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Abstract

Realistic Mathematics Education (RME) includes identifying and solving problems. Besides, it is an effort to
organize a case, reorganize it according to new ideas, and concretize and rediscover the case to understand it
better. This research aims to determine the effect of RME-based teaching against traditional methods, develop a
general opinion, and contribute to the literature. In the study, the meta-analysis method was used to synthesize the
results of independent experimental studies examining RME's effect on academic achievement. The data set of
the researchwas createdin September 2022. Necessary searches were carried out within the ULAKBIM TR Index,
YOK Thesis, ERIC and Web of Science databases. As a result of these searches, 54 studies met the selection
criteriato be included inthe meta-analysis. The random-effects model was used in the research. As a result of the
analysis, the calculated effect sizes were all positive. In the light of this finding, it has been concluded that in all
studies, RME-based teaching was more effective than traditional methods on students' academic achievement in
mathematics. A moderator analysis was also carried out to determine whether the effect sizes differed statistically
significantly according to the variables “publication type, sample size, and educational stage." As a result of the
moderator analysis, itwas concludedthat all moderator variables obtained fromthe GME-based teaching practices
significantly affected the combined effect size.

Keywords: Realistic mathematics education, Meta-analysis, Publication type, Sample size, Level of education
Introduction

The understanding that knowledge has a precise and unchangeable structure and that being knowledgeable means
storing and memorizing existing information in the mind has lost its importance today (Ozkiirkgiiler, 2019).
Individuals learn by discowering their own knowledge and questioning existing knowledge. Especially in the
changing world, there are changes in individuals' education and understanding. According to the Ministry of
National Education (MONE) (2018), this change describes individuals who produce knowledge, use it
functionally in life, solve problems, and think critically. Suitable education and training programs should be
created to raise the desired individuals.

Changes are made in mathematics teachingand curriculaaccordingto the changing and developing circumstances
of our age. In the 2018 Mathematics Curriculum, the objective of "making sense of the relationships between
people and objects and the objects among themselves by using the meaning and language of mathematics" was
emphasized (MONE, 2018). According to Cilingir and Artut (2016), some researchers (De Lange, 1987;
Gravemeijer, 1994; Treffers, 1987; Streefland, 1990; Van den Heuvel-Panhuizen, 2003) proposed a teaching
theory for mathematics education that covered the changed terms and qualities. This theory, which includes
identifying and solving a problem, is called Realistic Mathematics Education (RME). Besides, it is an effort to
organize a case, reorganize itaccordingto new ideas, and concretize and rediscover the case to understand it better
(Freudenthal, 1968; Is1k, 2019).

Mathematizing, which is the basic principle of RME, is a level up in mathematics, according to Freudenthal
(Odemis, 2019). The word “mathematizing” refers to the desire to achieve a level with the help of mathematics
taught in students' mathematics lessons (Odemis, 2019). In Gravemeijer (1999), contextual problems related to
the subjectto be covered are given to students at the beginning of the course, and students are focused on the
whole subject. Students present their solutions to the problem based on their knowledge of the subject and
associate these mathematical concepts with real-life problem cases (Van den Heuvel-Panheuizen 2003; Okuyucu,
2019).

: Corresponding Author: Galip Geng, galipgencc@gmail.com
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Treffers (1978, 1987) stated that mathematizing could occur in two ways: horizontally and vertically
(Ozkiirkgiiler, 2019). In horizontal mathematizing, students come with mathematical tools that help them
understand and solve real-life problems. It includes exploring or defining authentic mathematics, schematizing,
formulating, and envisioning a problem from different angles. Besides, converting a real-life problem into a
mathematical problem is at the core of horizontal mathematizing. Vertical mathematizing, onthe other hand, is a
method of rearrangement in the mathematical system. Showing and proving a relationship in a formula,
simplifying and organizing models, and using different models, completing and combining models, formulating
and generalizing a mathematical model are examples of vertical mathematizing (Zulkardi, 2002; Kan, 2019).

Students use horizontal mathematizing when solving a problem, they have experience with and vertical
mathematizing if they encounter an advanced problem. Students gain formal and informal mathematical models
with horizontal mathematizing, and they reach wvertical mathematizing through problem-solving and similar
applications. The students who find the mathematical result interpret the solution they have reached and create a
better method for another problem. In this way, students use mathematical knowledge (Demird6gen, 2007,
Gozkaya, 2015). Freudenthal's most convincing argument is that all students will not become mathematicians in
the future, but mathematics will be a tool for the vast majority to solve daily life problems (Cakir, 2013).
According to Freudenthal (1991), there is no definite line that can distinguish horizontal and vertica
mathematizing concepts, that they can participate in all stages of mathematical activities, and that the student must
make this decision for himself or herself (Yorulmaz, 2018; Ozkiirkciiler, 2019).

Regarding the mathematics curriculum in Turkey (2018), using real-life events in the mathematics teaching
process is one of the main objectives of mathematics courses. Besides, the program emphasizes that students have
to build their own knowledge using their experiences (Tabak, 2019). PISA is an international test based on real -
life events. Mathematical literacy is one of the literacy areas covered in the PISA application. Turkey's low
achievement in an exam based on real-life situations suchas PISA points out how important it is to implement
RME-based teaching to build and develop mathematical literacy.

Regarding the results of TIMSS 2015, another international exam, in a general framework, the knowledge,
application, and reasoning scores of primary school 4t graders and secondary school 8t" graders are below the
TIMMS average (Tabak, 2019; Karip, 2017). Whenthe literature isexamined, itis observedthat the first academic
studies ona realistic mathematics education approach in Turkey have started to be carried out since the beginning
of the 2000s. On the other hand, it is seen that there has been a great increase inthe number of these studies inthe
last five years. In studies on realistic mathematics education, generally examine students' knowledge creation
processes (Deniz, 2014; Diindar, 2019; Uga, 2014), collect student opinions (Okuyucu & Bilgin, 2019 and
examine the effect of arealistic mathematics educationapproachon various variables (Cilingir,2015;Doluzengin,
2019; Lestariand Surya, 2017; Trisnawati, Pratiwi and Waziana, 2018). However, Tabuk (2019), in his study
examining the trends of research ona realistic mathematics education approach in our country, determined that a
significant part of these studies focused on the effect of students' academic success and attitudes towards
mathematics. Consideringthe studies conducted on the realistic mathematics educationapproach, it is noteworthy
that the effect of this approach on academic achievement is generally significantly more effective than classical
teaching methods. However, another issue that is as important as whether the realistic mathematics education
approach is more effective than traditional approaches in mathematics teaching is how effective this approach is.
At this point, the effect size value obtained by the meta-analysis method allows an easier evaluation. With the
effect size value, an evaluation can be made as "low, medium, or large effective" (Giindiiz & Kutluca, 2019).

Considering these facts in Turkey involving RME, this research aims to determine the effect of RME-based
teaching against the traditional methods, develop a general opinion, and contribute to the literature. The
approaches that provide research opportunities ina wider area are needed to effectively use the studies' results
and reliablyinterpret the analyses. In Turkey, there are many experimental studies examining the impact of RME-
based teaching on different groups of students, which reveals the need to conduct a meta-analysis on these studies.
Besides, higher-level studies are necessary for being inclusive and reliable in interpreting the cumulative facts
created by similar studies (Akgdz, Ercan, & Kan, 2004). Considering all these facts, it was decided to conduct a
meta-analysis to be able to make a precise judgment about the effect of RME-based teaching on academic
achievement in mathematics compared to traditional teaching methods and make much clearer predictions and
generalizations for the future.

Glass (1976) was the first to name meta-analysis as "the analysis of analysis"; this definitionis still used today.
Meta-analysis is a type of analysis based on the studies' effectiveness, considering their similarities and different
aspects (Eser, Yurtcu, & Aksu, 2020). Meta-analysis studies, which also mean combining and re-analyzing the
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results obtained from different studies, are based on the idea of "analysis of analysis," which is a method that can
be used for this purpose (Kaplan etal., 2015).

This research's purpose was to determine the effect of RME-based teaching on students' academic achievement
compared to traditional teaching. There are very few studies on RME, which has been mentioned frequently in
modern mathematics education, inthe related literature. The sample of the meta-analysis performed by Kaplan et
al. (2015) was 12 national theses. No moderator analysis has been performed in the mentioned study. In his meta-
analysis involving RMA, Tabak (2019) has covered 38 studies conducted in Turkey and used the content analysis
method. Tamur, Juandi, and Adem (2020) have conducted a meta-analysis on a sample of 72 studies to examine
the effect of RME-based teaching on students' achievement in Indonesia.

According to the purpose of the research, the problem statement of the research was set as follows: "When RME-
based teaching is compared to traditional teaching, do the effect sizes of the studies involving the effect of the
teaching methods on student academic achievement differ statistically in favor of RME-based teaching?"

The sub-problems of the research are as follows:

1. Does RME-based teaching have a different effect on students' academic achievement compared to traditional
teaching?

2. Regarding the studies comparing RME-based teaching with traditional teaching, is there a statistically
significant difference between the effectsizes according to publication type?

3. Is there a statistically significant difference between the studies' effect sizes according to the study’s sample
size (n <30,1n>30)?

4. Is there a statistically significant difference between the studies' effect sizes according to the educational stage
(primary school, middle school, high school) at which RME-based teaching is applied?

Method

This part includes the topics related to the research model, the data collection process, the inclusion criteria, the
data coding, and the data analysis.

Research Model

In the study, the meta-analysis method was used to synthesize the results of independent experimental studies
examining RME's effect on academic achievement. Meta-analysis is considered the analysis of the analyses
performed by reviewing the studies that are independent of each other in order to obtain information on arelevant
subject, combiningthe results obtainedafter this review process, and interpreting the findings relatedto the results
(Cohen, 1988; Lipsey & Wilson, 2001).

Data Collection

The data set for the research was created in September 2022. Necessary searches were carried out within the
ULAKBIM TR Index, YOK Thesis, ERIC and Web of Science databases using the keywords "mathematics,
realistic mathematics, Realistic Mathematics Education,” “matematik,” “gercek¢i matematik,” gercekgi
matematik egitimi” to find the studies that constitute the research sample. As a result of these searches, 54 study
theses (38 master's, 6 doctoral, and 10 articles) involving the effects of RME on Turkish students' academic
achievement in mathematics have been reached. Papers compiled from theses were not included in the research.
The presentations and reports of systematic reviewand meta-analysis studies should be accurate. Accordingly, in
the international literature, it is recommended to use the flow chart suggested by the PRISMA statement in
systematic reviews and meta-analysis studies (The PRISMA Group, 2009). The flowchart showing the data
collection process through literature search is given in Figure 1.
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Number of studies identified as a result of the database

scan
(n=258)
TRDizin: (n=40)
YOKTEZ: (n=112)
ERIC: (n=17)
Web of Tcience: (n=89)

Number of scanned studies
(n=258)

Number of remaining studies after removing

Number of theses evaluated as
suitable
(n=44)

Number of papers deemed
suitable
(n=10)

duplicate studies

(n=241)

Final numb*er of studies
included in the meta-analysis

(n=54)

Excluded theses
(n=68)
Exclusionreasons for theses:
* lack of experimental and/or control group
(n=35)
* lack of standard deviation (n = 33)
Excluded papers
(n=135)
Exclusion reasons for papers:
* lack of standard deviation (n= 16)
* papers derived from theses (n=8)
* lack of experimental and/or control group
(n=112)

Figure 1. Data collection flowchart

Inclusion Criteria

The following criteriawere considered while determining the studies to be included in the research:

Studies should be either a master's thesis, a doctoral thesis, or articles published in peer-reviewed

Studies should have been carried out with pre-school, elementary, middle, high school, and university

In the studies, RME-based teaching should have been applied to the experimental group and traditional

The mean, standard deviation, and number of participants in both groups of the study should be given

1. Studies should have been published between 2000-2022.
> scientific journals.
3. Studies should have been performed using an experimental design.
* students studying in Turkey.
> teaching approaches to the control group.
> for both the experimental and control groups.
Data Coding

Before this meta-analysis-based study is carried out, a coding formwas created to address the studies involving
RME from a general perspective and identify the studies to include in the meta-analysis. The following
informationis entered inthe coding form:

1.

Name of the study; author(s) of the study
2. Publicationtype (1 = master’s thesis, 2 = doctoral thesis, 3 = article)
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3. Sample size, arithmetic mean, and standard deviation of the experimental and control groups included in
the study

The experimental group's sample size is less than 30, equal to, or greater than 30 (0 =n <30, 1 = >30)
The educational level of the student population on which the study was conducted (0 = primary school,
1 = middle school, 2 = high school)

ok~

To ensure the content validity of the coding form, four experts with a doctorate ineducational scienceswere given
detailed information about the research process steps, and expert opinions were obtained for this purpose. The
studies to be included in the meta-analysis process should be coded by at least two coders to ensure coding
reliability (Cooper, 2016). Thus, the coding of the research was carried out by three experts (with a doctorate in
mathematics education) to ensure the research's reliability. These three experts then came together, and the
necessary consensus was achieved on the codings that did not overlap with each other. In this way, errors caused
by the data entry process were minimized. The reliability of the coding was calculated using the formula
"Reliability = Consensus/(Consensus + Disagreement) x 100" (Miles & Huberman, 1994) and was found to be
85%. In terms of coding reliability, values obtained by this formula of 70% or higher are considered sufficient
(Y1ildirim & Simsek, 2011). In light of this information, the coding is reliable in terms of the coding rel iability
(85%) obtained for the research. It was concluded that the measurement results made on the coding formwere
valid and reliable when considered holistically.

Data Analysis

Fixed and random effect models are used in meta-analysis to calculate the effect sizes. It is necessary to be very
careful indecidingthe model to be used in the meta-analysis. In the research, the independent experimental studies
examining the effectof RME onacademic achievement, which had been reached by a literature scan, have formed
the research sample. In determining the research's sampling frame, a universe was specified, and the actual effect
size of each study in this universe has been assumed to be different. Specifying a universe, assuming that each
study's actual effect size inthe universe is different, and the generalizability of the analysis results to the universe
and all cases included in the sampling frame are the indicators for choosing the random-effects model. All these
issues were considered, and the random-effects model was used in the research (Borenstein et al., 2009;
Borenstein, 2019).

Jamovi and R programs were used in the analysis of the research. Jamovi is free software built on the R
programming language that performs statistical analysis using popular R packages (Eser, Yurtgu & Aksu, 2020).
Both programs made use of the metaphor package (Viechtbauer, 2010). The effect sizes of the studies included in
the meta-analysis should met the normal distribution assumption (Rosenberg, Adams, & Gurevitch, 2000). First
of all, it was checked whether the studies' effect sizes included in the meta-analysis meet the normal distribution
assumption. The normal distribution chart obtained from the studies' effect sizes was analyzed, and it was
concluded that the normal distribution assumptionwas met.

Regarding the variance estimation, the Hartung-Knapp-Sidik-Jonkman (HKSJ) method, which is known to
perform significantly better than the DerSimonian-Laird method, which is frequently used in the literature, was
preferred (Viechtbauer, 2005; Sidik and Jonkman, 2007; IntHout, loannidis, and Borm, 2014). Considering that
different achievement tests were used in the studies included in the meta-analysis, the standardized mean
difference was used as the model's effect size measurement. Regarding heterogeneity, Tau?, Q, 12, and confidence
interval values were used to obtain prediction informationeven though they do not give information about the
amount of heterogeneity (Borenstein, 2019). Fail-Safe N was used to assess the study's strength and reliability,
and the outputs obtained from p-curve and p-uniform analysis were taken into account for publication bias.

Considering the different subgroups of the studies that constitute the meta-analysis sample, moderator analyses
were conductedto compare the calculated effect size values The publicationtype, the experimental group's sample
size being less than or equal to 30, and the educational stage were used as moderators. The confidence level was
taken as 95% in all calculations related to effect size. The Hedge's g was taken as the difference between the
means in units of the pooled standard deviation. While interpreting the importance of the calculated effect sizes,
the following criteriawere used (Cohen, Manion, & Morrison, 2011):

0 < Effect size <0.20 (Weak Effect),

0.21 < Effect size <0.50 (Low Effect),
0.51 < Effect size <1.00 (Moderate Effect)
1.00> Effect size (Strong Effect)


https://www.google.com/search?safe=active&rlz=1C1EJFC_enTR846TR846&hl=en&biw=1920&bih=975&sxsrf=ALeKk03ith3RjCtP1l2BEZU8G6a2XVoi7Q:1611067510235&q=Hedge%27s+g&spell=1&sa=X&ved=2ahUKEwjLgaCVnqjuAhUowAIHHTYUCUQQkeECKAB6BAgbEDA
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Results

In this part of the research, the average effectsizes of the studies included in the meta-analysis were calculated,
and the first sub-problem, "How does RME-based teaching affect students' academic achievement compared to
traditional teaching?" was addressed.

Findings Regarding the Effect of RME-Based Instruction on Academic Achievement

Regarding the recent studies onpublicationbias, itwas mostly due to significance levels and p-hacking. Therefore,
itisrecommendedto interpret the outputs of p-curve, and p-uniformanalyses in the process of collectingevidence
for publication bias (Simonsohn, Nelson, & Simmons, 2014a; Harrer et al., 2019). Before calculating the average
effect size, evidence of publication bias was sought in the studies included in the meta-analysis. For this purpose,
first, p-uniform analysis outputs were interpreted, followed by p-curve analysis outputs. Table 1 contains p-
uniform publication bias statistics. The p-value for the p-uniform publication bias testin Table 1 is greater than
0.05. This does not mean that the null hypothesis is true; it indicates that there is not enough evidence to reject the
null hypothesis. As a result, the p-value obtained from the p-uniform analysis means that there is not enough
evidence for the existence of publication bias (p = 0.088>.0.05).

Table 1. P-uniform publication bias test statistics

Test statistics p-value

1.354 0.088

The p-uniform analysis gave the effectsize and the confidence intervals. Table 2 contains the effect size statistics
resulting from the p-uniform analysis.

Table 2. Effect size statistics regarding the p-uniform analysis

Effect E]?::\I/gle nce ﬁ?g:\'/gfnce 7 p- Number of Statistically
size Lower Limit Upper Limit value Significant Studies
0.682 0.498 0.854 -5.315 . 46

Regarding the effect size and confidence intervals of the p-uniform analysis outputs in Table 2, the effect size
(0.682) is in the range of 0.51-1.00, indicating a moderate effect. As a result, the effect size of the p-uniform
analysis was determined to be moderate.

After the p-uniform analysis, the outputs of the p-curve analysis were interpreted. Figure 2 shows the p-curve
publication bias analysis result. The observed p-curve includes 46 studies at a p<0.05 significance level, and 33
of these 46 studies are at a p<0.025 significance level. Since the p-value of the remaining nine studies is greater
than 0.05, these studies were not evaluated within the scope of the p-curve. The blue line represents the observed
p-curve, and the power estimate for the observed p-curve is 84% at a confidence interval of 74- 90%.
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Figure 2. P-Curve

Mullen, Muellerleile,and Bryant (2001) stated that the results of meta-analysis studies have resistance against
future studies, but only when the value calculated fromthe N/(5k+10) formulais greater than 1. This value was
calculatedfor the experimental group (n=1530), the control group (n=1520), and the whole sample (n=3050) using
the relevant formula. All of themwere found to be greater than 1, which can be interpretedas very low publication
bias. As a resultof the holistic evaluation of the relevant values and the outputs of p-uniform and p-curve analyses,
itis concluded that there is no evidence for publication bias.

Fail-Safe N, which is another way of defining the p-value obtained from the meta-analysis, was also examined. If
the p-value of Fail-Safe N is lower than alpha (p <0.05), the analysis is considered powerful and highly reliable.
Fail-Safe N does not give information about the presence or absence of publication bias in any case (Borenstein,
2019). The p-value for Fail-Safe N was found to be less than alpha (0.05) (FSN =10.221, p<.05), therefore it can
be said that the research is powerful and highly reliable.

Following the evidence search for publication bias for the studies included in the sample, the average effect size
under the preferred random effects model should be calculated considering the sampling frame. Table 2 shows
the average effect size and the lower and upper values of the confidence interval.

Regarding Table 3, the average effectsize was 0.905 with a standard error of 0.0891. The confidence interval's
lower and upper limits are 0.726 and 1.084, respectively (95% confidence interval). Regarding the point
estimationvalue of 1.90 and the confidence interval's lower and upper limits according to the effect size range
suggested by Cohen et al. (2011), it can be said that RME-based teaching has a moderate effect on increasing
academic achievement in mathematics courses. The point estimation value of the average effect size is positive,
indicating that the result is in favor of the experimental group.
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Table 3. Output of the random effects model

Effect Standard Confidence Interval  Confidence Interval
Model . Z L o

size Error Lower Limit Upper Limit
Random Effects 0.905 0.0891 102 <.001 0.726 1.084

Another output of the meta-analysis is the forest plot, which is shown in Figure 3. Regarding the effect sizes of
the studies included in the research, the smallest effectsize is 0.14 (Uskun, Cil, & Kuzu, 2021), and the highest
one is 4.25 (Kawuran, 2019). The holistic review of the studies' statistical results related to the effect size shows
that all 54 studies that form the sample have positive effects. In Figure 3, the studies are located on the right side
of the no-effect line, represented by the dashed line passing through zero. All studies show a benefit to the
experimental group that received RME-based instruction.
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Figure 3. Forest Plot

After the forest plot, the heterogeneity statistics in Table 4. have been examined. The Q test result of Cochran is
statistically significant (Q ~ (df = 53) ~=194.846, p=<.001). That is, the change in effect size is larger than the
expected sampling error. According to this result, it can be said that the actual effect size varies accordingto the
studies. The |2 statistic, another statistic that provides information on heterogeneity, shows the rate of change in
the observed effect size attributed to sampling error. In table 3, 1= %83.09. It should be kept in mind that the 12
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statistic is a ratio, not an absolute measure of heterogeneity. It is recommended not to use the draft percentage
ranges (Higgins & Green, 2011) in the literature when interpreting the 12 value (Borenstein, 2019). 12 provides
information on the degree of inconsistency of the studies' findings within the meta-analysis. It reflects the extent
to which confidence intervals obtained from different studies overlap (Borenstein et al., 2009). The 12 value
obtained from the meta-analysis is relatively high, which means that the studies' effect sizes have significantly
changed. Besides Q and I2 statistics, the lower and upper confidence limits of the effect sizes (0.726 and 1.084,
respectively) provides information on howwidely (based onthe standard deviation) the effect sizes vary between
populations. Considering the statistically significant result of the Q statistic, the relatively high 12 value, and the
estimation range's relative width, it can be said that there is heterogeneity that needs further analysis. M oderator
analysis was used to explain the heterogeneity.

Table 4. Heterogeneity Statistics

12 sd Q p
83.09% 53 194.846 <0.001

Findings Regarding the Differentiation of Effect Sizes According to Publication Type

Table 6 displays the output of the moderator analysis carried out to address the second sub-problem of the
research: "Regarding the studies comparing RME-based teaching with traditional teaching, is there a statistically
significant difference between the effectsizes according to publication type?"

When Table 6 was examined, it was concludedthat the effectsizes of the studies differedstatistically significantly
accordingto the type of study (Q=177.767, p<0.05). Accordingly, it can be said that whether the study type is a
master's thesis, adoctoral thesis, or an article, it causes achange in the effect size. When the effectsizes in Table
6 are examined, it can be said that the publication (being master's thesis, doctoral thesis, or article) causes a
difference in the effect size in favor of RME in terms of academic achievement. When the effect sizes of the
categoriesin Table 6 are examined, it is striking that the publication type that causes the most variation in the
effect size infavor of RME is a master's thesis.

Table 6. Moderator Analysis Results for the Publication Type

Category N Effectsize Cc:rr::‘ é?\?;ce df Qs p
Master’s
Thesis 38 0.522 [0.149,0.896]
Publication ~ Doctoral 6 0371 [-0.034:0.776] 2 177.767 <0.05
Type Thesis
Article 10 0.392 [-0.074,0.820]

Findings Regarding the Differentiation of Effect Sizes According to Sample Size

Table 7 displays the output of the moderator analysis carried out to address the third sub-problem of the research:
"Is there a statistically significant difference between the studies' effect sizes according to the study's sample size
(n<30,n>30)?"

When Table 7 was examined, it was concluded that the effect sizes of the studies differed statistically
significantly according to the sample size (n<30,1n1>30) (Q=194.087, p<0.05). In other words, it can be said that
the sample size being n<30 or n>30 causes a differencein effect size in favor of RME in terms of academic
achievement. When the effect sizes of the categoriesin Table 7 are examined, it is striking that the sample size
of less than 30 causes more variation in the effect size in favor of RME than being n>30.

Table 7. Moderator analysis results for the sample size

. Confidence
Category N Effect size Interval df Qs p
n<30 19 0.610 [0.3428,0.8777] 194.087* <0.05

Sample size
n>30 35 0.255 [0.3154;0.8254]
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Findings Regarding the Differentiation of Effect Sizes According to the Level of Education

Table 8 displays the output of the moderator analysis carried outto address the fourthsub-problemof the research:
"Is there a statistically significant difference between the studies' effect sizes according to the educational stage
(primary school, middle school, high school) at which RME-based teaching is applied?"

When Table 8was examined, it was concludedthat the effectsizes of the studies differedstatistically si gnificantly
according to the level of education (n<30, n>30) (Q=157.563,p<0.05). In other words, it can be said that the
sample size being n<30 or n>30 causes a difference in effectsize in favor of RME in terms of level of education.
When the effect sizes of the categories in Table 8 are examined, it is striking that the middle school level causes
more variation in the effect size in favor of RME than the primary school level and high school level.

Table 8. Moderator analysis results for the level of education

Effect Confidence
Category N size Interval of Qe P
Primary School 8 0.338 [0.3428,0.8777]
f{“zr:p'e Middle School 35 0610  [-0.31540.8254] 2 ~ 157.563* <005
High School 11 0.379 [0.3775,0.8254]

Discussion and Conclusion

In this study, examining the effect of RMA-based teaching on the students’ mathematics achievement in Turkey,
54 effect sizes were calculated for the meta-analysis sample. The calculated effect sizes were all positive. In the
light of this finding, it has been concluded that in all studies, RME-based teaching was more effective than
traditional methods in raising students' academic achievement in mathematics. These effect sizes varied between
0.14 and 4.25, and based on the random-effects model, the average effect size of 54 studies was 0.90, and the
lower and upper limits of the confidence interval were 0.72-1.08. Regarding the holistic review of the effect sizes
and the awverage effect size, it has been concluded that the studies have a moderate effect according to the
classification of Cohen et al. (2011). Based on the findings of the effect size, it has been concluded that RME -
based teaching has a moderate effect on students' academic achievement in mathematics compared to traditional
methods.

In the meta-analysis study by Tamur, Juandi, and Adem (2020) inwhich they combined 95 effect sizes from 72
studies on realistic mathematics education in Indonesia, the combined effect size was calculated to be larger
(1.104) than the combined effect size of this study. It is thought that the reason for the difference in the combined
effect sizes obtained as a result of this research and the research of Tamur, Juandi, and Adem (2020) is due to the
difference ininternal and external criteria. Ozdemir (2020), on the other hand, brought together the effectsizes
obtained from 23 studies on realistic mathematics teaching and calculated the combined effect size as 1.048.
Ozdemir (2020) did not include articles published in scientific journals in the scope of his meta-analysis study,
instead calculating effect sizes from postgraduate theses. This situation is thought to be the reason why the
combined effect size obtained within the scope of this research is different from the study of Ozdemir (2020). In
another study, Kaplan et al. (2015) combined 12 effect sizes intheir study in which they examined the effect of
realistic mathematics education-supported instruction on mathematics achievement, and the overall effect size
was calculatedas 0.607. The combinedeffectsizes obtained by Kaplan et al. (2015) andthe combined effect sizes
obtained within the scope of this study show a "moderate level of effect. In the light of all these explanations, it
can be concluded that the realistic mathematics education approach in mathematics teaching is effective in
increasing the academic success of students.

When the literature is examined, it is striking that Eade and Dickinson (2006) concluded that mathematics teaching
with realistic mathematics education acts in favor of students' mathematical development. Wubbels, Korthagen,
and Broekman (1997) stated that teaching based on realistic mathematics education is a very effective method for
students to achieve success.

In this study, based on the finding that teaching based on realistic mathematics education moderately affects
mathematics achievement, teaching toward realistic mathematics education in the learning process should be
encouraged, and guidance should be given to enable students to define and make sense of the problem situations
they encounter in accordance with daily life, and to feel responsible for the solution of the problem.
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A moderator analysis was also carried out to determine whether the effect sizes differed statistically significantly
according to the variables "publication type, sample size, and level of education.” As a result of Analog ANOVA
and meta-regression performed within the scope of moderator analysis, it was concluded that all variables
considered moderator variables within the scope of the study had an effect on the combined effect size.

As a result of the moderator analyses carried out within the scope of the study, it was concluded that the type of
publication had a statistically significant effect on the effectsize in favor of the master's theses. As a result of the
meta-analysis study, in which Ozdemir (2020) examined the effect of realistic mathematics education on
mathematics achievement, he found the effect size to be medium for master's theses and high for doctoral theses.
The fact that the samples of the studies within the scope of the research carried out by Ozdemir (2020)are only
those of Turkey can be considered the reason for the difference between the findings of the two studies. The
absence of any other finding with which this result can be compared reveals the necessity of conducting more
meta-analysis studies on the same subject within the scope of the relevant variable.

As a result of the meta-analysis study conducted by Tamur, Juandi, and Adem (2020), they concluded that "the
combinedeffectsize of the small sample group (30 or less) is significantly different fromthe combinedeffectsize
of the large sample group (31 or more). At the same time, this result overlaps with similar studies in the literature,
including the sample size as a moderator variable in the meta-analysis (Turgut & Temur, 2017; Tumankeng,
Yusmin, & Hartoyo, 2018). According to these studies, the effect of a small study group on a small sample is
stronger than the effect of alarge sample, and the relevant results obtained by the researchersare in line with the
results of this study.

As a result of the moderator analyses carried out, it was concluded that the education level of the individuals
forming the sample played a role in the change in the combined effect size. Turgut (2022) investigated the effect
of realistic Mathematics Education on the mathematics attitudes of students studying in Turkey through meta-
analysis and concluded that the education level did not cause a statistically significant difference between the
groups. Turgut (2022) irestricted the meta-analysis to studies involving a Turkey sample. It is thought that this
situationplays a role in the differenceinthe results of the relevant research. Chen, Shih, & Law (2020) and Juandi,
Tamur & Kusumah (2022) concluded that the effect size of the samples formed by individuals with low education
level is relatively higher than the groups with higher education level. Considering that students are confronted
with problemsituations that they can imagine within the framework of RME, it can be thought that this conclusion
is possible (Van den Heuvel-Panhuizen & Drijvers, 2014). Students studying at higher levels, suchas high school
and university, may no longer need such a framework. More studies are needed to support this result.

Recommendations

In this study, based on the finding that teaching based on realistic mathematics education moderately affects
mathematics achievement, teaching toward realistic mathematics education in the learning process should be
encouraged, and guidance should be given to enable students to define and make sense of the problem situations
they encounter inaccordance with daily life, and to feel responsible for the solution of the problem.

Based on the findings of this study, which show that RME-based teaching has a significant impact on students'
mathematics achievement, it is recommended that RME-based teaching be implemented in learning processes at
all levels of education. Besides, support should be provided to ensure that students correctly define the problem
situations they face in the learning process and that they will be responsible for the solutions they find.

RME-based teaching is a type of teaching that fits the constructivist education philosophy. The results of this
study also support this view. In this context, it may be suggested to adopt RME-based teaching at all levels of
education.

Considering the findings obtained as a result of the moderator’s analysis, it can be suggested that education
practitioners consider the variables of publication year, sample size, and education level.

Reporting the statistics required to calculate the effect size in all experimental and quasi-experimental studies
examining the effects of RME-based teaching on students' mathematics achievement will allow future studies on
similar subjects to be more valid and reliable.

In addition to this, itis recommended for meta-analysis studies to examine the effect of RME-based teaching on
different variables such as students' anxiety, attitude, and motivation, in addition to their mathematics
achievement.
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Abstract

This study aims to examine the effects of asocial studies course supported by stories onthe critical and empathetic
thinking skills of 4th-grade students. The study was conducted according to the intervention design, a method
used in mixed-method research. The 10-week study was conducted in two public schools in Gaziantep in the
2018-2019 academic year. The Critical Thinking Achievement Test developed by Egmir and Ocak (2016) and the
Empathy Scale for Children developed by Bryant and adapted to Turkish by Yilmaz-Yiiksel (2004) were used to
collectquantitative data. Semi-structuredinterviewforms, semi-structured observationforms, and a researchdiary
were used to collect qualitative data. The qualitative data were analyzed by content analysis and descriptive
analysis. Quantitative data were analyzed by Shapiro-Wilks test, T-test for unrelated measurements, T-test for
related measurements, and Wilcoxon Signed Rank Test. In addition, the effect size of the experimental
interventionwas calculated using eta squared (n 2) for parametric tests and Pearson's Correlation Coefficient (r)
for non-parametric tests. The significance level was taken as .05 for statistical analysis. The study results show
that using stories in the social studies course significantly impacted the development of students’ critical and
empathetic thinking skills in the experimental group and the experimental intervention had a high effectsize. In
addition, the students' opinions suggest that cognitive and affective features, language skills, and content such as
empathy, interpretation, deduction, fast and meaningful reading, analyzing, knowledge acquisition, inferring,
effective responding, and listening can be developed by enriching the social studies courses with stories.

Keywords: Empathetic thinking skill, Critical thinking skills, Mixed method research, Social studies education,
Story.

Introduction

Social studies is an interdisciplinary subject that focuses on people and their lives, aims at effective citizenship
education, and uses sources of information formed by social sciences (Almerico,2013; Doganay, 2003, p. 16;
Engle & Ochoa, 1988, p. 13; Barr, Barth, & Shermis, 1977, p. 69; Martorella, 1998, p. 7; Wolk, 2003). The
primary aim of a social studies course is to make the students knowledgeable and considerate by understanding
the local and wider world. The use of thinking skills inthis process is also important (Barr, 1997; Tindall, 1996).
Social studies coursesare cultural laboratories. In designing courses, itis necessaryto consider that children make
sense ofthe social world using their cultural knowledge (Jones, Pang, & Rodriguez, 2001). This study emphasizes
examining students' critical and empathetic thinking development in a social studies course supported by one
literary genre, stories.

All kinds of information and resources related to these fields provide important teaching materials for social
studies, including written and oral literary works. The inclusion of literary genres in a social studies course
provides the opportunity to share interdisciplinary information (Kaymakgi, 2013); supports students' learning
through experience (Coskun Keskin, & Otluoglu, 2012), provides students with the opportunity to discuss and to
develop their reflective thinking, and provides various cognitive and affective benefits. Literary genres such as
stories, epics, poetry, fairy tales, folk songs, etc., are powerful materials that enable thematic subjectsto be taught,
engender various values and authentic experiences, and make connections between the real world and the subject
content.

Literacy in Social Studies Course: Stories and Their Contributions to Learning

* Corresponding Author: Burcu Giirkan Ercan, burcu.gurkan@hku.edu.tr
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Storiesare formedwith artistic creativityand combine elements suchas event, setting, time,and character. Stories
have a privileged place among different types of knowledge and are carriers of values and knowledge that can be
used both at and outside school (Hensel & Rasco, 1992). Stories canalso be used in social studies courses because
they complete the teaching process and facilitate understanding (Common, 2012; Hwang, 2004). Stories are the
essence of communication (Mathis, 2011) and bring meaning to events that textbooks cannot deliver (Tindall,
1996). Stories can be used to explain facts, convey moral values, develop culturally appropriate behaviors,
preserve cultures, and solve personal problems (Stein, 1982). Stories allowthe discovery of social studies topics,
inform about the past, support the present and shape the future (Combs & Beach, 1994; Harris, 2007). Shuyi
(2017) states that stories are important in a pedagogical context. In this context, he states that stories can be used
to teachall kinds of content, from simple to complex topics, and can be used at every stage of the course.

When storiesare usedeffectivelyin social studies courses, learners developtheir citizenship knowledge and skills
and increase their knowledge of concepts and generalizations. Stories can arouse interest in both the past and the
present, develop students' self-confidence, link the content and skills to be learned, inspire empathy and cultural
understanding, encourage students to query the reliability of sources, and help them to acquire higher-order
thinking skills (analysis, synthesis, creating, problem-solving, decision-making, etc.) (Alkaaf, 2017; Combs &
Beach, 1994;De Young & Monroe, 1996;Demircioglu, 2008; Godsir & Rowel, 2010; Goodwin & Jenkins, 1997;
Hwang, 2004; Sanchez, 2005; Shuyi, 2017; Tindall, 1996). Stories also link old learning and new learning
(McGowan & Guzzetti, 1991) because, through stories, individuals can gain insightsabout themselves, humanity,
and the world in which they live (Hwang, 2004).

Picken (2000) believes that stories are an effective educational tool because they are credible, unforgettable and
entertaining. He also argues that learning stories is about process and product, and that awareness and critical
reflectiondevelop in this learning process. Jewett (2007) states that the heart of social studies is questioning and
that students can explore multiple perspectives by asking questions about stories, searching for evidence,
analyzing findings, and preparing complex answers. Stories are related to cultural understanding, and providing
this relationshipis a part of critical thinking (Setyarini, Muslim, Rukmini, Yuliasri, & Mujianto, 2018). Critical
thinking is an important skill for citizenship education, which is one of the main objectives of social studies
courses. It is, therefore, necessary to include teaching practices to develop this skill.

Critical thinking is described as the process of judgment and decision-making about what to believe and what
action to take (Ennis, 1991; Fisher, 1995). Paul (1995) states that questioning can be used to dewelop critical
thinking, searchforassumptions, evidence and reasons, determine perspective or point of view, investigate results
and query the questionitself. Stories relatingto real life can also help students make sense of course content, make
inferences, and to question.

Savage and Savage (1993) state that students can develop empathy by understanding the differences between
people with the stories used in the social studies course. Empathy is the attempt to understand another's feelings
and thoughts by putting oneself in their place (Kabapinar, 2003, p. 171). Empathetic understanding brings people
closerto eachother, facilitating communication (Yiiksel,2004) and can be developedthrough Educationin critical
thinking. Coskun Keskin (2016) argues that students can experience the events from the heroes' eyes through the
activities, improving empathy skills. Thus, they can actively engage in learning, understand the subject, and
eliminate stereotypes by integrating their feelings and thoughts with their knowledge. Stephan and Finlay (1999)
refer to two types of empathy, cognitive and affective. They emphasize that empathy has a major impact on
behavior and attitudes. Social empathy is used in social studies courses to understand the current situations of
today's people and society. A student who has gained social empathy skills can make inferences towards himself
and the society inwhich they live and create a sensitive and tolerant self (Kabapinar, 2003, p. 171-172).

The National Council for Social Studies (NCSS, 2016) states that it will be significant only when a social studies
course is blended with information gathering and analysis, questioning and critical thinking, communication, data
analysis, disciplinary literacy, and multidisciplinary awareness. Looking at the social studies curriculum being
applied in Turkey, itaims to develop critical and empathetic thinking skills. In addition, The Ministry of National
Education (2017) state that social studies courses need to be supported by literary works such as folk stories, folk
songs, poetry, etc. As a literary genre, building stories suitable for the students' level and preparing them in
accordance with the objectives of the curriculum can serve to achieve target attainments. For this reason, stories
that will be used as learning resources in social studies Education should be in line with the general objectives of
Turkish National Education and the social studies curriculum and directly compatible with target achievements
(Unlii & Ay, 2016, p. 196).
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Various studies have been carried out regarding children’s literature and the use of literary genresinsocial studies
courses. These studies have been made on women's studies (Styer, 1984); higher-order thinking skills such as
critical thinking, reasoning, problem-solving and decision-making (Heinly & Hilton, 1982; Riecken & Miller,
1990); determination of teacher views (Beldag & Aktas, 2016; Ibret, Karasu Avci, Karabiyik, Giiles & Demirci,
2017); examination of academic achievement (Tekg6z, 2005); analysis of textbooks (Kaymakg¢i, 201 3); the
tendency to empathy (Akyol, 2011);and values education (Eryillmaz & Cengelci Kose,2018; Demircioglu, 2008).
Other studiesrelatedto the use of stories insocial studies courses have been conductedin the contexts of academic
success (Bacak, 2008; Se¢gin & Dogan, 2019; Tindall, 1996); value education(Gedik, 2012;Karagézoglu, 2018);
conceptual understanding (Picken, 2012); creative thinking (Bacak, 2008; Sekerci, Dogan, & Kabapinar, 2018);
interest, attitude effect and recall level (Akinc1 & Goniil, 2016; Tindall, 1996); teacher views (Akin, 2016; Dutt-
Doner, Allen, & Campanaro, 2016);and teaching suggestions relatedto the use of stories (Shuyi, 2017). However,
no study with experimental research process has been conducted on the effect of using storiesin social studies
courses on the development of 4th-grade students' critical thinking and empathy skills. This study assesses the
contribution that stories can have on the development of critical thinking and empathy skills. In this context, the
study's main questionisas follows: "Are students' critical and empathetic thinking skills affected ina social studies
course supported by stories?" The main purpose of the study is to determine whether students' critical and
empathetic thinking skills develop in a social studies course supported by stories. For this main question, the
following sub-questions are posed:

1. Do pre-testand post-test total scores of students' critical and empathetic thinking skills show a significant
difference inasocial studies course supported by stories?

2. What is the effect of using stories in a social studies course on developing students' critical and
empathetic thinking?

3. What are the opinions of the students in the experimental group about the social studies course before
and after the experimental procedure?

Method

Research Design

This study was conducted in accordance with ethical rules, and Hasan Kalyoncu University Social and Human
Sciences Ethics Committee Decision was taken for this study on 31.12.2020, numbered E - 804.01-2012310005.
This study examines the effect of a social studies course supported by storieson 4th grade students' critical and
empathetic thinking skills through a mixed method approach. Mixed methods require the collection, analysis, and
integration of qualitative and quantitative data in order to understand better the purpose of the study (Creswell,
2017, p. 3; Plano Clark & Ivankova, 2018, p. 4). In the study, qualitative and quantitative data on student
experiences is collected and interpreted from abroad perspective to provide detailed information. The study was
conductedaccordingto the interventiondesign, a method used in mixed methodresearch. The interventiondesign
aims to work onthe research problem by adding qualitative data to the research process through the experimental
or intervention program (Creswell, 2017, p. 43). This study included qualitative data in the process of pre-test and
post-testexperimental intervention. While the quantitative dimension of the study was designed according to pre-
test and post-testcontrol group quasi-experimental research, the qualitative dimensionwas designed according to
case studies. The design flow of the intervention mixed study is shown in Fig. 1:
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Figure 1. Intervention mixed pattern flow of research
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As shown in Figure 1, quantitative and qualitative data were collected before andafter the experimental procedure.
The following section explains the quantitative and qualitative dimensions of the study.

