrepreneur individuals also cover an important area in these comp@&teesges
managerial competencies can éealuated as planning, organization, financial management, leadeastip
controlandthese managerial rolesvechangedwith the ageowards new management competencies such as
facilitator, enabler, and coordinatochange managecommunicator and negiator, and internal consultant
(Onstenk, 2003).

Entrepreneurship competence is an integrated skill related to performing entrepreneurial activities adequately
and solving entrepreneurship problems. A competent entrepreaawrse higher knowledge, attude and

skills to cope with difficulties (such as tasks, dilemmasblems, and contradictions arising frahe intense
competition or changing demands of customers) (Onstenk, 2003). In this sense, Dornelaso(gf&ed
elements such as vision of the future, consistent decision, search for opportunity, dynanasch
determination devotion, passiorand optimism independence, good relationkadership, organization,
knowledge, planning, acceptance of calculated risks and creating value for s@detlfye most important
characteristics of entrepreneurs

Minello et al. (2014) listedrérepreneurship competenciesrakationship, opportunity, conceptual, strategic and
commitment administrative (manageriatpmpetencies in the literature. HoweuvdicClelland (1961) descrilae

the characteristics of entreprene@sthe need for high success and reasonabletaighg; J.A. Timmons
expressed asommitment and determination, taking responsibility, constantly seeking opportunity, high self
confidence, reativity and flexibility in problerssolving, high energy, lonterm perspective anbeingfuture-

oriented, learning and not being afraid of failure, visionary leadersisipited in Zimmerer & Scarborough,

1996); Bhatt (2016)ndicaied asthe need for stcess, spontaneous action, desire to take riskscaefidence,
creativity and innovation, commitment, openness to new ideas, effective time management, leadership and
decisionmaking ability,anddesire for independence.

Kuratko and Hodgetts (1998) idified seventeen entrepreneur@iaracteristicghat are likely to be present
among entrepreneurs as well as related to the entrepreneurial processarélesemitment,moving onto
achieve success, perseveraanel determinationopportunity orientatin, internal locus of control, persistent
problem solving, failure tolerance, calculated #igking, innovationand creativity selfconfidence and
optimism, initiative and responsibility, team buildingncertainty tolerance, seeking feedbakigh energy
integrity and reliability, independenemdvision.

Lackeus (2015) defimk the knowledge, skills and attitudes that motivate entrepreneuswvards
entrepreneurshipnd increase theivillingnessin the process of creating a new valdecording to Lackus
(2015), while the elements such #ise knowledge possessed and presented about entrepreneurship elements
such as mental models that include information about how to do things witslgutesourceand probability
models, opportunitiesyalue creation finance, idea generation, marketing, technolaagcounting, risk and
others and insight including personal compliance knowledge by being an entrepreneur or entrépkeneur
constitute the knowledge dimensiofgctors such as marketing, interpersonal tietships, fundraising,
learning opportunity, and strategic skills constitute the skill dimensiand entrepreneurial passion, self
efficacy, entrepreneurial identity, proactivitpnovativenessuncertainty tolerance, and perseverance constitute
the atitude dimension. Dollinger (2008) made a classificatidrentrepreneurship athe creationof a new
enterprisgindividual, environmentabpportunity analysisand organizational dimensions.
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An important field of application of the talent and skill ared entrepreneurship &lucational organizationm

this direction, Abbas (2014) states that entrepreneurship competenediscational organizatiormontain two
meanings and applications. Theaee (1) to strive to apply entrepreneurial valu@s the managment of
educational organizatishand (2) to transform the potential of aducational organizationsto economic
activities in obtaining benefits that can be used to develop and advareduttatiomal organizationsMulyasa
(2005) states that to create an effectyeneréive, independentand developed school, school principals should
have ten key competencies to achieve success in leadership processearél(fi$mning a vision,(2) seting
anexample(3) responsibility,(4) developng teachers and staff(5) providng the best service, (6) encouag

a sense of unity and togetherness,nj@naging by prioritizing application(8) focusng on students(9) seting
leadership styleand (10) utilizing power and expertise to strengthen schools (Abbas, 2014; Mulyasa, 2005, as
cited inSyapriyuda & Santosa, 2020). These competence components also constitute irtgderteamd skill
gains for school leaders in guiding the entrepreneurship ratsshools.

Having entrepreneurial competencies in an educational context, school leadership includes expectations and
goals that are integrated into the sch®ahission, vision, strategic plaand goals by the schod abilities,
conditions and suppding factors. In the context dfistitutionalinnovation, entrepreneur principalandevelop

and implement new ideas that lead to critical change and development in schools. Thus, they also ensure the
development of creative and innovative attitudesfpaward by teachers and other employees in the process
(Wibowo & Saptono, 2018; Pihie, Asimiran, & Bagheri, 2014; Ruskovaara, Pihkala, Rytkola, & Seikkula
Leino, 2011).

According toYemini, Addi-Raccahand Katarivas (2014), the entrepreneurship of schdatipals is guided

by certain visionsandvalues that are important to them and adopted by samployeesin this sensethe
success of school principals in entrepreneurship activities depends mostlyfact thatschool principalgain

the commiment of school personnéb their visions. According t&emini et al. (2014), entrepreneur school
principals are not affected by monetary or financial constraints to realize their entrepreneurial visioas they
not afraidto start a new project evenrib funds are providedn other wordsthey feel ready to take risks and
are self-confident. Alirevic, Vican, Pavicic, and Petkovic (2018}ated thatschool principals who have
entrepreneurial orientatiomake use oéntrepreneurial opportunities, peinaethemselves as creative person
innovation and successiented, good problem solver, communicatamd leaderthey can develomew and
marketoriented proposalsnew business relationships and connections, accept responsibility by taking risks,
and onsider themselves competent in creating financial resources for the school.

As a result, dynamic factors such as a rapidly changing world, increasing accountability and localization,
improving performance in teaching and learning require school priadipdave entrepreneurial competencies
(Research Cer# for Learning and Teaching of Newcastle University, 2015). For this reason, revealing the
entrepreneurship competencies of school principals in the school leadership dimension of educational processes
will provide an advantage to the education systems of countries in changing education and competition
conditions. At the same time, it is important to develop a scale that will reveal these competencies and facilitate
the selection of school leaders wigmtrepreneurial orientation and evaluation of their performance. In this
direction, this researchaims to develop a reliableand valid scale that includes the entrepreneurship
competencies of school principals and the items covering these competencidingcmothe perceptions of
teachers working in public schools.

Method
Research Model

7KH UHVHDUFK zZDV FDUULHG RXW XVLQJ WKH VFUHHQLQJ PRGHO WR Gt
Screening models are pieces of research cartiedrothe whole of the population or on the sample taken from

it to make a general judgment about the population consisting of many elements. In this model, there is what is
intended to be known and it is there, the important thing is to observe andidetiénnoperly (Karasar, 2012).

Population and Sample

The application of the scale was carried out in two bt&g ,Q WKH ILUVW D3BOLFHWRRI@H& )W F
determine the construct validity and subdimensions of the scale, and in the secdn&F BPp)ILRQ 3&RQILUPDW
J)DFWRU $QDO\VLV &)$ ~ zZDV SHUIRUPHG WR YHULI\ WKH VFDOH PRGHO
in March and April 2020, and the second in May and June 2020. Teachers working in the state primary,
secondary and high Isaols (secondary education) in Cekmekdy district on the Anatolian side of Istanbul
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constitute the population of the study. The total number of teachers in the research population (primary school
secondary schodligh school) is 1826. The sample number aialton method developed by Cochran (1977)

was used to determine the required sample size of RE XODWLRQ DV &LWHG LQ *<UE-*“]
According to this method, the minimum sample size to be reached in a population of 1826 is presented below;

N: Population size: 1826

n: Sample size: ?

t: Table z value corresponding to the confidence leve&lae corresponding to 0.05 (confidence level 95%) is
1.96.

S: The stddeviation estimated for the population: 0.5

d: Acceptable deviation tolerance: 0.05

__T
Tl
N
_ 1.962 X 0.52
n, = [(t x 8)/d)? A .
1o o5 384.16
384,16
n~=-———" =317

1+384,16 /1826

In theresearch, the stratified samplings used to reach the relevant sample, aod education level (primary,
secondaryand high school) was determined as a stratum, and participants with a proportional value from each
stratum were included in the sample. In the stratified sampling method, the research population is divided into
substrata that are similar in themselves, and the units to be included in the sample are randomly selected from
these sufstrata within the framework of their ratios in the population. Because similar subgroups of the
universe are taken into account within freemework of their ratios in the population, the level of representation
of the universe by this method is higher than other methods, and at the same time, the sampling error is lower
*«UEe] U0DKLQ $OWKRXJK WKH PLQLFRH M the)XsrRid@yrhbd RdquixeD ®BOHYV FD O
reached was 317, in the framework of the idea that the reliahitity validity of the applied scale would
LQFUHDVH DQG WKH HUURU DERXW WKH SRSXODWLRQ ZRXOG GHFUHEL
%D\UDNWDUR<OOGOUOP DQG DIWHU WKH V\VWHPDWLFDOO\ PDUI
participants were reached in the first application (EFA) and 724 participants in the second application (CFA).

Creating the Poolof Items and Submitting the Items o Expert Opinion

In the process of developing the Entrepreneurship Competencies $cetgrily, the literature on
entrepreneurship and entreprendiatzaracteristics and competencies wagewed and a candidate item pool
consisting of 74 items coveringe relevant field was created. According to Clark and Watson (1995), the main
purpose of creating an item pool is to sample all the content potentially related to the target structure to be
measured. The studies used in the creation of the item poas &mdows;

Table 1. TheResearcht/sed in the Creation dheltems of theEC Scale

Schumpeter (2011) Drucker (1985) Kets de Vries (1993)

Blake & Mestry (2014) Gupta, MacMillan & Surie (2004) Gibb (1998)

Bygrave (1992) Thornberry (2006) Tolentino (998)

Mazzarol & Reboud (2017) Van der Kuip (1998) Bueno, Leite & Pilatti (2004)
Bhatt (2016) Mintzberg (1990) Dornelas (2008)

Minello, Scherer & Alves (2014) McClelland (1961) Zimmerer & Scarborough (1996)

Abbas (2014) Kuratko & Hodgetts (1998) Pahuja& Sanjeev (2015)
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Stevenson & Jarillo (1990) &XUULH +XPSKUH\V 8ol Slater & Doig (1988)
McManus, (2008)

Ghasemi, Rastegar, Jahromi & Najim et.al. (2013) Nieman, Hough & Nieuwenhuizen

Marvdashti (2011) (2004)

Du Toit (1990) Alberti, Sciascia &oli (2004) Ayub & Othman (2013)

Zimmerer & Scarborough (2001) Norasmah (2002) Fernald, Solomon & Tarabishy
(2005)

Kirkley (2017) Yemini et.al. (2014) $O0I0UHYOU 9LFDQ 3
SHWNRYLU

One of the most important focal points in scale dgualent is the content validity of the created items. Content
validity (CV) is often seen as the initial atholwest levelrequirement for measuremesiifficiency. Content
validity is checked immediately after the items are created, and it allows\gnag&cesary changes and
improvements before preparing the scale (Schriesheim, Powers, Scandura, Gardiner, & Lankau, 1993). After
creating an item pool, candidate itemsre submitted to the opinion of elevezierees who had the expertise to
evaluate the relevarstubject area and item properties, eight of wheene experts in the field of Educational
Management andould evaluate the field of entrepreneurshégmd three ofvhom wereexperts in the field of
Measurement ancdbald evaluate the item properties. An itation was sent to the referees bynail to evaluate
the candidate items, aride refereesvere requested tgrace the items with three leve(snust be removednust

be revised, must remain)p evaluatewhether the items cover the relevant area andténe properties, antb
write in the blank under the relevant iténat needto be revisedboutwhat kind of correction should be made.

Calculation of Content Validity Ratio (CVR) and Index (CVI)

The evaluations from the experts (referees) were comlimadsingle form, and to obtain the content validity

ratios of the candidate items, the ®/of each item andhen the CVlof the scale were obtained using the
Lawshe (1975) techniqueCVR are calculated byWKH QXPEHU RI H[SHUWY H[&UsHVVLQJ
UHPDLQ ~ RSLQLR@rbRUedd Banlhsif dfRhe total number of experts expressing an opinion. The
CVI is obtained from the mean of tl®/R of the items that are significant at the 0.05 level and will be included

in the final form. The dterion valuesfor whether the candidate items have content validity or not were
transformed into a table by Veneziano and Hooper (1997), and minimum wadaessiring the content validity
according to the number of experts (referees) at a signifidanekof 0.05 were established. According to these
criterion valuegjiven below, the minimum \ZR value was determined as 0.59 in 11 expert evaluataststéd

in Yurdugul, 2005).

Table 2.Minimum Valuesfor CVRs Determined by Veneziano and HoofE997)

Number of Referees Minimum CVR Criterion

5 0.99
6 0.99
7 0.99
8 0.78
9 0.75
10 0.62
11 0.59*
12 0.56

* . 0.05 Significance Level

After expert evaluations, the calculat€¥/R valuesof the candidate items were compared with thewaaht
criterion value .59and 19 items that did not meet t8%R criterion were removed from the scale. At the same
time, the CVlwas calculated by taking thmeanof the G/R valuesof the items that met the content validity
rate criterion. The contentlidity index rate obtained was calculated as .75. A higher CVI value of .16 than the
content validity criterion indicates that the items have good content validity. As a resytpssible to observe

that the remaining items have significant conieiidity (Lawshe 1975).

w
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Table 3.ContentValidity Ratios (G/Rs) andContentValidity Index (CVI) Obtained After Expert (Referee)
Evaluation of Candidate Items BCS

11
Number of Experts
Item Content Validity 0.59
Criterion
Number of Items under th
CVR Criterion 19
Content Validity Index 0.75

ltems CVR Items CVR ltems CVR
1 0.64 26 0.64 51 0.82
2 -0.09* 27 0.64 52 0.09*
3 0.64 28 0.64 53 0.45*
4 0.64 29 0.82 54 0.64
5 0.82 30 0.64 55 0.64
6 0.64 31 0.45* 56 0.09*
7 1.00 32 0.64 57 0.82
8 0.82 33 0.45* 58 1.00
9 0.64 34 1.00 59 0.64
10 0.45* 35 0.64 60 0.27*
11 0.45* 36 0.64 61 0.27*
12 0.82 37 0.82 62 0.82
13 0.64 38 0.64 63 0.82
14 0.82 39 0.82 64 0.45*
15 0.64 40 0.64 65 1.00
16 0.45* 41 0.64 66 0.82
17 0.82 42 0.45* 67 0.64
18 0.27* 43 0.82 68 0.82
19 0.64 44 1.00 69 0.45*
20 0.09* 45 0.45* 70 0.82
21 0.82 46 0.82 71 0.64
22 1.00 a7 0.64 72 0.27*
23 0.82 48 0.64 73 0.64
24 0.82 49 0.64 74 0.45*
25 0.64 50 0.82

*19 items below th€ontentValidity Measure (0.59) were removed.
Revision of Somdtems According to RefereesOpinions anda Pilot Survey

The 12 items (3, 6, 8, 26, 27, 28, 39, 47, 48, 55, 59,vHirh the experthadrequested to be revised among
theitems remaining after the content validity analyaiglthe expert evaluations of the candidate items of the
ECS, were corrected in line witlthe consistent opinions of tireferees At the same time, the items were
examined by two Turkish teachers andiegied in terms of spelling rules and punctuation ma#fter this
editing the scale item draft form consisted of 55 items, and the items of the scale \wagteresl randomly (1.

« at the same time, a fivpoint Likerttype rating € 6 W U R @sagtek’,' Disagre€, Partially
Agree’, Agree’, 36 W WyRA@rde”) was preferred for grading the items. The scale draft form was implemented
as a pilotsurveyfor 20 teachers in a secondary school in Cekmekdy district of Istanbul province. The pilot
survey was carried out directly by the implementdre opinions of the participants regarding the items and the
draft form were noted during the application and the participants were asked to write their evaluations about the
items in the draft form after thapplication. In line with the feedback obtained after the application, some
corrections (generallyriting and spelling corrections) were made and the scale form was made more useful.
Then, the final scale application form was prepared.
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Data Collection and Analysis

In the process of developing the Entrepreneurship Competencies Scale, an online scale form was used to collect
data from the relevant sample, and the application of the scale was carried out in two stages. Irstdgefirst

3()$ was performd torevealthe construct validity and stdimensions of the scale, and in the secstadje

"CFA" was performed to verify the scale model obtained. In order to analyze the data obtained during the scale
development process; The SPSS package program \edstasperformEFA, reliability and discrimination
analyzes and correlation analyzes, and the Lisrel program was usedtonp@FA which is used to determine
whether the scale model is verified or not.

Results

The results of the reliabilitynd validity analysis of the scale and thiadings obtained by comparing these
results with theeriterionvaluesare presented below.

Exploratory Factor Analysis (EFA)

During theEFA process, firstly the data obtained from the sample were transferred toSe23Rsystem and

the data were cleared of outliers. Then, Blewnessurtosis values of the data set were examined to
determine whether the data set showed normal distribution (univariate normality assumption). In a normal
distribution, SkewnessKurtosis” valuesare zero (Field, 2009). Therefore, the closer these vaduesro, the
normality of the distribution increase. Accordingly, some authors (George & Mallery, 2010) stated that when
W KH G D WSkewkdddiuftasis” values between +2 an@ and some authors (Tabachnick & Fidell, 2015)
stated that theSkewnessKurtosis” valuesbetween +1.5 andl.5 meet the normality of the data set. The
calculated Skewness.§30) and Kurtosis-(111) valuesof the scale were observed to be within thege
specified by the authors, so the assumption that the data set showed a normal distribution was confirmed.

The correlation matrix of the relevant data set was examined before proceeding with the factor analysis and it
was checked whether there was aeyni with a correlation value below .30 (Tabachnick & Fidell, 2015). In the
examination, no item with a correlation value below .30 was found. Then, thienageé correlation valuesf

the items were examined and it was checked whether there was anyiitemn correlation value below .50
(Tabachnick & Fidell, 2015). In the examination, an item with arriamage correlation value below .50 was

not detected and all of them were .90 and aboveeVealwhether the sample is sufficient for factor analysis,

the Kaiser Mayer Olkin (KMO) value was calculated and found to be .985. According to Hutcheson and
Sofroniou (1999), KMO value was stated as a medium between .50 and .70, good between .70 and .80, very
good between .80 and .90, and excellent above .9thisrsense, the KMO value obtained is at an excellent

level. To determine whether there is a high correlation between variables and whether the data set comes from a
multivariate normal distribution, the Bartlett Test of Sphericity was conducted and fowad to be significant

at the p <.001 level (x2 = 28274.82; df = 1485). The significance of the Barlett test proves that the data comes
IURP D PXOWLYDULDWH QRUPDO GLVWULEXW L Ré3e Difamed KaR&SWWO LQHD ULV
the factorizability of the scale and provide valid parameters fosthelimensios to be revealed.

Table 4. KMO ve Bartlett Test Values of the EC Scale

KMO Sample Adequacy .985
Ki-square Value 28274.82
Barlett Test Degree of Freedom 1485
P .000

After theKMO and Barlett tests, EFAvas performed to determine the construct validity of the scale and to
determine the distribution of scale items to factors or dimensions. Varimax technique was tieeBHRA

process because it provides convenience h@+LSDO FRPSRQHQW DQDO\WVLY DQG QDPLQJ
2010).The pincipal component analysis is used to discover which variables in the data set combine to form a
subset (Tabachnick & Fidell, 2015). In determining the factotkefEFA processthe eigenvalue was taken as

1 and the acceptable minimum load value of the factors was determined as .30 (Buyukdzturk, 2006; Ntoumanis,
2001). Tabachnick and Fidell (201%)n the other handjetermined this value as .32. In thisserach the

minimum factor load value was determined as .30.
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Table 5. The Number of Factors Obtained After EfAhe ECScale andhe Total Variance Explained by

Factors
Factors Initial Eigenvalues Total Factor Loads
Total Variance Set Total  Variance Set
% % % %
1 36.34¢ 66.08¢ 66.08¢ 36.34¢ 66.08¢ 66.08¢
2 1.487 2.70¢ 68.79: 1.48i 2.70¢ 68.79:.
3 1.23¢ 2.25: 71.048  1.23¢ 2.25: 71.04¢
4 1.077 1.95¢ 73.00¢ 1.077 1.95¢ 73.00¢
5 .84¢ 1.54¢ 74.54¢
6 768 1.38¢ 75.985
7 .73C 1.327 77.26:
8 .63E 1.15¢ 78.417
« K LK K LK K
55 7S .14z 10C

* FactorMethod: Princ. CompAnalysis
** Rotat.Method: Varimax

After EFA analysis performed as seen in [Eab above, it ipossible to observinat the scale is collected in 4
factors withaneigenvalue greater than 1 and the total variance amount explained by these factors is 73%. After
this processthe Varimax technique was used to clarify the distributidscale items to factors and to reveal the
dimensional plane of the items. The Varin@mihogonalrotation technique clarifies the distribution of items or
variables to factors by maximizing the higbrrelation valuedn the correlations between variables and factors

and minimizing the low ones. The Varimax technique is also a method of maximizing the variance of loads on
each factor (Tabachnick & Fidell, 2015). After the Varimax techniqbsenations exhibitedthat some items

had a load of .30 and above from more than one factor, and items with a load difference of less than .100 were
excluded from the scale. In this process,items5, 6, 17, 19, 21, 22, 23, 24, 26, 37, 39, 40, 43, 46, 523r%8

55 were removed one by one from the scale and the analysipeviismed repeatedIfl7 times) until the
dimensions became clear. After the Varin@thogonalrotation technique, a total of 17 items were removed
from the scale and the total amount afignce explained by the scale was32%. At the same time, the Kaiser
Mayer Olkin (KMO) value of the scale was found to be ,98#] the Barlett Test of Sphericity test at p <.001
level (x2 = 17719.70qdf = 703). The factordubdimensiopnumber of thesale was determined as 4.

Table 6.The Number of Factors of the Scale After Varin@thogonalRotation Tehnique

Factors Initial Eigenvalues Total Factor Loads Rotated Totals of the Factot
Loads
Total Variance Set Total Variance Set Total Variance Set
% % % % % %
1 24460 64.369 64.369 24460 64.369 64.369 8.800 23158 23158
2 1.296 3.409 67.778 1.296 3.409 67.778 7.073 18613 41,771
3 1.098 2.891 70669 1.098 2.891 70669 7.049 18549 60.320
4 1.008 2.652 73320 1.008 2.652 73320 4.940 13.000 73.320
5 .690 1.816 75.136
6 .678 1.784 76.920
7 575 1514 78434
8 537 1.413 79.847
9 472 1.242 81.089
10 464 1.220 82.309

* FactorMethod: Princ. CompAnalysis
** Rotat.Method: Varimax
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Table 7.The Clarifying Factors of the PegtarimaxEC Scale and the Load Value$ These Factors

63

Iltems
30)He/she hsa curiosity about creating new values.
34)He/she is committed to his/her goals.
33)He/she is aware of his/her competencies.
47)He/she realizes his/her ideas.
31)He/she is willing to learn.
35)He/she continues a job he/she undertakes.
38)The desire for high success is reflected in his
behavior.
48)He/she develops alternative projects.
54)When he/she detects opportunities, he/she uses
without hesitation.
45)He/she manages his/her time effectively.
32)He/she updates himself/herself.
36)He/she allocates resources while starting a new job.
41)He/she has high energy.
20)He/she takes into account the possibilities before sts
a business.
2)He/she can revise old applications and present therr
new forma.
1)He/she follows up opportunities regarding
development of the institution.
4)He/she activates the institution towards a new target.
3)He/she supports the discovery processes of
employees.
8)He/she is the grson who initiates change in t
organization.
13)He/she likes to research.
14)He/she does not miss opportunities that arise for
improvement of institutional practices.
10)He/she can bring together different resourcestgghg
to the institution and reveal them in a useful way.
12)He/she has a dynamic vision.
15)He/she likes to present innovation.
16)He/she creates new values out of existing resources
9)He/she supports the diversityideas.
7)He/she creates an environment in the institution w
people can present their ideas without hesitation.
44)He/she is open to new ideas.
49)He/she supports good practices produced by employ
29)He/shecooperates with employees in achieving goals
50)He/she cares about employee participation in achiev
job.
27)He/she uses communication processes well.
28)He/she analyzes the requirements of the environi
well.
11)He/she takes risks.
42)He/she is not afraid of failure.
25)He/she makes independent decisions.
18)He/she takes initiative.
51)He/she does not hesitate to start a new project even
resources are not provided.

Fact. 1

.750
718
677
.669
.669
.624

.610
597
.592

.586
.583
.562
.562

.523

Factors
Fact.2 Feact.3 Fect. 4

.764

722
.678
.613

.600
.599
.588

.582

.578
.565
.538

729
717

.697
.696
.685

.650
574
571

729
.662
.660
.607

579

* FactorMethod: Princ. CompAnalysis
** Rotat.Method: Varimax
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As seen in Tables 6 and 7 abovdsipossible to obsenhat the items of the scale were collected in 4 factors
with aneigenvalue greater than. The scale itemwere dtermined to havacceptable load valu¢mwest .523

highest .764) in the factors they entered. After examining the items in the factors, factors (dimensions) were
named by considering the majority of items entering the factors within the framewttr kflevant literature.

The factor names, item numbers, numpargl the studies used in naming the factors are shown in Table 8
below;

Table 8.Characteristice®f EC Scale

Factor Factor (Subdimensiop ~ Number ltem Numbers Studies Used in Naming the
(Subdimension) Name of ltems Factors (Subdimensions)

Dollinger (2008)

Van der Kuip (1998)
Bueno, Leite& Pilatti (2004)
Dornelas (2008)

20,30, 31,32, 33, \Jiim etal. (2013)

Personal Competencies

1 (IC) 14 344535473645’85’ 1 McClelland (961)
o Zimmerer &  Scarborough
(1996)
Bhatt (2016)
Kuratko & Hodgetts (1998)
Dollinger (2008)
5 Organizational 11 1,2,3,4,8, 10, 12, Onstenk (2003)
Competencies (OC) 13, 14, 15, 16 Najim etal. (2013)
Kuratko & Hodgetts (1998)
Minello,  Scherer  &lves
(2014)
3 Relational Competencie! 8 7,9, 27,28,29,44, Gibb (1998) & Tolentino
(RC) 49, 50 (1998)

Najim etal. (2013)
Bhatt (2016)

Minello,  Scherer  &lves
(2014)

Van der Kuip (1998)
Mintzberg (1990)& Kets de
Vries (1993)

Dornelas (2008)

Bhatt (2016)

Najim etal. (2013)

Zimmerer &  Scarborough,
1996

McClelland (1961)

Kuratko & Hodgetts (1998)
gURRD@\IOQ

$+FD

Caird (1991)

Commitment Self
4 Confidence 5 11, 18, 25, 42, 51
Competencies (CSCC)

As seen in Table 8, the firsubdimensiorof the scale consists of 14 itejriee secondsubdimensiorhas 11

items the third subdimensiorconsists of 8 itemsandthe fourthsubdimensiorconsists of 5 items. The scale

consists of 38 items in total. The variables (items) loading the determinedasttate were examined and the
subdimension« HUH QDPHG E\ GHWHUPLQLQJ WKH FRPPRQ SRLQWY EHWZHHQ
other words, the basic dimension that combines the variable (item) group loaded on the factors was taken into
account in naming the factors (Tabachnick & Fid2015). For this purpose, the fimibdimensiorof the scale

was named agPersonal & R P S HW Ht@eFdetb¥dsubdimensiores 32UJDQL]DWLRQDO, tBeRPSHWHQ |
third subdimensionas 35 HODWLRQDO & Brid $he VibHrtQ BubHiviénsionas & RPP LWSBIHQ W
&RQILGHQFH &RPSHWHQFLHV’
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Reliability Analyses

Split-half and Cronbach§ Alpha (CA) methods were used to reveal the reliability levels and reliability

coefficients of the scale and gsbdimensions obtained after EFA. CA is the nusstd relability determination

method and calculatesderthe consistency between scale items. In the splitting test method, the scale items are

divided into two halves and the correlation between these two halves is calculated, and then the resulting

correlationcoefficient is applied to the correction formula to obtain the reliability coefficient of the whole scale
UHNHU *HQOGR=+DQ . D @btained ar@ shbwiy ibaleXHoelow;

Table 9 Calculated Reliability Coefficients of Post EFAIS@mnd ItsSubdimensios

EC Scale and Its Subdimensions CronbacH[V  Split Half Spearman Split Half Guttman
Alpha Brown Coefficient Coefficient
Coefficient

Personal Competencies (PC) .96 .95 .95
Organizational Competencies (OC) .96 .94 .94
Relational Cormpetencies (RC) .95 .93 .93
Commitment SelConfidence .88 .85 .80
Competencies (CSCC)

EC Scale Total .98 .96 .96

As seen in Table 9, the reliability ansdg of the scale total and subdimensions performed after&Fralthat

the Cronbacly Xlpha Value, which was performed to determine the internal consistency reliability, ranged from
WKH ORZHVW . DQG WKH KLIJKHVW . ,Q WKH 6SOLW +DOI PHWKR
scale and its subdimensions and determining thsistemcy between two halves, SpearrBaown Coefficient

was observed to vargetween the lowest S = .85 and the highest S =af8the Guttman Coefficient was
observed to vary between the lowest G = .80 and the highest G = .96. According to Livin@i8)) 42
reliability coefficient is an absolute number that can vary between .00 and 1.00. The value of 1.00 indicates the
perfect consistency, and the closer it gets to the .00 value, the consistency and reliability disappear. The lowest
reliability coefiFLHQW VXJJHVWHG LQ WKH OLWHUDWXUH LV JUDHQNHO
The highreliability coefficient valueof the scale obtained prove that the reliabitid internal consistenaf

the scale and its subdimensions are higlc@%: Mueller, 1986; Nunnally, 1978scited in Germain, 2006).

Discriminant Analysis

After the reliability analyss, the Independent Groupstest was used to calculate the discrimination of the scale,
its subdimensions, and scale items. In thisdfio|, using the scale and subdimension total scores and item
scores, the upper 27%nd the lower 27% segments were determined, and whethdiffdrences ofarithmetic
mears between these groups was significant and if it was significant, it was cattwaether it was in favor of

the upper group. Discrimination omparinghigh and low scorers of an item or scale, and the ability to
distinguish betweerthe high and low score in a particular feature. A ratio of 27% is generally considered
sufficient toseparate upper and lower groupscause this value providessufficient rate for the analysis of
discrimination, while at the same time maximizing the differences in normal distributions (McCowan &
McCowan, 1999; Wiersma & Jurs, 1990).

Table 10Independent Group-test Conductetb Revealthe Discrimination of th&C Scale and its
Suldimensions

ttest

Subdimensions Groups N X SS Sh, t of D

Upper 118 64.03 3.96 .36
Personal Competencies (PC) 35.986 172.15 .000
Lower 118 34.71 7.91 .73

Orgarizational Competencies (OC) Upper 118 50.14 3.194 .29 35.371 165.92 .000
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Relational Competencies (RC)

Commitment SelConfidence Competencies

(CscQ

EC Scale Total

Lower 118 25.60

Upper 118 36.92

Lower 118 18.48

Upper 118 21.57

Lower 118 9.81

Upper 118

Lower 118

6.824

2.035

4.957

1.727

2.457

170.37 10.261

.63

19

A5

.16

.22

.94

90.42 19.874 1.83

37.381 155.32 .000

42.542 209.91 .000

38.833 175.24 .000

Table 11. Independent Groupeist Conducted toé¥ealthe Discrimination oftie EC Scale Items

Ilteme Groups N X t Df  p
1 fé’vﬁiﬁ ﬁg g:ig 32.260 175 .000
2 fé’vﬁiﬁ ﬁg ‘21:‘112 28.901 234 .000
3 fé’vﬁiﬁ ﬁg g:zg 33.781 194 .000
4 fé’vﬁiﬁ ﬁg g:;g 31.628 196 .000
! fé’vﬁiﬁ ﬁg g:ig 38.863 150 .000
8 fé’vﬁiﬁ ﬁg jzgg 35.915 234 .000
9 fé’vﬁiﬁ ﬁg i:gi 33.794 234 .000
10 fé’vﬁiﬁ ﬁg g:i; 20.896 209 .000
11 fé’vﬁiﬁ ﬁg ‘11:‘5“21 44.896 234 .000
12 fé’vﬁiﬁ ﬁg ‘11:2(2) 36.057 234 .000
13 ‘LJSVFV’EI ﬁg g:gg 31.152 234 .000
14 fé’v‘;iﬁ ﬁg 3:;? 30.045 181 .000
15 fé’v‘;iﬁ ﬁg 3:;2 32.850 186 .000
16 fé’v‘;iﬁ ﬁg 3:?‘3 32.035 203 .000
1 ~2pper 118 483 o 412234 000
Lower 118 1.66
20 LLJS\,?,E: ﬁg g:g; 28.687 205 .000
25 ngg ﬁg ‘11:‘7‘2 43.665 231 .000
21 LLJS\,?,Z: ﬁg i:g; 32.685 199 .000
28 LLJS\,?,Z: ﬁg g:gf 30.953 234 .000
29 Upper 118 4.72 31.851 191 .000




IJCER(International Journal of Contemporary Educational Rese 67

Lower 118 2.14
Upper 118 4.74
Lower 118 2.45
Upper 118 4.84
Lower 118 2.33
Upper 118 4.66
Lower 118 2.13
Upper 118 4.75
Lower 118 2.34
Upper 118 4.79
Lower 118 2.47
Upper 118 4.86
Lower 118 2.52
Upper 118 4.59
Lower 118 2.32
Upper 118 4.68
Lower 118 2.16
Upper 118 4.69
Lower 118 1.92
Upper 118 4.38

42 Lower 118 1.61 43.548 234 .000

Upper 118 4.65
Lower 118 2.10
Upper 118 4.46
Lower 118 2.13
Upper 118 4.60
Lower 118 2.50
Upper 118 4.49
Lower 118 2.10
Upper 118 4.97
Lower 118 2.33
Upper 118 4.89
Lower 118 2.42
Upper 118 4.42
Lower 118 1.81
Upper 118 4.56
Lower 118 2.30

30

31.243 204 .000

31 33.362 173 .000

32

32.576 206 .000

33

29.537 183 .000

34 30.302 185 .000

35 32.217 168 .000

36

28.093 205 .000

38

31.945 201 .000

41 36.558 234 .000

44 31.328 199 .000

45

28.187 204 .000

47 27.307 213 .000

48 30.589 234 .000

49

36.862 127 .000

50

33.750 158 .000

51 38.049 234 .000

54

28.389 210 .000

As seen in Tables 10 and 11, a significant difference in favor of the upper group (p <.001) was found between
the EC scale and subdimension scores and the arithmegars of the lower 27%andupper 27% of the item

scores of the scaléhus,observations exhibitethat the scale, its subdimensions and the items of the scale were
discriminants The sigificant difference between thewer and upper groupmears shows that the ternal
consistency of the scale is also high (Buyukdztirk, 2012).

Correlation Calculations

After the discrimination process, itetotal (IT) and remaining itenfIR) correlations of the items of tHeC
scale were calculated, are resultsrevealedthe internal consistency of the scale and whether the items
measure the same structure.

Table 12EC Scale IT and Iorrelation Results

Item-Total Correlation Item-Remainder Correlatior
ltems N r p r p
1 436 .804 .000 .793 .000
2 436 .705 .000 .688 .000
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3 436 .806 .000 794 .000
4 436 .834 .000 .825 .000
7 436 .732 .000 715 .000
8 436 .846 .000 .836 .000
9 436 .789 .000 776 .000
10 436 .864 .000 .855 .000
11 436 .733 .000 715 .000
12 436 .884 .000 .875 .000
13 436 .832 .000 .821 .000
14 436 .853 .000 .844 .000
15 436 .843 .000 .833 .000
16 436 .871 .000 .862 .000
18 436 .787 .000 72 .000
20 436 .743 .000 729 .000
25 436 .624 .000 .603 .000
27 436 .805 .000 791 .000
28 436 .832 .000 .821 .000
29 436 .821 .000 .809 .000
30 436 .704 .000 .688 .000
31 436 .845 .000 .836 .000
32 436 .845 .000 .835 .000
33 436 .810 .000 799 .000
34 436 .796 .000 .784 .000
35 436 .799 .000 .788 .000
36 436 .843 .000 .834 .000
38 436 .788 .000 75 .000
41 436 .825 .000 .813 .000
42 436 .689 .000 .670 .000
44 436 .826 .000 .815 .000
45 436 .829 .000 .819 .000
47 436 .793 .000 .783 .000
48 436 .851 .000 .842 .000
49 436 .793 .000 .781 .000
50 436 .787 .000 q74 .000
51 436 .745 .000 .730 .000
54 436 .833 .000 .823 .000

As seenin Table 12, the correlation valuebtained as a result of itetatal correlation (lowest .624; highest

.884) and itesremainder correlation (lowest .603; highest .875) were ab®Veanda positive significant
relationshipwas determinedt the p <.001evel. All these results show that the internal consistency of the scale

LV KLJK DQG LW PHDVXUHV WKH VDPH VWUXFWXUH %-e\eN|]W+UN
Pearson Analysis was performedravealthe relationships between the scatel subdimensions and between

the subdirensions themselves.nalysis resultshows the strength and severity of the relationship between two
variables it is represented by " and takes valuelsetweenr D QG $OWXQOuUON HW PR@ o
obtained after the correlation calculations between variables is lower than .30, the relationship between variables

is described awealk, ifit is between .3Q70, the relationship between variabéssamedium, and if it is .70 and

above, the relati®hip between variabless strongn the literature *e U E ¢ ] uDKLQ

Table 13. Pearson Analysis PerformedrRevealthe Relationships Between tB€ Scale andhe
Subdimensions and Between the Subdimensions themselves

Commitment

The Scale and Orgamza‘uor_]al Relatlonal_ SeltConfidence Entrepreneur.shlp
; ; Competencies  Competencies : Competencies
Subdimensions (0C) (RC) Competencies Total
(CSCQ)
r .896 .860 .812 .967

Personal p .000 .000 .000 .000
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Competencies (PC)

— .857 .804 .959

Organizational
Competencies (OC) p .000 .000 .000
Relationd r .766 .929
Competencies (RC) p .000 .000
.875

Commitment Self
Confidence 000
Competencies (CSCC P '

As seen in Table 13, as a result of the Pearson Analysis, a high positive relationship was found between both
subfactors and betweesubfactors and the total score of the scalepositive significant relationship was

found tetween the3 (& 6FDa@HI3HUVR QDO &R BubtiertQrivithH\£ .967 at p <.001 level

between the? (& 6 F DaddHthe32UJD QL] D W L R Q D Osub&iReSsidiwith@ £ 19BN p <.001 level

between the3 (& 6 FDaddiie 35HODWLR QDO &bbRiSéhgiorv@hA =H929at p <.001 level and

between the? (& 6 F DaDdHhe3 & RP P LWSRBIHERMD ILGHQ FH & RsbBudikh&vistoQuiEHr\875at p

<.001level Neverthelessa positive significant relationship was fouhdtween theeSHUVR QDO &RPSHWHQF
subdimension and the2 UJD Q L] D W L R Q D OsubrireBdioviith @+.B96xt p <.001 levelbetween the

3Personal & R P S HW HsabHilnéhgion and the5HODWLR QD O &BbdiSehwioAv@h-rL=H&60at p

<.001 leve] between the33HUVR QDO &R BEHMERASDR lakdVthe & R P P L \AGRIFCQrfilence

& R P S HW Hs@bBimEngionwith r = .812at p <.001 level between the32UJDQL]DWLRQDO &RPSHWI
subdimension and thE5HODWLR QDO &Bodishehgiod@i-i+H.857 at p <.001 level between the
32UJDQL]DWLRQDO subdiiehbidhH @Qriell Hh&*'& R P P L \ASRIFHCQrfidence Competencies
subdimensiomith r = .804atp <.001 levelandbetweenhe S5 HODWLR QD O &bBbHi®¢hYbH ghi thel vV °

3 & R P P L \ABRI+HCOQnfidlenceCompetencies subdimensiorwith r = .766at p <.001. All these results show

that all factors of theeC scale measure the same structure and that all factors have a positiVaticorre

between themselves and with the total score of the scale.

After the above procedures regarding B@scale, the items of the scale were reordered. The new and old item
numbers of the scale are shown below;

Table 14 EC Scale New and Old ItemnbersBefore theSecond Application anGFA

Subdimensions
PC OC RC CsCC
New Item Old Item Items
Number Number

1 30 He/she hsa curiosity about creating new values. .750
2 34  He/she is committed to his/her goals. .718
3 33 He/she isaware of his/her competencies. 677
4 47  He/she realizes his/her ideas. .669
5 31 He/she is willing to learn. .669
6 35 He/she continues a job he/she undertakes. .624
7 38 The d_esire for high success is reflected in his 610
behavior.
8 48  He/she develops alternative projects. .597
9 54 When he/she Qetects opportunities, he/she uses 592
without hesitation.
10 45  He/she manages his/her time effectively. .586
11 32  He/she updates himself/herself. .583
12 36  He/sheallocates resources while starting a new jot  .562
13 41  He/she has high energy. .562
14 20 He/she takes into account the possibilities be 523

starting a business.
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He/she can revise old applications and present -

15 2 ; .764
in a new format.
He/she follows up opportunities regarding

16 L 722
development of the institution.

17 4 He/she activates the institution towards a new tar¢ .678
He/she supports the discovery processes of

18 .613
employees.

19 8 He/sheis the person who initiates change in 600

organization.
20 13 He/she likes to research. .599
He/she does not miss opportunities that arise fol

21 14 S . .588
improvement of institutional practices.
He/she can bring together diffete resource:
22 10 belonging to the institution and reveal them ir .582
useful way.
23 12 He/she has a dynamic vision. 578
24 15 He/she likes to present innovation. .565
25 16  Hel/she creates new values out of existing resourc .538
26 9 Helshe supports the diversity of ideas. 729
He/she creates an environment in the institu
27 7 where people can present their ideas witt 717
hesitation.
28 44  He/she is open to new ideas. .697
29 49 He/she supports good practices producey 696
employees.
30 29 He/she cooperates with employees in achieving g .685
31 50 He/_she_ cares about employee participation 650
achieving a job.
32 27  He/she uses communication processes well. 574
33 o8 \I:Iglllshe analyzes the réagments of the environme 571
34 11  Hel/she takes risks. 729
35 42 He/she is not afraid of failure. .662
36 25 He/she makes independent decisions. .660
37 18 Hel/she takes initiative. .607
38 51 He/she does not hesitate to s&new project even 579

the resources are not provided.

Confirmatory Factor Analysis (CFA)

After EFA and reliability analses, CFAwas performed toevealwhether the scale model and medata fit

were verified. The data obtained in the piaetarried out in a sample of 724 teachers were first transferred to
the SPS 21 system and the Skewndé®gstosis valueof the data set were examinedréwealwhether the data

set showed normal distribution (univariate normality assumption). Théhitcthe 3 6 N H Z &ittdsis” values

of the data set are in the range of +2 ahdndicates that they meet the normality assumption. Observations
revealed that the calculated Skewnes327)and Kurtosig(.703) valuesof the scale were within the spfed

range, so the assumption that the data set showed a normal distribution was confirmed (George & Mallery,
2010; Tabachnick & Fidell, 2015). Thethhe application of CFAvas performedusing the Lisrel program. In

CFA, the status of representation of trariables of the scale in the factors they enter is revealed and verified, at
the same time, the researcher determines the distribution of the variables to the factors in the creation of the
model (Ozdamar, 2004; Albright & Park, 2009). However, CFA dsita reduction technique that evaluates the
relationships betweeseveralvariables. Depending on the results in the CFA process, that is, if the model is not
verified, it may be necessary to take a new samplepanidrm an EFAagain, or interventions sh as item
deletionor revision in measurement may take place (Germain, 2006). As a result, the general pugfe&e of

and CFAis to ensure the stability of the factor structure (Hinkin, 1995). For this purpose, the relevant data were
transferred to the krel program and the model of the scale was determined by the researchétens
(variables) were assigned to the model. Then, the model was calculated and the fit eéltihes model were
revealed. In Table 15 below, item statistics obtained fronitéines in the scale as a result of the CFA analysis
performed for thé&eC scale are given.
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Table 15.CFA Item Statistics

Factor ltemNo  Factor Load Value R’ Error t
1 .85 .73 0.27 24.17*
2 .83 .69 031 3259*
3 .81 .66 0.34 31.53*
4 .81 .65 035 31.31*
5 .86 .74 0.26 34.59**
p | 6 .84 .70 0.30 33.15*
Cor:prZ?gr?cies 7 85 71 029 3363
(PC) 8 .89 .78 0.22 36.25**
9 .84 71 0.29 33.54*
10 .84 .70 030 33.17*
11 .90 .81 0.19 37.38*
12 .82 .69 031 32.68*
13 .86 .75 0.25 34.83**
14 .80 .64 0.36 30.92**
15 .87 .75 0.25 34.97*
16 .86 .73 0.27 34.35*
17 .89 .78 0.22 36.24**
18 .88 77 0.23 35.83*
Organizational 19 .87 .75 0.25 34.96**
Competencies 20 .89 .79 0.21 36.38*
(00 21 .88 77 0.23 3218*
22 .89 .78 0.22 36.28**
23 91 .83 0.17 38.28**
24 91 .82 0.18 37.67*
25 91 .82 0.18 37.62**
26 .85 .73 0.27 33.71*
27 .84 71 0.29 33.04**
Relati | 28 .89 .78 0.22 35.93*
Con‘i;;'toe?]"’(‘:ies 29 88 78 022 3585*
(RC) 30 .90 .81 0.19 37.03**
31 .88 77 0.23 35.37*
32 .84 71 0.29 33.31*
33 .86 .74 0.26 34.10**
Commitment 34 .88 g7 0.23 35.19*
Self 35 .81 .66 0.34 31.02**
Confidence 36 .63 .40 0.60 21.87*
Competencies 37 .84 71 029 32.83*
(CSCQC) 38 .82 .68 0.32 3176*
**n<0.01

As seen in Table 15, according to the CFA results ofihieepreneurship @npetenciescale, the factor load
valuesof the scale items vary between .63 and .91. The factor load \@hte@ised are at an acceptable level.
Also, the relationships between scale items and latent variablesdenenined to betatistically significant at
a99% confidence interval (t> 2.58). The path diagrar@GeA is presented below:
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Figure 1. EC Scale CFA Model

As seen in Figure 1, the CFA model of t8€ scale has been presented as a-factor structurePC represents
W KH 33 Hlomp©erei&y subdimensionOC represents thé@Organizational Competenciésubdimension,
RC represents theRelational Competenciéssubdimensionand CSCC representthe ommitmeniSelf
Confidence& R P S HW KHudimehsionWhen looking at the path diagram obtadrafter CFA analysis of the
EC scale model, at the first stage, fitecriteria did not come out at the desired level, so modificatiwhgch
are suggested by the prograwere made between items-18, 2728 and 381. The goodness of fit values

calaulated aftethe CFA application are presented below:
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Table 16 EC Scale Goodness of Fit Values
X?df p RMSEA  GFI CFI AGFl  NNFI NFI SRMR RMR
4,759 0.000 .061 91 .99 .86 .99 .99 .023 .025

As seen in Table 16, the ebjuare value calculated a result othe CFAof the EC scale model was found as

x? = 3074.78degree of freedoras df= 646 (p <.001)and chisquare/df value as 4.759. A valuexafsd below

5 indicates that the model fit is at an acceptable level (Scherntstigdl, Moosbrugge & Miuller, 2003).

Looking at the results of fit indexes, the RMSEA vales calculated a961, CFl valueas.99, NFI valueas

.99, GFI valueas.91, and the RMR value as .0Zbhefacts that theRMSEA value is below .08, the GFI value

is .90 and abovehe RMR value is below .1, the CFl value is .90 and abandthe NFI value is .90 and above

reveal thatthe model is compatible with the real data and all fit indehage acceptable or perfect values

(Rigdon, 1996;Erkorkmaz, Etikan, Demir, Ozdamar, &DQLV R + O X + X SchegmalierH U

Engel et al., 2003; Bentler & Bonnet, 1980; Byrne, 202D (R>+@ X dRNOXN UOUHNHUFLR+OX %
2010; Plichta & Kelvin, 2013).

The Scoring of the Scale

The Entrepreneurial Competdes Sale is structured as a fiymint Likert type, and thet 6 W U RD@ayeee”
optionis 1 point,the Disagre€ option is 2 points,W KRdrtially Agre€ option is 3 pointsthe 3 &ree” option

is 4 points,and 36 W U RAQré® bption is 5 points. As the totalcore of the scale increases, #ssumed
Entrepreneurial Competenciefeature also increases. There is no reverse détethe scale. The lowest 14 and
highest 70 points can be obtained from thg H U VE@met@nciessubdimension of the scalthe lowest 11
points andhighest 55 points can be obtainedhe Organizational Competenciésubdimension, the lowest 8
points and highest 40 points can be obtainedthe Relational Competenciésubdimensionthe lowest 5
points and highest 25 points carbe obtainedin the TommitmentSelfConfidence Competenciés
subdimensionandthe lowest 38 and highest 190 poioén beobtainedin the Entrepreneurship Competencies
Scale’ LQ JH Rddasdng the scoring of the Entrepreneurship Competencies theaks;ore and decision
ranges are as follows:

Table 17. The Scoring of the Entrepreneurship Competencies Scale and Decision Ranges

Strongly . Partially Strongly
Disagree Disagree Agree Agree Agree
When themeans
of the scoring 1.00-1.8 1.92.69 2.703.49  3.504.29 4.305.00
points are
calculated
When the total
point means are 3868.4 68.598.8 98.9129.2 129.3159.6 159.7190
calculated
Entrepreneurship Competencies Entrepreneurship Competenci
Decision Direction Decrease Increase
C—— ——) 00

Discussionand Conclusion

School principaleedto have competencies that include entreprestépgualities in terms of the development

and competition of toda§ educational institutions. For this reason, the development of a measurement tool that
covers and meases these competencies in both the selection e$gmdce school leaders and the evaluation of
the inservice performance of school leaders guided this researcthis study which wasconducted in line

with this orientation, a measurement tool catirsgs of four subdimensions and 38 items was obtaitzed
develop a scale thdtas items including entrepreneurship competencies of school principals according to
teachergperceptions. The measurement tool obtained consisBavsonal Competenciéwith fourteenitems,
Organizational Competenciéswith eleven items, Relational Competenciéswith eight items and
CommitmeniSelf-Confidence Competenciesth five items.
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During the development phase of t6€ Scalethe total variace amount explained kthe fourfactor obtained

in the EFA analysis, which was carried out to ensure the structural validity of the scale and to determine the
factor structuresywas73.20%.0bservations revealed thduet factor loading valuesf the variables (items) that

load on the factorsverebetween .523 and’50 in thePersonalCompetencies subdimensidetween .538 and

.764in the Organizational Competencies subdimendietween .571 and .729 in tiRelationalCompetencies
subdimensionand between579 and .729n the Commitment SeHConfidence Competenciesibdimension

which areacceptable load values.

In the reliability analysis performed after determining the factor structures of the measurement tool,
observations exhibited th&A valueat the level of the scalend its subdimensions was between the lowest .88
and the highest .98he SpearmaBrown Coefficient varied between the lowest .85 and the highest .96 range,
the Guttman Coefficient ranged from .80 to the highest .96, and the scale had a high of reliability

In the discrimination analysis performed after the reliability analysis, oditseng revealedhat there was a
significant difference in favor of the upper group (p <.001) between the scale and its subdimensions, as well as
the upper and lower meanases of the scale items, and the s&leems and subdimensions had a distinctive
structure. After the discrimination analysis, itéotal (lowest .624; highest .884) and iteemainder
correlations (lowest .603; highest .875) were calculaté®ed amonghe items a highly positive (p <. 001)
significant relationship was detected. After this process, Pearson Analysis was performagab the
relationshipsbetween the scale and the subdimensions and between the subdimensions themselves, and it was
obsened that the correlation valueanged fronthe lowest766 to .967. All these correlation valugsow that

the scale, its itemsand subdimensions are consistent witltiemselvesand have a highly significant
relationship with each other.

Finally, CFA was performed to verify the scale model and the obtained fit vék2e6df=4.759; RMSEA =
.061; CFI =.99; NFI =.99; GFI = .91; AGFI = .86; RMR =. 025; SRMR = .023) confirmed the scale model and
its four-factor structure. All these valuebtainedprove that th&C scale has a valid and reliable structure.

The fourfactor scale structure obtained in this study within the subject area and scope of entrepreneurship
competenciesnatcheswith various studies and evaluations in the literatlifeus the personalcompetencies
subdimension has been defined by various researchers (Dollinger, 2008; Van der Kuip, 1998; Bueno, Leite &
Pilatti, 2004; Dornelas, 2008; Najim et al., 2013; McClelland, 1961; Zimmerer & Scarborough, 1996; Bhatt,
2016; Kuratko & Hodgtts, 1998)and itincludes specificities that contatine character and behavioral qualities

that find their expression in individudisharacteristics and distinguish them from others. Organizational
competencies subdimensiareflected by the views dollinger (2008), Onstenk (2003), Najim et al. (2013)

and Kuratko and Hodgetts (1998nd it includes the attitudes that direct the leadership and management
processes to entrepreneurship, suchhasleaderguiding the organization within the framework lois/her

vision, ensuring organizational commitment to initiatives, introducing initiatives to ensure change and
innovation to the organization, and activating the organizalibeRelational Competencies subdimensias

been emphasized by the evaluati@fMinello, Scherer, Alves (2014), Gibb (1998), Tolentino (1998), Najim et

al. (2013) and Bhatt (2016and itincludes cooperatiorregardingimplemenation ofinitiatives and relationship
management, participation, communication procesard diversiy of ideas. CommitmerBelf-Confidence
Competencies are also expressed by various researchers (Minello, Scherer, Alves, 2014; Van der Kuip, 1998;
Mintzberg, 1990; Kets de Vries, 1993; Dornelas, 2008; Bhatt, 2016; Najim et al., 2013; Zimmerer &
Scarborough, OF&OHOODQG . XUDWNR +RGIJHWWYV GUFDQ .D\JC
1991) and includes taking risk and initiative, seléonfidence, not being afraid of failure, perseveraracel
determination.

As a result, innovation and changegesses in organizations and original productions and value creation start
with the initiatives of the organization leaders. The fact that school leaders perceive the opportunities by
observing the dynamics within their organizational structure and tuthérg into initiatives puts these schools

in the foreground in educational terms. In this context, school leaders need to acquire these competencies and
adopt them in an individual structure to carry out the process with entrepreneurial eyes.

Recommenddions

Although the develope&C scale was developed in the sample and context of school leaders, it has an item
character that can be used in different sectors. For this reassee the big picturét is important to use the
scale to determine the espreneurship competencies of leaders in different professional fields and sectors, as
well as to test and adapt the scale in different cultural and regional sampling strugttthessame time, it will
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be beneficial for the development of the educasgstem if decisiomimakers take these competencies into
account in the selection and evaluation of school leaders and reflect these competencigssrtacprand in
service training processes.
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Appendix-1
ENTREPRENEURSHIP COMPETENCIES SCALE
Please mark the relevant option considering the level of your school principal in the situatiobglow.
My School Principal;
O (D)
e SR
No Iltems %8 _8&5< < 5{
1 | He/she bsa curiosity about creating new values.
2 | He/she is committed to his/her goals.
3 | He/she is aware of his/her competencies.
4 | Helshe realizes his/her ideas.
5 | He/she is willing to learn.
6 | Helshe continues a job he/she undertakes.
7 | The desire for high success is reflected in his/her behavior.
8 | Hel/she develops alternative projects.
9 | When he/she detects opportunities, he/she uses them without hesitat
10 | He/she manages his/her time effectively.
11 | He/she updates himself/herself.
12 | Helshe allocates resources while starting a new job.
13 | Helshe has high energy.
14 | Helshe takes into account the possibilities before starting a business.
15 | Helshe can revise old applications and present them in a new format,
He/she follows up opportunities regardi the development of th
16 |institution.
17 | Helshe activates the institution towards a new target.
18 | Helshe supports the discovery processes of the employees.
19 | He/she is the person who initiates change in the organization
20 | Helshe likes to research.
He/she does not miss opportunities that arise for the improveme
21 |institutional practices.
He/she can bring together different resources belonging to the insti
22 | and reveal therin a useful way.
23 | He/she has a dynamic vision.
24 | Helshe likes to present innovation.
25 | He/she creates new values out of existing resources.
26 | He/she supports the diversity of ideas.
He/she crei@s an environment in the institution where people can pri
27 |their ideas without hesitation.
28 | Hel/she is open to new ideas.
29 | He/she supports good practices produced by employees.
30 | He/she cooperates with employees@hieving goals.
31 | He/she cares about employee patrticipation in achieving a job.
32 | He/she uses communication processes well.

33

He/she analyzes the requirements of the environment well.
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34 | Helshe takes risks.

35 | He/she is not afraid of failure.

36 | He/she makes independent decisions.

37 | Helshe takes initiative.

He/she does not hesitate to start a new project even if the resources
38 | provided.
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Abstract

There are eveincreasing studies about online classes taed applications in terms of benefits and deficits in
transitioning to online education especially after the outbreak of C&l@IPandemic in the wiat. This study

investigates th&nglish language &U Q HethMI§tions about transitioning to online classes in higher education

in a sample of students at English language and literature (ELL) department. In addition falldiigig a

mixed-method degin, LW DWWHPSWV WR ILQG RXW WKH VWXGHQWVY SUHIHUHQF
LQ KLIKHU HGXFDWLRQ LV ZHOO ZHOFRPHG RU QRW (// VWXGHQWVT SU
five-point Likert surveyanda focus group intemew. After employing convenience sampling, 96 ELL students

responded tahe survey and 10 studentsho answered the surveyarticipated in the focused interview

voluntarily. The results showed that both groups of learners had positive evaluations absitibfiag to

online classes in terms of the content, delivery and structure during pandemic. The participdmbsiglgdhat

their professors utilized online classes effectively leading to a seamless transition to online learning for them.

The implicatons of these findings for online classes in Turkish higher education context are discussed.

Key words: English language and literature (ELL) stude@sline classes, Mixethethods, COVID19

Introduction

Since the outset of the Coronavirus 2019 (CDMB) pandemic, all aspects of humiife, includingeconomy,

health, tourism andducation, havbeeninfluenced(Hebebci et al., 2020) and some changes have been made in
accordance with the recent restrictions and alterat®ose strict rules such ascsaldistancing, homeffice

working, homeschooling have been implemented in order to decrease the number of people affected from this
pandemic. In many countries, schools and higher education institutions have experienced a disruption to their
traditioral way of education system due to COVID outbreak, in February 2020. In Turkey, the emerging
threat of this pandemic has also brought about the closure of schools and universities in a short span of days in
March 2020. In the fall term of 2020 academé@as, educational institutions are continuing to run their courses

via onlinelearning toolsWithin theserapid changes and implementations, at least 1.5 billion learners which
make up 91 percent of the student population were influenced (UNESCO, 2028)wadion is the second

most affected sector in a very short time (T&liAltun, 2020). This lockdown process has led to a shift to
online learning in all levels of education system in Turkey as implemented in all countries.

With the widespread use ¢dchnology and the Internet, online learning has become an inevitable part of the
education system worldwide, especially in higher education institutions. Due to its flexibility in time, space and

pace, online learning is considered as an alternativaditibmal faceto-face learning. However, changing the

perceptions of students and teachers towards online delivery is one hurdle that institutions need to handle.
Previous studies represent this practice. One major issue in early research of onling lsaroincerned with

perceptions of students in higher education (Armstrong, 2011; Artino, 2010; Astalni2010). Some studies

specifically compared the perceptions of experienced and novice online studmats €t al, 2016) while

others examinetlh GLIIHUHQFH EHWZHHQ IDFXOW\ DQG VWXGHQWVY SHUFHSWL

’ Correspondig Author:Ceyhun Yikselir, ceyhunyukselir@ail.com
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2019). Some attempts have been made to evaluate the quality of digital tools to be used in online courses
(Rogers, 2011).

Until COVID-19 pandemic, online deliverlyas been used as a supplementary mode tetdefeee teaching.

However, the rapid and mandatory suspension to-ttaface delivery in education systems has initiated a

serious debate about the quality of learning and student and teacher satisfastibneoliearning. Pal, Vanijja

and Patra (2020) explain that in the wake of current CGVIDSDQGHPLF FRQGXFWLRQ WR D 3
teaching has been made mandatory to reduce the negative effects of school closures worldwide. To maximize

the potentials of WKLV 3IXOO\ RQOLQH" PHWKRGRORJ\ LW LV HVVHQWLDO WR }
applications utilized in this delivery of teaching. Additionally, the quality of lesson, delivery and experience can

be easily and quickly assessed in féaéace delivery of teaching during class hours. What is almost impossible

LQ DQ RQOLQH FODVV LV WR JHW LPPHGLDWH IHHGEDFN IURP VWXGHQW
be integrated to online learning methodology during the design of tle aurriculum. Understanding their
perceptionof online learning mode may enable educational experts to make modifications to suit their needs
(Nambiar, 2020).

Consequently, online learning seems to be a future mode of teaching methodology, so tesher®re

understanding of how students evaluate online classes and multimedia applications as a learning mode to

maximize the effectiveness. In Turkey, all universities have moved to online delivery since March 2020 in the

light of the rising concern du® COVID-19 pandemic. However, this digital mandatory transition has posed

some challenges that universities have to cope with. Besides, getting used to this mode of delivery may be also

problematic for faculty members and studefitslli and Altun (2020)explain that one of the main problems

about online learning in Turkey is to prepare online versions of content and presentgtiohsX + FODLPV

that educational materials uploaded to the online systems during the pandemic were all printed books in higher

education in Turkey. Thus, materials focusing on collaborative learning need to be urgently developed for

higher education. AV WKLY SRLQW VWXGHQWVY HYDOXDWLRQV RI WKH TXDOLW\

crucial information in assessing online courses and materials during the pandemic. In Turkish context, studies

KDYH EHHQ FRQGXFWHG WR idfiD Bdo@ HonliviaV AaGsdQ iw fifferehH figk$si Sgdlth

management (Sercemeli & Kurnaz, 2020), theology@Ge **PU*No0o*R+0X 7XUNLVK /DQJXD
.DUDNX0O HW DO D QG &Y 8lR2020)VTd/ ¢uk khQuradge StheVip&aeptions of students

studying at the department of English Language and Literature have not been investigatedHesfte, this

VWXG\ LV PRWLYDWHG E\ WKH QHHG RI (// VWXGHQWVY HYDOXDWLRQV |

Microsoft Teams online classes and delivery, content and structure of the online classes. As Pal and Vanijja

(2020) highlightthe usability of the learning tools is prominent to ensure the online learning to be effective and

useful for the studentdhe participants werthe F' and 29 classstudents studying ifEnglish language and

literature departmen©Our ultimate aim was toompare their evaluations of online classes to figure out whether

there areany differences betweer®and 2 FODVV VWXGHQWVY HY DO Rd tM4 pupaseR! RQOLQH

the present studyhe followingresearch questions were formulated

1. Whatare the evaluations of thé' tlass and ¥ classEnglish language and literatustudentsfabout
transitioning to online classes regarding the use of online classes, delivery, content and structure?

2. Is there a statistically significant difference betwebe ' class and ¥ classEnglish language and
O LW H U D W >»uaHiaNovs XegatddihgviheJuse of online classes, delivery, content and structure?

3. What are the feelings of the' tlass and " class (QJOLVK ODQJXDJH DQ&baut WHUDW X
transitioning to online classes?

Literature Review

At a time where every life is rested on technology and internet, online learning is recognized as an efficient
means of instruction of delivery. It has been defined by many scholars in the liteFatupdly (2004), the term

LPSOLHVY WKDW 3WKH OHDUQHU LV DW D GLVWDQFH IURP WKH WXWRI
technology to access the learning materials that the learner uses technology to interact with the tutor or
instructor and \th other learner that some form of support is provided to learners (p. 16). Means, Bakia and

0 X USKN\ GHILQH RQOLQH OHDUQLQJ DV 3D OHDUQHUTV LQWHUDFWLI
WKH SXUSRVH RI OHDUQLQJ" S DGRGMWPL@®DBORD.GHWN GHILQLWLRQ RI W
learning and teaching which uses computediated communication via the internet to achieve the learning
REMHFWLYHV ZLWKLQ DQ HGXFDWLRQDO RUJDQL]DWLRQ S
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Ally (2004) explains the bene$ of online learning to educational institutions. Firstly, it creates a learning
environment for learners where there are no time zones, location and distance. In addition, they cart@each up
date materials and negotiate with experts through the intefhey can also take any online classes while
working or in their free times. Bowman (2010) labels three types of online learning: independent study is the
form of nonformal classes where course materials are available online and students completa thein o

own. In synchronous learning both students and lecturers attend online classes at the same time and lecturers
teach in real time. As the most popular form of learning, asynchronous learning provides learners flexible time
to complete specific assigients and discussions.

Means et al. (2014) suggest four dimensions of online learnomgext, design features, implementation and
outcomesContextis related tothe field use of use, provider tygigpes of school) antireadth(type of the
program) hat online learning application is implemented. As the second dimensistnyctional design
includes features ahodality (type of online learning)pacing, synchrony, instructor and student role, the role
of online assessmeahdfeedback mechanismhethird dimension is thenplementatiorthat is associated with
learning location, cdocated facilitatorand studeniteacher ratio(interaction). Finally, it is prominent to take
into account theutcomef the process which has four specific featumegnitive, engagement, productivity
measuresndlearning-to-learn outcomes.

Suddenly, online learning has become compulsory worldwidetaltige expansionof COVID-19 pandemic.

Many universities announced that online courses would be available in thg epr2020. Students would
participate courses, complete assignments and take their exams online. However, during this mandatory shift,
the universities worldwide were concerned about whether their students would be able to learn online. The
literature on aline higher education during the present pandemic has mostly focused on the perceptions of
XQGHUJUDGXDWH VWXGHQWVYT SHUFHSWLRQV WR RQOLQH GHOLYHU\ R
study, Agunget al. (2020) examined the perceptions @8 students of English Language Education Study
Program at a college in Indonesia to online classes through a survey and labelled three major obstacles in online
learning: availability and sustainability of internet connection, accessibility of the ngaamédia, and the
compatibility of tools to access the media. In another similar study conducted in this context, Allo (2020) found
that the learners of English study program at a college developed positive attitudes to online classes in the midst
of the mndemic. In Chinese context, Demuyakor (2020) found that the implementation of online learning
programs was supported by the students in spite of the high cost of participation to them. On the contrary, Unger
and Meiran (2020) witnessed negative attituofiesndergraduate students towatkis mode.

Throughan onLQH VXUYH\ etRlkRB20Dabserved that the factors improving online education were

mainly associated with technological and internet infrastructure during the pandemic in Turkey. Based on the

data collected from undergraduate students in Soutie&Kand India, Baber (2020) arsdyg the relationship
EHWZHHQ VWXGHQWVY SHUFHLYHG OHDUQLQJ RXWFRPHV DQG VDWLVID
concepts positivelyinteraction in the classroom, student motivation, course structureuatst knowledge,

and facilitation.In another studyKrishnapatria (2020) claimed thptomoting flexibility and personalization

where learners can choose their learning path and pace result in pelativeieg perceptions.

Murphy et al.(2020) examQHG XQGHUJUDGXDWH FROOHJH VWXGHQWVY SHUFHSWL
responses to a virtual learning classroom in a college in the northeast United States. Based on the results,
students thought that LMS system in online classes was usativedfy to adopt the content and communicate

changes in the content by their professors but not to declare the changes in the syllabi and schedule. Pal et al.
(2020) compared the quality of three popular applications (Zoom, Microsoft Teams, and Ciscq byalsng

an objective based approach and found that Microsoft Telis lfereaftey provides the least experience,

whereas those from the others vary depending upon the objective models used.

As can be concluded from the studies in the previous litexahe delivery of education has changed all over

the world during the pandemic. The compulsory closure of schools and universities has led to excessive use of
online learning. No one was prepared for this sudden and dramatic change in the delivengatibreal
instruction. The unplanned and rapid shift to this mode negatively influenced the participants of the learning and
teaching procesddany teachers and students believed that it was not possible to get sufficient knowledge from
online learning. Irthis sense, measuring their evaluations of this delivery should be the first step of adaptation
of technology since positive attitudes and evaluations facilitate learning effectively.
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Methodology
Research Context

The study was carried out in a stataversity in southern Turkey. The data were collected from the department
of English Language and Literature, in which the medium of instruction is English. The students enrolled in this
department are obliged to be proficient in the English languagadsing a proficiency test at the beginning of

the academic year. If they do not, they have to take prepanganeducation for one year and to pass the final
exam to be able to participate in fisgar classes. The classes in ELL department ranges dcademic
writing, research methods, outline of literature, reading literary texts to literary terms and digital literacy.

Participants

The sample group in the current study comprised 96 ELL students from a state univeaséglin the south

partof Turkey. As the department commenced to accept students two yearhagugrticipants wer&nglish
language and literature studeimstheir first and second year of study due to the lack of other classes in the
research contextin order to collect the ata, convenience sampling was used to RBfhFH WKH VWXG\T"
effectiveness since one of the researsheorked in this state university. As Mcintyre (2004)ates
Tonvenience sampling the technique of selecting sampling units on the basis of availatgtiter than
representativeneds S . It is worthy to state that all the students who participated in the study had
voluntarily agreed to participate and to give their opinions about transitioning to online classes and online
education during COVIEL9 pandemic period. The consent forms were taken through Google form document at
the beginning of the survey. The demographic variable distributions of the participants in terms of gender, age
and class are given in Table 1.

Table 1. Demographic resultdated to the participants

Variable Descriptor N %
Gender Female 72 74,99
Male 24 24,99
Age 18-21 88 91,66
22- 25 5 5,20
26-30 3 3,12
Class standing ~ 1%'year 54 56,24
2"year 42 43,74

Data Collection and Instruments

This study adopts @kanatory sequential design which starts with the collection and analysis of the quantitative

data and goes on with collecting qualitative data in the second phase (Creswell & Clark, 2011). A survey and
focused group interview were utilized with the am D LQLQJ DQ RYHUDOO SLFWXUH DERXW
aside from the statistical data. A survey developed by Murphy et al. (2020) was administered to measure the
views of ELL students about the course delivery, content, structure and preferencesgedgaritinal classes.

Before applying the scale, permission through an email was received from the corresponding author who
developed this tool. To collect data online, Google fose® (Appendix lwas prepared and sent to the students

via internet.In relation to the instrumenthe fact that Murphy et al. (2020) developed and employed this scale

and published in an international journal contributes toiskaes ofvalidity and reliability. The scale is a

sixteenitem measure with responses based ona 88 RLQW /LNHUW VFDOH MVWURQJIO\ DJ
GLVDJUHHY ZLWK M Q H X W due @ofth® WatuheKolfl reBdafBiG dhiéstidhsS WELEY qidds

instrument comprised three main parts with the consent form and demographic questiertsegtrining. Part

Aincludes sxLWHPV LQ UHODWLRQ WR WKH VWXGHQWVY HYDOXIIEWd RQV DER
as for course delivery, content and structure and Part C deals with the feelings about the change to online
classes. Therwere 16 items in Part A and B sections in total and there were 13 feelings about this change to
virtual classes in which students can choose more than one feeling. In each of the first two sections, there were
items measuring ELlearners] HY D O X iigeLdrliPevy, doise and delivery with a fppeint Likert scale,

except for the last section, feelings. It is noteworthy to state here that there are certain differences in the
formation of the sentence structures betwe®arid 2* FODVV (// OgHeBtidohairg, \tHe reason for this
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lies in the fact that the freshman has the first and new experience to encounter online classes and sophomores
had the experience from the previous semester thereby having the chance to evaluate the online classes. Here i
the example from Part A:

1st class: | prefer my lecturers utilize Microsoft Teams in a manner that help my transition to virtual
coursework.

2nd class: My lecturers utilized Microsoft Teams in a manner that helped my transition to virtual
coursewok.

$SDUW IURP WKH VFDOH ZKLFK PHDVXUHV VWXGHQWVY HYDOXDWLRQV
(Murphy et al., 2020), focused interview was also used to obtain triangulation and to compare and contrast the
data.Prior to using the insiment, comments, opinions and feedback about the items were taken from an expert

doing research in foreign language teaching to touch upon the validity and reliability issaesding to

Merriam (2009) this type of interview enables the researdbgrovide a deeper understanding and insights of

the qualitative data.nl this study, the participantVW XGHQWVY HYDOXDWLRQV WRZBUGV WUD
were examined throughfocused interviewthat was conducted with 10 voluntary studemtiso hadanswered

the survey. The interview was conductey the researchers through Zoom program in c@npéwith the

social distancing regulations during COVI®. Suffice to add that both researchers engaged in the interview
which was held in English. Our tPDWH DLP WR FRQGXFW IRFXVHG LQWHUYLHZ ZDV W
RlI WKH GDWthal, 201X i.\29), so we asked them to answer four questions regarding the evaluations of

online classes, course, content and feelings about the chavigedbclassroom environment, as suggested.

Data Analysis Procedure

The data collected from the participants waralysedusing SPSS Statistics 22 version. The questionnaire

about quantitative data described above was distribut&hgtish languageral literature studentsefore the

start of the autumn semester of 2020. As stated, participation in the study was voluntary. It took -@fout 25

minutes to complete the survey. To present the data from the questionnaire, frequencies and percentages were
given for every category. However, in order to gain comprehensive results, the researchers applied summative
scales foranalysingthe data, which means the reduction to three Likert scaling (Strongly Agree, Neutral and
Strongly Disagree). Similarly, the i DQG VHFRQG \HDU RI VWXGHQWVYT YDULDEOH .
samples-tests to determine if it correlated to a measure change.

In addition, thematic analysis was used to make inferences from the data and find out themesgtemdesuin

order togain deeper insights into the research topic. Since they also recorded the interview that lasted 40
minutes, they had the opportunity to see every detail in the interview, thereby enabling them to make sense of
each point. Boyatzis (1998) labels four steyf thematic analysis: (a) sensing themes, (b) doing it reliably, (c)
developing codes, (d) interpreting the codes in the context of a theory or a conceptual framework. Following
these steps, the two researchers watched the recorded focused interwidgduatigiin order toanalyseand

decide the themes. Then, they discussed the themes gathered from this process and reached an agreement about
the main themes emerged from the analysis of the focused interview. Finally, the codes were interpreted in
relation to the findings gathered from the questionnaif@sprotect anonymity of thparticipants, we took the
decisionWR XVH VRPH DEEXMIHS?2] @WAKRIPOWH CULMNIHBULQJ WR WKHLU HYDOXDWL
interview.

Resultsand Discussion
Evaluations of Transitioning to Online Classes

In an attempt to answer the first research questidmntl 2% class (QJOLVK ODQJXDJH DQG OLWHUL
evaluations regarding the use of Microsoft Teams online classes system, delivery, contenticame svere

investigated. All the items related to these two concerns were placed under the first two sections of the
TXHVWLRQQDLUH 7DEOH GLVSOD\V WKH GHVFULSWLYH UHVXOWYV IRU |
use of Microsoft Tems online classes system. The system used by the participants in their online ciéesses w
Microsoft Teams (MT).
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Table 2.The Use of MT online classes System in Online Classes

Strongly Neutral Strongly
ltem Class Agree Disagree
N % N % N %
Lecturersf XWLOL]DWLRQ 1st 40 61,1 9 16,7 5 9,3
2nd 31 738 7 16,7 4 9,5
Course syllabi availability on MT 1st 40 74,1 12 222 2 3,7
2nd 33 785 5 119 4 9,5
Course schedule availability on MT  1st 40 741 9 16,7 5 9,3
2nd 30 71,4 7 16,7 5 9,3
Course grades and assignments 1st 36 66,6 11 204 7 13
availability on MT
2nd 33 786 7 16,7 2 4,8
Communication in timely manner 1st 41 75,9 11 204 2 3,7
2nd 37 88,1 3 7,1 2 4,8
Use of MT to provide course conten 1st 39 72,2 13 241 2 3,8
2nd 31 738 7 16,7 4 9,5

Table 2 presents FODVV OHDUQH U VY PV M UHHIFHYHDY$ HYDOXDWLRQV GHVFU
RlI 07 $ TXLFN JODQFH WRAgeKH PROAUK G R RMHP HAW RieRaxtixiphitd divwtheV K D W
whole demonsatedhigh level of agreement regarding their transition to online classes in terms of MT use. The

table shows that the majority of the participantsSr(755,9 %) and % class (88,1 %) commented that changes

in course content and assignments are conated to them in a timely manner. It is probably that they had a

strong desire to be informed when and what to do in online courses.

The findings presented above were in line wthrphy et al. (2020) who found that undergraduate students
participated inthe study mostly thought that their professors utilized MT effectively leading to a seamless
transition to online learning for them. In accordance with our findings, Krishnapatria (2020) observed that more

than half of the participants were satisfied witleir online learning experiences during the pandemic.
Additionally, Armstrong (2011) found that college students were mostly concerned with the use and
implementation of online tools as supported with the findings of the present Faiolg. 3 displays Lclass
OHDUQHUVYT SUM FIOWDDHVYFEMD@EHUVY HYDOXDWLRQV GHVFULSWLYHO\ UH.
in their online classes.

Table 3.Delivery, Content and Structure in Online Classes

Strongly Neutral Strongly
Iltem Class Agree Disagree

N % N % N %
Communication about changes in  1st 39 72,2 12 222 3 5,6
course content ond 35 834 6 143 1 2,4
Communication about changes in  1st 38 70,4 12 222 4 7,4
deadlines 2nd 37 881 4 95 1 2.4
Communication via email / 1st 50 926 3 5,6 1 1,9
WhatsApp Goup

2nd 39 928 2 4.8 1 2,4
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Communication about changes in  1st 41 759 9 16,7 3 5,6
graded elements

2nd 36 857 5 119 1 2,4
Communication about course 1st 43 796 8 148 3 5,6
proceedings

2nd 34 81 6 143 2 4,8
Flexibility in deadlines 1st 45 833 5 9,3 4 7,4

2nd 33 786 5 119 4 9,5
Change in the graded assignments 1st 37 68,5 13 241 2 3,7

2nd 31 738 8 19 3 7,2
Active student participation 1st 31 57,4 13 24,1 10 18,5
virtually

2nd 35 833 5 119 2 4,8
Effective use of virtual classroom  1st 40 74 11 204 3 5,6

2nd 33 786 8 19 1 2,4
Recorded lectures to review 1st 46 852 5 9,3 3 5,6

2nd 33 786 6 143 3 7,1

The highest percentages were computed for the item associated with communication viaVEhagApp

Group (' class, 92,6 % and"®class, 92,8 %). It seems that they were satisfied with the constant
communication during the term, which is in line with the feelings of the undergraduate students about online
educational communication in theudies of Allo (2020) and Agung et al. (2020). In these studies, WhatsApp
was perceived as the most effective online learning platform by the participant college students. Consistent with
Armstrong (2011), the evaluations concerned with toenmunication abut changes in course content
deadlinesgraded elementgraded assignmentndcourse proceedingsere echoed by bothiand 29 class

students. A possible explanation for this might be that the participants sought for concise directions on
everythingabout their online classes from content and assignments to deadlines. They also had an agreement
about effective use of virtual classrooand recorded lecturesin the process of online learning’Zlass

students indicated that their lecturers facilidatetive student participation during online clasd88,3 %)

while 1st class student did not seem to be as confiderif atags students about active participation (57,4 %).

This was the biggest difference in the percentages of the items in the guastioft is likely that previous
experiences of online learning due to the pandemic might positively affecttfe@DVYV VWXGHQWVY HYDO
active participation to online classes. The independent sartgst Was run to examine whether there was a
statistical difference between the groups of students regarding the use of MT. No significant differences in the
score of ! FODVV OHDUQHUVY BOBVNUMIQFHYHUYE HYDOXDWLRQV UHJDUGLQ
contrary, they displayedlavel of agreement, supported with the results of descriptive statistics and independent
sample ttest. Regarding delivery, content, and structure in their online classes, a statistical difference for two
items were calculated. The first one is relatedbeing active during virtual classes (p=,046). Whilé @ass

learners pointed out active participation in virtual classes positivlgjaks students tended to be closer to
neutral for this matter. On the other hand, the difference in the scoresthborgcording of the lectures
(p=,020) displays that®iclass learners wanted recorded lectures to view at their leisure, how&velgsa

learners were not enthusiastic as much. Considering fhata®s learners had already had the experience of
oneterm online classes, it could be hard or rare to review previous classes for different reasons.

The last concern of the study was the feelings®tdlass and % classEnglish language and literature students

about the transition to online classes. #snobserved that they had multiple feelings. Whilelass learners

mostly felt excited (59,3%), anxious (42,6%), happy (40,7%), and nervous (389%lass learners mostly

felt nervous (40,5%), comfortable (35,7%), happy (35,7%), and uncertain (83[8&results indicate thaf'l

class learners could have these feelings (excitement, anxiousness, happiness, and nervousness) because they
were met with online courses for the first time as well as this was their first year in the university. HoWever, 2

class students had oterm experience beforehand, while this could be the reason for their comfort and
happiness, the reason why they feel nervous or uncertain should be explored. This finding is contrary to that of
Murphy et al. (2020), who found th#tie participant undergraduate students studying in a college in the USA

felt mostly uncertain and anxious about this compulsory transition to online mode.
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Focused Interview Results

This section provides the results emerged from the thematic analythis fifcused interview concerning the
evaluations of the participants related to the online system and delivery, content and the structure of the online
classes. To do this, we asked four questions during the focused interview:

1. How do you feel abouh online clases?
2. Whatdo you thinkabout integrating course syllabi and schedule into the Microsoft team?
a) Do you follow the changes in the course content and assignment deadline easily when the syllabus
is available on the system?
b) What are the advantages atidadvantages of using flexible deadtne
3. Do you think you can participate in the online classes actively?
4, :KDW DUH WKH OHFWXUHUVY GUDZEDFNV LQ RQOLQH FODVVHV"

$QDO\WLYV RI WKH IRFXVHG LQWHUYLHZ SURGXFHG WKUuibnikeDMRU WKI
classesmotivation, ownership and anxietfV +L[RQ HW DO VXJIJHVW VWXGHQWVT
online learner affect their online learning experiences positively. The level of comfort in using the internet and
technology increase nonly their ability to be an online learner but also their satisfaction in the online mode of
OHDUQLQJ +RZHYHU WKHUH DUH DOVR SUHYLRXV VWXGIladed DERXW
distance education (Hara, 200@ara & Kling, 2001; Hillard et al., 2020) which is in linear with one part of
VWXGHQWVYTY UHPDUNV VWDWLQJ WKDW WKH\ KDG VRPHWLPHYVY WHFKQLF
classes. The participants made the following remarks related to above mentioned themes a

3:H JDLQ WLPH EHFDXVH ZH KDYH QR DFFRPPRGDWLRQ DQG WUL
rewatch a class and solve our problems whefasle NQR ZO @G JH”’

32QO0LQH OHDUQLQJ LV EHWWHU WKDQ WUDGLW L ReQDGMS,kbDUQL Q J
SUHSDUH RXU RZQ VFKHGXOH :H VWDUWHG WRSPHW PRWLYDWHG DQG O

3:H DUH EHFR RkpgpdsiflesBIXHN , GRQTW IHHO , 8P OHDUQLQJ EHWWHU’

When we asked about the content and delivery issues in onlinengganwg emerged the following themdise
use of one program, little feedback from lecturers and friends, taking individual responsibilitretation to
WKH WKHPHY VRPH RI WKH SDUWLFLSDQWVY H[FHUSWYVY DUH DV IROORZ

32Q0\ RQH SURJUDP KKRXOQGHEHWXVW G RWG WR ISHOORZ WKH FRXUVH
: Q WUDGLWLRQDO OHDUQLQJ ZH FDQ DVN RXB9WHDFKHUV DQG IUI

37KH IOH[LEOH GHDGOLQHYV PDNH PH WR WDNH P\ RZQ UHVSRQVLE
flexible deadOLQHYV , WUXVW WKH S®HLPH DQG IHHO UHOD[HG®

In terms of active participation in online classes, they seemed to have different opésigemess to online

participation, being neutral, a preference of traditional clas§dsese themes may be relatedtheir learning

styles. Simpson and Du (2004) state that when students learn via listening, observation and participation, the
isolation during online classes may lead to satisfaction and success. It is possible that availability of the course
schedule ah syllabi on the MT system may help them to construct their own path of learning and feel more
HDJHU WR HQJDJH LQ RQOLQH FODVVHVY 9RQGHUZHOO DQG =DFKDULDK
SDUWLFLSDWLRQ 3FULW H slngnlifreWisdussioOsX thannrifed natQr& oflMiveHdscussions
FRXUVH GHVLJQ DQG LQVWUXFWRU LQWHUYHQWLRQV DQG OHDUQHU ED

3, DP PRUH DFWLYH IS RQOLQH FODVVHV’

3, SUHIHU WUDGLWLRQDO FODVWHNYVFEHISBH)OAH , FDQ SDUWLFLSDWH
About the drawbacks of the lectures in online classes, they thought that some of their lectures adapted the
changes in online mode of teaching, but some started to follow a more teantred approach. Recall that

more than half of thetudents in both groups evaluated that lecturers utilized MT in a manner that helped their
transitions to virtual coursework.
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When compared to traditional mode of learning, online learning may require addressing motivation by
undergraduate students. Iretpresent study, the vast majority of the participants clearly had strong positive
attitudes toward quickly adjusting to online learning mode form the use of online system to the delivery of the
classes. One interesting result of this study is increade@dugenomous learning style felt by undergraduate
students engaged in the study.

Conclusion

This study explored to provide more insights about transitioning to online classes in higher education setting in

line with theEnglish language and literatusdV XGHQWVY HYDOXDWLRQV 7KH ILQGLQJV RI
Microsoft Teams online classes reveal that the majority of the participants had a high level of positive
agreement. (75,9 %) and ¥ class (88,1 %) students stated that changes in coargents and assignments

were conducive to the use in a timely manner. It is probably that they had a strong desire to be informed when

and what to do in online courses. In relation to delivery, content and structure, it can be stated that
communication abut changes in course content, deadlines, graded elements, graded assignments and course
proceedings were met with an agreement by b¥tintl 2° class students. In the process of online learniffy, 2

class students indicated that their lecturers fatdlit active student participation during online classes (83,3, %)

while 1% class student did not seem to be as confidenf®asla®s students about active participation (57,4 %).
Regarding the focused interview results, the striking theme regarding@ig § IHHOLQJY DERXW RQOLQ
building ownership for their own learning. We believe that using both quantitative and qualitative data in this
study broaden the understandings of the transition to online classes during pandemic.

This current stug has two major limitations. First, the sample group of the study participants was limited to 96
participants (I and 2° class) and the context of the study was set in ELL department at a state university. The
other limitation is related to the duratiohdata collection period in which the study was carried out. The study

did not cover the whole academic year, as stated before, the data were collected at the beginning of the spring
term of 20202021 academic year. Given the smaller sampler size, écismmmended that further studies be
conducted with a larger sample of students in higher education to determine perceptions and academic needs of
undergraduate students as well as instructors. A second area of research is needed to further explore the
evaluation of online classes by using a formative approach which may include the evaluation of the courses
regarding design, content, materials and assessment techniques.

Considering the findings of the study, there are several implications for practicaiggestions for future
directions. Firstly, there is a need for acknowledging and addressing student emotions and needs in online
learning mode achieving sedfficacy in online learning. Secondly, integrating autonomy related activities in
course contentsould improve learning and increase learning autonomy to a high&fHO % DOoONDQO O
* D E tBarker, 2017). Based on the D U W L FdnfaiRgawd \sthtistical analysis, the functions and applications

of an online platform to access information do not make learning process slower. Thus, there is also a need to
make letter use of this online technology with the aim of making a strong contribution to student learning at
higher education. Future studies could explore transitioning to online class in higher education with more senior
students (e.g.™8and 4" classes ompostgraduates) and with a large sample group from different English
departments and universities. Moreover, more comprehensive research is also needed to see the overall picture
regarding the online classes during COVID pandemic in the Turkish context.

Ethical Committee Approval
Ethical approval was successfully obtained from the Committee of Scientific Research Projects Unit at the

higher education institution where the study was conducted. (Osmaniye Korkut Ata University, reference
number E.3112@7/10/2020).
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Abstract

This study which used survey model aims to examine the relationship between the multiple intelligence and
learning styles of the Social Sciences High School and Scidigle School students. Multiple Intelligence
Inventory and Learning Styles Inventory were used as data collection tools, which was conducted on 761
students from Social Sciences High School and Science High School. Mann Wiitiesy and poinbiserial
comrelation analysis were used for data analysis. According to the findings, in the comparison of Social Sciences
and Science High School types, it was found that mathematical and naturalist intelligence scores were more
dominant in Science High School stutkenlt was found that there is a statistically significant difference
between the types of schools in which students attended the study in sensing/intuitive learning style. When the
relationship between students' learning styles and their scores on eninitgdligence was examined, there were
positive relationships, albeit low, in all four learning style dimensions. In line with these data, it is thought that
the dimensions of learning style and multiple intelligence, in which individual differencesestathié most,

will be considered, and it is thought that students will bring awareness of their own individual differences and
individual success.

Key words: Multiple intelligence, learning styleScience High School studenSocial Science High School
students

Introduction

What makes individuals different from each other in society; are the unique qualities of individuals. Individual
differences include characteristics that vary from individual to individual. These differences observed in
individuals are manifested by the combination of the behaviors obtained due to the diversity caused by the
differences in genetic structure, thinking styles, abilities and similar characteristics. These differences may
sometimes be the dressing style, sometimes druiment he plays, things he likes to do, learning styles, or
sometimes indispensable habits specific to them (Tomlinson, 2001). However, individuals' methods of
understanding and processing information are also different from each other. Thereforendivéyail is
different. Many theories examining individual differences deal with these differences that make the individual
unique (Chamorrd’remuzic, 2013).

One of the leading theories that emphasize the importance of individual differences is thats shade
different learning styles and intelligence areas. Multiple intelligence theory is one of the -stewtened
theories that suggest that individual difference is essential. To be successful in education and training, priority
should be given to thstudent's presence in the center by keeping individual differences at the forefront. This
theory originated in 1983 when Howard Gardner came up with the idea that everyone has different intelligence,
each of which works uniquely. According to Gardnepeason can develop his intelligence and teach it to other
individuals. Everyone has different intelligence fields and can increase each intelligence field to a certain level
(Gardner, 1983). Gardner suggested that intelligence fields were studied inaseasn Bodily/Kinesthetic,
Interpersonal, Intrapersonal, Logical/Mathematical, Musical/Rhythmic, Verbal/Linguistic, and Visual/Spatial
and in his later work, the fields of intelligence were studied in eight areas, adding the field of naturalist
intelligencee (Saban, 2005).
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Another theory that addresses individual differences is differences in learning style. The learning style concept
emerged as a result of examining individual differences in learning (Kaplan & Kies, 1995). The concept of
learning style defied in different ways, in its most general sense, is the learning preferences of the individual
who learns (Erden & Altun, 2006). Learning styles, together with the individual's learning conditions and
personal preferences in the process, are an esdanti@ in student success. In other words, learning styles are

the way individuals make sense of information. Each learning style is independent of each other, and one is
neither too good nor too bad from the other (Mutlu, 2006). The concept of leatyleg)\sas first proposed by

Dunn in 1960. Dunn interpreted learning styles as learning the information learned by using unique methods and
remembering them in this way when necessary (Boydak, 2001). In 1984, Kolb interpreted the learning style as
the stepghat the learner follows in receiving and processing information (Kolb & Kolb, 2005). On the other
hand, Felder and Silverman interpreted the learning style as the learner's preferences in receiving and processing
information (Felder and Silverman, 1988)ccording to Gregorc's model of learning styles, it is expressed that
individuals consist of distinctive behaviors that provide information about their mental skills (Gregorc, 1982).

Intelligence and learning style are very different concepts. Intaltigés our method of processing information

in different areas, while learning style is our choice of learning information (Krechevsky & Seidel, 1998). While
some individual learns by communicating with other individuals (interpersonal intelligence)eaimatividual

can do it on their own (intrapersonal intelligence). While some individuals learn by living and experiencing
(bodily/kinesthetic intelligence), another individual may unintentionally do it randomly. Some individuals make
sense of the surrouimdy sounds (musical/rhythmic intelligence), while others can learn from the images they
create in their minds (visual/spatial intelligence). Some combine similar objects in their minds through
induction (logical/mathematical intelligence), while othersfqren learning through deduction by extracting
shapes from pictures. Some individuals perform learning by writing stories and telling them (verbal/linguistic
intelligence) while others perform learning by the ability to interpret the Environment, Natatarghst
intelligence) (Ismail, Raja Hussain & Jamaluddin, 2010). These different ways individuals obtain, store, and
retrieve information are called the individual's learning style (Felder & Henriques, 1995).

Prashnig (2005) saw multiple intelligencesaway of communicating individual learning styles and expressed

it as a necessity to identify different learning styles of students in order to help students develop different
intelligence factors as much as possible and compared this relationshipnfmugoutput relationship (Input:
Learning Styles> < process> <Output: multiple intelligence areas). From this point of view, there is an
explanation from specific learning styles to general multiple intelligences. For this reason, he suggested that the
relationship between learning styles and multiple intelligence domains would be important in determining
students' particular areas and interpreting them for their development.

Education aims to train individuals who can use the information obtained hy thgin characteristics to solve

the problems they encounter in their daily lives. Individuals' methods of understanding and processing
information are different from each other. For this reason, in today's education system, in order to prepare
individuals for the future in line with the targeted purpose, education is given by considering the individual
differences of the individual. For example, it is like traveling on the same road with differences, with a large or
small, long or short, high or low vehé&lin a busy traffic with many different types of vehicles. Everyone can
continue their way by directing the vehicle in accordance with the traffic rules. Considering the personal
differences of students, which constitute the main theme of learning pric#ss,most fundamental element

that will ensure the process to be completed in a healthier and ultimately successful way. In each learning
environment, there are students with different abilities, different intelligence areas, and different learesng styl
The main purpose in the learning environment is to create a common learning environment despite individual
differences. Learning in the desired style is achieved by considering the individual differences of the individual,
organizing learning environmeés according to the learning style and dominant intelligence areas they have, and
including their learning style (Giiven & Kiriim, 2006).

Several studies have been conducted in the literature that the Theory of Multiple Intelligences and learning
styles ae examined together. Snyder (1999) analyzed the relationship between high school students' multiple
intelligence and learning styles and revealed a low relationship. Tekiner (2005) examined the relationship
between Turkish university students' multiplesiigence and learning styles, and the correlation results found a
statistically significant relationship between interpersonal intelligence. Seifoori & Zarei (2011) examined the
relationship between Iranian university students' multiple intelligenceeandihg styles and found significant
differences. Baleghizadeh & Shayeghi (2014) analyzed the relationship between Iranian students' multiple
intelligence types and learning styles in different age groups and found a statistically significant difference.
Panahandeh, Khoshkhoonejad, Mansourzadeh & Heidari (2015) examined the relationship between university
students' multiple intelligence and learning styles and determined significant differences between learning styles
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and intelligence types. Aygil & Kog¢ (26) found a stattically significant difference between vocational high
VFKRRO VWXGHQWY PXOWLSOH LQWHOOLJHQFH DQG WKHLU WHDFKLQ.
most of middle school students' multiple intelligence and learning styles have a modsitate porrelation.

Alrabah, Wu & Alotaibi (2018) examined the relationship between Kuwaiti college students’ multiple
LQWHOOLJHQFHY DQG OHDUQLQJ VW\OHVY DQG LQGLFDWHG WKDW ZKLOt
extroverted, handsen, and visual, their dominant multiple intelligences were interpersonal, visual, and
kinesthetic.

Studies that arsearchedoth in terms of the type of school that students of the Social Sciences and Science
High School choose, which are successful in tilamsition to secondary education exam, and in terms of
variables such as dominant multiple intelligence domains and learning styles are rarely included in the literature.
It is thought that the research is essential in terms of contributing to the aetgamiaf students according to the

type of school, multiple intelligence areas and learning styles. To draw attention to this gap in the literature, the
relationship between the multiple intelligence levels and learning styles of the Science High SdHsatiah
Sciences High School students was examined in this stiihp, Gardner (1993) mentions that each
intelligence has its educational theory, while Denig (2004) suggests that the synthesis of multiple intelligences
and learning styles will help pe@plnderstand. This recommendation parallels Nelson's (1998) understanding
that people who are intelligent in a field learn best with methods related to that intelliBased. on this, by
identifying the intelligence areas and learning styles of the steidd discovering the relationship between
them,appropriate tools to improve academic teaching and ensure optimum learning according to students' needs
understanding can be identified more easitycan also serve as an important auxiliary tool tooihtice
students' types of intelligence and learning styles in the education system, motivating them to realize their
potential in achieving their desired learning goéisthis way, the importance of this study will increase as it
guides teachers to studemnd future studies.

This aim of study is to determine the Relationship between Social Sciences High School and Science High
School Students' Multiple Intelligence Levels and Learning Styles.

Subaimsare as follows:
1- to determinethe distribution of Sdeal Sciences High School and Science High School Students
Multiple Intelligence domains
2- to determinethe distribution of Social Sciences High School and Science Hatodd Students'
learning styles
3- to determinethe relationlevel between Learning Styleand Multiple Intelligence areas of Social
Sciencesd Science High School student

Method

The relational survey model, one of the descriptive research models, was used in thehstldgims to reveal

the relationship between the students' learninigsignd the multiple intelligence areas in Social Sciences High
School and Science High School by determining the students' learning styles and multiple intelligence areas.
Relational survey model aims to determine the existence-ohange between two @nore variables. In the
relational survey model, whether the variables change together or not; If there is a change, it is tried to be
determined how it happened (Karasar, 2011).

The study's sample is 9th, 10th, 11th and 12th grade students studyirgp#of1Science High School and
Trabzon Social Sciences High School (Table 1).

Table 1 Distribution of Students by School

Grade
School Type Total
9 10 11 12
Social Sciences High School 78 72 88 50 288
Science High Schools 82 90 100 201 473

Total 160 162 188 251 761
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The necessary data was collected by applying "multiple intelligence areas inventory" and "learning styles
inventory" to the participating students.

To find answers to the study's questions, the Multiple Intelligences inventory devédopldd-, seventh, and
eleventhgrade studentby Harms (1998) and adapted into Turkish by Oral (2001) was used to determine the
students' multiple intelligences. In the study of Oral (2001), the Cronbach alpha coefficient was found to be
0.900. In thisstudy, the Cronbach alpha coefficiavas found 0.886. There are eight intelligence areas and ten
expressions for each of these intelligence areas in the multiple intelligence inventory used. There are 80
expressions in total in the inventory. Accordingtihe answers given, the evaluation was made in 5 different
categories. When evaluating, according to the preferences of the person, 1 " Strongly Disagree", 2 " Disagree", 3
" Neither Agree Nor Disagree", 4 "Agree" and 5 " Strongly Agree" were evaluatszbhig.

The Multiple Intelligence Inventory's score calculation is as follows; There are ten expressions in each sub
dimension. Since the expressions were scored between 1 and 5, the minimum score for ten statements was 10
(10 items x 1 point = 10 pois)t, and the maximum score (10 items x 5 points = 50 points) was 50. For this
reason, the scores varied between 10 and 50 points, and since ip@ra Bikert type, the difference between

the minimum score and the maximum score that can be obtaineolebas5010 = 40 points. The scoring

interval (40/5 = 8) is set to 8. An average value betweeb8lid the calculation range is very low; between 19

26 is low, between 234 as medium, between-32 as high, and between-88 as very high.

Another data dtection tool used in this study was the "Learning Styles Inventory" developed by Felder and
Silverman in 1988 and adapted to Turkish by Fer (2@@8)used tsecondary school students and high school
students in many studigPanso and Mushayiwka, 201Anuar, Abdullah and Hod; 2020The scale used
consists of 44 expressions and includes a and b options. The scale is arranged in four dimensions and each of the
four dimensiongActive/Reflective; Sensing/Intuitive;Visual/Verbal, Sequential/Glohal)neasred with 11

items. Each expression a and b options that make up the scale represedingession of a different learning

style. For example, a participant who marks the "a" option in all 11 questions that measure the Sensing/Intuitive
score will get-11 points in this dimension, and the participant who marks the "b" option in all of them will get
+11 points. For example, if the participant's score is negative, it shows that he/she is sensing in that dimension,
and his/her positive score is intuitive. thre study conducted by Fer (2003), the Cronbach alpha coefficient of
0.580 was found. In this study, the Cronbach alpha coefficient was found 0.862.