Quantitative Dimension of the Study

The quantitative dimension of the study was designed according to the quasi-experimental design of the pre-test
and post-test control group. Quasi-experimental studies are used in cases where groups are not formed impartially
orrandomly. This design attempts to matchcertain variables of two available groups (Biiyiikoztiirk, Kilig Cakmak,
Akgiin, Karadeniz, & Demirel, 2014, p. 208; Giirbiiz & Sahin, 2018, p. 380). In this study, no impartial selection
was made in the experimental and control groups. Potential inequality between the two groups was controlled by
equalizing the pre-tests related to the independent variables (see Table 3). The pre-test and post-test control group
quasi-experimental design model of the study is given in Table 1.

Table 1. Pre-test and post-test control group quasi-experimental model of the study

Groups  Pre-test Procedure Post-Test
E M1 Social Studies Teaching Supported by Stories M2
C M3 Social Studies Curriculum of Ministry of National Education M4

(E: Bxperimental Group; C: Control Group; M1: Pre-test measurements of the experimental group; M2: Post-test measurements of the
experimental group; M3: Pre-test measurements of the control group; M4: Post-test measurements of the control group)

In the experimental group, stories were used to support the social studies course, and in the control group, the 4th-
grade social studies curriculum was followed. In both groups, pre-test and post-test measurements were taken
relating to critical and empathetic thinking skills.

Qualitative Dimension of the Study

The qualitative dimension of the study was designed as a holistic single case study. Holistic single case studies
are used to confirmor refute a theory formulated through a single analysis unit (Yildirim & Simsek, 2018, p. 300).
This study focused on the situation assessment concerning the impact of the social studies course supported by
storiesthroughdata obtained fromthe interviews and a researchdiary. The holistic single-case designof the study
isgiven in Table 2.

Table 2. Holistic single case design of the study

Group Qualitative Data Process Qualitative Data
Social Studies Teaching
Experiment Pre- Interview Supported by Stories Post-Interview

Qualitative Data: Research Diary

Participants

This study was carried out with 38 4th-grade students in two public schools inthe Oguzeli district of Gaziantep
in the 2018-2019 academic year. Criterion sampling, a purposeful sampling type, was used to determine the study
groups. The key criterionwas determinedas not enrichingthe social studies courses by stories inthe experimental
and control group, not having a learning process to bring critical and empathetic thinking skills achievements to
the students. As do many schools, the schools selected in the study provide full-time schooling. To prevent
students in the experimental and control groups influencing eachother, selecting the two groups fromtwo different
schools was decided. The experimental group was carried out in one school and the control group in another. Of
the 19 students in the experimental group, 11 were female and 8 were male; of the 19 students in the control group,
12 were female and 7 were male.

Before the application of research, the Critical Thinking Achievement Test (CTAT) and Empathy Scale for
Children (ESC) were applied to both groups to assess and compare the critical and empathetic thinking skill levels
of the students in the experimental and control groups. First, whether there was a significant difference between
the students' pre-test scores was checked. Biiyiikoztiirk (2018) assumes that if the sample sizes are 30 and above,
the distributions will not deviate too much from the normal range. Non-parametric tests were performed in this
study since the sample size was 19 in both the experimental and control groups. The Mann-Whitney U Test was
used to determine whether there was a significant difference between the CTAT and ESC pre-test mean scores of
the experimental and control groups, and the findings are shown in Table 3:
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Table 3. Mann-Whitney U test for independent samples' results of the CTAT and ESC pre-test average scores of
the experimental and control groups

Measures Groups N Mean Rank Sum of Ranks U p
CTAT Experiment 19 18.21 346.00 156.00 470
Control 19 20.79 395.00
ESC Experiment 19 19.84 377.00 174.00 .848
Control 19 19.16 364.00
*p<.05

Table 3 shows that there was no significant difference betweenthe CTAT [U=156.00,p<.05]and ESC [U=174.00,
p <.05] pre-test average scores of the experimental and control groups. ‘Therefore, it is possible to say that the
students' critical and empathetic thinking skills in the experimental and control groups were equivalent.

During the qualitative data collection process, six students (three girls and three boys) were interviewed. The
students were selected according to their low, average, and high academic success in social studies determined by
information obtained from their class teachers. The main criterion for selecting the students by their academic
success was the research findings showing that academic success was more frequent in thinking-friendly
classrooms (Akbryik & Seferoglu, 2006; Dolapgioglu, 2019). Since students' critical thinking and empathy skills
were investigated in this study, student selectionwas primarily based on academic success. While three of these
interviewed students indicated social studies was among their favorite courses, the other three did not include
social studies as a favored course.

Data Collection Tools

While the quantitative data was collected through the Critical Thinking Achievement Test (CTAT) and Empathy
Scale for Children (ESC), the qualitative data were collected through a semi-structured interview form and
research diary. Information about these tools is presented below:

Critical Thinking Achievement Test (CTAT): The CTAT, developed by Egmir and Ocak (2016) and applied to
5th-grade students, was used to determine the effect of a story-based social studies course on critical thinking
skills. The achievement test consisted of 25 items of multiple-choice questions, each with four options. The items
in the achievement test were prepared with respect to the sub-skills of critical thinking, such as "understanding
the problem, distinguishing subjective and objective judgments, analyzing inferences, asking questions
appropriate for the purpose, evaluating inferences, determining the reliability of asource™ The results showed the
KR-20 and KR-21 values related to the whole test as 0.61 and 0.63; the difficulty index and discrimination index
were calculated as 0.37 and 0.32, respectively. These results show that the achievement test is of moderate
difficulty and has a good level of discrimination (Egmir & Ocak, 2016). Critical Thinking Achievement Test was
applied to a total of 176 students studying at the 4th grade lewel in schools located in Gaziantep city center. Of
these study participants, 100 (57%) were girls, and 76 (43%) were boys. As a result of the analyses made, the KR-
20 and KR-21 values for the whole test were .53 and .49, respectively; the difficulty index was calculated as 0.39
and the distinctiveness indexas 0.28.

Empathy Scale for Children (ESC): The ESC, developed by Bryant (1982), applied to 4th-grade students and
adapted to Turkish by Yilmaz- Yiiksel (2004), was used to determine the effect of a story-based social studies
course on empathetic thinking skills. Consisting of 20 items, the scale's validity was based on expert opinions,
and its construct validity was determinedby factor analysis. The reliability coefficients of the whole measurement
tool were calculated as Cronbach Alpha .70 (Yilmaz-Yiiksel, 2004). Cronbach (1990) states that the coefficients
between 0.60 and 0.70 are sufficient for reliability.

Semi-Structured Interview Form: Interviews were conducted to determine the students' views on a social study
course taught through stories. Interviews were carried out through a semi-structured interview form developed by
the researchers. For the semi-structured interview form, expert opinions (from 1 social studies expert, two
assessment and evaluation experts, two child development experts, one Turkish language and literature expert,
and three curriculum development and teaching experts) were taken. The relevant formwas used after checking
its suitability regarding the sub-goals, student development period, and language. There were three open-ended
questions in the interview form to determine students' opinions before and after experiencing the social studies
course. Care was taken to ensure that the questions prepared for the interview form were easy and understandable
and did not direct the student. Some of the questions in the interview formare as follows: (1) What do you think
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and feel about the social studies lesson?; (2) What do you think about the activities you do in the social studies
lesson? etc.

Semi-Structured Observation Form: The semi-structured observation form was created according to the factor
dimensions of the scales of critical thinking skills and empathic thinking skills. In addition, the "other" dimension
was added to the semi-structured interview form to encode possible sub-skills related to critical and empathic
thinking skills. Expert opinions (twoassessment and evaluation experts, and 3 curriculum development and
teaching experts) were taken for the semi-structured observation form. Researchers assumed the role of non-
participant observer and continuedtheir observations throughout the application. The data obtained fromthe semi-
structured observation form were converted into findings.

Research Diary: Researcher diaries are a benefit in the data collection process. Researcher diaries generally
include descriptive and reflective notes on researcher's thoughts, opinions, feelings, and the research process
(Johnson, 2005; Yildirim & Simsek, 2018). The researchers kept research diaries during the 8 -week application.
The researcher recorded the experiences, feelings, and thoughts about the learning environment supported by
stories inthe diaries. Those diaries also involved the atmosphere of every lesson, the whole process, the students'
feelings, perceptions, behaviors, and the researcher's feelings and thoughts. The notes in the researcher's diary
were used to support the data analysis and interpretation process.

Application Process and Data Collection

The teachers, who carried out the practices in the control and experimental groups, carried out the processes
independently and unaware of each other, and were followed throughout the process. The primary school teacher
carried out the control group's teaching process and followed the applied social studies curriculum. The primary
school teacher of the control group taught the lesson with the strategies, methods and techniques that she
determined in accordance with the education and training programs. The student continued the normal teaching
process with the activities in the textbook. In the experimental group, eight story-based social studies activities
developed by the researchers concerning learning domains were applied. The classroom teacher also carried out
these teachingactivities. Demir & Akengin (2014, p. 11-12) statesthat storiesusedinsocial studies coursesshould
connect with the learning domains and serve the goals of the learning domain. In this context, the stories used in
the study were prepared by taking expert opinions in line with the general aims, learning domains, and
achievements of the social studies course. This process aimed to reflect all the subjects in the learning areas well,
not to support a single learning area with stories. The topics selected from the learning areas were used as the
subject of the Story. Therefore, an activity supported by storieswas written as an example of every learning area.
Applications towards critical thinking sub-skills and empathetic thinking, such as "understanding the problem,
distinguishing subjective and objective judgments, analyzing inferences, asking questions appropriate for the
purpose, evaluating inferences, determining the reliability of a source" were included in each activity. The
researchers informed the classroom teachers of the content of the activities and their applicationin class and were
present as observers during the lessons. The program carried out during the experimental process is shown in
Table 4.

Table 4. Weekly content distribution of the study related to the experimental process
Week/ Month Application
Pre-test application of Empathy Scale for Children and Critical Thinking Achievement

1. Week/ February . .
Test and pre-interview

2. Week/March The Cost of Wrong Anger (Learning Domain: Individual and Society)

3. Week/March The King is Always King Anywhere (Learning Domain: Effective Citizenship)

4. Week/March Compassion Comes to the Light (Learning Domain: Effective Citizenship)

5. Week/March From Museum to Electronic Mail (Learning Domain: Culture and Heritage)

6. Week/April Baby Bat (Learning Domain: Production, Distribution, and Consumption)

7. Week/Agril Mes_sage froma Factory in Space to Humans (Learning Domain: People, Places, and
Environments)

8. Week/April Sehat (Learning Domain: Global Connections)

9. Week/April Free Robot (Learning Domain: Science, Technology and Society)

10. Week/May Post-test application of Empathy Scale for Childrenand Critical Thinking

Achievement Test and post-interview
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The experimental process was carried out in 10 weeks with the pre-tests and post-tests. The data collection tools
were applied in the firstand last week and the experimental study was performed inthe remaining 8 weeks. The
measurement applications were simultaneously applied to the experimental and control groups.

Data Analysis

The qualitative data was analyzed by content analysis and descriptive analysis. The researchersdetermined the
codes for content analysis through selective coding and themes were created. The data were transferredto the
computer environment and a 12-page data set was obtained. While presenting the findings, direct quotations were
made and students were represented as (P1), (P2)... (P19).

The quantitative data was analyzed using the IBM SPSS 23 package program. Descriptive statistics related to the
students' total scores from the CTAT and ESC tools were interpreted on the arithmetic mean, standard deviation,
minimum, maximum, standard error, kurtosis, and skewness values. An appropriate statistical technique was
determinedto calculate the significance betweenthe difference scores obtained from the measurement toolsbefore
and after the application. No missing values were found in the data sets, and Z standard values were found in the
range of [-3, +3].

Since the sample sizes were less than 30, Wilcoxon Signed Rank Test for related samples and Mann-Whitney U
Test for unrelated samples were performedto measure the significant difference between the pre-test and post-
test scores. For non-parametric tests, the effect size was calculated through the Pearson Correlation Coefficient
(r), and r values were interpreted as small for .10, medium for .30, and large for .50 as the effect size (Field, 2009,
p. 570). A significance level of 0.05 was used for statistical analysis.

Validity and Reliability

Teddlie and Tashakkori (2015, p. 246) state that mixed-method research is used in many studies because it allows
multiple data collection techniques and thus removes the blur between gualitative and quantitative data collection
strategies of the data triangulation. Data triangulationis acceptedas a validation procedure, as Creswell and Miller
(2000) state. In this study, validity was strengthened by using quantitative and qualitative data collection tools
such as achievement tests, scale, interviewforms, observation forms, research diaries, and the subject of the study
was investigated thoroughly. It is suggestedto support the quantitative data with qualitative findings, which would
increase the validity of the research. The consistency of the qualitative data obtained from the interviews with the
students and the researcher's diaries reinforces the qualitative findings and predicts the quantitative findings.

Expert opinions were obtained regarding the validity, comprehensibility, and applicability of the activities and
interview questions used in the study. A minimum significance rate of .75 can be sought for content validity when
the opinions of 9 domain expertsare taken (McKenzie, Wood, Kotecki, Clark, & Brey, 1999). In this study, it was
determined that the opinions of the domain experts had high validity values of between .80 and .90.

The data obtained from the interview was examined through content analysis. The coder reliability among the
researchers was controlled by the formula of "P (Reconciliation Percentage%) = [Na (Consensus) / Na
(Consensus) + Nd (Dissensus)] X 100" (Miles & Huberman, 1994, p. 64). The fit was found to be .90. According
to Miles and Huberman (1994), at least 80% fit should be sought for coder reliability. The results of the study
regarding coder reliability have indicatedthat a good fitwas achieved. The views obtained fromthe interview and
researchdiaries of the prospective teachers were used as direct quotations and the students were given symbols
such as P1,P2... P6.

Ethics inthe Study

Before starting the study, researchers obtained permission from the relevant institutions; teachers and students
were informed and their consent was taken. Since most schools inthe province and district where the application
was carriedout provide full-time schooling, experimental and control groups were selected from different schools
to prevent the groups from being influenced by each other. Social studies activities supported by the stories were
developed by the researchers, shared with the classroom teacher every week before the application, and discussed
the activities. The researcherswere the non-participant observers and regularly visited the classroom for two
weeks until students got used to the activities. Classroom teachers conducted activities in the study in the
experimental and control groups, and the researchers did not interfere with the applications. The researchers
provided the worksheets of the activities usedin the study and no financial supportwas requested fromthe students
and teachers.
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Results

Results of the Quantitative Data

The analysis of the quantitative data obtained fromthe CTAT and ESC are presented respectively.
Critical Thinking Achievement Test Pre-test Post-test Findings

Descriptive statistical values of the total scores of the applied CTAT to the students before and after the
experimental procedure are given in Table 5.

Table 5. Descriptive statistics results of CTAT

G Measures N X SD Min. Max. SEscewness SEkurtosis

£ Pretest 19 610 266 2 11 1406 (524) -.864(1.014)
Post-test 19 936 294 6 15 337 (524) -1.076(1.014)

c Pre-test 19 673 317 2 16 1.140 (.524) 3.005 (1.014)
Post-test 19 689 303 3 16 1.298(524)  3.501(1.014)

(G: Groups; E: BExperimental Group; C: Control Group; Min.: Minumum; Max: Maximum; SE:Standart Error)

As shown in Table 5, the critical thinking achievement scores increased in the social studies course post-test
results supportedby stories appliedto the experimental group. In the control groupwhere the currentsocial studies
curriculum was applied, the critical thinking achievement scores were in favor of the post-test. The Wilcoxon
Signed Rank Test was used to check whether the differences between both groups' pre-test and post-test scores
were significant. The analysis results are presented in Table 6 and Table 7, respectively.

Table 6. The Wilcoxonsigned rank test results of the experimental group CTAT pre-test and post-test average
scores

Post-test/Pre-test N Mean Rank Total Rank z p
Negative Rank 0 .00 .00 -3.734* .000**
Positive Rank 18 9.50 171.00

Equal 1

*Based on negative ranks **p<.05

Table 6 shows that there is a significant difference between the pre-test and post-test scores of students' critical
thinking skills achievements [ z = -3. 734, p <.05]. To examine the practical significance of this statistically
significant difference, the Pearson Correlation Coefficient (r) was calculated, and the result of 0.60 was reached.
In this context, it can be said that the social studies course supported by stories greatly affects critical thinking
skills.

The Wilcoxon Signed Ranks Test was used to determine whether there was a significant difference between the
average scores of the CTAT pre-testand post-test applied to the control group. These results are givenin Table 7.

Table 7. The Wilcoxon Signed Rank Test results of the control group CTAT pre-test and post-testaverage scores

Post-test/Pre-test N Mean Rank Total Rank z p
Negative Rank 3 4.67 14.00 -586*  .558**
Positive Rank 5 4.40 22.00

Equal 11

*Based on negative ranks **p<.05

According to the findings in Table 7, no significant difference was found between the control group's average
scores of critical thinkingin the pre-testand post-test[z = -. 586, p>.05]. The Mann-Whitney U Test for unrelated
sampleswas used to determine whether there was a significant difference betweenthe critical thinking skills post-
test scores inthe experimental and control groups. The findings are presented in Table 8.

Table 8. Mann-Whitney U Test for Independent Samples' results of the CTAT post-test average scores of the
experimental and control groups
Measures Groups N Mean Rank Sum of Ranks U
CTAT Experiment 19 23.87 453.50 97.500 .014*
Control 19 15.13 287.50
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*p<.05

The findings in Table 8 show a significant difference in favor of the experimental group in the post-test scores of
critical thinking skills [U=156.00, p <.05]. Accordingly, it can be inferred that the social studies course supported
by storiesimproves students' critical thinking skills.

Empathy Scale for Children Pre-test and Post-test Findings

The descriptive statistical values of the total scores of the ESC applied to the students before and after the
experimental procedure are given in Table 9.

Table 9. Descriptive statistics results of ESC

G Measures N Y SD Min. Max. SEscewness SEkurtosis
Pre-test 19 1215 333 5 18 -.374 (524) -.376 (1.014)
Post-test 19 1415 304 8 18 -.724 (524) -.079(1.014)

C Pre-test 19 1194 335 6 18 -.146 (524) -.796 (1.014)
Post-test 19 1178 340 6 18 013 (524) -791(1.014)

(G: Groups; E: BExperimental Group; C: Control Group; Min.: Minumum; Max: Maximum; SE: Standart Error)

Table 9 shows that the empathetic thinking skills scores of the students in the experimental group before and after
the experimental procedure are in favor of the post-testin the social studies course supported by stories. In the
control group where the current social studies curriculum was applied, the empathetic thinking skill post-test
scoreswere lower than the pre-testscores. The differences betweenthe pre-testand post-test scores of bothgroups
were statistically analyzed to determine whether these differences were significant or not. The Wilcoxon Signed
Ranks Test was used to determine whether there was a significant difference between the average scores of the
ESC pre-test and post-test applied to the experimental and control group, and the results are given in Table 10.

Table 10. The Wilcoxon Signed Rank Test results of the experimental group ESC pre-test and post-testaverage
scores

Post-test/Pre-test N Mean Rank Total Rank z p
Negative Rank 1 7.50 7.50 -3.154* .002**
Positive Rank 15 8.57 128.50

Equal 3

The findings in Table 10 show a significant difference between the average scores of the students in the
experimental group's critical thinking pre-test and post-test achievements [ z = -3.154, p> .05 ]. Pearson
Correlation Coefficient (r) statistic (effect size) was calculated in order to examine the significance of this
statistically significant difference in practice, and it was found to be .57. In this context, it is possible to say that
the social studies course supported by stories has a significant effect size on empathetic thinking skills. The
Wilcoxon Signed Rank Test was used to determine whether there was a significant difference between the ESC
pre-test and post-test average scores applied to the control group. The results are presented in Table 11.

Table 11. The Wilcoxon Signed Rank Test results of the control group ESC pre-test and post-test average scores

Post-test/Pre-test N Mean Rank Total Rank Z p
Negative Rank 5 4.60 23.00 -.061* 951**
Positive Rank 4 5.50 22.00

Equal 10

There was no significant difference between the empathetic thinking pre-test and post-test average scores of the
students inthe control group [z =-.061, p>.05 ]. The Mann-Whitney U Test for unrelated samples was performed
to determine if there was a significant difference between the empathetic thinking skills post-test scores of the
students in the experimental and control groups, and the findings are given in Table 12:

Table 12. Mann-Whitney U Test for Independent Samples' results of the ESC post-test average scores of the
experimental and control groups

Measures Groups N Mean Rank Sum of Ranks U p
ESC Experiment 19 23.47 446.00 105.00 027*
Control 19 15.53 295.00

*p<.05
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The findings in Table 12 suggest a significant difference in favor of the experimental group in the empathic
thinking skills post-test scores [U=105.00, p<.05]. Thus, it can be said that the empathic thinking skills of students
improved after the social studies courses supported by stories.

Results of The Quantitative Data

Interviews were carriedout with the students before and after the experimental procedure, and a researcher's diary
was kept during the procedure. The related findings are as follows.

Perceptions About Social Studies Course

Affective Social Studies P &
Being fun Cognitive Before the Application
Feel happy and positive Related to life

Feel strong
Prevents stress

Figure 2. Social studies perception before the application

Before the application, the students' opinions of their social studies courses were collected. After the analysis, the
students' opinions were classified into two themes, affective and cognitive features. Interms of affe ctive features,
students' opinions indicate that the social studies course is fun (P1), makes them feel happy and positive (P1, P2,
P3, and P6), makes them feel strong and prevents stress (P4). Inaddition, in terms of cognitive features, the social
studies course is related to life (P5). The following are example quotes related to these findings:

"When | choose to study in this course, | am happier. | think it is because this lesson is more fun than the
others." (P4)
"When | take this course, I feel strongerand less stressed."” (P4)

Social Studies Perception

After the Application Cognitive Affective
Making sense Being fun
Forming ideas Feeling stronger
Being good

Figure 3. Social studies perception after the application

After the experimental procedure, the students were again asked their opinions about their social studies course.
The findings obtained were classified as affective and cognitive features. The analysis found that the story-based
social studies course is more fun (P1, P2, P6), making students feel happy and positive (P2, P3, P4), good (P5),
making sense and forming ideas (P4, P5). The quotations from students regarding the findings are as follows:

"The activitieswere good. They gave me ideas. They brought new thingsto our minds." (P5)

"l think the social studies course is very good and fun. The activitieswere very nice, thank you. There were
pleasant texts." (P6)

Social Studies Teaching Process Taught Through Stories
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The students were asked their opinions about the contributions of the social studies course teaching process
supported by stories after the experimental procedure. All of the participant students stated that they liked the use
of stories intheir social studies course. According to the views of the students, the contributions of this teaching
process were gathered in the categories of critical thinking, empathetic thinking, language skills, and content.

Critical Empathetic .
> Thinking >> Thinking >> Language Skills >> Content >

Interpretation Developing empathy ) o .

Making inferences Reading the text better Acquiing information
Analyzing Answer the questions better
Inferring Analyzing the questions bett:

Developing reading speed
Figure 4. The effect of the stories on student development

Analysis shows that the stories increased the empathetic thinking skills (P4); enabled making interpretations of
the events (P5) and making inferences (P6) made the texts more readable (P1, P4, P6); enabled carrying out
analysis (P1); enabled answering the questions better (P1); enabled giving better answers to questions (P1);
provided information (P4, P5); allowed students to take a lesson from the result (P3); improved the speed reading
(P4, P5); allowed students to become effective listeners (P1). The following are quotations of the students and the
research diary regarding the findings:

"It improved our reading skills. We began to understand better what we read. For example, it developed
someone who reads slowly and made him/her read faster. It helped us read the questions in the exams
faster and give more accurate answers." (P3)

"As a researcher, | was glad to see that the students were positive about the applications and attended the
course in the following weeks. It also strengthened my faith in our work. After reading the story Story, |
sawthatimmigration often led students to empathize. | realized that the students were trying to understand
the thoughts and feelings of the personin the Story, thinking that these situations could have happened to
me. | must say that the students are affected by these activities, and social sensitivity about migration was
apparentin the classroom. After the application, | wanted to get the students'ideas about the study and
ask what they thoughtabout it. The studentsexpressed theirideas comfortably." (Research Diary, Week
8)

Discussion

People, places, social events, and cultural elements created by people form the real-world context and authentic
experiences of social studies courses. Social studies are not culturally agnostic; they are influenced by cultural
contexts (Jones, Pang, & Rodriguez, 2001). Literature is a valuable resource to conwey cultural elements, and
using literary products in the social studies course brings the curriculum to life. Such literary products include
folk songs, lullabies, poems, legends, and tales. Literary products such as nowvels, mythology, biography, and
drama can also enrich citizenship education in the social studies courses (McGowan & Guzetti, 1991). One of the
literary products used in social studies courses is stories (Oztiirk & Otluoglu, 2003). Literature is a valuable
resource for carrying cultural elements, and the use of literature inasocial studies course puts the curriculum into
practice. The use of stories, which is a literary genre, brings joy to learning social information (Tindall, 1996).
Stories support students in seeing and interpreting the learning process (Picken, 2012); it also allows students to
relate the values that make up the character of an effective citizen (Sanchez, 2005). An effective citizenis expected
to gain the skills of questioning, critical thinking, understanding others, etc. This study aims to examine the effect
of a social studies course supported by stories on critical and empathetic thinking skills.

Shuyi (2017) states that stories improve citizenship qualities and skills, provide value and empathy, support
cultural understanding and help to acquire thinking skills such as assessing the reliability of sources. Demircioglu
(2008) states that children can gain important skills such as historical imagination, using evidence, establishing
cause-effect relationships, and understanding different perspectives thanks to stories. He also states that students
learnto be tolerant of others, communicate more easily, and understand other people's feelings by analyzing stories
emotionally. The quantitative data from this study show that there is a significant difference in critical thinking
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and empathetic thinking skills inthe experimental group that attended social studies classes supported by stories,
and that the effect size is high. In this context, it is possible to say that stories in social studies courses are a
powerful resource for developing critical and empathy skills.

The use of stories for educational purposes is very critical for offering both Education and entertainment. They
also facilitate students' learning in-depth and critical thinking. Children who dewvelop the habit of reading and
reading well-written stories at a young age dewvelop high-level thinking skills and become more aware of
themselves and their surroundings (Calp & Calp, 2019). Accordingto Sever (2008), the story characters'emotions,
thoughts, and actions and their solutions to the problems help readers create role models for them. Thanks to
stories, the readers meet characters with different personalities and worlds and strive to recognize and understand
these characters. Thus, they empathize with the characters by putting themselves in the character's shoes and
predicting their acts. The child recognizes different human characteristics and perspectives through the story
heroes and respects differences. The use of stories in social studies Education helps children grasp the
multicultural structure of the world and realize the fact that all people have various needs and wishes, and,
unfortunately experience famine, flood, or earthquake, which makes themrealize that they may also confrontsuch
problems (Savage & Savage, 1993).

Social studies courses are intertwined with life, enabling students to understand what has happened or what
happened in real life. Students gain various attitudes toward social studies courses due to their personal
characteristics and environmental factors. According to Akengin and Demirsoy's (2011) research on the
perceptions of 4th-grades ina Turkish primary school, students found the social studies curriculum engaging, the
course's learning processes enjoyable, and the curriculum’s connections to daily life meaningful. Students in this
study reported that they enjoyed their social studies class, that it made them feel good emotionally, that it had
real-world applications, and that it helped them relax before the experiment.. During the study's experimental
process, the social studies course was supplemented with stories from various literary genres.Examining the
relevant literature suggests that the use of literary genres insocial studies courses is beneficial in terms of critical
thinking, developing empathy, encouraging effective use of language, gaining multiple perspectives, developing
positive attitudes, etc (Edgington, 1998; Gilding, 1997; Kaymakg1, 2013; Tindall, 1996). As Karagzoglu (2018)
states, using literary texts in learning environments improves students' understanding, interpretation, different
perspectives, and empathy skills. Also, Ersoy and Papatga (2015) say that stories' literary genre supportchildren's
language development, contributes to their socialization, and makes the subject enjoyable and attractive. Alkaaf
(2017) states that students develop confidence in learning through stories, and it helps students develop positive
attitudes to expressing, writing, listening, and action skills. Based on what the students in the experimental group
thought, this study also found that adding stories to social studies lessons helped students de velop cognitive and
emotional skills, language skills, and content like empathy, interpretation, deduction, rapid and meaningful
reading, analysis, knowledge acquisition, reasoning, effective responding, and listening.

Similarly, Giiney's (2003) case study on story-based learning in social studies courses showed that stories
contribute to attitude development and knowledge acquisitionand the perception of the learning environment as
fun and relaxing. Sanchez (2005) states that stories encourage students to analyze problems and choices and to
realize how other people make the right choices in the face of dilemmas. In this context, it can be said that the
students can draw conclusions about the causes and results of the events mentioned in the storiesand reco gnise
different perspectives. It also shows that they are able to put themselves in the person of the event and interpret
their feelings.

Conclusion

This study shows that the use of stories in a social studies course promotes the development of critical and
empathetic thinking skills,and that the effect size is substantial. Accordingto the students, itis possible to develop
cognitive and affective characteristics, language skills, and content by incorporating stories into social studies
courses. These characteristics include empathy, interpretation, deduction, fast and meaningful reading, analyzing,
knowledge acquisition, inference, effective responding, and listening.

This study contains various shortcomings that are inherent to it. The only measureme nt methods that were used
for the research were the interviews with the students who were a part of the experimental group, and the data that
was acquired from those interviews. In this regard, further research will produce more robust findings by taking
these constraints into consideration.

Recommendations

Based on the findings of the study, the following suggestions have been developed:
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= Workshops or in-service training can be organized for teachers and teacher candidates to help them prepare
stories foreducational purposes.

= Therefore, the short-term and long-term effects of the courses supported with stories and similar materials can
be investigated.

= Only stories were used in this study. Other literary genres, such as poetry, fairy tales, and legends, can also be
used in future studies.

= The use of stories in social studies courses to improve students' critical and empathic thinking skills was
investigated in this study. Future studies can address the effect of stories on students' other high-level thinking
skills.

= The examinations concerning the sub-skills of critical thinking, such as "understanding the problem,
distinguishing subjective and objective judgments, analyzing inferences, asking questions appropriate for the
purpose, evaluating inferences, determining the reliability of a source" are done in this study. Different studies
may focus on the development of other sub-skills of critical thinking.

= The study was carried out in a public school with students from a low socio-economic background. Similar or
comparison studies can be conducted at schools with different socio-economic levels.
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Abstract

The main aim of the study is to examine the relationship between the secondary school students’ perceptions of
the school’s moral atmosphere and their engagement with school. The School Engagement Scale and School
Moral Atmosphere Scale were applied to 872 students attending the secondary schools inthe 2016-2017 academic
year. The study revealed that the school engagement levels showed a significant difference in favor of female
students in terms of gender. Based on the multiple regression analysis, it was determined that school moral
atmosphere is a significant predictor of school engagement. The results of this study suggest that school moral
atmosphere is one of the key determinants of students’ engagement with school, and hence it can be useful to
improve school moral atmosphere to increase students’ affective, cognitive, and behavioral engagement.

Keywords: Student engagement with school, School moral atmosphere, Secondary school
Introduction

Many studies in the field of education have addressed student engagement with school, which is defined as "a
psychological investment made by students in order to learninthe school." Previous studies revealed that student
engagement level is associated with many academic and social variables such as academic success, motivation,
self-esteem, intra-school relationships, substance addiction, and undesired behaviors etc. (Newmann, 1992; Savi,
2011; Cemalcilar, 2010; Birchand Ladd, 1997). The studies on student engagement have focused heavily on the
consequences of student engagement and tried to identify the impacts on various individual and group-level
variables. On the other side, there are a limited number of studies on the antecedents of student engagement levels.
More research is needed, particularly to identify the relationships between student engagement and school
contextual characteristics such as school culture and atmosphere, as well as intra-school relationships.

Previous research reveals that school engagement is a three-dimensional construct: emotional, behavioral, and
cognitive (Fredericks et al., 2004). The emotional dimension refers to the presence of positive emotions, the
absence of negative emotions, and the attractiveness of the school for the students during their participation in
school activities. The behavioral dimension refers to factors such as attention, effort, and persistence related to
school expectations, learning-related tasks, and participation in different school activities. The cognitive
dimension, on the other hand, is related to the strategies used by the student in learning activities, a certain study
style, and self-regulated learning (Skinner et al., 2009; Wang et al., 2011; Lombardi et al., 2019). Therefore,
school engagement is closely related to factors related to the school context. In previous studies, the importance
of school climate as a predictor of students' school engagement was emphasized. Studies found that various
dimensions of school climate are related to cognitive and emotional engagement (Gauley, 2017; Fatou &
Kubiszewski, 2018). Onthe other hand, there are few studies examining how the moral atmosphere, which is an
important variable in forming relationships in a school, is associated with students' school engagement. In
particular, it is considered that studies examining the relationship between school moral atmosphere and different
dimensions of school engagement (emotional, behavioral, and cognitive) will contribute to the literature.

The studies on school moral atmosphere are based on the concepts of "school as a community" or “schools as a
sense of community." Particularly, the conception of ‘just community” suggested by Kohlbergaffectedthe studies
onschool moral atmosphere. School moral atmosphere is related to the values, beliefs, and norm systems forming
the relationships in a school and with students’ degree of sharing these values and norms (Brugman et al., 2003;

* This paper was produced from the master thesis entitled “The relationship among school moral atmosphere and
student engagement in secondary schools” conducted under the supervision of Prof.Dr. Muhammed Turhan
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Kadivar et al., 2016). Members of a school with a positive moral atmosphere have a common sense of purpose,
and they contribute actively to this goal and feel engaged. Therefore, school moral atmosphere has a critical role
in defining how students view each other and school and how they establish relationships and behave in school
(Karabanova and Sadownikova, 2014). Students ina positive moral atmosphere may have higher levels of positive
feelings toward school and thus higher engagement with school. However, quantitative studies are necessaryto
define the relationship betweenstudents’ perceptions of the school’s moral atmosphere and their engagement with
the school. From this point of view, the aim of this study is to examine the relationship between students’
perceptions of the school moral atmosphere and the levels of their engagement with school.

Student Engagement with School

Student engagement with school is defined as a psychological investment made by students in order to learn. As
a result, a student with a high level of engagement is both academically successful and internalizes and applies
what he or she learns by attempting to acquire more than what his or her school provides. A student with a high
level of engagement with school has self-motivation to learn, and he or she is motivated for not only gaining good
grades and the teacher’s appreciation but also for comprehension and competence (Newmann, 1992). Student
engagement can be defined as having positive feelings about education and a sense of belonging to school, as well
as developing positive relationships with other students (Arastaman, 2006).

Fredricks, Blumenfeld, and Paris (2004) examined student engagement in three aspects, including behavioral,
affective, and cognitive engagement. Affective engagement involves a student’s positive reactions to school,
teachers, and friends. A student who has positive feelings and enthusiasm about school activities and attends with
great interest has a high level of affective engagement. A student's behavioral engagement is defined as his or her
observance of school and classroom rules, as well as participation in learning and academic activities. A student
with high behavioral engagement is active in both academic and social participation. Cognitive engagement is
defined as a student’s willingness to learn complex and challenging subjects and to pay effort and attention to
learning them. A student with high cognitive engagement focuses on being specialized and successful in
challenging fields. Ladd and Dinella (2009) discovered that students with high behavioral and affective
engagement outperformed othersinterms of academic progress.

Research on the antecedents and consequences of student engagement shows that factors related to the school
context are associated with engagement. It also reveals that school engagement affects the academic and social
development of students. For instance, Appleton et al. (2006) developed a taxonomy addressing the antecedents
and outputs of student engagement. This taxonomy suggests that classmates who share commoneducational ideas
and school values, make a similar academic effort, and have a similar desire to learn may lead to greater student
engagement. A school atmosphere with positive teacher-student relationships and clear expectations of teachers
and administrators, as well as the quality of educational activities, may also have a positive impact on student
involvement. A student with a high level of engagement with school may be expected to have high academic
success (graduation average, completed studies, etc.) and advanced social communication skills with adults and
peers, to be aware of their own feelings, and to be capable of settling conflicts in case of disagreement.

The studies on school engagement suggest that the students with a high level of engagement with school make a
greater psychological investment in learning; and they internalize what they learn (Newmann, 1992) and have
higher academic success and motivation; it is less likely for them to have school problems such as guiltiness,
truancy, and substance use (Savi, 2011);they have higher autonomy and show positive social behaviors more
frequently (Cemalcilar, 2010). In addition, it has been determined that students' levels of commitment are
associated with their self-esteem and positive relationships at school (Birch and Ladd, 1997).

Moral Atmosphere

Moral atmosphere was first addressed by Kohlberg and defined as the connection between moral reasoning skills
and behaviors (Power and Kohlberg, 1994; Koops et al., 2010). School morale acts as an implicit curriculumin
school. What teachers tell students to do or not do and students’ right-wrong and good-bad judgments in school
create the school’s moral atmosphere (De Vries and Zan, 1994). Kohlberg considered schools as democratic
education centers and highlighted that they should be shaped as models of a just community. According to
Kohlberg, the ideal of "just community" is the most consistent approach with democratic communities'
understanding of education (Cinemre, 2013). Therefore, Kohlberg developed the ‘TJust Community Approach” in
orderto serve as amodel of democratic management for improving school moral atmosphere and individual moral
development (Edgington, 2000).
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According to Foa, Brugman, and Mancini (2012), the school moral atmosphere consists of two basic dimensions:
school and classroom. The school dimension is related to the sense of belonging attributed to the school by the
students and the level of perception of the school as a community. The class dimensionis related to the extent to
which the helping norm is shared by classmates and teachers, the perception of classmates’ and teachers' focus of
responsibility in the implementation of the helping norm, identification with the class, and whether the norms are
seenas avalue by most of their classmates.

Relationship between School Moral Atmosphere and Student Engagement with School

Moral atmosphere has two effects oneducation: first, it acts as an implicit curriculum through which moral values
and norms, a sign of moral values, can be transferred indirectly to students for moral education. Secondly, it
provides social contexts where students interact with their classroom peers and teachers and can affect each other
(Garrod, 1992). According to Foa, Brugman, and Mancini (2012), students’ positive perceptions of school in
terms of its moral atmosphere increase their sense of belongingto school, enable them to identify themselves with
school willingly, establish positive social relationships in school, and hence prevent them from quitting school.
This situationis also accompanied by an internalization of a sense of responsibility towards school. At the level
of the classroom, the norms that students share with each other and their teachers and the content of these norms,
whether a sense of responsibility is internalized or not, as well as students’ level of identification with the
classroom, become important. Students perceive the school's moral atmosphere positively and at a high level when
shared norms are abundant and students internalize their responsibilities based on their own desire rather than
outside pressure. In addition, students’ sense of belonging to the classroom enables them to identify themselves
with the class and hence affects their perception of the moral atmosphere positively.

Reviewing the related literature, there are a great number of studies suggesting that school moral atmosphere is
influential on students’ behaviors, academic performance, career planning, academic and real-life attitudes,
motivations, and social and personal approaches (Hostetal. 1998; Brugman et al., 2003). Positive school moral
atmospheres create contexts in which students believe they should act in accordance with their responsibilities
and within a moral framework toward their teachers and peers. Moreover, it involves a high sense of unity, social
behavioral norms, and a strong sense of community (Puka, 1994). Therefore, a sense of unity and a positive
atmosphere inschool may be expectedto have a positive effectoncognitive, behavioral and affective engagement.
However, more studies are needed to be conducted to define the relationship between school moral atmosphere
and students’ engagement with school.

Aim of Research

The main aim of the study is to examine the relationship between the secondary school students’ perceptions of
the school’s moral atmosphere and their engagement with school. Based on this main purpose, answers to the
following questions will be sought:

1. What do secondary school students think about the school moral atmosphere?

2. What is the level of secondary school students’ engagement with school?

3. Isthere asignificant difference interms of gender in secondary school students’ perceptions of the
school moral atmosphere?

4. s there a significant difference in terms of gender in secondary school students’ levels of engagement
with school?

5. Is there a significant relationship between the secondary school students’ perceptions of the school
moral atmosphere and their engagement with school?

6. Are secondary school students’ perceptions of the school moral atmosphere asignificant predictor of
their levels of engagement with school?

Method

Research Model

A correlational researchmodel was adopted in this study. Balc1(2010) attempts to define the existence and degree
of relationships between two or more variables (Biiyiikoztiirk, Kili¢c Cakmak, Akgiin, Karadeniz, and Demirel,
2014). This study is a correlational research project because its main aim is to define the relationship between the
secondary school students’ perceptions of the school’s moral atmosphere and their levels of engagement with
school.

Populationand Sample

The research population consists of the students attending the secondary schools in Elazig during the 2016-2017
academic year. The random sampling method was used in the study. Within the scope of this study, the scale was
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applied to 1,000 students who were pickedup randomly fromthe secondaryschools inElazig the number of scales
included in the analysis is 872. The research sample consists of 395 male and 473 female students. 405 students
are in the seventh grade, and 459 are in the eighth.

Data Collection and Analysis

The Student Engagement Scale, which was developed by Fredricks et al. (2003, 2005) and adapted to Turkish by
Akin etal. (2013), and the School Moral Atmosphere Questionnaire, which was developed by Host et al. (1998)
and translated and adapted to Turkish by the researcher, were used for data collection.

The Student Engagement Scale (SES) is a 5-likert type scale consisting of 15 items, and it has three aspects
(affective, cognitive, and behavioral engagement). The internal consistency coefficient (Cronbach’s Alpha) of the
scale was calculated at 0.78. The internal consistency coefficients of the affective, cognitive, and behavioral
engagement dimensions were calculatedas 0.79,0.75,and 74, respectively. A high score on the scale indicates
that the student's engagement with school is high.

The School Moral Atmosphere Questionnaire (SMAQ) is atwo-part scale intended to measure the school’s moral
atmosphere. The first part is a multiple-choice scale involving dilemmas related to school life. This scale that
presents two school dilemmas, “helping” and “theft,” was created in order to measure students’ moral reasoning
and accordingly their perceptions of the school’s moral atmosphere. The second section, "Questions about You
and Your School," is a 5-likert type sectionwith 33 items. This scale is composed of two aspects: “school as a
community” (community) and ‘value attached to school” (valuation). The second part of the SMAQ, “Questions
on You and Your School,” was used in the study. The internal consistency coefficient of the scale was calculated
at 0.73 for the “school as a community”and ‘“value attachedto school” dimensions. A high score on the scale
indicates that the student's perception of the school’s morale is positive.

Previous studies have shown that family income and parent-child relationships are variables associated with
school engagement (Perdue et al., 2009; Veiga et al., 2016). For this reason, family income and the number of
siblings in the family were included in the study as control variables. Frequency, percentage, mean value, t-test,
correlation analysis, and multiple regression analysis were used for the analysis of the scales used and the data
collected inthis study.