Statistical analysis of the data obtained from Social Sciences and Science High School students were made
using the SPSS 20.0 prograifhe distributions ofneasurements obtained from Social Sciences and Science
High School studentdo not show normal distributio herefore nonparametric statistics was ugédble.2)

Table 2 Normality test resultsf the irnventories

Kolmogrov-Smirnov Shapiro-Wilk
Statistic df  Sig. Statistic df  Sig.

Science Multiple Intelligences inventory .069 473 .000 .987 473 .000
High School

Learning Styles Inventory .196 473 .000 .909 473 .000
Social Sciences Multiple Intelligences inventory .066 288 .004 .989 288 .028

High School | eaming Styles Inventory ~~ .186 288 .000 .913 288 .000

Mann Whitney4tJ test and poinbiserial correlation analysis were used for data. FuBdrial correlation
coefficient (rb) If one oflie variables whose degree of relationship is to be examined, two or more categories of
attributes and the other continuous numerical data type, Eta square statistics are used. Eta square statistic is a
correlation coefficient related to the change in agesadue to the significance test of the difference between the
mean (two or more). If the qualitative variable has two categories (such asfemale, successful
unsuccessful), the Eta square statistic is called the-petial correlation coefficien{@erzi, 2018).

Results and Discussion
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The findings and discussion are sorted by resesirol

Findings and discussions of the first reseaioh

MannWhitney-U testresultson whether Social Science and Science High School students differ by multiple
intelligencesare shown in Table.3

Table 3MannWhitneyU test results on Social Science and Science High School stidwmitiple

intelligences
Multiple School Mean Sum M{;\nn
Intelligence Type N  Score Level Rank Of Whitney Z p
Ranks U
Bodily/ 1 288 34.889 Medium 371.8 107078.5
. 65462.5 -0.903 0.367
Kinestheic

2 473 35.235 High 386.6 182862.5

1 288 32.653 Medium 377.11 108607
Interpersonal 66991  -0.382 0.703
2 473 32.970 Medium 383.37 181334

1 288 34.372 Medium 377.42 108697
Intrapersonal 67081 -0.351 0.725
2 473 34531 Medium 383.18 181244

1 288 34.337 Medium 342,19 98550.5

M{;ﬁgﬁj{ical 56934.5 -3.807 0.000*
2 473 35814 High 404.63 191390.5
. 1 288 36.583 High 396.46 114179.5
F';"hus'hcri'i/c 63660.5 -1.516 0.130
¥t 2 473 35.886 High 37159 175761.5
Verball 1 288 33.833 Medium 400.79 115428
Lo 62412 -1.942 0.052
9 2 473 33.121 Medium 368.95 174513
Visuall 1 288 36.333 High 38055 109599
Sontal 67983  -0.044 0.965
P 2 473 36421 High 381.27 180342

1 288 32.990 Medium 340.23 97985.5
Naturalst 56369.5 -3.999 0.000*
2 473 34.522 Medium 405.83 191955.5

* 1: Social Sciences High School 2: Science High School

According tothis distribution, students' multiple intelligences vary between 32,653 and 3€688idering the
average of multiple intelligences of Social Sciences and Science High School students, it is observed that their
interpersonal, intrapersonal, verbal/linguistic and naturalist intelligence levels are at a medium level. It is
observed thathe levels of musical/rhythmic intelligence and visual/spatial intelligence fields are high. In
bodily/kinesthetic and logical/mathematical intelligence, it was determined from the findings that Social
Sciences High School students were at the middld & Science High School students were at a high level.
According to the Multiple Intelligence Inventory score calculation we used in the study; the lowest intelligence
field was determined as the Social Sciences High School students' interpersomngemaeifield with 32,653.

At the same time, the highest was the musical/rhythmic intelligence field of the Social Sciences High School
students with 36,583.

When Table3 was examined, it was determined that there was no statistically significant diédretweeen the
bodily/kinesthetic, interpersonal, Intrapersonal, musical/rhythmic, verbal/linguistic, and visual/spatial
intelligence domain scores of the multiple intelligence domains in terms of school type (p> 0.05). The scores of
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logical/mathematical ielligence and naturalist intelligence were found to be statistically significant between
the multiple intelligence fields of Social Sciences and Science High School students (p <0.05). In comparing
social sciences and science high school types accordimgultiple intelligence domains, it was found that
logical/mathematical intelligence and naturalist intelligence scores were more dominant in Science High School
students.

When the results of the MaiWhitney-U Test on whether Social Sciences and Scidtigh School students

differ according to their multiple intelligence fields and school type, it was determined that the average scores of
the multiple intelligence fields were generally at a moderate level, and the musical and visual/spatial intelligence
fields from the multiple intelligence fields were highly developed regardless to school type. In mathematical and
bodily/kinesthetic intelligence fields, it has been determined that it is at a medium level in Social Sciences High
School students and a higvel in Science High School students.

Considering the statistical results regarding whether the levels of intelligence domains of Social Sciences and
Science High School students differ according to the type of school when the bodily/kinesthetia;sioatpe
intrapersonal, musical/rhythmic, verbal/linguistic, visual/spatial intelligence domain scores among the
intelligence domains were compared in terms of school type, there was no statistically significant difference
between them. (p> 0.05), when caamipng the scores of mathematical and naturalist intelligence in terms of
school types, it was determined that the mathematical and naturalist intelligence scores of the Science High
School students were higher than the Social Sciences High School sthédints.with these results, the fact

that the field courses of the Science High School students in the educational institution where they study are also
oriented to the fields of science and mathematics in the academic sense has caused the matttetigdicaein

fields and naturalist intelligence to develop more than the Social Sciences High School students.

In studies which multiple intelligence areas of students in different high school types were determined, it was
concluded that the mathematicateitigence areas of Science High School students Wwigteer than those of
RWKHU KLJK VFKRRO W\SHV .RUNPD] <HUOLO KHQ ORRNLQJ DW
levels were determined without making any comparison between high schools, it was seen that the dominant
intelligence levels wre mathematical and musical/rhythmic intelligence (Gulli & Tekin, 2009). The findings
obtained at the end of these studies are similar to the result of our study that the students studying at Social
Sciences and Science High Schools, which are two diffehégh school types, have a high level of
musical/rhythmic intelligence in both high school types, and the field of mathematical intelligence is at a high
level in Science High School. In another study, the field of musical/rhythmic intelligence difbensoiur

research results as it is the least preferred field of intelligence among both groups included in the study (Koura
& Al -Hebaishi, 2014).

Findings and discussions of tekecondesearctaim:

The frequency rates of the Social Sciences and ScieigteSd¢hool students' laging styles are shown in Table

4. Considering the Social Sciences High School studergsage learning styles in Tablethe Social Sciences

High School students' average learning style is 62% reflective learning style, 6lifig deaming style, 79%

visual learning style and 62% global learning style. Considering the average learning styles of Science High
School students, 63% reflective learning style, 55% sensing learning style, visual/verbal learning styles 75%
visual learnng style, 57% global learning style. Wheee findings obtained from Tablewlere examined, it was
determined that the students highest with the visual learning style of 79% and the lowest with the verbal
learning style of 21% were students studying atSbeial Sciences High School.

Table 4MannWhithney 8 WHVW UHVXOWY RQ 6RFLDO 6FLHQFéarmmQsle6FLHQFH +L.

Mann
Learning School N f Mean Sum Whitney 7
Styles Type Rank  of Ranks U P
111 %38
. 1 367.38 10586
Active/ 177 %62
Reflective 64190 -1.347  0.178

2 176 %37 389.29 184135
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297 %63
L M "N 40315 116106
- 112 %39
e 61734  -2185 0.029*
260 %55
2 367.52 173835
213 %45
L 2 79 39530 113846
- 60 %21
Veroal 639935  -1411 0.158
244 %75
2 372.29 176094.5
118 %25
110 %38
1 383.87 110554
| 178 %62
oo 67286  -284  0.776
202 %43
2 379.25 179387
271 %57

* 1: Social Sciences High School. 2: Science Higihool

When Table 4is examined, according to the results of the Muvintney-U test conducted to determine
whether the learning style averages of the Social Sciences High School and Science High School students
participating in the study create a stat@lly significant difference according to the school type variable, there

was no statistically significant difference between the averages of students with active/reflective, visual/verbal,
and sequential/global learning styles (p> 0.05). It was foundthigsie is a statistically significant difference
between the types of schools in which the Social Sciences High School and Science High School students
attended the study in sensing/intuitive learning style, which is one of thdirmelnsions of their leaing styles.

(p <0.05). According to the difference between the averages, it was determined that the sensing/intuitive
learning style in the Social Sciences High School was more dominant than the Science High School students.

Considering the distributioaf learning styles of Social Sciences and Science High School students according to
the difference between schools, no statistically significant difference was found between the averages of the
students with active/reflective, visual/verbal, and sequiégitthal learning style dimensions of Social Sciences

and Science High School students' learning styles (p> 0,05). It was found that the average of the
sensing/intuitive learning style dimension of the Social Sciences and Science High School students was a
statistically significant difference according to the difference between schools (p <0.05). Considering the
difference between the average learning style among high schools, it was concluded that sensing learning style
is dominant in both Social Sciencasd Science High Schools, but intuitive learning style is more dominant in
Science High School than Social Sciences High School.

Individuals with sensing learning style, one of the sensing/intuitive learning style dimensions, practice
memorizing, and pragssing information in detail. Individuals with an intuitive learning style amat using
PDWKHPDWLFDO IRUPXODV EXW GR QRW OLNH PHPRUL]DWLRQ DQG RU
according to the data we obtained as a result of the research, the predominance of the sensing learning style in
both high schools andh¢ predominance of the intuitive learning style among the Science High School students
compared to the Social Sciences High School students, the content of the courses taken by the students in the
type of school they attended and the individual differenéélse students of these school types entered by exam

It is supported by the use of preferences.

When the studies related to our study in the literature are examined, the result of our research is parallel to the
conclusion that the majority of the stude in the science department have a sensing learning style, which was
UHYHDOHG LQ WKH VWXGLHV RI tHNHU 60U .DUDWDU dHOLN]|] z
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WKH GHSDUWPHQWY WKDW VWXGHQWTV VWXG\ PIGIE@ WHKHNLDY O/HD U Q L\DW >
shows that most of the social studies department students have an intuitive learning style differs from our study's
result.

Findings and discussions of ttiérd researctaim:

The relation between Learningy®&ts and Multipe Intelligence areasf Social Sciences and Science High
School students is shown in Table 5

Table 5Correlation Values Between Social Sciences and Science High School Students' Learning Styles and
Scores of Multiple Intelligence Areas

Learning Styles

Multiple Intellig ence School

Type Active/ Sensing/  Visual/ Sequential/

Reflective Intuitive Verbal Global

o . 1 0.172* 0.227** 0.006 0.026

Bodily/Kinesthetic 2 0.003* 0.025 0.036 0.061

Interpersonal 1 0.243** 0.171* 0.001 0.050

2 0.189** 0.064 0.015 0.000

Intrapersonal 1 0.006 0.154** 0.054 0.023

2 0.053 0.044 0.066 0.015

Verbal/Linguistic 1 0.083 0.140** 0.167** 0.002

2 0.050 0.136** 0.068 0.004

Logical/Mathematical 1 0.045 0.181** 0.048 0.111

2 0.017 0.059 0.002 0.038

. . 1 0.170** 0.040 0.093 0.052

Musical/Rhythmic 2 0.021 0.023 0.001 0.078

Naturalist 1 0.132* 0.110 0.137* 0.046

2 0.059 0.064 0.004 0.018

Visual/Spatial 1 0.059 0.148* 0.182** 0.057

2 0.051 0.100* 0.105* 0.016

*1: Social Sciences High School. 2: Science High School
*p <0.05, ** p <0.01

As can be seen in Table &lthough it is not very strong, it has been determined that there are positive
correlations between students' learning styles and multiple intelligedciesce High &hool students; between
active/reflectie learning style and bodily/kinesthetic and interpersonal intelligence; between sensing/intuitive
learning style and verbal/linguistidogical/mathematicabnd visual/spatial intelligence; Significant positive
relationships were found between visual/vérkearning style and visual/spatial intelligence. However, a
positive relationshipbut not significant was found between sequential/global learning style and intelligence
types.These findings support results of similar studies in the litera@mea (2007, research on high school
students, mathematical intelligence was found between the verbal/llinguistic intelligence domain and the
auditory learning style, the bodily/kinesthetic intelligence domain and the bodily/kinesthetic learning style, the
intrinsic intelligence domain and the visual learning style, the musical/rhythmic intelligence domain, and the
auditory learning style. It has been observed that there is a significant and significant relationship between the
field of learning and bodily/kinesthetiearning style, between the visual/spatial intelligence domain and the
visual learning style, the interpersonal intelligence domain, and the bodily/kinesthetic and auditory learning
styles.Baleghizadeh and Shayeghi (2014) in their study on studentsiofisaages; linguistic intelligence and
tactile as well as auditory learning style preferences; mathematical intelligence and individual learning style;
bodily/kinesthetic intelligence as well as kinesthetic group learning styles; In addition to intregberso
intelligence and individual learning style and interpersonal intelligence and group learning style preferences,
there are positive relationships between mathematical intelligence and group learning, and they could not find a
significant relationship bWween visual and musical/rhythmic intelligence and all learning style preferences.
Tekiner (2005), in his studies, Turkish university students' interpersonal intelligence and group learning style;
linguistic intelligence and individual learning style; mattatical intelligence and individual learning style;
emotional intelligence and individual learning style; They found positive relationships between interpersonal
intelligence and kinesthetic learning styles.



100 .HVNLQ g]D\ .|VH *<OR=0OX

In Social Sciences High School students, betwective/reflective learning style and bodily/kinesthetic
intelligence, interpersonal intelligence, musical/rhythmic intelligence, and naturalist intelligence;
sensing/intuitive learning style province between bodily/kinesthetic intelligence, interdemstaeiiigence,
intrapersonal intelligence, verbal/linguistic intelligence, logical/mathematical intelligence, and visual/spatial
intelligence; Significant positive relationships were found between visual/verbal learning style and
verbal/linguistic intellgence, naturalist intelligence, and visual/spatial intelligence. However, a positive but not
significant relationship was found between sequential/global learning style and intelligencd hpdmding

was congruent with the previous studi@emir (2QL0), in his research on nintrade students, revealed a
positive linear relationship between the visual/visual, Auditory / Vekhadical, and Bodily / Bodily pairs at
medium and low levels. Other domains of multiple intelligences can explain learniag atya much lower

rate. So, there is no highvel explanation that completely overlaps. Aygil and Ko¢ (2016) observed-a low
level positive relationship between learning styles and multiple intelligence scores. According to the research
findings, the hipest correlation was found between visual/spatial intelligence scale scores and sensing/intuitive
learning style (r = 0.292). The lowest correlation was found between intrapersonal intelligence scale scores and
visual/verbal learning style (r = 0.196). fairi and Zarei (2011), tactile learning style and mathematical
intelligence in lranian university students in their study; kinesthetic learning style and mathematical
intelligence; tactile learning style and spatial intelligence; Significant positivéioreaips have emerged
between tactile learning style and bodily/kinesthetic intelligence and kinesthetic learning style and
bodily/kinesthetic intelligence.

When the relationship between Social Sciences and Science High School students' learnirgdtiies

scores on multiple intelligence domains was examined, there were significant but positive relationships in all
three learning style dimensions. According to the results, it was determined that although there was a positive
relationship between ¢éhsequential/global learning style dimension of the Science and Social Sciences High
School students and any of the intelligence domains, there was no significant relationship. The similarity
between all intelligence domains and all learning styles revhatsalthough individuals' strong intelligence

areas are different, their preferred learning styles are similar. These findings support Gardner's (1993) thoughts.
According to Gardner, the theory of multiple intelligences and learning styles are skiulaever, Gardner

states that these similarities are between pairs that resemble each other and that there is a low level of similarity.
Considering the studies in the literature in which Multiple Intelligences Theory and learning styles were
investigated dgether, similar results were obtained with our research results. In studies examining the
relationship between high school students' multiple intelligences and learning styles, there is a positive
relationship between learning style and multiple inteigeedomains (Baleghizadeh & Shayeghi, 2014; Snyder,
1999; Alrabah, Wu & Alotaibi, 2018). In studies examining the relationship between intelligence types and
learning styles of university students, it was found that there are significant differencesnbiievegelligence

domain and learning style (Tekiner, 2005; Seifoori & Zarei, 2011; Panahandeh, Khoshkhoonejad,
ODQVRXU]DGHK +HLGDUL $\J+O0 .RoO UHQHU DQG dRNoDOOND

This research and the results of similar studies in the literatioow that multiple intelligences significantly

affect students' learning stylemd students tend to prefer learning styles that are compatible with their
intelligence preference3.eachers can use these findings to identify students ‘'learning stytgmtiiole with
appropriate intelligence types and apply appropriate tools to improve academic teaching and ensure optimum
learning according to students' needs. It can also serve as an important auxiliary tool to introduce students' types
of intelligence ad learning styles in the education system, motivating them to realize their potential in
achieving their desired learning goalkherefore, it is necessary for the teachers to know tNeW XGHQW V {
intelligence types and preferred learning styles for pegiagbapplications.

Conclusion

As a result, this study is one of the rare studies involving 9th, 10th, 11th, and 12th grade students studying at the
Science High School and Social Sciences High School preferred by the students who are successful in the
transition to secondary education and comparing the Social Sciences and Science High Schools in terms of
school type. As a result of our study, it was determined that students' intelligence areas and learning styles in
different school types show statestlly significant differences. In line with these data, it is thought that students'
awareness of their differences and their education in schools enriched in terms of program and course
functioning will bring individual success along with the dimensiohsearning style and intelligence areas
where individual differences are most evident.
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Abstract

W LV VHHQ WKDW WKH QXPEHU RI VWXGLHY GHDOLQJ ZLWK WKH YDOX
Although there are many revis on the studies concerning with value education, these reviews do not provide

some significant details about these studies. This study has provided a content analysis of the studies on the
YDOXHV LQ FKLOGUHQTV OLWHUDW X¥tdltf 13Q skdieG EdtietlVdut D EHe LpErivdd W KLV
between 2002020 were analyzed. Of these studies 44 were articles and 92 were theses. The data were first
FROOHFWHG WKURXJK WKH 3IRUP RI SXEOLFDWLRQ FODWVasihee®dMWLRQ RC
IRXQG WKDW WKH YDOXHV LQ FKLOGUHQ V OLWHUDWXUH ZRUNV DUH P
WKH PRVW IUHTXHQWO\ DQDO\]HG OLWHUDU\ JHQUH KDV DOVR EHHQ IF
analyses on amsgle work or on multiple works. It has been also found that the literary works analyzed are

mostly by Turkish authors. The values covered in children's literature works have been analyzed taking into
consideration the Turkish courses educational progrardscare values list. It has been found that the most

frequent values covered in children's literature works affection truthfulness, honesty, helpfulness.

Key words: Children's literature works, Values and Qualitative research

Introduction

It is importaat and necessary for individuals to have values both for their personal development and for the
formation of democratic societies. In the formation of democratic and developed societies, it is important and
necessary for individuals to gain knowledge akitissin basic fields such as basic mathematics, language and

science, as well as gaining values such as empathy, love, respect, tolerance and solidarity. Values reflect
LQGLYLGXDOVY DWWLWXGHYVY MXGJPHQWYV GHFLsibh.RTQege demsRUcEHY EHK
influence their thoughts, feelings and actions and guide their tendency to do the right things (Venkataiah &
Sandhya, 2008). Additionally, values are defined in various ways such as truthfulness, honesty, love, happiness

and beauty9 DOXHYV DUH FRQVLGHUHG JRRG EHFDXVH WKH\ DUH LPSRUWDQW
2015). Values refer to a collection of principles that take their roots from the past and tradition and extend to

today and tomorrow nourished by thesetso The values that constitute the basic personal characteristics of
individuals are the basis of the source that empowers individuals to cope with problems and solve them (MONE,
2018).

How and by what means to teach values to children have alwaysiseassgd. It can be said that children gain

YDOXH IURP PDQ\ HGXFDWLRQDO RU PHGLD VRXUFHV VXFK DV FKLOGUF
OLWHUDU\ ZRUNV WKH FKLOGUHQTV ERRNV DUH DQ LPSRUWDULHMD AR XUF
literature such as fairy tales, stories and legends are among the important resources in conveying many social,
PRUDO SHUVRQDO DQG UHOLJLRXV YDOXHV WR FKLOGUHQ &RXUW 5
literature is children, andc KLOGUHQYfV OLWHUDU\ ZRUN LV FRPSRVHG RI YHUEDO
address their emotional, imaginative states and thoughts. Children may similarities in this work with their
environment. Additionally, children may have an opportunity &tkenconnections and comparisons between

ZKDW LV ZULWWHQ RU QDUUDWHG DQG ZKDW WKH\ H[SHULHQFH .DUDW
that children meet with values through literary works, embody and internalize these values by seeihgshe v

in heroes or events narrated, and decide on which values they adopt through their own mental filter.

7KHUH DUH VRPH VWXGLHV GHDOLQJ ZLWK WKH FRQWHQW RI FKLOGL
contributions of these works in gainingvédlv E\ FKLOGUHQ 6RPH VWXGLHY DQDO\]JHG WKI

’ Corresponding AuthoiNuray Kurtcede Fidan, nku@aku.edu.tr
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RI YDOXHV &RXUW S5RVHQWDO (UGR+DQ JLGDQ .DoPD]
7*PHQ 7KH RWKHUV GHDOW ZLWK FKLXEHWYHRRKY HRMHID | I$SQ@HD\E D
.DPHU $ODED\ HW DO **OHU 2NXPXu <HWHU 1
ZLWK WKH DQDO\VLVY RI YDOXHV LQ FDUWRRQV RU DQLPDBWERQ PRYLHYV
Garda, 2020; Kenna & DWH UV .KDOLGD OHHUDKD +DOLP g]D\GOQ
JHEURZVNL =RQJ 4L =RQJ LQ SRHPV . XUWR=+OX .*0*NND
ELRJUDSKLFDO ZRUNV (U UDKLQ .D\PMH.FO (U <L+LWWLU (!

Classifying studies, identifying trends and making evaluations based on the research findings provide significant
benefits for researchers (Selguk, et. al., 2014). There are a total of ten research studies related to the revision of

the value ofHGXFDWLRQ LQ 7XUNH\ $GOJ+]HO (UJ-QD\ %Du  %H\KDQ
*JOHU HW DO *e0O0- **QG+] %DUSOQDU %s\eNNDUFO
XUWGHGH )LGDQ gQHU , 2019 Wds€) studie© ana\2¢dH tHe work on value

education published between 2012 and 2020. Some of this research includes only research conducted graduate
VWXGLHV WR H[DPLQH WKH YDOXH Rl WUDLQLQJ LQ 7XUNHBIr&G0OJ«]HO
BD+FO *«QGe+] HW DO .DSNOQ HW DO XUWGHGH )LGDC
focused on other research types. There is only one study in which the tendency of the studies on values and
value education in Turkey was analyzed. Hagnple of this study is the conference papers presented at the
International Social Studies Education Symposium (USBES) during the period betweeR020{®etin &

<O 0 P,201YUThese reviews seek to identify general trends in values education iryTarkkthey include

several proposals for new future research. Since there is a lot of research on value education, these studies try to
reveal general results for value education. In this current study, has been aimed to analyse and review the studies
corducted in the field of values in children's literature products and to determine their value classifications,
results, suggestions and the major values that are focused on in the works. In children's literature products,
which are considered as one of thasic resources in the field of value education, which values have been

focused on, which values have not been focused on. While determining this situation is important in using
children's literature products as a source in gaining some values, it willgran idea that it is weak in gaining

some values. This situation will create the need for educators to use different resources in this field. In addition,

it is expected that there will be a preliminary study on which values should be focused ofuiarthehildren's

literature products. Therefore, the aim this study has been to determine the major tendency of the studies that
H[DPLQH FKLOGUHQYY OLWHUDWXUH SURGXFWV LQ WHUPV RI YDOXH HC(
in the field of VDOXH HGXFDWLRQ LQ UHJDUG WR WKH FKLOGUHQYYVY OLWHUDW
important in terms of providing information to teachers and researchers. In line with the aim of the study, the
following research questions were developed amswered in the study:

1. +RZ DUH WKH VWXGLHY DQDO\WLQJ WKH YDOXHV LQ FKLOGUHQTV
points?

¥ Research type,

¥ Literary genre,

¥ Research design,

1 Data collection,

1 Analysis of values,

1 Data analysis,

¥ Validity and reliability analyses

2. :KDW DUH WKH PRVW I[UHTXHQW YDOXHV FRYHUHG LQ WKH VWXGLH
3. :KDW DUH WKH PDMRU UHVXOWY UHSRUWHG LQ WKH VWXGLHYV DQD
4. Whatare KH PDMRU VXJJHVWLRQV SURSRVHG LQ WKH VWXGLHV DQDO\!

Methodology
Research model

7KLY VWXG\ GHDOLQJ ZLWK WKH UHYLHZ RI WKH VWXGLHVY RQ WKH YDO
on certain criteri;cand with revealing the major tendency of these studies is a descriptive research in which
TXDOLWDWLYH WHFKQLTXHY DUH HPSOR\HG 334 XDOLWDWLYH UHVHDUFK
collection methods such as observation, intervied dmcument analysis are used, and a qualitative process is
IROORZHG WR UHYHDO SHUFHSWLRQV DQG HYHQWY LQ D UHDOLVWLF
<O0OGOUDOP ULPUGHN S ,Q WKH VWXG\ FR Q &t-h@aWsiOnmake® \VLV ZD)\
it possible to collect similar data within the framework of certain concepts and themes and to interpret them in a
form that the reader can understand (Creswell, 2012). In this study, qualitative research data, findings and
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results whichare the subject of examining children's literature products in terms of value education-were re
synthesized and interpreted with a critical perspective.

Sampling

7KH VDPSOLQJ RI WKH VWXG\ LQFOXGHG ERWK WKH hébes eeRtertaMdV HG W K U
DUWLFOHV ZKLFK DUH DFFHVVHG WKURXJK *RRJOH 6FKRODU ZKLFK DQ
HGXFDWLRQ 7KH VWXGLHV WR EH UHYLHZHG ZHUH FKRVHQ WKURXJK
sampling allows irdepthinvestigation of sources that are thought to offer rich information about the topics of

WKH VWXG\" %e\eN|]WeUN HW DO S ,Q WKH UHYLHZ RQO\ WKRYV
FKLOGUHQTV OLWHUDU\ ZRU N Vatlwgre/¢&tri¢d dut Rdtweéen Q00 arti@320 OMbtder@o W

make a productive review of the related literature key words should be employed. Therefore, in the review the
IROORZLQJ NH\ ZRUGY DUH XVHG WR LGHQWLI\ WKIRISYRGXH HNGXFIDWM VR

DQG 3SEDVHG RQ YDOXH HGXFDWLRQ"™ $V D UHVXOW D WRWDO RI VW
included in the sample. The following points were taken into consideration to choose the studies to review:
¥ The studiessho0 G EH DERXW FKLOGUHQYYVY OLWHUDWXUH 7KHUHIRUH WI

SDUW RI FKLOGUHQYY OLWHUDWXUH HYHQ WKRXJK WDUJHW VHFRQGDU
excluded.

s Those studies which were carried out irrkiey and published in Turkish were selected for the sample.

s Those articles which were some versions of the theses that had been already included in the sample
were excluded from the sample of the study.

¥ The following studies were also excluded froMKH VDPSOH WKRVH ZKLFK GHDO ZLWK

in terms of violence, human rights, manual skills, and negative habits, and those which analyse the book in
terms of external features (size, layout, text and imprint information) or internal fed¢kamguage and style,

topics and themes, characters and pictures) or in terms of educational elements. Additionally, when any study
does not include the necessary information about books such as the title, author or does not provide any
information abouthe points that the current review focuses on, it was not included in the sample of the study.

Data collection tool

The data of the study were collected using the form of publication classification on the values in children's
literature works which wasleveloped by the authors. The form is consisted of thirteen categories. It was
developed based on the review of similar studies. Three external experts analyzed the form in terms of its
consistency with the aim and scope of the review to establish itsrtoralidity. The draft form was modified

based on the feedback from the experts. Then it was used to analyse ten studies which were also included in the
sample. The data from the pilot study were analyzed by the authors separately. These analysésr were la
discussed to identify the missing and redundant parts of the form. As a result, the form was expanded with
necessary addition (i.e., the author, the number of studies analyzed, age group of the target audience, and
classification of genres) and reduntgarts were omitted. Based on these modifications, the form was
finalized. The ethical approval was granted before the st@fion KocatepeUniversity, Ethical commission

date of the ethical approval=17.08.2020 and number of the approval document:38p20/

Data collection procedure

As stated earlier first the related literature was analyzed to find the articles and theses to be reviewed. Following

the selection of the studies based on the criteria given above these studies were examined tldocgmeimé
DQDO\WVLV 3RFXPHQW DQDO\VLV FRYHUV WKH DQDO\VLV RI ZULWWHQ P
FDVHV WKDW DUH DLPH&OWR EWOIPQ Y #IVRMIIHIDWHG "7KH UHYLHZ RI WKH V
six months. The review of the databases was started on 21.02.2020. The data analyzed was completed on
15.08.2020. Until 11.09.2020 the study was written. In both selection of thesstadie reviewed and the data

collection the following steps were followed: 1. Identification of study field, 2. identification of key words, 3.

review of the studies, 4. based on the criteria established the evaluation of the study included in trensample

5. The finalization of the sample. Notes taken for each study were added to Tables developed on computer. The
analyses produced several categories that were consistent with the criteria.

Data analysis
The data that had been collected through doctumestew and encoded through the research review form were

DQDO\]HG XVLQJ WKH FRQWHQW DQDO\VLV 37KH PDLQ SURFHVV LQ WK
the framework of certain concepts and themes and to interpret them in a way thhHtBeGHU FDQ XQGHUVW
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<OOGOUOP ULPUGHN $00 RI WKH VWXGLHYVY LQFOXGHG LQ WKH VDF
transmitted into a Word file consisting of fifty pages in total. The studies were coded and read one by one, and
analyzd by considering the aims and research problems of the study. As stated earlier the data collected were
examined using the content analyses. Content analysis is generally performed using the following five steps: (1)
coding of the data, (2) identifyingeithemes, (3) organization of codes and themes, (4) establishing validity and
reliability, and revealing the frequency and (5) discussing and interpreting ttirgn(Denzin & Lincoln,
2005).

Validity and reliability

Necessary notes were taken abduthe studies read, and the data were repeatedly examined by the authors on
different occasions to avoid data loss. The process of coding the data and transferring it to themes was carried

out by two researchers to ensure consistency. The appropriatéribesanalysis was evaluated, and necessary

changes were made as a result of the evaluation. Additionally, it is also important for the validity of the study

that the studies reviewed are accessible to all researchers. The information included ivdne tredses was

XVHG ZKLOH ILOOLQJ WKH UH¥IZBX DRVWHG RQG MMKHVVAREEB WKH UHTXLUL
available. Following the completion of the data analysis, the analyses carried out by the two authors were
compared. It was detmined that there was general consistency in the analyses. The data for which there was no
consensus were rexamined and corrected. Figure 1 depicts the research design:

Selection of the sample
21.02.2020- 15.08.2020
*92 theses
* 44 articles

* Analysis and
interpretation of the
findings based on
the research

questions

*Reading the studies
to be reviewed

*Developing themes

+ Synthesis of the
themes

Identification ofkey
search for them in

search engines and

thesis bases

Figure 1.Research process

Findings
The distribution of the reviewed studieased on research type is given in Table 1 based on research type.

Table 1.Distribution of the reviewed studies based on the research type

Research type Frequency(f) Percentage (%)

Articles 44 32.3

ODVWHUTYVY WKHVHYV 89 65.4

PhD theses 3 2.20

Total 136 100
$vV FDQ EH VHHQ LQ 7DEOH WKHUH DUH UHVHDUFKHVY RQ WKH DQDO\
them 323% are scientific articles (f=44), 65 DUH PDVWHUTV WKHVHV | DQG DUH

Therefore it is seen # the most frequent type of research is master thesis during the period of publication
covered in the study. Additionally three PhD theses were carried out in recent period. The distribution of articles
and theses reviewed based on publication/complgtanis given in Table 2.
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Table 2.Distribution of reviewed articles and theses based on publication/completion year

Publication/completion Articles Theses Total

years f f f %
2007 0 2 2 1.47
2009 0 1 1 73
2011 0 2 2 1.47
2012 2 4 6 4.41
2013 0 4 (one PhD thesis) 4 2.94
2014 1 8 9 6.61
2015 4 7 11 8.08
2016 5 7 12 8.82
2017 5 7 12 8.82
2018 14 12 26 19.11
2019 7 35 (two PhD theses) 42 30.88
2020 6 3 9 6.61
Total 44 92 136 100

Table 2 presents the distribution of the studies restbwased on publication/completion years. Within the
study period the first study on the analysis of valueKitit FKLOGUHQ TV IOV \ HRIDDMAYHIHT VZ RAUKNHWV LV
out in 2007. In the period between 2007 and 2020 there are 92 theses of threelofanghPhD theses.
Particularly in 2019 the highest number of theses was produced (f = 35). In regard to the articles on the analysis
RI YDOXHVY LQ WKH FKLOGUHQTYVY OLWHUDWXUH ZRUNV LW LV VHHQ WKL
articles on the topic has been increased since then. The highest number of articles on the analysis of values in
WKH FKLOGUHQTY OLWHUDWXUH ZRUNV LV VHHQ LQ 7KH GLVWULE
based on the genre is given in TaBle

Table 3.Distribution of articles and theses based on genre

G Articles Theses Total

enre f - f %
Story/tale 10 27 37 27.20
Novels 9 14 24 17.64
Fairy tale 6 12 18 13.23
&KLOGUHQTV PDJ 3 7 10 7.35
&KLOGUHQTV ERR 0 5 5 3.67
100 coe works 2 4 6 4.41
,OOXVWUDWHG Fk 3 4 7 5.14
Novetstory 0 5 5 3.67
Poem 2 1 3 2.20
Drama 2 0 2 1.47
Tale-novel 1 1 2 1.47
Anecdote 1 0 1 .73
Biography 1 0 1 .73
Jokes 1 0 1 .73
Songs 1 0 1 73
Fable 1 0 1 73
Multiple genres 1 12 13 9.55
Total 44 92 136 100

$vV FDQ EH VHHQ LQ 7DEOH WKH PRVW IUHTXHQWO\ DQDO\HG JHQUH
was examined in twentyeven theses. The same genre is also the most frequently analyzed genre in the
scientfic articles (f=10). Inboth groups of research novéls24 ) and fairy tales (f=18) are also common study

topics. In theses and articles thiggven stories, twerdipur novels and eighteen fairy tales are analyzed as
JHQUHV RI FKLOGUHRRBIRDOWWHYD WXUHHVHBRLQ WKH VDPSOH GHDOW ZLW
OLWHUDU\ ZRUN | 'LITHUHQW YROXPHV RI D FKLOGUHQTV PDJD]LQ
scientific articles (f=3) in terms of values. Table 3 also indicates th@ GWUHQ YV ERRNYV DUH DQDO\]JHC
7KHUH DUH VRPH PDVWHUTV WKHVHV ZKLFK D Qdeling]thes akdd@GteHQ TV ER
lists of bookstores and websites (f=5). It is also found that the books analyzed targhiquiechildren ged

between 36, and these books were examined concerning the values they covered both in scientific articles (f=3)
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and in theses (f=4). Table 4 presents the distribution of the sample based on the authors and literary works
analyzed.
Table 4.Distribution of the sample based on the authors and literary works

. Articles Theses Total
Author and literary work - f - %
One author one work 9 4 13 9.55
One author, more than one work 20 50 70 51.47
Multiple authors and multiple works 5 13 18 13.23
Turkish authors 29 70 99 72.79
International authors 7 5 12 8.82

Turkish and international authors 1 2 3 2.20
2QH FKLOGUHQTV PDJI 3 5 8 5.88
OXOWLSOH FKLOGUHQ' 0 2 2 1.47

Table 4 indicates the distribution of the studies which examiné tRKLOGUHQTY OLWHUDWXUH LC
education based on the following points: the number of authors and works analyzed, the number of Turkish and
LQWHUQDWLRQDO DXWKRUV DQG WKH QXPEHU RI FKLOGUBs&v PDJD]LQ
single author and his/her works are analyzed in terms of values. There are nine articles and four theses which
analyzed the works by one author. Additionally, there are also studies in which the works by multiple authors
are analyzed concerningettvalues. The number of studies dealing with th literary works by Turkish authors is
found to be much more (articles f= 29 and theses f= 70) (The authors were counted once more in the theses that
examined the works of the same author). Those literary svertitten by international authors are more
IUHTXHQWO\ DQDO\]HG LQ WKH DUWLFOHV | LQ FRQWUDVW WR WK
magazine is analyzed in the sample whereas there are two theses which analyzed the valuestinddiffeesn
Rl GLITHUHQW FKLOGUHQYV PDJD]LQHYVY 7DEOH VKRZV WKH GLVWULEX
employed.

Table 5.Distribution of the sample based on the research model

Research model Articles  Theses Total
f f f %
Qualitativeresearch / document revieanalysis 23 37 60 44.11
Surveybased qualitative research 10 35 45 33.08
Descriptive model / descriptive study 4 8 12 8.82
No mention 5 6 11 8.08
Survey model 1 6 7 5.14
Analytical research 1 0 1 73
Total 44 92 136 100

As seen in Table 5 document analysis was employed in tvtlergg articles and thirtgeven theses. The
surveybased qualitative research model is also used in the studies reviewed (f=45). It is followed by descriptive
models (f=12), survey models (f=7and the analytical research model (f=1). In some studies there is no
mention of a research model (f=11). Table 6 shows the distribution of the studies reviewed based on their
sampling techniques.

Table 6.Distribution of the studies reviewed based orirthampling techniques

Sampling technique Articles Theses Total
f f f %

No mention of sampling technique including the reas 29 69 98 72.0
for choosing the sample and the selection procedure 5

Criterion sampling 3 8 11 8.08
Improbable sampling Purposive sampling 4 1 5 3.67
technique Maximum variety sampling 1 0 1 73
/ Purposive sampling Homogenous sampling 1 0 1 73
technique Typical sampling 0 1 1 73

Convenience sampling 0 1 1 73
Probabilitybased
sampling technigue  Random sampling 4 6 10 7.35

Stratified sampling 1 0 1 73
Sampling of all works by the author 1 6 7 5.14
Total 44 92 136 100
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As can be seen in Table 6 the sample is categorized into three based on the sampling techniques used:
Improbable sampling technique, Purposive sampling technique and Probbéaddd sampling technique.
However, in twentynine articles and sixtpine theses there is no mention of sampling techniques. The most
frequently sub types of the improbable and purmsampling techniques used in the studies reviewed are
found to be criterion sampling (f=11) and purposive sampling (f=5). It is found that the following subtypes were
used at equal rate: Homogenous sampling, typical sampling and convenience sampliagpr@habilitybased

sampling technique the most frequent one is found to be random sampling technique (f=10). In one study the
stratified sampling technique was employed (f=1). In some studies all works of an author were covered. Table 7
presents the diribution of the sample depending on the value classification.

Table 7. Distribution of the sample based on value classification

e Articles  Theses Total
Value classification
f f f %
Values covered in the Turkish language education program 5 22 27 19.85
core vdues
Value classification based on the literature review 11 14 25 18.38
Established value classifications 8 15 22 16.17
Values covered in the social studies education program 6 7 13 9.55
Values covered in the education programsdifferent courses 3 9 12 8.82
Religious values 2 7 9 6.61
National values 1 5 6 4.41
Core values 1 5 6 4.41
Values identified by the authors 4 1 5 3.67
9DOXHV FRYHUHG LQ WKH 021(fV U1 4 5 3.67
values covered in the edatton programs for different courses
Universal values 0 3 3 2.20
Single value analysis 4 0 4 2.94
Total 44 92 136 100

As can be seen in Table 7 the studies reviewed include different value classifications. Of them five articles and
twenty-two theses employed those values coveredamtirkish language education program as well as the core
YDOXHV O Qfin stirtlied/ i2We@dd there is no reference to the value classification employed, but the
values were identified through the examination of the related studies. The valuBicalimss developed by
different authors were used in twetityo studies analyzed. Those values covered in the social studies education
program were employed in thirteen studies included in the sample. There twelve studies which used the values
covered inthe education programs for different courses. On the other hand, religious values were taken as a
basis in nine studies. The value analysis basis of six studies reviewed is national values. The core values were
used as the basis for analysis in six othadigs in the sample. It is also found that three studies focused on
universal values. A single value was analyzed in four of the studies contained in the sample. Table 8 indicates a
distribution of the sample based on the data analysis techniques used.

Table 8. Distribution of the analyzed studies in terms of data analysis techniques employed

Data analysis technique Articles Theses  Total
f f f %
No mention of a specific data analysis technique, but identif 10 33 43 31.61

the expressions appropriate to tredue / labeling or classifying
the values based on the main idea of the texts

Descriptive analysis 12 18 30 22.05
Content analysis 9 20 29 21.32
No mention of data analysis 8 14 22 16.17
Descriptive and content analysis 5 7 12 8.82
Total 44 92 136 100

Table 8 shows that the studies covered in the sample employed descriptive analysis (f=30), content analysis
(f=29) and a combination of descriptive and content analysis (f=12) to examine the data collectedthneforty

studies there are no specific data analysis reported, but the use of expressions consistent with the values,
categorization of the values depending on textual features and depending on the main ideas. There-are twenty
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two studies in which there is no sifacreference to the data analysis employed. Table 9 shows the distribution
of the studies sampled in terms of the validity and reliability analyses.

Table 9. Distribution of the studies sampled in terms of the validity and reliability analyses
Validity and reliability analyses (Credibility, transferabilit Articles Theses  Total

consistency and verifiability) f f f %
Direct quotations 44 65 109 80.14
Expert reviews (Consistency of the values identified) 16 18 34 25
No reference to validityral reliability analyses 0 17 17 12.5
Long-term interaction / Reexamination of the data 7 9 16 11.76
Detailed explanation and description of the process 3 10 13 9.55
Expert views (in regard to value classification) 2 9 11 8.08
Consistency rate 4 1 5 3.67
Specifying the researcher role 0 4 4 2.94
Expert views (in regard to the selection the works) 1 2 3 2.20
Expert views (in regard to research process) 0 1 1 73

Table 9 shows that direct quotations were employed in 109 studies satmgle to establish validity and
reliability. In several studies expert views were used to establish validity and reliability. More specifically,
expert views were sought in regard to the consistency of values (f=34), the classification of value fotins (f=
consistency rate (f=5), the inclusion of works in the sample (f=3) and the research process (f=1). There are
studies which employed other ways of establishing the validity and reliability such atetongnteraction or
reexamination of the data (f6), the detailed explanations and descriptions of the process (f=13) and
specification of the roles of the researchers (f=4). However, in some studies included in the sample there is no
specific reference to the procedures about validity and reliabiity7{f Table 10 present the distribution of the
major values described in the studies analyzed.

Table 10Distribution of the major values described in the studies analyzed

Values Articles Theses Total

f f f %
Affection 33 100 133 97.79
Honesty 26 98 124 91.17
Helpfulness 27 80 107 78.67
Respect 18 86 104 76.47
Responsibility 19 75 94  69.11
Preserving and enhancing cultural values / heritag 17 74 91 66.91
Diligence 23 67 90 66.17
Fairness 18 64 82 60.29
Friendslip 17 60 77 56.61
Solidarity 15 58 73  53.67
Braveness 12 61 73 53.67
Patriotism 14 57 71 52.20
Patience 13 53 66  48.52
Hospitality 12 50 62  45.58
Paying attention to family unity 8 51 59  43.38
Tolerance 13 46 59  43.38
Compasion 13 43 56  41.17
Freedom 5 49 53  38.97
Being scientific 7 45 52 38.51
Peace 11 40 51 375
Sensitivity 9 40 49  36.02
Kindness 6 42 48  35.29
Cleanliness 8 40 48  35.29
Contentment / thankfulness 5 40 45  33.08
Aesthetic 5 37 42 30.88
Saving 5 34 39 28.67
Helpfulness 11 24 35 25.73
Sharing 10 25 35 25.73
Sacrifice / being altruistic / not being selfish 4 31 35 25.73
Fidelity 4 30 34 25
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Modesty 8 24 32 23.52
Being healthy 7 24 31 2279
Generosity 4 26 30 22.05
Trustfulness 4 23 27 19.85
Self-esteem 7 19 26 19.11
Empathy 2 20 22 16.17
Equitable 4 14 18 13.23
Self-control 2 17 18 13.23
Independence 4 13 17 125
Happy 3 12 15 11.02
Conscientiousness 2 3 5 3.67
Mercifulness 1 2 3 2.20
Compliance 1 1 2 1.47

Table 10 shows that in the studies the most frequently cited values are affection (f=133), honesty (f=124),
helpfulness (f=107), respect (f=104), responsibility (f=94), preserving and enhancing cultural valutesyé her
(f=91), diligence (f=90) and fairness (f=82). The coverage of these values in scientific articles and theses
sampled is nearly the same. For instance, the most frequently cited value in both groups of publication is
affection. The less frequently remed values in the sample include conscientiousness, mercifulness and
obedience. Table 11 shows the distribution of the sample in regard to the conclusions reported.

Table 11 Distribution of the sample in regard to the conclusions reported

Conclusiongeported Articles Theses Total

f f f %
Regarding the literary works as successful in value transmission 41 73 114 83.82
Indicating that some values are much more emphasized than the o 8 25 33  24.26
Reporting that some parts of the workse problematic (negativ: 2 9 11 8.08

actions, the use of some words that are not appropriate for
developmental characteristics of childreags use of visuals)

Table 11 shows that forgne scientific articles and sevetityee theses considerethworks analyzed as
DSSURSULDWH IRU YDOXH HGXFDWLRQ 7KHUHIRUH WKHVH ZRUNV DUH
some studies it is reported that there is an imbalance in the distribution of values in the literary works. For
instance, in ight articles and twentfive theses it is stated that some values are frequently included in the

literary works while the others are mentioned less frequently. More specifically, the values of peace, aesthetics,
hospitality and respect are reported tddss emphasized in the literary works. In two articles and nine theses it

is argued that the literary works analyzed have some problematic points in terms of various dimensions. Table

12 presents the distribution of the studies reviewed based on thetsuggyesvered.

Table 12 Distribution of the studies reviewed based on the suggestions covered
Articles Theses Total

Suggestions f f f %
The texts in the literary works may be used in value educa 3 27 30 22.05
There should be teachirand learning activities to reinforc 0 9 9 6.61
" value education in the education programs of Turk
Z language courses
g There should be websites or online databases that conta 3 5 8 58
lists of literary works which emphasize the desired values
Those literary works which emphasize the desired val 1 5 6 441
should be added to core works list or sample works list
» Literary works should contain values implicitly instead 13 16 29 21.32
2 giving them as advices
% Based on proper literary works different genres (dra 1 13 14 10.29
S cartoons, animations, voice animations, songs, sketchs, a
% on) should be produced
Z Those values that are found to be less contained in the v 1 6 7 514
v such as hospitality, peace anésthetic should be mor
2 emphasized.
3 The literary works which target children should contain top 0 5 5 3.67

which are enriched through value classifications.
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National, spiritual and universal values should be covere 2 2 4 294
the literaryworks.
7KH FKLOGUHQTVY OLWHUDU\ ZRUNV 1 2 3 220

consideration the certain age groups, and this informe
should be included.

7KH FKLOGUHQfV OLWHUDU\ ZRUN 1 1 2 147
conflict

Teachers should keep works they examined in terms of v

in the classroom or school library and use these works 33 31 64 47.05

value education by organizing relevant games, dramas
teaching and learning activities

Parents should be informed about the useful works and st 2 21 23 16.91
consult to teachers in choosing these Works
In the selection of the literary works the personality ¢ 8 4 12 8.82

developmental traits of children should be taken i
corsideration

Parents and School Administrator

6XSHUYLVHG DQG SXEOLVKHG E\ FO 8 8 5.88
(such as illustrator, pedagogue, painter, education expert

commission

Local governments can distribute monthly the short st 1 0 1 .73
books and activity bod&ts containing values to children

Analysis ofthe works of the same and different authors 3 29 32 23.52

poets based on the different value categories in the rece
past periods

Different models (qualitative and quantite) should be usec 3 9 12 8.82
in the examinations on how to acquire basic values educi

through children’s literature

The functionality of the literary works in value acquisitit 1 2 3 220
should be improved

No suggestion 14 5 19 13.97

Researchers

As can be seen in Table 12 the studies contained suggestions towards different stakeholders, including the
MONE, authors, publishers, teachers, field specialists, parents, school administrators, and researchers. Among
the suggestions towards the MONE thestncommonly stated one is that texts in the proper works should be
included in the textbooks in regard to value transfer (f=30). The most frequent suggestion towards the authors,
publishers and producers is that values in literary works should be giydicitiy rather that given as clear

advices (f=29). Most of the suggestions in the studies reviewed are towards teachers. It is suggested that
teachers should keep works they examined in terms of values in the classroom or school library and use these
works for value education by organizing relevant games, dramas and teaching and learning activities (f=64).
Among the suggestions developed for the researchers, the most frequently reported one is to examine the works
of the same and different authors or pdeetsed on the different value categories in the recent or past periods.

Discussion

In the study 136 studies were reviewed through the content analysis which included a detailed examination of

the studies on values in children's literature products ghdydi between 2007 and 2020. It has been concluded

WKDW PRVW RI WKHVH UHVHDUFKHY DUH WKHVHVY FRQGXFWHG DW PDVYV
such reviews in theses. Among theses four PhD theses were carried out in recent yaarsewhaf literary

works, which are important sources for value education, will significantly guide stakeholders such as children,
teachers and parents who benefit from these resources in the selection of the literary works to be read.

There are studies WLFK DQDO\WH WKH FKLOGUHQTVY OLWHUDWXUH SURGXFWYV
principle of relativity, culture and language (Akc&y % D U &HUDQ & %D&HVXU (+ULGHUH
2019; Karakurtg S HN . XUX 0 HRUSM US QE D \ U DONIRU TOX(] R X B X2019;

Karagcam, 201}l The number of studies dealing with the analysis of values in such works has been increasing.
'XULQJ WKH SHULRG LQ ZKLFK WKH VDPSOH ZDV SXEOLV&&h&@ys®§KH ILUVW
RI FKLOGUHQYY OLWHUDWXUH ZRUNV WKDW ZDV FRPSOHWHG LQ ,
KLIKHU $GGLWLRQDOO\ VRPH 3K' WKHVHV ZHUH DOVR FRPSOHWHG RQ
In the period 2012019tKH QXPEHU Rl WKHVHYV RQ WKH YDOXH DQDO\VLV RI FKLO(
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WKH VWXG\ SHULRG WKH ILUVW DUWLFOHV RQ WKH YDOXH DQDO\VLV RI
in 2018 the number of such articles is the high&esearch in this field is increasing day by day. These findings

show that the search for values in literary works is an area of intensive research. Values have always been
emphasized in the education program since 2005. Separate values were emphasie l&sson in primary

and secondary school education programs, and then core values were determined. Both the emphasis on values

in the recent education programs and the prominence of the resources used for values have led researchers to
focus on thisigld.

Considering genre analyzed in the sample, it is found that the most frequently analyzed one is story.
Additionally, the number of studies dealing with the analysis of values in novels and fairy tales is also found to

be high. These are literary ges that are read more by children and are important in acquiring values. A large
SDUW Rl FKLOGUHQTY OLWHUDWXUH FRQVLVWYV RI VWRULHY DQG IDLU
universal values and raise awareness among children in maay. @eal and written tales constitute the

intangible cultural heritage for the transmission of moral values from one generation to another. As emphasized

in the UNESCO Convention on the Protection of Intangible Cultural Heritage in 2003, folk talesdytagmaic

role in bringing people together, thus facilitating the exchange of information between different cultures and
increasing respect for others in a tolerant and peaceful manner (Pulimeno, P&s@teliéizzo, 2020).

In some theses analyzed instedidnalysing a single literary work. It may be either the analysis of the multiple
works by a single author or the analysis of the multiple works by different authors. It is common that the values
are analyzed in novels, stories and fairy tales. Additign#tie values are found to be analyzed in memoirs,
poems, biographies, dramas, anecdotes, songs and fables. Described as any creative literary work written and
GHVLIJQHG VSHFLILFDOO\ IRU FKLOGUHQYV XVH FKHGt@igd fctieOLWHUD
books, comic books, novels dimhymes (Pulimeno,et. al.,2020) It has been determined that researchers
especially examine different works written by an author in terms of values. Additionally, it was determined that
the researchers nducted studies to examine the literary works written by more than one author. While the
works of Turkish authors were examined in terms of values, there are also articles examining the works of some
international authors. Some of the international autlvdiese works were analyzed are as follows: Erich
Kastner, Andrew Clements, Julio Cortazar, Sonya Hartnett, Christine N&stlinger, Odile Kayser, Tove Jansson,
Teneke Anna Gavalda, Malarie Blackman, Houshang Moradi Kermani and Bernardo Atxaga. Examining the
works of authors or poets from different countries is informative about which values other countries emphasized
more by other countries.

It is found that the studies reviewed are mostly designed in document analysis, one of the qualitative research
models Additionally, it is concluded that the qualitative approach was written as a research model in the studies
using the survey model. In some studies, it is found that there is no explanatgard to the research model.

The authors employed many diféait terms in explaining the model of their study. Some of these terms include
descriptive model, descriptive study, descriptive field study, descriptive qualitative and descriptive content
analysis model. The others are as follows: survey, survey of soainckesurvey of documents. Therefore, it can

be argued that the authors do not have a full understanding of the research models. It may also be added that
such a terminology confusion can be the result of the translations. Given that the major aintufidisensas

only to determine the values in the literary works, other qualitative models such as action research and
ethnographic design were not used. The most frequently employed sampling technique used in the studies
reviewed is found to be purposive gaing. The others include homogenous sampling, typical sampling and
convenience sampling. However, most of the studies analyzed did not mention the databases and how the
literary works were selected. The following studies includeettain techniques of sgling. This situation

prevents to have an idea about the reasons for choosing the sample. Instead the reason for choosing the literary
works was given as follows: the author is well known, the work is commonly read, the work suitable for the age
group itaddresses, and easy accessibility. Since the sampling method is not specified, there is uncertainty in this
regard.

It is found that the studies analyzed mostly dealt with the values considering those values included in the
education program of Turkistahguage courses and core values. Some studies contained no classification of
values, but reported that the values had been identified through the literature reviews. In some studies the value
categories developed Schwartz, Smith, Schwartz, Rokeach, Rreridgwig, Tezcan, Ozlem, Gungér,
6SUDQJHU DQG *QJ|U ZHUH HPSOR\HG 7KH RWKHUV XVHG WKH YDOXF
%*\eNG*YHQFL hONHQ DQG 7DUKDQ &RPPRQ YDOXHV UHSRUWHG E\ 'R=
also used as a bagifthe analyses. Additionally, there are studies in which the works were examined based on

the values contained in the education programs for the social studies courses. There are also other studies in
which the literary works were analyzed dependingtenvalues covered in the education programs of different
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courses. There are some studies which included the analysis of the studies based on a single value (affection for
animals, respect and sensitivity). Having different value classifications provideity and richness in terms

of values. It also made the studies original and distinct because some studies analyzed the works by the same
author. For instance, Kagma20(8) and Kaya (2007pQDO\]HG &DKLW =DULIR+OXYV IROORZL
(sparrow UG WDOH <«UHNGHGH DQG SDGLuUDK VWRU\ .DWOUDVODQ VWF
$+-DoNDNDQODU ZRRGSHFNHUV VWRU\ ,Q WKH VWXG\ E\ .DoPD]
analyzed in terms of being individual and universal véMue ,Q .D\DfV VWXG\ WKH YDOXHYV
considering the religious, ethical and social values. The use of different value classifications in the reviews has
added originality to the studies where the same works of the same author are examined.

It is found that the descriptive analysis and content analysis are mostly used in the data analysis of the studies
reviewed. Although there are studies using both methods, it is found that the data analysis part of some studies
is described as the expressioof identifying the expressions appropriate to the values, filing, classifying the
values based on the texts and classifying them depgmdirthe main idea. This resgiéem to stem from the

lack of information and elaboration on the analysis methoeld usqualitative research. Regarding the validity

and reliability of the studies reviewed it is stated that expert opinions were sought on different subjects such as
on the consistency of the most determined values. It is stated that expert opiniontaisedain subjects such

as classification of the value form, percentage of compliance, selection of work, and the research process. It is
found that the researchers supported the findings with direct quotations while presenting the findings in their
studies. In some studies, no explanation has been made concerning the validity and reliability. Since the studies
analyzed were mostly conducted in qualitative research model, values were determined in line with the findings
of the researcher. Therefore, theidi@y and reliability of the analyses are very important for such studies.
While direct quotation on values in general of the works provides important evidence, the fact that expert
opinion on verifiability is included in limited studies suggests thatetteme some problems in terms of
reliability. In some studies, the-examination of the data at different times eliminated negative points.

In the studies examined, it is found that the most discussed values in children's literature products are love,
truthfulness, honesty, helpfulness, respect, responsibility, protecting and developing cultural values/protecting
cultural heritage, diligence and fairness. Especially in articles and theses, the inclusion of these values is close to
each other. Since the W examined by the researchers are analyzed in terms of different value classifications,

a lot of values have emerged. Values such as being conscientious, compassionate and obedience are among the
least discussed values. In literary works, values shoaldjiben in a qualified way and contribute to the
education of children. Children's literature products give students an opportunity to directly discuss character
perspectives, understand characters, and develop their thinking about social contextiandhipkiHalstead

& Taylor, 2000). O'Sullivan (2004) states that the deeper and richer literature is, the stronger the characters, and
the easier it is to naturally include character education in the study of literature.

The studies reviewed concludedat the literary texts analyzed are mostly appropriate for value education.
Some researchers have stated that there is an imbalance in the distribution of values in the works. It has been
determined that values such as peace, aesthetics, solidarity yhamneshospitality are less discussed in literary
works, and it is reported that these values should also be included. The intensity level of the values examined
varies. For instance, Sutari (2014) states that social attitude competencies (honestinedisegmonsibility,
politeness, care, and selbnfidence in interacting with families, friends, and teachers) should be taught.

The studies reviewed contain many different suggestions for the ministry of national education, authors,
publishers, teachsr experts, parents, school administrators and scholars. Among the suggestions towards the
MONE the most commonly stated one is that texts the proper works should be included in the textbooks in
UHJDUG WR YDOXH WUDQVIHU :KH&e hEuwedGit the) Jcdvited voveied by XHéeH SURG
HGXFDWLRQDO SURJUDPVY DQG WH[WERRNV WKH\ FDQ KHOS WR VXSSR
relations, personality, ethics and languaBelifneno, et. al.2020). One of the suggestions addirggshe

MONE is to develop a system that contains literary works which are appropriate for moral education. Kilpatrick

(1993) considers the stories and past events as a way of conveying moral attitudes to children, giving them a
common reference point agdod examples.

Most of the suggestions in the studies reviewed are towards teachers. It is suggested that teachers should keep
works they examined in terms of values in the classroom or school library and use these works for value
education by organizinrelevant games, dramas and teaching and learning activities. Multicomponent narrative

based approaches (storytelling, rplaying, games, and pesi HDGLQJ DFWLYLWLHY FDQ PHHW Fk
needs, provide them a sensory input, increase theitiattespan, and shape their aesthetic attituBetreno,

et. al.,2020. Edgington (2002) states that the value education can be achieved through reflection or classroom
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discussions by reading the book by students individually or with their teacharthefArsuggestion offered in

the studies reviewed for teachers is that they should examine the works taking into account the developmental
OHYHOV RI WKH FKLOGUHQ ,Q WKLV YHLQ 216X0O0OLYDQ VWDWHG
bookscritically. It is stated that teachers, parents and school administrators should be models for students in
regard to the transfer of values. Grusec and Kuczynski (1997) state that parenting strategies affect value transfer.
2196 XO0OLYDQ f B bodK id hogerK WAl the characters in the book will probably exhibit many

different characteristics that may be limited by children.

It is suggested in the studies reviewed that the values covered in the works should be given implicitly rather than
as advices and should be given in their natural environment using positive examples. Edgington (2002) stated
that when using literature to teach moral reasoning, teachers should give students an opportunity to explore the
perspectives of the characters tme story, to explain the reasons for their actions and reactions to new
situations. Baratz and Hazeira (2012) argue that if there is a place for effective links between literature and
society, then such links are mostly through children's literature. Hh@UH FKLOGUHQTV OLWHUDWXU
in a quality way contain certain components that help students to examine values. Among the suggestions
developed for the researchers, the most frequently reported one is to examine the works of the same and
different authors or poets based on the different value categories in the recent or past periods. Choo (2015)
argued that while the texts in the private sphere are selected by readers depending on their personal interests or
tendencies, the texts in the piabdphere are examined, discussed and criticized by different actors from various
fields such as school, state to political groups on behalf of students. Both the emphasis on literary criticism
practices and its historical ties to values education makenécessary and indispensable subject in our world
today.

Conclusion and Recommendation

W LV VHHQ WKDW WKH QXPEHU RI VWXGLHVY GHDOLQJ ZLWK WKH YDOX
Although there are many reviews on the studies aoitog with value education, these reviews do not provide

some significant details about these studies. This study has provided a content analysis of the studies on the
YDOXHV LQ FKLOGUHQTVY OLWHUDWXUH ,Q RUG Higd WiRin Bhe erdd H WKLV
between 2002020 were analyzed. Of these studies 44 were articles and 92 were theses. It has been found that
WKH YDOXHV LQ FKLOGUHQ V OLWHUDWXUH ZRUNV DUH PRVWO\ DQDO\
frequenty DQDO\]HG OLWHUDU\ JHQUH KDV DOVR EHHQ IRXQG WR EH VWRUL
single work or on multiple works. It has been also found that the literary works analyzed are mostly by Turkish
authors. The values covered in childee literature works have been analyzed taking into consideration the

Turkish courses educational programs and core values list. It has been found that the most frequent values
covered in children's literature works affection truthfulness, honesty, hedstul

Based on the findings of the study the following suggestions have been developed:

x The following genres may be analyzed in terms of value education: Memoirs, biographies, anecdotes,
songs and fables.

X ,Q WKH VWXGLHV UHY LH Zkucts Kvei® eXdiiggd \h terimsvdd Valued Xetudatien.
Future studies can be designed in different research patterns by adding different dimensions and the
views of the students can be analyzed.

X In the selection of the works to be reviewed in studies sagptiethods as well as the reasons for the
selection of certain works should be given in detail rather than stated that the sample was chosen
through the random sampling method.

X Given that in numerous studies reviewed do not have a indication of samplimgtex employed,
trainings can be offered concerning the compastsisted analysis methods (such as Nvivo,
MAXQDA).

Xx &KLOGUHQTYVY OLWHUDWXUH SURGXFWY DYDLODEOH LQ WKH GLJLW
education. And these products candelected in line with the opinions of stakeholders.

X It may be suggested that the sections of results and suggestions in studies can be designed in
conjunction with each other because in some studies, suggestions are independent from the results
section.

x Given that the current review is limited to the studies in Turkish and to those related the databases in
Turkey, it may be suggested to examine the other studies in this field by reviewing the studies in
different languages and different databases.
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Abstract

$VVRFLDWLRQV EHW Zéidi@ndl Waxndhgl €NsVahd MR Ge@aptidrfs about their social
VFLHQFHYV WHD F K Hhajor Lvigh® lihikeStigdied RmQtiOstudy. primary level version of the
Questionnaire on Teacher Interactig®TI) was adapted into Turkish in order to gather the dataerning

teacher interpersonal behaviors in the Turkish elementary classroomsrddasgptogether with the collection

RlI GDWD FRQFHUQ Lepatiahgl be&3rih@ SKiNsTwas Reérfoiied in several state elementary schools
with 386 students from Grade 5 and Grade 6. Descriptive statistics, Canonical Correlation Analysis and
Confirmatory Factor Analysis (with Mplus) were utilized for the purposes of data analysesesults revealed

that the Turkish version of the QTI for primary schools demonstrated a reasonable fit with the data with some
minor deviations. The results also inldVHG WKDW VWXGHQWVY SHUFHSWLRQV DERXW \
uncertain and understanding behaviors were positively but admonishing, dissatisfied and strict behaviors were
QHJIJDWLYHO\ UH O D WéinationaRleafiihg SkHlsQWV T VRFLR

Key words: Interpersonal teacher behavior, Teacher interaction, Swomional learning, Mplus analyses,
Canonical correlation analyses, Circumplex models

Introduction

Research on learning environments is now an established area of research and expérégpead that this

research venue is originally derived from the studies and research practices of Lewin (1936) and Murray (1938)
concerning human environment and behaviors and interactions of human beings in their surroundings. Given

this first and leding line of research, it is observed that these first group of researchers attempted to understand
WKH LQIOXHQFH RI VHYHUDO FKDUDFWHULVWLFV RI DQ\ KXPDQ HQYlL
perceptions. A particular effort was spent to undedsthow human beings perceive their surrounding
environment and how their perceptions affect their performance and behaviors. Following this first line of
researchers, further attempts were performed by Moos (1974) and Walberg and Anderson (1968) who in fac

tried to apply this first line of research agenda into more educational contexts. That is, one simple implication is
WKDW WKHUH ZDV D WUDQVIHU IURP D EURDG SHUVSHFWLYH RI 3SHQYLL
OHDUQLQJ HQYLWR eedi@Iwe of résdakchers, there were several attempts to develop research
instruments and theoretical models to denote the several characteristics existent within classroom learning
environments (Walberg, 1968; Wubbels, Cret®rHaymayers, 1985; Whbels & Levy, 1993). Investigations

into human environments and their relevant dimensions were performed in terms of physical characteristics,
social characteristics and also some psyabwial onesobservedand perceivedn learning environments.

Within these characteristics, such dobics or terminologies as teacher interaction (Wubbels, et al., 1985;

Wubbles & Levy, 1991; 1993), classroom assessment characteristics (Waldrip, &igleman, 2008) and

general classroom characteristics further inelgdi for instance, cooperation, competition, materials
environment and task orientation in particular classroom settings (Fisher & FraserfFi&&t; Anderson, &

Walberg, 1982Fraser & Fisher, 1982; 1983) emerged and each of these dimensions forrhasi¢cheenues of

research or corresponded to the main variables of investigation for following researchers (Fraser, 2002). In this
regard, a considerable number of studies have been conducted on each of these dimendeachemnd

interaction or its synmym teacher interpersonal behavioeppeared to attract researchers from all over the

world. These studies were in fact guided by the proponent work by Wubbels et al. (1985). That is, Wubbels and

KLV DVVRFLDWHVY SURSRQHQ \/or DeAcWeH IRtSrgérson® Ma ikl by Géatind OR G H C

’ Corresponding AuthoiGilgin Mutly, gulcin.mutlu@idu.edu.tr
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/HDU\TV PRGHO RQ VRFLDO LQWHUDFWLRQ LQ SV\FKRWKHUDS\ LQW
IRU WKH IROORZLQJ UHVHDUFKHUV :XEEHOV HW DO haldd®® SWHG /HELC
form eight different teacher interaction profilese( understanding, helping/friendly, strict, dissatisfied,
admonishing, uncertain, leadership and student freedom) to be perceived by the students to conceptualize their
WHDFKHUVY béhavibrt i thé) alaRobDris. Future researchitsly used this framework, the Model

for Interpersonal Teacher Behavior and the related data collection instrument, Questionnaire on Teacher
Interaction (QTI) developed again by Wubbels et al. (1985) to eateacher behavior as an important-sub

dimension of classroom learning environments.

The Model for Interpersonal Teacher Behavior primarily map teacher interpersonal behavior on two main
dimensions, proximity and influence Teacher proximity has two ppsing sukdimensions or poles as
cooperation (C)and opposition (O)while teacher influence again was dealt with two opposing sides as
dominance (Djandsubmission (Sas depicted in Figure 1. These two main dimensions are further divided into
eight different sections based upon some variations of the opposing poles to show eight different types of
teacher behaviors. That is, these two main dimensions form a coordinate cyclical system further divided into
eight equal sectors to map teacher behavior. Adgeghd this circumplex form or cyclical system show the
complexity and interaction of several factors underlying human interpersonal relationships. Overall, the criterion
that different types of interpersonal behavior ordered in a circular form alongtwgthmain interpersonal
EHKDYLRUV SUR[LPLW\ DQG LQIOXHQFH ZKLFK LV FRPPRQ WR ERWK /I
for Interpersonal Teacher Behavior is in fact theoretically related to Circumplex Models in psychology (see den
Brok, FisherBrekelmans, Rickards, Wubbels, Levy, & Waldrip, 2003 and Saydam & Telli, 2010 for a detailed
discussion of the Circumplex Models).

Strict (DO)

=)
pe
G)

Understanding (CS)

Figure 1 Model for Interpersonal Teacher Behayj@fubbels & Levy, 1993)
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Each of the eight equal sectors are labelletth Wie initials of opposing poles such as CS or SC in which the
preliminary initial refers to the dominant dimension (proximity or influence). Thus, The Model for Interpersonal
Teacher Behavior developed by Wubbels et al. (1985) includes eight typesrpéisbnal teacher behavior, a)

leadership (DC), b) helping/friendly (CD), ¢) understanding (CS), d) student responsibility/freedom (SC), e)
uncertain (SO), f) dissatisfied (OS), g) admonishing (OD) and lastly h) strict (B®jas alsomentioned

above, The Model for Interpersonal Teacher Behavior in fact was developed in combination with a data
FROOHFWLRQ WRRO QDPHG DV 4XHVWLRQQDLUH RQ 7THDFKHU ,QWHUDFYV
WKHLU WHDFKHUVY LQW IHish8iHHENIRQOD & FiEseK IR Ribbel HtHal.,, 198%nd

Wubbels & Levy, 199%or three QTIs with different number of items). This data collection instrument became a

very popular research instrument and was widely used in the following investigationgaattertmteraction.

For its extensive use in several countries, the researchers adapted QTI to elicit teacher interaction perceptions
and these adaptation studies formed a common line of research practice for researchers around the world. For
instance, adatation studies took place in Canada (Lapointe, Pilote & Legault, 1999), Brunei (Scott & Fisher,
2004), Cyprus (Kokkinos, Charalambou& Davazoglou, 2009), Korea (Kim, Fishe& Fraser, 2000),
Singapore (Goh & Fraser, 1998), Indonesia (Fraser & Aldrifiggoerjaningsih, 2010) and recently in Kosovo
(Berisha Kida & Karaj, 2020). Turkish adaptation of theité4n (American) version was also performed by a
Turkish researchg(Telli, 2006) to be used with secondary level students. However, as either theeshimm

with 48 items or long version with 64 items were aimed at secondary level students, most adaptations were
conducted with the students at tparticularlevel excluding a few (Goh & Fraser, 1998; Kokkinesal, 2009;

Scott & Fisher, 2004)Whenthe results from these studies including the adaptations were examined, it is seen
that they provided sufficient evidence for the associations between student perceptions of teacher interpersonal
behaviors and affective and cognitive outcomes of the steide different classrooms at schools (den Brok,
2001;den Brok et al., 200&Fraser et al., 2010; Kyriakides, 2006; Maulana, Opdenakker, den &1B&sker,

2011; 5DNOFO 7HEOOL GHQ %URN d DN O U K+82Zhou, 2009):BasedGHQ % UR
upon these studies, it appears that teacher interaction has been extensively studied in science anetbsetence
disciplines at the secondary schoolingdlemostly by means of correlational research designs while there is less
surge of interest into the classrooms in different discipline areas other than science and into other levels of
schooling. Thus, there is a need to investigate classrooms othectbace ones in different levels of schooling

to provide a broader and better picture of the teacher interaction characteristics and their influence on student
outcomes. Moreover, given the most studied affective outcomes in relation to their linkshey irterpersonal
behaviors, investigations into motivation, attitude towards the lessonsegalation and seléfficacy appear to
dominate the literature while there is no study to date including -®meaiional learning skills as one of these
affective outcomes.

Socioemotional learning to be defined as the combination of such competencies or components as emotional
intelligence (Basu & Mermillod, 2011; McCombs, 2004), social learning and cognition (Frey, Nolen, Van
Schoiack Edstrom & HirschsteinQ@5), life-skills and wellbeing Greenberg, Domitrovich, Weissberg, & Durlak,

2017 and stress management (Kusché & Greenberg, 2001) briefisrédfdR LQGLYLGXDOVY XQGHUVYV
managing of their emotions and social relationships, which is in faiteet dorrelate of their sociemotional

progress or academic achievement (Elias et al., 1997EDNo O .RUNXW 2ZHQ OF&RUPLFN
29&RQQRU OF&ORZU\ The Colb&r&ive foVAcRd@mic, Social, and Emotional Learning

(CASEL) in fact made a good summary of the nmib-components ofocial emotional learningndshorened

WKHVH FRPSHWHQFLHYV DV 37KH &$6(/ Z K L-Bwardn€sk, GetiambhyemeRFLD O D ZI
relationship skills and lastly responsible decision making (CASEL, nA&gordingly, research into this

construct and its relationship to teachateipersonal behaviors is needed to promote literature not only as to

teacher interaction but also as to seeinotional learning. To these ends, the current study aimed to investigate

teacher interaction in an elementary social sciences classroom bingda@TI version for younger (primary

level) students (Goh & Fraser, 1998). The researchers also aimed to understand if student perceptions of their
VRFLDO VFLHQFHYV WH D F Kwkkeddsotiaed With BhEivWsbéeQotibhKIEamIng killsThe

following research questions guided this current study:

+RZ GR HOHPHQWDU\ VFKRRO VWXGHQWV LQ VWDWH VFKRROV LQ
interpersonal behaviors?

2.7TR ZKDW H[WHQW DUH VWXGHQW\FL 56 IH ¥ SWHIRFK\H D ¥ R X Q@ WHKUBLHU V R RIL
their socieemotional learning skills?
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Method
Participants

Participants were 386 elementary school students from Grade=224) and Grade &(= 162) enrolled in
severalstate schools in a city ithe western part of Turkey. Out of 386 students, 232 (%60) participants were
females and the remaining 154 (%40) were males. Given their ages, 208 (%54) were aged 11, 135 (%35) aged
12 and the remaining 43 (%11) were 10 years old.

Data Collection Tools
Turkish Version of the Questionnaire on Teacher Interaction for Elementary Levels

A primary school version of the QTI previously adapted and designed by Goh and Fraser (1998) with its 48
items was used in this study. Goh and Fraser (1998) in fact hattddhis primary QTI from the two previous
versions in the literature, QTI long form with 64 items (Wubbels & Levy, 1991) and QTI short form with 48
items (Wubbels, 1993) developed for secondary school students. Thus, Goh and Fraser (1998) attempted to
adat these tools to use at the primary school level in Singapore and this tool became the first version in the
literature appropriate for primary or elementary school students aged around 11 years old. In contrast to five
point responses required for secarydachool versions, this elementary version required answers on a three
point scale (SeldomtSometimes Generally) by making it more suitable for younger students at the primary
schooling levels. In their study in Singapore, Goh and Fraser (1998) bpdptea reliability scores ranging

from .50 to .78 at the clagevel analyses and from .73 and .96 at the stuldsiel analyses.

Turkish adaptation study started with the seeking of permissions from the developers (B. Fraser, personal
communication, 3Danuary, 2020and thertranslation of all 48 items into Turkish by a language expert. The
translated Turkish form was back translated into English by another language expert. For the items the meanings
of which seem unclear and problematic in the origiglish version, developed by Goh & Fraser (1998) in
Singapore, a foreign expert experienced withittstrumentdevelopment and adaptatistudiesof elementary

and secondary school versionstle Netherlands and in other countries including Turkey e@#tacted and

asked for his expert opinions (P. den Brok, personal communication, 30 December, 2019 & 31 January, 2020).
The versions from the backtranslation process were compared by two experts and based on their expert
opinions,backtranslations suggted no major changes. Hentlee instrument took its almefinal form to be

used in the pilot study. Four students took part in the pilot study and they were asked to respond to the items by
evaluating their comprehensibility. As a result of this pilptprocess, some similar connotations elicited in a
couple of items (concerning dissatisfied and admonishing scales) were improved to make these items different
from each other. Accordingly, the Turkish version of the Qfiinary took its final form and wasamed
37XUNLVK 4XHVWLRQQDLUH RQ 7HDFKHU ,QW-B)UThE ¥8item T QMREJhgO HP HQ W D
eight subscales with six items in each to refer to eight different types of teacher behavior. These eight sub
scales werelabelled as they werenithe original instrument as) leadership, b) helping/friendly, c)
understanding, d) student Responsibility/freedom, e) uncertain, f) dissatisfied, g) admonishing and lastly h)
strict. The adaptation and validation results for the FTQWas presented itetail in the Results section of this

work.

SocioEmotional Learning Skills Scale

,Q RUGHU WR HOLFLW G DW EenetoqaF Haon@®d €kils VIvcEGdtianw Vearnihg Bkilk

Scale (SELSS) developed for elementary school students by I§a@ak<orkut Owen (2010) was used in this

VWXG\ .DEDNo®O DQG .RUNXW 2ZHQ UHSRUWHG D &URQEDFK UHOL
items) while reliability values ranged between .61 and .83 on its fouscalbs, a) problem solving skil(11

items), b) coping with stress skills (10 items), ¢) communication skills (9 items) and -@s&sin enhancing

skills (10 items)Testretest coefficients were also reported to be .85 on the whole scale and between .69 and .82

on the four subscale$he instrument required responses on a-fmint Likert scale.

Data Analysis

For the purpose of research question one (RQ1), thaViR LQYHVWLIDWH VWXGHQWVYT SHUFF
VFLHQFHY WHDFKHUVY LdeSeriplivs statist® QrDeachETDREEeRavyV scale, including
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means and standard deviations were derived. In order to extdminelationship between eight types of teacher
interpersonal behaviors and four types of samiwtional learning skills for thpurposes okecondresearch
guestion (RQ2), canonical correlation analysis (CCA) was utiliBed thevalidation of the teacher interaction
instrument(adapted a3 QTl-elementaryn this study)and toestablishits construct validity data were subjected

to Confirmatory Fator Analysis by means of Mplus Version 7.4. Prior to CCA and CFA, some assumptions
such as multivariate normality, absence of outliers, multicollinearitysaffetient sample size were evaluated

for the suitability of the data for these analyses. Naoatiohs of these assumptions were ensured.

Results
Validation of the TQTI -Elementary Version

Prior to multilevel confirmatory analysis, items were first assigned to their sector (scale) scores on the
individual level data. The reason for this was tedioally related to the circumplex structure of the study
instrument. That isasthe items all are required to load into the two main dimensions (i.e. proximity and
influence)andto correlate with each other and the remaining adjacent scales on thepex (Blackburn &
Renwick, 1996; den Brok et &003; Gurtman, 1992; Gurtman & Pincus, 2000; Wiggins, Philips, & Trapnell,
1989), testing the model at the scale level rather than at the item level appeared meaningful and theoretically
more appropriateA multilevel confirmatory factor analysis was then performed on the scale scores in order to
confirm the factor structure in TQH with its two independent dimensions and eight free scale positions (with
prescribed factor loadings) along with these twmethsions. The formula used in the current multilevel
confirmatory analysis with Mplus was taken from the goniometric circle function behind Circumplex Models
(see den Brok, et al., 2003 for a detailed discussion of the Circumplex Model and goniometidoYamd it is
depictedas in the following:

Influence = (.92*DC) + (.38*CD) (.38*CS)- (.92*SC)- (.92*SO)- (.38*0S) +
(.38*0D) + (.92*DO)

Proximity = (.38*DC) + (.92*CD) + (.92*CS) + (.38*SC}(.38*S0O) #(.92*0S)-
(.92*0OD) #(.38*DO)

Once the asumptions regarding normality and sample size were ensuredhéseelevantesults concerning
assumptionswithin the analyses for RQdelow), confirmatory factor analysis was conducted by means of
Mplus Version 7.4(Muthén & Muthén, 1998017)on the stdy data (i = 386). Such fit indicators a@Root

Mean Square Error of Approximation (RMSEA), Comparative Fit Index (Origker Lewis IndeXTLI) and
Standardized Root Mean Square Residual (SRMB)e used for the interpretation of the model. With the
examnation of fit indexes in the initial confirmatory analysis (on the student level data), several fit indices
seemed appropriate (i.e. CFl = .895 and SRMR = .058) while the others required improvement (RMSEA = .166
and TLI = .787). Modification indices (MIg)ained as a part of the analyses in Mplus Version 7.4 (Muthén &
Muthén, 19982017) already suggested allowing some of the subdimensions to covary with the others. Thus, to
have a better fitting and more parsimonious model, the researchers conductddmsadifications by using the
theoretical understanding related to assumptions concerning The Model for Interpersonal Teacher Behavior in
combination with the MIs recommended. For the theoretical model behind the study instrument (i.e. The Model
for Interpesonal Teacher Behavior) require crossloadings of the all sectors though in a decreasing fashion as
one moves from one particular scale in the circle towards opposing scales (i.e. high and positive correlations
between neighboring scales and decrease wélations when moving on the interaction circle) as one of its
main assumptions, linking scales seemed in line with the theoretical background of teacher interaction
instrument.

Once the modifications were completed in the light of theoretical judidita with the literature on teacher
interaction (by allowing several subscales to covary with several other subscales within the circle), the model
with two independent factors along with eight free scales run with modifications yieldeti@f .980, TLIof

.939, RMSEA of .089 and SRMR of .033. As the values for CFl and TLI were above .90 and the value for
SRMR below .08, the fit indices apparently improved and indicated a good model fit (Kline, 2005). In addition,
the RMSEA value was very close to theeshold of .08 of good fit (Kline, 2005). It was also in the range of .05

to .10 thus exhibibhg mediocre (fair) fit MacCallum, Browne, & Sugawara, 199@&)ccordingly,the model fit
statistics showed that the model with the modifications was a bether fite data compared to the initial model
performed.The standardized coefficients loaded into one particular independent dimension more strongly than
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the other remaining dimensions thus contributing to the circumplex nature of the mauket espected ad
required (Figure 2).

1.00

und

Figure 2.Structural Model for the TQTE

Severalscales also exhibited poor (<.2) second factor loadings (e.g. Student Responsibility subscale) though

their first factor loadings were satisfactoBome of the scales appeateddeviate from their original positions

on the circular model by containing more proximity than the hypothesized by the researchers and the original
model requirements. Leader, uncertain and strict scales appeared to exhibit higher loadings on tfig proxim
dimension than theoretically expected (Table 1). However, these minor deviations had no negative influence on

the goodnessf-fit indicators and interpretation of the data in a different culture than its original one. Hence,

CFA conducted on the 4&P 7XUNLVK 47, IRU HOHPHQWDU\ VWXGHQWY FRQILUPHG
instrument used in this study had a circumplex structure with two dimensions together with eiglitstdies.

Table 1 Factor loadings of the subcales of the TQTE (estimated with Mplus, & 386)

Factor Loading

Subscales 1 2
DC Leadership -.24 51
DO Strict -.26 - .56
SC Student Responsibility -.51 -.12
SO Uncertain -.48 -.83
CS Understanding -.41 .83
CD Helpful/friendly -.38 .82
OS Dissaisfied -.15 -.74
OD Admonishing .32 -.43

Note.Boldface indicates highest factor loadings. Factor 1 = Influence; Factor 2 = Proximity.
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6WXGHQWVYT BHUFHSWLRQV RI 7KHLU 6RFLDO 6FLHQFHV 7THDFKHUVYT ,QW

Participants generally pazived their social sciences teachers as mostly showing understanding, helpful and
leader behaviors. As shown in FiguBs students reported that their social sciences teachers showed
understanding behaviors the most in their relationships within classr@dm®.64,SD = .41) followed by
helpful/friendly M = 2.53,SD = .35) and leader behaviomsl (= 2.46,SD= .28). Students also perceived their
teachers as sometimes allowing student responsibility and freedom, which is less frequently, compared to the
pereptions about the three most frequent interpersonal behaviors above. The least frequent teacher
interpersonal behavior perceived by the students was dissatisfied beh®ior$.23,SS= .35) respectively
followed by admonishingM= 1.40,SD = .46), uncegin M = 1.57,SD = .27) and strict behavior$/A(= 1.62,

SD = .38). In this essence, positive perceptions regarding social sciences t§atbkepsrsonal behaviors
outperformed the negatines.

3

Mean Score
8

T T T T T T T T
Uncl HFr Lea Sre Str Une Adm Dis

Figure 3. Mean QTI Scores baseRQ 6WXGHQWVY 3HUFHSWLRQV 1
Note Und SD= .41); HFr §D=.35); Lea §D=.28); SRe $D=.39); Str 6D =.38); Unc
(SD=.27); Adm D= .46); Dis ED= .35)

Associations beN ZHH Q 6 W X G-Hmotibwa Lédrrinig FSkills and Their Perceptions of Their Social
6FLHQFH 7HDFKHUVY QWHUSHUVRQDO %HKDYLRUYV

Canonical correlation analysis was conducted by using the eight teacher interpersonal behaviors as independent
variables (Set Jariables) and four sociemotional learning skills as dependent variables (Set 2 variables) to
examine relationships between these two sets of variables. CCA is considered a multivariate technique which
minimizes the risk of committing Type 1 error (Steg, 1998) as it allows researchers to test multiple
dependent variables simultaneoudBrior to CCA, the assumption of multivariate normality was tested by
plotting the Mahalanobis distances and the examination of the plots and histograms and theoevietatons

for this assumptionBivariate correlations of all the independent variables were examined and there were no
correlations above .70. With these statistically appropriate correlations (Hair, Black, Babin & Anderson, 2010;
Tabachnick & Fidell2013), the data ensured no violations for multicollinearity. Given the ratio of at least 20
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cases fothe number of variables included in the analysis (Stevens, 1996), the sample of tha st@8¢)was
found to be adequate to conduct CCA. CCA was cotedluiby runninga canonical correlation macro in SPSS
Version 17, that is, by writing a command syntax for the SPSS.

The statistical analyses first yielded four possible canonical correlations asveverfeur levels in the variate

with the smaller number of subdimensions, that is, in the soegmnotional learning skillsariableset. Only the

first canonical correlation (Rc= .49) accounted for a significant amount of the overlapping variance (with a
squared canonical correlation @Rof .237) betweenhe sets of variables; L O N V=186 $ (32) =155.50,
p<.001.When theRc2 effects and statistical significance of the functions were collaboratively evaluated, only
the first function (canonical correlation) was considered meaningful and noteworthgrarét in the context of

this study in that variation explained by this function vedmve the 10% standard (i.Bc= > 0.30 thus
corresponding t&Rc? of aboutl0 % variance) recommended by Pedhazur (1982) to interpret a function in CCA.
The remaining tlee functions that explained less than 10% of the overlapping variance between the two
variable sets (6.7%, 4.5% and 2.3%, respectively) were considered weak so as not to warrant interpretations.
The canonical correlation path model for the function imtgal in this study was visualized and presented in
Figure4.
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Figure4. The Canonical Correlation Path Model for Perceived Teacher Interpersonal Bedmalvior
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Major CCA statistics for the two sets of variabtesthe first canonical variate including standardized canonical
variate coefficients, correlations between the variables and canonical variatessefthéniance accounted for
by the canoral variates and redundancies are shown in Table 2 below. Witko# catrelation of .30 (Hair et
al., 2010, all eight variables in the teacher interpersonal behaviors set were correlated with the first canonical
variate. Given the dependent variabtet of socieemotional skills, again all four socemotional variables
were found to be correlated with the first canonical vari@smonical variate of teacher interpersonal behaviors
accounted for 32 % of the variance in its own set while its canowécate pair of soci@motional learning
skills explained 61 % of the variance in its own set. Redundancy analysis results further revealed that teacher
interpersonal behaviosetwas able to predict 15 % of the variance in the secaiotional skills (se2) while
sociaemotional skillssetwas able to predict only 7.6 % of the variance in the set of teacher interpersonal
behaviors.Results also indicated that when teachers were perceived to shownkssstanding -(88),
helping/friendly (-.62), leaderip (-.49), student freedom.61) and uncertain-@40) butstricter (.40), more
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dissatisfied (.35) and admonishing (.68) behaviors in the classrooms, they were likely to show less problem
solving ¢.90), coping with stress.02), communication-(68) andsel-esteem enhancing.$6) skills. Thus,
understanding, helping/friendly, uncertain, leadership behaviors in combination with praising student freedom
are positively but strict, dissatisfied, admonishing teacher behaviors are negatively related @Wtwdf- VR FLR
emotional skills (Table 2).

Table 2 Correlations, Standardized Canonical Coefficients, Canonical Correlations, Percentages of Variance
aQG 5HGXQGDQFLHVY EHWZHHQ 7HDFKHU ,QW HEhtibbaVFiD O % HKDYLRL

First canoical variate

Correlation Coefficient
Teacher Interpersonal Behaviors
Understanding -.88 -.68
Helpful/friendly -.62 .21
Student Freedom -51 -.03
Leadership -.49 -.19
Uncertain -.40 -.32
Admonishing .68 .56
Strict .40 -.05
Dissatisfied .35 -.18
Proportion of Variance .32
Redundancy .08
SocioEmotional Learning Skills
Coping with Stress Skills -.92 -.55
Problem Solving Skills -.90 -41
Communication Ski# -.68 -.08
Selfesteem Enhancing Skills -.56 -.13
Proportion of Variance .61
Redundancy A5
Canonical Correlation 49

Discussion & Directions for Further Research

The results from the Confirmatory factor analysis with Mplus lBans of specifying a twdimensional factor

model with zero correlations between these two factors and prescribed factor loadings in line with the
goniometric circle function revealed reasonable fit with the data. As is understood with the factor sbfucture

the TQTEE, eight subscales could be considered blends of two main factors and thus crossloadings of the
subscales can be considered as an expected and natural consequence of the theory concerning Circumplex
Models. Therefore, it appeared that the dacstructure of TQTE seemed reasonable by confirming the
presence of two main dimensions. Its scales appeared reliabltheiithppropriate internal consistency values.
However, the researchers of this study believe that this instrument needs fufth@reément especially with

regard to Uncertain and Strict scales for future resedrbbse three subscales showdsliationsfrom the
theoretically expected influence dimensiby including moreproximity instead A previous study into the
adaptation oftte QTI in a Chinese context by Wei et al. (208Bprevealed similar minor validity problems
concerning Student Responsibility and Uncertain sc8ash deviations in fact are consistent with previous
research in thaproximity dimensionhas beenfrequently found to bemore dominant than the influence
dimension (den Brok, 2001; den Brok, Brekelmat Wubbels, 2006Kyriakides, 2005;Telli, 2006) In this

regard it is important to remember that the original instrument (QTI) was developed mainly fogrmvest
cultures. Therefore, further improvement perhaps should be devoted to the revising of the items in this adapted
version to make them more aligned with the norms and frames or references of the Turkish participants. These
differences should be furtheomsidered when conducting cresdtural studieswith students from different
countries and cultures.
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The abovementioned deviations could brelated to the complex theoretical structure investigated with the
instrument and cultural sensitivity or conations provided with the items, which weaéso reported or
emphasized in some previous research (den Brok, 2001; den Brok, et al., 2006; Kokkinos e9;al.elR0

al., 2007). Moreover, translation and bac#&nslation along with expert opinions weutilized as the main
activities for instrument adaptation in this study, which in fact could be a limitation of this study. Though the
researchers had a pilot study with a couple of students in which the understandings of the students of the items
in the instrument were tested and clarified, no systematic interviews or more rounds for pilot testing were
conducted. Therefore, more qualitative research on the study instrument and student perceptions about their
WHDFKHUVY LQWHUSHUVRIZDDgeE HKsiory of Rhd Vhstrime@t ivasGoire@ously adapted by

Telli (2006, see also Tellet al, 2007) for Turkish high school students by means of several rounds of piloting

and conduct of interviews with students and teachers, which led to the additiew items, omission of

original items or rewording of some of the items to manage a better conceptual understanding and optimization
of the instrument. Future studies aimed at older students at more advanced schooling levels are advised to use
this lorng version due to its better cultural and conceptual optimization. Accordingly, as research on teacher
interaction is still in its infancy in the Turkish culture especially with young learners though some valuable
attempts with proponent studies with oldérX UNLVK VWXGHQWV 7HOOL 7HOOL dDN
2007), further work in which the adapted instrument in this study will be tested is needed.

It is important to note here that confirmatory factor analyses were performed at the indfivelusiudent)

level. However, some previous research indicated that circumplex structure of the Teacher Interpersonal
Behavior Model fit the class level data better than the student level data (den Brok, 2001; Telli, 2006, den Brok
et al., 2006). For Fras (1998), investigations into student level, class level and even school level data together
are valuable and thus he recommends that the analyses should be tested and comparedénel matiner to

gain a better and more reliable picture of the ettigherceptions of teacher interpersonal behavior

This study tested a model which linked different types of teacher interpersonal behavior with different types of
skills pertaining to sociemotional leaning and this model was meaningful and statlgtisignificant with

scores on alfour socieemotional skills subscales being able to be explained to some degree by the predictor
variables of eight different teacher interpersonal behaviors. This result is consistent with the research that
previously rgorted the presence of associations between student perceptions of teacher interpersonal behaviors
and several attitudinal and affective student outcof@es den Brok, Fishe& Scott, 2005; Goh & Fraser 1998;

Koul & Fisher 2005; Kyriakides, 2006; Maularet al., 20115DNOF O UL P TeliNetial, 2006;

Wubbels, Brekelmans& Hooymayers, 1991). In addition, positive associations have been demonstrated
between understanding, student responsibility, helping/friendly, uncertain and leadership interpersonal
behaviors and sociemotional learning skills.In contrast, admonishing, strict and dissatisfied teacher
interpersonal behaviors were found to be negatively associated with these skills. These associations and
directions of relationships are consistent vilik general tenure of research into teacher interaction (den Brok,

et al., 2006; Fraser et al., 2010; Wubbels, 1993). However, the result that uncertain teacher behaviors were
SRVLWLYHO\ UH O D WeinGtionaRle&f hihy skilsQmas\iricovitraith fhe most literature on teacher
interpersonal behaviors. One implication here could be made about the nature of the connotations made by the
socioemotional suldimensions for which it showed positive associations. A teacher demonstrating a less
dominant, strict and controlling figure is more likely to promote such secmtional skills as stress
management and sehhancement thyserhapgproving the positive associations found in this study. However,

more qualitative research designs could be efilito shed more light on thesaatively unclearor unknown
perspectvesUHIJDUGLQJ VWXGHQWVY FRQFHSWXDOL]DWLRQV RI WHDFKHU L
making as to teacher interpersonal behaviors and whether the favorable and unfaworedyi¢ualizations of

teacher interpersonal behavior differ in terms of the cultural context can be a pastiealafinterest for future
research.

Given the pedagogical implications of the findings, one can easily see that when teachers promote student
responsibility and freedom of their students and show more leadership, friendly and understanding behaviors in
their relationships with their students, it is more likely for the students to feel better in terms of emotional well
being and social skillsnl more specific, when students are taught by teachers showing the above favorable
interactional profiles, they are likely to better cope with stress, comfort themselves and enhance their self
esteem more, better solve their problems with others and comateinmore effectively in their social
environments. These soe@notional skills can in fact directly promote their academic achievement and gains at
school as islreadysupported by the available evidence in the literatf® LDV HW DO orkuDEDNo O
Owen, 2010; Jones, Brown, & Aber, 2010F &RUPLFN &DSSHOOD 27T&RQ.QrRcbntrastDF&ORZ U\
when they are taught by the teachers showing admonishing, strict and dissatisfied profiles in the classes, their
sociaemotional skills reported alwe are all affected negatively, whighturn may lead t@ negative effect on
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their success at school. Therefore, teacher candidates should be made aware of their interpersonal profiles and
how they are perceived by their students so that they can imphewr negatively perceived characteristics to
enhance student outcomes. In addition, research has shown that teachers have a tendency to see themselves
more positively than their students (den Brok, 2001; Rickards & Fisher, 2000; Wubbels, 1993). Ito order
SURPRWH VWXGHQWVY VXFFHVV DQG ZHOOEHLQJ WKDW LV WKH FRJQI
general sense, teachers should be supported and trained to improve their interpersonal skills. One
recommendation from this current study abbk about the use of QTI in teacher training. That is, teachers and
teacher candidates should be supported by being trained to use such instruments like QTI to better see their
strengths and weaknesses in their interactions with their students. Thisigrstris known to be used by some

teacher training institutions in the Netherlands and Australia during the teaching practice of teacher candidates
(Telli, 2006). Hence, the Turkish version of the QTI can be an appropriate instrument for future usepbeth in

service and irservice training programs.

Previous researchers mentioned the different perceptions as to teacher interpersonal behaviors between people
coming from eastern and western sociefle=e, Fraser& Fisher, 2003; Wong, 1995; Wong & Fras&g94).

More dominant, strict and leadership behaviors are favored and perceived by the students from eastern cultures
while those from western societies like teachers who promote student responsibilities and freedom and who are
more understanding and h&lp Given the Turkish case reported in this study, the most frequent teacher
interpersonal behaviors included leadership, helping and understanding behaviors. Thus, one can easily assume
that these preferences symbolized a synthesizing outlook by combaaistern and western preferences.
However, further research is needed to check for the consistency of this trend found in this study.

CCA enabled the researchers to test associations between multiple dependent and independent variables in a
composite mamer rather than using separate bivariate correlations between these two big sets of variables thus
increasing the risk of Type 1 error. In addition to this statistical advantage to minimize the possibility of
committing Type 1 error (Sherry & Henson, 20@evens, 1996), the use of such an analysis technique seemed
theoretically appropriate and logical as CCA was a recommended data analysis method when there was no or
little previous piece of evidence to date in the literature concerning associationsttebeets of variables
examined (Dattalo, 201&;abachnick & Fidell2013). In this essence, following our preliminary attempt with

CCA, future researchers are recommended to take this sort of analysis further by testing the study variables here
by means bmore complex general linear models to get firmer evidence about the associationsnautigig

variables.
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Abstract

This study aims to elicit the role of formative feedbacktlhie development of students in a mathematical
problemsolving process. For this purpose, the study's primary process is to investigate the development of
elementary school students (aged 10 to 11) through feedback given during a gobvieg processWhile

visually engaged in the sygrocesses expressing a problem situation and describing their thinking structures in
writing, three different dimensions are addressed: communicating visually what they understood from the
problem; expressing their thoughhbout solution; and creating explanations regarding their solution process.
The sixweek embedded mixed method study reveals that students' explanations of their thinking processes
developed towards the expectations. They were able to depict the pieridetine relationships involved in the
problem more clearly in their drawings to understand the problem. They made fewer mistakes in mathematical
operations.

Key words: Explanation, Formative feedback, Mathematics, Problem solving, Visualization

Introduct ion

Problemsolving is an essential competence both for mathematics and for life. In both national and international
mathematics curricula, problesolving is addressed as one of the fundamental objectives (e.g., Ministry of
National Education, 2017; Natial Council of Teachers of Mathematics, 2000). Altun (2001) describes a
problem as a situation in which an individual wants to do something, but cannot immediately figure out the
problemsolving to go about it. In problesolving, students are intellectbahctive (Bayazit & Aksoy, 2009)

Lester (1994) defines problesolving as the most problematic area of learning, but at the same time, the most
crucial goal of doing mathematics.

Mathematical problems, and especially word problems, are tools that hddpmtstenhance their thinking skills,

and tools that help them gain the skills needed to solve problems they encounter, particularly in everyday life
(Pimta, Tayruakham, & Nuangchalerm, 2009). Among all types, one of the most challenging types of problems
for mathematics learners is word problems (Verschaffel, Schukajlow, Star, & Dooren, 2020). Students seeing a
problem as a mass, made up of words and numbers, and thinking that they can solve it by performing four main
operations with the numbers given tem Therefore, understanding problems is difficult for them. This is not

the only example as to why students have difficulties related to predgnimg. However, it is a fact that
students are far from the desired level of success in predbérmg (Soyu & Soylu, 2006). From this aspect,
although problensolving seems like an old topic, the methodologies to be applied in the process details are not
VR VLPSOH O5HLPHUYV &KXQJ 7TKHUHIRUH VW-3®ibdgiprfodddsesD UG L QJ
VKRXOG EH VXSSRUWHGY UHPDLQ SRSXODU

The Problem-Solving Process

Research has addressed the elements of primary school students' ysallklag)processes. Problesolving
practices should be based on students' active participatidnyarious problemshould be provided fatudents
<D]JDQ %L QVAPanother issue, enabling students texpress what they have understood from the
problem through visual elements, mathematical symbols and explanations, is usefasgingestudents to
explain their thoughts suppsertheir thinking and increases the accuracy of solution processes-{Bittison,

’ Correspading Author:Zerrin Toker zerrin.toker@tedu.edu.tr
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2006). In addition, the incorporation of feedback into prob#etving seems essential in developing problem
solving skills. There are studies regarding the provision aftfeek to students in the problesulving process.
These studies have shown that, during the prolsielving process, providing feedback is beneficial for student
learning (Hattie & Gan, 2011; Luwel, Foustana, Papadatos, & Verschaffel, 2011; Mory 20@4};2BI0&).