Findings
This part states the findings obtained in the study as well as the comments based on these findings. The mean
values and standard deviation values that indicate the secondary school students’ perceptions of the school’s moral

atmosphere and their levels of engagement in school are shown in Table 1.

Table 1. Students’ perceptions of school moral atmosphere and engagement with school

Scales and Aspects N X SS

School Moral Atmosphere 872 3.47 0.54
Value Attached to School 872 3.44 0.57
School as Community 872 3.56 0.64
Student Engagement with School 872 3.62 0.72
Behavioural Engagement 872 4.02 0.80
Affective Engagement 872 3.70 0.94
Cognitive Engagement 872 3.22 1.00

When the values in Table 1 are reviewed, it is seenthat students expressed their opinion at the level of “Agree”
with respect to the overall school moral atmosphere scale (x=3.47) as well as its aspects, including the value
attached to school (x=3.44) and school as community (x=3.56). Based on these findings, it can be suggested that
students have positive perceptions of their school’s moral atmosphere. It is seen that students presented their
opinions at the level of “usually” with respect to the overall student engagement scale (x=3.62) and its aspects,
behavioral engagement (x= 4.02) and affective engagement (x= 3.70), and at the level of “occasionally” with
respect to the aspect of cognitive engagement (x=3.22). From this finding, it can be stated that students’
engagement with school is mostly focused on behavioral aspects, and their cognitive engagement is at a lower
level. In this context, students’ levels of exhibiting such behaviors as observing school rules, avoiding detrimental
behaviors, fulfilling classroom tasks, and participating in sporting and managerial activities when required are
higher than their levels of internalizing what they learn in school and making psychological investments in
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learning. The results of the comparison, by the variable of gender, of the students’ perceptions ofthe school moral
atmosphere and their levels of engagement with school are given in Table 2.

Table 2. Comparison of the students’ perceptions of school moral atmosphere and e ngagement with school by the
variable of gender

Levene’s Test Male Female
Variables _N=395 _N=473 t p
F p X SS X SS
School Moral Atmosphere 0.52 81 3.36 0.54 3.56 0.52 -5.55* .00
Value Attached to School 0.21 .64 3.32 0.57 3.54 055 -556* .00
School as Community 0.04 .83 3.46 0.65 3.63 0.61 -3.86* .00
gz%%eonlt Engagement with 312 78 348 065 374 061 -532¢ .00
Behavioural Engagement 2.09 14 3.83 0.72 417 084  -6.2* .00
Affective Engagement 4.08 .04 3.56 1.05 3.81 0.82 -39 .00
Cognitive Engagement 9.95 .002 3.11 1.05 3.31 0.96 -2.9 .00
Mann Whitney U Test for the affective and cognitive engagement dimensions
. Mean rank
Variable MwWU p Niale Formale
Affective Engagement 77732.50* .00 394.79 467.66
Cognitive Engagement 82717.00* .00 407.41 457.12

According to the data in Table 2, there is a significant difference between male and female students’ perceptions
of the school’s moral atmosphere. (t=-5.55; p<.05). Furthermore, there is a significant difference in the school
moral atmosphere dimensions of "value attached school"and "school as community" between male and female
students, favoring female students. Accordingly, it can be said that female students perceive the moral atmosphere
of their schools more positively.

A significant difference was found between male and female students’ school engagement scores and behavioral
commitment dimension scores in favor of female students (t=-5.32, p<.05;t=-6.2, p<.05). Mann Whitney U test
was conducted for the dimensions of affective engagement and cognitive engagement. According to MWU test
results, there was a significant difference between the female and male students’ affective engagement and
cognitive engagement levels in favor of female students (MWUagfective = 77732.50, Male = 394.79, Female =
467.66, p<.05; MWU ognitive=82717.00, Male= 407.41, Female=457.12). These findings may suggest that female
students’ levels of engagement with school are higher than those of male students. The correlation matrix
indicating the relationship between the students’ perceptions of the school’s moral atmosphere and their levels of
engagement with school is given in Table 3.

Table 3. Correlation matrix indicating the relationships between the variables in the research

A 1 2 B | Il 11 C D
A. School Moral 1
Atmosphere
1. Value Attachedto School  .96** 1
2. School as Community 82**  63** 1
B. Student Engagement with E7x%  Eoxk  Eoxk 1
School
I. Behavioural Engagement A42**  A1** 33*%* B3** 1
1. Affective Engagement b5O**  Bh*x  BAg**  Bh¥*  40** 1
I1. Cognitive Engagement 28**  23**  31**  78**  28**  46** 1
C. Family Income -037 -016 -.072* -.05 -019 -07* -02 1
D. Number of Siblings 020 .024 .005 -.04 -024 -008 -08* -07* 1

*p<.05, N= 872, **p<.01; N=872

According to the data in Table 3, there is a significant and positive relationship between students' perceptions of
the moral atmosphere at school and their engagement with school (r = .57, p<.01). Besides, there is a significant
and positive relationship between the students’ engagement with school and the aspects of value attachedto school
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(r=.52,p<.01) and school as a community (r=.52, p<.01) of the school’s moral atmosphere. In other words, the
more the values students share at school and their sense of belonging to a community increase, the more their
engagement with school will increase.

It was discovered that there is a significant and positive relationship between the students’ perception of the
school’s moral atmosphere and their behavioral engagement (r = .42, p<.01), cognitive engagement (r = .28,
p<.01) and affective engagement (r = .59, p< .01), all of which are aspects of student engagement with school.
Accordingly, it is seenthat there is a significant and positive relationship between the students’ perception of the
school moral atmosphere and their school attendance (behavioral aspect) and their interest and curiosity for
challenging and complex subjects (cognitive aspect). Likewise, there is a significant and positive relationship
between the students’ perception of the school’s moral atmosphere and their level of interest, engagement,
curiosity, enthusiasm, and positive feelings (affective aspect).

One of the demographic variables, family income, was found to have a significant and negative relationship with
school as community, one of the aspects of the school moral atmosphere questionnaire (r = -.072, p<.05). In
addition, it is seen that there is a significant and negative relationship between family income and affective
engagement (r = -.07, p<.05). Accordingly, the higher the student family’s socio-economic level gets, the lower
the level of student’s perceptionof'school as a community and his/her affective engagement with school becomes.
The results of the regression analysis that was conducted in order to determine whether the students’ perception
of the moral atmosphere of the school theyattend is a significant predictor of their cognitive engagement are given
in Table 4.

Table 4. Lewel of prediction of the students’ cognitive engagement by their perceptions of school moral
atmosphere

Predictive R R? R?Variance F Variance B Standard t
Variables (AR?) p Error p P
Standard 3.472 109 31.716  .000
Step 1 .085 .007 .005 .042
Income -2.075 .000 -030 -.873 .383
Sibling -.064 .027 -.080 -2.423 .016
Step 2 328 .108 .104 .000
Income -6.052 .000 -.009 -.267 .789
Sibling -.065 .025 -.084 -2.590 .010
;/Ca'!”e attached to 116 073 066 1585 113
School as 427 066 271 6463  .000
community

Table 4 shows that the variable of sibling at Step 1 of the analysis is a significant predictor of the points obtained
from the cognitive engagement scale (AR?=.005;p<.05). When the regression coefficient (8= -.080, p<.05) is
examined, it is clear that the number of the student's siblings predicts cognitive engagement points in a negative
and significant way. On the other side, the student family’s income level is not a significant predictor of cognitive
engagement points.

The points that the students at Step 2 of the analysis get from the aspect of school as community are asignificant
predictor of cognitive engagement level (= .271,p<.05). Nonetheless, it is evident that the points given to the
aspect of value attachedto school aren’t a significant predictor of cognitive engagement level (B=.066, p>.05).
When the effect of demographic variables is controlled, it can be said that around 10% of the students’ cognitive
engagement levels result from their perceptions of the school’s moral atmosphere.

The results of the multiple regression analysis that was conducted in order to determine whether the students’
perceptions of the school’s moral atmosphere are a significant predictor of their affective engagement are given
in Table 5.

Table 5. Level of predictionof'the students’ affective engagement by their perceptions of school moral atmosphere
Predictive R R? R?Variance F Variance B Standard B ¢
Variables (AR?) p Error P
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Standard 3.859 102 37.688  .000
Step 1 076 .006 .004 081

Income -4.966 000 -076 -2.234 .026
Sibling -010 025  -014 -423 672
Step 2 606 .368 365 .000

Income -3.128 .000 -.048 -1.756 .079
Sibling -016 020 -022 -820  .413
Value attached

to school 580 .058 354 10.038 .000
oty 459 052 311 8816 000

According to the data in Table 6, the variables of income and number of siblings at Step 1 of the analysis don’t
have a significant relationship with the points obtained from the affective engagement scale (AR?=.004, p>.05).
It is seenthat the points of value attachedto school (B=.354, p<.05) and school as community (B=.311, p<.05)
at Step 2 of the analysis are a significant predictor of affective engagement level. Based on this finding, it is
concluded that around 36% of the students’ affective engagement levels result from their positive perceptions of
the school’s moral atmosphere. In other words, it can be suggested that the perception of the school’s moral
atmosphere has an important impact on their affective engagement.

The results of multiple regression analysis, which was conducted in order to determine whether the students’
perceptions ofthe school’s moral atmosphere are a significant predictor of their behavioral engagement, are given
in Table 6.

Table 6. Level of prediction of the students’ behavioural engagement by their perceptions on school moral

atmosphere

Predictive R2Variance F Variance B Standard B ¢ 0
Variables R (AR?) p Error

Standard 4.099 .087 46.871  .000
Step 1 .032 .001 .001 .640

Income -1.175 .000 -.021 -.619 536
Sibling -.016 021 -026 -761 447
Step 2 422 178 175 .000

Income -3.780 .000 -.007 -.219 827
Sibling -.021 019 -033 -1.078 .281
Value attached 456 056 326 8126 .00
to school

School as

community 163 .051 130 3.234 .001

Considering the data in Table 7, the variables of income and number of siblings at Step 1 of the analysis don’t
have a significant relationship with the points obtained from the behavioral engagement scale (AR?=.001, p>.05).
It is seenthat the points of value attached to school (p=.326, p<.05) and school as (f=.130, p<.05) at Step 2 of
the analysis are a significant predictor of behavioral engagement level. According to this finding, it can be
concluded that around 17% of the students’ behavioral engagement levels result from their perceptions of the
school’s moral atmosphere. In other words, the students’ positive perceptions of the school’s moral atmosphere
improve their behavioral engagement with school.

Conclusion, Discussion, and Suggestions

It was concluded that student engagement with school is high in affective and behavioral engagement aspects but
moderate in cognitive engagement aspects. Arastaman (2006) discovered that students only study to the extent
necessaryto save the situationand give up when difficultiesarise, resultingin low levels of cognitive engagement.
The findings of this study are consistent with the findings of previous studies that indicate student engagement
levels (Kalayc1 and Ozdemir, 2013; Ozdemir and Kalayc1, 2013). According to the findings of the study, students
have positive perceptions on the moral atmosphere of the school they attend. Therefore, students perceive their
schools as a community and feel themselves a member of this community and attach value to their schools.
Brugman, Tavecchio and et al. (1995) discovered that most of the students having participated in their studies
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attach value to school as an institution where they meet their academic needs. These results lead to the conclusion
that students feel themselves as part of the school community and experience emotional attachment to the
institution. On the other hand, their cognitive engagement to school is constrained by the academic challenges
that students face during the teaching process.

One of the study's findings is that the perception of the moral climate in schools varies by gender. The study
revealed that female students’ perceptions of the school’s moral atmosphere are more positive than those of male
students. This finding shows parallelism with the results of Lee’s study (2008), in which Lee discovered that
students’ perceptions of the school’s moral atmosphere vary in favor of female students. While female students
regard school as an important institution, male students place a moderate value on it. De Wolff and Brugman
(2010) found out that female students perceive school as a community and themselves as members of that
community at a higher level than do male students. Female students require more to be successful than male
students (Celikkaleli, Gokgakan and Capri, 2005), and they perceive school as a place that improves and protects
them, whereas male students perceive school as a place that puts pressure onthem (Ozdemir and Kalayc1, 2013;
Bellici, 2015), may have resultedin a higher level of engagement with school and a positive perception of the
school's moral atmosphere.

Based on the research findings, there is a significant and positive relationship between the total points of school
moral atmosphere and cognitive, affective, and behavioral engagement points. Accordingly, the more the students’
positive perceptions of the school’s moral atmosphere increase, the more their cognitive, affective, and behavioral
engagement levels increase. The common values, norms, and beliefs shared by students in school and the
increasing degree of sharing these values and beliefs have a positive impact on their engagement with school. In
other words, students’ positive perception of the common moral values shared in school improves their
engagement with school. The studies conducted found that a supportive and positive school atmosphere increases
participationin school activities and a sense of belonging to school and decreases a sense of estrangement and
alienation from school (Osterman, 2000; Anderman, 2003). oodenow (1992) proposed that students' lack of
complete belonging to school as a social system may result inlow levels of active attendance, academic success,
and even dropping out. Positive school morale, which is accompanied by a sense of belonging and the feeling that
school is a valuable institution, affects students’ engagement with school to a large extent. There are studies that
demonstrate the emergence of negative outcomes suchas depression, jealousy, feeling lonely, drug and alcohol
addiction, increased absenteeism, and violence tendencies when a student doesn’t feel like he or she belongs at
school (Anderman, 2002; Osterman, 2000). These results support the effect of a positive school moral atmosphere
on behavioral and affective engagement.

A negative and significant relationship was discovered between the students’ income level and their perception
of school as acommunity and their affective engagement with school. n other words, students with higher income
levels feel more connected to their school community than students with lower income levels. This situation can
be interpreted as increasing the diversity of the places where they can be socialized based on their income level.
Considering that the students in the low-income group can meet their need for socialization mostly in school, it
will be possible for students to increase the number of environments where they can be socialized as their income
level gets higher and higher. nlike the findings of this study, other studies in the literature have discovered that
the rate of quitting school for students with high income is 50% lower than that of students with low income, and
that students from low socioeconomic families have a two-fold higher chance of quitting school than others
(Rumberger and Thomas, 2000; Sar1,2013).

Considering the relationship between the students’ perceptions of school moral atmosphere and their cognitive
engagement levels, it is seen that a positive school moral atmosphere is an important predictor of students’
cognitive engagement with school. The fact that students perceive school as a community and feel themselves
belonging to the school community improves their cognitive engagement. A student who perceives himself or
herself as part of school is more willing to volunteer to participate in challenging activities other than his or her
own tasks in school compared to others. The study's findings are consistent with those of Ozdemir and Kalayci
(2013), who discovered that when children perceive their school as a home or a place where they can grow and
be protected, their engagement with school increases.

According to the findings of this study, a positive and significant relationship was found between the students’
positive perception of the school’s moral atmosphere and their affective and behavioral engagement. Considering
the relationship between the students’ perceptions of the school’s moral atmosphere and their affective
engagement levels, it was found that a positive perception of the school’s moral atmosphere is an important
predictor of the students’ affective engagement with the school. A student who attaches value to school as an
institution can be proud of school properties and achievements. This type of student feels a sense of belonging at
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school and values the school as a community. Aypay and Eryilmaz (2011) found out that the students who have
lost interest in school don’t like school, they start seeing school as a boring place, they feel unhappy in school,
and hence they spend time there in an inefficient and effective way over time. This situation may be caused by
the fact that the student has a broken emotional bond with school and loses his or her sense of being a part of the
school community. It can be predicted that a student with a positive perception of the school’s moral atmosphere
will followschool and classroom rules more and participate insocial activities apart from classroom activities. It
was revealed that positive perceptions of the school’s moral atmosphere are a significant predictor of students’
behavioral engagement with school. Students who perceive their schools as communities and place value onthem
are more engaged with school interms of behavior. Gottfredson (2001) found out that when students perceive the
school atmosphere as positive and feel they are respected, their engagement with school increases. Karababa,
Oral, and Dilmag (2018) determined that the students who feel themselves valuable and a part of a social group
in school have a high level of engagement with school. Based on these results, it was concluded that students’
sense of attachment to school and school as a community are important predictors of students’ engagement with
school. The positive perceptions of the students regarding the school’s moral atmosphere bring about the positive
reactions of the students to the school, their teachers, and their friends. It also increases the level of students'
compliance with school and classroom rules and strengthens their academic and social participation.

The following suggestions can be made based on the results of the study:

e The policies determined in our education system are mainly focused on taking measures to improve
academic success. The study results allow us to understand that educational policies should be focused
on ‘improving students’ affective, cognitive,and behavioral engagement with school, taking into account
that student engagement is one of the most important determinants of academic success.

e Students’ positive perception of the school’s moral atmosphere increases their engagement with the
school. As a result, increasing extracurricular sports and aptitude classes or training courses, as well as
providing study halls where students can satisfy their social needs aside from the learning environment,
can improve students' engagement with school.

e  Students want to be a part of school as asocial community before valuing it as an official institution with
rules. If school administrators, teachers, and other staff with whom students interact in school approach
students based onsuch awareness in line with “human values and respect” and it may enable students to
feel valuable in school.

e More attention can be focused on measurement-assessment techniques that will be able to take into
account students’ positive attitudes and feelings towards school and their effort paid to it apart from their
observable participationin class.

e Schools can create a positive moral atmosphere by defining the common values adopted by all school
members and endeavoring to strengthen them.
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Abstract

The study aimsto determine the predictive relationship betweenself-efficacybeliefs, attitudes toward the teaching
profession, and teaching motivation among pre-service teachers. The study, in which 364 pre-service teachers
participated, is designed as a correlational survey model. Teachers’ Sense of Self-efficacy Scale, Attitude Scale
of the Teaching Profession, and Motivation to Teach Scale are used as data collection tools. The independent
variables in this study are willingness to choose the teaching professionand academic achievement. The dependent
variables are teacher self-efficacy, attitudes toward the teaching profession, and teaching motivation. The result
of the study suggests that as the general academic achievement average of pre-service teachers increase, their
perceptions of teaching self-efficacy, teaching attitudes and teaching motivations also increase. The fact that pre-
service teachers choose the teaching profession voluntarily affects their teaching self-efficacy perceptiors,
teaching attitudes and teaching motivations positively. There is a significant relationship between the pre -service
teachers' teaching self-efficacy beliefs, teaching attitudes towards teaching, and teaching motivation levels. It can
be concluded that intrinsic motivation toward teaching and teaching profession self-efficacy beliefs have a
significant effect on attitudes toward teaching.

Keywords: Pre-service teachers’ self-efficacy, Attitudes towards teaching, Teaching motivation, Academic
success

Introduction

The main purpose of education is to raise virtuous, morally developed people. The main actors inthis processare
teachers. It is a vital issue for countries to train pre-service teachers who are equipped with content knowledge,
general culture,and pedagogical content knowledge, highly motivated, and who have internalizedthe basic values
and ideals of the society (Higher Education Council [HEC], 2018). Pre-service teachers are the teachers of the
future, that is, the architects of the society. Teacher training studies have attracted attention as a subject area that
has attracted the attention of researchers in the educational sciences discipline since the 2000s (Atalmis & Kose,
2018). Effective teachers are those who make their students active in the learning process, support the
development of students in every aspect and provide feedback to them in this direction. These teachers design a
well-functioning, respectful classroom that allows students to work effectively. Teachers make families a part of
the learning process and establish a strong cooperation bond between school and family so that students can
receive less obstacles and more support (Darling-Hammond & Baratz-Snowdon, 2005). The use of all these skills,
and many others that we cannot list here, creates a difficult workday for teachers. In order to teach effectively,
teachers are expected to develop themselves, be open to learning, love the teaching profession, and believe in
themselwves in this direction. It is known that affective domain characteristics such as self-efficacy, attitude and
motivation have an important role in influencing teachers' teaching behaviors (Bandura, 1997; Korur, Rocio, &
Noemi, 2016; Krathwohl et al., 1973; Senler & Sungur, 2010; Van Droogenbroeck, Spruyt, & Vanroelen, 2014).
It is necessary to develop practices, lessons and activities in teacher training programs to increase self-efficacy,
attitude, and motivation characteristics, which are important features for effective teaching. Lessons and activities
in teacher training programs should be based on practical experiences thatwill positively affectteachers' affective
characteristics, focusing on pedagogical content knowledge (Biimen, & Ozaydin, 2013; Clift & Brady, 2005).
Some studies showthat the current functioning of university-school cooperation in Turkey is insufficient and that
pre-service teachers have expectations of increasing the number and duration of practice courses (Kula& Demirci
Giiler,2021).

Pre-service teachers' self-efficacy beliefs, attitudes and motivations regarding the teaching profession are
important indicators of the teachers they will become inthe future. For this reason, it is thought that determining
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the characteristics of pre-service teachers, such as self-efficacy, attitude, and motivation in the pre-service period
and investigating the variables and network of relations that interact with these characteristics, are considered very
important for the field of the teacher.

Teachers’ Self-efficacy

It is one of the important steps towards becoming a successful teacher that pre-service teachers feel competent in
the teaching profession. In the Social Learning Theory, founded by Bandura (1977), self-efficacy is defined as a
person's beliefs about one's abilities to organize and execute the actions necessary to perform any activity or task
assigned. It is known that individuals with high self-efficacy beliefs do not give up in the face of difficulties and
struggle with difficulties, in other words, they persevere to complete their actions (Bandura, 1997). Inthe context
of teachers, self-efficacy can be defined as the belief that the teacher can achieve effective results for students
even when students are not fully motivated (Tschannen— Moran & Woolfolk Hoy, 2001). Therefore, when a
teacher's self-efficacy is high, it is observed that they have a higher enthusiasm for teaching (Allinder, 1994), can
cope with difficulties in business life more easily (Skaalvik & Skaalvik, 2011), and have higher motivation (Bas,
2021).

Attitudes towards Teaching Profession

Attitudes are the emotional and mental tendencies of the individual towards all related objects and situations,
which are formed as aresult of life and experiences (Allport, 1967). Attitudes have a directive and dynamic effect
on behavior. The fact that the attitude is affected by the experiences indicates that the attitude is formed as a result
ofalearning process (Tavsancil, 2010). Our attitudes shape our behavior. Attitude towards the teaching profession
can be defined as the individual's feelings and thoughts about teaching. In this context, pre-service teachers'
attitudes towards the teaching profession are an important indicator of the teachers they will become in the future.

There are many studies in the literature to determine attitudes toward the teaching profession. When the findings
of those studies are examined, it is possible to come across many different results that make it difficult to
generalize. In the meta-analysis study conducted with 113 studies in Turkey, itis found that the attitudes of pre-
service teachers towards the teaching profession differ depending on gender in favor of women; the attitudes
towards the teaching professiondid not differ interms of grade level, presence of teachers inthe family and faculty
type (Atalmis & Kose, 2018). It is known that positive teaching attitudes are related to professional development
(Kwakman, 2003), performance (Ustiiner, 2006), and self-efficacy (Bakag & Ozen, 2017; Bas, 2021; Dadandi,
Kalyon & Yazici, 2016; Demirel & Akkoyunlu, 2010; Demirtag, Comert & Ozer, 2011; Yakar & Yelpaze, 2019;
Girgin, Akamca, Ellez ve Oguz, 2010),teachingmotivation (Ayik & Atas, 2014; Gok & Atalay Kabasakal, 2019),
teaching beliefs (Bas, 2021), lifelong learning tendency (Cam & Ustiin, 2016; Unal & Akay, 2017), teaching-
learning competencies (Sahan, & Z6g, 2017), and satisfaction (Recepoglu, 2013).

Teaching Motivation

Motivation, which is another dependent variable of this study, is an important factor that initiates and maintains
human behavior (Ryan & Deci, 2000). In self-determination theory, which deals with motivation in two
dimensions as, autonomous and controlled motivation, intrinsic motivation is an example of autonomous
motivation. Self-determination theory points out a qualitative difference and defines autonomous motivation as
more adaptive than the controlled motivation (Deci & Ryan, 2000). Intrinsic motivation involves people doing an
activity because they find it interestingand derive satisfactionfromit. On the other hand, extrinsic motivation
requires an instrumentality between the activity and some separable result, such as tangible or verbal rewards, so
satisfactiondoes not come fromthe activity itself but rather fromthe external consequences of the activity (Gagne
& Deci, 2005).

Motivation, which affects human behavior, undoubtedly plays an active role inteachers' teaching behavior. There
is previous researchshowing that motivation affects job performance (Amri, & Ramdani, 2021; Leithwood, 2006;
Maryani, Entang, & Tukiran, 2021; Miiller, Alliata, & Benninghoff, 2009).Therefore, it is possible to say that
teachers' teaching motivation will directly affect their professional performance (Fachmi, Mustafa & Ngandoh,
2021; Haryaka & Sjamsir, 2021) and their professional development efforts (Butler, 2007; Watt & Richardson,
2007). Teaching motivation affects teachers' behavior in the classroom and indirectly supports students' learning
outcomes (Bernaus, Wilson, and Gardner, 2009). In addition, teachers' motivation directly affects student
motivation (Kalyar, Ahmad, & Kalyar, 2018). To summarize, the teaching profession is adifficult profession that
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serves to raise people and must be carried out with love, devotion, and self-sacrifice (Budak & Kula, 2017). It is
known that affective characteristics of pre-service teachers such as self-efficacy, motivation, and attitude, will
affect Phow they perform their Profession and their students. It is thought that revealing the variables that affect
these affective characteristicsand the relationships between them will make important contributions to the field
of teacher training, development of pre-service education, and educational sciences literature.

This study explores the relationship between self-efficacy beliefs, attitudes toward the teaching profession, and
teaching motivation among pre-service teachers. Research sub-problems are as follows:
1. Does pre-service teachers’ general academic achievement average have a significant difference in their
teaching self-efficacy beliefs, attitudes towards teaching Profession, and teaching motivation levels?
2. Does willingness to choose the teaching profession significantly differ pre-service teachers’ teaching
self-efficacy beliefs, attitudes towards teaching, and teaching motivation levels?
3. Is there a significant relationship between pre-service teachers’ teaching self-efficacy beliefs, attitudes
towards teaching, and teaching motivation levels?
4. Do pre-service teachers' self-efficacy beliefs about teaching and their level of teaching motivation
significantly predict their teaching attitudes?

Method

Research Design

This study used a correlational survey model to investigate the relationships between pre-service teachers’
teaching self-efficacy beliefs, attitudes towards teaching, and teaching motivationlevels. The correlational survey
model is a research model that investigates the existence and/or degree of co-variance between two or more
variables (Karasar, 1995). The study also examines whether pre-service teachers' academic achievement averages
and willingness to choose the teaching profession affect their teaching self-efficacy beliefs, attitudes towards
teaching, and teaching motivation levels.

Participants

Three hundred sixty-seven pre-service teachers studying at the Faculty of Education of a State University in the
Central Anatolia Region of Turkey participated in the research. To ensure the normality of the data during the
data analysis phase, the data of three participants with extreme values were excluded from the analysis, and the
number of participants was determinedas 364. The demographic characteristics of the participants are given in
Table 1.

Table 1. Pre-service teachers’ demographic information

Gender n %
Female 256 70.3
Male 108 29.7
Age n %
17-20 214 58.8
21-25 136 37.3
26-30 10 2.7
31-35 2 0.6
36+ 2 0.6
Age M(SD) 20.68(2.4)
Academic achievement average n %
1.00-1.50 1 0.3
1.51-2.00 2 0.5
2.01-2.50 7 1.9
2.51-3.00 69 19
3.01-3.50 190 52.2
3.51-4.00 93 255
Department n %
Mathematics Education 110 30.2
Turkish Education 105 28.8

Preschool Education 66 18.1
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Classroom Education 52 143
Science Education 17 4.7
Guidance and Psychological Counseling 14 3.8
Willingness to choose the teaching profession n %
Yes 315 86.5
No 49 135
Willingness to choose the teaching profession M(SD) 1.13(.34)

Total 364 100

The characteristics of the participating pre-service teachers given in Table 1 show that 70.3% (n=256) of the pre-
service teachers are female, 29.7% (n=108) are male, with an average age of 20.68. The departments of 30.2%
(n=110) of the pre-service teachers are Mathematics Education, 28.8% (n=105) Turkish Education, 18.1% (n=66)
Preschool Education, 14.3% (n=52) Classroom Education, 4.7% (n=17) Science Education and 3.8% (n=14)
Guidance and Psychological Counseling. While 86.5% (n=315) of the pre-service teachers chose the teaching
professionwillingly, 13.5% (n=49) did not choose the teaching profession willingly.

Data Collection Tools

The research data were collected in personal information form and with three different instruments. These
instruments will be introduced below

Personal Information Form: In the personal information form developed by the researcher, there are questions
about pre-service teachers' gender, the department they study, grade level, age range, academic grade point
averages and whether they choose the teaching professionwillingly.

Teachers’ Sense of Self-efficacy Scale: The scale developed by Tschannen-Moran and Woolfolk Hoy (2001) to
determine teachers' self-efficacy beliefs was adapted into Turkish by Capa, Cakiroglu, and Sarikaya (2005). In
the adaptation study carried out with 628 pre-service teachers studying at six different universities in four big
cities of Turkey, three sub-dimensional scale structures were determined: student engagement, instructional
strategies and classroom management. Including 24 items, the scale consists of 9 intervals, graded with 5 points

as "insufficient", "slightly sufficient"”, "sufficient", "quite sufficient"and "very sufficient". While the lowest score
that can be obtained from the scale is 24, the highest score is 216.

The Cronbach's alpha reliability coefficient of the total scale in this study was .96. The Cronbach's alpha reliability
coefficient of the “student engagement” sub-scale was .90, the "instructional strategies”sub-scale was .92 and the
“classroom management” sub-scale was .90.

Attitude Scale of Teaching Profession: The Attitude Scale of the Teaching Profession was developed by Ustiiner
(2006). In the research, 449 pre-service teachers studying in 11 different education faculties were studied. The
scale, which consists of 34 itemsand one dimension, is organized as a 5-point Likert scale: "l totally disagree”, "l
partially agree", "I agree moderately”, "I mostly agree" and "l totally agree".24 of the 34 items that make up the
scale express positive attitudes and 10 of them express negative attitudes. When items expressing negative
attitudes are reverse coded, the minimum score that can be obtained fromthe scale is 34, while the maximum
score is 170.To determine the reliability of the scale, a test-retest was performed with an interval of 4 weeks, and
.72 was calculated. The Cronbach's alpha calculated for the internal consistency coefficient was found .93. The
Cronbach's alpha reliability coefficient of the scale in this study was .94.

Motivation to Teach Scale: The Motivation to Teach Scale, developed by Kauffman, Yilmaz Soylu, and Duke
(2011), and adapted into Turkish by Giizel Candan and Evin Gencel (2015), was used to determine pre-service
teachers' teaching motivations. This scale consists of 12 items and two sub-dimensions as intrinsic and extrinsic
teaching motivation. The scale was prepared ina6-point Likerttype as "strongly disagree”, "disagree", "somewhat
disagree", "somewhat agree", "agree" and "strongly agree". The lowest score that can be obtained from the entire
scaleis 12, and the highest score is 72.The reliability coefficient in this study was .84 for the factor of intrinsic
motivation, whereas it was .79 for the factor of extrinsic motivation, and it was .69 for the total scale.
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Data Collection and Analysis

Before the data collection process, pre-service teachers were informed about the purpose of the research. Data
were collected in the spring term of 2021-2022. Data were analyzed using the Statistical Package for Social
Sciences (SPSS, version 22), at a significance level of .05.

The data were first subjected to analysis of normality using the skewness-kurtosis coefficients, and 3 data outside
the normal distribution were extracted. After that, the analyses were started after the conditions of normality were
met. The Teachers’ Sense of Self-efficacy Scale’s skewness was observed -.782, kurtosis 1.090, and std. error
.127; Attitude Scale of Teaching Profession’s skewness -1.048, kurtosis .1.809 and std. error .127; Motivation to
Teach Scale’s skewness -.617, kurtosis .637 and std. error .127. When kurtosis and skewness values are between
-2.0 and +2.0, the data is consideredto be normally distributed (Georgeo and Mallery, 2016). For this reason,
parametric tests were used in the analysis of the data. The mean and standard deviation of research variables were
computed to obtain descriptive statistics. The pearson correlation test was used to investigate the relationship
between variables. Multiple regression analysis was used to reveal the degree of correlations found between the
variables inthe model. While the study's independent variables were willingness to choose the teaching profession
and academic success, dependent variables were teacher self-efficacy, attitudes towards the teaching profession,
and teaching motivation. The data regarding the study's independent variables do not show a normal distribution.
The data regarding academic success averages were determined as skewness -.855, kurtosis 2.037, willingness to
choose the teaching professionskewness 2.141, and kurtosis 2,597. For this reason, non-parametric analyzes were
used while analyzing the independent variables of the research. Mann-Whitney U test was used to compare two
independent means, Kruskal-Wallis test was used to compare more thantwo means.

Results

Pre-Service Teachers’ General Academic Achievement

The descriptive statistics of the Teachers' Sense of Self-efficacy Scale, Attitude Scale of the Teaching Profession,
and Motivationto Teach Scale scoresare given in Table.2.

Table 2. Descriptive statistics on the scales

Scales and Sub-dimensions N Min Max X SD
Teachers’ Sense of Self-efficacy Scale 364 3.79 9.00 7.43 94
Efficacy for Student Engagement 364 2.63 9.00 747 1.00
Efficacy for Instructional Strategies 364 2.13 9.00 7.45 1.04
Efficacy for Classroom Management 364 3.88 9.00 7.39 .99
Attitude Scale of Teaching Profession 364 1.18 5.00 4.13 62
Motivation to Teach Scale 364 1.00 6.00 4.16 .86
Motivation to Teach Scale - intrinsic motivation 364 1.00 6.00 4.31 .94
Motivation to Teach Scale - Extrinsic motivation 364 1.00 6.00 3.96 .96

X

The descriptive statistics given in Table 2 shows that Teachers’ Sense of Self-efficacy Scale = 7.43, student
X X X

engagement sub-dimension =7.47, instructional strategies = 7.45 and classroom management =7.39 for pre-

X
service teachers. The Attitude Scale of Teaching Professionwas calculatedas = 4.13 for pre-service teachers.
X X X
Pre-service teachers' teaching motivations were =4.16, intrinsic motivation =4.31 and extrinsic motivation =

3.96.

The lewel of teaching self-efficacy beliefs, attitudes towards the teaching profession, and teaching motivation of
pre-service teachers were examined according to their general academic achievement average. The results are
given in Table 3.
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Table 3. Comparison of pre-service teachers’ scores based on the scales by their general academic achievement
average

Teachers’ Sense of Self-efficacy Scale N Mean df  Chi-Square X? p
- 1.00-1.50 1 232.00
58 é o 1.51-2.00 2 195.00
5558 2.01-2.50 7 84.86
£S5 2.51-3.00 69  148.83 5 17655 003
C8s5® 3.01-3.50 190 18534
3.51-4.00 93  204.34
Efficacy for Student Engagement N Mean df  Chi-Square X2 p
= 1.00-1.50 1 166.50
58 E o 1.51-2.00 2 226.75
555 2.01-2.50 7 69.36
£S5 38 2.51-3.00 69  143.78 5 21.990 001
C85® 3.01-350 190 188.84
3.51-4.00 93 20211
Efficacy for Instructional Strategies N Mean df  Chi Square X? p
= 1.00-1.50 1 264.00
58 E o 1.51-2.00 2 156.50
5538 2.01-2.50 7 101.29
SS3S  251-300 69 150.11 5 15.996 007
OS85 "  301-350 190  184.05
3.51-4.00 93  205.26
Efficacy for Classroom Management N Mean df  Chi Square X? p
= 1.00-1.50 1 254.50
5 é o 1.51-2.00 2 200.50
5538 2.01-2.50 7 92.21
£S5 L 2.51-3.00 69  158.58 > 13016 023
Osg® 3.01-3.50 190 181.86
3.51-4.00 93  203.29
Attitude Scale of Teaching Profession N Mean df  Chi Square X? p
= 1.00-1.50 1 267.50
58 é o 1.51-2.00 2 183.00
555 2.01-2.50 7 78.57
S8 38 2.51-3.00 69  156.38 5 23.978 000
C8s® 3.01-3.50 190 17559
3.51-4.00 93  218.99
Motivation to Teach Scale - intrinsic motivation N Mean df  Chi Square X2 p
= 1.00-1.50 1 291.50
58 E o 1.51-2.00 2 167.75
555 2.01-2.50 7 61.36
£25 8 2.51-3.00 69  144.29 > 22735 000
C85® 3.01-350 190 193.84
3.51-4.00 93  192.04
Motivation to Teach Scale - Extrinsic motivation N Mean df  Chi Square X? p
B 1.00-1.50 1 342.00
58 é o 1.51-2.00 2 238.50
5538 2.01-2.50 7 85.93
SS3S  251-300 69 168.96 5 10336 066
e85 ® 3.01-3.50 190 186.07
3.51-4.00 93  185.70

Table 3 shows that pre-service teachers' perceptions of teaching self-efficacy differ significantly accordingto their
academic achievement averages (x2=17.655, p<.05).It is determined that pre-service teachers’ self-efficacy
perceptions regarding student participationshow a significant differenceaccordingto their academic achievement
averages (x?=21.990, p<.05).Pre-service teachers efficacy for instructional strategies shows a significant
difference according to their academic achievement averages (x?=15.996, p<.05).Pre-service teachers' efficacy
for classroom management shows a significant difference according to academic achievement averages
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(x?=13.016, p<.05).Pre-service teachers' attitudes towards the teaching profession show a significant difference
according to their academic achievement averages (x?=23.978, p<.05).Pre-service teachers' intrinsic motivation
regarding teaching shows a significant difference according to their academic achievement averages (x?=22.735,
p<.05).Pre-service teachers' extrinsic motivations regarding teaching does not show a significant difference
according to their academic achievement averages (x2=10.336, p>.05). There are 3 participants whose results are
not consistent with others; their academic achievement averages were the 3 lowest in the study varying between
1.00and 2.00. As the academic achievement average of 361 pre-service teachers excludingthese three participants
increases, their perceptions of teaching self-efficacy, teaching attitudes, and teaching motivations increase.

Willingness to Choose the Teaching Profession
The lewel of teaching self-efficacy beliefs, attitudes towards the teaching professionand teaching motivation of
pre-service teacherswere examined according to their willingness to choose the teaching profession. The results

are given in Table 4.

Table 4. Comparisonof pre-service teachers’ scores based onthe scales by their willingness to choose the teaching
profession.

Teachers’ Sense of Self-efficacy Scale N Mean U p
- . . Yes 315 190.01

Willingness to Choose the Teaching Profession No 49 13422 5352.00 .001

Efficacy for Student Engagement N Mean U p
- . . Yes 315 189.91

Willingness to Choose the Teaching Profession No 49 134 86 5383.00 .001

Efficacy for Instructional Strategies N Mean U p
- . . Yes 315 188.91

Willingness to Choose the Teaching Profession No 49 14127 5697.00 .003

Efficacy for Classroom Management N Mean U p
- . . Yes 315 188.93

Willingness to Choose the Teaching Profession No 49 141 14 5691.00 .003

Attitude Scale of Teaching Profession N Mean U p
. . . Yes 315 198.59

Willingness to Choose the Teaching Profession No 49 7905 2648.00  .000

Motivation to Teach Scale - intrinsic motivation N Mean U p
. . . Yes 315 198.20

Willingness to Choose the Teaching Profession No 9 8157 2772.00  .000

Motivation to Teach Scale - Extrinsic motivation N Mean U p
. . . Yes 315 191.67

Willingness to Choose the Teaching Profession No 49 12356 4829.50 .000

Table 4 shows that pre-service teachers' perceptions of teaching self-efficacy show a significant difference
according to their willingness to choose the teaching profession (U=5352.00, p<.05). Among the pre-service
teachers, those who choose the teaching professionwillingly have a significantly higher perception of teaching
self-efficacy than those who do not. Pre-service teachers' self-efficacy perceptions regarding student participation
show asignificantdifference accordingto their willingness to choose the teaching profession (U=5383.00, p<.05).
Among the pre-service teachers, those who choose the teaching profession willingly have a significantly higher
self-efficacy perception regarding student participation than those who do not. Pre-service teachers' efficacy for
instructional strategies shows a significant difference according to their willingness to choose the teaching
profession (U=5697.00, p.05). Those who choose the teaching professionvoluntarily have significantly higher
efficacy for instructional strategies than those who do not. The efficacy of pre-service teachers for classroom
management differs significantly according to their willingness to enter the teaching profession (U = 5691.00,
p.05). Among the pre-service teachers, those who chose the teaching profession willingly have a significantly
higher efficacy for classroom management than those who did not. Pre-service teachers' attitudes towards the
teaching profession showa significant difference according to their willingness to choose the teaching profession
(U=2648.00, p<.05).Among the pre-service teachers, those who choose the teaching profession willingly have a
significantly higher attitude towards the teaching profession than those who do not. Pre-service teachers' intrinsic
motivations regarding teaching show a significant difference intheirwillingness to choose the teaching profession
(U=2772.00, p<.05).Among the pre-service teachers, those who choose the teaching profession willingly have a
significantly higher intrinsic motivation regarding teaching than those who do not. Pre-service teachers' extrinsic
motivations for teaching show a significant difference according to their willingness to choose the teaching
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profession (U= 4829.50, p<.05).Among the pre-service teachers, those who choose the teaching profession
willingly have a significantly higher extrinsic motivation for teaching than those who do not.

Relationship between Pre-Service Teachers’ Teaching Self-Efficacy Beliefs, Their Attitudes toward
Teaching, and Their Teaching Motivation Levels

Pearson correlation coefficients among the pre-service teachers’ teaching self-efficacy beliefs, their attitudes
toward teaching, and their teaching motivation levels are presented in Table 5.