The problerssolving process is much more than merely asking students to solve problems. This process also
requires teacher guidance. In the process of probldwing, the feedback provided by the teacher can increase

the efficiency of the leaing process, as it will help students to both verify their knowledge and change it if
necessary (Fyfe & Brown, 2020, Mory, 2004). Within this context, feedback is central to pdileny
(Caceres, Nussbaum, Gonzalez & Gardulski, 2019) and the develbpfithis process. Although feedback is
accepted as an essential factor in advancing learning, its effectiveness depends on specific situations (Caceres,
Nussbaum, Gonzalez, & Gardulski, 2019). On the other hand, a lack of studies on how feedbaqkiaffagts

school students' learning is highlighted in the literature (Céaceres et al., 2019; Schaeffer, Margulieux, Chen, &
Catrambone, 2016; Van der Kleij, Feskens, & Eggen, 2015). Therefore, more research studies are required
clarifying how and when feedblashould be given during the problesolving process in mathematics classes
(Huxham, 2007), and particularty identify the role of feedback in problesolving at primary school level as

well. Moving from the issues above, tisisidy focuses on giving éelback during problersolving processes in

primary mathematics classes, and aims to investigate primary school students' development through formative
feedback given during the problesolving process. Students are engaged in thepsadesses of expresgim

problem situation visually and describing their thinking structures in writing. The research question is as
follows: What is the role of formative feedback on development of students' performances in the-problem
solving process?

Conceptual Framework

Giving feedback as a supporting element can improve students' prebleimg processes. For both formal and
informal learning environments, feedback is a common practice (Fyfe & Brown, 2020). Students need to check
whether they are on the right track aredeive feedback on their progress while going through the challenging
process of problersolving. Therefore, feedback is the essence of formative assessment-fiideBono, &
SuérezPellicioni, 2015).

The literature defines the basic characterisifosffective feedback. According to this, feedback should: be task
specific (Fyfe & Brown, 2020, Hattie & Yates, 2014); be detailed (Narciss et al., 2014; Van der Kleij, Feskens
& Eggen, 2015); be procesmsed (Narciss et al., 2014); be given at the cotmme (Brookhart, 2008; Fyfe &
Rittle-Johnson, 2017); require active participation (Havnes, Smith, Dysthe & Ludvigsen, 2012); and facilitate
reflection in students (Nicol and MacfarlaBéck, 2006). Feedback should be task specific because, in this way,
it provides students with information regarding their performance in a particular task (Hattie & Timperley,
2007). Moreover, it is useful to consider students' performance in feedback. (Hu, Li, Zhang, Roberts & Vitiello,
2021). This would help to bridgeahgap between current and desired performance (Attali & Van der Kleij,
2017). In relation to performance, students' prior knowledge should be considered (Fyfe &dRitiden,
2016). As a last important issue, detailed feedback increases the contribdéiaming (Van der Kleij, Feskens

& Eggen, 2015) since elaborated type is the most effective one (Narciss et al., 2014)

$OWKRXJIJK IHHGEDFN LV IRXQG XVHIXO LQ GHYHORSLQJ VWXGHQWVT S
and related to many vakikes (Van der Klejj et al., 2015). In relation to different variables, such as the timing,

type, and ability of the student (Butl€pdbole & Marsh2013), feedback can affect student performance and
development differently. This situation is valid foudies investigating the effectiveness of feedback in the

context of problersolving (Céaceres, et.al., 2019). The effectiveness of feedback may differ even for different
problems on the same topic (Chase & Klahr, 2017). Therefore, different mechanisnastshestablished for

feedback that provide detailed information to students and which is directed towards their individual needs (Van
Meeuwen, 2013).

In the classroom, feedback may take many forms, such as a teachers' annotations, prompting questions,
staements for verification, and direct results (Chin, 2006). Within this context, it is possible to classify feedback

types as presenting results, presenting correct answers and giving detailed feedback (Shute, 2008). Therefore,
feedback can be described 88 KH pFRQVHTXHQFH RI WKH SHUIRUPDQFHY +DWWLH
PDLQ DFWRU RI WKLV VWXG\ IRUPDWLYH IHHGEDFN LV GHILQHG DV ul
intended to modify his or her thinking or behavior for the purposePd8URYLQJ OHDUQLQJY 6KXWH
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Within this context, the feedback is expected to tell the student what to fix and provide comments or suggestions
supporting how to do this (Black & Williams, 1998).

Giving feedback makes a difference comparedatogiving feedback (Basu, Biswas, & Kinnebrew, 2017), and
feedback is beneficial in specific ways (Alfieri, Brooks, Aldrich & Tenenbaum, 2011). Therefore, it is not
enough to guide students in the learning process, but it is also necessary to give feedieatzin ways
&iFHUHV HW DO 7THDFKHUVY H[SHFWDWLRQV Rl V-DaXxi&HQWV
2017). Specifying these expectations in a planned, systematic and direct way in the learning environment can
contribute to studentsinderstanding and acting accordingly (Fyfe & Brown, 2020). This situation also applies
to problemsolving. For the effectiveness of feedback in the prodeiming process, teachers should clearly
present expectations to the students on this issue &@mwn, 2020). When teacher feedback is general, it
may not be meaningful for students, while feedback given on their current performance may contribute to their
understanding of the difference between anticipation and their own actions, and to tgdsrtigwtads reducing
this difference (Li, Cao & Mok, 2016). Therefore, one way to achieve giving good feedback is to share rubrics
containing expectations with students (Andrade, Du, & Wang, 2008; Toker, 2020). In addition, it is difficult to
implement anndividual feedback process as it requires writing notes for each student in large dfaasks (
Simper & Kaupp, 2018NufiezPefia et. al., 2015). Therefore, rubric containing typical feedback expectations
may be used, as in the case of this study.

Good problemsolving is associated with the creation a mental representation (Marshall, 1995). Students
expressing verbal problems visually, in writing or verbally is related to their understanding of problem
structures (Anderson & Krathwohl, 2001). It is imfzott to provide an environment for visualizing the problem,
because such representations are of great importance in understanding the problem and developing solutions
(Krawec, 2014), and it can even be said to be critical in probl@ming (Ho & Lowrie, 214). While visual
expressions and drawings help students make abstract concepts more concrete (Douville & Algozzine, 2004)
and meaningful (Fuson & Willis, 1989), they also help them develop their conceptual understanding (Pape,
2003). Students can figurait which operations are needed to solve a problem with the help of visuals (Van de
Walle, Karp, & BayWilliams, 2013). When students draw appropriate representations to understand the
problem, the possibility of solving the problem correctly increasesr{®o, Van Wesel, Jolles, & Van der
Schoot, 2014). From this point of view, the visual representation of the problem is not a sufficient step in
solving it, but it may be a necessary step in getting started (Ho & Lowrie, 2014). Therefore, visualizati@n play
role in facilitating problensolving (Van Garderen, Scheuermann & Jackson, 2013).

Asking students to explain their ways of thinking while solving a problem provides benefit both for teachers and
for students. Students explaining their ways of thinkonghake their thoughts visible, in other words explaining

their thoughts in writing, will help them during the problkswiving process (Steele, 2005). Students explaining
their thinking involved in the problemsolving process elicits their reasoning presms. Furthermore, this
contributes to the development of their communication and relating skills (Countryman, 1992). In this manner,
formative feedback allows students to articulate a general view of their work, reflect on the processes they have
followed, clarify their opinions and ideas (NTCM, 2000), and verbally explain their thoughts. For the students,
having the necessary knowledge to use feedback effectively to improve their skills (Stone, 2000) is essential.
For teachers, it allows them to recognize sources of students' misconceptions, make new plans for instruction
based on these misconceptions (Colton, 2010), and gain detailed information about their students' learning and
conceptual understandintn light of the basic issues discussed abdhis study focuses on the elements of
formative feedback, visualization, written explanation and the use of rubrics in making thought visible in the
problemsolving process. A conceptualframework, summarizing the elemenised in this study to make
thoughts visible during the probletsolving process, is shown in Figure 1.

V X
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Figure 1.Frameworkfor Making ThoughtsVisible During the Problerrsolving Process

Method

Research Design

This study covers the application, evaluation, and formative feedbamiegses over a sixeek period

investigating the role of formative feedback based on a rubric on the development of primary school students'
performances. Their performance in visually expressing what they have understood from the problem and
expressing téir ways of thinking in written form during the problesulving are considered. The entire study

employs a classroom teaching experiment methodology (Cobb, 2000). However, in this embedded mixed
method research report, the focus is on an investigatioKéf tHITHFW RI1 IRUPDWLYH IHHGEDFN RC
and visualization. For this focus, one group prepesttest design is implemented and, in addition to pre/post

WHVW GDWD VDPSOHV RI VWXGHQWVY ZULWWHQ ZRUN DUH SURYLGHG

Prior to the study, a pretestais administered to determine the students' current level of praoleing, with a

focus on written and visual explanatioitie classroom teacher administered thetgse in the presence of the
researcher during one class hoAiter completion of thestudy, a posttest was used to gauge their development.
Between these two applications, a total of four feedback cycles were conducted. The research process is
summarized in Table 1.

Table 1General Outlook of the Research Process

Process Determination of 1% 2" 3¢ 4" Evaluation of
readiness Feedback Feedback Feedback Feedback development
(Pretest) Cycle Cycle Cycle Cycle (Posttest)

Determination

of the students

development in
problem
solving

Determination of the
students' current
competence in the step
of problemsolving

Students solve prolies and the teacher gives
written feedback

Purpose
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Participants

The research was conducted with a foigtade class that consisted of nineteen students at a primary school in
Turkey. Of the participing students, eight were girls, and eleven were boys. As one of these students had to
study many classes in different settings within the context of special education, the student was unable to
participate in all parts of the study. Consent was gathieoed all of the students and parents. Moreover, an
approval form was taken from the administration.

The school where the research was conducted offers education at many schooling levels (primary school, middle
school, high school), is affiliated with theihstry of National Education, and administers an International
Baccalaureate Primary Years Program (IB PYP). The students were mostly the children of the university's
academic and administrative personnel that the private school is affiliated with. gtithine general
mathematics course achievements were defined as an average class throughout the school, it is possible to define
the distribution of students in the class as heterogeneous. Table 2 shows the normality of the distribution.

Table 2. Normalitydistribution

KolmogorovSmirnov' ShapireWilk
Statistic df Sig. Statistic df Sig.
Pretest ,178 18 ,139 ,958 18 ,558
Posttest ,150 18 ,200 ,925 18 ,157
When the average score data of the pretest dataisiead, it is found to be Sig. 23 ! . VR ZH FDQ
say with 95% confidence that the data shows a normal distib Similarly, since Sig.=. ! . IRU WKH

posttest average score data, we can safely say that the data fits normal distribution with 95% confidence.

Data Collection Tools

The study employed the following data collection tools: the pretest developed to measure the students' level of
readiness; the pestst having the same content as the pretest; the problem forms used in the smitiegn
activities conductedver four weeks; and the rubric used in the feedback process.

Pretest and Posttest

At the beginning of the study, to determine the students' prebtdving capabilities, a pretest consisting of five
problems was administered. The problems in the gretere selected from the textbook used in the students'
mathematics lessons. In the selection of the problems, the following criteria were used:

X They must be suitable for students to express their understanding of the problem visually in more than
one wy.

They must allow different solving methods.

Their solutions must involve more than one stage.

They must include elements of daily life.

They must require students to conduct operations with natural numbers.

X X X X

In addition to this, the opinion of the skroom teacher, who had observed the students' prahlling
processes over a long period, was considered. The teacher was asked to evaluate the problems in terms of: (1)
their suitability for the students' level; (2) sentence structure and complexity3athe presence of terms with

which the students were not familiar. The suitability of the problems for the students' level was also investigated
by another academician working in the field of mathematics teaching, and they were all found to be suitabl
The problems used in the pretest and posttest are presented in Appendix 1. The students were asked to find
solutions to the given problems, and no further explanation was made. The problems used in the pretest were
also used in the posttest after contiple of the study. In both administrative processes, the students were asked

to solve the questions themselves, but not to complete them by only writing an answer. No intervention was
made by the teacher or the researcher in the process of solving thierngudsiring pretests and posttests.
Evaluation of the pretest and posttest results was conducted usingstefivgraded scoring key. The answers

given by the students to their problems were evaluated twice by the researcher at different timesoim additi
15% of the answers were subjected to independent evaluation by a researcher specializing in mathematics
education. The steps in the graded scoring key, and information concerning the scores to be taken from the key,
are given in Appendix 2.

Data Collection during Formative Feedback Sessions

As the data collection tools, a problerolving form (Appendix 3) and the rubric were used in the four cycles of
giving feedback. The problesolving form prompted the students to produce a drawing related todbiem,
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a mathematical operation, and an explanation. The structure of the form was developed based on framework by
Minton (2007) and was then adapted to Turkish. The language and format validity of the form was addressed by
seeking an expert opinion. Therm was piloted by two fiftigrade students, and statements in the form were
found to be precise.

The questions used over the four weeks are shown in Table 3.

Table 3. Problems Used in the Feedback Cycles
1 7KH uHQJ|U IDPLO\ ERXJKW pBy thé®ddst in knistallibehts FoHeighweR mont
They have to pay 3,525 TL each month. How much is the car?

2 A shoe company takes an order for 490 pairs of sandals, 820 pairs of slippers, and twice
trainers as sandals, to be delivered in Mahat\is the total number of items in the order?

3 There are 6,530 balloons in the store of a company that organizes various celebration cert
Of these, 2,890 are yellow, and the rest are red. 3,800 red balloons are required from the ¢
for a brthday celebration. Can the company meet this order? Explain.

4  The municipality has identified two plots for a children's park. The length of the short side
first plot, which has a rectangular shape, is 18 m, and the longer side is 30 mclihdezience of
the other plot, which has a square shape, is the same as the first plot. What is the length of
of the second plot?

Regarding the suitability of these problems, the views of a mathematics education expert were received.
Following canpletion of the pretest, the problems in the probsaiving test were administered in the classes

in the researcher's presence. The students were given problem sheets and what was expected for each section of
the problemsolving form was explained to therAfter this, they were asked to draw pictures to represent the
problem, solve the problem, and explain the process. For solving problems, they were given twenty minutes.
Next, in the remaining twenty minutes of the fentynute lesson, the students wereegp feedback individually

by the researcher in light of the discussion regarding focus and content of feedback with the classroom teacher.
They were then asked to act in line with the given feedback when solving thenobkem. While the
researcher wagiving individual feedback, the classroom teacher gave the other students a task out of the
SDUWLFXODU OHVVRQYV FRQWHQW

The teachemand the researcher conducted the whole process collaboratively. The test was administered by the
classroom teacher in thesence of the researcher. The problems are selected together in light of the classroom
WHDFKHUVY H[SHULHQFH DQG IDPLOLDULW\ ZLWK WKH VWXGHQWVY Sl
feedback sessions in micro cycles were designed in cofltibe discussion sessions. The focuses of feedback

were identified by collaboration.

In all the feedback cycles, a similar procedure was followed:

The students are presented with the problem of the week in a prsbleimg form.
The students read tlierm and say if there is any term unknown to them.

The students engage individually in solving the problem.

The researcher gives feedback to the students individually based on the rubric.

AN A

The students reflect on the written feedback given and on unagirggathe problem, and the solving
processes.

6. If they need to, they discuss the feedback and develop their performances with the researcher.

JRUPDWLYH IHHGEDFN ZDV JLYHQ EDVHG RQ WKH VWXGHQWVYT DQVZH
administtaWLRQ Rl WKH IHHGEDFN SURFHVVHVY KDG WKH SRWHQWLDO WR !
formative feedback process, hints and strategies regarding students' work were provided to enhance this
development. As in this example, students' work wesduated within the framework of the expectations

defined in the rubric, and individual feedback was provided to each student regarding the level of realizing

these expectations.

In evaluating the findings for the first week, it was found that there wentaic common points in the
students' drawings, solutions, and explanations; that is, in general, there were similarities in their mistakes and
missing parts. The written feedback statements were then converted to the graded scoring key, and during the
following weeks, the students were given their feedback based on this table. The students were given
formative feedback (as exemplified in Figure 2) and provided explanations related to their answers using the
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rubric. The rubric consisted of both explanatiarsl points. After dealing with the week's problem the
completed table was given to the students for them to refer to in the next pisiléng process. The
constructed feedback table is shown in Table 4.

Table 4. Rubric used in the cycles of givingdback

4 points 3 points 2 points 1 point 0 point
Drawing a Drawing a Drawing a Drawing a picture Drawing a Not drawing
picture to picture to picture to to understand the picture to
understand  understand the understand problem with one understand the
the problem  problem with the problem  element problem partly
all elements with two of including one
-elements the elements element
-their
relationship
-what is asked
Writing the Writing the Writing the Writing the Writing the Did not find
mathematical mathematical = mathematical mathematical mathematical the correct
sentence sentence sentence sentence sentence operation to
explaining explaining the  explaining the explaining he explaining the solve the
the solution  solution, correct solution solutionone of solutionone of problem
operation Correct them: them:
selection, operation Correct operation Correct operation
correct process, selection, selection, partially selection.
and correct correct correct process.
result. process.
Explaining Explaining the  Explaining Explaining the Explaining the Did not write
theprocess  process the process  process followed process followed what you did,
followed to followed to find followed to to find the to find the why you did
find the the solution find the solutiontwo solution it, or what
solution -why solutiontwo-  -why one is appropriate you found as
-what and one is -what -why a result
-how partially -how -what
appropriate -how
-why
-what
-how

The students were allowed to look back at theirknamce more based on the problsolving form's written
feedback. In addition, for each student, it was explained and exemplified which anticipation was at each stage
accompanied by this rubric. They were also allowed to discuss, if they needed, howutieindividually

develop their performances.

Data Analysis

The paired sampletest was used to analyze the students' development in prgbleing from pretest to
posttest. Additionally, for the data collected during the maydes, the three dimeiosis (drawing a picture to
understand the problem, writing a problem sentence explaining the solution, and explaining the process
followed to find the answer) revealed the points for which feedback was given. The distribution and change of
the scores takeby the students across the weeks were analyzed to gain insight into the effectiveness and
utilization of the feedback points.

For each micreycle, student responses were examined one by one, and the data was coded by a second
encoder familiar with the $iject. For the coding compatibility, a Cohen's Kappa coefficient was calculated and

found to be .86, indicating substantial agreement. In all of the cycles, the researcher's role throughout the
research was to follow the students' ques$iolving duringtK H FRXUVH JUDGH WKH VWXGHQWVT
oral and written feedback in the light of the issues discussed with the classroom teacher. The classroom teacher
took a role in every part of the process. Starting from selecting problems at the begirthegdministration

of the posttest at the end, she was in close collaboration with the researcher and involved in the entire process.

In addition to classroom practices, each week the researcher and the teacher collaborated on the process.
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Results

The results of this study are presented in two stages. In the first stage, the pretest and the posttest results are
compared, and the application's effectiveness is then determined. In the second part, in eanjtimicfdhe
implementation process, the statl® mean scores in three dimensions are presented with frequency and rates.

In addition, as the weeks progressed, the results relating to the kind of formative feedback provided in the
process, with examples from student work, are given. Additionallis determined how the feedback has
resulted in changes during the process.

Pretest and Posttest Results
The students' pretest scores were evaluated out of twenty and then converted into percentage values. The
percentage values for the pretest and postssits are given in Table 5.

Table 5. Pretest and Posttest Mean Scores

1 2 3 4 5
Pretest 3,72 2,33 2,06 3,44 3,78
Posttest 4,00 2,83 2,89 3,33 3,89

When the pretest data analyzed from normality, the mean score data is found to Be Si !

meaning that the data shows normal distribution with 95% confidence. Similarly, since the posttest average
VFRUH GDWD LV 6LJ L LW FDQ EH VDLG WKDW WKH GDWD I
Since the pretst and posttest data shows normal distribution, the tests' relationship was examined with a paired
sample ftest. Table 6 shows the result of the analysis relating totdst.t

Table 6. Results of Paired SampldeBt for Pretest and Posttest

PairedDifferences Sig.(2
Mean Std. Std. Error  95% Confidence Interval o tailed)
Deviation Mean the Difference
Lower Upper t df
-,32222 ,30785 ,07256 -,47531 -, 16913 -4,441 17 ,000

The results of thetiest show that, with 95% confidence, thés a statistically significant difference between the
mean scores before and after the teaching experiment.

Formative Feedback Session Results

First Dimension: Drawing a Picture to Understand the Problem

The students' scores from the dimension ofvilrg a picture over the weeks were 2.11, 3.17, 3.61, and 3.72.
While the scores taken at the beginning of the study varied between 0 and 4, in the second week there were no
children who scored 0 or 1 point, and when it came to the final week, the scarsnastly 3 and 4.
Throughout the study, a continuous increase was observed in the means of the drawing scores. Table 7 shows
the frequencies and percentages of the scores taken from the drawing dimension of the study.

Table 7.Scores Taken from the Drawg Dimension over the Weeks

1% week 2" week 3% week 4™ week
# of Percent # of Percent # of Percent # of Percent
students (%) students (%) students (%) students (%)
4P, 5 27,78 7 38,89 13 72,22 13 72,22
3P. 4 22,22 7 38,89 3 16,67 5 27,78
2 P. 2 11,11 4 22,22 2 11,11 - -
1P. 2 11,11 - - - - - -
OP. 5 27,78 - - - - - -

When the changes in the students' work were examined in terms of content, it was found that in the first week of
the study, while only 27.78% of the students drew picturesiticbuded all the elements of the problem, this
percentage increased to 72.22% in the third and fourth weeks. While initially, neadtlyirehef the students

did not draw pictures that could help solve the problem, or did not draw any pictures atadltha second

week, all of the students drew at least certain elements of the problem.
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Examples of the students' drawings are given in Figures 2.1, 2.2, and 2.3.
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Figure 2.1. Drawing of student 2 (3 points)
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Figure 2.2. Drawing of student 8 (bipt)
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Figure 2.3.Drawing of student 13 (4 points)

As shown in Figures 2.1, 2.2, and 2.3, while the students did not experience much difficulty expressing each
element in the problem, they experienced great difficulty in visually representing thenshégtis between the
FRPSRQHQWYVY 7KH IRFXVHV RI WKH IHHGEDFN WKDW HPHUJHG LQ WKH |
WKH SUREOHPY ZHUH

1. Inclusion of elements making up the problem in the drawing produced for the problem.
2. Inclusion of he relationships between the parts of the problem.

Considering the drawings of students regarding this dimension from the first week to the last week, in the
beginning, a number of students only expressed the elements in the problem visually. Sonte dilidern

specify what the images represent, including the visual component for only a part of the problem, and did not
have the elements' relationships. It can be seen that the students' drawings became more and more appropriate in
all respects. The stedts both shaped their previous studies with the individualized formative feedback given to
them and became more aware of these new studies' expectations.

Second Dimension: Writing a Mathematical Sentence

The students’ mean scores from the drawing tungaimension across the weeks were 2.72, 3.00, 3.78, and

3.94, while in the first week of the study, the students' scores were mostly 0, 3, and 4. In the second week, the
number of students who received scores of 0 and 3 decreased, and the numbents sfitll scores of 1, 2,

and 4 increased. In the third week, only one student had a score of 2, and in the fourth week, almost all of the
students received a score of 4. A continuous increase was observed in the students' mean scores for using a
drawing &pressing the problem situation. In Table 8, the distribution of the scores taken from the dimension
pM:ULWLQJ D PDWKHPDWLFDO VHQWHQFHT E\ XVLQJ D GUDZLQJ H[SUHYV
percentages.
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Table 8. Scores Taken from the Dimiemsof Writing a Mathematical Sentence Across the Weeks

15t week 2" week 3% week 4™ week
# of Percent # of Percent # of Percent # of Percent
students (%) students (%) students (%) students (%)
4 P, 7 38,89 10 55,56 15 83,33 17 94,44
3P. 7 38,89 3 16,67 2 11,11 1 5,56
2 P. - - 1 5,56 1 5,56 - -
1P. - - 3 16,67 - - - -
0 P. 4 22,22 1 5,56 - - - -

It was found that most of the students were able to use the correct operation to solve the problem primarily as of
the first week. In the first worlgne student's method of solving the problem did not include the steps leading to
the solution, only the result. After the student was given feedback, this changed in the following solutions. In the
third and fourth weeks especially, in addition to findithg correct operation, the students did not make
mistakes in the intermediary stages and found the right answers. Therefore, progress was observed in their
expressions of mathematical sentences.

Examples of the students' mathematical sentences produttezipnoblerssolving process are given in Figures
3.1,3.2,and 3.3.
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Figure 3.1 Mathematical sentence of student 4 (2 points)
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Figure 3.3 Mathematical sentence of student 10 (3 points
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7KH IRFXVHV RI IHHGEDFN WKDW HPHUJHG LQ WKH VHFRQG GLPHQVLRQ
1. Writing the numbers correctly in the mathematical sentence,
2. Planning the operations correctly in the mathematical sentence,
3. Conducting the operatiom®rrectly in the mathematical sentence,
4. Conducting the operations in the correct order in the mathematical sentence, and
5. Finding the correct answer to the mathematical sentence.

In general, the students' constructed their mathematical sentences yofdecthe other hand, operational
mistakes stemming from a lack of information in the necessary applications related to basic operational skills in
certain of the problems were observed. For instance, a number of students performed multiplications without
shifting the numbers one under the other by one digit in the calculation process. In addition, certain calculation
errors, stemming from the students' carelessness were observed. Through the feedback given to the students,
such calculation errors were rexhal.

Third Dimension: Explaining the Process Followed to Find the Solution

While the students' mean scores were low in general, a continuous increase was observed and, in the last week,
this ratio increased by a considerable extent. The scores werd 5833.33 and 3.58 for four weeks. When the
changes in the students' scores taken from the dimension of writing an explanation were examined, it was found
that, particularly in the first week, no student ultimately met expectations. In the work finstheeek, while

half of the students received 1 point, nearly half received 0 points. Only two students wrote what they did to
solve the problem and why they did it, but they did not report what they had found as a result. In the following
weeks, a contiuous improvement was observed in their ratio of writing explanations and meeting expectations

in their descriptions. In the final week, twirds of the students completely satisfied the expectation regarding
writing a reason; that is, they could explahat they had done, why they had done it in the proldelving

process, and what they had found as a result. In Table 9, the distribution of the scores taken in the dimension
M([SODLQLQJ WKH SURFHVV IROORZHG WR dlpe@ntagd UHVXOWY LV JLYHQ

Table 9. Scores in the Dimension of Writing an Explanation across the Weeks

1% week 2" week 3% week 4™ week
# of Percent # of Percent # of Percent # of Percent
students (%) students (%) students (%) students (%)
4 P, - - 1 5,56 12 66,67 12 66,67
3P. 2 11,11 5 27,78 2 11,11 1 5,56
2P. - - 2 11,11 3 16,67 3 16,67
1P. 9 50,00 5 27,78 - - 2 11,11
0 P. 7 38,89 5 27,78 1 5,56 - -
Examples of the students' explanations are shown in Figures 4.1, 4.2, and 4.3.
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Figure 4.1. Explaation of student 9 (1 point)
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Figure 4.3. Explanation of student 10 (4 points)

In Figure 4.1, student 9 mentions only one aspect, which is the operation to be used for the solution, without
indicating the numbers, reason for using this operation, or how to do it. In Figure 4.2, student 14 explains the
process by indicating how to calculate and why this did not provide the answer. In Figure 4.3, the student
explains by answering how what, and why dices and received 4 points. The focuses of feedback emerging

LQ WKH WKLUG GLPHQVLRQ p([SODLQLQJ WKH SURFHVY IROORZHG WR |

1. Explaining what they had found as a result of the solution.
2. Explaining why they had used the numbers andaifmmns in the solution.
3. Explaining which numbers and operations they had used in the solution.

7KH VWXGHQWY WHQGHG WR ZULWH pZKDW WKH\ KDG GRQHY ZKHQ H[SO
number of students used highly generalized ékpfVLRQV VXFK DV p)LUVW , DGGHG DQG W
explained which operations they had used with which numbers in a detailed manner, such as, "I subtracted 2,890

red balloons from the 6,570 balloons". The elements less mentioned in their adplaReQY DUH UHODWHG \
WKH\ GLG ZKDW WKH\ GLGY DQG pzZKbW WKH\ IRXQG DV D UHVXOWYT ,Q
mention why they had used certain operations in their explanations. Following the feedback cycles, they paid
greaer attention to explaining what they had done and why they had done it and what they had found.

Discussion

The purpose of this study is to elicit the role of formative feedback in the development ofgi@d¢hstudents'
problemsolving performance. Thewere engaged in the syitocesses of expressing a problem situation
visually and describing their thinking structures in writing. Through this connection, the study reveals the
focuses of formative feedback in making students' thoughts visible in thiemrsblving process. In Table 10,

the points of feedback are summarized.

Table 10. Focuses of Formative Feedback

Problemsolving process Formative Feedback points

Drawing a picture ta In the picture drawn to represent the proflénclusion of the elements makir
understand the problem up the problem
Inclusion of the relationships between the elements of the problem
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Writing a mathematica Writing the numbers correctly in the mathematical sentence explaining
sentence explaining th prodem
solution Planning the operations correctly in the mathematical sentence explainir
problem
Conducting the operations correctly in the mathematical sentence explainil
problem
Conducting the operations in the correct order in the mathematical ser
explaining the problem
Finding the result correctly in the mathematical sentence explaining the pro

Explaining the proces: Explaining what is found in the solution followed to find the result
followed to find the Explaining why these nunglss and operations are used in the solution folloy
solution to find the result
Explaining which numbers and operations are used in the solution follow
find the results

The results of the study, in which the students performed drawings to understaredngrdblind solutions and
explained their methods, shows that the students made progress in the gmolblagiprocess. This finding is
consistent with the results of other studies in the literature pointing out that feedback is beneficial (e.g. Hattie &
Gan, 2011; Luwel, Foustana, Papadatos, & Verschaffel, 2011; Mory 2004: Rittheson, 2006; Shute, 2008).

It can be said that the students' overall performance towards the development of ysabiegihas increased

and that they created products thatragre suitable for teacher expectations.

The results of the current study show that the students improved their written expressions regarding their
thinking structures involved in the problesnlving process as of the first week. This may indicate tleatbfack

is a useful tool for making students' thoughts visible in the proBl@mng process. On the other hand, students
should need to have the necessary knowledge to use feedback effectively to improve their work (Stone, 2000).
The feedback was given tbe students to reflect on what, why, and how they did what they had done and what
they had found. As a result, the probisolving process over time encouraged the students to initiate a
reflective process independently and to carry out this processuwilssistance.

In addition to the improvements observed in written expression, the results show that the students progressed
from producing visual drawings, including essential elements, while visually expressing what they understood
from the problem toard creating more complex visuals that better explain the whole structure and the
relationships involved in the problem. When a drawing was expected regarding a problem, the students
developed their visual expressions according to expectations. In mafgmergations in the literature, the

same feedback is provided without considering about the degree of accuracy (Attali & van der Kleij, 2017).
However, contrary to the feedback given to the students, irrespective of the correctness of their solutions or
regardless of their prior knowledge, when individualized formative feedback is provided, as in this study, the
visual and written explanations of the students regarding the predalling processes can be improved.

Another dimension intended to be suppored WK IHHGEDFN LQ WKH FXUUHQW VWXG\ LV
VHQWHQFHY DQG LW ZDV FRQFOXGHG WKDW WKH IHHGEDFN JLYHQ WR
finding coincides with the finding of Fyfe and Ritd®@hnson (2017). Thereforeeddback provided during the

application helped students perform better. The students' mathematical operation mistakes were reduced over
time in the process. Lee (2006) claims that feedback is useful only when students use it effectively. Therefore, it
canbe said that the students in this study used their existing knowledge that they benefitted during the formative
feedback process to scaffold their new learning.

In this study, the formative feedback presented to students is seen to support their pesfannpaoblem

solving. Detailed feedback was given for tdmsed performances, and given in correct time as similarly

claimed in different literature sources (e.g. Brookhart, 2008; Fyfe & Brown, 2020, Fyfe & Rititeson, 2017;

Hattie & Yates, 2014; Naigs et al, 2014). In this process, the quality of both the accuracy and appropriateness

RI WKH VWXGHQWVY DQVZHUV WKHLU GUDZLQJY DQG WKHLU H[SODQD
important for students to understand the rubrics usddlan expectations in practice. Students benefited from

the rubrics to both confirm the accuracy of their performances and to provide the changes of necessary elements

in the problerssolving process. They need to know of the teacher expectations threuglbttts provided for

them with the opportunity to learn about their performance and make changes regarding it (Fyfe & Brown,

2020; Mory, 2004).

The improvement in performance is at the same level for every student and for every problem, which coincides
with the results of previous findings in the literature. Variables, such as students' prior knowledge (Fyfe &
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Rittle-Johnson, 2016), ability (Butler, Godbole & Marsh, 2013), and the content of the subject (Chase & Klahr,
2017) may have caused students'fqgrenances to be different and developed at different levelsnany
implementations, the same feedback is provided regardless of the answer's correctness (Attali & Van der Kleij,
2017). However, contrary to the feedback given to students, irrespecthe asrrectness of their solutions and
regardless of their prior knowledge, when individualized formative feedback is provided, as in this study, the
visual and written explanations regarding the probsemving processes of students can be improved.

It is shown in the metanalysis study of Alfieri, Brooks, Aldrich, and Tenenbaum (2011) that feedback is
beneficial in specific ways, and that scaffolding is beneficial in the process. The results of the current study are
intended to reveal the role of feedkan making students' conceptions visible in different aspects to achieve
improvement in different dimensions of the process. The items on how the formative feedback process focuses
on three dimensions, summarized in Table 10, are the most used focgaaésgnndividual feedback. At this

point, it can be assumed that scaffolding was provided by way of formative feedback.

It can be said that the students showed less improvement in the fourth problem compared to the other problems.
This finding coincide with the conclusion expressed by Chase and Klahr (2017) that the effectiveness of
feedback may differ in different problems within the same subject area. Furthermore, the students did not
encounter a problem from the learning areawhbers and opeiahs, unlike with the other three problems.

This problem also includes a context related to geometry and measurement learning areas that may have caused
students to perform differently than with other problems.

The effect of feedback may vary based on tifpe of activity, a particular context, the type of information
required, or the students' current knowledge (Chase & Klahr, 2017; Fyfe &-Rititeson, 2016, Fyfe &

Brown, 2018). In addition, the use of visualization in probkatving may not be consided for all word
problems. Feedback may also differ among students and may require different processes for different learning
stages (Stevenson, 2017). In this study, a number of students showed faster improvement in thek problem
solving performance thasthers. On the other hand, they improved in all three dimensions from the beginning

to the end of the study. In this respect, the results of this study can provide an example of how feedback may be
used to guide students towards goaénted work, basednathe task given in problesolving (Hattie & Yates

2014).

Conclusion

One of the critical results regarding the problsoiving process in this study is that the students used both the
feedback given to improve their current work and to consider whgtléarned in subsequent problsplving
processes. Therefore, as a practical implication of the study, detailed information can be provided to students
through this kind of formative feedback process. The students can be guided with regard to whaivonie of

they should do for their development. In addition to this, teachers can use the psoblemg form to make

students' thoughts visible in different problewiving processes in the curriculum. Furthermore, the rubric and
focus points in the feedbagkocess can be used in classes to give verbal or written feedback in psatbérg
processes. In this regard, the results of the current research may shed light on mathematics and primary school
teachers seeking to develop their students' habits irgonegolving.

This study has the potential to contribute to the literature in terms of clarifying how, when and for which
purpose formative feedback should be given in the profsigliing process in mathematics. As a limitation, this
study was carried owvith nineteen students over a sieek period. Different studies conducted at different
grade levels may yield different results. Different applications may take place in conducting similar studies in
more crowded classrooms. In addition, studies investigahow students reflect their acquisitions on
subsequent problesolving processes can be conducted. Therefore, future research may investigate the effects
of the routine use of the process tried in this study for longer periods of time, at diffessnieskals, in other
learning areas and problem situations, in various school structures, and with different student profiles.
Moreover, empirical studies could be conducted to reveal how feedback can be provided in the sbihgm
process with differenvariables.
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Appendix 1

Problems Used in the Pretest and Posttest

The distance between City A and City B is 1,124 km. A bus leaving City A has traveled 137 km. Hov
kilometers more must it travel to arrive at City B?

Every day, an athlete ms 3,000 meters around a piece of land in the shape of a square the side length «
is 200 meters. The athlete has completed three circuits around the land. How many more meters shot
to complete 3,000 meters?

A mining company will transpordre by way of rail from Turkey to Kazakhistan. Each of the freight cars
carry eighteen tons of cargo. The train has seven freight cars. How many times should it travel to carry
of coal?

In a 4%400 flag race run in teams of four, when thadthunner gives the flag to the fourth runner, he |
completed 1200 meters. How many meters will the last runner run?

A toy seller, Cevdet, counted the toys in his store at the end of the year. He found that there are 275
148 dolls, 1,023 b, and 816 kites. In total, how many toys are there in his store?

Source: g]JWeUN .LUL g]WDU 2UXo

Appendix 2.

Pretest and Posttest Graded Scoring Key

Assessment criteria Score
Finds the correct operation to gelthe problem, finds the intermediary stages corres 4
and finds the correct result.

Finds the correct operation to solve the problem, finds the intermediary stages co 3
but makes mistakes in finding the correct result.

Finds the correctperation to solve the problem, but makes mistakes in the interme 2
stages.

=

Finds the correct operation to find the solution.

Leaves empty. 0
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Appendix 3.

ProblemSolving Form

Problem-solving form
Name (First and Last): Class: Date:
Problem

Draw a picture that can help you solve the problem.

Write a mathematical sentence explaining your solution.

Explain the process you followed to find the solution.
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Abstract

In this paper, the writing sections in Primary School English Cbordes were reviewed to determine the

creative witing activities and content analysis method was used in the context of document rdwidkis

process, the coursebooks published by Ministry of National Education Publications and private publishing
housesvere both selected from each grade level. Resd thereview showed that, creative writing types are

not included enough in™4 5", and &' grade textbooks. Though'and &' grade books have a large number of

creative writing activities, theglo nd have enough genre types. In addition to teatew, writing skill learning

outcomes given in the syllalnd the writing activities in the books reviewed in this paper are also compared.

After a comparison of the books of the publications was mady¥, tJIHYHDOHG WKDW WKH SULYDWH
textbooks have more types of genre than the other ones have.

Keywords: Creativewriting; Englisht Primary school English course Coursebooks.

Introduction

It is inevitable for nations around the world tedp pace with the developing and advancing averith the
increasing knowledge and the transformation of science into technology, facilitating the sharing of information
among people and the rapid spread of information. Indeed, as a result of the emefdgieese conditions, the

need mastering therguagesused to meet the needs of people to communicate with other individuals and
societies emerged. Communication needs of humanity, which seem to have personal dimensions such as sharing
information, estalishing friendships, strengthening science, ansported to international media over time and

keep growing. A world where strong and fast communication is established is no longer a large land mass, but it
becomes as small and accessible as our home.

According to The Key Data on Teaching LanguageSchools in Europe report published by the European
Commission (European Commissjo®012), children are reported to start learning foreign languages

earlier age in Europe and most students stanhileg foreign languageat the age of 8. The vast majority of
countries or regions have lowered the beginner age level for ¢sonpuanguage learning over the past 15
years, and some of these countries have even started offering foreign language educatieschioopre
education. For example, the Gerrrgpeaking community in Belgium provides foreign language learning for
childrenunder 3 years old. The report also confirms that English is the most widely taught foreign language in
almost all European countries, followed by FignSpanish, German.

In a research conducted in a cancer center in New York (Kim, R&ldiee, 1997), kain maps of bilingual

people were examined by the MR (Magnetic Resonance) technique and it was determined that the second
language acquired at the age of children was kept in the same place as the native language in the brain. Based on
this study, it carbe said that the second foreign language acquired at an early age will have more permanence
and fluency in use. Thus, around the world, many administrations have drawn English language education to
primary school level, depending on the idea that the peoadl be easier, profitable and better for children who

start English language education at an early age. (Brewster&E@isard, 2003).Mirici (2001) clearlystates
thatpractices in major European countries that starting foreign language edundtierearly stages of primary
education is important-or example,foreign language education begins in the first year in Greece and the
Netherlands and in the third year in Germany and Italy. Today, in Turkey, English language education, starts in
the 2“ grade primary education level, continues in tfe', 5", 6", 7" and &' grades.
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There are four different skills, namely listening, reading, speaking and writing, which focus on the language
education process$FFRUGLQJ WR 5LWAHtibdIsthemost difficult skillsfor second language
learnerto masterof putting together stringsf grammatically correct sentence8ased upon thjsve can say

that writing skills are the most difficult of the four, as many foreign language studentsraigeth fanguage
teachers stateFFor any writing activity, even in the native language, there may not be enough time in the lesson
for writing activities compared to listening, reading and speaking activities due to the limited duration of the
lessons. In ddition, the students' lack of some basic writing skills to do their writing activities may be another
reason to ignore these activities for the teachers. The importance of writing skills becomes more evident when it
comes to English, which is an intermaddl communication tool. Hyland (2003) believes that language
development performance is possible with the development of writing skills. It is believed thegcihevritten

by an EnglisHanguage student must be logical, coniemsistent, clearly fored, fluent, richly worded, and
mechanically well organized. However, since writing activities are regarded as a part of grammar teaching
rather than having a mechanical teaching on their own, independent from other language skills, these activities
are notgiven sufficient importance in the language teaching process and thus the resulting works are not
satisfactory. In addition to that, Demirel (1999) mentioned that some foreign language teachers also consider
writing as an assignment outside the classroaher than classroom teaching activity.

Creative Writing hagrowingly become the subjecif research interest just because academics benefited from
WRGD\fV OLWHUDU\ DQG FXOWXUDO WKHRU\ LQ RUGHU WR FUHDWH Q
importance of Creative Writing for modern cultures well (Dawson, 20085kt to explain the significance of

teaching creative writing and including it in textbooks and lessons we need to talk about the definiton of it at

firstt. Ramet (2006) explains aeLYH ZULWLQJ DV 3KDYLQJ WKH SRZHU WR FUHDWH |
SURGXFWLRQ RWISBRPERRULBIILERDYWR 2UKRQ FUHDWLYH ZULWLQJ PH
ideas and feelings about a particular topic on paper by using tierémagination freely.Creativewriting

depends orexpressinghe impressiorof outer world in an alternatevay and itoffers freedom testudentsto

pick their ownwriting subjects and strategies. The significancereftive writingis undubitableto improve the

cognitiveand communicativeabilities of youngsters (Cristopher, 1996&tarting fom this point of view it can

be said that reative writing activities applied to improve writing skills in English lessons, should not be
restricted with certain pesof literature, such as memories, poems, stories, etc. Stistentkl be improved by

carrying out activities related to different types of literature. While Chamcharatsri (2012, 2013) was performing
creative writing activities involving different typef literature, he wanted to bring a different perspective on the

use of the emotions of the writer and guide them in this regard. He stated that performing different types of
creative writing activities enables participants to take different roles irstédremotional expression. From this

standpoint, it can be said that the use of different creative writing activities in the lessons contributes to the
development of emotional intelligence of students by entering different emati@hslso has an impont

place in the development of their literary abilities. HarBi81H states that the students who learn English as a

second language have only written expression skills and lack internal consistency and commitment to the main
subject. For this reason,latons can be produced for these problems with frequent and regular writing tasks

related to different types, and potential future problems related to writing skills in foreign language can be
prevented at the primary level.

Based on this significance afreative writing as highlighted in the related literature, this study aims at
determinng the frequency of creative writing activities usage in primary school English textbooks in order to
determine how strong the basis of the foreign language was ptithary level where the studentsen the
foreign language for the first time.

Literature Review

In this section, common and similar studies take part to show the studies which have been done relating to the
subject of this study.

Acar (20®) investicated the effectiveness of the textbook Spotlight on English used in the state primary schools

in Turkey based on the pesse textbook evaluation practice and ultimatelgdeselopa new model which will

compensate for the weaker parts of the textbdokanother study on the primary school ELT coursebooks
$UONDQ DQG 7HNLRSLQLRIRWRWKWK JUDGH VWXGHQWVY DQG WHDFKHUV
result of this study they suggested that both teachers and the students have rather nddgaiyé QJV DERXW /HYV
Speak English 7, the teachers having more negative feelings towaAdsoit.. O UN J | ] FRPSOHWHG |
evaluation of the three English textbooks which were used in grade 4 classes by the Turkish Ministry of
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National Education in ate primary schools. In her study, -88m textbook evaluation scheme (Smiley
Questionnaire) was asked to be responded by teachers and students to reflect their ideas about varied aspects of
the textbooks and she resulted that the three books are cadefsiiyned to meet the MoNE curriculum goals

and objectivesinal (2006), in his research on the problems of written expression lesson, in order to improve the
writing skills of studentsni our country, concluded that different writing programs from thelgist level to the

most advanced level should be included in the syllabus, and teachers who are experts in the field of written
expression alternately should help students with writing skills on certain days of the week. Considering the
results of this siy, the fact that creative writing activities should be organized based on one of the principles of
teaching English, from simple to complex, should be introduced to students with a guide at an early age. GOgen
(2019) examined the effect of creative wrifiactivities on students 'success and concluded that creative writing
activities had a positive effect on students' creative writing success, writing attitude and motivation. In their
study, Tok and Kandemir (2015) examined the effect of creative writitigties on 7' grade students' writing
activities in English and concluded that the use of creative writingisgs had a positive effect. In his research

RQ ZULWLQJ DFWLYLWLHV LQ KLJK VFKRRO WH[WERRNMlude® D\
coursebooks are sufficient, but the amounts are insufficient, and stated that the effectivenesariiinth
activities is controversial, believing that the purpose of the given types is not clear but hidden. Ak (2011) states
that as a result of the study named "The effect of creative writing techniques on written expression skills of
Turkish 8" gradestudents in Turkish lesson”, he found a significant difference in favor of the experimental
group in their final test success scores. In other words, it is clearly stated that creative writing activities
contribute to activities in the mother tongue. lis hesearch, Pelcova (2015), examined the use of creative
writing as a tool in teaching English and concluded that the English teachers involved in the study did not have
sufficient knowledge about the application of creative writing activities, but tesablagl the opinion that these
activities had positive effects on students' writing skills. In addition to ones mentioned before, in a study
conducted in Hong Kong (Cheung, T&eTsang, 2011), although the elementary teachers in their study liked
creative witing activities and thought it would be useful to use these activities in the lesson, revealed the fact
that many of them applied classical teaching methods. For this reason, including creative writing activities in
textbooks and course contents is nolycenough, but also teachers who can master these activities should be
responsible for having a meaningful effect.

Problem Statement, Purpose Statement And Signifiance

The problem of the research is to determine how often creative writing activiiesed in the 5", 6", 7"

and &' Grade English course books. As a result of the comprehensive literature study, no stucheviewef

creative writing activities in primary school English textbooks has been found. For this reason, witldyhig stu

was aimed to determine the frequency of creative writing activities usage in primary school English textbooks in
order to determine how strong the basis of the foreign language was at the primary level where the seidents m
the foreign language fathe first time. In the TOEFL test score report (ETS, 2018) by Educational Testing
Services (ETS), published in 2018, Turkey hagiting skills average score of 20 out of 25 points. At the same
time, in the report, including all countries' GRE scomsylished by ETS in 2018 (EST, 2018a), Turkey's
Analytical Writing section score average is 3.1 out of 6. In the report released in 2018 (the British Council, IDP
Education, Cambridge Assessment, 2018), which has IELTS exam performance scores, Tutkey'skills

average score is 5.7 over 9 of both Academic and General Training exams. In Graduate Management Admission
Council's (GMAC) Graduate Management Admission Test (GMAT) GeoChart Tendency Report in 2018
Turkey's general average score is mentionddtere is no special writing section result score special for the
country. There is no special result section for Turkey in the results reports of the international English placement
tests such as Scholastic Aptitude Test (SAT) and American Collegad 65€T). It can be clearly understood

that Turkey's exam results remained at average or below average by looking at the exam score results of the
non-native English spoken countries' average. In the writing sections of these exams, candidates who take the
exam are asked to write articles that require the use of creative writing skills and are evaluated according to the
resulting product. For this reason, it can be said on the basis of this data that it is important to include creative
writing activities onEnglish writing skills from the beginning of primary school education in textbooks. Thus, it

is possible to help students think both analytically and start writing fictional articles, and to achieve more
successful results in the writing sections of thiernational English placement tests by having them work in
different types of literature in a foreign language at an early age. In the light of all this, it is thought that this
research will be significant and useful, as it will present suggestionddowitle range of creative writing
activities in English textbooks, taking into account students' developmental situations.
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Method

In this research, the data were analyzed by using content analysis, which is one of the qualitative research
methods, withi the framework of document review. The data needed during the document review; can be
provided without the need for observation or interview. Textbooks can be used as a data source while
conducting document reviews in educatiomsearch/ <O O G O Ue®,R008)L P U

In the English Course Education Program (Primary and Secondary Educatjod®, 2" 5" 6" 7" and &
grades) published by Republic of Turkey Ministry of National EducatitaNE, 2018),
" As the CEFR coliders langage learning to be a lifelong undertaking, developing a positive attitude
toward English from the earliest stages is essential; therefore, the new curriculum strives to foster an
enjoyable and motivating learning environment where young ledussns of BEglish feel comfortable
and supported throughout the learning process. Authentic materials, drama and role play, and hands
on activities are implemented to stress the communicative nature of English. At the 2nd and 3rd grade
levels, speaking anlisteningare emphasized; while reading and writing are incorporated in higher
grades as students become more advanced. Throughout each stage, developmentally appropriate
learning tasks provide a continued focus on building the learner autonomy andrmpadiiéng &ills
that are the basis for communicative competence " (p.3).
statement is located. For this reasdli,add 3° grade textbooks were excluded arfyj 8", 6", 7", 8" grade
English textbooks are included in this study and examined. Thiksktbat wee taught at primary level and
included in the study were determined using the purposive sampling method. Two different textbooks were
selected for each grade level, as long as one from the Ministry of National Education PublitéiNES] and
one from aprivate publishing house. These books were obtained from the website of the Ministry of National
Education's Education Information Network (EBA) and included in the scope of the research. Ebgtades
level, Elementary Schodlearn with Bomcy-Studens Book 4from the MoNEP andPrimary School English 4
textbooks from FCM Publishing; for the"fgrade, Secondary School and Imam Hatip Secondary School
English 5from MoNEP andSecondary School and Imam Hatip Secondary School Englisktisools from
Ozgin Publications; for the"grade,Secondary School and Imam Hatip Secondary School Engfisiméthe
MoNEP, andSecondary School and Imam Hatip Secondary School English Rcubeks from Monopol
Publications; for the "grade level Seconday School ad Imam Hatip Secondary Schoofrém the MoNEP
and Secondary School and Imam Hatip Secondary School Englist RP .|[N <D\OQF O'giae IRU WKH
level, Secondary School and Imam Hatip Secondary School Mastermind Engfisim8he MoNEP and
Secondary &ool and Imam Hatip Secondary School Upswing EnglisStUlR P 7XWNX <D\OQFOOON ZHUH

The sections, including writing activities of these textbooks, were examined and the activities in these sections

were classified using the "Types ofdative Lierature" table developed by the researsh@ver the coursef

developingthe table, after a long literature review process, a pool of genres was estalflitbethat, as a

result of discussions and opinions of experts (one in curriculuigrdeme inEnglish teaching, one in creative
ZULWLQJ 37\SHV Rl &UHDWLYH /LWHUDWXUH" T3k BitdfeRuReSiJthiy H V JH
table are Memoir, Biography, Essay, Travel Writing, Journal, Gld-Poster, NosFictional StoryTale,

Fictional StoryTale, Letter, ByworeSloganAphorism, Speech, Poetry, Depiction, Theater fS&gtch.

Species with similar characteristics were collected under the same title.

Findings
In this section, the number of these creative literature tigmeded inthe selected textbooks for the study were
VSHFLILHG , Q HDFK FKDUW RQO\ RQH ERRNTV GDWD IURF
shown.
4th_grade FCM Publishing
B Activities
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%42.9
0 0 0 0 0 I 0 0 0 0 0 0 I 0
o ) 2 r: & & e a7 & R o < & &
& ] o & & = o L o IS & & e B
< @c&ﬁ M “ & Tf_e::* & i qb-i"’“ o < Qesi‘t ¥
¥

Chart 1: Genresn the 4th grade FCM Publishing book
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English lessons are taught in th& &" 6" 7" and 8" grades at theprimary school level. Within the
framework of the research, two different books Bfg#ade wereexamined:one fromMoNEP and one from
FCM Publications. It can be seen that the one fiMoNEP includes listening and speaking activities but
doesnot have witing activities at all. However; 4 different kinds of literature types, in a total of 7, were
encountered in the English course books and these were classified as NG@sBosters (%57,1 of all),

4 Depictions (%42,9 of all), in Chart 1.

5th-grade MoNEP
W Activities
2 %33.3 2 %333
1%1e.7 1%16.7
0 0 I 0 0 0 I 0 0 0 0
S S I LS S &
& F F & F S & & &S o
Q¢ o N & & & ~ & Q ® & &
¥ & 3 & N & &
A& <« o <

Chart 2: Genres in theth gradeMoNEP book

It was observed that 4 different types of literat#rén total are included in the 5tbrade textbook published by
MoONEP 1 (%16,7 of all) Essay, 2 (%33,3 of all) CaMistesPosters, 1 (%16,7 of all) Fictial StoryTale, 2
(%33,3 of all) Depictions were detected, and it was confirmed that other types of writing were not included. All
these statistical data are shown in Chart 2.

5th_grade Ozgiin Publishing
%28.5 B Activities
%21.4 %621.4
%14.3
%72 %7.2
° o ° ° B o m - - m
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+ N & - o e X
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PRl P o o & &>
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Chart 3: Genres in theth gradeOzgiin Publishingpook

In Chart 3, frequenes of creadve writing activities in the English textbook published by Ozgiin Publications
are given. In this textbook, it was seen that a total of 6 different types of literature were included 14 times. It was
observed that 4 (%28,5 of all) Essays, 3 (%424df all) CardsNotesPosters, 2 (%14,3 of all) Nerictional
StoriesTales, 1 (%7,2 of all) Letter, 3 (%21,4 of all) Depictions and 1 (%7,2 of all) TheateiSR&gh were

found but it was actually clear that there were no other types of literature.
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6th-grade MoNEP
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Chart 4: Genres in the th gradeMoNEP book

As it is seen in Chart 4, a total of 5 different typeditefatireare included 5 times in thé"@rade textbook
published from théloNEP 1 (%20 of all) Essay, 1 (%20 of all) Cakbte-Poster, 1(%20 odll) Letter, 1(%2D
of all) Byword-SloganAphorism, 1 (%20 of all) Depiction were encountered but there were no other types of

literature.
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Chart 5: Genres in thet® gradeMonopol Publishindook

In Chart 5, activities in the textbook in th8-grade from Mnopol Pukitations are shown. In this book, it was
observed that a total of 6 different types of literature were included 13 times. 1 (%7,7 of all) Memoir, 4 (%30,8
of all) Essays, 5 (%38,4 of all) CartiotesPosters, 1 (%7,7 of all) BywotBlogarAphorism, 1 (%7,7of all)

Poetry 1 (%7,7 of all) Depiction were observed but other types were not observed at all.
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Chart 6: Genres in theth gradeMoNEP book

In Chart 6, activities in the textbook in thE-grade fromMoNEP are shown. In this book, it wabservedhat

a total of 5 different types of literature were included 27 times. 2 (%7,5 of all) Biographies, 5 (%18,5 of all)
Essays, 10 (%37 of all) CardotesPosters, 5 (%18,5 of all) Fictional Stor€ales, 5 (%18,5 of all)
Depictions were foundyut other ypes were not included in the book.

7th_grade Kok Publishing
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Chart 7: Genres in theth gradeKok Publishingbook

As can be seen in Chart 7, 11 different types of literature were included 30 times in total in the textbook
SXEOLVKHG IURP .|N <'byrédl® r@0DE633 \of aWy Kiemoir, 3 (%10 of all) Biographies, 5
(%16,7 of all) Essays, 2 (%6,7 of allyavel Writings, 5 (%16,7 of all) CarddotesPosters, 2 (%6,7 of all)
Non-Fictional StoriesTales, 2 (%6,7 of all) Fictional Storidales, 1(%3,3 ofall) Letter, 1 (%3,3 of all)

Byword-SloganAphorism, 7 (%23,3 of all) Depictions, and 1 (%3,3 of all) Tee®laySketch were found and
it was observed that there were no other types of literature.
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8th-grade MoNEP
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Chart 8: Genres in thet® gradeMoNEP book

When Chart 8 is analyzed, it is seen that in the textbook published frawofiEP in the 8" grade, 5 different
types of literature are included 12 times in total. 4 (%33,3 of all) Essays, 1 (%8,3 of albidlional Stories

Tales, 2 (%16,8 of all) Fictional Storidales, 4 (%33,3 of all) Depictions, 1 (%8,3 of all) Theater f3kgtch

were determined, and the reimiag types of literature were not found in the book.

8th_grade Tutku Publishing
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Chart 9: Genres in thet® gradeTutku Publishingoook
It was determined in the textbook, which was published at thgr&de level, from Tutku Publications, that 7
different types of literature we included 29 times in total and it was shown in Chart 9. 1 (%3,5 of all)
Biography, 11 (%37,9 of all) Essays, 6 (%20,6 of all) CaddtesPosters, 1 (%3,5 of all) Letter, 1 (%3,5 of
all) Poetry, 7 (%24,1 of all) Depictions, 2 (%6,9 of all) Theatre P&ketches were found but the other types of
literature were not.

Considering the 10 books examined, 328 writing activities were examined, 143 of these activities were
evaluated as creative writing activities. The other 185 activities were not incluttesl @valuation of creative
writing because they consist of filling or matching activities and 143 creative writing activities were used as a
datasetThere were 7 creative writing activities at th&gtade level, 20 at the"sgrade level, 18 at the"s

grade level, 57 at thé"fgrade level, and 41 at th&-§rade level. Although it was observed that tHeggade
English textbooks have relatively more creative writing activities than fhgratle level books have, this
increase between grade levelsswiaund to be ups and downs rather than regildren the textbooks are
classified into two categories as the books publishesllbEP and private publishing houses, it turns out that
there is a significant difference.

No activity was found in the textiok at the #-grade level from thloNEP, and 7 creative writing activities

were found in the textbook from the private publishing house. Six creative writing activities were determined in
the 5Sthgrade textbook published HyloNEP, and 14 activities werentified in the one from the private
publishing house. There were 5 creative writing activities in the book at tkgrade level frorMoNEP and

13 in the book from private publishing. The richest grade level of the textbooks series in terms of creative
writing activities was determined as thB-grade level; 27 of 57 activities were in the textbook published by
MoNEP and 30 were found in the textbook published by the private publishing house. Although it is not as high
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as the 7tkgrade textbooks, therare more activities in 8tgrade level books than thé"45" and é-grade
books.

According to the Elaboration Theory of Charles M. Reigel(it883 a curiculum should be designeas
pursuant of amncreasing system of complexity for the good of hixag. This approach offerample to complex
sequencehatis applied to main structure of a period and for curriculurre Sthategy provides a simple and
general education and an outlook or prospect of main topic of educational content and in thegfafowin
training gradually deals with more expansion and description of .tdpits theory suggests using spiral
approach in designing a curriculum and educational materials admalEpiral curriculum, topics, subjects, or
themes are revisited iteratiyedluring the course. A spiral curriculum is more than just a series of lessons on the
same subject. It also necessitates its growth, with each encounter building on the one before it (Bruner, 1960)
Thereby,it can bestated that the contents of the textk® aresupposed to berepared by respecting the
principle ofspiral approacin foreign language teaching, as the number of activities increases as the grade level
increases. Therefore, the selection of subject and writing focus df-tirade level, sch as preparing birthday

cards, posters with graphics and pictures, introducing people or family members shows that this principle is
respected. However, it is important to include examples of bywords and aphorisms in textbooks thus, this makes
it easy failiating the transition of students by using short sentences to write thinkpiece, and also letting them
start poetry. The contents iff“grade level books are rich in terms of both the number of activities used and the
types of literature in comparison the contents of 4grade level books."8grade textbooks are at the same

level as #-grade books in terms of the number of literature types, but relatively few examples are found in the
books of this level. In this case, it can be concluded that"tgraile textbooks are not at the expected lavel

regard taincluding creative writing activities despite the increase in the grade levels and no progress was made
in literature types and diversity.

The 7" and &'-grade textbooks are the richest bokthe series in terms of both the number of samples and the
number of literature types. Especially th-gtade English textbook from Kok Publishing stands out as the
richest book in terms of creative writing activities by including 11 different typeseative literature and 30
different examples. The"8grade level is expressed as a level where students reach A2 level and is the stage just
before moving to secondary education, where English grammar development is largely grounded. In this
context, t can be easily stated thaf-8rade level English textbooks are expected to be the richest books in
terms of creative writing activities, number of genres and numbasedof these genres. However, it can be
seen that, in both textbooks, a total of fedent types of literature were included 41 times, and it was observed
that these books were insufficient in terms of creative writing activities to meet students' development levels.

. - '
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Chart 10: Genres in all books

12 of the 14 different categories the Creative Literature Types, created by the researcher, are included in
textbooks at all grade levels, but it is striking that Journal and Speech genres are not included in deyejrade
textbooks.Whereasstudents need to express themselves easdypat their feelings into words, thus using
journal writing activities in textbooks is important in terms of English grammar practice because students
generally have the chance to use and practice tenses as they describe what they did before, whdoithgy ar

at the moment, and what will they do in the future. And also; it is also important to include the Speech genre in
the textbooks. To improve the person's rhetoric, to make clear speeches against people and to express
himself/herself easily, it is messary to give importance to the use of Speech genre. The frequency of using
other types of literature is shown in Chart 10. According to this chart, the most common types of literature used
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in the textbooks of all grade levels were Chalote-Poster (%24 of all) and Essay (%24,5 of all). The
frequency of the other types of literature is as follows; Depictions 34 (%23,7 of all) times, Fictional &tory
10 (%7 of all) times, Biography 6 (%4,2 of all) times, Theater Slagtch and Noifrictional StoryStory 5
each (%3,5 of all), Letter 4 (%2,8 of all) times, Byw@bbganAphorism 3 (%2,1 of all) times, Memoir (%1,4
of all), Travel Writing (%1,4 of all) and Poetry (%1,4 of all) are twice in all gilegiel books.

In addition to these, it has been anatyaénether the expected learning outcomes of the writing skill according

to the gradesMoNE, 2018) in the English Course Eduation Program of the Ministry of National Education and

the writing activities in the books are compatible with each other. Asul, réree activities related to writing

skills given to students according to the expected learning outcomes and grade levels are compared in the table
below. There is no writing skill learning outcome given in the 4th, and 5th grade syllabuses that®sghy th
JUDGHVY VIOODEXVHV DUH QRW LQFOXGHG LQ WKH WDEOH /LNHZLVH
grade syllabus from the first unit to th® énit.

Table 1.Conparision ofbooks and desired agmes

Grades Writing Skill Learning Outcomes in the English Language Writing

Syllabus Activites in
the Books

Unit 6/ Students will be able to produce a piece of writing about 1 Memoirs,
occupations and the dates. 5 Essays,
Unit 7/Students will be able to write short and simple pieces in varii 6 Cards
forms about holidays. NotesPosters,
Unit 8/Students will be able to wrisbout past events with definite 1 Letter,

6"Grade time. 2 Bywords
Students will be able to write about the locations of people and thir Slogans
Unit 9/ Students will be able to write simple pieces about the protec Aphorisms,
of the environment. 1 Poetry,
Unit 10/Students will be able to write simple pisabout concepts 2 Depictions.
related to democracy.
Unit 1/Students will be able to write simple pieces to compare peoj 1 Memoir,
Unit 2/Students will be abl® write pieces about routines/daily 5 Biographies,
activities by using frequency adverbs. 10 Essays,
Unit 3/Students will be able to write a short and simple report abou 2 Travel
past events. Writings,
Unit 4/Students will be able to write pieces describing wildlife. 15 Cards
Unit 5/Students will be abletwrite pieces about daily routines and  NotesPosters,
preferences. 2 Non
Unit 6/Students will be able to write invitation cards. Fictional

7" Grade Unit 7 /Students will be able to write pieces about predictions and StoriesTales,
future events. 7 Fictional
Unit 8/Students will be able to write pieces about explanatigtiis StoriesTales,
reasons. 1 Letter,
Unit 9/Students will be able to write short, simple messages about 1 Byword
environment. Slogan
Students will be able to write short description of a process. Aphorism,
Unit 10/ Students will be able to write short and basic descriptions 7 Depictions,
facts and general truths. 1 Theater

Play-Sketch

Unit 1 /Students will be able to ite a short and simple letter 1 Biography,
apologizing and giving reasons for not attending a party in respons 15 Essays,
an invitation. CardsNotes
Unit 2/ Students will be able to write a short and simple paragraph Posters,
about regular activities of teenagers. 1 Letter,
Unit 3/ Students will be able tarite a series of simple phrases and 1 Poetry,

8th Grade sentences by using linkers to describe a process. 1 Non
Unit 4 /Students will be able to write short and simple conversation Fictional
Unit 5/Students will be able to write a basic paragraph to describe = StoriesTales,
internet habits. 2 Fictional
Unit 6/ Students will be able to write a short and simple paragraph StoriesTales,

comparing two objects.

11 Depictions,

Unit 7/Students will be able to design a brochure, advertisement or 3 Theater
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postcard about their favorite tourist attraction(s). Play-Sketches
Unit 8/Students will be able to write short asithple poems/stories

about their feelings and responsibilities.

Unit 9/Students will be able to write simple descriptions of scientific

achievements in a short paragraph.

Unit 10/Students will be able to write a short and simple paragraph

about reasons andsults of natural forces and disasters.

When we look at the Table List 1 carefully, it is clear that the expected learning outcomes and the writing
activities in the books almost overlap, but the low number of literary types may reduce the impact on the
permanence of learning and the ubgpof the desired learning outcome.

Suggestbns

If we ask ourselves the reason why we write, the first answer to this question may be to convey the information
we need to transmit to someone we are not able to speak at that moment. The secon@&spsially (vhen
we think of the needs of society as a whole) is that the knowledge and memories are not forgotten throughout
our lives, as the human brain has to store more than it can remember; it may be healthy storage and transfer
(Brookes& Grundy, 198). In foreign language education, writing activity is learned at school even if it is a
QDWLYH QDWLYH ODQJXDJH )RU WKLY UHDVRQ PDQ\ WHDFKHUV DQG V
taken into consideration during the planning periddwoiting. Course contents and textbooks should be
designed and prepared for the development of students so that the content can be made unique at each grade
level over the years.

Table2. Model English Language Teaching Program (f6t&"-grades)

Levels
[CEFR*] . Main activities/
(Hours/ Grades  Skill focus Strategies
Week)
2 Listening and Speaking
1IAL] (2 3 Listening and Speaking Very Limite TPR/Arts and
[A1] () Reading and Writing® crafts/Drama
4 Listening and Speaking Very Limite
Reading and Writing®
5 Listening and Speaking Limited Readin
2 [A1] (3) Very Limited Writing® Drama/Role
6 Listening and Speaking Limited Readin play
Limited Writing®
7 Primary: Listening and Speaking Seconda

Reading and Writing
3 [A2] (4) Theme ED V H (
Primary: Listening and Speaking Seconda
Reading and Writing

As seen in Table List 2, although the language focus of writing skills is very limited, it is included in the scope
of teaching activities in the Model English Language Teaching Program2{@&"-grades) located in the
English Course Teaching Curriculum released by the Republic of Turkey Ministry of National Education
(MoNE., 2018). However, when the books were reviewed, it was found that the 4th grade English textbooks did
not have enouy writing activities, besides filling in teh blanks, word matching or epeded questions.
Considering the competency of students on their native language and the familiarity of the foreign language
even if they are in the initial stage of learning a iigndanguage, it is possible to make it easier for them to
move to the next grade levels with edsywrite literature types such as Poetry, CRakter and Aphorism.

Kirby, Liner and Linz (1988) suggested that not all types of writing should be tribé léginning of creative

writing activities. Otherwise, they stated that the students would get bored and deviate from the focus of the
activity. Thus, a good start to writing types can be achieved by using some creative writing techniques such as
free writing, brainstorming, and anecdotal use after the initial activities.
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Orhon (2008) provides ideas that can help developing creative writing skills, writing poetry by looking through
an imaginary window, writing stories with the group, writing storiesdayving words, creating original
sayings, creating a dialogue with stuff. Such activities can be included in the textbooks for being used in the
classroom, or they can also be used as additional activities.

Ogeyik (2007) emphasized that poetry can besefllitool in language teaching with her phrase "performing
poetry teaching at the basic level in the context of foreign language teaching to children may require poetry to
be used as a tool rather than teaching poefigd, Kirby, Liner and Linz (1988}¥tatd that collaborative and
classroom poetry activities can be used to start poetry activities in the course. In this activity, each student
anonymously participates in poetry with a verse, and the teacher writes each verse on the board so that a whole
poemis created together. Therefore, repetition and practice of basic grammar structures are also provided with
such activities in order to increase the numbers of poetry writing activities and them effective in the textbooks.

Within the framework of priniples of Spiral Program, which is generally used in organizing the content of

foreign language lessons, taking into account the learning backgrounds of the students, the types of memoirs,
travel writings, diaries and letters can be included more in Engishooks. Students can be more courageous

and creative when it is necessary to write about topics that are close to them and have knowledge about. For
example, VWXGHQWV FDQ ZULWH WKHLU H[SHULHQFHV XVLQJlind&Me@HG ZULWI
WKDW KDSSHQHG RQ \RXU VXPPHU YDFDWLRQ" RU 3'HVFULEH D SODFH \
YDFDWLRQ™ ,Q DGGLWLRQ VWXGHQWV PD\ EH DVNHG WR UHFRUG WKHI
intervals by using the Engl gammar structures they cover all year long before going on a summer vacation.

,Q WKLV ZzD\ D NLQG RI SUHOLPLQDU\ WR WKH QH[W \HDUYV FXUULFXOX

Based on both the European Language Portfolio and the developmental characteristics of studentgtéds expe
that creative writing activities in textbooks should be enriched in terms of type, number and content as the grade
level increases. For this purpose, it is expected that more detailed creative writing activities will be included in
the textbooks at ea gade level in order to increase the foreign language grammar competencies of the students
and to give them the frequency of applying the knowledge they have acquired. Thus, the basis can be provided
for students to strengthen their mastery of all typid#erature, to minimize anxiety about writing activity and

to get higher grades in the writing sections of international English placement exams.
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Abstract

The purpose of this study was to develop a valid and reliable scale that can be used to identify the perceptions of
teachers on their setfisclosure to their students in their interactions with them thr@agial media. This study

was designed as sequential exploratory mixed methdslo validity and reliability studies were conducted for

WKLV SXUSRVH 'DWD IURP WHDFKHUV IRU ()$ DQG WHDFKHUV &)$%
Scale of TOFKHUVLVHORVXUH WKURXJK 6RFLDO OHGLD ™ 67660 7KH H[SO
four-factor model with 21 items. As a result of the analyses of confirmatory FA, it was found that the scale
produced sufficient goodness of fit values. Finalf KH ILQGLQJYV RQ WKH UHOLDELOLW\ SUI
THDFKHUBVFORIVXUH WKURXJK 6RFLDO OHGLD FDQ UHOLDEO\ PHDVX
disclosure to their students on social media.

Keywords: 7 H D F Kffddisclosure, Social edia, SeHdisclosure on social media

Introduction

In the twentyfirst century, which is characterized by the transformation of communication and technology,
developments reached incredible dimensiansl social environments and communication have breasferred

to computes andthe LOQWHUQHW ZLWK :HE WHFKQRORJ\ *+QD\G0® $(
interaction based othe presentation in classical wétased education, Web 2.0 and, based on this, social
networks offer shared and multidltUDO LQWHUDFWLRQ %DUOU "HE WHFKQROR

ability to create and share content. The power of social media, whose contents are created by its users, comes
from the fact that communication allows more common interactionpeoed to onavay dissemination, giving

users the opportunity to interact in a multifaceted way, communicate democratically and simultaaeously

socialize (Akizim& 6 DUDFR+0 X 7TKHUH ZDV D FKDQJH LQ WKH ZzZi®\ ZH FRPP
use of social media, and this changing communication form became a habit and a part of everyday life (Tutgun

Unal, 2015). All these changes also affected education systems and teachers.

It can be argued that the implementation of social networks inagidnal environments will provide more

effective communication between students and teachers, as well as increased opportunities for teachers and
students to know each other (Ozt&kTalas, 2015). Indeed, the active role of social networks in education
strengthened communication between both teachers and students effectively, offering the opportunity to know

each other individually (Konuk& *«QWDU 7THDFKHUV XVH PDQ\ PHWKRGV DQ!
communication and recognition process. When thegade and techniques are examined, it will be noticed

that education with computers, the internet, and social media hagpartantplace in ensuring the cognitive

and emotional learning of students (Diverniero & Hosek, 20@hg of the methods used t@mke the teaching
SURFHVYV PRUH H{GHNMWORN XWH3VHKRLU -GLVBDRVXDGIOLV VBAMMKIH SURFHYV
SHUVRQDO LQIRUPDWLRQ WKRXJKW Delde@GMeéttsHR2traid V& EKlbrguks, RI®K HU SHR
narrated by Qian &cott, 2007foubert & Sholley, 1996), and might encompass any human relation, including
studleMWHDFKHU LQWHUDFWLRQ 6@sd»iude can be indff&@dnKvirhys\idiffdox Iclasses.

For example, when a mathematics teacher at amegiary school creates a problem, s/he may attract the

attention of students by mentioning his/her frequent walks, memories of the mountains climbed, etc. Based on

’ Corresponding AuthoMustafa Demimustafademir@bayburt.edu.tr
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their own story and experience, teachers can help students benefit from this contentr Axethegle is a

teacher teaching the subject of war in history class by sharing photos and memories of relatives participating in
one of these wars, associating his personal information with the camdebdringing this event to students
(Zzhang, Shi, Luo &Ma, 20®). Sorensen (1989) emphasizéide self-disclosure of teachers as sharing
information about him/her that students cannot learn from other sources, and described this as a unique means of
teaching. In this way, the information described by the &@akhether directly related to the teaching content

or not, affects the academic learning, teacttadent relation, student participation, and communication of
students significantlyGayanus & Martin, 2009; Mazer, Murphy & Simonds, 208@rensen, 1989 ayanus &

Martin (2016) also considered it important for the teacher to reveal himself/herself in {efuctest interaction

and described the selisclosure of the teacher as the high school of disclosure of personal information and the
development otrong ties between teack&udent, in the teaching process or during the student interaétion.
OLPLWHG QXPEHU RI VFDOH GHYHORSPHQGWL VRMOFMHYH P H. peiytids QO LWVKAIH [
& Martin, 2004; dD& <O0OGOUOP 2UDO 6 H O 0 XWheeless & TRIZNDD B
KRZHYHU D VFDOH VWdis8dsiRe@nWadial mdtauvesndt bie@n detected. In line with the above
explanations, it was seen that sdiclosure to stushts with social media has a positive effect on student
development. This study intended to develop a valid and reliable scale that can be used to measure the status of
W H D F K Hdiseldsuké HdDtheir students on social media. It is considered thatatheobtained from the
implementation of the scale will give significant feedbacks to both the implementers and researchers and the
resulting feedbacks will contribute to the literature.

Method

In this study, in order to develop a valid and reliabldesttzat can be used to identify the perceptions of teachers

on selfdisclosure to their students in their interactions with their students through social media, a sequential
exploratory mixed method was usedhe main purpose of sequential exploratory edixnethod design is to

explore a phenomenon with quantitative analysis and interpretation, following the priority given to qualitative
PHWKRGY &UHVZHOO 7KLY GHVLJQ LV :HVSHFLDOO\ DGYDQWDJ!
LQVWU XPHQIW003&dJ 2i18)Z For this purpose, first qualitative methods (literature review and expert
analyses) were used to build a draft item pool and next quantitative methods were used to test the psychometric
properties oSTSSM

Study Groups

Study Group for EA

In order to determine the participants in line with the purpose of the research, in the first semester of the 2019
2020 academic years, within the scope of the development of the trial scale form, the sample was determined by
criterion sampling methodine of the purposeful sampling methods. In this regard, the use of social media was
taken as the criteriomn this direction teachers were contactddoughsocial media groups where teachers were
members, and a study group was created with 301 teashersolunteered to participate (refined from 235
teachers after initial analysis). As a result, 301 teachers were included in the study. The data of the teachers
included in the study are given in Table 1.

Table 1.Distribution of EFA Teacher Study Groagcording to Descriptive Characteristics (N=301)

Variable Group f % Variable Group f %
Female 164 54,5 Faculty of Education 240 79,7
Gender Male 137 455 Faculty of Faculty of Sci Letters 38 12,6
Total 301 100 Graduation Educational Instite 11 3,7
Bachelor 247 82,1 Other 12 4
Education Master 46 15,3 Total 301 100
Status PhD 8 2,7 1-60 minute 103 34,2
Total 301 100 Daily Social 61-120 minute 99 32,9
Pr_eschool 5 1,7 MediaUsage 121-18_0 minute 53 17,6
School Level Primary school 57 18,9 181 minute and abov 46 15,3
Served Sf_acondary school 192 63,8 Total 301 100
High school 47 15,6 1-10 years 109 36,2
Total 301 100 vears of 11-20 years 146 48,5
School Type Pu_bl|c school 271 90 Seniority 21-30 years 39 13
Served Private 30 10 31 years and more 7 2,3

Total 301 100 Total 301 100
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Study Group for CFA

Since it would be more appropriate to apply the confirmatory factor analysis after the exploratory factor analysis
on another sampling (Henson & Roberts, 0022 teachers were included with the convenient sampling
method.

Table 2.Distribution of CFA Teacher Study Group according to Descriptive Characteristics (N=422)

Variable Group f % Variable Group f %
Female 242 57,3 Faallty of Education 324 76,8
Gender  Male 180 42,7 Faculty of SciLetters 61 14,5
Faculty of . .
Total 422 100 Graduation Educational Institute 9 2,1
Bachelor 334 79,1 Other 28 6,6
Education Master 82 19,4 Total 422 100
Status  phD 6 1,5 1-60 minute 102 24,2
Total 422 100 Daily Social 61-120 minute 143 33,9
Preschool 17 4 Media Usage 121-180 minute 82 194
School Primary school 93 22 181 minute and more 95 22,5
Level Secondary school 225 53,4 Total 422 100
Served  igh school 87 206 1-10 years 154 36,5
Total 422 100 Vears of 11-20 years 201 47,6
School Public school 389 92,2 Seniority 21-30 years 57 13,5
Type Private 33 7,8 31 years and more 10 2,4
Served 1o 422 100 Total 422 100

Development of the Data Collection Tool

In this study, itwas planned to develop a scale for teachers to disclose themselves to their students through social
PHGLD ,Q WKLV UHVSHFW WKH OLWHUDW XU HstiRiEnt Wwtet&rfok ldiusédialX VH R\
media was reviewe(Acar& <HQPLUG lican &Saban, 2013; Arthu& BostedeConway, 2012; Atkins,

2010; Bridges, 2009; Cayanus, 2004; Cayanus & Martin, 2004; Cayanus & Martin, 2008; Cayanus, Martin &
Goodboy, 2009; Cakmak & Arap, 2013; Dawson, 2008; Eke, Ome&kv@adoh, 2014; Eugeni& Wong, 2a.3;

Farani & Fatemi, 2014; H& Shin, 2014; Haeger, Wargy Lorenz, 2014; Hassa& Landani, 2015; Hosek &

Thompson, 2009; Hurt et al., 2012; Irwin, Desbr&wieveritt, 2012; Ili, 2013; Junco, Heibergér Loken,

.OUNVHNL] X1 X Lane/ ROR23; Lan& Lewis, 2013; Liccardi, 2007; Mazegt al,
2007; Mazer & Hosek, 2012; Muna& Towner, 2009; Nkhoma et al., 2015; Sang, 2014; Saylag, 2012; Smith,
2015;Tarantino, McDonough & Hua 7TDUDZQHK &MBrAUNIINNAORL+ To¥aet al., 2013,
7TRPEXOR+0X ,UPDQ 7XFNHU & GhotzO1B78; Zardeckalksthtdlaitie ve\&

Paluckaite, 2013

As a result of the rewiev of these studies, a question pool of 43 items was created on teaetisdbsale to

their students through social media. During the process of creating the items, short and clear expressions were
written in order not to have participants bored and distracted. Then, Ex@ndne these items in terms of
understandability, the opinions oheTurkish teacher andnefield specialist were taken, and as a result of this
processan expert evaluation form with 40 items was created.

In order to ensure the content validity, the expert evaluation form with 40 items was sent to five exples who

written book chapters, articles in paeriewed journals, and books in this field and who had postgraduate

studies on social media in Turkey and four of these experts returned feedbacks within the specified time period.

In line with expert opinions, @ems were excluded as not appropriate in terms of the scope, accessibility and
understandability through social media. Also, the remaining items were examined again by a field specialist,
items that expressed multiple tasks were limited to a single aaskjtems that performed similar tasks were
eliminated, and trial form of the scale with 34 items was created. Afteevi@w of these studies and askifay

views of an expert panel, content and face validitthescale was secured. Then, the tr@if of the scale was
VXEMHFWHG WR FRQVWUXFW YDOLGLW\ VWXGLHV 2Q WKH RWKHU KDQG
| do not agree at all,-2 do not agree, -3l partially agree, 4l agree, 5, DEVROXWHO\ DJUHK ZKLFK Z
participants who would respond to the form to express their opinions in degrees.
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Analysis of the Data

Exploratory and confirmatory factor analyzes was tested this studiidapnstruct validity of the scale. In the

factor analysis that is used to rsaee the validity of the construct, it is examined whether the scores obtained as

a result of the implementation of the scale measures the characteristics that the test wants to measure
(Buyukozturk et al., 2011). Although there are many different teclksiqn factor analysis, thprincipal
components analysis, which is often referenced as factoring technique, was used in the present study
(Buyukoztirk, 2014, p.134). After the expddory factor analysi€EFA), confirmatory factor analysis was tested.

The purpose of confirmatory factor analysis (CFA) is to test a hypothesis or a theory regarding the structure
obtained on the basis of interrelationships between variables (Buyukoztirk, 2014).

Based on these, the answers of the 301 teachers for EFA andadB@rtefor CFA who participated in this study
given to the items in the piagoplication form were scored and the data obtained were analyzed by using the
SPSS 18.0 Package Program and Lisrel Program respectively; and the level of significance wasdaassidere
0.05 in interpreting the results.

Results

In this part of the study, the details of the validity and reliability studies of the scale and the findings obtained as
a result of the analyses are included.

Findings on Construct Validity
The Exploratoy Factor Analysis Results:

Before the Exploratory Factor Analysis (EFA), the Kaiser Meyer Olkin (KMO), which is used to test the
suitability of sampling size, and the Bartlett Sphericity Test, which is used to determine whether the data come
from normalmultivariable distribution or not (N G D + ZHUH DSSOLHG ILUVWO\ $FFRUC
these tests (Kaiser Meyer Olkin = .936, Bartlett Sphericity Test = 5483,192, df= 210, p=.000), it was determined
WKDW WKH GDWD ZHUH VXLWDEOH IRU |DFW®HR,and QdEPAWRY/ initideds N |JW+UN
The resulting factors obtained after the analysisensubjected to axis rotation. In this study, Varimax, which is

a common orthogonal rotation technique revealing which items are in a higher relation with the factors, was
preferred in order to ensure maximum factor variances with fewer variables (BlUyukozturk, 2014, p. 136;
Ozdamar, 1999, p.247)As a result of successive exptory factor analysis, 13 items that did not meet the

criteria were eliminated, and the analysese done again on the remaining 21 items. Also, the scree plot was
examined to confirm the number of factors of the scale.

Scree Plot

Eigenvalue
m
|

o =

T T T T T T T T T T T T T T T T T T T T T
1 2 3 4 E] & 7 a 2 10 11 12 13 14 15 16 17 18 19 20 21
Component Number

Figure 1. ScreePlot of STSSM

As shown in Figure 1, the slope of the line moved to a horizontal direction afté? prwr, and when the point
ranges until to this point were counted, the scale appeared to have 4 factors. Also, the distribution of the items to
factors was named by subjecting them to the content analysis:
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The 9 items in the first factor (1, 2, 3, 4, 5, 6, 79Bmade up th€ommunication and Confiden¢€C], the 5
items (15, 16, 17, 21 and 22) in the second factor made updken forSelfDisclosure[RSD], the 4 items in
the third factor (23, 25, 26 and 27) made up Teadency to SelDisclosure [TSD], and the 3 items in the
fourth and final factor (32 , 33 and 34) made upRhegquency of Sebisclosure[FSD]. The results regarding
the scale after the Exploratory Factor Analyses are shown in Table 3:

Table 3. ([SORUDWRU\ )DFWRU $QDO®RDIOWH WRH VIHGBW KHBR T WKURXJIK 6RFLE

Communalities CC RSD TSD FSD Corrected

ltems item-total
correlation
Item 1 772 .813 779
Item 2 .735 .830 711
Item 3 .786 .800 .808
Item 4 .802 .851 773
Item 5 .835 .870 792
Item 6 .763 .807 .758
Iltem 7 767 .823 .758
Item 8 .807 .852 .780
Item 9 770 .826 761
Item 15 .870 .832 .736
Item 16 .846 .842 .698
Item 17 .847 .820 728
ltem 21 .709 747 672
Item 22 .665 .740 .621
Item 23 .626 .702 486
Item 25 .669 .796 407
Item 26 773 .815 471
Item 27 .657 .730 .489
Item 32 .750 .822 .345
Item 33 .696 776 347
Item 34 754 .785 .399
KMO=.936
Bartlett Sphericity Test= 5483,192; p=.000
Eigenvalue 10,075 3,140 1,683 1,004
Variance exploratory rate (%)= 75.721 (Tot 33,073 18,820 13,365 10,463
Cronbach Alpha®©,942 (Total) 0,964 0,930 0,835 0,803
Guttman SplitHalf Coefficent 092 084 080 0,74

Note.: Factor load values below .30 have heen shown here.

$V VHHQ LQ 7DEOH IDFWRU ORDGYV RI LWHPVY YDULHG EHWZHHQ 3 "~ C
Analysis, it was determined that the scale, which consisted of a total of 21 items and which hathetdour
structure,had 75.721% explanatory level on the total variance. The explanatory level being over 40% is
considered to be one of the important indicators for construct validity (Kline, 1994; Narrated by Ozer

Donmez, 2013). In this respect, it has been revealedwhdtH FR Q VW U XFh&/Sda Of L Tédchérs' Bdlf 3
'LVFORVXUH WKURM)SIHs@&IFLDO OHGLD”
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Confirmatory Factor Analysis

Since it might be misleading to analyze the confirmatory factor analysis following the exploratory factor analysis

with the same datasetd RNO XN UHNHUFLR+-OX DQG %-e*\*N|]We*UNThe fourfactdQ VR Q 5R
and 2item structure of the STSSM was tested by using the Lisrel Program with a new sampling group
consisting of 422 people. It was seen that thalues for explaininghe observed variables of the hidden

variables were observed to be significant at the level of .01 for-thetdr mode(Cokluk et al., 201p In the 4

factor 2%kitem model, the error variances of the observed variables were between 0.13 and 0.68 and th
standardized parameter values defined from the hidden variables towards the observed variables were between

.61 and .93. These values indicate that there were no serious problems for the mode}o&iika( al., 201p

In Table 4, the goodness of fialues obtained before and after the modification for the model are presented
FRPSDUDWLYHO\ 7KH YDOXHV SUHVHQWHG LQ WKH WDEOH DERXW WKl
SDFFHSWDEOH" E\ FRPSO\LQJ ZLWK W KeHreleib@) HitorBx DG okIDkFeE Bl.S2W12G FULWH |
Secer, 2013 LPUHN

Table 4.Results of CFA for prenodification and posinodification (final) models of STSSM

Goodness ol Perfect Acceptable (K) Premodification Post modification
fit values (M)
>0,05’ <0,08 0,000 (K) 0,000 (K)
X¥sd : 35 665,40183=3,63(K) 528,71/181=2,92 (M)
RMSEA ” " 0,079 (K) 0,068 (K)
RMR ” " 0,056 (K) 0,055 (K)
SRMR § " 0,051 (K) 0,05 (M)
GFI . . 0,87 0,90 (K)
AGFI . . 0,83 0,87
CFlI . . 0,98(M) 0,98(M)
NFI «0,95 . 0,97(M) 0,97(M)
NNFI . . 0,97(M) 0,98 (M)

*The fact that th@ was not significant shows that there were no differences between the observed and expected covariance matrices; in other
words, the model was confirmed. In the case BIQLILFDQFH RWKHU FULWHULD DUH FRQVLGHUHG dRNOXN
307). "The level of significance (p) was taken as 0.05 for this study.

In the Confirmatory Factor Analysis, it was observed that there were significant differeneerdhe

expected and observed covariance matrix for tfectbr model (p < .05), and other parameter values other than

3%, $*), " ZHUH DW DFFHSWDEOH RU H][RisOnipbr@iVtoQridthéi OV LQ W
modification processesuggested in the Confirmatory Factor Analysis, to contribute significantly to the fit

indexes and to achieve better fit values (Karagdz, 2017; Secer, 2Bf3)his stage, modification
recommendations were examined to improve the model. After these twdficaiolis, X* decreased

significantly [the Chisquare 1 fredrame difference = 136.69 (p = 0.000)]. It was seen that the goodness of fit

values for the 4actor model after the modification were at excellent levels (p=0X%86¢=2.92; SRMR=0.05;

CFI=0.%8; NFI= 0.97 and NNFI=0.98), or at acceptable limits (RMSEA= 0.068; RMR = 0.055 and GIF= 0.90),

and only the AGFI value was lower than expected; however, according to Celik and Yilmaz (2013), this value
canEH FRQVLGHUHG WR EH 3$FFHSWDEOH ™ DW 3%$*), « " OHYHO JRU W
of the 4factor measuring model, which was tested again in the scope of the second pilot application, was
confirmed at an adequate levdlhe mth diagram of the standardized factor loads, error variances, and
modifications of the 4actor model is shown below.
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Figure 2. The path diagrarof the 4dimension model after the modification

The Findings and Comments on the Reliability othe STSSM

After the Confirmatory Factor Analyses of the pilot applications, the reliability of the fifedtdr model was

tested by calculating the Cronbach Alpha, Internal Consistency Coefficient, with Guttmann twelssdoility
coefficients, with orrected item total correlations, and t values for comparing the {cavet upper group
averages of 27%. For this purpose, the datasets employed in pilot applications were combined, and the data set of
723 (301 + 422) people was used in the analysis.

The Cronbach Alpha and Guttmann twalf reliability coefficients for the reliability of the data coming from
the scale in terms of internal consistency of 0.96 and 0.92C&onmunication and Confidence Fagtor
respectively; 0.93 and 0.84, for theason for &f-Disclosure Factor respectively; 0.83 and 0.80 for the
Tendency to Sebisclosure Factoyrespectively and finally 0.80 and 0.74 for fhequency of Seffisclosure
Factor, respectively (see Table 3). It can be argued that the scales with thditghahies of .70 and above
have adequate reliability in the scale development processes (Blyukozturk, 2014; Secer, 2013).

For all the items in the scale, the total correlations of the items were between .391 and .784} aathése

were significant[§<.001). These results can be interpreted as having high validity in items of the scale, and items

IRU PHDVXULQJ WKH VDPH EHKDYLRU djormuld &8 ukel, and it wag detérniimetl H Q TV
that the effect of the significant difference bétiH Q WKH ORZHU DQG XSSHU JURXSV IRU DOO
effect size (Coheml= 0.863.33). Based on these, it can be argued that the items tend to measure the same
behavior with the factors in which they are included, and their discriminationiselviglh (Buyukoztirk, 2014).

STSSM was prepared in SRLQW /LNHUW GHVLJQ DQG WKH RSWLRQV ZHUH WR
DEVROXWHO\ DJUHH" 7KHUH DUH D WRWDO RI IRXU IDFWRUV,DQG LW
and the highest score is 105.
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Discussionand Conclusion

One of the important factors in healthy interpersonal relations is thealiselésure behavior, which also

contributes significantly to the ability of individuals to know and understand etheln more in interpersonal

relations, also playing very effective roles in establishing relations more easily, developing these relations more
quickly, and sustaining them more safely (Cetinkaya, 2005). Considering that communication occurs with social
netvorks as well as faem-IDFH DW VLJQLILFDQW OHYHOV LQ WKLY DJH WKH LPS
WHDFKHU DQG VWXGHQW LQWHUDFWLRQ O0ODQ\ VWXGLHV ZHUH GHWHF\
disclosure to their students in terms stfident development (Cayan&s Martin, 2004; Cayanus, Martin &

Goodboy, 2009; Cayanus & Martin, 2016; Demir, 2020; Downs, Javudi & Nussbaum, 2009; Fusani, 1994;
Goldstein & Benassi, 1994; Lannutti & Strauman, 2006; Mate, 2007; Rouse & Bradley, 198Song, Kim

& Park, 2019Zhang et al20®); however, no scale development studies were detected measuring the status of

W H D F K Hlisaldgsuké HoQHeir students on social media. In this study, it was especially intended to develop a

valid and reliabH PHDVXUHPHQW WRRO WKDW FDQ EH XV H-GisdldsureSskhivsHdJ PLQH W
their students on social media.

As a result of the literatuneeview, theitem pool was presented primarily for the approval of an expert group in
the contet of content and face validity studies. After the construct validity of the scale was tested with
Exploratory Factor Analysis with a dataset of 301 people, tfectdr model was subjected to Confirmatory
Factor Analysis based on the data obtained froravagroup of 422 people.

The initial construct validity analyses showed-tadtor measuring model with acceptable goodness of fit values
(X?¥sd=665.40/183=3.63; p=0.000; RMSEA= 0.079; GFI= 0.87; AGFI= 0.83; SRMR=0.051; CFI=0.98; NFI=
0.9 and NNFI=0.97)There is the Communication and Confidence [CC], which consists of 9 items (1, 2, 3, 4, 5,
6, 7, 8, 9) in the first dimension in thisfdctor model that consisted of a total of 21 items, the Reason fer Self
Disclosure [RSD], which was formed by 5 items (15, 17, 21 and 22) in the second dimension, the Tendency
to SeltDisclosure [TSD] that consisted of 4 items (23, 25, 26 and 27) in the third dimension, and the Frequency
of Selfdisclosure [FSD] consisting of 3 items (32, 33 and 34) in the fourth aalddiimension. According to the
results of the Exploratory Factor Analysis, this model explained 75.721% of the total varianceseésnd

result of thethe study confirmatory analysis, conducted in line with the modification recommendations with an
independent group, a significant decrease was detectedmlXe [the ChiSquare difference at 1 freedom level

= 136.69 (p = 0.000)]. It was also found that the goodness of fit value was at excellent level fdadtur 4
model after the modification (p=0.00 X*/sd=2.92; SRMR=0.05; CFI=0.968; NFI= 0.97, and NNFI=0.98) or
was within acceptable levels (RMSEA= 0.068; RMR = 0.055 and GIF= 0.90), and only AGFI scores were below
the expected levels. When the average variance explanatory rates of the items wasethriswas calculated

to be approximately 77% for Communication and Confidence factor, approximately 78% for the Reason for
Self-Disclosure factor, approximately 65% for the Tendency to-Bisi¢losure factor, and approximately 72%

for the Frequency ddelf-Disclosure factor.

The Cronbach Alpha Internal Consistency Coefficient for the internal consistency reliability of the scale items
was tested by calculating the Guttmann two segtiability coefficients, corrected item total correlations, and t
values for comparing lower and upper group averages of 27%. For this purpose, the datasets that were used in
pilot applications were combined, and the dataset of 723 (301 + 422) people was used in the analyses. The
Cronbach Alpha and Guttmann two semliability coefficients for internal consistency of the data of the scale
were 0.96 and 0.92 for Communication and Confidence factor, respectively; 0.93 and 0.84, respectively, for the
Reason for SelDisclosure factor; 0.78 and 0.80 for the Tendency to-Bisiflosure factor and finally 0.79 and
0.74 for the Frequency of Sdlfisclosure factor, respectively. It was also found that the total correlations of the
item were determined to be between .391 and .784 for all items on the scale, and the t valuesifieaet sign

S &RKHQTV G IRUPXOD ZDV XVHG WR GHWHU® ladHheNiffétertde IHFW R |
EHWZHHQ WKH ORZHU DQG XSSHU JURXSV ZDV IRXQG WR EH WKH DW 371
3.33). Based on this, it was determined that the items tended to measure the same behavior as the factors in
which they wee included, and had high differentiation levels.

When the literature is examined, there are also studies in which different dimensions are used for teachers self
disclosure on social media. Mazer, Murphy and Simonds (2009) examined teachers in teompeitioce,

honesty and sensitivity on Facebook, one of the social media platforms, and revealed the status of teachers at
"low, medium and high"Snell, Miller and Belk (1988) also focused on the psychological dimension ef self
disclosure behavior, and this direction, they created an emotional gk#closure scale that includes the sub
dimensions of depression, happiness, jealousy, anxiety, anger, calmness, apathy, and fear &Clsigatins

(2008) also created a thrdenensional émount, negativity, and relevance) Likertype scale for teachers' self
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disclosure. In this scale, they also included items such as "I often talk about what | do on the weekends", "I
reveal unwanted things about myself" and "I use personal examples to create content abot#'stndthe

scale study aaducted by Zhangt al.(2009) about teachers' selisclosure, it was seen that a dimensioning was

made as "the subject that the teacher opened up to himself, his goals and the student's importance". As can be
seen, the concepf "self-disclosure”, which offers a multimensional view, can be reflected in different
dimensions and conterinlike these studies on teachers'shdiclosure, it is seen that this study focuses on the

level of teachers' setfisclosure to their stlents through social media rather than-dédtlose to all social

media users.

The concept of selfisclosure, which has a significant potential in the realization of student learning in the
educational process (Cayanus & Martin, 2016; Clark, 1978; gkaiteMatulaitiene& Paluckaite, 2013). In

this study, the conceptof seB LVFORVXUH 3FRPPXQLFDWLRQ DigBsR ©rideGcM@QFH UHD
self-disclosure and frequency of ss6 LVFORV XUH" LV GLVFXVGohs@ehgtke Keflettion s LPHQ VLR
self-disclosure in the educational environment, the importance of teachedisstdsure will emerge, especially

in providing a positive learning environment and creating a safe space based on an effective communication
between teacheand student (Cayanus, 2004; Mazer & Hosek, 2012). In this context, Dobransky & Bainbridge
Frymier (2004), in their study examining the relationship between students and teachers in outdoor
environments, determined that teachers who trust their studeshtsoammunicate more effectively with their

students make a difference and that these teachers' students have more learning opportunities. In addition to
communication, trust and teackstudent closeness, teachers' tendency to open themselves up anduthiecimo
selfdisclosure are also very important (Cayanus & Martin, 2008). In this respect, Cayanus, Martin, and Weber
(2003) conducted their research on teachersdéstfosure and found that teachers who open themselves up to

their students and tend tgen themselves up to their students more ensure their participation in classes and
communicate better with studeMghile affective features such as communication, trust, and disposition in
teachers' disclosure to their students are under similar conteptsRWKHU VFDOHYVY WKH *IUHTXHQF
disclosure is also included in this study. According to Cay&nhMartin (2008), teachers' level of selisclosure

is also very important in quantitative ternfgpart from this, there are also studies theteral the reasons for

teachers' selflisclosure For example, Zhang et al. (2009), in their research examining teachedssskel§ure,

determined that teachers listed the following reasons: "To present practical examples from the real world, to
attractstudents' attention, to create positive teaahedent relationships, to create social role models, to create a
comfortable classroom environment for students, to develop students' interests. , entertaining students and
VDWLVI\LQJ WKHPVHOYHV ~

Considenng all these findings, in today's society where social media is used so frequently and widely, it is seen

that theSTSSMLV D YDOLG DQG UHOLDEOH PHDVXULQJ WRRO WKDW FDQ EH X
disclosure to their students on sdaieedia Teachers' selfisclosure in social media can be measured using

other cognitive and affective concepts. In addition to quantitative measurements, the behaviatisdleslire

can also be examined with qualitative methods that enafdlegth ulerstandinglt also needs to be tested with

different universes and samplings to test whether the scale can make valid and reliable measurements.
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Appendix: The Scale of TeachersSelf- Disclosure through Social Media STSSM
Personalinformation Form:

1) Gender : 2) Years of Seniority
3) Education Status 4) School Type Served
5) School Level Served 6) Social Media Usage:

7) Faculty of Graduation:

No ITEMS 112 |3 (4 |5

Interacting with my students over the SM help me communicate more strongly
my students.