Table 5. The relationship between teaching self-efficacy beliefs, attitudes towards teaching, and teaching
motivation levels of pre-service teachers

Variables 1 2 3 4 5 6 7
1. Teachers’ Sense of Self-efficacy 1
2. Efficacy for Student Engagement 930** 1

3. Efficacy for Instructional Strategies 950**  842** 1
4. Efficacy for Classroom Management 919**  763** 8l2** 1

5. Attitude of Teaching Profession 564**  547**  550**  481** 1
6. Intrinsic motivation A60**  .484**  448**  355**  604** 1
7. Extrinsic motivation 268**  237**  261** 261**  351** 643** 1

**p<0.01, * p<0.05

In the interpretation of the Pearson correlation coefficient between the two variables, it can be said that there is a
low level relationwhen the r value is between 0.00 and 0.30, a moderate level relation between 0.30-0.70, and a
high level relation between 0.70-1.00 (Biiyiikoztiirk, 2002). The results in Table 5shows that there was a positive
moderate level relationbetween the pre-service teachers’ sense of self-efficacy and attitude of teaching profession
(r = .564, p< .01);a positive moderate level relation between the pre-service teachers’ sense of self-efficacy and
intrinsic motivation for teaching(r = .460, p< .01); a positive low level relation between the teachers’ sense of
self-efficacy and extrinsic motivation for teaching (r = .268, p< .01);a positive moderate lewel relation between
the pre-service teachers’ sense of self-efficacy for student engagement and attitude of teaching profession (r =
.547,p<.01);a positive moderate level relationbetweenthe pre-service teachers’ sense of self-efficacy for student
engagement and intrinsic motivation for teaching (r = .484, p<.01); apositive low level relation between the pre -
service teachers’ sense of self-efficacy for student engagement and extrinsic motivation for teaching (r = .237, p<
.01);apositive moderate level relation between the teachers’ sense of self-efficacy for instructional strategies and
attitude of teaching profession (r = .550, p< .01); a positive moderate level relation between the teachers’ sense
of self-efficacy for instructional strategies and intrinsic motivation for teaching (r = .448, p<.01); a positive low
level relation between the teachers’ sense of self-efficacy for instructional strategies and extrinsic motivation for
teaching (r = .261, p< .01);a positive moderate level relation between the teachers’ sense of self-efficacy for
classroommanagementand attitude of teaching profession (r=.481,p< .01); a positive moderate level interaction
between the teachers’ sense of self-efficacy for classroom management and intrinsic motivation for teaching (r =
.355,p<.01); apositive low level relation between the teachers’ sense of self-efficacy for classroom management
and extrinsic motivation for teaching (r =.251, p<.01); a positive moderate level relation between the attitude of
teaching profession and intrinsic motivation for teaching (r = .604, p< .01); a positive moderate level relation
between the attitude of teaching profession and extrinsic motivation for teaching (r = .351, p<.01).

Predictive Analysis

On the basis of these findings, a multiple regression analysis was conducted to determine the strength of the
associations; the results are presented in Table 6.

Table 6. The results of multiple regression analysis

. . Durbin-
Variables B Standard error B t p Partial r Watson
Constant 1.14 .20 - 5.76 .000 -

Tee}chers sense of self- .24 .03 36 835 000 403

efficacy

Intrinsic motivation 31 .04 47 8.58 .000 412 2.19
Extrinsic motivation -.03 .03 -.05 -.93 351 -.049

R=.685 R?=.469 F=106.184 p=.000
Dependent variable: Attitude of teaching profession
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Table 6 shows that self-efficacy and motivation variables are significant predictor of teaching attitude (R=.685,
R?=.469; p<.01). Self-efficacy and motivation variables together explain 47.00% of the total variance in attitude.
When the t-test results regarding the significance of the regression coefficients are analyzed, it is seenthat self-
efficacyand intrinsic motivation variables other than extrinsic motivation are significant predictors of attitude
scores. The Durbin-Watson test value in the table shows no autocorrelation inthe model since it takes a value of
around 1.5-2.5. As a result of the analysis, it can be said that intrinsic motivation for teaching and teaching
profession self-efficacy beliefs significantly affect teaching attitude.

Discussion

In the present study, as pre-service teachers' general academic achievement average increases, their perceptions
of teaching self-efficacy, teaching attitudes and motivations increase. As pre-service teachers' general academic
achievement average increases, their efficacy for student engagement, instructional strategies, and classroom
management levels increase. Inthis context, it can be thought that students with high academic success in teacher
training programs in Turkey may also have strong affective characteristics related to teaching. It should not be
overlooked that pre-service teachers can have positive teaching perceptions by increasing their course successin
the teacher training process.

Pre-service teachers willingness to choose the teaching profession positively affects their teaching self-efficacy
perceptions, teaching attitudes and teaching motivations. This result shows that pre-service teachers' willingness
towards the teaching profession is important in determining their teaching self-efficacy perceptions, attitudes and
motivations. There were also different research findings confirming that the pre-service teachers who willingly
chose the department they studied and wanted to teach to have high self-efficacy, attitude, and motivation about
teaching (Capa & Cil, 2010; Gok, Atalay Kabasakal, 2019). In this direction, it can be determined as an important
criterion whether individuals want to teach while choosing students for teacher training faculties.

There is a significant relationship between the pre-service teachers' teaching self-efficacy beliefs, teaching
attitudes towards teaching, and teaching motivation lewvels. There are many research findings that confirm the
relationship between teaching self-efficacy beliefs and attitudes toward teaching (Bas, 202 1; Cakir, 2005; Cakir,
Erkus & Kilig,2004;Kanadli, 2017;Poulou,2007) and between attitudes toward teaching and motivation to teach
(Ayik & Atas, 2014;Bas, 2021; Chienetal., 2012).These mutually supportive findings clearly indicate that there
are close and reciprocal relationships among teaching motivation, self-efficacy beliefs, and teaching attitudes.
Intrinsic motivation for teaching and teaching professionself-efficacybeliefs have a significanteffect onteaching
attitude.Similar research findings revealing the effects of motivationand self-efficacy on teaching attitudes are
also available in the literature (Chan, & Lay, 2021). This finding shows that when pre-service teachers beliewe
they have effective teaching skills, they develop a positive attitude towards the teaching profession.Therefore, the
importance of ateacher training program that focuses onimproving pre-service teachers' teaching skills becomes
evident. One of the pleasing researchfindings in Turkey is that the self-efficacy beliefs of pre-service teachers
increase gradually during their undergraduate education (Biimen & Ozaydin, 2013; Gokdag Baltaoglu, Sucuoglu
& Yurdabakan, 2015). These findings suggest that teacher training programs in Turkey positively affect pre-
service teachers' self-efficacy beliefs.However, another research finding highlights that the positive attitudes of
pre-service teachers towards the teaching profession tend to decrease during their undergraduate education (Tok,
2011). Pre-service teachers' professional self-efficacy is influenced by their undergraduate education, teaching
practice experience, self-confidence, teaching staff pedagogical knowledge, job placement examinations, and the
current social status of the teaching profession (Kanadli, 2017).It is known that teachers' self-efficacy beliefs and
emotional commitment to the teaching profession are strong predictors of the continuation of the Profession
(Canrinus et al., 2012; Maslinsky, & Ivaniushina, 2016). To increase the teaching motivation and skills of pre-
service teachers, practice-based education should be given importance in teacher training programs (Higgs,
Barnett, Billett, Hutchings & Trede, 2013). Several studies have found that teaching beliefs and attitudes toward
teaching significantly predict motivation to teach. Teaching self-efficacy has been found to play a mediating role
in the interaction between teaching beliefs, attitudes toward teaching, and motivation to teach (Bas, 2021).1t is
known that teachers' autonomous motivation for teaching energizes students to support their basic psychological
needs, increases an energizing effect on teachers' functioning, and reduces burnout (Van den Berghe, Soenens,
Aelterman, Cardon, Tallir, & Haerens, 2014).
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Conclusion

This study examined the relationships between pre-service teachers’ self-efficacy beliefs, teaching profession
attitudes and teaching motivations, which support pre-service teachers to be effective teachers, and some variables
(academic successand willingness to choose to teach).The characteristics examined in the research are extremely
important for effectively performing the teaching profession. Because teachers who do not have a positive belief
and attitude towards teaching have difficultiesin their Profession, have difficultiesin overcoming the problems
they encounter, and even tend to leave the Profession shortly after starting the Profession (Skaalvik & Skaalvik,
2011). Effective professional development programs can change teachers' characteristics such as self-efficacy,
motivation and attitude. Because it is known that teachers' emotional -motivational attitudes can be changed with
professional development (Brick, Cooper, Mason, Faeflen, Monmia, & Dubinsky, 2021). Teacher training
programs should be aimed to transform pre-serviceteachers' perceptions of the teaching professionand themselves
into a positive one by using interactive, collaborative, and authentic practices instead of traditional methods based
on lectures (Clift & Brady, 2005; Liaw, 2009). For this reason, there is a need for experimental and qualitative
researchon the practices that can be done to increase pre-service teachers' and teachers' teaching self-efficacy
beliefs, motivations, and teaching attitudes whose relations with each other are revealed. Different affective
characteristics that these variables may be related to should be investigated, and suggestions should be made for
the development of teacher training programs.

Recommendations

The presentstudy was conductedwith a limited number of pre-service teachers studyingat a single-state university
located in the Central Anatolian Region of Turkey. In this context, generalization has limitations. By collecting
similar data with pre-service teachers from different regions and countries, the sample should be expanded and
generalizable findings should be reached. Another limitation of the research is that it consists of only quantitative
data. Making research designs supported by qualitative data with similar variables is recommended.

Acknowledgements or Notes
The ethical committee approval of the study was obtained from the Social and Humanities SciencesResearch
Ethics Committee at Kirsehir Ahi Evran University (Approval Number is 2022/1/11).

Conflicts of Interest
There are no conflicts of interest regarding the publication of this paper.

Ethical Approval
The ethical committee approval of the study was obtained from the Social and Humanities SciencesResearch
Ethics Committee at Kirsehir Ahi Evran University (Approval Number is 2022/1/11).

References

Allinder, R.M. (1994). The relationship between efficacy and the instructional practices of special education
teachers and consultants. Teacher Education and Special Education, 17, 86-95.
https://doi.org/10.1177/088840649401700203

Allport, G. W. (1967). InE. G. Boring & G. Lindzey (Eds.). A History of Psychology in Autobiography, 5, 1-25).
Appleton-Century-Crofts. https://doi.org/10.1037/11579-001

Amri, A, & Ramdani, Z. (2021). Effect of organization commitment, work motivation, and work discipline on
employee performance (case study: pt. pIn (persero) p3b Sumatera upt Padang). International Journal of
Educational Management and Innovation, 2(1), 88-99. https://doi.org/10.12928/ijemi.\2i1.3183

Atalmus, E., & Kose, A. (2018). Turkish prospective teachers’ attitudes towards the teaching profession: Ameta-
analysis study. Journal of Measurement and Evaluation in Education and Psychology, 9(4), 393-413.
https://doi.org/10.21031/epod.410287

Ayik, A., & Atas, O. (2014). The relationship between pre-service teachers’ attitudes towards the teaching
profession and their motivation to teach. Journal of Educational Sciences Research, 4(1), 25-43.

Bakag, E., & Ozen, R. (2017). Relationship between pedagogical certificate program students ’ attitudes and self-
efficacy beliefs towards teacher profession. Kastamonu Education Journal, 25(4), 1389-1404.



https://doi.org/10.1177/088840649401700203
https://doi.org/10.1037/11579-001
https://doi.org/10.12928/ijemi.v2i1.3183
https://doi.org/10.21031/epod.410287

IJCER (International Journal of Contemporary Educational Research) 715

Bandura, A. (1977). Self-Efficacy: toward a unifying theory of behavioral change. Psychological Review, 84 (2),
191-215. https://doi.org/10.1037/0033-295X.84.2.191.

Bandura, A. (1997). Self-efficacy: The exercise of control. Freeman.

Bas, G. (2021): Effect of student teachers’ teaching beliefs and attitudes towards teaching on motivation to teach:
mediating role of self-efficacy. Journal of Education for Teaching,
http://dx.doi.org/10.1080/02607476.2021.2006043

Bernaus, M., Wilson, A., & Gardner, R. C. (2009). Teachers’ motivation, classroom strategy use, students’
motivationand second language achievement. Porta Linguarum, (12), 25-36.

Brick, K., Cooper, J. L., Mason, L., Faeflen, S., Monmig, J., & Dubinsky, J. M. (2021). Tiered neuroscience and
mental healthprofessional development in Liberiaimproves teacher self-efficacy, self-responsibility, and
motivation. Frontiers in Human Neuroscience, 15, 1-21. http://dx.doi.org/10.3389/fnhum.2021.664730

Budak, Y., & Kula, S. S. (2017). Perceptions of teacher candidates about teaching as a profession. Ahi Evran
Universitesi ~ Kirsehir — Egitim  Fakiiltesi  Dergisi, 18(2), 311-329. Retrieved from
https://dergipark.org.tr/en/pub/kefad/issue/59416/853291

Butler, R. (2007). Teachers' achievement goal orientations and associations with teachers' help seeking:
Examination of a novel approach to teacher motivation. Journal of Educational Psychology, 99(2), 241.
https://doi.org/10.1037/0022-0663.99.2.241

Biimen, N., & Ozaydin, T. (2013). Changes on teacher self-efficacy and attitudes towards teaching profession
from candidacy to induction. Education and Science, 38(169), 109-125.

Biiyiikoztirk, S. (2002). Sosyal bilimler igin veri analizi el kitabi [Handbook of data analysis for social sciences].
Pegem.

Camadan, F., & Duysak, A. (2010). Comparing pre-service teachers’ attitudes in the different programs toward
teaching professioninterms of different variables: Example of Rize University. The Journal of Sakarya
University Education Faculty, 20(1), 30-42.

Canrinus, E. T., Helms-Lorenz, M., Beijaard, D., Buitink, J., & Hofman, A. (2012). Self-efficacy, jobsatisfaction,
motivation and commitment: exploring the relationships between indicators of teachers’ professional
identity.  European Journal of  Psychology of Education, 27(1), 115-132.
http://dx.doi.org/10.1007/s10212-011-0069-2

Chan, S. H., & Lay, Y. F. (2021). Effects of attitude, self-efficacy beliefs,and motivationon behavioural intention
in  teaching science. Eurasian Journal of Educational Research, 93, 219-262.
http://dx.doi.org/10.14689/ejer.2021.93.11

Chien, H., Kao, C.-P., Yeh, |.-]J., & Lin, K. (2012). Examining the relationship between teachers’ attitudes and
motivation toward web-based professional development: A structural equation modeling approach.
Turkish Online Journal of Educational Technology - TOJET, 11(2), 120-127.

Clift,R. T., & Brady, P. (2005). Research on methods courses and field experiences. In M. Cochran- Smith, & K.
M. Zeichner (Eds.), Studying teacher education: The report of the AERA panel on research and teacher
education (pp. 309-424). Lawrence Erlbaum Associates Pub.

Cakir, O. (2005). Anadolu {iniversitesi acik 6gretim fakiiltesi Ingilizce &gretmenligi lisans programi ve egitim
fakiilteleri Ingilizce 6gretmenligi lisans programi 6grencilerinin meslege yonelik tutumlar ve mesleki
yeterlik algilari [Attitudes towards the professionand perceptions of professional competence of Anadolu
Uniwversity open education faculty English teaching undergraduate program and education faculties
English language teaching undergraduate program students]. Inénii Universitesi Egitim Fakiiltesi
Dergisi, 6(9), 27-42.

Cakir, O., Erkus, A., & Kilig, F. (2004). Mersin iiniversitesi 1999-2000 yili égretmenlik meslek bilgisi
programimn (OMBP) cesitli degiskenler agisindan degerlendirilmesi [Evaluation of Mersin University's
1999-2000 Teaching Profession Program (OMBP) in terms of various variables]. Mersin Universitesi
Arastirma Fonu Saymanligi EF (OC) 2000-1 Nolu Arastirma Projesi.

Cam, E. & Ustiin, A. (2016). The relationbetween professional attitude and lifelong learningtendency of teachers,
Hitit University Journal of Social Sciences Institute, 9(2), 459-475.
http://dx.doi.org/10.17218/Husbed.58800

Capa, Y., Cakiroglu, J., & Sarikaya, H. (2005). The development and validation of a Turkish version of teachers’
sense of efficacy scale. Education and Science, 30(137), 74-81.

Capa Y., & Cil, N. (2010). Ogretmen adaylarimn gretmenlik meslegine yonelik tutumlarinin farkli degiskenler
acisindan incelenmesi [Examination of teacher candidates' attitudes towards the teaching professionin
terms of different variables]. Hacettepe Universitesi Egitim Fakiiltesi Dergisi, 18,69-73.

Dadandi, 1., Kalyon, A., & Yazici, H. Egitim fakiiltesinde 6grenim goren ve pedagojik formasyon egitimi alan
O0gretmen adaylarimin 6z-yeterlik inanglari, kaygt diizeyleri ve 6gretmenlik meslegine karsi tutumlar
[Teacher self-efficacy beliefs, concerns and attitudes towards teaching profession of faculty of education
and pedagogical formation students]. Bayburt Egitim Fakiiltesi Dergisi, 11(1), 253-269.



https://doi.org/10.1037/0033-295X.84.2.191
http://dx.doi.org/10.1080/02607476.2021.2006043
http://dx.doi.org/10.3389/fnhum.2021.664730
https://dergipark.org.tr/en/pub/kefad/issue/59416/853291
https://doi.org/10.1037/0022-0663.99.2.241
http://dx.doi.org/10.1007/s10212-011-0069-2
http://dx.doi.org/10.14689/ejer.2021.93.11
http://dx.doi.org/10.17218/Husbed.58800

716  Kula

Darling-Hammond, L., & J. Baratz-Snowdon, eds. (2005). A good teacher in every classroom: preparing the
highly qualified teachers our children deserve. San Francisco, CA: Jossey-Bass.

Deci, E. L., & Ryan, R. M. (2000). The “what” and “why” of goal pursuits: human needs and the self-
determination of behavior. Psychological Inquiry, 11(4), 227-268.
http://dx.doi.org/10.1207/s15327965pli1104 01.

Demirel, M. & Akkoyunlu, B. (2010). Ogretmen adaylarmmn égretmenlik meslegine iliskin ézyeterlik inanglart
ve tutumlar: [Self-Efficacy beliefs and attitudes of teacher candidates towards teaching profession].
Uluslararas1 Ogretmen Yetistirme Politikalar1 ve Sorunlari Sempozyumu II. 16—18 May1s, Hacettepe
Universitesi, Ankara, s. 244-252.

Demirtas, H., Cémert, M., & Ozer, N. (2011). Pre-service teachers’ self-efficacy beliefs and attitudes towards
profession. Education and Science, 36(159), 96-111.

Fachmi, M., Mustafa, M., & Ngandoh, A. M. (2021). The role of motivation and professional competence in
improving teacher performance. Journal of Digital Learning and Education, 1(01), 39-46.
https://doi.org/10.52562/jdle.v1i01.14

Gagné, M., & Deci, E. L. (2005). Self-determination theory and work motivation. Journal of Organizational
Behavior, 26(4), 331-362. https://doi.org/10.1002/job.322

George,D., & Mallery,P. (2016). IBM SPSS statistics 23 Step by Step: ASimple Guide and Reference. Routledge.

Girgin, G., Akamca, G. O., Ellez, A. M. ve Oguz, E. (2010). Okuléncesi dgretmen adaylarimin &gretmenlik
meslegine yonelik tutumlari, mesleki benlik saygilar1 ve mesleki yeterlik inanglar1 [Preschool teacher
candidates’ attitudes towards profession, sel efficacy beliefs and professional self-respects). Buca Egitim
Fakiiltesi Dergisi, 28, 1-15.

Gok, B., & Atalay Kabasakal, K. (2019). Analysing prospective teachers'self-efficacy belief, teachingmotivation
and attitudes towards teaching from the perspective of several variables. Pegem Journal of Education
and Instruction, 9(4), 1081-1112. https://doi.org/10.14527/pegeqog.2019.035

Gokdag Baltaoglu, M., Sucuoglu, H., & Yurdabakan, 1. (2015). Self-efficacy perceptions and success/failure
attributions of prospective teachers: alongitudinal study. Elemantary Education Online, 14(3), 803-814.
http://dx.doi.org/10.17051/i0.2015.66489

Giizel Candan, D. & Evin Gencel, I. (2015). Adaptation of the motivation to teach scale into Turkish. Mehmet
Akif Ersoy University Journal of Education Faculty, 36, 72-89.

Haryaka, U., & Sjamsir, H. (2021). Factors influencing teachers’ performance in junior high school. Turkish
Journal of Computer and Mathematics Education (TURCOMAT), 12(6), 2058-2071.
https://doi.org/10.17762/turcomat.v12i6.4810

Higgs, J., Barnett, R., Billett, S., Hutchings, M., & Trede, F. (Eds.). (2013). Practice-based education:
Perspectivesand strategies (\Vol. 6). Springer Science & Business Media.

Higher Education Council. (2018). Ogretmen yetistirme lisans programlar: [Teacher training undergraduate
programs]. https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Yeni-Ogretmen-
Yetistirme-Lisans-Programlari/AA Sunus %200nsoz_Uygulama Yonergesi.pdf

Kalyar, M. N., Ahmad, B., & Kalyar, H. (2018). Does teacher motivation lead to student motivation? The
Mediating role of teaching behavior. Theoretical and Applied Research, 3, 91-119.
https://doi.org/10.17323/1814-9545-2018-3-91-119

Kanadli, S. (2017). Prospective teachers’ professional self-efficacy beliefs interms of their perceived autonomy
support and attitudes towards the teaching profession: A mixed methods study. Educational Sciences:
Theory & Practice, 17(5). https://doi.org/0.12738/estp.2017.5.0597

Karasar, N. (1995). Bilimsel arastirma yontemi: Kavramlar, ilkeler, teknikler [Scientific research method:
Concepts, principles, techniques]. Ani Yayinlari.

Kauffman, D. F., Yilmaz Soylu, M., & Duke, B. (2011). Validation of the motivation to teach scale. Hacettepe
Universitesi Egitim Fakiiltesi Dergisi, 40, 279-290.

Korur, F., Rocio, V. V., & Noemi, S. T. (2016). Attitude toward science teaching of Spanish and Turkish in-
service elementary teachers: Multi-group confirmatory factor analysis. Eurasia Journal of Mathematics,
Science and Technology Education, 12(2), 303—320. https://doi.org/10.12973/eurasia.2016.1215a

Krathwohl, D. R., Bloom, B. S., & Masia, B. B. (1973). Taxonomy of educational objectives, the classification of
educational goals. Handbook Il: Affective domain. David McKay Co., Inc.

Kula, S. S. & Demirci Giiler, M. P. (2021). University-school cooperation: perspectives of pre-service teachers,
practice teachers and faculty members. Asian Journal of University Education, 17(1), 47-62.
https://doi.org/10.24191/ajue.v17i1.12620

Kwakman, K. (2003). Factors affecting teachers’ participation in professional learning activities. Teaching and
Teacher Education, 19, 149-170. http://doi.org/10.1016/S0742-051X(02)00101-4

Leithwood, K. (2006). Teacher working conditions that matter: Evidence for change. Elementary Teachers’
Federation of Ontario.



http://dx.doi.org/10.1207/s15327965pli1104_01
https://doi.org/10.52562/jdle.v1i01.14
https://doi.org/10.1002/job.322
https://doi.org/10.14527/pegegog.2019.035
http://dx.doi.org/10.17051/io.2015.66489
https://doi.org/10.17762/turcomat.v12i6.4810
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Yeni-Ogretmen-Yetistirme-Lisans-Programlari/AA_Sunus_%20Onsoz_Uygulama_Yonergesi.pdf
https://www.yok.gov.tr/Documents/Kurumsal/egitim_ogretim_dairesi/Yeni-Ogretmen-Yetistirme-Lisans-Programlari/AA_Sunus_%20Onsoz_Uygulama_Yonergesi.pdf
https://doi.org/10.17323/1814-9545-2018-3-91-119
https://doi.org/0.12738/estp.2017.5.0597
https://doi.org/10.12973/eurasia.2016.1215a
https://doi.org/10.24191/ajue.v17i1.12620
http://doi.org/10.1016/S0742-051X(02)00101-4

IJCER (International Journal of Contemporary Educational Research) 717

Liaw, E.C. (2009). Teacher efficacy of pre-service teachers in Taiwan: The influence of classroom teaching and
group discussions. Teaching and Teacher Education, 25, 176-180.
https://doi.org/10.1016/j.tate.2008.08.005

Maryani, Y., Entang, M., & Tukiran, M. (2021). The relationship betweenwork motivation, work discipline and
employee performance at the regional secretariat of Bogor City. International Journal of Social and
Management Studies, 2(2), 1-16. https://doi.org/10.5555/ijosmas.\2i2.14

Maslinsky, K., & Ivaniushina, V. (2016). To Remain as a teacher: factors influencing attitudes towards leaving
the teaching profession. Educational Studies Moscow, Bompocer o6pazoBammst, 4, 8-30.
https://doi.org/10.17323/1814-9545-2016-4-8-30

Miiller, K., Alliata, R., & Benninghoff, F. (2009). Attracting and retaining teachers: A question of motivation.
Educational Management Administration & Leadership, 37(5), 574-599.
https://doi.org/10.1177/1741143209339651

Palmer, D. (2006). Durability of changes in self-efficacy of preservice primary teachers. International Journal of
Science Education, 28, 6, 655-671. https://doi.org/10.1080/09500690500404599

Poulou, M. (2007). Personal teaching efficacy and its sources: student teachers’ perceptions. Educational
Psychology, 27 (2), 191-218. https://doi.org/10.1080/01443410601066693.

Recepoglu, E. (2013). Analyzing the relationship between prospective teachers’ life satisfaction and attitudes
concerning teaching profession. Hacettepe University Journal of Education, (1), 311-326.

Ryan, R. M., & Deci, E. L. (2000). Self-determination theory and the facilitation of intrinsic motivation, social
development, and wellbeing. American Psychologist, 55(1), 68-78. http://doi.org/10.1037/0003-
066X.55.1.68.

Senler, B., & Sungur, S. (2010). Pre-service science teacher’s teaching self-efficacy: A case from Turkey.
Procedia - Social and Behavioral Sciences, 9, 771-775. http://doi.org/10.1016/j.sbspro.2010.12.232

Skaalvik, E. M., & S. Skaalvik. (2011). Teacher job satisfactionand motivation to leave the teaching profession:
relations with school context, feeling of belonging, and emotional exhaustion. Teaching and Teacher
Education, 27(6), 1029-1038. http://doi.org/10.1016/j.tate.2011.04.001.

Sahan, H. H., & Z6g, H. (2017). An analysis of the relation between teacher candidates’ attitudes toward the
teaching profession and teaching-learning process competencies. Pegem Journal of Education and
Instruction, 7(4), 583-610, http://dx.doi.org/10.14527/pegeqog.2017.021

Tavsancil, E. (2010). Tutumlarin él¢giilmesi ve SPSS ile veri analizi [Measuring attitudes and data analysis with

SPSS]. Nobel.
Tok, S. (2011) Pre-service primary education teachers’ changing attitudes towards teaching: a longitudinal study,
European Journal of Teacher Education, 34(2), 81-97,

http://dx.doi.org/10.1080/02619768.2010.534130

Tschannen-Moran, M., & Hoy, A. W. (2001). Teacher efficacy: Capturing an elusive construct. Teaching and
Teacher Education, 17(7), 783-805. https://doi.org/10.1016/S0742-051X(01)00036-1

Unal, K. & Akay, C.(2017). Teaching professionand lifelong learning: from the perspective of teacher candidates.
Mersin  University Journal of the Faculty of Education, 13(3), 821-838.
http://dx.doi.org/10.17860/mersinefd.339943

Ustiiner, M. (2006). Attitude scale towards teaching profession validity and reliability study. Educational
Administration: Theory and Practice, 45, 109-127.

Van den Berghe, L., Soenens, B., Aelterman, N., Cardon, G., Tallir, I. B., & Haerens, L. (2014). Within-person
profiles of teachers' motivation to teach: Associations with need satisfactionat work, need-supportive
teachingg and  burnout.  Psychology of Sport and Exercise, 15(4), 407-417.
http://dx.doi.org/10.1016/j.psychsport.2014.04.001

Van Droogenbroeck, F., Spruyt, B., & Vanroelen, C. (2014). Burnout among senior teachers: Investigating the
role of workload and interpersonal relationships at work. Journal of Teaching and Teacher Education,
43,99-1009. http://doi.org/10.1016/].tate.2014.07.005

Watt, H. M., & Richardson, P. W. (2007). Motivational factors influencing teaching as a career choice:
Developmentand validation of the FIT-choice scale. The Journal of Experimental Education, 75(3), 167-
202. https://doi.org/10.3200/JEXE.75.3.167-202

Yakar, L., & Yelpaze, 1. (2019). Attitudes toward teaching profession and teacher self-efficacy beliefs of students
in teacher training programs. Pamukkale Universitesi Egitim Fakiiltesi Dergisi, 47, 107-129.
http://doi.org/10.9779/pauefd.473678



https://doi.org/10.1016/j.tate.2008.08.005
https://doi.org/10.5555/ijosmas.v2i2.14
https://doi.org/10.17323/1814-9545-2016-4-8-30
https://doi.org/10.1177/1741143209339651
https://doi.org/10.1080/09500690500404599
https://doi.org/10.1080/01443410601066693
http://doi.org/10.1037/0003-066X.55.1.68
http://doi.org/10.1037/0003-066X.55.1.68
http://doi.org/10.1016/j.sbspro.2010.12.232
http://doi.org/10.1016/j.tate.2011.04.001
http://dx.doi.org/10.14527/pegegog.2017.021
http://dx.doi.org/10.1080/02619768.2010.534130
https://doi.org/10.1016/S0742-051X(01)00036-1
http://dx.doi.org/10.17860/mersinefd.339943
http://dx.doi.org/10.1016/j.psychsport.2014.04.001
http://doi.org/10.1016/j.tate.2014.07.005
https://doi.org/10.3200/JEXE.75.3.167-202
http://doi.org/10.9779/pauefd.473678

International Journal of

INTERNATIONAL JOURNAL Contemporary Educational

of

CONTEMPORARY Research (IJ C ER)

EDUCATIONAL RESEARCH

www.ijcer.net

Skills Teaching in the Social Studies
Course in the Light of Graduate Theses

Isiner Sever!, Omiir Giirdogan Bayir?
THakkari University, =" 0000-0001-5381-6976
2Anadolu University, “= 0000-0002-7455-7297

Article History
Received: 07.02.2022

Receivedin revised form: 26.10.2022
Accepted: 27.10.2022

Article Type: Research Article

To cite this article:

Sever, I. & Giirdogan-Bayir, O. (2022). Skills Teaching in the Social Studies Course in the
Light of Graduate Theses. International Journal of Contemporary Educational Research,
9(4), 719-737. https://doi.org/10.33200/ijcer.1069433

This article may be used for research, teaching, and private study purposes.

Any substantial or systematic reproduction, redistribution, reselling, loan, sub-licensing,
systematic supply, or distribution in any form to anyone is expressly forbidden.

Authors alone are responsible for the contents of their articles. The journal owns the
copyright of the articles.

The publisher shall not be liable for any loss, actions, claims, proceedings, demand, or
costs or damages whatsoever or howsoever caused arising directly or indirectly in
connection with or arising out of the use of the research material.



http://www.ijcer.net/
https://doi.org/10.33200/ijcer.1069433

International Journal of Contemporary Educational Research

\U C ER Volume 9, Number 4, December 2022, Page 719-737 ISSN: 2148-3868

Skill Teaching in the Social Studies Course in the Light of Graduate Theses

Isiner Sever!”, Omiir Giirdogan Bayir?
tHakkari University
2Anadolu University

Abstract

This study investigates the trends of postgraduate theses on skills teaching in Social Studies education between
2010-2020, identifies the problems encountered by researchers in the process of skills teaching, and presents the
solutions provided to these problems. With this purpose, 74 master and doctoral theses on skills teaching in the
Social Studies course were included in the research. Descriptive content analysis was used in data analysis. The
results demonstrated that there are mainly attempts towards practical implementations inskills teaching, and the
teaching processes are important in the Social Studies course. The investigation revealed that many studies were
conducted on skills development, but the number of theses on social skills was limited. It was determined that
some of these theses had insufficient explanation regarding the teaching-learning processes. However, the
experiences of the researchers concerning the processes were not included in many of the theses. It was also
observed that in some of the theses, there was no information about the assessment tools utilized, and some
researchers were not critical of the results of the analyses. In addition, there was no scientific justification for the
time allocated to the implementations in most of these theses. Researchers stated that they encountered problems
due to insufficient implementation time in the skills development process. The suggestions made by the
researchers at the end of the process include updating the curriculaand course books, eliminating the school
infrastructure deficiencies, and providing in-service training to teachers.

Keywords: Social studies course, Skill training, Descriptive content analysis, Master theses, Doctoral theses
Introduction

There have been significant changes from the past to the present in answering the question of what kind of
individuals toraise. The eternal cycle of social transformations that occur in line with the changing environmental
circumstances and the environmental consequences that these social transformations bring carry us to the future.
Education systems play an essential role inadapting to these changes. In this respect, frameworks of competencies
are established for the requirements of the current century, standards are determined, and evaluations are carried
out through these standards. Today’s curriculahave a pioneeringrole in the engagement of the knowledge, skills,
attitudes, and values needed in training individuals who are compatible with the transformations. Skills are an
integral component of the frameworks of competencies. They are also equally important in the curricula of Social
Studies. In the curriculum, there are 27 basic skills planned to be taught to students in the Social Studies course.
These skills consist of researching, environmental literacy, perceiving change and continuity, digital literacy,
critical thinking, empathy, economic literacy, entrepreneurship, observation, map literacy, legal literacy,
communication, collaboration, recognizing stereotypes and prejudice, using evidence, making decisions, location
analysis, media literacy, space perception, self-control, political literacy, problem-solving, social participation,
drawing and interpreting tables, graphs and diagrams, using Turkish accurately and effectively, innovative
thinking, and perception of time and chronology (Ministry of Education [MEB], 2018). Social Studies course hes
a substantial role in preparing the individual forsocietyand realizing the social transformation that the century
demands. It can be said that skills are an integral component of the process in the realization of this course and
the stated objectives of our education system.

Skills

The concept of skills in the Social Studies curriculais defined as the individual becoming able to do a task by
engaging in cognitive and behavioural efforts according to the lewvel of readiness in appropriate learning
environments (Yazici and Koca, 2015). Skill, in general, is the capacity to do something well and perform certain
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tasks competently, and it is gained through training and experience. Typically, skills consist of strategies and
methods that are partially internalized and included in the performance routine. Skills may vary depending on the
tasks they handle. Therefore, a broad skill may contain more activities thana narrow one (Smith, 2002).

In the past, the termskill was used to represent observable behaviors that required professionalism, and their focal
point was improving behaviour. Today, skills have been stripped of behavioural definitions and treated as
construction operations and processes in mind. In line with this trend, the focus has been changed to developing
linguistic, cognitive, and social competencies through education processes (Boutin, 2004 cited. in Giines, 2018b;
Giines, 2012). The influential factor in this change is production. While the skills required in agricultural and
industrial societies are predominantly behavioural and physical, these skills have been replaced mainly by
linguistic, cognitive, and social skills inthe information society.

Skills are structures with self-forming sub-behaviours with no sharp distinctions among them, where the
dimensions of knowledge and application are synthesized and require competence (Baysal, 2015). Even though
skills differ in their scope and content, they share some common characteristics. Johnson (1997) lists these
characteristics as follows (cited. in Karabag and inal, 2016):

e They are hierarchically organized.

e They are purposeful behaviour.

e They have components and contain sub-behaviours.

e They are integrated. They require multiple skills to be employed mutually.

Several classifications of skills have been made in the literature. One of these classifications is the division
between general skills and field skills. General skills include thinking, research, problem-solving, and
communication that can be transferred to different areas to perform various tasks and works. On the other hand,
field skills are field-dependent skills that need to be learned in a certain discipline domain (Giines, 2016). Other
classifications of skills in the literature include the following (Parker, 2012):

e Democratic participation skills: Expressing opinions and listening; engaging in discussions about social
problems; maintaining discussion; collaboration; accessing and using social resources.

e Work and interrogation skills: Using and making time schedules, maps, and graphs; distinguishing
primary resources from secondary ones; formulating hypotheses; reading, analysing, reporting, and
presenting information from different resources.

e  Cognitive skills (problem-solving, critical thinking): Comparing; reaching a decision based on evidence;
recognizing and characterizing problems; differentiating facts from views; interpreting cause and effect.

Since the study by Organization for Economic Co-operationand Development [OECD] (2005) to determine the
key skills for 21st-century individuals creates an inclusive roof for skills and literacies, this structure may also be
considered inclassifying skills. OECD (2005) divides key skills into three categories. These are:

1. Using tools interactively:
Rationale: Keeping up with technologies, adapting tools to own purposes, and meeting the need to
conduct an active dialogue with the world

a. Using language, symbols, and texts interactively (entails skills such as language skills,
computation, and mathematical skills, map reading)

b. Using knowledge and information interactively (involves critical thinking about the nature
of information)

C. Using technology interactively

2. Interacting in heterogeneous groups:
Rationale: The necessity to deal with diversity in pluralistic societies, the importance of society, the
importance of social capital

a. Ability to relate well to others (includes empathy, management of emotions, interpreting
dynamics underlying behaviours)

b. Ability to cooperate (which means being able to share ideas, listen, debate, and make
decisions that take into account different points of view.)

c. Ability to manage and resolve conflicts

3. Acting Autonomously
Rationale: The need to set goals and realise one’s identity in the complex world, the need to exercise
rights and take responsibility, the need to understand one’s environment and its functioning
a. Ability to look at events from a broad perspective and act within this big perspective
(includes understanding relationships, understanding-analysing the structure and function
of a system, and predicting direct and indirect consequences of events)
b. Ability to formand conduct life plans and personal projects
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C. Ability to defend personal and societal rights, interests, and needs
Apart from this classification, Partnership for 21st Century Skills (2015) guides in terms of the skills that 21st-
century learners need to acquire. The study provides another type of categorization of the skills that students need
to master. This categorizationis as follows:

. Learning and Innovation Skills
»  Creativity and innovation
»  Critical thinking and problem-solving
+  Communication
*  Collaboration
o Information, Media, and Technology Skills
« Information literacy
*  Media literacy
+ Information, communication, and technology skills
o Life and Career Skills
*  Flexibility and adaptability
« Initiative and self-direction
» Social and cross-cultural skills
*  Productivity and accountability
»  Leadershipand responsibility

In another classification, the skills are divided into general and field (specific) skills. General skills are the ones
that are transferable to differentareas to perform certaintasks, suchas researching, questioning, making decisions,
thinking, communicating, and collaborating. In contrast, field skills need to be mastered within a specific
discipline (Giines, 2016; Schunk, 2009).

How the skills should be taught and evaluated is closely related to how these skills are classified. Hence, it is
possible to say that before discussing how to teach or evaluate them, it is necessary to adopt a particular type of
classification. At this point, it is concluded that it would be appropriate to address the skills as thinking, social,
and instrumental skills in this study.

Thinking Skills

Ciiceloglu (1998) states that thinking is a series of active, purpose-oriented, organized mental processes to make
sense of the situationone is in. Fisher (1995), onthe other hand, defines thinking as critical and creative reflections
in which developing ideas and reasoning are used together. He maintains that thinking includes all cognitive
processes that help problem-solving, decision-making, analysis, and reasoning. In this framework, thinking skills
can be defined as the ability to operate the aforementioned mental processes and use the relevant information for
this purpose. Presseisen (1985) divides thinking skills into basic processes and complex processes. She expresses
that the basic processes include actions such as building cause-effect relationships and evaluating, associating the
known with the unknown, recognizingrelationships,and classifyingand noticingattributes. By contrast,complex
processes include problem-solving, decision making, critical thinking, and creative thinking.

Berman (1991) suggests that when students’ opinions are valued when their thinking affects their lives and those
of others, and when it makes a difference, students will feel more confident in their thoughts and will be more
skilled at thinking. In parallel to the principle above, he suggested some strategies to teach thinking skills. These
strategies are:

Creating a safe environment

Monitoring and understanding children’s thoughts

Encouraging collaborative thinking

Caring about questions rather than answers

Focusing on connections and relationships

Helping gain multiple perspectives

Making the role of emotions in thinking recognised

Helping students set standards and gain a positive outlook for the future
Giving students opportunities to turn their thoughts to reality

These strategies will aid in creating environments that support the development of students’ thinking skills. Beyer
(2001) proposed direct teaching in teaching complex and challenging thinking skills and combining the teaching
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of thinking skills with the teaching of subject matter knowledge. Furthermore, he mentioned the importance of
featuring activities to support meaningful thinking in the classroom environment. These activities include
scientific method steps such as research, problem-solving, evidence-based inquiry, and project creation.

Social Skills

It is peer acceptance in its simplest definition. Social skillsare situation-specific behaviours that enable to receive
or maintain the support of the environment, minimize the likelihood of punishment by society, and enable to exist
insociety (Gresham, 1988). Social skills are behaviours that enable individuals to build positive relationships with
other individuals that constitute society. They ensure that the individual participates in society due to their
compliance with social rules. They are situational and may vary depending on the setting. Besides observable
behaviour, they have cognitive and affective dimensions (Stanley, 2010). They also include citizenshipskills such
as democratic participation, decision-making, and discussion (Parker, 2012). Goldstein et al. (1980) made a
classification of social skills. In this taxonomy, social skills are classified into six groups (in Bacanli, 2008):

e Beginning social skills: e.g., speaking, listening, introducing oneself
e Advanced social skills: e.g., participation, asking for help, giving instructions
e Skills for dealing with feelings: e.g., expressing and being aware of own feelings, empathy
Skills alternative to aggression: e.g., negotiation, sharing, avoiding the fight
Skills for dealing with stress: e.g., coping with shyness, responding to complaints, defending friends
e Planning skills: e.g., setting goals, decision making

By approaching social skills from a more general perspective, Gresham (1998) states that social skills are
academic achievement (ability to gain a place in the classroom), collaborative behaviours, social initiation
behaviours, enterprise, peer reinforcement, communication skills, problem-solving skills, and social self-
sufficiency. Social skills can oftenbe gained through performance-based, individual, or group training, conducted
with behavioural approaches (Stanley, 2010). Gresham (1998) proposes a model in teaching social skills. This
proposal consists of the dimensions of encouraging skills acquisition, improving skill performance, eliminating
obstructive behaviours, and facilitating generalization. The dimension of encouraging skills acquisition employs
being a model and instructions-explanations about coaching and skills. The model suggests that the most effective
way of skills teaching is being a model. It is stated that behavioural rehearsal, behavioural consolidation, peer
initiation, and collaborative learning strategies can improve skill performance. It is also pointed out that steps
should be taken to dampen unwanted behaviours that have a negative effect onthe acquisitionand development
of skills inthe dimension of eliminating obstructive behaviours. In terms of facilitating generalization, it is stated
that natural communities canbe used to transferacquiredskills to differentsituations, exercises can be diversified,
and functional intermediaries such as role-playing, animation, and routers can be used.

Instrumental Skills

To effectivelyinteractwith the environment, individuals must be able to use a variety oftools, suchas information
technologies, which are instruments of physical structure, and language use, which is an instrument of socio-
cultural structure. The social and professional demands of the information society require mastery of physical
tools such as computers and socio-cultural tools such as language, knowledge, and fund of knowledge.
Instrumental skills are related to effective speaking and listening skills and computation and mathematics skills
in multiple situations. Communication skills and literacies are also associated with this group (OECD, 2005).
Based on these, we can define instrumental skills as those that mediate the realization of a roof competence (e.g.,
digital literacy for the effective use of digital tools invarious fields), such as media literacy, digital literacy, map
literacy, legal literacy, effective use of language, drawing and interpreting tables/graphs/diagrams.