2 ,QWHUDFWLQJ ZLWK P\ VWXGHQWY RQ WKH 60

When add my students to my SM account anddistflose information about m
3 personal and/or professional life to them over the SM, my students kedvetter,
and increase the trust they have in me.

Interacting with my students over the SM, it allowed my students to know me

4 and express themselves more comfortably in the classroom.

5 As a result of my interactions with nsgudents over the SM, they know me bet
which makes my students more confidence in the classroom.

6 Knowing me better as a result of my interactions with my students over th

increases engagement of my students in the class.

My posts on SM and positive interactions with my students (e.g. messages
7 about their shares, making positive and supportive comments, and cele
special days) make my students more careful and attentive to me in class.

Seeing that y students have common interests with me on SM makes my stu
feel closer to me.

The interactions with my students over the SM have positive effects o
motivation of my students for the class.

, DG G«

10 « P\ VW X G mhpSMVActrRt and interact with them to attract their attentiof

11 «P\ VWXGHQWY WR P\ 60 DFFRXQW DQG LQWHU

them.
1> | <P\ VWXGHQWV WR P\ 60 DFFRXQW DQG LQWH
them.
«P\ VWXGHQWY WR P\ 60 DFFRXQW DQG LQWHU
13 |. . : .
information about various subjects related to school and/or classes.
, VKDUH«
14 «LQIRUPDWLRQ DERXW P\VHOI RYHUuGanWKare tHé

information more comfortably.

15 «P\ WKRXJKWV RQ WRSLFV RQ WKH GDLO\ DJH(

16 «LQIRUPDWLRQ DERXW P\ SHUVRQDO OLIH DQG

17 «LQIRUPDWLRQ DERXW P\ HPRWMRQDO KLJK VF

18 «LQIRUPDWLRQ DERXW WKLQJV , OLNH DQG RU

, RITIWHQ «

19 «VKDUH LQIRUPDWLRQ DERXW P\ SHUVRQDO SU

20 «VKDUH LQIRUPDWLRQ DERXW P\ EHOLHIV DQG

21 «VKDUH LQIRUPDWLRQ WKDW UHIOHFWYVY P\ HPR

Note (SM=SocialMedia)
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Abstract

In this study, the assumption tife equality of psychological distance between categorieatoig scale was
tested based ahenumber of categories and ability distributio@mtegory parameters were estimated by using
generalizedpartial credit model. The data sets é@dson the conditions of categoriesunts and ability
distributions vere generated by WinGen3 softwar€he results show that the assumptiontted equality of
psychological distance between categoriesatihg scak was not provided in any different ability distribution
and different category counts conditions. However, the number ofjacédeinfluenced the psychological
distance between categories, particularly for thgoint scale.As the number of categoriescreases, the
deviationamountfrom the conventiorlacategory value also increasédso, engboints of scales tend to close to
middle point of sale when the number of categorigsncreasd. When the converted scale values of the cases
with the differentability distribution characteristics were compared, it was seen that the deviation from the
conventional category value slightly varied in all the number of categét@msever these differences did not
have a systematiorder The degree of violation athe assumption increases as the number of categories
increases.

Key words: Interval equality, Nmber of categories, r@inal response scalé&jkert-type scale

Introduction

Measurement tools used in measuring psychological properties in social seiEngeserally ordinal response
scale.Scales higher than the ranking scale are almost nonexistetrdinal scale consists of values in which
order is known, but not the distance between the vakesn a mathematical point of view, using ordinal
values for calculations such as addition, subtraction, multiplication, and division do not give meaningful results
in a strict sense since the distance between two values on an ordinal scale is u@kmnvisason, 2019
Because of practical issues or matheo@ttalculations, many scales used to measure psychological properties
are considered equal interval scadthough they are ordinal scale. Therefore, it is assumed that these
measurement tools can be scaled and made interval tg@ © F O o) PIY YWD Q F Oldkert

scales fall within the ordinal level of measurem@ett, 1997; Blaikie, 2003; Hansen, 200i8).other words,

the response categoriage ranked, but the intervals between values cannobsumed to bequal, although
reseachersoften assume that they are (Blaikie, 20a3pwever,Cohen, Manionand Morrison (2000yontend
WKDW LW LV 3bhSSudhat thelimén¥ityHosewiRentE HW Z strim@lydLVDJUHH™ DQ®& 3GLVDJUF
equal to the intensity ofsentimentamorg other consecutive categories on thi&ert-type scale. Distance
between categories is unequal and unknown (Wu, 2007; Ferrando, 2003; M20EH|, and subjects do
perceivelikert-typescales as neaquidistant (Bendixe& Sandler1995).

In the ®cial sciences, ordinal variables which have at least five categories and are measured on scales with
equal interval length (i.eequal distances between categories, such ad.ikeat-type scale) areegarded as

guast or pseudemetric variablesywhich meangheycan be treated as metric variables in the empirical analysis
(Volkl & Korb, 2018). Pell (2005) suggesthatif the Likert-type scale had beeconceivedto be symmetrical

and the asumption ofthe equal distances bgeen choices had been made, thkerttype scalemay then be
expectedo providemeasuresit the intervalevel. These kind of datés at an ordinal level because the distance

’ Corresponding AuthoiGizem Uyumazgyizemuyumaz @gail.com
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between categories is not constant throughout the scale; the distance betvistarttithe 2nd categories may

not be the same dke distance between tl2md andthe 3rd categories Hlarwell & Gatti, 2001).Although a

scale needs to be structured in accordance with a coding system based on equal units, it cannot be said with
certainty that these numerically equé#ffetences create equal differences in terms of psychological or another
EDVLF PHDQLQJ GLPHQV URi€pd, Whev asneaRkih@scalesit is often erroneously assumed

that equal distances between categories, (tag.distance between cateps 1 and 2nd between categories 2

and 3)correspond to equal distances in measured dimendiatsri@aca, 2018 The main bias imanking scales

is that different respondents associate déffie meanings to the categorid®;s the perceived distandsetween

categories varies accorditgthe cultural background of the respondents (Cgagtox, 1987)lIt is not possible

to claim that numecal difference equality (8=1)=4-3=1) exists in terms of semantic difference on a scale

where response optioasegraded from "5.strongly agree" to 8trongly disagree”. Is the difference in meaning
EHWZHHQ 3VWURQJO\ DJUHH™ DQG :DJUHH" UHDOO\ HTXDO WR WKH PH
GLVDJUHH QRU DJUHH"" ,Q WKH Okeiwtypt scalex by theWendpdinid dkieked &cadsK DW IR
the respondents assume that the numerically labeled categories in the middle are equallamspabeckfore

the scale should be seen as interval (Schaeffer & Presser, 2003), fully labeled scgkaseaally considered

ordinal (Wakita, Ueshima & Noguchi, 2012).

Undoubtedly, supposthe unit defined in a scale does not represent the same property in every range of the
property being measureth that casethis means the intervals are not equakuléng in measurements that

cannot accurately represent the quantitiedifferences across objects/individuals. Thus, the scale's strength to

notice the amount of intet QGLYLGXDO GLIIHUHQFHV LV JRQH 7DYUDQFOO )
results obtained with such a scale and the accuracy of the deciagets ¢n this scale are suspected. Wakita

(2004) recommended a method for calculating the distance between categories. The distance betwées categor
(widhts) were defined as WC2-C1, W2=C3C2, W3=C4C3, and it was displayed that the psychological

distanes between eachtegory were equal when W1:W2:W3B:.:1. As a result of the study, it is reported that

the distance between categories was affected by the item content. When negative items are used jnhbe scale
distribution of scores temsdto be skewd, and the neutral response category comear other dmgories.

Another studyabout the distance between response categories in tykertscales ith four, five, and seven

point scales conducted by Wakégal. (2012) showed th#te equality of distacebetween response categories

differed by number of categories. Thus, they suggest that the differentiation in the number of categories
damaged the basic assumption of Likgpe scalesIn this case, they stated that the accuracy of the
measurements rda was at risk. Some studies in the literature show that differentiation of the number of
categories affestthe validity andthe UHOLDELOLW\ Rl PHDVXUHPHQW SURSHUW\ 2VNL
7H]EDUDUP The original Likeritype scale containfive verbal response categories. In the rating scales
developed later, double, triple, quadruple, sind seven response categories were also used (Anderson, 1988);
KRZHYHU LW LV VWDWHG WKDW WKH LGH D Oozgn¥,Fa¢ldCutd &MU IRULHYV L
2008. However the issue of the optimal number of response categories in rating scales is still unresolved
(Preston& Colman, 2000)In fact, one of the main goals in increasing the number of response categories is to

obtain high leveof internal consistency of the scale (Kokli, 1997). Along with depends on the feature to be
measured, to a certain degree, as the number of categories decreases, the sensitivity of the measurement
decreases, and it is increases as it increases. Afentancpoint either the scal§ ¥apacityfor distinguishing

between categories fajler information loss occurbecauseW KH VFDOH JRHV WR FODVVLILFDWLR
2012. Internal onsistency reliabilitysignificantly increasesuntil the respores category is seven; however, the

increase is not remarkable when the number of categories is above Bewgnthe rating scalewhich hae

over seven categori@emostly not preferred. In other wordshen the scale over seven categories is used, it

becomes difficult to write a meaningful response catedmvgl and the individual has difficultin finding a

suitable response category (Thorndike, 1997).

In the literature, it is seen that the studies examined psychometric property of scales basewben of

response category have different findings. In the studie$ WO 0OJDQ DQG 6Rwm(209%), Masters

(1974), Matell andlacoby (1971)Uyumazand Cokluk (2016), it was found that the differences in the number

of categories irLikert-type scales affect the validity of the scale while in the studie§ UIN Xt 6D Qadd % D+00
Guven (2000)Leung (2011) and Preston a@@liman (2000)it wasreported that validity was similar in forms

with different category numbers. In the studies of Kan €20ihdUyumazand Cokluk (2016), the validity

evidence improved as the number of categories increased, while the validity evidence worsened as the number
of categories N HDVHG LQ WKH VWSaGkesR20®V @ G2 Qtuied Gxamining the tefiec

number of categories on reliability, it was observed that as the number of categories increased, the reliability of
the scale increaseds(W O O JD Q 6DONHV & LFFKHWWNMastérs,RIM2,GPvésidd & 7\UHU
Colman, 2000; Tate, Simpsofpo & LaneBrown, 2011;Uyumaz& Cokluk, 2016; Weng, 2004;), while some

of the others showed that reliability did not differ significanBeding, 1953Brown, Wilding & Coulter,
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1991; Chang, 1994{UN X0 HW Rdnorita, 1963; Leung, 2011; Matefl Jacoby, 1971Uyumaz &
Cokluk, 2016; Wakita, et al., 2012).

The usability of the results obtained from any scale, the accuracy and significance of the decisions made are
closely related to the psychometric properties of the measurement tool. If aremeast scale dsnot provide

the necessary assumptions and have low validity and reliability, it causes the decisions made about individuals
to be inaccuratdn this study we aimed to examinkow the differentiation of the number of categories (four,

five, six, and seven) and ability distribution characteristics (normal distribution and beta distributiodaffect

the distance between response categories in the scale.

Method

Research Model

In this study, how the psychological distances between dkegaories ofrating scalechange under different
conditions has beeaxplored In this respectthe research is a simulation study that contributes directly to
theoretical studies.

Simulation Design

In order to determine the psychological distances mtweategoriesthe Generalized Partial Credit Model
(GPCM) (Muraki, 1992) was usetdihe Partial Credit Model (PCM) is used in measures evaluating the process
(problem solving, project evaluation, etc.) and in personality and attitude scales that argaslytoetbus. It is

seen as an extension of the gragameter logistic modeand the slopes of the items are considered etpual.
GPCM, the slope parameter is estimated separately for each item. The slope parameter describes the degree of
differences of cegorical reponse as ability level changéEmbertson & Reise, 20005PCM allows more
insight into the characteristics of the items than does the FFGMthese reasong) this study, since the effect

of different ability distributions on the psychologl distance between categories is examined, GPCM is used
for parameter estimatioritem parameters reflecting reléfle conditions were chosen. The discrimination
parameter "a" was produced from a uniform distribution with a minimum value of 0.5 andraumaxalue of

1.5. The difficulty parameter "bWwas produced from standard normal distribution with a mean of 0.0 and a
standard deviation of 1.0. Similarly, Ogasawara (2001), Badkoung (2005), PenfieldndBergeron (2005)

used a uniform distributioffor the "a" parameter in their research. Kand Lee (2004), Ostiniand Nering
(2006) determined "b" parameters similarly in this study.

The conditions of the ability distribution are formed by representing the values the situations where the standard
normal distribution and the Beta distribution are normal, skewsedl kurtic. The conditions of person
parameters are drawn from standard radrmistributions which are N(0,1), N@, N(-2,1), N(0,3) and
N(0,0.3). These distributions are chosen for reptésgability differences of participants and homogeneity and
heterogeneity of groupés suggested by previous IRT literatutee person parameters may be drawn from the
same distribubns or different distributionge.g., Dai, 2009, 2013;i, 2014). In his study, the reason for
examining the conditions of the beta distribution in addition to the standard normal distribution is that the Beta
distribution is used as conjugate prior for Bernoulli, binomial, negative binparal geometric distributions
Bayesian inference. The use of the conjugate a priori is quite convenient, as the estimation of the posterior using
a conjugate a priori allows avoiding the long and large number of computations of the Bayesian estimation.
Thus, we also examined in the effeétdifferent conditions of beta distributions on the psychological distance

of rating scales. The conditions reflected different beta distributions are chosen based on previous literature
(Moitra, 1990;Pérez, Martin, Garcia & Granero, 2016).

The fixed ad manipulated conditions of the stualedisplayedin Table 1. The normal and beta distribution of

the ability distribution in the study, and the conditions in which the number of categories are four, five, six and
seven have been examined. Altogetlieere were (2x4)x540 simulation conditionthatwere studied. For each
condition, 1000 replications were performadd a total of 40000 data filegere examinedThe dita generation

model was GPCM. WinGen3 software svased for data generation (Han, 200i)the preliminary study, 1000
replications suggested in the litreture for simulation studies are conducted in one condition for the data
generating model. The standard errors of the item and ability parameterexamined for the function of the

numbe of replications. Although the average standard errors show different decreasing or increasing patterns
when the replication number ranges till 15, they tend to be stable when the replication number reaches 20. In the
study, test lenght and the sampleesivere kept constartloreover,in line with the studies in the literature
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(Fitzpatrick & Yen, 2001; Liou, Cheng & Johnson, 1993@)l conditions reflect the responses of 1000
participants to 10 items.

Table 1.Fixed andmanipulated factors and their cesponding levels in the simulation

Manipulated Factors

Ability Distribution Standart Normal Distribution X 1 1 Beta Distribution Xy % H W D
N(0,1): Standard Normal Be(5,5): Mesiokurtic
N(2,1). Standard NormgHigh ability) Be(2,8): High Positive
N(-2,1): Standard NormglLow ability) Be(8,2): High Negative
N(0,3) : Platykurtic Be(3,3): Platykurtic
N(0,0.3): Leptokurtic Be(8,8): Leptokurtic

Number of categories 4,5,6and 7

Fixed Factors

Test lenght 10
Sample Size 1000

Data Analysis

In the dataanalysis first of all, 0 F'R Q D O G 1 VreltaBiltyd &vefficientswere calculated to compare the
reliability across conditiond/ia a macro for SPSS, IBM SPSS Statistican2s used foreliability analysis.

Then, the following steps werglied to determine the psychological distatetween response categories:

x Conversion is applied to make conditions with different number of categories comparable. The
conversion was made according to the 4dgent ranking, which is the optimum numberaattegories.
When the item values before the conversion are set at x and those after the conversion are set at vy,
y=5/4x in the case of the-goint scale, y=5/6x in the case of thg@int scale and y=5/7x in the case of
the 7point scale.

X Threshold paranters of all items for each condition were estimated based on GPCM.

x Category parameters were converted to normal distribuiod then standard normal distribution
functions were obtained from Equation 1.

(x_ A x
1 v 1

W2 S NV
F : population mean V: population standart deviation

x For each number of categories, the scale values \adgzelated through Equationusing the category
parameters and category distribution funcs@f each category.

f x

Pt g Ty T(G)
1 f (x)dx 3 f(Xdx

C C,

)

p1 p1

C, : category parameter value fth category, f (Cp) : distribution function oPth category

x Scale values have been converted atange of categories through Equation 3.
1
n Py n ©)
pson pilk

x Converted scale values (d) were obtained by converting the fo{malues into the category range. If

the converted scale values are equal to the category value for all categories, it means that the
assumption otthe equal interval is providedin other words, the psychological distances between
categories are equal.

Results and Discussion

This section, irparallel with theaim of the study, presentbe findings related to the reliability estimates and
the determination of the psychological distances between response categories.
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Reliability Estimates

The reliability estimates for each condition of notmistribution and beta distribution and for each number of
response categories were calculated VitR 'R QD O G V 2 P H XDeffitléidsLiieEihdihng3ake presented
in Table 2.

Table 2.0 F' R Q D @nedp\tliability coefficients

Normal Distribution Beta Distribution
Number of = S o @ %) ) ) =) )
Categoes o & ¥ o ¢ T ¥ 3§ %

prd z Z Z z m m m m m
4 0.999 0.995 0.998 0.999 0.999 0.945 0.966 0.972 0.945 0.955
5 0.998 0.997 0.999 0.999 0.999 0.953 0.972 0.966 0.986 0.911
6 0998 0.997 0.999 0.998 0.999 0.978 0.967 0.978 0.986 0.923
7 0.998 0.997 0.999 0.998 0.999 0.956 0.963 0.978 0.990 0.656

As shownin Table 2, the reliability estimates are very close to the upper limit of 1.06aagdsbetweer0.995
and 0.999 underthe normal distribution ofthe ability distribution. In cases where the ability distribution is
compatible with the beta distribution, the reliabilityefficients range between 0.686d 0.990Independent of
the number of categories, reliability in allnditions ofthe normal distribution is higher than all conditions of
thebeta distribution.

Different Category Numbers in The Same Ability Distribution

Table 3 to Table 12 shows the threshold parameters (b), the scale value (i) and the converteliesdde va
obtained by GPCM in different category numbers and ability distribution. If the converted scales egjual to
the category value for all categories, it means that the assumptiogexfual interval is provided in practice, in
other words, th@sychological distances between categories are equal.

The differences between the transformed scale values presented in Table 3 and the conventional item values
were calculatedor each numbebf rated response categorid=r example, when the number sponse
categories is four, the amount of deviation from the actual value of the category was calculated by subtracting
the converted scale value 2.085 from this value for the conventional category vaue2085| = 0.085. In

this case, the conméional item value of a person who marked the response category "Sometimes" on a graded
response scale consisting of four categories such as "Never", "Sometimes", "Often" and "Always" is 2, in fact
the response of the individua 2.085 coincides with thpoint. Hence, this indicates a difference of 0.085
points between the actual value of the item for that response category and its conventional value. In the N(0,1)
distribution condition, He largstdistance between the conventional values of the regpoategories anthe
transformed scale values happemdtn the number of response categories was s@Vedeviations from the

second, third, fourth, fifth and sixth categories were 0.420, 0.288, 0.009, &r#b0.420respectively.

Normal Distributi on
Table 3. The results of the N(0 distribution condition

Response Categories

Number of 1. 2. 3. 4. 5. 6. 7.
Categories
4 b -0.854 -0.027 0.821
u o -1.384 -0.373 0.416 1.410
d 1.000 2.085 2.933 4.000
5 b -1.024 -0.329 0.285 1.052
g -1.567 -0.637 0.021 0.650 1.544
d 1.000 2.196 3.042 3.850 5.000
6 b -1.123 -0.472 0.017 0.530 1.179
p o -1.670 -0.825 -0.267 0.223 0.770 1.625
d 1.000 2.283 3.129 3.873 4.703 6.000
7 b -1.254 -0.633 -0.196 0.198 0.627 1.245
poo -1.724 -0.906 -0.406 -0.001 0.408 0.914 1.732
d 1.000 2.420 3.288 3.991 4.701 5.580 7.000

(b): Threshold Parameters, (4): The Scale Value, (d): Converted Scale Value
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As the number of categories increased, thewarhof deviation from conventional item values increased. Also,

it is observed that converted scale values tend to be higher than conventional scale values in low response
categoriesand converted values tend to be lower than conventional value indsigbnse categories. Another

finding is that when the number of response categories are odd, the deviation from the conventional category
value is the lowest in the middle category (0.042 in 5 category and 0.009 in 7 category).

Table 4. The results of thé(2,1) distribution condition

Response Categories

Number of 1. 2. 3. 4, 5. 6. 7.
Categories
4 b -0.867 0.027 0.872
po -1.423 -0.423 0.393 1.420
d 1.000 2.055 2.917 4.000
5 b -1.024 -0.294 0.307 1.012
puo -1.534 -0.633 -0.006 0.630 1.544
d 1.000 2.172 2.985 3.812 5.000
6 b -1.152 -0.480 -0.005 0.485 1.141
po -1.639 -0.784 -0.235 0.238 0.786 1.648
d 1.000 2.301 3.136 3.855 4.689 6.000
7 b -1.260 -0.622 -0.195 0.210 0.629 1.273
po -1.748 -0.919 -0.413 -0.007 0.402 0.910 1.737
d 1.000 2.427 3.298 3.997 4.702 5.576 7.000

In the N(2,1) distribution condition, thiargestdistance between the conventional values of the response
categories and the transformed scale vahappenedwhen the number of response categories was sé@Ven
deviations from the second, third, fourth, fifth and sixth categories were 0.427, 0.298, 0.003a0d208124
respectively.

Table 5. The results of the #2(1) distribution condition

Respose Categories

Number of 1. 2. 3. 4. 5. 6. 7.
Categories
4 b -0.833 -0.011 0.840
poo -1.399 -0.390 0.399 1.393
d 1.000 2.084 2.932 4.000
5 b -1.024 -0.324 0.283 1.073
po -1.584 -0.643 0.020 0.647 1.544
d 1.000 2.2 3.051 3.853 5.000
6 b -1.164 -0.484 -0.008 0.508 1.190
po -1.679 -0.817 -0.245 0.241 0.793 1.658
d 1.000 2.293 3.150 3.877 4.704 6.000
7 b -1.273 -0.628 -0.186 0.211 0.632 1.221
g -1.705 -0.900 -0.415 -0.013 0.400 0.918 1.748
d 1.000 2.399 3.241 3.941 4.658 5.558 7.000

In the N¢2,1) distribution condition, théargestdistance between the conventional values of the response
categories ahthe transformed scale valuespp@&edwhen the numberfaesponse categies was seven. The
deviations from the second, third, fourth, fifth and sixth categories were 0.399, 0.241, 0.059a0d3a2142,
respectively.

Table 6. The results of the N(0 @istribution condition

Response Categories

Number of 1. 2. 3. 4. 5. 6. 7.
Categories
4 b -0.793 0.037 0.860

Mno -1.414 -0.424 0.357 1.362
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d 1.000 2.070 2914 4.000
5 b -1.024 -0.311 0.292 1.006
po -1.530 -0.622 0.009 0.640 1.544
d 1.000 2.182 3.003 3.823 5.000
6 b -1.156 -0.493 -0.005 0.5( 1.172
H -1.665 -0.807 -0.244 0.244 0.795 1.651
d 1.000 2.293 3.143 3.878 4.709 6.000
7 b -1.238 -0.609 -0.162 0.242 0.659 1.266
po -1.742 -0.933 -0.444 -0.040 0.379 0.893 1.719
d 1.000 2.402 3.250 3.951 4.677 5.569 7.000

In the N(0,3) distribution condition, thkrgestdistance between the conventional values of the response
categories and the transformed scale vahaspenedvhen the numberfaesponse categories was seven. The
deviations from the second, third, fourthtHifand sixth categories were 0.402, 0.250, 0.049, 0&%80.431,
respectively.

Table 7. The results of the N(0,0.G8%tribution condition

Response Categories

Number of

. 1. 2. 3. 4. 5. 6. 7.
Categories
4 b -0.845 -0.022 0.804
po -1.371 -0.3® 0.410 1.402
d 1.000 2.084 2.926 4.000
5 b -1.024 -0.299 0.302 1.026
po -1.546 -0.636 -0.001 0.633 1.544
d 1.000 2.179 2.999 3.820 5.000
6 b -1.175 -0.493 -0.001 0.519 1.175
po -1.667 -0.817 -0.253 0.242 0.802 1.667
d 1.000 2.274 3.120 3.863 4.703 6.000
7 b -1.314 -0.647 -0.220 0.182 0.631 1.256
po -1.734 -0.913 -0.400 0.019 0.427 0.945 1.782
d 1.000 2.400 3.276 3.990 4.687 5.571 7.000

In the N(0,0.3) distribution condition, tHargestdistance beteen the conventional values of the response
categories and the transformed scale values happened when the number of response categories Was seven
deviations from the second, third, fourth, fifth and sixth categories were 0.400, 0.276, 0.010a@l31329,
respectively.

Beta Distribution

Table 8. The results of the Be(bdhstribution condition

Response Categories

Number of

. 1. 2. 3. 4, 5. 6. 7.
Categories
4 b -0.876 -0.038 0.821
po -1.384 -0.368 0.431 1.426
d 1.000 2.085 2.937 4.000
5 b -1.024 -0.293 0.297 1.006
po -1.529 -0.624 -0.002 0.629 1.544
d 1.000 2.178 2.988 3.810 5.000
6 b -1.133 -0.495 -0.002 0.504 1.187
po -1.677 -0.813 -0.246 0.243 0.787 1.633
d 1.000 2.304 3.162 3.901 4,722 6.000
7 b  -1.299 -0.659 -0.220 0.205 0.622 1.255
po -1.733 -0.908 -0.408 0.007 0.433 0.946 1.769
d 1.000 2.413 3.270 3.981 4.710 5.590 7.000
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In the Be(5,5) distribution condition, tHargestdistance between the conventional values of the respons
categories ahthe transformed scale values happewbdn the number of response categories was s@ven
deviations from the second, third, fourth, fifth and sixth categories were 0.413, 0.270, 0.019a020@110,
respectively.

Table 9. The redts of the Be(3,3}listribution condition

Response Categories

Number of

. 1. 2. 3. 4. 5. 6. 7.
Categories
4 b -0871 -0.008 0.853
M -1.409 -0.397 0.413 1.423
d 1.000 2.072 2.930 4.000
5 b -1.024 -0.306 0.297 1.042
M -1.559 -0.639 0.004 0.637 1.544
d 1.000 2.186 3.015 3.830 5.000
6 b -1.195 -0.517 -0.012 0.498 1.164
B -1.658 -0.800 -0.237 0.259 0.824 1.683
d 1.000 2.283 3.126 3.869 4.714 6.000
7 b .1.289 -0.657 -0.217 0.192 0.608 1.271
W -1.745 -0.905 -0.394 0.013 0.429 0.941 1.761
d 1.000 2.437 3.312 4.008 4.722 5.597 7.000

In the Be(3,3) distribution condition, tHargestdistance between the conventional values of the response
categories amhthe transformed scale valuesppenedvhen the number of response categories was sé@Ven
deviations from the second, third, fourth, fifth and sixth categories were 0.437, 0.312, 0.008a02@8103,
respectively.

Table 10. The results of the Be(8B3tribution condition

Response Categories

Number of 1. 2. 3. 4, 5. 6. 7.
Categories
4 b -0.893 -0.004 0.859
Mo -1.414 -0.402 0.419 1.440
d 1.000 2.063 2.927 4.000
5 b -1.024 -0.286 0.324 1.059
H -1.573 -0.661 -0.019 0.625 1.544
d 1.000 2.170 2.994 3.821 5.000
6 b -1.137 -0.504 0.035 0.531 1.179
il -1.671 -0.826 -0.277 0.229 0.793 1.636
d 1.000 2.277 3.107 3.873 4.726 6.000
7 b -1.289 -0.642 -0.199 0.196 0.624 1.258
1l -1.735 -0.910 -0.404 0.002 0.414 0.932 1.761
d 1.000 2.416 3.285 3.981 4.688 5.578 7.000

In the Be(8,8) distribution condition, tHargestdistance between the conventional values of the response
categories aththe transformed scale valueappenedvhen the number of response categories was s@\en
deviations from the second, third, fourth, fifth and sixth categories were 0.416, 0.285, 0.019a0d30222,
respectively.

Table 11. The results of the Be(2¢83tribution condition

Response Categories

Number of 1. 2. 3. 4. 5. 6. 7.
Categories

4 b -0831 0.003 0.825
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Mo -1.387 -0.391 0.390 1.391
d 1.000 2.075 2.919 4.000
5 b -1.021 -0.283 0.306 1.048
po -1.564 -0.647 -0.011 0.625 1.544
d 1.000 2.180 2.998 3.816 5.000
6 b -1.179 -0.518 -0.009 0.491 1.144
po -1.641 -0.789 -0.236 0.258 0.818 1.670
d 1.000 2.287 3.122 3.868 4.714 6.000
7 b -1.242 -0.657 -0.205 0.211 0.656 1.240
pooo-1.721 -0.921 -0.426 -0.003 0.424 0.923 1.723
d 1.000 2.393 3.256 3.993 4.737 5.607 7.000

In the Be(2,8) distbution condition, thdargestdistance between the conventional values of the response
categories ad the transformed scale values happembdn the number of response categories was sé@Ven
deviations from the second, third, fourth, fifth and sietitegories were 0.393, 0.256, 0.007, 0,268 0.393,
respectively.

Table 12. The results of the Be(8d@}tribution condition

Response Categories

Number of 1. 2. 3 4 5. 6. 7.
Categories
4 b -0.875 0.007 0.842
M -1.400 -0.401 0.406 1.426
d 1.000 2.061 2.918 4.000
5 b -1.023 -0.287 0.314 1.042
K -1.559 -0.649 -0.013 0.626 1.544
d 1.000 2.173 2.992 3.817 5.000
6 b -1.147 -0.452 0.037 0.522 1.178
K -1.669 -0.820 -0.274 0.203 0.768 1.644
d 1.000 2.282 3.105 3.825 4.678 6.000
7 b -1.246 -0.644 -0.192 0.203 0.633 1.244
Ho -1.724 -0.909 -0.411 -0.005 0.411 0.917 1.725
d 1.000 2.416 3.282 3.989 4.714 5.594 7.000

In the Be(8,2) distribution condition, tHargestdistance between the convemt#b values of the response
categories amhthe transformed scale values happembdn the number of response categories was sé@ven
deviations from the second, third, fourth, fifth and sixth categories were 0.416, 0.282, 0.011a0d286106,
respectiely.

Different Ability Distributions in The Same Category Numbers
The findings on how the psychological distances between response categories vary according to the ability

levels of individuals and the number of response categories of the scale lasteglvéogether in four figures
below.

1.000 2.085 2937  4.000
N(O.1) 1.090 2085 2933 4000 Be(5.5) L 0 : ;19 i
1.000 2075 2 4.000
N(2,1) '1.0.00 2:.[?55 2:.‘2’13" 4_020 Be(8.2) e 2.081 - ;18 0
1.000 : : 4.000
N(2,1) 1.000 2084 2932 4.000 Be(2.8) 0 i\ 3 f
N(0,3) 1.000 2070 2914 4.000 Be(3.3) 1.000 2072 2930 4.000
1.000 2063 2927 4000
N(0,0.3) 1.000 2084 2926 4000 Be(5.8) L 2 2 i

Figure 1.Converted scale value of tHepoint scale for the normal and beta distribution.

In Figure 1, it is seen that the deviation from the conventional values of the categories in all conditions of both
beta ad normal distribution is very close to each other and at most 0.085.
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NDA) 1.000 2196 3042 380 500 Be(5.5) 1.000 2178 2988 3810 5000
NEA) 1o 2072 2385 3812 50 Be(6.2) topo 280 2998 3816 5000
NG2A) 1opp 2203 3051 3883 s Be28) o0 2173 299 37 5000
NO.3) g0 2182 3003 383 gong Be(3.3) 1000 2186 3016 380 g0
N©.0.3) 1000 219 299 380 500 Be8S) 10 200 2994 381 gon0

Figure 2.Converted scale value of thepoint scale for the normal and beta distribution.

Figure 2 summarized that the deviations from the conventional values of the categorieseate ehch other in

all conditions of both normal and beta distributions. The highest devision in the normal distribution is 0.203, and
the highest devision in the beta distribution is 0.19. Tweest deviations in both distributions were in the
middle ategory. Usually the endpoint categories tend to close towards the mean.

N1 1.000 2263 3129 3873 4703 6.000 Be(5.5) 1.000 2304 3162 381 472 5.000
N(Z,1) 1 ogn 2..201 3.126 3.355 4.589 SDED Be(3.2) 1 020 2 2.3} 3 1'22 3E68 4 };14 6 020
N2,1) 1.000 2 2.93 3_15.0 3 22?? 4_104 6.000 Be(2.8) 1.000 2282 3. 1:)5 3?25 4f18 6.000
ND.3) 1.000 2293 3143 3818 4709 6.000 Be(3.3) 1.000 2283 3126 3869 4714 6.000
ND,0.3) 1.000 2214 3120 3863 4703 6.000 Be(5.) 1000 2217 3107 38713 4726 £.000

Figure 3.Converted scale value of tBepoint scale for the normal and beta distribution.

Figure 3 summarized that the deviations from the conventional values of the categarieseate each other in

all conditions of both normal and beta distributions. The highest devision in the normal distribution is 0.311, and
the highest devision in the beta distribution is 0.322. Higbestdeviations in both distributions were seen in

the 2nd andSth categories while the lowe deviation was seen in the 3rd and 4th categories. Usually the
endpoint categories tend to close towards the mean.

o 1090 2420 3288 31 4701 5580 100 pess) 1090 243 3210 3@ 4710 550 7090
N 1000 2421 3298 3997 4702 5576 7090 pap2) 1090 2393 325 393 4] 5607 7000
N21) 100 2309 3241 3941 4558 5558 1000 Beps) 1.000 2415 3212 3% ATM 554 70g0
N(D.3) 1.000 2402 3250 3951 4677 5569 7000 sea3 1.00 24 3312 4u8 472 5597 7.090
N{D.0.3) 1.000 290 3276 3390 4687 5571 000 Besg) 1.090 246 3285 391 458 5578 7090

Figure 4.Converted scale value of tiepoint scale for the normal and beta distribution.

Figure4 summarized that the deviations from the conventional values of the categories are close to each other in
all conditions of both normal and beta distributions. The highest devision in the normal distribution is 0.442, and
the highest devision in the bedastribution is 0.422In both distributions, the lovet deviation was seen in the
middle category, and the endpoint categories tend to be close to middle. In the beta distributihettte
deviation from the conventional value of the response catsyaias observed in the leptokurtic distribution of
beta. Particularly, it is seen that the most deviasion from conventional category parameters displayéd in the
point scale in all conditions of both normal and beta distribution. This deviasion was Heoendooint
catogories to migoint category. Wakita, et al. (2012) illisturated that in thgoiht scale, the participants
tended to avoided selecting both ends of categories. These findings show that uistgoet detwen
categories 0 a 7-point scaé may happen respondefitsiasesagainst categories containing the strongest
statementanot because of the ability distribution of respondents.

Conclusion

Likert-type scales, which are frequently used in social sciences to measure emotional chasdeve an
important assumption. It is the equality of psychologidstances between categorids. this study, this
assumption was examined by calculating the interval values. It is examined how the number of rating response
categories in the scalea the differentiation of ability distribution characteristics of the group affected the
reliability of the measurement tool and the psychological distances between the response categories in the scale.

First of all, it has been concluded that the religboefficient is at a high level in all types of the normal
distribution, independent of the number of categotiesonditions where the ability distribution is compatible
with the normal distribution, the reliability valuds not change in all calitions of both the distribution and the
number of categories. Therefore, in cases where the ability distribution is compatible with the normal
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distribution, it has been determined that the reliability coefficient is independent of the number of categories
This result is supportk by the studies in the literatu (Brown, Wilding & Coulter, 1991; Chang, 1994;
Komorita, 1963; Wakita, Ueshima & Noguchi, 2012). When the ability distribution is the beta distribution,
reliability coefficient value differs accoing to the shape of the distribution and the number of categories.
However, tlese differences do not show a consistent structure. Also, the internal consistency reliability
coefficient was calculated lower than the normal distribuitioevery condition othe beta distributioniThe beta
distribution is skewed compared to the normal distribution. Therefore, it is concluded that the reliability
decrases independent of the number of categorie wine distribution is skewedh conditions where the

ability distribution is compatible with the beta distribution, the reliability valar=affeded by the number of
categoriesin other words, it differs as the number of categories changes. However, this change is not consistent
(increasing/decreasing) in the chitons. Hamby and Levine (2016)und thatthe reliability estimates were

higher in conditions where the number of categories was higher tharPi@ston and Colman (2000) found

that 4-point scaleperformed poorly omeliability in comparison to scalesith more levelsAlthough there are

studies in the literature stating that as the number of categories in the rating scales increases, the reliability of the
scale increase $WOO0OJDQ 6DONHV &LFFKHWW IMastksR POD4Pvedtod & 7\UHU
Colman, 2000; Tate, Simpson, Soo & LaBewn, 2011; Uyumaz & Cokluk, 2016Veng, 2004, this study

shows that the equality of the psychological distances between daseg@aks as increases the number of the
categories in a scal€or this reasortaking the purpose of the study and the level of the group into ac@unt
seems beneficial not to choose response options containing too many categories

In sum it is see that as the number of response categories increases, the amount of deviation from the
conventional category value increases in Litgpe scales. In all cases, it was found that the assumptiiwe of
equality of psychological distance between categartadd not be fully providedand there were deviations

from the conventional category value in each category. However, the conditionsicim thb number of
categories idewer are closer to fulfilling the assumption. As a result of this study, it wasdfthat the
differentiation in the number of categories in the rating response scales disturbs the equality of psychological
distance between categories, which is the basic assumption of the scale. The degree of violation of the
assumption increases as thamber of categories increases. Therefore, the accuracy of the findings and
decisions taken from the applied scale at risk. This finding is in line with the studarobyHandLevine

(2016); Wakita et al. (2012).

In this study, it was determined that theviations from theategory values towards the maint category at all
category numbers, in other words, conventional category values came over towards the midpoint. While the
deviation from the category value is higher in the endpoint categories¢rigades as it gets closer to the
midpoint category. In the case of an odd number of categories (five and seven), the deviation from the category
value is low in the midpoint categorit the same timeit is high in even number of categories. Thus, onetmus

find an accomondation between potentially increasing the imprecision associated with rating scales by using too
many categories and inviting the error of extreme responses by usiagcegories. For this purpose, using
5-point end scales is recommead Hamby and.evine (2016).

Wakita (2004) examined psyhological distance in real data study and reported that when the distribution is
skewed, the neutral response category came over towords to other categories (tbe Oethapen them
decreases).his study determined that in conditions where the ability distribution is skewed to the right and left,
the midpoint response category is almost equal to its category value (or the deviation is very smatlwadso

found that the deviations in the righhdhleft categories of the midpoint category change to approach the
midpoint category.

When the converted scale values of the situations with the same number of categories and different ability
distribution characteristics were examined, it was seentibaldviation from the category value slightly varied

in all the number of categories according to the characteristics of the distriddtioreyver,these differences

did not have a systematicder.

This study aimed to examine whether the number of optaond different ability distributions had an effect on
the psychological distance between categories in the Likert scale by applying IRT themgsiderthe
appropriate number of options. The results of IRT analysis indicated that when the numbemsfiopteased,
pyshological distance between categories differed from conventional category value, especially-poittte 7
scale. Also, it was found that ability distribution did not efféet pyshological distance between categories.
However, this stdy was conduced as simulation study. These results should be supported with real data
examinatios.
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Abstract

The main objective of this study is to evaluate the social studies eduditdi@ture in Turkeythrough
systematic bibliometric analysis. The science mapping method was employed to analyze studies. 252 studies
that were extracted from the Web of Science (Wo0S) database were analyzed. The findings revealed that the
number of studies has been dramdljcimcreased in the last decade. Besides, It was found that the majority of
publications were published in local journals. Moreover, theses produced in this field are the most cited sources
in the articles. It was also concluded that even though theré5asscial studies education departments in
Turkish universities, only a few numbers of them made collaborations in the publications. Besides, it was found
that there are no multiountry collaborations in social studies educatitzmature in Turkey

Key words: Social studies education, bibliometric analysis, science mapping

Introduction

Social studies as a concept were first defined in the United States in 1916 as "the body of knowledge about the
human being, because its subject is directly an elewfetine organization, development and social unions of

the human community" and began to take place as a course in schools (Moffat, 1957). In Turkey, Civics,
History and Geography lessons are taught in primary and secondary schools before 1960 adethe sing
disciplined courses that are directly related to the Social Studies. These courses, which were combined with the
name of Society and Country Studies in 1962, were given the name "Social Studies" in 1968 and started to be
taught in primary schools for ¢hfirst time in 1968, and then in the secondary schools in the academic year of
1970 $NSOQDU .D\PDNoO dD\OU *+«UND\QDN :LWK WKH HIIHI
in the 1980s, ondisciplinary courses named National History anditvetl Geography were taught instead of

the Social Studies course. With the educational reform in 1998, the National History and National Geography
courses were abolished and the Social Studies course, which was prepared by adopting the collective education
principle, took its place in the curriculum (Ozturk, 2012).

As a reflection of Turkey's European Union candidacy process, radical reform in education was carried out in

2005, and education, as in all areas, has witnessed radical changes (Aksit, 2@88maBrdOnkol, & Sands,

2007). As a reflection of thisUHYLVLRQ VWXGLHV ZHUH DOVR FDUULHG RXW LQ WK
2017). The biggest change that emerged as a result of the revision studies was the adoption of the constructivist
teachiry approach in the curriculum. The adoption of this approach has focused the curriculum on gaining skills

and value rather than transferring knowledge. In the measur@waloiation dimension, using alternative
measurement and evaluation methods togethtr wiiitten and multiplechoice examsvererecommended to

teachers. In the rather local Social Studies curriculum, a separate learning area called "Global Connections" was
created in the curriculum by emphasizing the global perspective, with the effele afdtication reform

realized. Although the 2005 social studies curriculum contains radical changes, it can be said that it is quite
VLPLODU WR WKH 6RFLDO 6WXGLHV FXUULFXOXP FUHDWHG E\ 1&66 LQ E
2014). Finaly, the requirements that emerged in line with current developments and technological innovations

led to development efforts in the Social Studies course curriculum in 2018 (MoNE, 2018). The most significant
difference of the 20 Social Studies curriculuompared to the previous program is that it is quite simple and

’ Corresponding Authorg Q G HU (| adi&r Brigilmaz@amasya.edu.tr
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shortened. The content of the intensive curriculum was diluted by reducing the number of outcomes from 174 to
132. Besides, some skills and vallese been added. However, the philosophysingtture, which it is based
RQ KDV QRW FKDQJHG VLJQLILFDQWO\ dREDQ $NuULW 6HOYL

Within this change process, the need of social studies teachers was appeared after primary education law and
amendment about the social studies courserimgry schools in 1998. In order to satisfy this n&amtial

Studies Education Department was started to be established in the education faculties of universities. The
lecturers working in the Social Studies Education Department started to make researches on social studies
education and in the following yearthey gave consultancy to many master's and doctoral theses, with the
opening of Social Studies Education graduate programs. In addition to the academicians working in these
departments, academicians working in various departments, especially Elemehteajidh and Educational
Sciences, have also provided consultancy to many postgraduate theses related to social studies education and
contributed to the literature on social studies education. Between 1990 and 2009, a total of 486 graduate theses,
of which 436 master's and 50 doctoral dissertations, were viewed with the keywords searches of "social
studies”, "citizenship” and "human rights". While the number of theses produced annually in the '90s varied
between 1 and 5, it was observed that the numbtiteskes produced annually in 2000 and following years was
EHWZHHQ D Q@&jgebakabtCL.@G O ] 'XPDQ 8QWLO WRGD\ WKH QXPEHU
continued to increase every year and it has been observed that a 1dtabodduate these96 master's an@1

doctoral dissertations, were produced i2@@lone (YOK National Thesis Center, 2020). This situation shows

that the number of researchers related to social studies education and consequently research on social studies
education habeen increasing cumulatively and continues to increase day by day.

It can be said that the literature on social studies education is expanding in scope and it is quantitatively
increasing. Social studies are associated with various subject areas slaabedycation (Agikalin, 2010),
multicultural education (Banks, 1987), human rights education (Ramirez, Suarez, & Meyer, 2007), gender
(Crocco, 2001), ethnic studies, career education, character education, consumer education, environmental
education, peze education (Ravitch, 2003), and in this context, the literature continues to expand. In addition,
technological developments in recent years have affected social studies education and technology has made
itself being felt in the literature of social sted education (Doolittle & Hicks, 2003; Whitworth & Benson,

2002). Similarly, the expansion occurred in Turkey as in other countries where the teaching of social studies,
researchers conducted their research in line with these developments. This diamtoabled the literature on

social studies to spread to a much wider spectrum. On the other hand, considering that studies on social studies
education are carried out not only with students &lgb with various stakeholders of education such as
disadvaataged groups, social studies teachers;sprgice teachers, academicians, parents, policymakers
Thereforeit is clearly understood that social studies have a very wide aghelpith structure as a subject area of

the literature.

When a search carrieduibin Turkey's most comprehensive national database, "Dergipark” with the "social
studies" keyword; 289 articles between the 20022 years, 734 articles between 2@TA 7 years, 582 articles
between 2012020 years can be accessed in search resultggiflaek, 2020). Although this increase in the
number of articles is directly proportional to the increasing number of journals and the number of researchers, it
is an important indicator of national literature's quantitative development on social stiutiatian. When it is
considered that researchers interested in social studies education in Turkepddéstudies in many different

formats such as book chaptarsd journal articlesit can be said that the social studies in 22 years spread over a
fairly large area of education literature.

When all this information is considered in the evaluation of the literature on social studies education in Turkey,
making inferences regarding the current situation and the implications of being developed witntibsof

the area in terms of providing a perspective on the clear direction are considered to be important. When the
literature is examined, it has been determined that there are various studies in which evaluations regarding the
social studies educatiditerature are carried out. It is seen that most of these studies are carried out in the form

of evaluating the literature on postgraduate theses related to social studies ed@raio& Ulusoy, 2008;

Aksoy, Sénmez, & Merey, 200T:arman, Acun, & Yikse2010; tDKLQ *|+HEDNDQ <00GO] 'XPD
&DQEXODW $YFO Onérlssdnir 2017, LOHN %D\VDQ g]WeUN 2+X] +DoD
2018,Uygun, 2020). Besides, it can be said that there areefaD O\VLV VW XGLHV <DgRU dHQJHC
**UGR+DQ %D\OU H[DPLQLQJ WKH HIIHFWLYHQHVY RI FROODERUD
2018) and studertentered teaching strategies, methods and techniques in social studies education. It is seen

that the reviewstudies conducted fdhe evaluation of articles on social studies education are limited to national
GDWDEDVHV $ND\GOQ .D\D *HoLW .DUWDO ,Q WKH VWXG\ F
social studies education published in journals indexed in intengdtindexes were evaluated with the science

mapping method using the VosViewer program. However, it is seen that the number of articles examined in the
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study conducted without restricting the country is quite limited (154). Whereas, it can be ach@eed m
Turkeybased study when making a scan through WoS. In this context, there has been no research met in the
literature that systematically examines and evaluates Tdo&sgd articles in greater numbers published in
journals indexed in relevant internanial indexes of social studies education through the R Bibliometrix
software program (Aria & Cuccurollu, 2017). Besides, it has been observed that there are quite a limited
number of studies in which the systematic review of the literature is carrigtirough the science mapping
method. The main objective of this research is to examine the Fbdssd scientific literature related to social
studies education that is displayed on the Web of Science (WoS) database with the science mapping method. In
line with the main objective of the research related to social studies education of -badexy articles scanned

at WoS;

T +tRZ GR SXEOLFDWLRQV DQG VRXUFHV FKDQJH™"

¥ :KDW DUH WKH SXEOLFDWLRQ DQG FLWDWLRQ VWDWXV Rl UHVHDUFKH
I +RZ D UH ralzmbbrafidid/dh&ped?

¥ :KDW DUH WKH WUHQGYV LQ WKH PRVW VWXGLHG WRSLFV E\ \HDUV"

Method

Since examining the thematic change regarding the literature of social studies in Turkey was aimed, science
mapping methodology was adopted in the present sticignce mapping is a generic process technique that
creates bibliometric maps to analyze the network and relationship of studies, reports, or authors conducted in
certain disciplines or specialties (Cobo, Lopez Herrera, Herrera Viedma, & Herrera, 20%Ihethod allows
analysis of multiple reports obtained from a database by science mapping through bibliometric tools (Hallinger
& Kovacevic, 2019).

The use of bibliometric methods enables making more objective and reliable analyzes based on statistical
techniques. This methodology enables making both general (e.g. number of studies by years) and advanced (e.g.
use of ceauthor and ceauthoring) analyis of the enormous documentation collected from a relevant database

of the literature (Diodato & Gellatly, 2013). Bibliometric tools for network analysis can be used to visualize and
examine the data in the science mapping and allows analyzing the saelictual, and conceptual structure

of the research field. Specifically, these kinds of tools aim at visualizing links between sources, publications, or
authors, considering the scope of the analysis (Marshakova, 1981).

Defining of sources

In science mapping studies, databases such as Pubmed, Scopus, Web of Science (Wo0S), Google Scholar are
used. The data sets obtained from these databases are analyzed through bibliometric tools, and the performance
of the relevant field is revealeth thisresearch, the WoS database was preferred due to its scope in educational
researches. It can be said that the analysis by Falagas, Pitsouni, Malietzis, and Pappas (2008) was effective for
this preference. In their study, Falagas et al. (2008) statechéhRubmed database mostly indexed publications
related to the field of medicine, and citation analysis was not performed, whereas Google Scholar did not
compile publication and citation data and did not classify the publications. In the study, it wded¢liat

Scopus put more emphasis on life and health sciences and WoS on social sciences in terms of publication
content. In the evaluation made by Karas6zen, Bayram, and Zan (2011), it was stated that the WoS database
went deeper in social and human scesntopics than the Scopus database. For these reasons, data was obtained
using the WoS database to get the best results from the resAftmmhthe database was determined, the
historical time interval of the research was determined. To be able to ersmlyide field of social studies
education in Turkey, it was decided to scan the time interval from a starting date of 1975, the oldest date in the
WoS database, until the end of 2020.

Search strategy and data collection

A systematic review was condect in the study. PRISMA (Preferred Reporting Items for Systematic Reviews
and MetaAnalyses) (See. Fig. 1) directives were applied (Moher et al., 2009).
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Figure 1. PRISMA flow diagram detailing steps in the identifications and screening of sources
First of all, several different combinations of search terms such as "social studies education,” "education,"
"social studies" were tried, and according to the data gathered, the keyword "Social Studies" was decided as a
search term. When the concepts of disszrch and the year range are entered without any restrictions, the total
number of studies was determined as 4123. When the "Turkey" criterion is selected in line with the exclusion
criteria in the search code, the first search result is 345. Therertfydthe studies that can be included in the
analysis process, the appropriateness of all records was examined by the researchers, and 93 studies were found
to be not related to social studies were removed from the data set. Therefore, a datasej Rs2ustindies was
VHOHFWHG IRU DQDO\]HV DQG FRQYHUWHG WR D 3SODLQ WH[W’

Data Analysis

Bibliometric analysis can be performed through various egmemce software packages. However, many of
these software packages could not assist scholars in the recolmdnworkflowIn science mapping research,
commenly used softwartools are CitNetExplorer (Van Eck & Waltman, 2014), VOSviewer (Van Eck &
Waltman, 2010), SciMAT (Cobo et al., 2012), BibExcel (Persson, Danell, & Schneider, 2009), Sci2 tool (Sci2
Team, 209), CiteSpace (Chen, 2006), and VantagePoamy.thevantagepoint.comin recent years, R Studio

is one of the frequently used tools in science mapping studies. The analysis of the data collected within the
scope of this research was carried out with BRh&tudio (ver.1.3.959) program developed by R Core Team
(2018). The bibliometric analyzes performed were made through the "Bibliometrix" package, which is one of
the R program extensions. The bibliometrix providasous options for bibliometric studieBhe existence of
substantial, efictive statistical algorithms,ceess to higlguality numerical routines, and integrated data
visualization tools are perhaps the strongest qualities to prefer R to other lanfpwagpentific computation

(Aria & Cucaurollu, 2017 p. 963.

In the study, citations, authors, and keywords are the topics included in the bibliometric analysis. Citation
analysis calculates the number of times a study/author in the dataset of the researchers has been cited by others.
Co-citation analysis determines the 'similarity’ of two items by examining the frequency of items that are cited
together in the reference list of the researchers (Small, 1973). Analysis of the authors displays cooperation

between authors, countries, and institlRQV .H\ZRUG DQDO\VLVY H[DPLQHVY WKH IUHTXHQ

the titles, keywords, anohdexes of documents in the dataset reviewed and provide information regarding the
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most researched topics and concepts (Zupi€ager, 2015). Accordingly, the genad information regarding the
obtained dataset is shown in Table 1.

Table 1.General information about the data set

Timespan 2007%2020
Documents 252
Documents per year 6,41
Authors 301
Single-authored documents 105
Authors of singleauthoreddocuments 76
Authors of multiauthored documents 225
Author appearances 443
Documents per author 0,837
Authors per document 1,19
Co-Authors per documents 1,76
Collaboration index 1,53
Citations per document 1,476
$XWKRUVY NH\ZRUGV 662
Keywordsplus 204

When Table JIis examinedit is seen that the firgtublicationaboutsocial studies education in Turkegansn

in 2007 in WoS databselt is also seen that 252 documents in the data set between 2007 and 2020 were
produced by 301 authois total. It was found thaflO5 of these documents are singlghored documentnd

they are belonged to 76 different auth@s, it is understood that some authors produced more than one single
authored publicationOn the other hand, 225 of all documentsare seen asmutli-authoed publication.
Considering that the scanning covers 13 years, it is seen that the annual average prodiattibstudies is

19.38 studiesMoreover the avarage citation per document was foasl, 476 citationsn terms of dations

Results and Discussion

As a result of data analysis, annual scientific production in the field of social studies education in Turkey was
reached. Information on the annual number of scientific publications related to the production of stieisl stu
education in Turkey is presentedFigure2.

Annual Scientific Production

30-

Articles

0-

2007 2009 2011 2013 2015 2017 2019

Figure2. Annual scientific production
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When Figure 2 is examined, it is seen that the annual number of scientific publications scanned in WoS
increased irregularly between 2007 and 2020. It was observed that the number of publications scanned in WoS
had been increased until 2018. On the other hand, it @&s that the number of publications have decreased
since 2018Although there was a decrease in the number of scientific publications between 2010 and 2013, it is
seen that there was a considerable increase after 2013. Although there were occasiosakdedreanumber

of scientific publications between 2007 and 2020, it was determined that the average growth over the years was
14.78%.

In the researchfindings about the most relevant sources such as books and journal were obtdliosd.
relevant souwre wherescientific publications related to social studies education are published are shown in
Figure3.

Most Relevant Sources

Pegem Journal of Education and Instructicu
JVESE}IA Ee] 0 /esp ¢ Jv A} ] 0 " inpmimmmm 1 S]}v JVY
Journal of History Culture and Art Researcimm—
Marmara Geographical RevieVi———
5th World Conference on Educational Sciencaa—
Innovation and Creativity in Education—
Eurasian Journal of Educational Resea i ——
Hacettepe University Journal of Education
Education and Scienc

Educational Sciences - Theory and Pract
0 5 10 15 20 25 30 35 40

® Number of articles

Figure 3.Most relevant sources

When Figure 3is examined, it is seen that the publications related to social studies education are mostly
publisKHG LQ 3(GXFDWLRQDO 6FLHQFHV LQ 7KHRU\ DQG 3UDFWLFH .8<
"Education and Science" and "Hacettepe University Journal of Education”. It is considerable that the vast
majority of articles related to social studies educatiorigiidd in journals in WOS are originated from Turkey.

In other words, onlya small number of articles which were conducted by researchers from Turkish universities

have been published in journals of foreign origin.

In the research, findings related to tio@ tenmostly citedsourcessuch as dissertations, books and journals
related to social studies education were obtained. The most cited studies are dFigwreid
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Figure 4 Most citedsources

WhenFigure 4is examined, it is seen that the mosédisource in scientific studies on social studies education

is the dissertationdt was also determined that the bod6 RV\DO %LOJLOHU g+UHWLPL 'HPRNU
(+ LW(@edaching Social Studies: Democratic Citizenship Educatiovgs cited themost in the scientific

studies published in studies which were indexed WoS database. Besides, Social Education, Social Studies, and
Education and Science journals were found most cited journals among all sources. It is noteworthy that four of

the cited sorces are from abroad and six of them are domestic.

Another result of the study is about most cited researchers in the field of social studies in Turkey. Information
about most cited researchers in the field of social studies in Turkey are presentenldas.Fig

Most cited researchers

Safran, M. I
Creswell, W. I
Sonmez, V. I
Bandura, A. I
Karasar, N. I
}JR v C U
Miles, M.B. I
°ocol, 130 E |
Oztirk, C. I
zfo TEfUU X 7 oo
0 10 20 30 40 50 60 70 80 90 100

Figure5. Most cited researchers

WhenFigure5 is examined, it is seen that the most cited researchers in the field of social studies education are

$0L <OOGOUOP DQG +DVDQ ULPUHN ZKR DUH WKH DXWKRUV RI WKH E
Sciences", which is also one of the top 10 mostdcgources as shown in thegure 4 It was also found that

&HPLO g]W+«UN UDQNHG VHFRQG DQG uUHQHU %-*\*N|]WeU publicatQnéH G W KL U ¢
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about social studies educatidh.is considerablghat nearly half of the most cited rearchersare authors of

research method books and other researchers mostly have publications about social studies education among
most cited researchers. In addition, it was also found that only two of most cited researchers are from another
countries anathers are from Turkey.

An anotherresult of the study is abottie most relevant affiliations in the field of social studies education in
Turkey. Information about the most relevant affiliations who are most productive universities in the field of
socid studies education in Turkey are presenteBigure6.
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Figure6. Most relevant affiliations

As it is shown in thé&igure6, Anadolu University and Marmara University are the most productive universities

in terms of publication which are publishedthe journals that indexed WoS database. These universities are
UHVSHFWLYHO\ IROORZHG E\ *D]L 8QLYHUVLW\ .DVWDPRQX 8QLYHUVLYV
When Figure 3 is examined, it is seen that all other universities, except Kastbmioetsity and Ahi Evran

University, were established before 2006. In this respect, it can be said that the performance of Kastamonu
University in terms of its publications on social studies education is remarkable.

Findings regarding globally most citeatticles published in journals scannedWoS were obtained in the
researchlnformation on the globally most cited articles is shown in Table 2.
Table 2.Globally most cited articleim WoS

Articles Total of Annual avarage
citations rate of citations
**OEDKDU < * YHQ o $ VXUY 40 2,86

perceptions of social studies teachers in Turkéyurnal of

Educational Technology & Society] (3), 3751.

(UVR\ $ ) 6RFLDO VWXGLHV V 16 1,33
the contreersial issues incorporated into their courses in Turl

Teaching and Teacher Educatjd®b (2), 323334.

<©OPD] . 6RFLDO VWXGLHYV 16 1,14
history: Calling on historiographyThe Journal of Educationa

Research101 (3),158-176.

<OOoPD] . 6RFLDO VWXGLHV -V 12 0,86
centered instructiorEuropean Journal of Teacher Educatj@i

(1), 3553.

6DUOWHSHFL 0 7TKH HIIHFV 10 1,43

environments on student's academic achievement and st
engagement: A study on social studies couEducation and
Science40, 203216
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(UVRV & ) 7*UNNDQ % lemn P 9 0,75
OL]GLNOHUL NDULNDW+UOHUH \DQVO"

incelenmesi.(+ LW L P Y Bb (696}) 26P09.

dDOOUNDQ + .DaONod < 7Kt 9 0,75
and alternative assessment and evaluation tools by tsagh

social studiesProcedia Social and Behavioral Scienc2q2),

41524156.

<D]OFO . 6RV\DO ELOJLOHLI 8 0,73
GHPRNUDWLN GH+HUOHULQLQ oHULW:!

Education and Scien¢86 (159), 165178.

dHQJHOFL 7 6RFLDO VWXGLH\ 7 0,78
outside the classrooriEducational Sciences: Theory & Practjc

13 (3), 18361841.

dDOOUNDQ + .000Qo * 7KH 7 0,70

learning styles of students artfleir attitudes towards soci:
studies courseRProcediaSocial and Behavioral Sciencesh, 47

56.

When Table 3 is examined, it is seen that the most globally cited article has 40 citations from 2008 to 2019 in
the WoS and its annual citation asge rate was found 2.86. Apart from this, it is seen that the citation average
of only two publications is more than one, and the global citation averages of other publications are quite low
These resulst show that the articles conducted by researchersvavks in Turkish universities have quite
limited visibility or influence of publications published in reputable international indices.

One of the result of study is about most studied topics in the field of social studies education. Information of the
most 10 studied subjects regarding social studies education by years is shown ifi.Figure
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Figure7. Most studied subjects by years

2018 2019 2020
Year

When Figure7 LV H[DPLQHG B3HGXFDWLRQ ™ DV D VXEMHFW ZDV IRXQG WKH Pl
%HVLGH 3FODVVURRP™ DV D VXENMN

VWXGLHV HGXFDWLRQ LQ DOO \HDUV

field of social studies educationQ 7XUNH\ ORUH RYHU
somehow found itself a place in social studies education since 2012. Apart from these, the most studied subjects

such as "motivation”, "selfficacy”, "students", "knowledge";

attitudes

36

FLHQFH DV D VXEMHFW KD\

technology" and "beliefs" have

increased rapidly after 2012, although their pace has decreased over time to time. When the 10 most studied
subjects are examined, it is remarkable that there are subjects related to the cognitive and affective
characteristics of individuals rather than the disciplines included in the subject aosdabstudies education.
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Another result of the studies is about the keywords network in the field of social stddestion. Information
on the findings regardg the keywords network together is shown in Fidlre

Figure8.Keywords network

As it is shown in Figure3, "education”, "knowledge", "motivation" and "selfficacy" are the most intense
network centers in the field of social studies educatgseach. On the other hand. it is observed that subjects
such as "Gender", "instruction”, "decisiameking", "mathematics" are generally studied alone. It is also found
that the concepts of "Democracy” and "Turkey", "feedback" and "organizations", "clagsand "strategies"”

are studied together in the publications.

The last results of the study is about institutioo@laborationsin the field of social studies education. The
universities cooperating in at least two reseasom socialstudies educatimare shown in Figur@.



Figure9. Collaborative affiliations

As it is shown in Figurd, it is observed that only a few universities made collaboration in the field of social

studies educatioan research in Turkey. It was found that researchers f@mHHVWHSH 8QLYHUVLW\
University, Necmettin Erbakan University, Ankara University, and Sakarya University have not cooperated with
differentuniversities or have cooperated within only one study. On the other hand, it was olisartieere are

at least 2 articles which were conducted by collaboration between Marmara University and Anadolu University

in the field of social studies education. Besides, it is seen that there are also some research that carried out in
cooperation between "Gazi UniversityKastamonu University" and "Ahi Evran University".

Conclusion

Although there is an increase of approximately 14% in terms of the year of publication in relation to the
distribution of the studies by yeathge resarclshows that there are some fludtaas in 2013, 2017, and finally

2020. Dilek, Baysan an@ztiirk (2018) have concluded their research that there is a decrease in the number of
master's and doctoral thesis carried out in Turkey in the years of2Z20®and 2017. In this sense, it can be

said that thesis publication in the WoS database and the production of publications in the areas of social studies
education have similar trends in terms of production. Finally, in 2020, it was seen that there was a significant
decrease in the number of pightions in the studies. It is stated in the literature that this decline, which is also
associated with the Cowvtld epidemic process, is also experienced by some fields and researchers (Chapman &
Thamrin, 2020; Hobday, Browman, & Bograd, 2020).

In the presentstudy, it was seen that the studies conducted in the field of social studies education were mostly
published in local journals. The findings obtained in the study conducted by S6nmez (2020) also support this

result of ths study. It has also beerbserved that there is a similar situation in educational sciences, teacher
WUDLQLQJ dLIWoL HW DO HGXFDWLRQDO OHDGHUVKLS DQG PDQ
stated that culture and scientific tradition are related to pullitaQ SURGXFWLRQ gQ|Q- DQG W
and a "periphery" outside this center are formed as a natural result in scientific researches (Hsiung, 2012;
SalagefMeyer, 2014). In this sense, it can be said that the epatgshery concept by the impaaf culture in

social science research and publishing production is confirmed in educational researches in Turkey. Indeed, the
studies conducted by Giilmez O#elD QG *+Ps( Z K L F kbaddd HdutxtiorsHresearch

published in international jonals are also published in Turkishiginated journals.

In the presenstudy, it was seen that the most cited studies were the theses made in the field of social studies
education. In the research carried out by Gegit and Kartal (2010), it was searmitead14 graduate theses

were produced between 2000 and 2010, 110 articles were produced in the same years. In this sense, when we
consider that social studies were developed in the last 20 years in Turkey as an independent field from
disciplines such asistory and geography, and the Turkegsed publications in the WoS database in this
investigation started in 2007, it can be said that citations made to the thesis may be related with the production
of publications in the social studies education andlthelopment in this field. Besides, it can be stated that the
comprehensive and systematic literature reviews in the theses anddépthnexplanation of the subjects
covered in the theses are among the factors that direct the researchers to bertbfitsieem
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,Q WKH UHVHDUFK Rl 2+X] +DoDW DQG 'HPLU LW ZDV VWDWHG Wi
between 20022018 were made in Gazi, Marmara, and Atatirk universities. In this sense, it can be said that the
publications in the WoS dalbase largely the same in terms of the affiliated organizations. Also, these mentioned
universities of the results in Turkey seem to be rooted universities in this field. It can be said that these
universities provide postgraduate education not only irddmartments of social studies education, but also in

areas such as classroom education, educational programs, measurement and evaluation, and scientific studies on
social studies education, and this is also related to this result.

In the research condwat by Gecit and Kartal (2010), it was stated that various methods and techniques,
knowledge and proficiency levels were measured in these theses extensively, technology and attitudes towards
the lesson were studied very few in the theses in Turkey. Iis¢hise, although it is parallel to this research in
terms of the concepts related to measureragatuation, it differs from the research of Gegit and Kartal (2010)

in terms of technology and attitude concepts.

Finally, social studies carried out in Tuykare mostlypostgraduate thesis focused on the review studies on
HGXFDWLRQ *HoLW YH .DiIEWend, 2018; Té&kaX,]261D)o ID this sense, social science in
Turkey based on the data in the database WoS have been raised at the trerationddiscimportant in terms

of offering a different perspective of this research because this research revealed the trend in social studies
education in Turkey which are based on the d&i&0S database.

Recommendations

The recommendations developeased on the results and discussions obtained in the research can be listed as
follows:

t 9DULRXV WUDLQLQJ FDQ EH RUJDQL]HG UHODW-HaSedoRrmalX BuOdss KLQJ S X
in prestigious journals abroad, especially in Q1 a2ddprnals in SSCI and researchers may be encouraged to

make more publications in these journals.

t 7UDLQLQJ FDQ EH RUJDQL]HG WR GHYHORS DFDGHPLF ODQJXDJH FRP
writing in a foreign language.

T 6WXGLHV dubi€d t& HirtlieR €pllaborate with universities abroad. Besides, variousumve@rsity

protocols can be signed for bilateral collaboration.

t 6RPH WRSLFV WKDW DUH QRW GLVSOD\HG LQ WKH WUHQG WRSLFV V
studied more.

1Besides local sources, Turkish researchers should also be aware of and benefit from sources that are written in
English by researchers from worldwide.

tFor researchers, researches similar to this research can be designed regarding stsoliés studies

education displayed in Scopus or Google Scholar databases. Besides, these researches can be carried out using
different programs such as VosViewer or CiteSpace

Limitations

This research is limited by the publications which weraioled from WoS databas€here are some reasons

about why only publications which were scanned in WoS database. Binstdering the method of the study

and the software that we used to analyze data, it was needed that information about all related documents should
be downloaded in particulaoftwareformat, So we preferred to obtain data from the WoS database. Because
users can download the needed information for the software through WoSsdatdrond WoS database is
recognized as most valuable database by -ldteversity Councilthat is the authority for the evaluating
applications of associate professup in Turkey. We believe that this study could give some considerable
insights about th&urkishsocial studies literature even though it has limitation.
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Abstract

7KH UHODWLRQVKLS EHWZHHQ IRUHLJQ ODQJXDJH DQ[LHW\ )/$ DQG (
performance is constantly being examined through experimental and theoretical studies. The aim of this study is

to examinethe association between FLA and EFL performance through-ametigsis. As a result of an

extensive literature review, 69 digs from fourteen countries fN23.150) were identified as eligible to be

included in the analysis process. The overall correidietween FLA and EFL performance was calculated as

.61. In terms of moderator variables, the results revealed that while grade level and country in which studies

were conducted did not have an effect on the association between FLA and EFL perfornpenoé atxiety

was found to have a moderator effect. It was observed that listening, test, speaking, reading, and writing anxiety
affected EFL learning performance respectively from the most to the least. Finally, publication year and sample

size were foundo have a significant effect on the association between FLA and EFL performance through
metaUHJUHVVLRQ DQDO\WLYV %DVHG RQ WKH ILQGLQJV LW LV FRQFOX
performances, their foreign language anxiety should be decteas

Key words: EFL, Foreign language learning anxiety, Language performance;dvatgsis

Introduction

Today, many people spend time to learn English as a foreign language (EFL). Due to the complex and multi
dimensional nature of learning foreignnguage, people may experience some difficulties in the learning
process. In the last decade, many studies were conducted in order to determine the factors that negatively
influence language learningrocesstd DNOF O $Q[LHW\N LV RQH RI WKH DIIHFWLYH
mainly examined in foreign language learning (Teimouri, Goetze & Plonsky, 28agiety is defined as a

state of arousal that an individual experiences when faced with a stimalusitises physical, emotional and/or

mental changes & * F H O R + O Roreign language anxiety is observed in situations in which formal learning

of foreign language occurs, especially when an individual has low communication abilities in that language
(Rodriguez & Abreu, 2003)oshida (2010) reported that students attend foreign langtiagges with anxiety.

The fact that the etiology of FLA is not fully known has increased the number of studies on this subject. In one
of the first studies, Cattell dnScheier (1961) stated that second language (L2) learning anxiety could be caused
by personality traits or a temporary emotional state manifested at a certain time. However, these early studies
were defined as the confounded approach by Maclintyre (201c® those studies revealed inconsistent results
due to the limitations in considering the meaning of anxiety for language learners in@etdik other hand,
Tsiplakides and Keramida (2009) found that students with angiatid participatingin-classactivities since
theybelieve that they havieeffective speaking skills and they are concerned that their classmates may criticize
them due to their speaking skills. Moreover, anxiety is observed when students are lackconfgighce,
compare themsebs with others, and have negative thoughts about foreign languages (Oztiirk N2gf8}yre
(2017) argued that FLAs affected by internal physiological processes, cognitive and emotional states, and the
presence of other peoplBesidesone of the manwULJJHUV RI )/$ LV WKH IHDU RI RWKHUTY
$\G O Q . In addition, studies indicate that FLA may be caused by many internal (Cheng, 2002; Liu &
Jackson, 2008; Mak, 2011; Dewaele, 2017) and external (Liu, 2006; Mak, 2011; Oxford, 2017) factors.

’ Corresponding Authoivelih Dikmen melihdikme@gmail.com
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FLA can be extremely harmful to the language learmprocess (Macintyre, 201 LA is negatively related to
VWXGHQWVYT FRIJQLWLYH OHDUQLQJ SURFHVYVY DQG WKHLU LQWHUDFWLF
student difficulty in focusing on course content during lessons (Aguila & Harjant6).28s0, students with

anxiety experience a mental block when performing adéss activity (Chen & Chang, 2004). It was also

reported that the higher the FLA level of the students, the lower their verbal performance scores (Azizifar,
Faryadian & Gowhgy, 2014).)/$ QHJDWLYHO\ DIIHFWV OHDUQHUVY ()/ SHUIRUPDQF
learning process (Liu & Xiangming, 2019; Kabigting & Nanud, 2020). In addition, studies revealed that unlike

other types of anxietyfLA causes students to develop fear of being evaluated negatively, which, in turn,

negatively affects the language learning process (Cheng, Horwitz & Schallert, 1999).

Many studies uncovered the negative association between FLA and EFL performance (Horwitz, 2001;
Elkhafaifi, 2005; Birandi & Alemi, 2010; Ghorbandordinejad & Ahmadabad, 2016; Liu & Xiangming, 2019;

Kabigting & Nanud, 2020). More specifically, some studies argued that a higher FLA level negatively affects

()/ SHUIRUPDQFH +HZLWW 6WHSKHQVR @zsaray &ErehDIDBDYGIltseven & (OPD O O
Akpur, 2018). However, little is known about how FLA is affected by and relates to other learner traits
(Dornyei, 2005; Dewaele, 2013; Dewaele & Ip, 2013). Despite of the discussions about FLA, some researchers
rejected tle concept of FLA (Javanbakht & Hadian, 2014; Lian & Budin, 2014; Sparks, Ganschow & Javorsky,

2000; Tridinanti, 2018). Specifically, Sparks and colleagues (2000) stated that the anxiety experienced by
language learners is due to potential learning diffiesiland even limitations in their first language.

No metaanalysis study was found in the literature to explain the contradictory findings regarding the
relationship between FLA and EFL performance and to examine the variables that may be effebive in t
relationship between FLA and EFL. However, there are 1aetdyses studies on the relationship between L2
learning and FLA (Teimouri, Goetze & Plonsky, 2019; Zhang, 2019). Teimouri, Goetze, and Plonsky (2019)
reported that the overall correlation betvige)/$ DQG / OHDUQLQJ ZDV i &, > i @
study, although moderating effects of education level, target language, and anxiety were examined, the exact
effects of the moderators were not reported. Therefore, no general conclusidre arawn about the
significance of the moderators. Zhang (2019) also conducted aam&lgsis on the relationship between L2
learning and FLA. Unlike Teimouri, Goetze, and Plonsky's (2019)-améysis study, Zhang did not include

the grade point averagdGPA) reported by the students in the raaialysis. The rationale for this exclusion

was the reliability issues in the reported GPAs by students. Also, Zhang (2019) included Chinese, English,
Persian, Arabic, and Spanish languages and examined thecfémene moderator variables (anxiety type, age,
proficiency, lexical similarity, language family, and publication year) on the relationship between L2 learning
and FLA. The results revealed that anxiety type, lexical similarity, age, and publicatidrageam effect on the
anxietyL2 learning relationship. Also, it was found that proficiency, language family, and publication type do
not have a significant modulating effect.

The fact that English is a common language used for communication in vaeiloissifi the world has increased

the importance of examining the factors that affect the performance of EFL learners. Tiemahgtes studies

on EFL in the literature were unable to provide satisfactory findings about the relationship between EFL and
FLA. Also, in addition to the moderators (education level and publication year) examined in the previeus meta
analysis studies, a number of additional moderators including cotypeyof anxiety and sample size may be
critical to examine the relationshiptbeen L2 learning and FLA. A number of criteria were taken into account

in determining the moderators of the current study. The rationale for the inclusion of those variables is provided
below:

X The previous metanalysis studies (Teimouri, Goet&Plonky, 2019) reached a limited number of
studies in terms of elementary and middle school levels. Also, it was suggested that future studies
should consider inclusion of various education levels. Thus, the education level was included as a
moderator variablen the present study.

x For EFL learners, it may be important to determine how language anxiety relates to language learning
performance by time. For this reason, publication year was included as a moderator variable in the
present study.

x In the previous stdies (Zhang, 2019), language family was considered as a moderator variable on the
relationship between L2 learning and FLA and its-s@nificant effect was reported. On the other
hand,Y R+ XUWoX DQG < FRstatet thad eulture has a critical role on anxiety. Thus, country
where studies were conducted was included as a moderator variable in the present study.

X Language learning includes reading, writing, listening, and speakinig. dkiklchorCouto (2017)
stated that these skills in language learning may trigger FLA. Thus, type of anxiety (reading, writing,
listening, speaking, and test anxiety) was included as a moderator variable in the present study.
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X Tuncer and Dikmen (2017) disssed the dilemma about whether the standard error increases in line
with the sample size. Thus, the sample size was included as a moderator variable in the present study.

The Current Study

This study aimed to examine the direction (positive or negativé magnitude of the relationship between FLA

and EFL performance. Beyond the results of the ragtdysis in the literature, this study also aimed to
GHWHUPLQH VRPH YDULDEOHVY PRGHUDWLQJ HIITHFWV RQ Wké UHODWL
following research questions were addressed:

1. What is the direction and magnitude of the relationship between FLA and EFL performance?
2. Do grade level, country, type of anxiety, publication year, and sample size have a significant
moderating effect othe relationship between FLA and EFL performance?

Method

The goal of the present meaaalysis is to systematically examine the relationship between FLA and EFL
performance and to gather the findings of the previous studies to provide a holisticipezspletaanalysis

enables researchers to combine findings of the studies, to synthesize, and to calculate the overall effect size
(Lipsey & Wilson, 2000; Card, 2012). In addition, several analyses were conducted for certain variables that
may have a pential to influence EFL performance.

Moderating Variables in the Study

The moderating variables are the variables that may influence the observed effect size. In this particular study,
the following variables are considered as the moderating varigilbBcation year (between 2010 and 2020),
grade level (middle school, high school, and higher education level), country (Turkey, China, Iran, India,
Indonesia, Korea, Malaysia, Pakistan, Philippines, Poland, Saudi Arabia, Spain, Taiwan and Yemen), and type
of anxiety (reading, writing, listening, speaking, and test anxiety).

Data Sources and Search tgategies

In order to identify eligible studies, ten electronic databases were searched, including Web of Science, ERIC
(EBSCO), Scopus (A&I)ULAKBIM, Taylor & Francis Online, Science Direct, Springer LINK, Wiley Online

Library Full Collection, Google Scholar, ProQuest Dissertation, and Turkey Council of Higher Education Thesis
Center. In order to conduct the search, the following keywords were used: {gnftaaguage anxiety, (ii)

foreign language anxiety and academic achievement, (iii) foreign language anxiety and academic performance.
The search was conducted on December 30, 2020 by using the keywords through the databases and only the
studies written irenglish or Turkish were selected.

Inclusion and Exclusion Criteria

The following criteria were followed in order to determine eligible studies: (i) studies must be published
between 2010 and 2020, (ii) studies must be published in either Higher igdutatsis Center or peer
reviewed journals, (iii) studies must include sufficient amount of statistical information (sample size and
correlation values), (iv) fultext documents must be reached, and (v) studies must be written in either Turkish or
English. Excluded studies usually were out of scope, included qualitative data, did not haert fdicuments,

and/or did not have sufficient statistical information. Also, if an author had a thesis and an article derived from
the thesis, only one of them wiagluded in the analysis process.

After the search in the databases, the titles and abstracts were examined to ensure they were within the scope of
this particular study. Then, fulext documents were retrieved. The PRISMA guidelines (Moher, Liberati,
Tetzlaff, Altman, & Prisma Group, 2009) showing the acquisition process of the eligible studies is given in
Figure 1.
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Figure 1.Flow diagram for the study selection process

As seen in Figure 1, a total of 3022 studies were identified. After reviethoge studies, 351 studies were
excluded due to duplication. Also, 2116 studies were also excluded because of their scope, which left a total of
755 studies. Based on the inclusion criteria, 690 studies were omitted. As a result, 69 studies were rincluded i
the metaanalysis processThere were 13 studies from Turkey, 20 studies from CHiBastudies from Irar?

studies from Yemer studies from Indonesia, Malaysia and Saudi Arabia,lafidm India, Korea, Pakistan,
Poland, Philippines, Spain and Taiwa

Coding Method

One of the critical steps in meémalysis is data coding in order to combine or compare the results of the eligible
studies. Therefore, an appropriate coding form was designed to compare the studies. The coding form is
provided in Take 1.

Table 1. Sections and content of the coding form

Study ID Content of the Study Data of the Study
Title Country where conducted Sample sizeN)
Author(s) Grade level Correlation (r)[®>
Publication year Type of anxiety

Publication type

In order to increase the reliability of the present study, each eligible study was independently coded by two
researchers. The coders had doctorate degree and had expertise in the field atfvgquaddearch. After
individual coding, the experts discussed about the differences in their coding and disagreements were solved
with consensus. The intebserver agreement value was calculated as .92. This value shows that there is a
perfect match betaen the coders (Viera & Garreth, 2005).
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Data Analysis and Interpretation

In metaanalysis studies, the effect size constitutes the basis of the research. There are three different models in
the literature: fixed effect, random effect, and mixed efféte fixed effect model accepts that the studies
included in the analysis are homogeneous and that the differences in effect size are caused by sampling errors.
The random effect model also agrees that the studies included in the analysis are homagehd#uatsthe
differences in effect size are caused by sampling errors and the characteristics of the studies examined (Cooper,
2010). On the other hand, in the mixed effect model, it is assumed that the determined differences in effect size
may be due tsampling errors, differences between studies and random factors (Borenstein, Hedges, Higgins, &
Rothstein, 2010). In metanalysis studies, researchers should examine the heterogeneity when deciding which
model to adapt (Borenstein, Hedges, Higgins, & Riiim, 2010). Borenstein and colleagues (2013) suggest use

of chi-square or similar tests in order to determine the heterogeneitye IQthvalue obtained from the
KHWHURJHQHLW\ WHVW LV OHVV WKDQ WKH 4 YDOXH VKRZQ LQ WKH $
the heterogeneity status is fulfilled (Dincer, 2014). The significance of the Q statistics calculatedest tfus t

<.05) suggests that the studies are heterogeneous. In addition, considering that the studies included in the
present study were conducted in different countries and with different sample sizes may cause a difference in the
calculated effect sizedhe findings in this study were interpreted according to the random effect rirodeder

to calculate theHI ITHFW VL]H &RKHCKan's@ iZ énveffédy 8128 used to indicate the stazddrdi
difference between two means. In addition, the folf@mwariables were used as moderator variable in analysis:
grade level, anxiety type, country, sample size, and publication year. Inan@ais studies, categorical
moderators are examined through ANOVA and continuous moderators are examined througdgrrassion

analysis. Metaregression is an extension to subgroup analyses that allows the effect of continuous
characteristics to be investigated, and in principle allows the effects of multiple factors to be investigated
simultaneously

There exist somelassifications in interpretation of the calculated effect sizes. The most widely used ones are
&RKHQTV /ILSVH\ DQG :LOVRQTV DQG 7KDOKHLPHU DQG &RRN
Cohen (1977), the effect size can be small if hésween .20 and .49, medium if it is between .50 and .79, and

large if it is over .80. According to Lipsey and Wilson (2001), it is suggested that effect sizes of .15 are small,

.45 are medium, and .90 are high. On the other hand, Thalheimer and Cookq@d§ider the effect size as

negligible if-0.15 <d <0.15, small if 0.15 <d <0.40, medium if 0.40 <d <0.75, large if 0.75 <d <1.10, very large

if 1.10 <d <1.45, and huge if 1.45 <khterpretation of the effect sizes of the studies that were analyzed was
conducted according to the classification of Cohen (1977).

Another critical aspect to be considered in ratalysis studies is publication bias. Publication bias refers to
situations in which studies with significant results are less likely to be patllisbmpared with studies with
insignificant results. Therefore, it is highly possible to obtain high effect size (Borenstein, Cooper, Hedges &
Valentine, 2009). In order to evaluate the presence of possible publication bias, funnelepéodsawn and

Begy and Mazumdar rank correlation test was performed.

In order to combine the effect sizes obtained from the studies, the normal distribution of the effect sizes was
tested. In this particular study, normal@plot and kurtosis and skewness coefficiengssenused to determine
whether the effect sizes of the eligible studies had normal distribution. Nor@QaplQt shows the association
between the observed and expected values. When the observed values and expected values o\dertapea 45
line emergesThe QQ graph regarding the distribution of the effect sizes of the 69 studies is given in Figure 2.

Figure 2. Normal distribution plot of effect sizes
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As seen in the figure, the effect sizes of the 69 studies cumulated along a line. Howeverpttssifiicient to

decide whether the data is normally distributed (Can, 2013). Additionally, kurtosis and skewness values were
calculated. The skewness39) and kurtosis (1.47) values of the effect sizes were in the normal distribution
range {1.96 and +196) (Tabachnick & Fidell, 2007).

In this study, the Comprehensive M&taalysis v.2 (CMA v. 2.0) statistics package was used for effect sizes,
heterogeneity test, moderator, metgression, and publication bias. Also, in order to calculate the- inter

observer agreement value, the IBM SPSS 22.0 statistics package was used. A value of p < .05 was accepted as
statistically significant.

Results

In this section, the findings related to the descriptive results, the calculated effect sizes, and thercisabges i
categories are provided.

Descriptive Results of the Studies

The eligible studies were examined in terms of publication year, type of publication, country where conducted,
grade level, and type of anxiety. Descriptive results are provided in Zable

Table 2. Descriptive results of the eligible studies

Variables Frequency (f) Percentage (%)
Publication Year

2010/2011 5/7 7.25/10.14
2012/2013 2/10 2.90/14.49
2014/2015 9/6 13.04/8.70
2016/2017 6/8 8.70/11.59
2018/2019 715 10.14/7.25
2020 4 5.80
Country

Turkey 13 20.97
China 20 32.26
Iran 18 29.03
Indonesia 3 4.84
Malaysia 3 4.84
Saudi Arabia 3 4.84
Yemen 2 3.23
Grade level

High school 13 19.12
Higher education 55 80.88
Type of anxiety

Speaking anxiety 12 17.39
Writing anxiety 3 4.35
Listening anxiety 10 14.49
Reading anxiety 5 7.25
Test anxiety 39 56.52

According to the results, it was observed that the studies included in themadyais were conducted in 2013

at the most, while at least in 2020. In additiore Hample group was mainly higher education students. The
studies were mainly conducted in China, Iran, and Turkey. In terms of type of anxiety, the studies generally
focused on test anxiety. It was determined that the number of samples reached withopéhefs59 studies

was 23.150.
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Publication Bias Results

In order to determine possible publication bias, funnel plot was drawn and Begg and Mazumdar rank correlation
test was performed. The funnel plot was provided in Figure 3.

Figure 3.The funnelplot
As seen in the figure, the funnel plot does not present an asymmetric funnel, revealing that the eligible studies
do not have publication bias. In order to ensure the absence of publication bias, Begg and Mazumdar rank
correlation test was performetihe results are provided in Table 3.

Table 3. Beg@andMazumdar rank correlation results

.HQGDOOYTV 6 @VDWLVWLFV 3 -290.00000
.HQGDOOYY WDX YDOXH EHIRUH WKH FRUUHF

Tau -.12372
z value for Tau 1.50206
p (onetailed) .06654
p (two-tailed) .13308
.HQGDOOYY WDX YDOXH DIWHU WKH FRUUHFYV

Tau -.12329
z value for Tau 1.49688
p (onetailed) 06721
p (two-tailed) .13442

According to the findings, Begg and Mazumdar rank correlation test did not produce aigniéisult (tau b =
.12, p > .05). In other wods, there was no publicati@sin the study selection. Therefore, the analysis results
were reliable.

Findings of General Effect Size

The studies examining the effect of FLA on language learning peafarenwere gathered by using the random
effect model. The results are provided in Table 4.

Table 4. Overall effect size, heterogeneity, and confidence intervals

% 95 confidence interval Null Test Heterogeneity
Effect Standard . Lower  Upper Z P Q p
Model N Size Error Variance Limit Limit Value  Value Value

Random 69 -.611 .049 .002 -.707 -515 -12.473 .000 743.114 .000
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The heterogeneity test produced a signifincant result (Qmodel=196.609, p= .000). The overall effect size was
found to be-.61, which is a medium effect size as suggested by Cohen (1977). Therefore, it may be concluded

that there was a medium and negative association between FLA and language learning performance. In addition,

FLA explians 37% of the total variance of language lealniBHUIRUPDQFH 7KH IRUHVW SORZ VKF
effect sizes and confidence intervals is provided in Figure 4.

Figure 4.The forest plow ofandomeffects estimates for the included studies

The black square in the plow represents the effectoditee related study. The vertical horizontal lines indicate

the confidence interval of the effect size of the relevant study. According to the forest plow, it is seen that the
study with the widest confidence interval and high weighted effect size lsdloibigting and Nanud (2020),

while the smallest confidence interval and the lowest weighted effect size are in the study of Lan (2010). Also,
the contribution of the other studies to the total effect size consists of weighted effect sizes closetterach
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Results of Moderator Analysis

There is a variation in the country, grade level, and type of anxiety variables among the studies. Thus, the effects

RI WKRVH YDULDEOHV RQ VWXGLHVY HIIHFW VL]HV ZHUfectH$DdRLQHG LQ
there was onlyone study conducted for some country and education level in terms of country and education

level moderators, they were not included in rreatalysisThe findings are presented in Table 5.

Table 5. The effect sizes of stud@sincluding moderators in relation to EFL performance

95% Confidence
. Number of Effect Standard Interval
Variables studies Size error Lower Upper Q@ sd p
Limit  Limit
High school 13 -.495 120 -729 -261
Grade level Higher edication 55 -.623 .055 -731 -515 949 1 .330
Total 68 -.601 .050 -699 -503
China 20 -.480 .083 -642 -.318
Indonesia 3 -.084 261 -.595 427
Iran 18 -.748 .096 -936 -.560
Country Mala)_/sia _ 3 -.180 239 -.650 .289 15240 6 .018*
Saudi Araba 3 -797 233 -1.253 -.341
Turkey 13 -.708 102 -909 -508
Yemeni 2 -.207 273 -742 327
Total 62 -.581 .049 -677 -.485
Testanxiety 39 -.642 .066 -771 -513
Listening anxiety 10 -.888 132 -1,147  -.629
Reading anxiety 5 -.443 A77 -791 -.095
g}‘zleet‘;f Speaking anxiety 12 446 122 685 -206 °°13 4 .04F
Writing anxiety 3 -.286 221 -.719 .146
Total 69 -611 .049 -708 -514
*p< .05

,Q WHUPV RI JUDGH OHYHO )/$1V HII4$\WVhigh@cHgdls SaHd62Rformipiie-H ZHUH
education. According to the findings, grade level did not have a significant moderating effect on the association
between FLA and EFL performance (Qh949 p< .05).

According to the findings in Table 5, wheonsidering the country as a moderator variable, the highest effect
was observed irsaudi Arabia(d=-.797) and the lowest effect was observed in Indonesia-(@84). Indeed,
country did have a significant moderating effect on the association betweearfel BFL performance (Qb =
15.24Q p< .05).

In addition, type of anxiety was included in the analysis as a moderator variable. The results revealed that while
listening anxiety had the highest effect (d888) on EFL performance, writing anxiety had theallest effect
(d=-.286). Based on the findings, type of anxiety was a moderator variable that significantly influenced the
association between FLA and EFL performance (Qb = 9.513, p< .05).

In metaanalysis studies, while categorical moderators areyasdlusing the analog to the analysis of variance
(ANOVA), continuous moderators are examined using nmatiression analysis. Since the year variable was a
continuous variable, metagression analysis was performed. The findings are presented in Figure 5
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Figure 5. The associaiton between publication year and effect size

As seen in Figure 5, it is seen that there was a negative increase in the line slope as the publication year
progressed from the past to the present. Table 6 provides the statstidtd for this decrease.

Table 6. The statistical results for the publication year variable and the effect sizes

Point Standard Lower Upper Z value p-value
Estimation Error Limit Limit
Slope -0.02047 0.00488 -0.03004 -0.01090 -4.19383 0.00003*
Intercept 40.72116 9.83178 21.45122 138.44171

The publication years of the studies from the past to the present caused a negative increase of 0.020 in the effect
size, which is statistically significant (p<.05).

Another moderator variable in this studaswthe sample size of the studies. The megaession analysis results
are presented in Figure 6.

Figure 6.The correlation between sample size and effect size

It was observed that the slope of the line increased towards the positive directidmeviittréase in the sample
size. The statistical results regarding the slope are given in Table 7.

Table 7. Statistical results for the sample size and the effect size

Point Standard Lower Upper Z value p-value
Estimation error Limit Limit
Slope 0.0005 0.00003 0.00020 0.00030 9.13492 0.00000*
Intercept -0.69905 0.02476 -0.74758 -0.65052

According to the results, it was observed that the increase in the sample size caused an increase of .025 in the
effect size and this increase was statisticatiyificant (p<.05).
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Discussion

In the last decade, many researchers examined the association between FLA and EFL performances. This
particular study aimed to systematically synthesize the results of those studies throughatysia. The first
researchguestion was about the direction and the extent of the relationship between EFL students' FLA and

their language performance. In this context, the first critical step was to identify the direction of the association
between FLA and language performancee Thsults revealed a negative direction, which is parallel to the

findings of the other studies in the literature (Horwitz, 2000; Gregersen, 2003; Batumlu & Erden, 2007; Tugan,

2015; Orug, 2020). ABaraj (2014) posited that FLA negatively influences s@d& VY] ODQJXDJH OHDLU
achievement or performance, which was supported with this study. The second critical step was to identify the
correlation between the FLA and language performance. According to the results, the correlation between the

two structureswas found to be.61. This value was betweetrb2 and-.71 with 95% confidence interval.

Considering Thalheimer and Cook's (2002) guidelines for interpreting effect sizes, it was considered as a
medium effect. In addition, FLA explained 37% of the totalarace of language performance. In order to better

interpret the findings, the results were compared with the results of the otheamabtsis studies on the same
VXEMHFW 7KH HIIHFW VL]H IRXQG LQ WKLV VWXG\ ZDV KHLJKHU WKDQ
7THLPRXUL *RHW]H DQG 30RQVN\TV VWXG\ U i DQG =KDQJYV |
FRQFOXGHG WKDW )/$ VLIQLILFDQWO\ DIIHFWV ()/ OHDUQHUVYT SHUIRUP

W LV VHHQ WKDW WKH H[DP L Q HaGwaightedGifdét\sies R Ga\buvdrdl XiEdt Biz@ wvedld YHO V [
different (see the forest plow). Specifically, while some studies reported a negative effect of FLA on EFL
performance (Serraj & Noordin, 2013; Hamzavi & Afshar 2014; Lu & Li, 2015; Ozkan, 20183, ekist other

studies reported an opposite result PeUGD U %R]GR+DQ /ILDQ %XGLQ 7U
Hadinata, 2020). In regard to these conflicting results, the second research question was to examine the effect of

FLA on EFL performance in terms of some moderators.

The first moderator wasrgde level and the results revealed its -smmificant moderator effect on the

association between FLA and EFL performarnoe study, Tuncer and Akmencge (2018) compared high school

students with students in higher education programs and found no miffebetween the groups in terms of

school level, which supports the findings of the current study. Can and Can (2014) argued that the issues in
learning foreign language are due to the combination of many structures related to students, teacherslinstructor
curriculum, administrators, and parenthe fact that the grade level was not a significant moderator between

FLA and EFL performance points out similar issues at different grade levels. In the present study, it was
determined that FLA has a mediumle\O HIIHFW RQ VWXGHQWVY ()/ SHUIRUPDQFH ERW
education.

Due to the role of culture on the formation of anxietyR + X U W 0 X < R 9 Xddumty Xn which studies

were conducted was considered as a moderator variable in this particular study. The results revealed that country

had significant moderator effect on the association between FLA and language perfor@altcel
EDFNJURXQG LQIOXHQFHYV LQGLYLGXDOVY IHHOLQJVY H[SHULHQFHV DQ
powerful variable that affects anxiety level (Hofmann & Hinton, 2014). The significant moderator effect of

country on the associatidvetween FLA and EFL performance in the present study may be due to cultural
differences.

Another moderator variable of the current study was the type of anxiety (speaking, listening, writing, reading,
and test anxiety). The findings proved a significemdderator effect of type of anxiety on the association
between FLA on EFL performance. Specifically, it was observed that listening, test, speaking, reading, and
writing anxiety affected EFL learning performance respectively from the most to the lehahg 22019)
reported a similar finding and stated that this may be related to the nature of listening. Listening is a cognitive
task that involves various complex structures of linguistic, semantic, and pragmatic knowledge (Rost, 2011) that
consist of a sges of sequential audio inputs (Vandergrift, 2011). In addition, listening is among the skills that
challenge cognitive processes the most (Goh, 2000). Due to the complex structure of listening, it may cause
learners to be affected by anxiety at the haghevel.

Publication year was considered as a moderator variable in this study. According to the results, publication year
was a predictor of the negative association between FLA and EFL performance. On the other hand, Zhang
(2019) found that publicatiopear did not predict this negative association and concluded that the degree of the
correlation was consistent over the past decades. Considering that the current study included more recent
studies, it is concluded that the negative association betweaid EFL performances has increased in recent
years.
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The last moderator variable in the study was the sample size.diogdo the results, an increase in sample size
UHVXOWHG LQ D GHFUHDVH LQ DQ[LHW\ OHYHO 6DGON DQG 1DVOUFO
KLIKHU DQ[LHW\ OHYHO LQ OHVV FURZGHG FODVVURRPVeVWnQFH LQ W
movement are followed up by the others easily. This may cause teachers and students not to act in a natural way,

and as a result, to increase their anxiety levels. Therefore, parallel to the findings in other studies in the
literature, the finding bthis study revealed that higher sample size decreases the level of anxiety and increases

EFL performance.

Limitations and Directions for Future Research

This study has some limitations. According to the inclusion criteria of this particular stug\stodies written

in English or Turkish were selected for analysis, which may prevent to be reached out the actual effect size.
Therefore, it is suggested future mataalysis studies include studies written in other languages as well. The
second limitatio of the study is that a limited number of studies were reached at middle school level. Therefore,

it is critical to include grade level as a moderator variable in future studies in order to determine the effects of
FLA on EFL performance. A similar limiteon exists for the country variablen addition, the types of scales

used in the studies included in the present study were not examined as moderators. Scale types used in studies
can be important in explaining the relationship between FLA and EFL pefae. Therefore, future research

may examine the scale type as a moderatioere might be studies that were not published in the databases that
eligible studies were searched in this particular study. Future studies should catsidssingdifferent

daabases to find out more studies in this topic. In addition to those limitations, it is also critical to examine the
association between FLA and EFL performance in terms of different moderator variables. Considering the
negative effect of FLA on EFL perforance, future studies should focus on the reasons of anxiety and
LQWHUYHQWLRQ SURJUDPV WR GHYHORS VWXGHQWVY VNLOOV WR PDQ
language learning/teaching.

Conclusion

This metaanalysis study examinethe association between FLA and EFL performance. Overall, the results
UHYHDOHG D PHGLXP OHYHO DQG QHJDWLYH HIIHFW EHWZHHQ VWXG
negatively predicted EFL performance. In addition, the association between FLA and Hdéfimpece was

investigated based on some moderatéiecording to the results, FLA was found to cause similar issues in

terms of EFL performance in high school and higher education levelgh®©other hand, the association

between FLA and EFL performancigsificantly differs in terms of the country moderator. Also, according to

the results, the listening anxiety decreased EFL performance the most. In addition, sample size was found to be

a significant moderator in the analysisis determinedhat crowdeG FODVVURRPY PD\ GHFUHDVH VYV
levels. As a result, the negative consequences of high FLA and low EFL performance for language learners are
source of concernTherefore, practitioners should create learning environments in which students feel
comfortable and have less anxiety. It is also important to conduct extensive studies to identify pedagogical
interventions that encourage students to alleviate their FiLAddition, some measures can be taken to reduce

listening anxiety in EFL learning in ¢hclassroom. Some of these measures can be applied in crowded
classrooms, as demonstrated in the findings of the present study. Also, it is recommended to conduct studies
patterned with qualitative research methods in order to examine the effects & onltanguage learning.
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