Teaching of Skills

According to Piaget and Vygotsky, skill is the constructionon of knowledge acquired from physical and social
interaction in mind based on prior knowledge (Quiesse, 2007 qtd in Giines, 2012). Skills are developed by
constructing in mind as a result of various activities. Skill cannot be simply transferred through education. The
skill is dewveloped through the active efforts of the individual. Skill requires the activation of various mental,
emotional, and physical resources (Quiesse, 2007 cited. in Glines, 2018a). Giines (2012) suggests three stagesto
be followed in skill teaching. These stages are:

Skill preparation: This is the stage where information about the skill and the purpose of the skill is explained. It
should be emphasized that these explanations are necessary for the execution of the work or application.
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Applying knowledge and techniques: This is the stage where the knowledge and techniques related to the skill are
shown to the student with examples. The students are given activities that will provide them with opportunity to
apply this knowledge and techniques. During the process, the student is monitored and guided.

Adapting to different situations: At this stage, the student is working on adapting the skill to different situations.
To achiewe this, different activities are given in which the student can transfer the skill to other situations. The
student is encouraged in the process. It should not be forgotten that individual differenceswill have an impact on
learning speed.

The points to be considered in the skill-teaching process are as follows;

»  Students' current knowledge and experience should be taken into consideration.

+  Students should be encouraged in the process.

»  There should be a wide range of activities so the student can use the skill differently. .

»  Awareness about the skill should be created.
Issues such as the application stages of the skill, the difficulties experienced, and solution suggestions should be
shared verbally during the process (Bissonette & Richard, 2001 cited. in Giines, 2018b).

In teaching skills, students' developmental characteristics, readiness lewvels, psychological and sociological
characteristics, interests, and needs should be taken into account. Students should be allowed to participate
actively and experience the process first hand. Teaching experiences should be designed to start from the child's
immediate environment and expand away. It should not be forgotten that for meaningful learning to take place, it
is necessary to benefit from students' prior learning. New learning will be built on prior learning. Skills teaching
activities should be designed in a sequence from easy to difficult. It should be considered that the violation of this
principle may cause negative effects onbehaviors such as self-confidence, motivation, and attitude (Sever, 2021).

Evaluation of Skills

Clearly identifying the structure intended to be assessed and meeting technical and psychometric standards
constitute the first stepina qualified evaluation. It is important to determine what to assess and how to assess it.
The structural characteristics of the skill to be measured will be effective in specifying the measurement tool.
Therefore, whether the skill belongs to the cognitive, social, or psychomotor areas should be considered. Besides,
attention should be paid to clearly identifying the indicators that represent the skill, and the evaluation instrument
should be capable of measuring these indicators validly and reliably.

Another essential consideration in evaluating skills is whether to assess the practical knowledge or the
performance regarding the skill. It should be first clarified whether the aim is to evaluate the individual’s
knowledge concerning the application of the skill, or whether it is to assess the performance related to displaying
the skill. This distinctionwill directly impact the instrument that will be used in the assessment of the skill. If the
skill to evaluate has a complex structure, and the assessment made will not cover all components of this structure,
it should be decided which aspects of the structure are important to be captured (National Research Council
[NRC], 2011). Selecting the components that best represent the skill and conducting the assessment on these
components are critical for ensuring validity at this stage.

It is important to prepare test items of the type and nature that will reveal the skill to be measured in evaluating
skills. If the aim is to assess the knowledge about the skill, it is necessary to utilize pen-and-paper tests with short
questions and multiple-choice answer options. However, if the purpose is to measure more complexskills, such
as solving complex, multipartite problems, a response mode that requires the test taker to create an answer will
probably be more useful (NRC,2011). Furthermore, real or scenario-based, performance-oriented measuringtools
that will disclose the skill may also be used in assessing skills with complex structures.

Some trend research studies in the literature examine research on Social Studies education. In their study
examining graduate theses on Geography subjects in Social Studies educationbetween the years 2006-2017, Oner
and Oner (2017) determined that most of these theses were written at Gazi, Marmara, and Atatiirk Universities,
and the subjects predominantly investigated were concept teaching, teaching-learning processes, and method-
technique topics. In Dileket al. (2018) study, which examined Social Studies master’s theses between the years
2010-2017, it was identified that subject-concept teaching topics are mainly studied in the theses. Duman and Inel
(2019) studied the master’s theses on Social Studies between 2008 and 2014 and found that theses mainly focused
on teaching practices. Akaydin and Kaya (2015) examined research published in nationally indexed journals in
the fields of Life Sciences and Social Studies between 2000-2013. They determined that teaching methods, value,
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and skills training were mainly studied. In the study in which Giileg (2020) examined graduate theses on empathy
between the years 2000-2019, descriptive data such as the distribution of theses by universities and the gender of
the researchers were presented. In another study of the postgraduate thesis between 2008 and 2019 on literacy
skillsinthe fieldof Social Studies education, Giile¢ and Hiidavendigar (2020) concludedthat quantitative methods
were mainly used in the theses and that the most studied sample was candidate teachers. Considering the existing
literature, it is believed that a study of Social Studies graduate theses that examines skill instruction, techniques,
processes, and content dimensions in depth will contribute to the existing literature. Inthis setting, no analysis of
social studies teaching skills has been found in the literature.Howewer, in the MEB (2018) Social Studies
curriculum, competence areas and therefore, skills relatedto these areas are included. These competence areas are
discussed under the headings of communicationin the mother tongue, communication in foreign languages,
mathematical competence and basic competences inscience/technology, digital competence, learning to learn,
social and civic competences, cultural awareness, and expression. As can be seen, it is envisaged that students
will gain many skills within the scope of these competence areas. This researchis considered important in the
literature in terms of revealing the skills to be studied in social studies teaching, determining the gap in the
literature, and shedding light on the studies that will be done. Because it is necessary to classify the educational
researchinthe literature and evaluate and synthesize their trends and researchresults. Thus, it is possible to reveal
the points where the studies on the same subject support or contradict each other, as well as to prevent similar
studies and lead to studies that take different perspectives into account (Sozbilir and Calik, 2014). Hence, this
study aims to investigate the trends in graduate theses on skills teaching in Social Sciences education between
2010-2020, identify the problems encountered by researchers during skills teaching, and present the suggestions
for solutions to these problems. With this aim, answers to the following research questions were sought:

What are the research methods used in the thesis?

What is the distribution of the theses according to the grade levels studied?
What are the skills discussed in the theses?

Which learning-teaching processes are employed in skill teaching in the theses?
What is the duration devoted to teaching skills in the theses?

How are assessments performed in skill teaching in the theses?

What problems are encountered in the process of skill teaching?

What suggestions have the researchers made for skills teaching?

NN E

Method
Research model

This study was carried out by adopting content analysis. Content analyzes are research syntheses that have an
important role in disseminating researched knowledge and shaping future research, policies, practices, and public
perception (Suriand Clarke, 2009 citedin Calikand S6zbilir,2014). Accordingto Alk and S6zbilir (2014 ), content
analysis can be broadly categorizedinto three types: meta-analysis, meta-synthesis (thematic content analysis),
and descriptive content analysis. In this context, descriptive content analysis was used as this study aimed to
determine the skills studied in theses insocial studies teaching. Descriptive content analysis studies are systematic
investigations that involve examining research studies on a specific subject, identifying common trends in the
studies, and evaluating the results of research accordingly (Calik and S6zbilir, 2014; S6zbilir, et al., 2012). In
other words, the descriptive content analysis method is the in-depth examination and organization of qualitative
and quantitative studies carried out independently ona particular subject or field. The purpose is to determine the
general trends in the subject or field with the analyses made. In this way, it is considered that the results obtained
will guide future studies on the subjects planned (Ultay et al., 2021). In this study, descriptive content analysis
was utilized as the research model since the aim of analyzing the skills addressed in the Social Studies course at
the graduate level isto determine the trends and to guide researchers, practitioners and decision makers. However,
due to the large number of studies examined in descriptive studies, in-depth interpretation and synthesis are
limited. This is the limitation of the research.

Data collectionand analysis

This research included graduate theses based on skills teaching in the Social Studies course accessible at the
Council of Higher Education National Thesis Centre. In this context, the keywords “Social Studies,” “Social
Studies Course,” “Social Studies Teaching,” “Social Studies Education,” “Social Studies Curriculum,” “Skill,”
“Literacy” were used in the searchto access the data. These keywords were searched independently in the title,
subject fieldand in the content. Thus, the data sources of the research were the theses obtained as a result of the
document review. To this extent, a total of 74 master’s and doctoral theses were analyzed. In the research, only
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theses were preferred as data source. Theses are preferred in this research because of the scientifically controlled
progression of theses from the beginning to the end of the process. There are also articles produced from theses
in the literature. Therefore, considering the articles may resultin two evaluations of the same study. However,
taking the theses only due to the reasons mentioned above can be expressed as a limitation of the research. Within
the scope of the introductory information of these theses analyzed, distributions were presented according to the
years, thesis type and university. Accordingly, the dispersion of these theses by years is presented in Figure 1.
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Figure 1. The Distribution of Theses by Year

As demonstrated in Figure 1, the number of theses completed between 2010 and 2020 varies between two to 19
per year. The highest number of theses inskill teaching in Social Studies teaching was writtenin 2019 (19). This
was followed by the years 2018 (9) and 2020 (8). In 2012, 2014, and 2016 only two theses were done in each
year.

The dispersion of the type of theses investigated in the research is presented in Figure 2.

= Master = Doctoral

Figure 2. The distribution of the type of theses
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As shown in Figure 2, a total of 40 master’s theses in Social Studies course skills teaching were investigated. The
number of thesis at the doctoral level was 34. The distribution of the theses according to the university in which
they were completed is presented in Figure 3.
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Figure 3. The distribution of the theses according to universities

As shown in Figure 3, the highest number of theses in skills teaching in the Social Studies course was published
at Gazi University with 17 thesis. Marmara University followed this with nine theses, and Atatiirk University was
next with seven theses. In most other universities, one thesis was completed in this subject.

In addition to the introductory information on the thesis examined, the research method of the thesis, the grade
level studied, the skill discussed, the learning-teaching process related to the teaching of the skill, the application
time, the type of skill measurement, problems in skill acquisition and the suggestions made were discussed in the
analysis of the data, which provide in-depth data about the thesis. MAXQDA analysis program was used to analyse
the data. All thesis included in the researchwere investigated under these headings.

First of all, the researchers prepareda control form containing these titles. Then, the titles in this control form
were entered into the MAXQDA analysis program as titles. The researchers examined all the thesis included in
the research separately in the light of these titles. Later, the researchers came together and compared the results
of the analysis. Conflicting situations were shown to another social studies expert. In the light of the discussions,
the analysis was given its final form. Thus, the analyses were checked and the validity and reliability of the
researchwas ensured. The data setwas analysed by two researchers and finalized by making comparisons. Graphs
and tables were usedto present the findings arising within the scope of this analysis.

Findings

Findingsonthe Research Method

The findings of the research methods used in the thesis for gaining skills in the Social Studies course are given in
Table 1.

Table 1 indicates that the thesis completedin skills teaching in the Social Studies course utilized quantitative,
qualitative, and mixed methods. Among the quantitative methods, experimental models were employed
dominantly, and in the qualitative methods, actionresearchtype (12) of studies were primarily conducted, whereas
in the mixed methods, embedded experimental designs (8) were mainly preferred. Three thesis conductedthrough
the mixed method did not mention the mixed models they selected. In general, when the research model is
considered, it was revealed that the control group pretest-posttest model (34) was mainly preferred as a research
method for skills gains in the Social Studies course. It can be said that care was taken in selecting the research
method in graduate studies to comply with educational application processes. In conclusion, practical studies
aimed at gaining skills in the Social Studies course were predominant.
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Table 1. The research methods used inthe thesis

ResearchMethod ~ Model Sub Model
Pretest-posttest with the control group
Solomon
Single group pretest-posttest
Unpaired control group

o

Quantitative Experimental Model

Survey Model

Action Research

Case study

Embedded experimental design

Explanatory sequential design

Embedded mixed methods design

Mixed Triangulation design
Dominant/less dominant design
Concurrent transformative design
Convergent parallel design

N

Qualitative

N NI IS R R N

Findingsonthe Grade Level Studied

The distribution of grade lewels in the thesis onskill teaching in Social Studies course is demonstrated in Figure
4.
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Figure 4. The distribution of theses by grade level

As indicated in Figure 4, it was determined that 24 thesis on skills teaching in Social Studies courses were studied
at the seventh-grade level; that is, this class level was preferredthe most. On the other hand, the least studied level
among the thesesthesiswas in the 8th grade with one thesis. This finding is because there are no Social Studies
courses in the 8th grade. The survey model was adopted in that study, and the students' status of possessing the
specified skill (map skills) was examined. It was also determined that although there was a Social Studies course,
the under-preferred grade level as the working group was the fifth grade.

Findingsonthe Skill Studied

The skills addressed in Social Studies teaching are determined and classified. Correspondingly, the findings
regarding the classification of the skills studied in the thesis are presented in Table 2.

As shown in Table 2, it has been determinedthat all types of skills in the literature are included in the studies
carriedout at the graduate level for Social Studies teaching. In other words, it has been revealed that thinking,
social,, and instrumental skills are discussed in the thesis, and many skills under these headings are attempted to
be developed. As Table 2 indicates, the most frequently studied skill within thinking skills is critical thinking. It
preceded the other common two skills of creative thinking and problem-solving.

The skills and their frequencieswithin social skills are also presented in Table 2. In the scope of social skills, the
skills of social participation, communication, social skill, empathy, and conflict resolution were handled. It was
determined that empathy skills come to the fore in social skills covered within. Communication and social skills
followedthis skill. It is noteworthythat social participation,among the skills specific to the Social Studies course,
is understudied even though it is a course-specific skill.
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Table 2. Skills addressed in the theses

Skills Category Skills Addressed

w

Critical thinking

Creative thinking
Problem-solving

Decision making

Historical thinking
Scientific process skills
Self-organization skills
Higher-order thinking skills
Spatial visualization skills
Conceptual understanding

Thinking skills (40)

Empathy

Communication skills
Social Skills (14) Social skill

Social participation skill

Conflict resolution

Map Reading skills

Spatial perceptionskills

The place of change and continuity perception
Drawing, reading, and interpreting graphs skill
Time and chronology perceptionskills
Entrepreneurship skills

Historical literacy

Fieldliteracy

Geographic skills

Economic literacy

Identification of location and coordinates skills
Planning and organizing skills

Finding directions skill

Creative writing skill

Instrumental Skills (30)
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The instrumental skills and their frequencies are also presented in Table 2. As shown in the table, the most
frequently studied instrumental skill is map skills, followed by spatial perception skills. When the instrumental
skills studiedin social studies were examined in general, itwas revealedthat the skills for the geography discipline
were dominant. However, it was determined that studies investigating literacies within instrumental skills were
few. It is thought that this is because literacy skills were brought to the foreground after the 2018 Social Studies
curriculum was implemented.

The review of the skills in the context of Social Studies teaching demonstrated that thesis were made mostlyin
thinking skills. In contrast, the fewest number of thesis were written for social skills. A possible reason for this
finding might be the difficulties in assessing these skills. Moreover, in one of the thesis examined, all fields of
skills were investigated from the perspective of active citizenship. While in some thesis, the skills under focus
were used as teaching methods in improving students’ academic success and attitudes, in most of the thesis, the
skills were tried to be developed through a different teaching method. In other words, in some thesis the skills
addressed were dependent variables, whereas in others, they were treated as independent variables.

Findingsonthe Teaching-Learning Processesin Skills Teaching
The findings suggest that various applications were implemented during skills teaching in the Social Studies

course. These implementations employed in the skills teaching process were discussed under the titles model,
approach, method, and technique. The models utilized in the skills teaching process are outlined in Table 3.
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Table 3. The models used in the skills teaching process
Models

7E-supported Inquiry-Based Teaching
Skills Teaching Process Direct Instruction Model

Quantum Learning Model

Flipped Learning

5E Learning Cycle Model

N e ]

As pointed out in Table 3, the 5E learning cycle model, 7E-supported inquiry-based teaching, direct instruction
model, quantum learning model, and flipped learning were practiced in some thesis during skills teaching in the
Social Studies course. In these thesis, the effects of flipped learning on planning skills, the effects of quantum
learning on self-organization skills, the effects of the direct instruction model on finding directions skills, the
effects of 7E-supported inquiry-based teaching on critical thinking, and the effects of 5E learning cycle model on
skills related to scientific processes were investigated. Of thes thesis, the study that utilized the direct instruction
model was conducted with students with mental disabilities. The approaches used in skills teaching are presented
in Table 4.

Table 4. The approaches used in the process of skills teaching
Approaches
Active Learning
Conflict Resolution Training
Argumentation-Based Learning
Contextual Learning Approach
Successful Intelligence Theory
Inclusive Education Program
Geographic Skills Development Applications
Economic Literacy Program
Empathy-Based Activities

Skills Teaching Process Object-Based Activities

Differentiated Teaching
Entrepreneurship Program
Map Scale Use Skills Activities
Identification of Location and Coordinates Skills Activities
Marmara Three-Stage Development Model of DMS
Orienteering Applications
Authentic Learning
Activities Based on Historical Empathy
International Baccalaureate Program
Reflective Thinking Approach
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Many approaches were used during teaching skillsin the Social Studies course, as indicatedin Table 4. The active
learning approach was utilized in the scope of historical thinking skills; conflict resolution training was used for
communication and social problem-solving skills; argumentation-based learning was used in critical thinking,
scientific process, and decision-making skills; contextual learning was used with conceptual understanding skills;
successful intelligence theory was used in thinking skills; inclusive education program was used with critical and
creative thinking skills; object-based activity applications were used for change, and continuity perception skills;
differentiated teaching was used for a time, and chronology perception skills; map scale use activities were used
with scale using skills; orienteering applications were used for spatial thinking skills and map literacy, and
authentic learning was used in the scope of critical thinking skills. The International Baccalaureate Program was
utilized to study citizenshipskills. In addition, applications for the development of geographic skills, empathy,
entrepreneurship, the identification of location and coordinates, the Marmara three-stage development model,
historical empathy, and reflective thinking were used to build the skills addressed in the thesis. The methods used
in the skills teaching processes are presented in Table 5.
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Table 5. The methods used in the skills teaching process
Methods
Field Trip
Demonstration Method
The Use of Current Events

Skills Teaching Process Drama

Problem-Based Learning
Local History
Case Study
Cooperative Learning
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As demonstrated in the table, various methods are used in skills teaching in the Social Studies course. These are
field trips, demonstrations, the use of current events, drama, problem-based learning, local history, case study,
and cooperative learning. In this regard, with local history, the skill time and chronology perception was studied;
with cooperative learning, the social skill, social participation, social problem-solving, and communication skills
were addressed; with the case study, the skills problem-solving, creative thinking, and critical thinking were
studied; with problem-based learning, the creative thinking, problem-solving, decision making, and higher order
thinking skills were handled; with the use of current events, the skills critical thinking and decision making were
investigated; with field trips, the skill critical thinking was studied; with demonstration, the skill drawing and
interpreting graphs was examined; and with drama, the critical thinking, social skills,empathyand communication
skills were examined. The techniques used in the process of skillsteaching are presented in Table 6.

Table 6. The Techniques Used in the Skills Teaching Process
Techniques
Animation and Digital Map
Geography Information Systems
Digital Story
Critical Reading
Google Earth Application
Concept Caricature

Skills Teaching Process Self-Monitoring Strategies

Founding Mini Businesses
Mobile Application
Historical Novel Use
Representative Image Use
Web-Based Peer and Self-Assessment
Children's Literature Products
Statistics and Graph Use Techniques
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As indicatedin Table 6, many methods have beenimplementedduring skills teachingin the Social Studies course.
Accordingly, through statistics and graph use techniques, the skill of graph reading was studied; with children’s
literature products, the empathy skill was addressed; with web-based peer and self-assessment, communication
skills were investigated; with representative image use, the skill of historical thinking was covered; by using
historical nowels, the skills creative writing and historical literacy were studied; by using mobile applications,
critical thinking skills were dealt with; through founding mini businesses, the entrepreneurship skill was studied;
with self-monitoring strategies, the skill of self-organizationwas addressed; with concept caricatures, the skill
creative thinking was examined; with animation and digital maps, Google Earth and geographical information
systems, the skills spatial thinking and spatial perceptionwere studied; and through critical reading and digital
stories, the skill critical thinking was examined.

The investigation of the thesis on skills teaching in the Social Studies course demonstrated that many models,
approaches, methods, and techniques were used in the studies. While detailed information was provided about the
teaching-learningprocesses insome of the thesis examined, there were no descriptions insome others. Concerning
the reliability of the research, the lack of detailed explanation can be considereda limitation of the study. This
issue seems important in providing guidance through experience for future researchers who intend to study skills
teaching. Usually, more than one method is reported to have been used in the thesis, which explained the
experimental procedures in depth. Moreover, in these thesis, many supportive materials such as worksheets,
PowerPoint presentations, pictures, timelines, newspapers, reading passages, and online files were also used. In
addition, what is especially considered important in the experimental or application process was explained in
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detail in some thesis. Inthis respect, the situations to which researchers paid attentionin their thesis mostly include
practices such as receiving in-service training about the subject on which they what to make implementations,
conducting needs analyses, obtaining expert opinions about the form, lesson plans, worksheets etc. they designed,
basing teaching-learning processes onapplications at which the students are competent, providing preliminary
information to students about the implementation, and conducting a pilot study.

Findingsonthe Duration of Implementation

The duration of the implementations in the thesis towards skill teaching in Social Studies course was also
analyzed. The length of the implementation periods in the thesis are presented in Figure 5.
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Figure 5. The distribution of implementation durations

As shown in the figure, the implementation periods in the thesis on skills teaching in the Social Studies course
ranged between 50 minutes to 81 class hours. The most preferred duration was 15 class hours. 12 and 18 class
hour procedures followedit. In most of the thesis, the rationale behind the implementationtimes was not justified.
There were no discussions about whether the time allocated for the implementation was sufficient or not. When
the nature of skills teaching is considered, it can be said that the implementationtimes shouldnot be short. Despite
this, some thesis did not mentionthe implementationtimes, while there was no implementationaltogether insome
thesis.

Findingson Assessment

The thesis examined whether the skills discussed in the Social Studies course were acquired were assessed by
different methods and techniques. Within this scope, how the assessments were performed is presented in Table
7.

Table 7. The technigues and instruments used in the assessment process of the skills

f

Test 42

Scale 29

Way of Assessment Rubric-Graded Scoring-Check Lists 29
Inventory 4
Observation 7

Interview 32

As demonstrated in Table 7, the skill acquisition statuses were determined through tests, scales, rubrics -graded
scoringkeys-check ists, inventories, observation, and interviews in the thesis studyingskills teachingin the Social
Studies course. In the thesis, the communication skills inventory and problem-solving inventory were observed
to be used as inventories. With the rubrics-graded scoring keys-check lists, student products were tried to be
analysed. Also, within this scope, students were asked to perform self-assessments, and their communication and
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problem-solving scenarios were examined. The instruments developed were the creative writing and decision-
making rubric, the drawing and interpreting graphs rubric, and the scientific discussion level graded scoring key.
Scales were used in many of the thesis to assess whether the students gained the skills. These scales were the self-
organization scale, conflict skill scale, creative thinking skill scale, historical empathy scale, historical literacy
scale,social skill scale, problem-solvingskills scale, motivational strategies scale, Marmara decision-makingskill
perception scale, empathic skill scale, critical thinking scale, critical thinking tendency scale, economy literacy
scale, scientific creativity scale, and scientific thinking skills scale. The tests utilized in evaluating the skills inthe
thesis are the test of perceiving time and chronology, spatial visualisation skill test, Torrance creative thinking
test, spatial thinking skill test, London Tower test, classical skills tests, conceptual comprehension test, Cornell
critical thinking test-X level, and scientific research skills tests. Furthermore, achievement tests for the skills
investigated were also devised. Besides, interviews and observations were conducted in some of these thesis. Both
closed-ended and open-ended questions were preferred in the interviews. Observations were usually made
throughout the implementation period. When these thesis were examined, it was seen that the same measuring
tool was reapplied after a certain period to evaluate permanence in some of studies. Nevertheless, it was
determinedthat in a vast majority of the thesis whether the skills turned into behavior was not demonstrated. In
other words, student behaviors were not observed after the implementation process regarding skill acquisition. In
addition, the problems arising from the assessment tool use were not discussed in the thesis, and in some thesis
in-depth information (e.g., development process, reliability, and validity studies) regarding the assessment
instrument was not provided. While significant differences were determined between the pretest-posttests of the
experimental group in some studies, no significant differenceswere found between the experimental group and
the control group in terms of the post-test. The lack of effect analyses in these thesis can also be expressedas a
problem in terms of measurement.

Findingson Problems Encountered During Skill Teaching

In some of the theses examined, itwas seenthat the problems relatedto the skill acquisitionprocesswere recorded
during observations and interviews with the students. These problems are presented in Table 8.

Table 8. Problems encountered

Having Difficulties during the Activities
Boring Activities

Facilities and Technical Problems
Problems Encountered in Group Works
Insufficient Time

Age Lewel of the Students

Forming Associations with Other Skills
Exam Stress

Homework Owverload

Not Doing Homework

Problems Encountered in Skills Teaching
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Some problems occurred during the implementation process, such as students’ having difficulties in the activities,
students’ perceiving the activities as boring, facing technical problems, the emergence of problems during group
works, the insufficiency of implementation times, the inappropriacy of the skills to the age level of the students,
the lack of relating the skill in focus with other skills, exam stress, assigning too much homework and not doing
the assignments. It can be stated that these problems are usually related to the application process. In addition,
when the problems were addressed, it was observed that the researchers gave less information about the problems
they caused.

Findingson Suggestions
The examination of the suggestions made in the thesis onskills teaching in the Social Studies course yielded that

these suggestions pooledunder two headings, which are recommendations for stakeholders and recommendations
for the learning-teaching process. In line with this finding, the results are demonstrated in Table 9.
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Table 9. Suggestions
Suggestions in Theses

—h

I
N

Updating the Curriculum and Course books
In-service Training
Providing Infrastructure Support to Schools
Revision of the Teacher Education Programs
Revision of the Evaluation System
Parent-Teacher Cooperation
Getting Support form NGOs
Being a role model to Students
Use of Technology and Visual Materials
Making Associations with Other Courses
Student-Centered Education
Increasing Implementation Time
Using Literary Products
Cooperation-Based Learning
Suggestions about Teaching-Learning Covwering Topics from Life
Procedures Utilization of Social Problems
Utilization of the Orienteering Sport
Use of Games
Utilization of the Education of Controversial Topics
Use of the 5E Learning Model
Utilization of the Discussion Method
Club Activities at Schools

e
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Suggestions about Stakeholders
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As shown in Table 9, in the thesis examined, the suggestions concerning stakeholders included providing
infrastructure support in schools, increasing the visuals of books, reviewing the evaluation system, revising
teacher training programs and providing them with in-service training, updating curriculaand textbooks, and
cooperating with family, school staff and non-governmental organizations. The most frequently mentioned
recommendation was related to updating the curricula and course books. It was followed by providing school
infrastructure support and in-service training to teachers. As demonstrated, the thesis acknowledged all
stakeholders in their suggestions, from decision-makers to families. The suggestions about teaching-learning
processes are also presented in Table 9. Regarding the learning-teaching process inthe acquisition of skills, the
suggestions of carrying out club activities in schools, extending application times, adopting a student-centered
approach in the implementation process, using social problems as a learning tool, utilizing orienteering sports,
using controversial subjects, associating skills with other courses, using games and literary products in lessons,
collaborative learning, using 5E learning model and discussion method, making use of technology and visual
materials and selecting topics from life were included in the thesis. The suggestion with the highest frequency
was towards using technology and visual materials. The second most frequent recommendations following this
were associating skills with other courses and implementing a student-centered approach. To summarize,
considering the suggestions about the teaching-learning processes, it is possible to say that they were generally
about the methods-techniques that can be employed in the lessons.

Discussion and Conclusion

According to researchresults, it was determined that the thesis on skill teaching in the Social Studies course were
carriedout in all three methods: qualitative, quantitative, and mixed. It can be said that the pretest-posttest model
with a control group is frequently used in skill teaching. Howewver, researchers using qualitative models
predominantly preferred action research. This finding is similar to the research results by Kartal (2020), who
investigated studies about Social Studies education at primary schools. It is possible to comment that action
researchis largely used in qualitative research studies in Social Studies teaching. The thesis examinedto confirm
that in the Social Studies course, there are mainly attempts towards practical applications in skills teaching, and
importance is given to the teaching processes.

The investigation of the thesis outlines that the development of many skills in all three categories was studied in
the scope of the Social Studies course. The skills studiedthe most were thinking skillsin the firstplace, next came
instrumental skills, and lastly, social skills were researched. It was observed that the skills related to social skills
were remarkably under-investigated comparedto the other skill groups. Six of the 14 researchstudies inthis group
were on empathy skill. It can be said that thesis onsocial participation, communication, social skill, and conflict
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resolution were relatively few. Even though it is a skill specific to the Social Studies course, social participation
was examined only by one thesis. Parker (2010) defines social skills as behaviors that enable the individual to
build positive relationships with the other individuals that constitute the society and maintains that these skills
have a substantial role in the individual's socialization process. Inthis respect, it can be said that neglecting these
skills is a severe problem in the Social Studies course, which constitutes a crucial dimension of citizenship
integration.

Among the skills investigated in the thesis, instrumental skills were studied primarily by focusing on abilities
connectedto geography. There are relatively few research on literacies among this group. It is believed that the
new emphasis on literacies after the 2018 Social Studies curriculum is to blame for this deficiency. Literacies are
viewed as abilities thatare included in education policyand can influence education, which is somethingthat must
be considered (Asc, 2009; nal, 2010). From this vantage point, it is possible to assert that future graduate
dissertations should focus more on literacies.

It was determinedthat some of the thesis examined did not provide detailed explanations for the teaching-learning
processes. In terms of the reliability of the research, explanations for interventional processes are considered
important. Furthermore, it can be said that sharing researchprocesses andexperiences will be beneficial in guiding
future researchers who will study skills teaching. In this regard, studies carried out abroad with researcher
experiences shared in detail can be taken as an example.

In the thesis examined, it has been observed that the researchers mostly paid attention to issues such as in-service
training, needs analysis, obtaining expert opinionfor the developed materials, basing the teaching-learning process
on the applications inwhich the student is active, giving preliminary information about the application process to
the students, and piloting. This situation can have a positive impact on the quality of the studies.

In most of the thesis, no scientific justification was laid out about the time allocated for the implementation.
Whether the implementation duration was sufficient for gaining the skill was also not explained. Moreower, in
some thesis the implementation period was not stated at all. When the nature of skills teaching is considered, it
has been observedthat the applicationperiods are relatively short. Studies are designed during which skill teaching
is not possible when the time allocated is considered. Researchers work with students in schools of national
education, and they strive to carry out their implementations without disrupting the education processes of the
students. Likely, the course hours that the researchers could take permission for to conduct their studies was
limited, and this situation was reflected upon the implementation lengths. Even though the insufficiency of the
implementation times of the studies can be explained with this cause, it does not change the fact that it negatively
affects the quality of applications. Establishing more research schools can be considered as a solution to this
problem.

When the assessment tools used in the thesis are examined, a wide range of instruments and techniques such as
tests, scales, rubric-rated scoring key-checklist, inventories, observation, and interviews were used to evaluate
skills. While some of these instruments were readily available, the researchers developed some instruments for
the research purpose. Nevertheless, it can be said that the problems faced during using these instruments were not
shared with the readers. As mentioned abowe, this creates limitations about sharing researcher experiences. In
some other studies, no accounts were even provided about the instruments' development process and reliability
and validity information. Besides, although some results required asking additional questions, this seems to be
ignored in some studies. To exemplify, in a study in which significant differences between the pretest-posttest
measurements were found in the experimental group whereas no significant differences were detected between
the experimental and the control group, an effect analysis that would reveal the level of effect of the experimental
process performed was not made. Instead, the researchwas completed with the comment that the experimental
process was effective. These situations pose a problemin terms of assessment and undermine the quality of the
research. In the literature, similar problems were discoveredin similar areas (Boztung Oztiirk et al., 2015; Giil
and Sozbilir,2015; Kaya Uyanik et al., 2017; Sahin and Boztung Oztiirk, 2018). Kartal's (2020) research shows
that qualitative research on Social Studies teaching has similar problems interms of data analysis.

The analysis of the thesis also demonstrated that the researchers were confronted with some problems during the
process of skill teaching. Some researchers stated that they faced problems because the implementation time for
the skill acquisition was insufficient. The fact that the time allocated for the implementations might be
unsatisfactory in the thesis was mentioned above. The statements of the researchers support the comment about
the deficiency of time for the implementations. The other problems expressed by the researchersin the process
are the inappropriacy of the skills studied to the developmental level of students, the unsuitability of the activities
prepared for the students’ levels, and the failure of the activities to be interesting. It is possible to say that attention
has been paid that the skills covered in Social Studies curriculaare following students' development levels. In this
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case, the problems in the studies are thought to be arising from the implementations. It might be put forward that
the content and activities prepared by the researchers might have had an impact in the appearance of the problems
mentioned. When these problems are examined, it can be said that the researchers did not discuss sufficiently the
problems that may be caused by themselves. They avoided expressing these issues intheir thesis.

When the suggestions made by the researchers at the end of the process were examined, the most mentioned
recommendationinthe thesis was updating the curriculumand textbooks. The subsequent common suggestions
were eliminating school infrastructure deficiencies and providing in-service trainingto teachers. Apart fromthese,
suggestions such as making associations with different disciplines during the teaching-learning processes and
adopting a student-centered approach were also made. The meta-synthesis studies in the literature indicate that
these problems are common (Deveci and Aykag, 2019; Kartal, 2020). The recommendations given by the
researchers at the end of the research were generally about using the teaching methods and techniques whose
effectiveness they tested. As mentioned earlier, the studies do not include recommendations based on the
experiences of researchers during the research process. It can be said that this is a significant deficiency in the
national literature.

Recommendations

Research findings indicate that social skills teaching is the least commonly investigated subject in the thesis.
Conducting more studies into the teaching of these skills can be suggested.

The research results reveal that the application times are inadequate in the process of skill teaching. It is thought
that the limited hours of lessons that researchers allowed at schools have an impact on the emergence of this
condition. For this purpose, increasing the number of research/applicationschools canbe consideredasa solution.

It was observed that some of the researchers did not share comprehensive information and validity and reliability
measurements about the tools they used to assess skills and did not approach the analysis results critically. It is
thought that care should be taken about these issues interms of the quality of the research.

Another observation in this study is that the researchers did not include comprehensive information about the
application processes intheir thesis, did not address the problems that occurred in the process adequately, and did
not share their experiences with the process. Regarding the reliability of research and guidance to future
researchers, sharing research processes and experiences will contribute positively to the nature of the studies.

In this study, the skills investigated in the social studies course were examined in the scope of graduate thesis.
Further studies may consider evaluating articles, papers, etc., written on this subject.

Descriptive contentanalysiswas used as a method inthis present research. Accordingly, different research studies
can be carried out by choosing other methods.

This research focused on Social Studies in skills teaching. The status of skill teaching in different disciplines can
also be demonstrated in other studies.

Author (s) Contribution Rate
The authors contributed equally to the article.

Conflicts of Interest
The authors declared no potential conflicts of interest regarding the research, authorship, or publication of this
article.

Ethical Approval
Ethical approval is not required for this study.

References

Akaydin, B., & Kaya, S. (2015). Tiirkiye’de ilkokul hayat bilgisi ve sosyal bilgiler alaninda yapilan ve ulusal
indeksli dergilerde yaymlanan arastirmalara yonelik bir inceleme. Mustafa Kemal Universitesi Sosyal
Bilimler Enstitiisii Dergisi, 12 (30), 251-264. Retrieved from
https://dergipark.org.tr/tr/pub/mkusbed/issue/19576/208755



https://dergipark.org.tr/tr/pub/mkusbed/issue/19576/208755

736  Sever & Giirdogan-Baywr

Asici, M. (2009). Kisisel ve sosyal bir deger olarak okuryazarlik. Degerler Egitimi Dergisi, 7(17) ,9-26. Retrieved
from https://dergipark.org.tr/tr/pub/ded/issue/29183/312492

Bacanl1, H. (2008). Sosyal beceri egitimi. Asal Yayinlart.

Baysal, Z. N. (2015). Okuldan yasama uzanan koprii: hayat bilgisi dersinde beceri 6gretimi. In M. Giiltekin (Ed.),
Hayat bilgisi 6gretimi (pp. 215-248). Nobel.

Berman, S. (1991). Thinking in context: teaching for openmindedness and critical understanding. In A. Costa
(Ed.), Developing Minds: a source book for teaching thinking (pp. 10-16). Association for Supervision
and Curriculum Development.

Beyer, B. (2001). Putting it all together to improve student thinking. A. C. Costa (Ed.) In Developingminds: a
resource book teaching thinking (3rd. Ed.) (pp. 417-424). ASCD.

Boztung Oztiirk, N., Eroglu, M. G., & Kelecioglu, H. (2015). Egitim alamnda yapilan 6l¢ek uyarlama
makalelerinin incelenmesi. Egitim ve Bilim, 40(178), 123-137. http://dx.10.15390/EB.2015.4091

Ciiceloglu, D. (1998). lyi diisiin iyi karar ver. Sistem.

Calik, M., & Sozbilir, M. (2014). Igerik analizinin parametreleri. Egitim ve Bilim, 39(174), 33-38.
http://dx.10.15390/EB.2014.3412

Deveci, O. & Aykag, N. (2019). Temel egitimde yasanan sorunlar1 inceleyen calismalarin degerlendirilmesi: Bir
meta-sentez calismasi. Egitimde Nitel Arastirmalar Dergisi, 7(1), 277-301. doi:10.14689/issn.2148-
2624.1.7¢1s.13m

Dilek, A, Baysan, S., & Oztiirk, A. A. (2018). Tiirkiye’de sosyal bilgiler egitimi {izerine yayimlanan tezlerin
arastirilmast: Birigerik analizi ¢alismasi. Tiirkiye Sosyal Arastirmalar Dergisi, 22(2),581-602. Retrieved
from https://dergipark.org.tr/tr/pub/tsadergisi/issue/38760/331020

Duman, A., & Inel, Y. (2019). Review of master's theses in the field of social studies education between 2008 and
2014. Universal Journal of Educational Research, 7(1), 66 - 73. http://dx.10.13189/ujer.2019.070109.

Fisher, R. (1995). Teaching childrento think. Stanley Thornes.

Gresham, F. M. (1988). Social skills: conceptual and applied aspects of assessment, training, and social validation.
In Witt J.C., Elliot S.N., Gresham F.M. (Eds) Handbook of Behavior Therapy in Education (pp. 523-
546). Springer, Boston, MA. https://doi.org/10.1007/978-1-4613-0905-5 20

Gil, S., & Sozbilir,M. (2015). Fenve matematik egitimi alaninda gergeklestirilen 6l¢ek gelistirme aragtirmalarina
yonelik tematik i¢erik analizi. Egitim ve Bilim, 40(178). http://dx.10.15390/EB.2015.4070

Giileg, S. (2020). The analysis of the concept of empathy skill in postgraduate social studies theses. International
Education Studies, 13(5), 24-34. http://dx.10.5539/ies.v13n5p24

Giileg, S., & Hiidavendigar, M. N. (2020). Examination of the postgraduate theses prepared under the title of
literacy skills in the field of social studies education. International Journal of Humanities and Research,
4(3), 24-36. Retrieved from https://dergipark.org.tr/tr/pub/ijhar/issue/52575/692095

Giines, F. (2012). Bologna siireci ile yliksekd gretimde 6ngdriilen beceri ve yetkinlikler. Yiiksekogretim ve Bilim
Dergisi, 2(1), 1-9. http://dx.10.5961/jhes.2012.026

Giines, F. (2016). Tiirkce 6 gretiminde beceri uyusmazligi sorunlar1 ve ¢oziim onerileri. Bartin Universitesi Egitim
Fakiiltesi Dergisi, 5(2), 205-222. http://dx.10.14686/buefad.v5i2.5000188135

Giines, F. (2018a). Ogretmen yetistirmede beceri yaklasimi. Sinirsiz Egitim ve Arastirma Dergisi, 3(2), 1-16,
http://dx.10.29250/sead.441487.

Giines, F. (2018b). Skill based approach and teaching skill. In F. Giines ve Y. Soylemez (Eds), The skill approach
in education: From theoryto practice (pp. 2-18). Cambridge Scholar Publishing.

Karabag, G. & Inal, S. (2016). Hayat bilgisi dersinde beceri gretimi. InS. Ogiilmiis (Ed.) Hayat bilgisi 6gretimi
ve ogretmen el kitabi (pp. 247-424). Pegem.

Kartal, A. (2020). llkokulda sosyal bilgiler egitimi konulu ¢aligmalara genel bakis: bir meta sentez ¢alismasi.
Egitim ve Bilim, 45(203). http://dx.10.15390/EB.2020.8678

Kaya Uyanik, G., Giiler, N., Tasdelen Teker, G., & Demir, S. (2017). Tiirkiye’de egitim alaninda yayimlanan
6lgek gelistirme ¢aligmalarinin uygunlugunun ¢ok yiizeyli rasch modeli ile incelenmesi. Journal of
Measurement and Evaluation in Education and Psychology, 8(2), 183-199. doi: 10.21031/ep0d.291367

MEB (2018). Sosyal bilgiler dersi égretim programi (llkokulve ortaokul 4-7. siniflar). MEB.

NRC (2011). Assessing 21st century skills: Summary of a workshop. J.A. Koenig, Rapporteur. Committee onthe
Assessment of 21st Century Skills. Board on Testing and Assessment, Division of Behavioral and Social
Sciences and Education. Washington, DC: The National Academies Press. Retrieved from
http://ebookcentral .proguest.com/lib/anadolu/detail.action?doc1D=3378887

OECD (2005). The definition and seletion of key competencies: Executive summary. Retrieved from
https://www.oecd.org/pisa/35070367.pdf

Onal H., I. (2010). Tarihsel degisim siirecinde yasam boyu dgrenme ve okuryazarlik: Tiirkiye deneyimi. Bilgi
Diinyasi, 11(1),101-121. Retrieved from http://bby.hacettepe.edu.tr/yayinlar/116-164-1-SM.pdf



https://dergipark.org.tr/tr/pub/ded/issue/29183/312492
http://dx.10.15390/EB.2015.4091
http://dx.10.15390/EB.2014.3412
https://dergipark.org.tr/tr/pub/tsadergisi/issue/38760/331020
http://dx.10.13189/ujer.2019.070109
https://doi.org/10.1007/978-1-4613-0905-5_20
http://dx.10.15390/EB.2015.4070
http://dx.10.5539/ies.v13n5p24
https://dergipark.org.tr/tr/pub/ijhar/issue/52575/692095
http://dx.10.5961/jhes.2012.026
http://dx.10.14686/buefad.v5i2.5000188135
http://dx.10.29250/sead.441487
http://dx.10.15390/EB.2020.8678
http://ebookcentral.proquest.com/lib/anadolu/detail.action?docID=3378887
https://www.oecd.org/pisa/35070367.pdf
http://bby.hacettepe.edu.tr/yayinlar/116-164-1-SM.pdf

IJCER (International Journal of Contemporary Educational Research) 737

Oner, G., & Oner, D. (2017). Sosyal bilgiler egitiminde cografya konular1 iizerine yapilmis lisansiistii tezlere
yonelik bir analiz ve bibliyografya calismasi. Bogazigi Universitesi Egitim Dergisi, 34(2), 13-34.
Retrieved from https://dergipark.org.tr/en/pub/buje/issue/37026/424747

Parker, W. C. (2012). Social studies in elementary education. Pearson Education.

Partnership for 21st Century Learning (20015). Framework for 21 century learning. Partnership for 21st Century

Skills. Retrieved from
http://static.battelleforkids.org/documents/p21/P21 Framework Definitions New Logo 2015 9pgs.pd
f

Presseisen, B. Z. (1985). Thinking skills: meaning and models. In A.L. Costa (Ed.), Developing minds: Aresource
book for teaching thinking (pp. 52-57). ASCD.

Sever, 1. (2021). Sosyal Bilgiler Dersinin Temel Becerileri. In V. Aktepe, M. Glirbiiz, N. Kurttepe Fidan, E.
Yal¢inkaya (Eds.) Kuramdan uygulamaya sosyal bilgiler 6gretimi (1st Ed., pp.21-44). Pegem.

Schunk, D. H. (2009). Ogrenme teorileri egitimsel bir bakisla (M. Sahin, Trans.). Nobel.

Smith, G. F. (2002) Thinking skills: the question of generality. Journal of Curriculum Studies, 34(6), 659-678,
http://dx.10.1080/00220270110119905

S6zbilir, M., Kutu, H., & Yasar, M.D. (2012). Scienceeducationresearchin Turkey: A content analysis of selected
features of papers published. In D. Jorde, ve J. Dillon (Eds). Science education research and practice in
europe: Retrospective and prospective (1st Ed., pp. 341-374). Sense Publishers.

Stanley, M. (2010). Cocuk ve beceri (1. Ozbas, Trans.). EKinoks.

Sahin, M., & Boztung Oztiirk, N. (2018). Egitim alamnda 6lgek gelistirme siireci: Bir igerik analizi ¢alismasi.
Kastamonu Egitim Dergisi, 26(1), 191-199. http://dx.10.24106/kefdergi.375863

Ultay, E., Akyurt, H., & Ultay, N. (2021). Sosyal bilimlerde betimsel icerik analizi. IBAD Sosyal Bilimler Dergisi,
(10), 188- 201.

Yazic1, H., & Koca, K. (2015). Sosyal bilgiler 6gretimi programi. In B. Tay ve A. Ocal (Eds.), Ozel gretim
yontemleriyle sosyal bilgiler 6gretimi (pp. 19-39). Pegem.



https://dergipark.org.tr/en/pub/buje/issue/37026/424747
http://static.battelleforkids.org/documents/p21/P21_Framework_Definitions_New_Logo_2015_9pgs.pdf
http://static.battelleforkids.org/documents/p21/P21_Framework_Definitions_New_Logo_2015_9pgs.pdf
http://dx.10.1080/00220270110119905
http://dx.10.24106/kefdergi.375863

International Journal of

INTERNATIONAL JOURNAL Contemporary Educational

of

CONTEMPORARY Research (IJ CE R)

EDUCATIONAL RESEARCH

wWWwWw.ijcer.net

Professional Identity Development
During Video Cases Discussions: Does It
Make a Difference Whether Teacher
Candidates Focus Their Own Videos or
Experts’ Videos?

Deniz Atal?, Raziye Sancar?

Article Histor 1 Ankara Uniwersity, = 0000-0001-8030-9996

Received: 10_8/2.2022 2 Kirsehir Ahi Evran Uniwersity, 0000-0002-2875-9233
Receivedin revised form: 25.10.2022

Accepted: 27.10.2022
Article Type: Research Article

To cite this article:

Atal, D. & Sancar, R. (2022). Professional identity development during video cases
discussions: Does it make a difference whether teacher candidates focus their own videos or
experts’ videos? International Journal of Contemporary Educational Research, 9(4), 738-
750. https://doi.org/10.33200/ijcer.1071049

This article may be used for research, teaching, and private study purposes.

Any substantial or systematic reproduction, redistribution, reselling, loan, sub-licensing,
systematic supply, or distribution in any form to anyone is expressly forbidden.

Authors alone are responsible for the contents of their articles. The journal owns the
copyright of the articles.

The publisher shall not be liable for any loss, actions, claims, proceedings, demand, or
costs or damages whatsoever or howsoever caused arising directly or indirectly in
connection with or arising out of the use of the research material.



http://www.ijcer.net/
https://doi.org/10.33200/ijcer.1071049

International Journal of Contemporary Educational Research

‘U C ER Volume 9, Number 4, December 2022, Page 738-750 ISSN: 2148-3868

Professional Identity Development During Video Cases Discussions: Does It
Make a Difference Whether Teacher Candidates Focus Their Own Videos
or Experts’ Videos?

Deniz Atal'*, Raziye Sancar?
1Ankara University,
2Kirsehir Ahi Evran University

Abstract

This researchaimed to investigate dimensions of professional identity that have been reflected in the different
video-case discussions of teacher candidates and explore the differences between own and expert video case
discussions. Inthis qualitative case study, data were obtained from eight teacher candidates through online video
case discussions implemented in three cycles among two separate groups. In the discussion platform, while one
group focus on their own videos, the other group focus on expertteachers’ video. As a result, professional identity
indicators, gathered under three themes, named task-based, profession-based, and self-interpretation-based
indicators, were reflected inthe discussions. Moreover, it is noteworthy differences between the own video -case
discussion group and expert video-case discussion group in ‘profession-based and ‘self-interpretation-based’
dimensions of professional identity. Results suggest that especially discussing own video-cases can be a
productive tool that helps the teacher candidates to make stronger theory-practice connections and feel like ‘a
professional teacher’.

Keywords: Professional development; Professional identity; Teacher candidates; Video cases discussion

Introduction

Learning to teach is not a mere matter of applying decontextualized skills or of mirroring
predetermined images; it is time when one’s past, present, and future are set in dynamic tension.
Learning to teach—Ilike teaching itself—is always the process of becoming: atime of formation and
transformation, of scrutiny into what one is doing, and who one can become.

As stated by Britzman, learning to teach—that is, to be a teacher—can be considereda complex, challenging,
multidimensional, and subjective process of identity construction, which, in turn, can be seen as a key to a
teacher’s professional life. Definition of teacher education as “the first and perhaps the most important stage in
the development of professional identity (PI)” (Putnam & Borko, 1997), shows the importance of identity
development in the professional life anew. Identity development has a notable impact on teachers’ teaching,
professional development, and attitude toward educational changes (Beijaard, Meijer, & Verloop, 2004),
furthermore, according to Bullough (1997) it is essential to the practice of teacher education.

The development of Pl is an individual maturation process created before the profession, shaped by meaningful
practices in teacher education, and evolving during the practice of the profession (Chong, Low, & Goh, 2011).
With the increasing awareness and competencies of the profession, teacher candidates (TCs) may shape their
professional goals and desires and begin to define themselves and feel as representatives of their role. Although
the Pl development process is quite personal, it is driven and constructed through communication and interaction
in the psychosocial context of teacher education (Beauchamp & Thomas, 2009; Ezer, Gilat, & Sagee, 2010;
Ivanova & Skara-MincLne, 2016; Izadinia, 2013; Olsen, 2008; Rodgers & Scott,2008). For instance, structured
educational contexts (teacher education programs and practice environments), learning communities, and
collaborative environments in which teachers and TCs participate can be used to support their Pl development
(e.g., Izadinia, 2013;0Olsen,2008). Participationinthese environments or processes shapes TCs’ thoughts, values,
beliefs, and expectations depending on the effect of their self-perception and others’ perceptions of them. In other
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words, professional identities of teachers/TCs are constructed through reflective inquiries in teacher education
(Bjuland, Cestari, & Borgersen, 2012).

On the other hand, research has long emphasized the gap between theory and practice in teacher education, and
studies using various technologies have been designed. According to Korthagen (2010), how theoretical
knowledge isapplied insituational and contextual events can be observed and experiencedwith these technology-
supported processes; thus, it is easier for TCs to acquire real classroom experience and repertoire with the help of
technology. Herein, the videos present multiple lenses for the TCs to understand and construct good teaching
practices by examining sewveral teaching patterns (Goldman, 2007), and they facilitate the professional
development of candidates by supporting them in learning from experience (Borko, Jacobs, Eiteljorg, & Pittman,
2008; Kleinknecht & Schneider, 2013; Osmanoglu, Koc, & Isiksal, 2013; So, Pow, & Hung, 2009; Yuan & Mark,
2018). In this regard, video case discussion, in particular, helps create self-reflection and can support Pl
development by enabling TCs to gain new skills that are part of PI. However, it is important to consider whole
variables that shaped professional development process during the video discussions. Because solely sharing and
discussing teaching videos does not automatically guarantee effective learning and teaching or identity
development. In this regard, the type of video and the design of discussion process are quite significant. In the
literature, studies using various types of videos in different contexts have been conducted to support the teaching
and professional development of teachers or TCs (Kleinknecht & Schneider, 2013; Rosaen, Lundeberg, Cooper,
Fritzen, & Terpstra, 2008; Zhang, Lundeberg, Koehler, & Eberhardt, 2011). Howewer, there is no empirical
evidence about how different types of video case discussions influence TCs’ PI development. In other words, it
has not been investigated how the P1 of TCs is affected and in what dimensions it has developed during different
discussions regarding their own or experts’ videos. It is known that since itis aimed to train TCs as the teachers
with effective and desirable P, it is important to determine the instructional design processes that entirely support
their identity development in teacher education process. Therefore, we investigate the following researchquestion:

“How does different video discussion process influence Pl development of TC? ”

In order to answer this question, we examined the dimensions of Pl reflected in the different video case
discussions, and the differences between these dimensions. The differences between video cases are designed by
changing the subject of the videos (own videos or expert videos). First, this paper reviews the PI of teachers and
its development in teacher education, presenting video cases and their discussion. Second, it discusses a study
conducted to explore how TCs’ PI development reflected different video case discussions. We are aware of the
difficultiesin defining the concept of teacher identity affected by multidimensional processes; therefore, we do
not intend to present a clear definition of Pl or to impose a specific Pl on video case studies. On the contrary, by
examining P1 from abroad perspective, we aim to reveal dimensions of professional identities developed through
the reflection of TCs during different video case discussions. Moreover, we want to shed light on with the
comparative design process to the future Pl development research.

Definition and indicators of P1

Pl is a critical concept in understanding teachers’ lives and professional development, evaluating their quality,
and interpreting their commitment and career decisions (Day, Elliot, & Kington, 2005; Hong, 2010; Korthagen,
2004). In its most basic form, PI can be defined as “the perception that teachers have of themselves as teachers”
(Cattley, 2007). This self-knowledge in the profession is shown in practical professional teaching activities,
feelings of belonging, and learning experiences (TimostSuk & Ugaste, 2010). These meanings, perceptions,
knowledge, and images created by teachers or TCs about themselves in their profession are at the heart of their Pl
(Chong & Low, 2009;Lim, 2011). Therefore, this concept, which reveals who teachers are as professionals, is
considered to reflect their competencies, responsibilities, and relationships. According to Avraamidou (2014),
teachers’ Pl can be seenas a lens for teacher preparation, enabling them to understand learning and development
processes. Moreover, the content that they teach; their choices of teaching practice; theirworking behaviours; and
their relationships, emotions, values, commitment, and decisions about leaving the professionare connectedto
their PI (Beijaard et al., 2004; Flores & Day, 2006; Hong, 2010; Izadinia, 2013). Although the literature presents
multiple interpretations, in this study, Pl is considered the personal narrative of a (constantly changing and
reshaping with interaction) core perception about their roles, their profession, and themselves as teachers.

Despite being in the core of professionalism, the literature shows no consensus on the indicators or shapers of
teachers’ PI. While some studies consider self-efficacy and intrinsic job motivation as indicators of teachers’ P1
(Tajeddin & Khodarahmi, 2013), some deal with self-image, self-esteem, job motivation, task perception, and
future perspective (Kelchtermans, 2005) or professional orientation, task orientation, self-efficacy, and
commitment to teaching (Lamote & Engels, 2010).
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As there was no consensus inthe literature, Atal and Deryakulu (2019) createdawide frameworkfor the indicators
ofteacher identity based on fundamental researchonPlI (e.g., Hong, 2010; Kelchtermans, 2005; Lamote & Engels,
2010). According to this framework, value, job satisfaction, job motivation, self-image, self-esteem, thoughts and
beliefs, task perception, knowledge and skills, self-efficacy, future perspective,and commitmentto the profession
were discussedasindicators of PI. Since Atal and Deryakulu (2019) have handled almost all the variables affecting
Pl —offered individually in certain studies—as a whole, this research takes their Pl framework as a basis. When
the limitationofa commonand broad framework relatedto Pl indicatorsinthe literature is considered, we believe
that a wider framework could be presented with this framework.

Development of Pl applying reflective activities in teacher education

Realizing the value of PI developmentin teacher education, researchers have conductedresearchbased on various
instructional design processes and practices to support its development (e.g., Bullough, 1997, Flores, 2020;
Izadinia, 2013; Lamote & Engels, 2010; Lutovac & Assungao Flores, 2021). Over the past decades, reflective
activities, suchas participating in an online discussiongroup,acommunity of practice, and video reflectioncycles,
have been implemented as key elements in exploring the process of TCs’ identity-construction (Delahunty, 2012;
Maclean & White, 2007; Yuan & Mak, 2018). Because with these reflective activities, individual or interactive
processes can be created in which TCs inquire their pre-existing beliefs and practices for further actions and
improvement (TimostSuk & Ugaste, 2010; Yuan & Mak, 2018).

Reflection, seenas aprocess of self-discovery, is considered an important way for teachers/TCs to get a profound
sense of self (Beauchamp & Thomas, 2009). Furthermore, reflection is considered central in both teacher
education and teachers’ PI development (Beauchamp & Thomas, 2009; 2010; Sutherland, Howard, &
Markauskaite, 2010). Although there are many ways, video cases are used to develop self-reflection skills of TCs,
novice and expert teachers. For instance, Maclean and White (2007) and Sutherland et al. (2010) have used the
“video reflection cycle” as an appropriate reflective tool to make changes in TCs’ cognitive and professional
stance. When teachers come together to engage with video case materials in a collaborative environment, they
can reflect on, analyse, and discuss their in-teaching and on-teaching experiences by creating meaningful
professional knowledge. In other words, it is possible to support teachers’/TCs’ reflections and professional
development through video case discussion. The next section provides explanations for the educational value of
video cases and usage of different types of video discussions (discussion of own or expert videos).

Video cases and discussion of own or expert videos

In the literature, video cases are usedfor a variety of purposes; for instance, they can present the diversity, richness,
and complexity of classroom activity and show examples of good teaching practices. Onthe other hand, teachers
can explore the real class environment, think about these classes, review their own practice, gain abilities to
analyse and develop perspective, learn from their own or others’ experiences, and reflect upon their own teaching
experiences with video cases (Borko, et al., 2008; Osmanoglu, Koc, & Isiksal, 2013; Sherin & van Es, 2009;
Seidel, Stiirmer, Blomberg, Kobarg, & Schwindt, 2011). Video cases remove the tendency to see teaching as a
technique and routine (Darling-Hammond & Bransford, 2005) and help candidates develop professional vision
and expertise, experience different learning situations, and gain self-assessment skills (McDonald & Rook, 2014;
Seidel etal., 2011; Sherin & van Es, 2009).

Besides, it is important for TCs to watch and discuss the different types of video cases with peers to experience a
change in their feelings and knowledge about teaching, gain a more realistic picture of the learning environment,
and ensure their development with the views of others (Hatch, Shuttleworth, Jaffee, & Marri, 2016; Kog, Peker,
& Osmanoglu, 2009). Thus, by watching and discussing videos, teachers can engage in the critical analysis of
their strengths and weaknesses in practice and dewelop new insights to inform their teaching
routine/habits/experience (Yuan et al., 2020; Zhang, Lundeberg, Koehler, & Eberhardt, 2011). Moreover, by
discussing their own or others’ videos, they can support their self-efficacy, job satisfaction, motivations,
professional beliefs and attitudes, decision-makingand problem-solving skills, and professional identities (e.g.,
Hatch etal., 2016; Maclean & White, 2007; Sancar & Deryakulu, 2020; Ulusoy & Cakiroglu, 2020; Zhang et al.,
2011).

Howewer, little is known about the specific effects of different types of video cases, and it remains unclear how
to handle video cases most effectively. For instance, while some researchers argue that watching expert videos
supports professional development more (Hatch et al., 2016; Hover, 2020; Seidel et al., 2011), watching one’s
own videos could be considered valuable since it provides deep knowledge about oneseIf (Bonaccorso, 2020;
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Borkoetal., 2008;Rosaenetal., 2008;Seidel et al.,2011; Zhang et al., 20119). Although candidates’ own videos,
peer videos, or expert videos are used to support professional development in teacher education, understanding
the affordance and challenges related to each is vital for definingand integrating a more beneficial type of video
— especiallyin Pl development. However, as few studies compare two groups (own videos or expert videos),
what types of video discussions have more impact on teachers’ professional development remains unclear (e.g.,
Seidel et al., 2011). According to Borko et al. (2008), who have a similar view, despite the widespread use of
videos for providing learning experiences to teachers, little systematic research has been conducted on the
feasibility and effectiveness of various types of videos.

By effectively discussing video cases, TCs can construct meanings on their professional knowledge and teaching
and develop their own professional identities. However, the effect of video types on TCs’ PI development has not
yet been a subject of research. This study unweils the reflection processes within different types of video
discussions that are effective to support TCs’ professional identities and the PI structure that emerges through
them.

Methodology

The case study was used as the research methodologyto investigate how Pl is developed in a particular discussion
group (own or expert videos). It was seen as a valid form of inquiry, exploring a broad scope of complex
phenomena, such as human behaviour and social interactions, to reveal the meaning process of individual
experiences (Merriam, 2009). In this research, the community of TCs participating in the video case discussion
investigated the phenomenon of Pl development. This case provides a deep inquiry into Pl development in
different types of video discussion with cross-checking.

Participants

This case procedure was conducted in the Teaching Practice Il Course throughout the last semester of the
participants’ bachelor’s program at a faculty of educational sciences within a department of computer and
instructional technology education in Turkey. While, in the previous term, all TCs had observed the school
context, real class, and teaching of expert teachers, during this term, they gained in-class experience with real
classroom practices. The research was conducted with eight TCs (six male and two female) willing to participate.
Table 1 details the information of the participants.

Table 1. The participants in the research groups

Groups Pseudonyms Sex Age
Elif Female 22

. . . Burak Male 23
Discussing Own Video Cases Mehmet Male 21
Ali Male 22

Zeynep Female 23

. . ) Selim Male 22
Discussing Expert Video Cases YUNUs Male 21
Umut Male 22

As seen in Table 1, the TCs’ average age was 22 years old, and none of them had previous in-class teaching
experience. In order to ensure the privacy of the participants, pseudonyms are used.

The case procedure

Before starting the process, the participants were divided into two groups: four of them in the “Discussing Own
Video Cases” group and the other four in the “Discussing Expert Video Cases” group. Then, a workshop was
conducted to help familiarize the TCs with the digital video cases and discussion platform. Shooting and editing
techniques, video uploading, and the discussion platform were presented with the aim to have short and edited
videos prepared by TCs to stimulate discussion around issues that caught their attention. This workshop was
scheduledto include time for recording and editing three video cases for each student. In this regard, TCs were
made aware of their responsibilities at the beginning of the process.

Since each group was only asked to see and participate in their groups’ video discussions, separate discussion
platforms were created for both working groups. It was announced that the researchers would not participate in
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the discussion process so that the candidates could contribute to the discussions comfortably and safely, and the
data collection process started by randomly allocating teachers to the groups.

Three basic things are expected of them throughout the data collection process.

¢ Recording the whole 40-minute teaching video in accordance with the schedule planned at the beginning
ofthe process (own teaching videos or experts’ videos according to the group they are involved in)

e Editing 40-min videos into 10—15 min of video cases consisting of important parts that caught their
attention. While editing these videos with editing program, they can add explanations onto the video case
that attract their attention, or they want to tell more. Also, we called it as adding reflective thinking on
action.

e Sharing the videos in the discussion platforms and discuss significant/different points with their own

group.

This process was repeated three times for each teacher candidate. Therefore, each cycle for each group included
four video cases, and 12 video cases in total were produced and discussed ineach group. Figure 1 summarizes the
case procedure.

- 'gfcgrﬂm%f“hi“g - *Recording *Recording
. Ed};ting video case teaChi_ng teaChj_ng
.l discussion experiences experiences
session *Editing video +Editing video
case case
«2nd discussion «3rd discussion
session session

Figure 1. The research procedures of each group
Data source and analysis

The data of this research were collaborative discussion comments reflected inthe discussions in own and expert
video case groups. We analysed discussion comments on a total of 24 video cases (12 for each group). The
meaning-making process involved combining, reducing, and interpreting statements of participants through the
researchers’ understanding (Merriam, 2009). In this regard, we transcribed video discussion comments verbatim.
Afterward, we conducted deductive and inductive reasoning processes for data analysis. Deductive analysis
includes coding data using an existing framework (Patton, 2002); as the firststepin this phase, to address research
question, we divided each video case discussionmessage into conversationunits based on shifts in the substantive
focus of the conwersation (e.g., classroom management for teaching). We then coded each conversation unit using
the coding framework of Atal and Deryakulu (2019) on teacher PI. According to this coding framework, value,
job satisfaction, job motivation, self-image, self-esteem, thoughts and beliefs, task perception, knowledge and
skills, self-efficacy, future perspective, and commitment to the profession were discussed as indicators of PI.
During the coding process, more than one idea was often expressed in some messages, and these resulted in
multiple coding. For instance, when the TCs” comment included, “So, we have to solve the problems of other
teachers as well as teach the lesson well.” it was related to the task perception dimension of PI, or, when the
comment included, “Thank you, guys; from your comments, [ understood once again what a valuable job we do.”
this was related to the value dimension.

On the other hand, although Atal and Deryakulu’s (2019) framework was taken as a basis for the coding process,
the codes that were thought to be related to PI, but not to the categoriesinthis framework, were deter mined; new
categories were deducted from these related codes. Finally, they were addressed under certain themes. For
instance, one teacher candidate gave a comment that included, “We have to teach the lesson in40 minutes, so we
have to plan the time well. After watching the video, it worried me to think that I would not be able to teachthe
lesson.” This comment was coded in relation to both “emotion” and “time management skill”’; therefore, the
“management skills” and “emotions” categories were added to the coding framework since no related ones are
included in that of Atal and Deryakulu (2019). After one researcher completed the coding process, 45% of the
entire dataset was independently analysed by two co-authors and reached an agreement rate over 90%.
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Validity and Reliability

For reliability of coding, 45% of the entire dataset was randomly selected and independently coded by the other
co-author. Inter-rater reliability was analyzed using Cohen’s Kappa Coefficient. Cohen’s Kappa Coefficient was
determined as 90%. For the transferability and consistency of the study, the data collection process was explained
in detail and the results were supported with direct quotations. Pseudonyms were used for each participant instead
of using a real identity.

Results

Based on the research questions, first, the findings about the indicators of PI reflected in video case discussions
were presented. Afterward, the findings about the consequence of discussing own or expert video cases on TCs’
Pl were comparatively presented.

Indicators of Pl reflected in video discussions

As aresultofthe analysis, identity indicators reflectedinthe discussions were gathered under three themes. These
can be named as task-based, profession-based, and self-interpretation-based indicator of PI. Figure 2 shows the
indicators of TCs’ professional identities reflected in discussed video cases.

Profession-based
indicators
* Commitment to the profession
» Value
« Professional thoughts and
beliefs
» Professional features
Task-based indicators » Future perspective Self-interpretation-based

» Knowledge and skills indicators
oManagement » Emotions
oPedagogical » Self-efficacy
oTechnological » Self-esteem
oContent » Self-image
oCommunication » Job satisfaction

* Task perceptions . | -Iobmnﬁvaﬁons

Figure 2. Indicators of teacher candidates’ professional identities

As seenin Figure 1, one of the Pl indicators that the TCs reflectedin the video case discussions was named as
task-based indicators. Under these indicators, the tasks and responsibilities of teachers in schools and their
knowledge and skills were included. In particular, classroom management and communication skills, content,
technological and pedagogical knowledge, and skills were grouped under the category of knowledge and skills.
Moreover, the duties and responsibilities given by school administrators and the expectations of other teachers
about information and communication technologies (ICT) formed the job perceptions of the candidates.

Second, viewing teaching as a professionand attributing meaning to it was identifiedas another critical dimension
that shapes their professional identities. TCs’ thoughts and beliefs about the profession, perception of value and
commitmentto the profession, professional features, and future perspectives were discussed under the profession-
based indicator.

Third, the variables related to the TCs themselves, their self-perceptions, and inner evaluations were gathered
under the self-interpretation-based indicator. Depending on this indicator, teachers’ self-efficacy beliefs, self-
esteem, emotions, motivation, satisfaction, and the self-image that they acquired in the process reflected the more
intrinsic dimensions of PIl. Based on these Pl indicators determined as a result of the analysis, the differences
between two discussion groups are presented below.
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Differences in task-based indicators of Pl between own and expert video case groups

In the first discussion cycle, in both video discussion groups, TCs focused more on the expert teachers’ attitudes,
stance in the classroom, communication skills, classroom management experiences, and content knowledge.
According to their reflections, attracting attention, ensuring silence, and adequately presenting the content was
vital for the teaching profession. Furthermore, having a sloppy daily appearance was interpretedas not valuing
the profession enough and as unwillingness to teach.

Imagine that the teacher comes to class in jeans or pants and a jacket, like an officer. I think the
teacher wearing pants and a jacket is aware of the profession, task, and importance of their job;
however, the teacher wearing jeans does not take teaching seriously and does not care about it.
(Zeynep, 1st discussion cycle)

On the other hand, not caring about students enough, ignoring them, and/or not responding adequately to their
questions attracted TCs’ attention throughout the discussion inboth groups. Furthermore, with the deficiency of
good classroom management patterns, they discussed and configured the management problems and skills that
ICT teachers must have.

While the teacher should be good at classroom management, I don’t think she is very good at all.
(Selim, 1st discussion cycle)

... At least he could answer the student’s question. The students say they have finished and ask the
teacher whatto do. Sorry, but the teacher does not respond willingly, does not react. The student is
willing to apply [themselves], but the teacher ignores them. This is very negative; it may cause the
student to lose interest, and we should pay particular attention to it. (Yunus, 1st discussion cycle)

Ovwer time, the focus of the discussion shifted. At first, discussions had become deeper and more solution-oriented
beyond the determination of the problems in both groups. Moreover, discussions focusing on the teacher and the
teaching process startedto shift to students’ achievement, obstacles, and solutions to learning problems. However,
in these in-depth discussions, while the exemplary behaviors of experts were discussed in the expert video case
group, TCs’ own improvements were evaluated in the other group. In particular, TCs discussing their own videos
tried different methods and techniques with technologies over time and reflected on their influence.

Instead of talking while using a projector, if she had had the material in her hand, she would have
attracted the attention of the students and enabled themto perceive rather than memorize. (Elif,
2nd discussion cycle)

The teacher saying “Those who finished the application should turn off their screens so that I can
knowwho finished it” both prevents students from dealing with other things on the computer and
shows which student has difficulty in the application. (I'll try this in my lecture too.) (Umut, 3rd
discussion cycle)

While, in both discussion groups, the expectations of the school administration were reflected in the perception
of the task, the field of technology has begun to establish a framework for structuring teachers’ professional
identities in the own video discussion group. Moreover, the techno-pedagogical competencies of the teachers
started to emerge in the own video discussion group and structuredthe qualities that they should have as ICT
teachers—for instance, using technology effectively and integrating this technology into the process at the right
time.

I saw that, when we organize the lab before the lesson starts, and when we select and plan the
technology according to the content, the teaching is more effective. (Burak, 2nd discussion cycle)
Having the materials done in Scratch by forming small groups and then [performing] peer
evaluation ... The teacher was verynice. | think you are going to be a good teacher, Elif. (Mehmet,
3rd discussion cycle)

Differences in profession-based indicators of P1 between own and expert video case groups
In the first discussion cycle, the TCs in both groups frequently discussed teachers’ general features. For instance,

criticizing expert teachers’ behavior in the videos, TCs defined qualities of ICT teachers, such as practical skills
to present content, willingness to teach, organization, motivation to teach, and good communication abilities.
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The teacher uses his voice effectively and explains it step by step down to the smallest detail. Even
when I was watching the video, I could open the Tinkercad application and do it even if I didn’t
know it. This is important. (Selim, 1st discussion cycle)

The students are standing, and one is playing an instrument in the middle of the class. The teacher
is reluctant, uninterested. This is indeed the first time I've seen such a class. Unbelievable. I sSaw
how | should not be in that lesson. (Umut, 1st discussion cycle)

Ovwer time, in both groups, discussioncomments turned frommore general teacher featuresto field-based features.
While discussing their ideas about profession based on technology, the TCs pointed out that ICT teachers should
use new technology, organize hardware, find solutions to technological problems, and enrich teaching with
technology. These characteristics, whichwere vital to them, reflect their perceptions of professional roles.

As you can see in the video, deficiencies in the laboratory environment can cause problems in
starting the lesson and attracting the attention of the students. Therefore, we should pay attention
to this before starting the lesson, review all the problemsin the lab, and correct the deficiencies.
(Yunus, 2nd discussion cycle)

I was very hesitantto try newtechnologies and applications atfirst, but | should notavoidthis. (Ali,
2nd discussion cycle)

The most significant differences between the two groups were reflected in the dimensions of commitment, value,
and future perspective. Remarkably, the comments in the own video case groups made by their peers significantly
contributed to their professional development, increasing the willingness to maintain the profession and their
outlook for the future. For instance, with regard to receiving positive comments from peers, TCs positively
appreciated their progress and expressed their hope of improving in the future. This discussion process helped
them psychologically and positively affected their value perception and professional commitment. Candidates
now feel that they are stronger teachers.

Your confidence in mastering the content, the lesson, and the classroom is reflected in your smile.
It is obvious that you love your job and will do it. All of you are good; we are together in thisfirst
test to begin the profession. (Mehmet, 3rd discussion cycle)

Burak, firstof all, your video is excellent, and your effort is very clear—thank you. You setthe rules
atfirst; that’s good, of course. You cared and came to the lesson prepared, which was obvious from
your clothesand [teaching] material. am sure you will never break your line. | really appreciate
and envy you. (Elif, 3rd discussion cycle)

Differences in self-interpretation-based indicators of P I between own and expert video case groups

In the discussions, we detected the greatest difference inthe self-interpretation-based indicators of PI. Although
not reflected in the expert video case discussion, the dimensions of emotions, self-efficacy, job motivation, and
self-perception especially attracted attention in the last video discussions of the own video case group. While
discussing their own videos, TCs receiving positive comments and praise from their peers for their videos
increased their job motivation, job satisfaction, and self-efficacy perceptions and started to reflect positive
emotions. Finally, these TCs enjoyedbeing in class, experiencingthe planned processes, and being happy to watch
and discuss their improvement. Some TCs even positively appreciated their progress and expressed their hopes of
improving in the future.

Elif, | seealotofprogressinyou. Youwere alreadysuccessful—you were worthy of this profession;
now, you are even better. You have come a long way. We 've all come a long way though. (Mehmet,
3rd discussion cycle)

Furthermore, the most significant change that emerged among candidates discussing their own videos was that
they felt like teachers over time thanks to their classroom stance, improved management, and communication
skills. Moreower, this change and development were reflected in their discussions. TCs appreciated and praised
both themselves and their peers for their reflected development; they also stated that they were ready for real
teaching life by eventually feeling like teachers as their tensions and worries diminished and they began to feel
more confident.

Your valuable comments have enlightened me so that I can do my part in tomorrow’s upbringing.
You interpreted it [my teaching] from so many different angleswithout dismantling it or hurting
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me, and you helped me improve and feel stronger. | sincerely thank you all. I'm so happy now.
(Burak, 2nd cycle)

Now, we believe even more that we will all be good teachers. | say that we are really good at
teaching now. We have developed together thanks to you guys. Thank you all. (Elif, 3rd cycle)

Discussions and conclusions

Professional development could be seen as a process that begins with teacher education and continues throughout
a teacher’s professional life. Sancar, Atal and Deryakulu’s (2021) research underlined that professional
development is affected by a teacher’s characteristics, teaching contents, and strategies/methods and the others
with whom teachers interact as well as the quality of these interactions. We believe that TCs and new teachers
must develop the repertoire of the real teaching process to meet the varied demands that they face and to continue
practicing their profession with satisfaction. Thus, to begin professional life with a powerful attitude, it is
significant to enrich teacher education with activities that will support professional deve lopment and achieve the
desired P1formation.

In this research, it is aimed to examine PI structures in the process of video case discussions that are structured
differently. According to the findings on one hand, this study offered a wide framework that illustrates the
indicators of TCs’ PI composed of three dimensions. In this broad framework, it can be seen that the variables
structuring the Pl of TCs were be grouped under task-based, profession-based, and self-interpretation-based
indicator. Since no research has been found that grouped PI indicators holistically, it is thought that this finding
is valuable and may be the basis for future Pl research.

On the other hand, by comparatively examining different video case discussions, we revealed the P1 de velopment
reflected in these discussions. It was unique that, through the complex process of entry into the profession, the
video discussion process could build a bridge between theory and practice by providing a strong vision and
opportunities to feel and think like teachers. In this regard, the power of video cases to make TCs feel better
prepared for entering the teaching professionwas once again revealed (Bonaccorso, 2020; Borkoet al., 2008; Koc
etal., 2009).

The second critical finding that draws attention in this study is related to the differences of the indicators in the
groups. As a result of this study, differences in the identity indicators reflected in the discussions were determined
according to the discussion of their own videos or expert videos as shown in Figure 3.

Discussion of expert video cases Discussion of own video cases

Profession-based PI ]
mec_ssu_m-based PI
indicators

Task-based PI
indicators Task-based PI
indicators

Figure 3. Pl indicators reflected in different types of video discussion groups

At first, inboth video groups, task-oriented matters such as classroom management issues, communication skills,
pedagogical competency, and teacher characteristics were the most common focus of the discussion. This finding
was supported by the results of the video case discussions revealing that teachers or TCs mostly discuss
dimensions suchas classroom management skills and teaching competence (Page & Jones, 2018; Xiao & Tobin,
2018).

However, as can be seenin Figure 3, profession-basedand self-interpretation-based dimensions emerged far more
in own video case discussions. Surely, there might be many conditions to emerge this difference. One might be
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that TCs watching and discussing their in-class experiences had more opportunities for their reflection-on-action
by deeply analysing in-class action. Moreover, when discussing their own video cases, they not only analysed a
more inclusive reflection of their own in-class teaching but also may have internalized the comments and
criticisms; thus, they were able to realize themselves more deeply as teachers. However, since the TCs discussing
expert videos could not personally experience the teaching practice, they may not have seen their own
development and may not sufficiently support their Pl development.

In the literature on teacher education and professional development, it is becoming more common to involve
teachers in observing their own instructional videos to encourage reflective practice (e.g., Bonaccorso, 2020;
Rosaenetal., 2008; Seidel etal.,2011; Zhang et al., 2011). By watching and discussing with each other, teachers
or TCs can empathize with the relevant situation, participate emotionally in the process, and find opportunities to
broadly evaluate themselves from different perspectives (Borko et al., 2008). Zhang, Koehler, and Lundeberg
(2015) emphasized that “the video of the teachers was a powerful tool used to support teachers’ reflection on
practice both individually and collaboratively”. Moreover, compared with other video types, watching, and
discussing own videos has been seen as “like having a mirror placed in my face,” prompting critical reflection,
immersion, authenticity, motivation, and knowing and recognizing themselves (Gaudin & Chali¢s, 2015; Rosaen
etal., 2008; Seidel etal.,2011; Zhang etal., 2011).

In parallel, it was underlined that TCs who observed and were confronted with the video cases coul d participate
in the teaching process more emotionally and could better connect their observations with their own practices
(Page & Jones, 2018; Sherin, Linsenmeier, & van Es, 2009; Xiao & Tobin, 2018). For instance, Borko, Virmani,
Khachatryan and Mangram (2014) revealed that, while discussing their own videos, teachers talked in a more
focused, in-depth, and analytic manner about specific issues; thus, teachers’ discussions became more
“productive”. To interpret it from another perspective, the positive evaluations of their next in-class teaching by
their peers, who had experiencedthe same process, may have affectedthem emotionallyand given them self-
confidence in performing this profession. With this confidence, they may have reflected more profession-based
and self-interpretation-based dimensions of Plin the discussions. In other words, the reason for the development
of the particular dimension of P1, which was reflected only inthe own video case discussions, may be the positive
supportand praise of their peers for their own teaching. In the literature, research has shown that evaluating and
discussing video cases with peers raises TCs’ awareness of their teaching experiences (e.g., Hover, 2020; Sancar
& Deryakulu, 2020; Ulusoy & Cakiroglu, 2020).

We cannot ignore the contribution of watching and discussing expert videos to Pl development. For example,
Seidel et al. (2011) pointed out that teachers watching videos of others can select key events and analyse them
objectively. Similarly, presenting experts’ experiences ensures that TCs have several examples at their disposal
to support their professional development (e.g., Hatch et al., 2016; Hover, 2020).

Learning how to teach by imitating experts’ methods and developing identity construction with solutions by
discussing expert videos could be beneficial to the candidates (Perry, Davies, & Brady, 2020). Correspondingly,
Borko et al. (2008) discovered that candidates could learn new pedagogical strategies by observing their
colleagues inactionand could cope with similar situations more easily. However, the debate about the impact of
discussing one’s own video or those of others on the professional development of teachers is ongoing. For
instance, the research conducted by Kleinknecht and Schneider (2013) revealed that the TCs discussed others’
videos by analysing them more critically, and, as for discussing their own videos, they remained only in the
dimensions of explaining, perceiving, and evaluating the situation. Although our research shows that discussing
their own videos has a more positive effect on the development of PI, unfortunately, research on which types of
video discussions might have more impact on teachers’ professional development is quite limited, indicating that
more research is needed on the subject.

Limitations and recommendations

Although these research findings heightened the value of video case discussions on professional development,
more information is needed to contribute to teacher education literature. First, with the extended framework about
PI, more research could be conducted, and the identity structures of teachers and TCs could be revealed in several
fields, contexts, and cultures. Second, it is significant that video cases provide more space to the TCs for being
the authors of their own identity as teachers. Thus, future research could focus on the integration of video
technology for various periods and on the practices that strengthen TCs’ perceptions of their own development.
Third, due to the instructional design process that could affect the advantages of the implementation, future
research may focus on variables such as discussion structure, support periods, length, video types, moderator
effect,and program goal. While planning newresearch, itshouldbe consideredthat activities and processesshould
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supportthe desiredidentity developmentand should not lead to overwhelming, discouraging, or negative emotion.
Finally, this study has limitations in that it was conducted on limited TCs and limited discussion cycles. Thus,
future research could focus on other areas with more students and a longer process design.
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Abstract

The purpose of this research is to examine the effect of drama activities on the achievements of primary school
fourth grade students in Social Studies Lesson and the permanence of knowledge. For this purpose, exploratory
sequential design, one of the mixed research methods, was used. The researchwas carried out ina primary school
affiliated to the Elazig Provincial Directorate of National Education. In order to obtain quantitative data in the
research, the "Social Studies Course Achievement Test" was applied to the students. In order to obtain the
quantitative data of the research, the pretest-posttest control group design was used. In order to obtain qualitative
data, the data for the secondary data source of the exploratory sequential design were obtained by taking the
opinions of the experimental group students through a semi-structuredinterviewformasa result of the application.
In the research, students' teaching Social Studies Lessonwith drama method; As a result of the analyzes made,
there was a significant difference in favor of the experimental group in the pre-test and post-test mean scores of
the groups in the achievement mean scores of the Social Studies Course. In addition, there was a significant
difference infavor of the experimental group in the mean scores of the measurement results for the permanence
of the information in the Social Studies Course. However, the results obtained from the qualitative findings also
overlap with the quantitative results.

Keywords: Primary school, Social studies lesson, Drama method, Success, Permanence.
Introduction

The attainment of individuals who have started their education life to the point they aim to reach in the education
process or the educational institution aims at depends on their success inthis process. The realization of success
depends on the fact that the information taught to the individual in the process of educational activities becomes
permanent in the individual. Because it is impossible to learn a knowledge that has not become permanent.
However, knowledge that has become permanent needs to be transformed into consciousness. Just as the
prerequisite for the formation of consciousness is the teaching and learning of knowledge, in the same way, for a
processto be callededucation, itis necessaryto talkabout the transformation of the learnedand learned knowledge
into consciousness, that is, behavior. Therefore, the individual who has entered an education-teaching process
should ensure that the information he learns is successful enough to reach the goals of the educational institution
where he is studying, and in the same way, it should have a lasting effect.

The primary school education process has a very important effect on the life of students. It is a fact that there are
lessons that affect the life of the student and prepare him for life in this educational process. One of these courses
is the Social Studies course. As in all courses, there should be an educational approach that makes the student
active in the Social Studies course (Ayvaci, Bakirc1 & Basak, 2014; Birgiil, 2014). The impact of the educational
approach adopted in the educational process onindividuals is quite high. The understanding of education, which
does not include the individual in education, does not allow him to think, and does not allow him to grow up as a
responsible person in his own learning, seems to be difficult to stand in today's global education system
(Kahyaoglu, Yavuzer & Aydede, 2010). Therefore, educational institutions, which are under the important
responsibility of ensuring the transfer of cultural heritage from generationto generation, should catch up with
today's education understanding and actively involve the individual in the education process (Adigiizel, 2015).
This understanding of education, which will be valid for every lesson inschool life, will prepare the individual to
make mistakes inone way, and onthe other hand, it will enable the individual to take the information and lessons
that he will learnin his education life with fun. One of these courses is the Social Studies Course. Social Studies
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Course is one of the most important courses interms of preparing students for life due to its nature. During this
course, teaching methods and techniques that will enable students to participate in the course should be used
(Harris, Marcus, McLaren & Fey, 2001). The drama method, which is one of these methods, is a method that
makes the student active in the classroom while at the same time enabling the student to learn while having fun
(Onder, 2002). Social Studies Course is the source of many goals that students need to reach in their education
process. Inorderto achieve these goals, the concepts inthe Social Studies Curriculummust be taught permanently.
Successful and permanent teaching of these concepts by structuring them with the help of drama method will
facilitate progress towards the goals expected to be achieved in the Social Studies Course (Doganay, 2003;
Ibrahimoglu, 2009).

An education method that activates the individual in the education-teaching process, enables him to think,
generates new information based on his previous learning, takes a solution-oriented step in the face of new
situations, and puts forward ideas by synthesizing old and new information should be integrated into today's
educationsystem. . The drama method, which is one of these methods, puts the individual into a creative process
through their own experiences. It is necessary to raise individuals who feel comfortable inthe classroomorinall
areas of life, who are motivated, evaluate and produce solutions to the new information they will learn, and
entertainingmethods such as drama should enter the lives of students (Oztiirk & Sar1, 2018;Zengin& Ulas, 2021).
Because drama is based on enabling the individual to synthesize information based on their experiences
(Ustiindag, 1996). Therefore, it has been seen that the drama method not only enables students to achieve success
in many fields, but also makes the information they obtain permanent (Aykag, 2008; Aylik¢1, 2001; Atar, 2003;
Giinaydin, 2008; Karatas, 201 1; Kartal, 2009; Malbelegi, 2011; Nayci., 2011; Ozer, 2004; Yetim, 2015; Yilmaz,
2013; Zayimoglu, 2006; Zengin, 2014). In addition, they state that teaching mathematics with drama, which isa
method of learning by doing and experiencing, can make mathematics more enjoyable and fun, improve students'
attitudes in a positive way, increase their successand socialize them (Aktepe & Bulut, 2014). Drama method is
the name of the teaching method that contributes to the formation of cognitive gains in education, supports and
realizes the learning of these basic learning areas of children. In this way, students will be able to acquire the
target behaviors and knowledge they need to gain in their education process successfully and permanently with
the help of drama. The drama method, which increases the confidence and self-esteem of the student, increases
the permanence of the acquired knowledge as well as increases the academic success (Bozdogan, 2003; Avci
Agun, 2012). Therefore, it is thought that the drama method enables children to internalize the education they
receive easily and successfully by gamifying education. Especially considering that primary school students are
play-age children, it is thought that drama method will play a serious role in students' academic success.

Many scientific studies have been conducted on the drama method, which increases students' motivation for the
lessonand develops a positive attitude towards the lesson. However, there are scientific studies inthe literature
that specifically use drama as a teaching method in Social Studies Course (Bas¢1 & Giindogdu, 2011; President,
2006;Koroglu, 2019; Lee, Patall, Cawthon & Steingut 2015; Okandan 2019; Toraman & Ulubey, 2016) . W hen
we look at the studies that have been done, it is seenthat drama has a significant effect on the educational life of
the individual. It is more important to use classroom student interaction and teaching methods such as drama,
where students feel comfortable while learning. In addition, although rewealing the success, attitude and
motivation of the students as a result of the educational activities carried out with the drama method, it is also
important to include the students' views onthis process, although it reveals the effectiveness of the drama. Based
on this importance, it has been seenas a result of the literature review that there are few studies that reveal both
the quantitative and qualitative situations of the students, except for the studies that measure the students'situation
in the quantitative dimension. Obtaining the students' views that will reveal the effect of dramamethod and social
studies teaching on their academic success inthis course and that these views are in harmony with the findings
obtained in the quantitative dimensionwill further increase the importance of the study. The study, which will be
done as a result of this determination, aims to reveal the students' success and the permanence of the knowledge
about the Social Studies Course, as well as to reveal the students'views on this process. Itis thought that the target
results that are thought to be achieved in line with this purpose will make significant contributions to the field. In
particular, it is thought that reaching the conclusion that the success of the students who have decreased in their
success in the distance education process will be increased through drama activities as a result of this process, and
it will also make a serious contributionto the literature.

The Purpose of the Study
The aim of this study was to reveal the effect of teaching with drama on the success of the students in Social

Studies Course, to investigate the permanence of the knowledge and to determine the views of the students. To
do this, drama activities for the theme of “individual and society"were prepared in a social studies lesson, and
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lesson was conducted using these activities. Then, their effect on students’ success and permanence of knowledge
was examined. For this purpose, answers to the following questions were sought:

1. Is there a significant difference between the pretest and posttest scores of the students after conducting the
lessonusing drama activities?

2. Is there a significant difference between the mean scores of the experimental and control groups after
conducting the lesson using drama activities?

3. Is there a significant difference between the posttest and permanence test mean scores after conducting the
lessonusing drama activities?

4. What are the students’ views on using drama in Social Studies?

Study Group

The population of the study consisted of the 4th grade students studying in a primary school in the city center of
Elazig. Two of the 4t grade classes were included in the study. A total of 51 students, 25 girls and 26 boys,
participated in the study. The experimental group consisted of 26 students, 12 girls and 14 boys whereas there
were a total of 25 students, 13 girls and 12 boys, in the control group. For the study, Ethics Committee Approval
was obtained from Atatiirk University Social and Human Sciences Research Ethics Committee. In addition, the
required permissions were obtained from local authorities.

Since the qualitative data collectiontools served to achieve certain goals, non-random sampling technique was
used in sample selection. Non-random sampling refers to the conwvenient selection of the participants to be
included in the study in line with the purpose of the research. In this sense, purposive sampling method was used
to establish groups. Purposeful sampling, one of the non-random sampling techniques, allows to obtain rich data
by adhering to the purpose of the study (Biiyiikoztiirk et al., 2016).

Method

The purpose of a research and the predetermined research questions play a decisive role in the method of the
researchto be conducted. There are some differences between qualitative and quantitative methods regarding the
use of the results and the way these results are obtained (Ocak & Olur 2019). While qualitative research focuses
on the personal ideas and comments of the participants about research question, quantitative research aims to
reach general comments on the results and tries to make generalization through the results (Biyiikoztirk vd.,
2015; Clark & Ivanka, 2015; Ocak & Olur, 2019). Mixed research methods, which aim to obtain more valid and
reliable results by combining the advantages of qualitative and quantitative research methods in order to benefit
from the strengths of both methods, have recently been popular and used in scientific studies (Creswell, 2020).

In order to take advantage of its strengths, mixed research method was adopted in this study. As the quantitative
data was used predominantly and the qualitative data were used to support quantitative findings, exploratory
sequential design was used. Explanatory sequential design is a mixed method technique used to make broader,
more reliable and more valid generalizations by supporting the results which were obtained through gquantitative
data and supportedwith qualitative data (Creswell,2020). In the quantitative part of the study, quasi-experimental
design with pretest posttest and control group was used. In the qualitative part, a semi-structured interview form
and student diaries were used.

Data Collection Tool

Two data collectiontoolswere used: Social Studies Academic Achievement Test and Semi-Structured Interview
Form.

Social Studies Academic Achievement Test: Social Studies Academic Achievement Test used in the study was
piloted. An itempool was developed for testbefore the pilot application. In line with the opinionsand suggestions
of 5 experts and 5 classroom teachers teaching 4t" grade, an item pool was developed and a pilot study was
conducted. The pilot application was carried out on 35 students. The students were required to complete a 32-
question test in 40 minutes. All of the items in the achievement test were multiple choice. Excel and SPSS
programs were used to calculate the difficulty index (.489), item discriminationindex (.607) and KR-20 value
(.78) of the items. In addition, the achievement test was applied again after a certain period of time to measure
retention.

Semi-Structured Interview Form: The semi-structured interview form consists of flexible and open-ended
questions, in which there are no pre-determined questions and answers, and ideas reflecting the unique views of
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the interviewees are obtained (Merriam, 2013; Ocak, 2019). The interview formwas developed by the researchers.
First, a preliminary version of the form was developed and expert opinion was obtained. In line with the opinion
of 5 experts some questions were removedand the interview formwas revised. Then, an additional expertopinion
was obtained for the revised form. Finally, a final version of the form was developed.

Validity and Reliability

Some issues that may affect the reliability and validity of the researchwere tried to be eliminated. In the process
of deweloping data collection tools and measuring the effect of pre-test, post-test and achievement test on
permanence, meticulous attention was paid to objective data analysis. In order for objectivity, each student was
codedand the scores of each student were recorded directly. In addition, the tests were applied in the classroom
to ensure that students could answer the honestly and independently of external factors. Thus, the data loss was
also prevented. The raw data collected by the researchers were well-maintained with the intention of they can be
analyzed by other researchersandexperts. It was triedto reduce the effect of independent variables that may affect
the experimental and control groups and reduce the reliability of the applications.

Qualitative research data were collected by the researchers in the natural environment of the participants in order
to reduce external factors that may affect the neutrality of the researcher is. The purpose of this measure is to
increase the validity and reliability of qualitative data. The accuracy of the qualitative data can be ensured by
measures such as field experts and participant confirmation. In this study, expert confirmation was used. In
addition, the opinions of colleagues (classroom teachers) were also obtained for the reliability of the study The
data obtained from the semi-structured interviewform and student diaries were analyzed in line with the purpose
of the study. After the qualitative data were analyzed, the data were also analyzed by another researcher. The aim
of this was to increase the objectivity of the study by revealing whether the codes determined by the researchers
match or not. As a result, 92% agreement was obtained. This finding showed that the reliability and validity of
the researchwas quite high.

Procedure

The experiment was carried out in the first semester of the 2020-2021 academic year, in October and November.
The application was made to 4th grade students for 3 hours a week for 5 weeks. The procedure of the study is
presented in Table 1.

Table 1. The procedure of the drama activities
Month Week Date Duration  Achievements
SB.4.1.1. Makes inferences about his/her

October 1. 14 October - 3 hours personal identity by examining official identity
16 October
document.
21 October — . . L
October 2. 23 October 3 hours SB.4.1.2. Chronologically lists major life events.
October 3 28 October — 3 hours SB.4.1.3. Recognizes individual interests, needs
' 30 October and abilities.
4 November — SB.4.1.4. Substitutes himself/herself for other
November 4. 6 November 3 hours individuals with different characteristics.
November 5 11 November — 3 hours SB.4.1.5. Respects the different characteristics of
' 13 November other individuals.

Table 1 shows a five-week program. The months and days in which these activities were held, the duration of
each activity and the achievements are indicated. The drama activities applied to the experimental group were
prepared in line with the Ministry of National Education (MEB) Curriculum. In addition to the textbook,
supplementary books were used to enrich the course content. The lessons were conducted using drama activities
designed by the researchers.

Data Analysis

In the quantitative part of the study, SPSS was used to analyze data. As a precondition for the analysis of
quantitative data, normality tests were performed for pre- and post-tests. Shapiro-Wilk normality test was
performedand central tendency and skewness-kurtosis coefficient values were calculated in order to determine
whether the data had a normal distribution. As the number of participants is the study was less than 50, the Shapiro-
Wilk test was used. In the literature, it is recommended that the Shapiro-Wilk test should be used to investigate
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normality for small groups of less than 50 people (O'Donoghue, 2012; Rovai, Baker & Ponton, 2014). In addition,
central tendency and skewness-kurtosis values were also calculated. It is emphasized in the literature that
skewness and kurtosis values should be between -2 and +2 values (Tabachnick & Fidell, 2013). On the basis of
the criteria mentioned abowe, it was revealed that the data showed a normal distribution. Since normality was
ensured, independent samples t-test was applied for independent samples and dependent groups t-test was applied
for dependent samples (Ozsoy & Balc1, 2013). In addition, the Social Studies Achievement Test was applied to
both the control and experimental groups in order to measure the retention. In retention test, the Cohen’s d value
of the mean scores and the t-test averages were taken into account. In the literature, botht-test and Cohen’s d are
used for retentipn test (Yildirim & Yildirim, 2011). Generally, it is stated in the literature that if the d value is less
than 0.2, the effect is small, if it is 0.5, the effect is medium, and if it is greater than 0.8, the effect is large.
However, it should be noted that there may be particular situations where even a d value of 0.2 can have a strong
effect (Cohen, 1988; Kilig, 2014).

In the analysis of qualitative data, content analysis, one of the qualitative data analysis techniques, was used.
Different techniques can be used in the analysis of qualitative data. Content analysis was adopted due to the fact
that it provides easier analysis of the data and is a method that would enable the measurement tool to reach the
purpose it serves. Content analysis enables the qualitative data to be analyzed using codes and to serve the purpose
of the study data in an easier and more understandable way (Creswell, 2020; Yildirim & Simsek, 2011).
Researchersaim to reveal concepts or general statements that are hidden or explicit in the data through content
analysis. Therefore, content analysis aims to reach data that is not available from existing data (Gokge, 2019).

Findings

In this section, the findings of the study are presented in accordance with the research questions. The results are
interpreted in the discussion and suggestions section.

Findings on the Effect of Drama Activities on Students’ Academic Achievement in Social Studies
The findings regarding the first and second research questions of the study are shown in Table 2.

Table 2. Dependent samples t-test results of the social studies achievement test pre-test and post-testscores of
the experimental and control groups

Groups Tests N X sd df t p
. Pre 26 54.23 15.85 26 -14.809 .000*
Experimental
Post 26 79.04 13.71
Pre 25 55.00 18.05 25 -6.095 .000"
Control
Post 25 65.80 15.04
p<.05

As seenin Table 2, a significant difference was found between pretest-posttest scores of the experimental group
in favor of the posttest [t(26)=-14.809; p<.05]. In addition, itwas also found that there was a significant difference
was found between pretest and posttest scores of the control group in favor of the posttest [t(25)= -6.095; p<.05].

Table 3. Independent samples t-test results of the social studies achievement test pre-test and post-test scores of
the experimental and control groups

Tests Groups n X sd df t p
Pre Experimental 26 54.23 15.85 51 162 872
Control 25 55.00 18.05
Experimental 26 79.04 13.71 *
Post Control 25 65.80 15.04 1 3286 002
p<.05

Table 3 showed that there was not a significant difference between the experimental and control group in pre -test
of the Social Studies Academic Achievement Test [t(51)= -.162; p>.05]. Howe\er, a significant difference was
found for in post-testin favor of the experimental group [t(51)= 3.286; p<.05].

Findings on the Effect of Drama Activities on Retention in Social Studies Lesson

The findings regarding the third research question of the study are presented in Table 2.
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Table 4. Dependent samples t-testresults of social studies course retention test pre-test and post-test scores of the
experimental and control groups

Tests Groups N X sd df t p
Pre Experimental 26 79.04 13.71 25 1656 110
Control 26 77.88 12.26
Post Experimental 25 65.80 15.04 24 2129 * 044
Control 25 61.60 13.97
p<.05

Table 4 demonstrated that there was no significant difference between the posttest and retention test scores of the
participants in the experimental group [t(25)=1.656;p>.05]. In addition, the Cohen d value was calculated as
0.089, which indicated a very small effect. Furthermore, there was not a significant difference between the mean
scores of the retentiontestand the posttest. On the other hand, a significant difference was found between the
posttest and retention test mean scores of the control group in favor of the posttest [t(24)=2.129; p<0.05]. In
addition, the Cohen d value was calculated as 0.28, which revealed a small effect size. Although the effect was
small, the fact that there was a significant difference in the t-test result indicated that teaching methods and
techniques used in the education process were not effective.

Qualitative Findings onthe Use of Dramain Social Studies

The findings regarding the fourth research question of the study are presented in this section. In order to collect
the data, a semi-structured interviewform prepared by the researchers about the social studies lesson with drama
activities was used.

The Findings onthe role of drama in the better understanding of the subject

The findings regarding whether the participants comprehended the subject better through teaching with drama
method and their answers are shown in Table 5.

Table 5. The findings regarding whether the participants understand the subject better
Category Codes f %
Teaching the subjects with the drama method helped me to

understand the subjects better than the previous lessons. 12 46.1
Positive Opinions There was no dif_ference in underst_andingf[he subjects 5 192

better due to my interest in the social studies. '

I did not understand the social studies, but | started to 4 153

understand the subjects with the drama method.
No Opinion No opinions were expressed 3 115
There is no method that will support me to understand 76
social studies '

N

Negative Opinions

The answers given to the questions in the interview form showed that the students focused on the theme of
"success". The answers regarding the students’ better understanding ofthe subject in the classroom through drama
activities for the "success" theme were collected under three categories and five different codes. The most
emphasized codes were: ‘“Teaching the subjects with the drama method helped me to understand the subjects
better than the previous lessons”,“There was no difference in understanding the subjects better due to my interest
in the social studies” and “l did not understand the social studies, but | started to understand the subjects with the
drama method.” Some excerpts of the answers are as follows:

“l did not listen to the social lesson much before. I think that the topics taught by our teacher are very
boring. lam always interested in other things in social class. Our teacher always warns me. But what can
I do, | am bored. After you taught the lesson in this way, | started to understand the subjects better. So it
attracted my attention and | understood better. Two days ago, without my mother warning me, | started to
do social studies homework by myself.” (S13)

“I actually do not like social studies that much and I still do not like it. But teaching the lesson with drama
increased my interest in the lesson and helped me understand the lesson better.” (S1).
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“Social studies is my favorite subject. I am already very interested in the lesson. Therefore, the drama
method did not change my interestin the lessonand my understanding did not change because lunderstood
the lesson. But it was very nice to play games in class. Thankyou” (§4).

“As you teach the lesson through playing games, I started to understand the lesson better. Because I did
not know what empathy was. You taught us. 1 did not know what chronology was. You taught us this with
games” (126).

The Findings onthe role of drama in increasing the success of the participants

Table 6 shows the findings and the answers findings regarding whether the success of the participants’ increased
through teaching with drama method.

Table 6. The findings regarding whether teaching with drama method increased success

Category Codes f %
| think the drama method increased my success 13 50
Positive Opinions The drama method did not make any difference in 7 26.9

my high performance

The drama method did not make any difference in 3 115
my low performance. '
No Opinion No opinions were expressed 3 11.5

Negative Opinions

Semi-structured interviews with the experimental group showed that the participants expressed their opinions on
the theme of “success"in the interviews. Table 6 shows that the answers regarding the increase in success through
teaching social studies with the drama were grouped under three categories and four different codes. The most
highlighted codes were: “I think the drama method increased my success”, “The drama method did not make any
difference inmy high performance”and “The dramamethod did not make any difference in my lowperformance”.
Some of the participants’ answers are presented below.

“After you startedteaching the lesson, | started to like the social studies. I find my homework more fun.
That's the reason why | am doing better. In social class, | am no longer afraid. | feel comfortable. My
success has also increased. Because lastweek, | started solving a question that 1 did not know the answer.
And I have learned the subjects better and my success has increased because of this” (S13).

“Actually, I like the social studies. But it was boringto me. That's why | did not study hard and had bad
results. When my teacher asked questions, | could not answer. But now | feel very comfortable. I think |
will be more successful now. You are going to give us a test, right? Because I will see if I am successful or
not. I think I will be very successful.” (S1).

“l think my success has increased. Because I started to understand the subjects better. This will probably
affect my success” (S21).

“l am very successful in my course because I love social studiesand work hard. So there was no change
in my course. So, Ithink my success is highagain” (S4).

Results and Discussion

Quantitative data obtained on the effect of dramaactivities on the success of primary school 4th grade students in
the social studies course were analyzed. Accordingly, it affects the success of the students who learn the social
studies lessonwith the drama method in a positive way. As a result of teaching with drama activities, it can be
concludedthat the success of the experimental group students was more successful thanthe control groupstudents,
the drama activities had a positive effect on the success of the students, and the teaching with the drama activities
increased the success of the students. In addition, qualitative data along with the quantitative data obtained about
how drama activities affect the success of students in the social studies course were used as a secondary data
source inorder to contribute to the research in this respect and to support the quantitative data obtained. For this
purpose, the data obtained from the interview form, which was used as a qualitative data source, was analyzed by
content analysis. When the question inthe interviewform about whether drama activities increase success or not,
it was concluded that the majority of students (13) thought that drama activities increased their success.
Considering the opinions of the students who stated that their success increased, findings supporting the results
obtained from the quantitative research data were reached. In addition, the majority of the remaining students (7)
emphasized that drama activities increase success. They emphasized that they did not understand whether they
affected their success or not because their success in the social studies course was high, but that drama activities
motivated them towards the course. Inaddition, the students (3) who stated that the drama activities did not make
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any difference intheir lowachievement in the social studies course also stated that they found the teaching of the
lesson with drama activities enjoyable.

When the literature is examined, there are many studies that show that drama activities affect the success of
students in the social studies course and increase their success in this course. When we look at the studies that
stated that the success increased as a result of the drama method training; Ozcan (2004), Zayimoglu (2006), Esen
(2008),Maden (2010),Malbelegi (2011), Nayci(2011), Akkaya (2012), Sarag (2015), Uygungil (2016) and Aksiit
(2016) ) studies support the results of this study. Studies showing that the use of drama method in social studies
course increases the success of students are not limited to these. Moreover, ina study conducted by Kartal (2009)
to reveal whether the use of drama as a teaching method increases the success insocial studies course, it has been
revealed that the drama method increases success. Similarly; When the studies of Sentiirk (2020), Makas (2017),
Utkiir (2012)and Aykag (2008) are examined, they have obtained results showing that the drama method has a
positive effect onthe success of the students inthe social studies course. However, when the literature is examined,
there are some studies that do not support these results. However, these studies constitute avery small majority.
When Ozer (2004) and Yilmaz (2013) looked at the results of their studies, it was concluded that drama activities
and teaching did notaffectany change in students'success. While the majority of the studies on the drama method
in the literature have achieved positive results, it is thought that the fact that these studies have obtained an
opposite result is due to the ineffective implementation of dramaactivities.

When the quantitative and qualitative data obtained from the study were examined, it was concluded that drama
activities increased the success of the students. Students' views on the drama activities and the teaching process
and the students' views on the process in the diaries they keep after the lessonevery week also support this. In
addition, when the interviewforms and diaries are examined, it is seen that even the students who have a negative
perceptiontowards the course and the school beginto have a positive perspective towards the social studies course
in particular and the school and other courses in general. They emphasized that this is thanks to drama activities
and teaching. It can be said that this is a reason to increase the success of the students in the social studies course.
One of the questions of the study, "Is there asignificant difference between the permanence scores of the students
in the experimental and control groups?" The quantitative data related to the questionwere examined. When the
findings were examined, there was no significant difference between the scores of both the experimental group
and the control group students in the permanence testand the scores they received in the post-test. In addition, the
permanence test and post-test mean scores of the students in the experimental and control groups were analyzed
and as a result of the findings, it was seenthat there was a significant difference inthe permanence between the
groups in favor of the experimental group. The fact that there was no significant difference inthe mean scores of
the experimental group for the group and that there was a significantdifference infavor of the experimental group
in the mean scores between the groups can be interpreted that drama activities have an effect on the permanence
of the students’ knowledge in the social studies course. When the literature is examined, it is seen that there are
findings that support this result. Aksiit's (2016) "5. Statistical analyzes carried out in the study in which the effect
of drama method on student achievement, attitude and permanence in the classroom social studies lesson was
examined revealed that the students in the experimental group had higher retention of knowledge. Again, Sarag
(2015) reached asignificant difference in favor of the experimental group as aresult of the analyzes he conducted
to measure the permanence of the informationin his study. In addition, there are many studies in the literature
that support these data. The results of the studies conducted by Giirel (2004), S6zer (2006) and Esen (2008) also
support these findings. As a result of the analyzes made to examine the effect of drama activities on the
permanence of the students' knowledge about the social studies course, it was seen that the drama activities had a
positive effect on the permanence of the knowledge of the social studies course. It can be interpreted that the use
of drama as a method in the social studies course enables the students to learn the information, they have acquired
in this course permanently. It has been observed that the studies available in the literature have also reached
findings that support this result.

Conclusion

The creative drama method, which provides the cognitive, affective, and behavioral development of the individual,
has been used to increase the academic success of the students in different courses and to achieve the course gains.
Research results also showthat the method is effective in increasing course success. Social Studies (Ozer, 2004;
Yilmaz, 2013; Zayimoglu, 2006), Mathematics (Bulut & Aktepe, 2015), Science (Arieli, 2007), Information
Technologies (Atalay & Sahin, 2012) and Turkish (Karacil, 2009) courses. It was observed that there was a
significant increase in favor of creative drama in the academic achievement of students. In addition, the fact that
many studies examining the effect of teaching with the drama method on the permanence of academic knowledge
have reachedsimilarresults (Atar, 2003;Ogur, 2005;S6zer, 2006; Karapinarli, 2007; Akdag, 2010; Subas1 2012),
this method can be used more in educational institutions. reveals the fact that it is necessary to run. Considering
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the fact that the aim of the educationis a permanent and desired behavioral change in the student, it is seen that
the drama method has succeeded very well.

Recommendations

1. Since the use of drama as an educational method in educational activities will provide positive support for the
success of the students in their courses, it is recommended to include this method more inthe lessons.

2. It has been seen that teaching with the drama method contributes positively to the success, attitude and
motivation of the students in their lessons. However, it does not give a definite idea about the level of relationship
between drama and these variables. Therefore, it is recommended to conduct regression studies that will reveal
the level of relationship between drama and these variables.

3. It is recommended that the drama method, which will enable students to perceive the concepts related to their
lessons concretely and facilitate the transition to abstract thinking, should be used more in the education-teaching
process.

4. In this research, inwhich drama is used as a method, the difference between drama and traditional method has
been revealed. Howewer, it has been seenin the literature review that there are not many scientific studies that
reveal the differences between drama and other teaching methods apart from this method. Therefore, it is
recommended to investigate the difference between drama method and different teaching methods in new studies
to be conducted.
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Abstract

This study aims to examine the mediating role of academic grit in the relationship between academic
procrastination and academic self-handicapping behaviors of adolescents. In this context, the academic
procrastination scale, academic grit scale and academic self-handicapping scale were applied to 512 high school
students in Eskisehir. The correlational predictive model, one of the relational models, was used in the study. The
study found that academic procrastination was positively correlated with academic self-handicapping and
negatively correlated with academic grit. According to the other result obtained from the research, it was found
that academic grit had a mediating role in the significant relationship between academic procrastination behaviors
and academic self-handicapping behaviors. The results were discussed in light of the relevant literature and
suggestions for future studies were presented.

Keywords: Academic procrastination, Academic self-handicapping, Academic grit, Adolescents.

Introduction

When individuals do not fulfill their responsibilities, they may experience tension and show procrastination
behavior to get rid of these tension-producing situations (Giines & Korkut-Owen, 2021). Academic
procrastination behavior (APB), one of the types of procrastination, is defined as students' procrastination in
academic tasks such as writing term papers and studying for exams (Prohaska, Morrill, Atiles, and Perez, 2000).
The APB is not only a lack of work habits or time management but also a complex construct with cognitive,
behavioral and affective dimensions (Solomon &Rothblum, 1984). Considering the studies on the factors that
cause procrastination, procrastination is related to individuals' lack of skills such as time management,
determining their priorities, and working efficiently and effectively, as well as personality traits and faulty
cognitive attributions towards themselves and their environment (Balkis, Duru, Bulus, & Duru, 2006).

When the literature is examined, it is seen that APB is associated with many different variables. APB was found
to have negative and significant correlations with academic self-efficacy (Akbay & Gizir, 2010), academic
motivation (Demir, 2017), academic success (Balkis & Duru, 2010; Batool, 2020), time management (Sarikaya -
Aydin & Kogak, 2016), self-esteem (Aydogan & Ozbay, 2012; Senecal, Koestner, & Vallerand, 1995),
responsibility towards self and others (Celikkaleli & Akbay, 2013). On the other hand, APB was found to have
positive and significant correlations with fear of failure (Zarrin, Gracia, and Paixdo, 2020), hopelessness (Odact
& Kaya, 2019), stress (Eisenbeck, Carreno, & Uclés-Juarez, 2019), test anxiety (Saracaloglu, Dinger, and Saygi-
Gekerer, 2018), neuroticism (Abood, Gazo, Alharbi, & Mhaidat, 2019). Considering the variables that APB is
positively and negatively related to in the relevant literature, these relationships confirm that APB is an
undesirable behavior for students. Another variable for which APB has been studied in the literature is academic
self-handicapping (Azarbadkan & Ebrahimabad, 2018; Lee & Kim, 2016; Raoof, Ashkzari, & Naghsh, 2019).

In the context of academic learning, students sometimes experience threats to their self-confidence. These threats
oftenappear in fear of failingin an upcoming situation, such as an importanttest (Schwinger, Wirthwein, Lemmer,
& Steinmayr, 2014). Individuals who fail can externalize the source of their failure by attributing the causes of
their failure to obstacles (Akga, 2012). In this case, academic self-handicapping behavior (ASHB), which is a
specific type of self-handicapping behavior in the literature, may occur. According to Urdan and Midgley (2001)
most of the research examining academic self-handicapping shows that academic self-handicapping is primarily
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a self-defeatingbehavior by students who still care about school but are low achieversand lack confidence intheir
academic abilities. In the literature, studies examine the relationship between ASHB and APB. Raoofetal. (2019)
found a significant and positive relationship between ASHB and APB in their study with high school students.
Lee and Kim (2016) found that self-handicapping behavior was a significant predictor of APB. Azarbadkan and
Ebrahimabad (2018) foundin their study with male high school students that the mostimportant predictor of APB
was self-handicappingbehavior. Consideringthe relevant literature, ASHB isalso expectedto predict APB in this
study.

Mediator Role of Academic Grit

Grit was defined as perseverance and passion for long-term goals (Duckworth, Peterson, Matthews, & Kelly,
2007). Gritentails having a dominant superordinate goal and tenaciouslyworking toward it in the face of obstacles
and setbacks, often for years or decades (Duckworth and Gross, 2014). Considering the length of academic life in
a certain period of human life and the goals desiredto be achieved in this process, the importance of the concept
of grit in academic life emerges. Clark and Malecki (2019) adapted Duckworth and Quinn's (2009) general
definition of grit to the academic field. They made a definition for academic grit as follows: An individual
characteristic or skill encompassing determination, resilience, and focus in the pursuit of challenging long-term
goals within the domain of education. When the relevant literature was examined, it was found that academic grit
was positively related to student's academic success (Clark, Dorio, Eldridge, Malecki, & Demaray, 2020),
optimism (Bozgiin & Basgiil, 2018) and self-efficacy (Alhadabi & Karpinski, 2020), while it was negatively
related to stress (Lee, 2017) and test anxiety (Sturman & Zappala-Piemme, 2017).

Another variable negatively associated with academic grit is APB. Wolters and Hussain (2015) found in their
study with college students that there was a significant, negative relationship between students' grit and
procrastination behavior. In a similar study, Jin, Wang, and Lan (2019) found in their study with undergraduate
students that there was a negative and significant relationship between students' grit and APB. At the same time,
grit significantly mediated between APB and peer attachment. Regarding this situation, considering the definition
of academic grit, academic grit includes focus, determination and resilience in the academic work/task that needs
to be done (Clark & Malecki, 2019), while APB includes delaying the academic work/tasks that need to be done
(Prohaskaet al., 2000). Based on the results of the relevant research and definitions, it is thought that academic
gritcan also predict APB in this study in a negative and significant way.

Another variable in which academic grit is studied, albeit in small numbers, is ASHB. In the study conducted by
Gitter (2008), it was found that there was a significant and negative relationship between ASHB and academic
grit. While academic grit includes working with determination in the academic field in the long term despite
obstacles (Clark & Malecki, 2019), ASHB includes externalizing failure by putting forward some barriers inthe
face of failure (Akg¢a, 2012). Celik and Sarigam (2018) found in their study that students with academic inter nal
locus of control had higher grit levels than students with an external locus of control. Another study found that
external academic locus of control had a positive, moderately significant relationship with ASHB, and external
academic control was the most significant predictor of ASHB (Akar, Celik, & Karatag, 2019). When the
characteristics of bothconcepts and the variables they are relatedto are considered, it can be said that the concepts
contain features opposite features. In this context, it is thought that ASHB can predict academic grit negatively
and significantly.

In general, students with academic self-handicapping behavior may increase academic procrastination when they
have low academic grit. As mentioned inthe related literature abowe, it can be said that academic grit may play a
mediating role between APB and ASHB. In addition, no research has been found in the literature that combines
academic grit, APB, and ASHB variables. In this context, the aim of this study is to examine the mediating role
of academic grit in the relationship between APB and ASHB in adolescents.

Method

This section includes informations about the research model, sampling, data collection toolsand the process.
Research Model

In this research, a correlational predictive model was applied. The study involving the predictive correlational

model isusedtoaccount for the changes occurringonthe dependent variable consideringone or more independent
variables (Biiyiikoztiirk, Kilig-Cakmak, Akgiin, Karadeniz, & Demirel, 2012). In this research, a correlational
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predictive correlational model was implementedto examine the mediating role of academic grit in the relationship
between APB and ASHB in adolescents.

Participants

The research participants consist of 512 students attending different types of high schools in Eskisehir province
in the fall semester of the 2021-2022 academic year. 310 male and 202 female students have been involved inthe
research.

Data Collection Instruments

Academic Procrastination Scale (APS): APS was developed by Cakici (2003), to measure students' academic
procrastination behavior. The scale consistsof 19 itemsina 5-point Likert type (1 = Does not reflect me atall - 5
= completely reflects me). While a minimum of 19 points can be obtained from the scale, a maximum of 95 can
be obtained. As the scores obtained from the scale increase, academic procrastination behavior increases. Later,
in the study conducted by Karadas (2020), a confirmatory factor analysis of the academic procrastination scale
was performed and fit values were obtained. The fit values are as follows: x2/sd=3.828, IFI=.91, TLI=.90,
RMSEA=.053. The Cronbach Alpha reliability coefficient of the scale was .92, and the test-retest correlation
coefficient was found as .89 (Cakici, 2003). In this study, the Cronbach Alpha internal consistency coefficient
was 0.766.

Academic Self-Handicapping Scale (ASHS): ASHS was developed by Urdan and Midgley (2001), and adapted
into Turkish by Anli, Tas, Giines, Yazgi, and Seving (2018). The scale consists of 6 itemsina 5-point Likert type
(1= Never - 5= Always). While a minimum of 6 points can be obtained from the scale, a maximum of 30 can be
obtained. As the scores obtained fromthe scale increase, academic self-handicappingalso increases. Confirmatory
factor analysis (CFA) results showed that the single factor structure was compatible with the original factor
structure (x2/sd=1.12, p<.001, CFI=998, NFI=975, RFI=975, IFI=998, TLI=997, GFI=.992, AGFI=.981,
RMR=.030, RMSEA=.018). The Cronbach’s alpha internal consistency number of the scale was 0.81. In this
study, the Cronbach Alpha internal consistency coefficient was found to be 0.776.

Academic Grit Scale (AGS): AGS was deweloped by Clark and Malecki (2019) and adapted into Turkish by
Sagkal, Soylu, Pamukgu, and Ozdemir (2020). The scale consists of 10 itemsina 5-point Likert type (1= Doesnt
suit me at all - 5= Totally suits me). While a minimum of 10 points can be obtained from the scale, a maximum
of 50 can be obtained. As the scoresobtained from the scale increase, academic grit also increases. CFA results
showed that the single factor structure was compatible with the original factor structure (y2 (35)=131.624,p <
.001,y2/sd=3.76,CFI=.97,TLI = .96, RMSEA = .07 CI [.06],.09]). The Cronbach Alpha reliability coefficient
of the scale was .92, and the test-retest correlation coefficient was 0.90. In this study, the Cronbach Alpha internal
consistency coefficient was found to be 0.897.

Data Collectionand Analysis

Within the scope of the research, firstly, permission was obtained from the owners of the measurement tools used
in the research. Inthe next step, ethical permission was obtained from the Selcuk University Faculty of Education
Ethics Committee (E-16343714-900-127658) Then, permission was obtained from the Eskisehir Directorate of
National Education, through the Rectorate of Selguk University. Then, the high schools in Eskisehir were
contacted, and the applicationwas carried out ina virtual environment, considering the pandemic conditions. The
researchwas carried out entirely voluntarily.

After the data were collected and entered into the SPSS program, missing data, wrong data entry, kurtosis, and
skewness values were examined before the data were analyzed. First of all, normality assumptions for all models
were examined for the data obtained. Mahalanobis distance values were checked for the multivariate normality
assumptionand 29 data were excluded from the data set because they were outliers. In addition, the kurtosis and
skewness coefficients were examined to determine whether the univariate normality assumption was met. It is
acceptedthat the +/- 2 values of kurtosis and skewness are acceptable values for the normal distribution (George
& Mallery, 2010). In this study, the kurtosis values for all scales were between 0.045 and .715; the skewness
values were between -.011- -.483, and all kurtosis and skewness values were found to be at an acceptable level.
Pearson's correlation coefficients and Cronbach's alpha coefficients were calculated from the available data.
Finally, Hayes's (2018) Model 4 was used to examine the mediating role of academic grit in the relationship
between academic procrastination and academic self-handicapping.
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Before the regression analysis, VIF values, Tolerance values (TV) and correlation coefficients between
independent variables were calculated for some preconditions. For the regression model, the VIF value was 1-
1.031,the TD was 0.970-1,and as seenin Table 1, the correlation between the independent variables was also
found to be -0.173. The TV value should be greater than 0.2, the VIF value should be less than 10 (Field, 2005),
and the correlationbetweenthe independent variables (predictors) shouldbe below.80 (Biiyiikoztiirk, 2010; Field,
2005). It was seen that they took the necessary values before the regression analysis and there was no
multicollinearity problem.

Results

This section includes the mean, standard deviation, kurtosis and skewness values of the variables, correlation
coefficients between the variables, and mediation analysis results.

Table 1. Mean, standard deviation, kurtosis, skewness, Pearson correlation coefficients for the variables

M SD Skewness Kurtosis 1.APB 2.AG 3.ASHB
1.APB 54.64 10.2 -.483 715 1
2.AG 33,3 7.6 -.011 .045 - 45™ 1
3.ASHB 154 4.7 -.056 -.328 A46™" =173 1

*p<.01, APB: Academic Procrastination Behaviour AG: Academic Grit ASHB: Academic Self-Handicapping Behaviour

As seenin Table 1, there was a positive, moderately significant relationship between APB and ASHB (r=.46,
p<.01), while a negative, moderately significant relationship was found between AP and AG (r=.-.45, p<.01).In
addition, a negative, low-level significant relationship was found between AG and ASHB (r=.-.173, p<.01).

Table 2. Regression analysis results for mediation analysis (N=512)
Outcome Variables

M (AG) Y (AP)
Predictive
Variables b S.E. b S.E.
X (ASH) a - 2773*** .0699 c’ .8476 .0770
M (AG) - - - b -.5040 *** .0481
Constant im 37.6067*** 1,1277 Iy 58.3738*** 2.1836

R2=.03 R2=35

F (1;510)=15.7564;p<.001 F (2;509)=139.6612 ; p<.001

*p<.05; **p<.01; ***p<.001, S.e.=Standart error, Non-standardized beta coefficients (b) were reported.

A regression analysis based on the bootstrap method was conducted to test the mediator role of academic grit in
the relationship between academic procrastination and academic self-handicapping of adolescents attending high
school. Hayes' (2018) model 4 was used for this analysis. In the analysis, 5000 resampling options were preferred
with the bootstrap technique. The confidence intervals obtained by the bootstrap technique determined whether
academic self-handicapping had an indirect effect on academic procrastination behaviors. The results obtained
from the analyzes are given in Table 2 and Figure 1.

According to the results obtained from the analysis, academic self-handicapping was found to negatively and
significantly predict academic grit (b=-.2773, %95 CI [-.4146, -.1401], t=-3.9694, p<.001). Academic self-
handicapping also explained 3% (R?=.03) of the variation in academic grit. Academic grit was also found to
predict academic procrastination negatively and significantly (b=-.5040, %95 CI [-.5985, -.4096], t= -10.4833,
p<.001). It was seen that the direct effect of academic self-handicapping onacademic procrastinationwas positive
and significant (b=.8476, %95 CI [.6963, .9989], t=11,0049, p<.001). Regarding mediation, the indirect effect
of academic self-handicapping on academic procrastination was significant; therefore, academic grit was found
to mediate the relationship between academic self-handicapping and academic procrastination (b=.1398, %95 Cl
[.0569, .2303]). Academic self-handicapping and academic grit explained 35% (R2=.35) of the variation in
academic procrastination.
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R?=.03
AlG
a=-2713, p=.01 b=-.5040. p<.01
fi=_35
c=9873, p<.01
ASH + AP
Direct effect (¢”)=.8476, p<.05

Indirect effect= 1398, CI [L0369, 2303]

Note: Unstandardized values were reported

Discussion

In this study, besides examining the relationship between academic procrastination behaviors and academic self-
handicapping behaviors of adolescents attending high schools, it was examined whether academic grit had a
mediating role in this relationship. According to the results obtained, it was found that academic grit had a
mediating role in the significant relationship between academic procrastination behaviors and academic self-
handicapping behaviors.

According to the results obtained in the study, there was a negative and significant relationship between ASHB
and AG, and it was also found that ASHB predicted AG negatively and significantly. . In the study of Gitter
(2008), which was one of the few studies in the literature to examine the association between ASHB and AG, a
significant and negative relationship was identified, similar to the results of the present study. When the study's
findings and the relevant literature are reviewed together, it can be concluded that ASHB is an impediment to the
establishment of AG, which is an essential factor for students to take academic action. Another explanation for
this situation is that individuals can focus on this situation cognitively due to the attempts to find a convincing
causal explanation for the failures of individuals mentioned by Arkin and Baumgardner (1985). When this
perspective is considered inthe context of students, efforts to find excuses for students' failures instead of being
determined to compensate for their failures may negatively affect students' academic grit.

According to the results obtained in the study, besides the significant negative relationship between AG and APB,
itwas also found that AG significantly predicted APB. Jin etal. (2019) found that AG predicted APB negatively
and significantly in their study with Chinese university students. Another study conducted with nursing students
in Egypt found that AG predicted APB negatively and significantly (Attia and Abdelwahid, 2020). Similarly, in
the study conducted by Jeong (2020) withundergraduate students, it was found that AG predicted APB negatively
and significantly. It is seenthat the results of the studies in the literature related to the current study are similar.
When the relevant literature and the results of the current study are considered together, it can be interpreted that
adolescents' lowlewvel of grit while performing their academic work causes adolescents to disrupt their academic
responsibilities.

According to the results obtainedin the study, besides a significant positive relationship between ASHB and APB,
itwas found that AG had a mediating role in this significant relationship between ASHB and APB. According to
these results, it can be stated that the ASHB of adolescents has a direct and significant effect on APB, and ASHB
also has a significant indirect effect on APB through AG. There are studies inthe literature showing that there are
similar relationships. Jia, Wang, Xu, Lin, Zhang, and Jiang (2021) found a moderate, positive and significant
relationship between ASHB and APB in their study with medical students. Beck, Koons, and Milgrim (2000)
found a moderate, positive relationship between self-handicapping behavior and APB in their study with
university students. Barutgu-Yildirim and Demir (2020) found a moderate, positive relationship between self-
handicapping behaviours and APB in their study with university students. In addition, there are studies examining
the relationship between AG, the mediating variable of the research (Attia & Abdelwahid, 2020; Jeong, 2020; Jin
et al. 2019), and the dependent variable, as well as studies examining the relationship between AG and the
independent variable (Gitter,2008). No study has been found in the literature that examines all three variables
simultaneously or that examines AG as a mediator variable in the relationship between APD and ASHB.In this
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context, it is thought that the results of this study can contribute to the literature. Taking into account the direct
and indirect effects of the current study, it can be stated that as the ASHB of adolescents increases, their APB also
increases directly, and as their ASHB increases, their AG decreases. It can be said that ASHB indirectly increases
APB through its negative effect on AG. Regarding this situation, in this study, it was seenthat ASHB has a role
in academic procrastination behaviors, which are accepted as an important risk factor for adolescents' academic
success. Inaddition to this role of ASHB, it can be said that ASHB is a risk factor for the emergence of AG, which
has a supportive role in adolescents' academic success. In addition to the role of adolescents' ASHB on AP, it can
be said that ASHB also indirectly plays a role in adolescents' postponement of their academic work by reducing
their AG, which has an important role in starting and continuing their academic work.

Conclusion

In general, it was observed that ASHB had significant role in academic grit, which has an important place in
starting and maintaining their academic work and in procrastination behaviors of adolescents attending high
school while performingtheir academic career. Consideringthat ASHB increases adolescents' APB behaviors and
decreases their AG, it can be said that ASHB is an significant risk factor for adolescents to fulfill and maintain
their academic work. On the other hand, it can be said that AG has a supportive role in fulfilling academic tasks
such as exams, homework, and study, as AG predicted APB negatively and significantly and had a negative and
significant relationship with ASHB.

Recommendations

Taking into account the above results and the research, ASHB and APB behaviors, which make it hard for teens
to do their schoolwork, can be reduced through individual or group counseling. In addition, it may be beneficial
to include academic grit in the program while preparing psychoeducational studies on the reduction of ASHB and
APB. Since thisresearchis aquantitative study, cognitive risk factorsand preventive factors underlying academic
procrastination behaviors of adolescents can be examined in depth with qualitative studies in future studies. Inthe
study, itwas seenthat the literature onacademic grit and academic self-handicapping variables was less than the
academic procrastination literature. In this context, in future studies, researchers can study the concepts of
academic grit and self-handicapping with academic variables such as academic success, school adjustment, school
burnout, dropout, as well as personality, family, and friends and technology use. In future studies, the variables in
this research can be studied according to the grade level and the different types of high schools. Because the
participants are from a single province, future studies with a broader participation can be conducted by including
different provinces of Turkey. These findings are significant for parents, educators, school counselors, and
policymakers alike.
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Abstract

The main goal of this research is to develop a measurement tool that will determine the beliefs that guide school
administrators' practices based on X and Y theory and the relationships between of level of these beliefs and other
variables that school administrators use in management practices. The theory was tested with the scale developed
in the research. Furthermore, the lewvels of school administrators' beliefs, which are assumed to guide their
practicesbasedon X and Y theory, were revealed in the researchusing data obtainedduring the scale development
study; it was determined whether the demographic variables of school administrators differed according to the
subscale (X and Y subscale) scores. Relational and causal comparison strategies were used in this quantitatively
constructed investigation. Research data were collected from three sample groups in the Erzurum sample. It has
been determined that there is a significant difference in the X theory subscale score in favour of school
administrators working in primary schools. The study concluded that, based on X-Y theory, the assumptions of
school administrators that shape management practices couldbe determinedby the School Administrators' Beliefs
in the Nature of Human Scale.

Keywords: 'McGregor's theory, Classical management theories, Human relations approach, X-Y theories, Belief
in human nature

Introduction

Human resources are aschool's most valuable asset. The question of howto manage the existing human resources
to achieve the school's goals is one of the ancient questions of management science. Because when the history of
organizations is examined, it is seen that human beings as social beings constantly gain new meanings, identities,
goals, roles, and skills. Therefore, management science has developed new perspectives on the human problem in
every period. Accordingly, while the science of management examined people based on work, organization, and
processes in some periods, in other periods, needs, relations, systems, environment, technology, etc. analyzed on
the basis. As a result, management science is constantly reviewing and examining the answers to the question of
how to manage human resources.Some facts stay unchanged even while the content of the answer to the question
is continually changing and evolving. One of them is the fact that the assumptions of the rulers towards the ruled
direct the management practices.

Seeing this fact, Douglas McGregor researched how to make the most of human resources. McGregor (1970)
argued that the human aspect of the organization is a single whole and that the existing theoretical assumptions
about the supervision of human resources in organizations determine the entire character of the organization. At
this point, he stated that the question will be asked top managers, "™What are your assumptions (implicit or
explicitlyexpress) about managing people mosteffectively™?", would give clues. According to McGregor (1970),
behind any managerial decision or action lie surprisingly common assumptions about the nature and behaviour of
people. Assumptions about human resource management control indicate anorganization's character (Daneshfard,
& Rad, 2020). In that case, knowing what assumptions school administrators have about human nature, which
will accelerate the construction process of the schools desired by today's information society, can facilitate the
processes of raising, selecting, employing, and retaining administrators.

In this context, X and Y theory has inspired many managerial and organizational behaviour and leadership
theories. Despite the importance, it has been overlooked that the theory reflects basic individual differences in
attitudes that guide leadershipbehaviours. This theoryis oftenlimitedas a special management practice examined
at the organizational level. Despite its impact and potential utility, few studies test the validity of this theory
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(Kopelman, Prottas, & Falk, 2009, Pine, 2018). Based on McGregor's X and Y theory, some attempts have been
made in different countries to make some measurements in organizations (Miles, 1964; Neuliep, 1987; Jones and
Pfeiffer, 1972; Fiman, 1973; Michaelsen, 1973; Spautz, 1975; Teleometrics International Inc., 1995; Neuliep
1996). After that, Kopelman, Prottas, and Davis (2008) developed a four-item measurement tool based on this
theory. Finally, Kopelman, Prottas, and Falk (2009; 2012) developed attitude and behaviour scales since previous
measuring attempts lacked sufficient data on validity and reliability and were only used for commercial purposes.
It has been observed that the developed scale has been used in some studies (Giirbiiz, Sahin, Koksal, 2014;
Sullivan, 2017;Pine, 2018). These studies assume that the assumptions onwhich theory X is based are the exact
opposite of theory Y. For example, X theory items were reversed from items created using the X and Y theory
assumptions, and a single score type (Y theory score) was created. The total score of the scale or the mean of the
scale are the values that make iteasy to judge the items that test a similar hypothesis. On the other hand, calculating
the mean or total score of the scale items containing independent, opposite, or different hypotheses may lead to
misinterpretation of the findings. This may make the findings obtained with these scales controversial. Thus,
according to McGregor (1970), the basic organizational principles derived from the X theory (managing and
controlling through the use of authority) and the basic organizational principles derived from the Y theory
(creatingconditions that allowemployeesto achieve their goals by directingtheir efforts towardthe organization's
success) have many different meanings in terms of human resource management. Assuming theory Y to be the
exact opposite of theory X can lead to simplification and misunderstanding of theories.

Forexample, accordingto McGregor (1970), ifemployees are lazy and apathetic, avoid cooperating, are unwilling
to take responsibility, and are incompatible, theory Y states that the reasons for this lie in managers' organization
methods and supervision. Theory Y emphasizes the conditions created by the manager, notthe nature of the human
being. According to this viewpoint, management's role is to direct and organize human and substance resources
so that a business achieves its goals. It is the management's responsibility to provide opportunities for the
development of employees, to release their potential by creating conditions where people can use their effortsto
achieve organizational goals (Gannon & Boguszak, 2013). This does not make the two theories opposed, but
instead differentiatesthem. In this context, the theoretical structure of the X and Y theories on which the scale
developed within the scope of the research is based has been examined with this understanding. Furthermore, it
was seen that the scales developed in the literature were directed toward attitudes and behaviours rather than
directly addressing the administrators' beliefs about the X and Y theory assumptions.

When the studies conducted in Turkey are examined, there is a study conducted by Aydin (2012)to reveal the
research performance of academicians based on the X, Y, and Z theories. However, there was not enough
information about the validity and reliability of the measurement tool inthe study. The Management Approaches
Scale developed by Usta (2017) was developed for the best management problematic based on a chaotic and
positivist management approach. Considering the focus of the current research, it can be said that it has quite a
different approach from this research. The scale developed by Tanrigen (2018) based on the X and Y theoryto
determine the management philosophies of school principals according to teacher perception (as citedin Ayral,
2020) is far from revealing beliefs about human nature based on school principals' perceptions. However, the
comments made by teachers indeterminingthe administrators' human-oriented presumptions may cause illusions.
Instead, it is thought that administrators' self-reports of their beliefs will yield more accurate results. In Sabanci1's
(2008) quantitative study onthe beliefs of school administrators in Turkey about human nature, sufficient evidence
could not be found regarding the validity studies of the scale used.

In Turkey, the lack of a scale developed to determine school principals' opinions about human nature based on
the X and Y theory limits the studies that can be done on the issue, the contributions to the theory and the benefit
from the theory. Furthermore, the lack of sufficient information about the validity and reliability of some
measurement tools in studies conducted in other countries, the measurement of both theories by transforming
them into a single score type in some studies, and the fact that the scales developed in these studies do not reveal
data on X and Y belief levels have been identifiedas a literature problem. Today, however, the response to the
questionofwhat the administrators’ presumptions about people can help clarifyvarious problemswith school life,
school psychology, management procedures, organizational behavior, and leadership. For this reason, there is a
need for a more reliable and valid alternative measurement tool that can provide a solutionto this problem. In
answer to this need, this study aims to develop a measurement tool that will reveal the belief levels of school
administrators about human nature, by the theorywhose assumptions have been statedabove. Knowing the beliefs
and attitudes about people in advance is considered important in predicting the behaviours that will emerge and
correcting unwanted behaviours (Collii & Oztiirk, 2006). The scale established in this context is regarded as
beneficial in forecasting administrator conduct toward the school community and rectifying undesired
administrator actions.
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As stated above, due to the limited number of research, it is unknown to what extent school administrators' beliefs
about human nature, which are claimed to guide management activities, are in Turkey. Revealing the belief levels
of school administrators about human nature based on the X and Y theory will prepare a suitable ground for
understanding and transforming management approaches. For this reason, determining the level of belief of school
administrators towards human nature is the second aim of this study.

According to McGregor's X and Y theory, managers' assumptions about human nature tend to be self-actualizing,
and the assumptions of these two theories are opposite to each other (Kopelman, Prottas, & Falk, 2009). According
to Sabuncuoglu and Tiiz (2016),the Y theory developed by McGregor defines the human being as the opposite
of the X theory, prone to acquire responsible and mature behaviours. As stated in many studies, is theory Y the
opposite of theory X? The answers to this question will contribute to a better understanding of these theories.
Based on such a requirement, as the third aim of this study, the hypothesis that the scores obtained from the two
subscales developed separately based onthe X and Y theory have a strong inverse relationship was tested.

In Turkey, no statistical data has been discovered that assesses school administrators' perce ptions based on
demographic variables such as gender, age, seniority, duty type, and school type, using a belief scale to the nature
of people based onthe X and Y theory. It is thought that revealing the findings on the subject will make important
contributions to the relevant literature. The final aim of this study is to reveal whether the scores of school
administrators from the belief scale about the nature of people differ according to the demographic variables
expressed.

The researchaims to dewvelop a scale based on X and Y theories in the sample of school administrators, to
determine the possible relationship betweenthe belief levels of school administrators based on the two theories
by determining their belief levels in human nature. It also reveals whether these beliefs differ according to some
demographic variables. For this purpose, answers to the following questions were sought;

1. Canscientificevidence be presentedfor the construct validityand reliability of ameasurementtool based
on X and Y theory in the sample of school administrators?

2. What is the level of school administrators' beliefs based on the X and Y theory?

3. Is there a statistically significant relationship between the scores obtained from the subscales developed
for each theory in a measurement tool developed based on X and Y theories in the sample of school
administrators? What is the direction and level of the possible relationship?

4. Do school administrators' beliefs about human nature differ in a statistically significant way acco rding
to their demographic variables?

Method

Research Model

The quantitative research methodwas used in the realization of this study. The study used relational and causal -
comparative research designs to develop the scale and to reveal whether the obtained scores differ according to
demographic variables. The likert type scale development method was used in this study. In the development of
the scale, Rensis Likert's (1932) "scaling with rating sums" model (Tezbasaran, 2008), which is claimed to be
more economical than other approaches, was preferred. In the relational design, the relationships between two or
more variables and the degree of these relationships are revealed. The degree of the relationship emerging in this
design and whether the variables predict each other are determined (Creswell, 2012). Correlation determines the
direction and size of the linear relationship between two variables (Tabachnick & Fidell, 2015). The causal-
comparative design is a research approach that tries to explain the differences inthe experiences of the groups by
examining them. This design, as in experimental research, tries to understand whether some independent variables
make a difference in the dependent variable by comparing the groups. Unlike the experimental design, the
independent variable has already emerged, or it is unethical to manipulate the independent variable (Lodico,
Spaulding & Voegtle, 2006; Gay, Mills & Airasian, 2016).

Selection ofthe Sample

A simple random sampling method was used in sample selection. The research data were collected through the
online communication network created by the national education directorates. Volunteering criterion was used in
the selectionof the participants. The researchparticipant group consists of school administrators (school principal,
chief assistant of school principal, assistant principal) working in Erzurum. Several studies were carried out
gradually with two different participant groups in this context. The main application of the scale development was
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carried out with the first participant group. The scale developed with the second participant group was tested by
confirmatory factor analysis. Finally, with the data of the third participant group consisting of the participants of
both groups, it was determinedwhether the X and Y theoryscores differedaccordingto the demographic variables
of the school administrators.

Table 1. Demographic information of the participants

Specification 1. Group (n) 2. Group (n) 3. Group (n)
Gender 190 121 311
Woman 35 23 58
Man 155 98 253
Task Type
School principal 110 84 194
Chief assistant of the school principal 5 5 10
Assistant of the school principal 75 32 107
Educational Status
Associate Degree 2 - 2
'‘Bachelor's Degree 165 108 273
MSc 23 13 36
PhD - - -
Age
20-30 29 60 89
31-40 55 39 94
41-50 56 18 74
51-60 41 3 44
61+ 9 1 10
MoNE Seniority
1-5 22 58 80
6-10 33 35 68
11-15 32 11 43
16-20 25 6 31
21+ 78 11 89
School Principal Seniority
1-5 84 91 175
6-10 43 22 65
11-15 21 2 23
16-20 17 6 23
21+ 25 - 25
School Type
Pre-school 22 3 25
Primary school 67 46 113
Secondary school 47 49 96
High school 54 23 77

When Table 1is examined, it isseenthat there is some informationabout each participant group regarding gender,
task type, educational status, age range, and the type of school where they work. The scale, which was applied
voluntarily, was opened to the access of school administrators working in the public sector, and the scales
answered in the context of the scale's suitability for factor analysis were accepted as samples. When the
distribution of the answered scales to the districts is examined, the 1st participant group consists of 190 school
administrators working in the central districts of Erzurum, Palandoken (26.3%), Aziziye (32.6%) and Yakutiye
(41.1%). The second participant group comprises 121 school administrators working in other districts (52.1%
Tekman, 22.3% Pasinler, 16.5% Tortum, and 9.1% other districts) except for the central districts of Erzurum. 3.
The participant group consists of acombination of both groups (311 school administrators).
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Data Collection Tools

The data collectiontool usedinthe researchwas developed inthe current study. The first part of the data collection
tool, which consists of two parts, was prepared to reach the demographic information of school administrators.
The second part was prepared to reveal the belief levels about human nature based on the X and Y theory. The
scale was developed in a 5-point Likert-type scale, with Strongly Agree (5/ 4.20-5.00), Agree (4 / 3.40-4.19),
Undecided (3/2.60-3.39), Disagree (2/1.80-2.59), Strongly Disagree (1 /1.00-1.79) options are available.

To reveal the perceptions of school administrators, all stages of the development of the belief scale for human
nature and the results of the psychometric measurement of the measurement tool are expressed under the heading
of findings. Research data were collected electronically in 2 months due to the pandemic. The data collection tool
was applied with the permission of Atatiirk University Institute of Educational Sciences, Ethics Committee of
Educational Sciences, dated 26/11/2020. Written explanations were given to the participants about the purpose of
the research, voluntary participation, and the use of data for scientific purposes only. The administrators, who
approved the voluntary participation, filled out the data collectiontool, which was structured anonymously, and
electronically.

Data Analysis

The data obtained from the school administrators were first examined in terms of missing values, minimum and
maximum values, and extreme values. As a result of the examination, it was understood that there was no missing
data, the minimum and maximum scores were inthe range of 1-5 points, and the Z scores ranged between -3 and
+3. For item discrimination coefficients, item scale score correlationand item analysis based on the difference
between lower and upper group averages were performed. Empirical evidence was tried to be presented by
applying EFA and CFA for the scale's construct validity. AVE (Average variance extracted) coefficients were
calculated to reveal the similarity between the items, and CR (Composite/construct reliability) coefficients were
calculated to reveal the combined validity of the factors. 'Cronbach's alpha coefficient was used to analyze the
internal consistency coefficient of the scale. Skewness and Kurtosis values were calculated by performing
Kolmogorov-Smirnovand Shapiro-Wilk Analyzes to provide evidence regarding the distribution characteristics
of the scale. T-Test and One-Way Analysis of Variance were used to determine whether school administrators'
beliefs about human nature differ according to demographic variables. Pearson Correlation Analysis was
performed to reveal the relationship between the scale sub-factors.

Findings

In this section, there are scale development processes, exploratory and confirmatory factor analyses, parametric
test results based on scale data whose validity and the sub-problems of the research have tested reliability.

Research Findings on the Development of the Belief Scale for Human Nature

The findings regarding the stages and processes followed in the scale development process are expressed in this
section.

Creatingan item pool and pre-implementing

For the scale designed to be developed, a literature review was conducted, and the theoretical foundations of the
scale were determined. The literature review examined measurement tools developed based on X and Y theory in
Turkey and other countries. Due to the limited number of domestic studies on the creation of the item pool, the
book "The Human Relations Aspect of the Organization™ by McGregor (1970), the representative of the X and Y
theory, was used. Also, the scales developed abroad were used (Miles, 1964; Fiman, 1973; Michaelsen, 1973;
Spautz, 1975; Teleometrics International Inc, 1995; Kopelman, Prottas, & Davis, 2008; Kopelman, Prottas, &
Falk, 2009; Kopelman, Prottas & Falk, 2012). While creating the item pool, the following assumptions of
Mcgregor were used. These assumptions are expressed under the headings of theories Xand Y:

Theory X: Traditional Management and Audit View

1. The average human being has aninherent dislike of work and will avoid it if he can.

2. Because of thishuman characteristicof dislike of work, most people mustbe coerced, controlled, directed,
threatened with punishment to get them to put forth adequate effort towards the achievement of
organizational objectives.
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3. The average human being prefers to be directed, wishes to avoid responsibility, has relatively little
ambition, and wants security above all.

Assumptions of Theory Y

1. The expenditure of physical and mental effortand work is as natural as play or rest.

2. External control and the threat of punishment are not the only means of bringing about effort toward
organizational objectives. Man will exercise self-direction and self-control in the service of objectives to
which he is committed.

3. Commitment to objectives is a function of the rewards associated with their achievement.

4. The average humanbeing learns, under proper conditions, not only to accept but to seek responsibility
5. The capacity to exercise a relatively high degree of imagination, ingenuity, and creativity in solving
organizational problemsis wide, not narrowly, distributed in the population.

6. Under the conditions of modern industrial life, the intellectual potentials of the average human being
and only partially utilized.

The created item pool was delivered to three experts in the field of educational administration, and their
evaluations were taken in line with the content validity and purpose of the research. The scale, of which necessary
corrections were made in line with expert opinions, was applied to a group of 10 managers. Taking into account
the problems discovered during the application, response time, and incomprehensible elements, the trial
application scale was modified as required. Afterward, the main application of the draft scale consisting of 29
items was carried out on a school administrator group consisting of 190 people. First, the item scale score
correlations were examined, and the discrimination coefficients of the scale items were determined. M2., M3.,
M6., M7.,M10.,M11.,M12.,M13., M14.,M17.,M19.,M21.,M25., M26., whose itemdiscriminatio ncoefficient
is less than 0.4, M29. Factor analysis was performed by removing items from the scale.

Main Scale Application and Exploratory Factor Analysis Results

First, the Kaiser-Meyer-Olkin Sample Adequacy Measurement (KMO value) was found to be 0.819 inthe analysis
applied to a sample group of 190 people to reveal whether the data structure was suitable for the factor analysis.
This value shows that the obtained data matrix is suitable for factor analysis and factor creation (Biiyiikoztiirk,
2011). When the results obtained from the Barlett analysis are examined, it is seen that the chi-square value is
significant at the 0.01 significance lewvel. It was understood that this result met the multivariate normality
assumption of the research data (Cokluk, Sekercioglu & Biiyiikoztiirk, 2012; Seger, 2013). In this case, factor
analysis was continued.

After the exploratory factor analysis by applying the varimax rotation technique, a three-factor structure proposal
was reached with eigenvalues of 3.932,2.082, and 1.129. Since the factors are thought to be independent of each
other, the varimax rotation technique was preferred (DeVellis, 2017). When the rotated factor loads were
examined, it was seen that the factor loads of all items, except M28, were gathered in two-factor structures as
predicted by the theoretical basis. The factor load of the item M28 was .090, in the first factor, .198 in the second
factor, and .763 in the third factor, which consisted of a single item. Considering that the load value in the first
two factors was very low and the third factor consisted of only one item, it was decided to exclude this item from
the exploratory factor analysis. Finally, the EFA findings regarding the 13-item two-factor structure are presented
below:

Table 2 shows the rates of explaining the variance of the items in the common factor together. The 9th item was
the lowest to explain the commonvariance with 35%; Item 11, 0n the other hand, has the highest rate of explaining
the common variance with 60%. It is seen that the common variances of the items explained by the factors are
greater than 0.10 (Cokluk, Sekercioglu, Biiyiikoztiirk, 2012). When Table 2 is examined, it is seen that the factor
load values of the scale items are between 0.579 and 0.714. There is widespread acceptance in the literature that
item factor loads should be higher than 0.30 (Sencan, 2005; Tavsancil, 2006). The contribution of the two
suggested factors to the variance is 45,604%. The contribution of each factor to the total variance is important in
deciding the number of factors (Cokluk, Sekercioglu & Biiyiikoztiirk, 2012). The contribution of the first factor,
which was developed based on the X theory, to the total variance was 30.13%; The contribution of the second
factor, developed based on the Y theory, to the variance is 15.47%. The total explained variance of the scale is
45.604%. Inthe literature, it is accepted that the explained variances of the scales developed in the social sciences
are between 40% and 60% (Scherer et al., 1988; cited in Tavsancil, 2006).
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Table 2. Results of exploratory factor analysis

Common Factor
Theory X Subscale Items Variance Loads
1. Most employees strive towards organizational goals through external monitoring and
. .380 .607
threats (X, Assumption 2).
2. Most employees avoid taking responsibility (X, Assumption 3). 478 .691
4. Most employees are lazy; they don't want to work (X, Assumption 1). 494 .579
6. Employees need external control and pressure to work towards organizational goals 529 609

(X, Assumption 2).
8. Most employees have lack of ambition (X, Assumption 3). 407 .638
10. Most employees have a natural tendency for being managed rather than managing 370 501
(X, Assumption 3).

11. Most employees will get away from work if they can find a way (X, Assumption 1). .601 714
Theory Y Subscale Items

3. Employees who are devoted to the organization's mission manage and regulate

themselves in the workplace (Y, Assumption 2). 446 /653
5. If the conditions are right, employees will be willing to accept responsibility in the 474 684
organization (Y, Assumption 4) ' '

7. Imagination, which is common among employees, can be utilized in solving 481 684

organizational problems (Y, Assumption 5).
9. In organizations, 'people’s talents can be utilized much more (Y, Assumption 6). .345 .583
12. Employees commit to organizational goals that respond to self-actualization needs

(Y, Assumption 3) A4 667
13. Work is not something that most employees are born hating (Y, Assumption 1). 476 .654
Theory X Eigenvalue 3.917 Explained Variance 30.13
Theory Y Eigenvalue 2.011 Explained Variance 15.47
Total Variance Explained 45.604
Finally, the Scree Plot was examined to decide on the factor number of the scale.
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Figure 1. Scree Plot graph after EFA

When Figure 1 is examined, the components descending vertically from the y-axis to the x-axis form a horizontal
line after the third point and continue by a plateau. The contribution of the components after the third point to the
common variance is low and very close to each other. Based on these findings, it can be stated that the factor
number of the scale is two. The factors were named Theory X Subscale and Theory Y Subscale.
1.,2.4.6.8.,10.,11. Items X theory, 3.,5.,7.,9.,12.,13. The items are included in the Theory Y subscale.
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Confirmatory Factor Analysis Results

The developed 13-item scale was applied to the second sample group, and the normal distribution of the obtained
data was examined before the confirmatory factor analysis. Table 3 shows the normal distribution test results of
the scale data of each sample group.

Table 3. Findings regarding the conformity of the X and Y theory-based subscale data to the normal distribution
curve

Gr Sub- Kolmogorov-Smirnov Shapiro-Wilk Skewness Kurtosis
' scale Stat. df p Stat. df p

X .087 190 .001 .991 190 .267 -131 -.089
L Y .093 190 .000 .968 190 .000 -.103 -.594
’ X .084 121 .035 .983 121 119 .167 -.546
Y .104 121 .003 .966 121 .004 -.319 -.437
3 X .057 311 .016 .992 311 .097 .024 -.268
' Y .082 311 .000 974 311 .000 -.229 -.445

When Table 3 is examined, it is seenthat the X Theory data distribution in all group applications fully meets the
normality assumption only in the Shapiro-Wilk analysis. On the other hand, it is not sufficient to look at the result
of this test to decide whether the distribution is close to normal (Seger, 2013). For this reason, the findings
regarding the skewness and kurtosis values of the variables were also examined. It is seen that Skewness and
Kurtosis values are between -1,+1 values in all applications seen in the table. According to Biiyiikoztiirk (2011)
and Cokluk, Sekercioglu, and Biiyiikoztiirk (2012), the fact that the skewness and kurtosis coefficient remain
within the limits of -1,+1 indicates that the distribution does not deviate excessively from the normal.

Confirmatory Factor Analysis (CFA) was applied to test the construct validity of the data whose normal
distribution was tested. The results of the CFA analysis for the two-factor model are shown in Figure 2.
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Figure 2. T-value and factor loads obtained as a result of CFA for the two-factor model

Table 4 shows the CFA findings of the scale data of each participant group.
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Table 4. Findings concerning the CFA applied to the belief in human nature scale

N Sh AGFI GFI  NNFI  CFl SRMR RMSEA  X?/df G/sh AVE CR
1.G* 190 XY 0.85 0.90 091 093 0.078  0.080 2.20 1.G/X 0338 0.773
2.G* 121 XY 084 0.89 094 0.9 0.088  0.067 1.53 2.G/X 0442 0.830
3.6 311 XY 0.90 093 094 095 0.065  0.064 2.26 3.G/X 0374 0.793
G= Group, Sh: Subscale, AVE: Average Variance Extracted, 1.G/Y 0369 0.801
CR: Composite/construct reliability, X: Theory X subscale 2G/Y 0350  0.757
Y: Theory Y subscale 3.GlY 0,338 0,751

Celik and Yilmaz (2016) AGFI above 0.90, GFI above 0.85; Ozdamar (2016)%2/sdis less than 5, CFI is over
0.90, RMSEA is lessthan 0.1, RMR s less than 5; Bayram (2016), onthe other hand, stated that the model has
acceptable fit indices when the NNFI is above 0.90 and the SRMR is below 0.10. Using the criteria stated abowe,
the model demonstrated acceptable fit indices inall three sample groups in Table 4.. AGFI and GFI were low in
the 2nd study group because of the low number of managers in this group. These indexes are very sensitive to the
number of samples (Mulaik, James, VVan Alstine, Bennett, Lind, Stilwell, 1989). CR gives clues about the factor's
construct reliability, namely convergent validity, using the factor loadings and error variances of the items inthe
same factor. In this study, since the findings related to CR in all groups and subscales were higher than 0.7, it
gives positive clues about construct reliability in both factors. On the other hand, AVE is a criterion that reveals
the similarities between the items representing the latent structure, that is, the factor, and it should be above 0.5
(Giirbiiz, 2019). In this study, it is seen that the three groups do not fully meet this criterion. However, Fornell
and Larcker (1981) stated that the convergent validity of the constructed construct is still sufficient when the
average variance extracted (AVE) is lessthan 0.5. Still, the composite reliability (CR) is higher than 0.6. In this
case, it can be said that the convergent validity of both scales is sufficient. The CR value must be greater than the
AVE value for the finally validated model to be conjoint valid. This condition was met in all subscale groups
(Giirbiiz, 2019).

Reliability analysis results of the developed scale

For the scale's reliability, the internal consistency of the items was examined with the alpha method, and the
Cronbach Alpha coefficientwas calculated. The scale's reliability was also tested by split-half analysis, and the
Spearman-Brown coefficient was calculated for each factor. The results of the reliability analysis of the final scale
regarding the factors and the t-Test results regarding the difference between the 27% lower and upper group
averages are shown in Table 5.

Table 5. Item scale score correlation and lower upper group means difference item analysis findings
Difference between Lower

Rank Item Item Scale Score ni+n2  and Upper Group Means Cronbach Spearmman rs
No No Correlation
t-Test Results
Subscale (Theory X)
775 792
1 1 190 B4T** 102 -11.646**
2 2 190 .659** 102 -9.274**
3 4 190 B76** 102 -11.257**
4 6 190 702%* 102 -12.115**
5 8 190 606** 102 -7.745%*
6 10 190 H517** 102 -6.418**
7 11 190 752%* 102 -14.988**
Subscale Theory YY) 750 .702
8 3 190 669** 102 -11.249**
9 5 190 B75** 102 -11.031**
10 7 190 664** 102 -10.533**
11 9 190 598** 102 -10.034**
12 12 190 690** 102 -12.190**
13 13 190 .708** 102 -12.884**

**p<0.01
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According to Table 5, the item-total score correlation coefficients of the theory X subscale range from.517 to
.752, and the theory of Y subscale is between .598 and .708. The correlation coefficients in both scales are
significant at p<0.01 and are found to be positive. Items with a low correlation with the scale score should be
removed from the scale as they contribute little to the characteristic to be measured (Tezbagaran, 2008). This is
not the case when the correlation coefficients of the items with the scale score are considered. According to the
item analysis findings based on the difference between the upper and lower group averages of both subscales, it
is seen that the difference between the lower and upper group averages is significant at the p<0.01 significance
level. In item analysis based on the difference of means, if the sub-group mean of the items is significantly lower
than the upper-group mean, this item should be included in the scale (Tezbasaran, 2008). The lower and upper
group averages of all items differed significantly. In this case, it is understood that no item should be removed
from the scale. The internal consistency coefficient (‘Cronbach's alpha) of the subscales of the X and Y theory
was found to be .775 and .750, respectively.

Findingsregarding the level of beliefs of school administratorsbased on Xand Y theory

In line with the second sub-problem, the belief levels of school administrators regarding the nature of employees
interms of X and Y theory are determined and presented in Table 6.

Table 6. Belief levels of school administrators on the nature of human by groups
X Theory Factor Items 1.Gr 2.Gr 3.Gr

x Sd X Sd X Sd

1. Most employees strive towards organizational goals
through external monitoring and threats.

2. Most employeesavoid taking responsibility. 341 115 279 143 317 130
4. Most employeesare lazy; they don't want to work. 236 115 233 131 235 121
6. Employees need external control and pressure to
work towards organizational goals.

8. Most employees have lack of ambition. 328 102 324 108 327 1.04
10. Most employees have a natural tendency for being
managed rather than managing.

11. Most employees will get away from work if they
can find a way.

Theory X Arithmetic Mean 2.94 2.93 2.93

Theory Y Factor Items

3. Employees who are devoted to the organization's

mission manage and regulate themselves in the 416 811 413 100 415 891
workplace.

5. If the conditions are right, employees will be
willing to accept responsibility in the organization.

7. Imagination, which is commonamong employees,
can be utilized in solving organizational problems.

9. In organizations, 'people’s talents can be utilized
much more.

12. Employees commit to organizational goals that
respond to self-actualization needs.

13. Work s not something that most employees are
born hating.

Theory Y Arithmetic Mean 4.04 3.97 4.01

280 126 318 141 295 133

264 116 290 135 274 124

3.14 100 328 124 319 110

295 113 277 130 2.88 1.20

403 819 417 862 409 @ .837

380 866 376 101 3.78 .926

428 745 419 802 425 .768

394 791 378 932 388 851

400 973 377 107 391 101

When Table 6 is examined, it is seenthat the school administrators agreed with the assumptions of the theory X
at a moderate level (X:2.94, X:2.93, X:2.93) inall three study groups. In contrast, the assumptions of the theory
Y were close to ahigh level (X:4.04, X:3.97, X:4.01).
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Examining the Relationship Between Scale Scores Based on Xand Y Theory

In the context of the third sub-problemof the research, the relationship betweenthe sub-scales of the measurement
tool developed based on X-Y Theory was examined and the findings related to the analysis made in the SPSS 22
program are shown in Table 7.

Table 7. Findings related to correlation between X and Y theory subscales

N Correlation between Theory X and Theory p
Y subscales
1. Group 190 -.195 0. 007
2. Group 121 -.239 0.008
3. Group 311 -.291 0.000

**p<0.01

Pearson Correlation Analysis was applied to reveal the possible correlation coefficient between the subscales
developed based on the X and Y theory assumptions. As a result of the analysis, it was found that there were low,
negative, statistically significant relationships between the X and Y theory subscales inall three study groups was
found (p<0.01).

Examining the Beliefs of School Administrators on Human Nature in Terms of Some Variables
Within the scope of the last sub-problem of the study, a T-test and One-Way Analysis of Variance was applied to
reveal whether the Subscales of the Belief in the Nature of Human Scale differ according to the demographic

variables of school administrators. The findings are presented inthe tables below.

Table 8. One-Way analysis of variance findings on whether school administrators' beliefs about human nature
differ according to school type

Variables School Type n X Sd F p Difference
Pre-school (A) 25 21.52 5.88 BAX
Primary Sch. (B) 113 18.87 5.05 - x
XTNeory g con. Sch. (C) 96 2161 595 003 001 E:g**
High Sch. (D) 77 21.48 5.43
Sum of Sg. Sd. Mean Sq. F p
Between groups 50.801 3 16.934
Y Theory  Withingroup 3835.025 307 12.492 1.356 256 -
Total 3885.826 310

**p<0.01, *p<0.05
As aresultofa one-way analysis of variance applied to reveal whether school administrators' beliefs about human
nature differaccordingto school type, X theory scores differedstatistically (p<0.01, F:5.66). In contrast, Y theory
scores did not differ (p>0.05, F: 1,356). Since the group variances were homogeneous, the LCD test was applied
to reveal the difference between school types. According to the results of the LCD test, primary school
administrators' X theoryscore averages (X :18.87) were foundto be statisticallysignificantly lower than preschool
(X:21.52), secondary school (X :21.61) and high school (X :21.48) averages.

Table 9. Findings regarding whether the beliefs of school administrators about human nature statistically
differentiated according to the variable of task type

Variable Task Type N Mean sd t p
X Theory School Principal 194 20.17 5.74 -1.778 076
School Prin. Assist. 107 21.38 551
Y Theory School Principal 194 24.36 3.53 1.563 119
School Prin. Assist. 107 23.70 3.45
*p<0.05

As aresult of the t-Test performed according to Table 9, it was found that school administrators' X theory and Y
theory scores did not differ statistically according to the task type variable (p>0.05).
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Although the findings show no significant difference in the X and Y theory scores of the school administrators
according to the task types, the t scores are close to the level of significance. When the arithmetic averages are
examined, it is seenthat the beliefs of the assistant directors about human nature are more negative than those of
the school principals (theory X subscale scores are higher), and their beliefs about the theory Y have a lower
average than those of the school principals.

The seniority of school administrators inthe Ministry of National Education (X theory p>0.05, F: .981, Y theory
p>0.05,F: 1.001), seniority inthe administrator (X theoryp>0.05, F: .840, Y theoryp>0.05),F: .877), aneducation
level (Xtheory p>0.05, F: 1.833, Y theory p>0.05, F: 2.214), age (X theory p>0.05, F: .809, Y theory p>0.05, F;
.634), the number of teachers in their schools (X theory p>0.05, F: .760, Y theory p>0.05, F: .828), gender (X
theory p>0.05, t: -.424, Y theory p>0.05, t: -.376), the levels of belief in human nature did not differ.

Results and Discussion

This study aims to create a measurement tool that will expose school administrators' beliefs about human nature,
based on McGregor's X and Y theory assumptions, that can provide convincing evidence for its validity and
reliability. Using the measurement tool developed afterward, the belief levels of school administrators about
human nature and whether these belief levels differ according to some demographic variables were revealed. The
relationship between the scores obtained fromthe X and Y theory subscales was also determined in the study.
As a result of the exploratory factor analysis of the developed scale items, it was understood that the scree plot
analyzed was gathered around two factorswith an eigenvalue higher than 1 and explaining almost half of the scale
variance, as designed. The fact that there is a large difference between the lowest eigenvalue of the scale accepted
as a factor of 2.011 and the next eigenvalue of 0.994 confirms the two-factor structure reached. Confirmatory
factor analysis and composite reliability (CR) confirmed the factor structures of the developed subscales. In the
first factor of the scale, there are 7 items based on McGregor's (1970) X theory assumptions, and in the second
factor, there are 6 items based on Y theory assumptions. It can be said that the item numbers are balanced in terms
of representing the factors.

Item-total score correlations, sub-upper group mean difference analysis, '‘Cronbach's Alpha reliability coefficients
provide satisfactory evidence for the reliability of the developed measurement tool. Ona 5-point Likert scale, the
lowest value obtained from the X factor is 7, with a maximum value of 35;the lowest value obtained from the Y
component is 6, with a maximum value of 30. In light of all these findings, it was concluded that scientifically
persuasive evidence could be presented about the construct validity and reliability of a measurement tool based
on X and Y theory in a sample of school administrators, whichwas in line with the research's first question.

By the study's second question, the belief levels of school administrators in the study groups on human nature
were determined within the scope of the research. Accordingly, it was found that the mean scores based on the
theory of X assumptions of the first and second sample groups participating in the researchwere near to each
other (X:2.94, X:2.93) and moderate. It is seen that the mean scores based on the Y theory assumptions of both
study groups are similar, close to the high level (X:4.04, X:3.97). According to a study by Sabanci (2008), the
mean of school principals' beliefs about human nature, determined by a 4 Likert-type scale, was found to be X:
2.68 for theory X and X: 2.77 for theory .

Tas (2011) found that, according to teachers' and principals' perspectives, school principals’ management
philosophies are mostly based onthe Y theory assumption. In a study done by Ayral (2020), according to teacher
views, school principals' X theory means were close to the middle level (X:2.87), while their Y theory means were
close to the high level (X:3.70). While teachers' perceptions of the X theory were similar to the current study,
school administrators' perceptions of the Y theory were found to be higher in the current study. The research
findings expressed are in parallel with the findings of this study. Based on previous studies, it can be stated that
the perceptionofthe Y theoryamong school administrators has improved. Administrators can combine individual
and organizational goals; it may be stated in this context. Administrators withan attitude based on the assumptions
of theory Y aim to encourage creativity and innovation, minimize control, make the work attractive and meet the
needs of employees at a high level to give more freedom to their employees (Drucker, 2008; cited in Daneshfard
& Rad, 2020).

The moderate level of beliefs based on theory X assumptions is not desirable in educational institutions. Because
of the negative beliefs about human nature, the controlling attitudes of the managers and their pessimism in their
relations may cause their subordinates to have an obedient tendency. This situationmay cause employees to try
to do the jobto the letter as stated to them without questioning it to please their managers. Since the management
attitude based on the assumptions of the theory X carries the belief that the employees will be treated with the
same attitude, oppressive control mechanisms may take place in the management processes. This circumstance
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may hinder the school's innovation and development activities. Education's most precious asset is creativity. A
reduction in educators' creativity can result in the worst-case scenario.ln most institutions, the order is considered
important at the expense of inhibiting creativity. This may make itdifficult for the institutionto respondcreatively
to changing environmental needs (Mattaliano, 1982). While school administrators' belief in human nature based
on X theory is moderate, it will be difficult for them to create school conditions that will allow employees to
manage themselves by connecting them to the school's goals based on Y theory. In their research, Almeida,
Caetano, Duarte (2018) found that organizations emphasizing the Y theory offer an organizational culture that is
sensitive to changes in the organizational environment; therefore, they adapt to the adaptive culture structure.

When the findings regarding the third sub-problem of the study were examined, it was seenthat there was a low
level of negative correlation between the sub-scales of the belief in human nature (X and Y sub-scales). This
finding supports the idea that theory Y assumptions are not the opposite of theory X assumptions. Based on these
findings, the Y theory does not have the opposite beliefs of the X theory; instead, it can be said that it emphasizes
the belief that experiences andenvironmental conditions shape human nature. For example, while theory X asserts
that "A normal person prefers to be governed, wants to avoid responsibility, and has little ambition", theory Y
does not suggest that "A normal person prefers to lead, triesto take responsibility". Instead, theory Y emphasizes
the conditions and experiences of the individual. Therefore, the relevant assumption of theory Y is that "Under
favorable conditions, the ordinary person learns not only to accept but also to seek responsibility'™. The emphasis
on conditions is on the experience of employees. The contribution of school administrators in the formation of
experiences is shaped according to the environment (school culture, school climate, versatile communication,
supporting teachers, participation in the decision-making process, safe environment, etc.). In that case, theory Y
is not that most people are naturally willing to take responsibility; it argues that employees' responsibility-taking
behaviours depend mainly on their experiences and adaptive organizational conditions.

According to yet another example, theory X asserts that a normal person prefersto be governed. In contrast, theory
Y asserts that "People use ways of self-direction and control while serving the purposes to which they are
attached". In other words, theory Y states that topeople to governthemselves by committing to the organization's
goals. This shows that Theory Y assumptions are not the exact opposite of theory X assumptions but a different
approach fromtheory X. It is thought that the perception of these two theories in the literature as the opposite of
each other (Madero-Gomez and Rodriguez —Delgado, 2018; Sullivan, 2017) is a misconception. Based on this
misconception, accepting Xand Y theoryas the pioneer of two opposing management styles that lead to autocratic
and democratic leadership behaviours may be effective (Sullivan, 2017). This situation makes the validity of the
scales developedwith the thought that the assumptions of the two theories are opposite to eachother controversial.
Whenthe ideathat X and Y theoriesare notexactly opposite of eachother isaccepted, the content of the behaviour
set needed in the current conditions to manage employees with different characteristics in organizations will be
more enriched regardless of the managers' beliefs in human nature. In other words, people in organizations may
have different personalitiesthat respond to X theory assumptions rather than Y theory (Touma, 2021).

In the study, it was examined whether the beliefs of school administrators about the nature of humans differ
according to demographic variables. According to the researchresults, it was understood that the perceptions of
school administrators differ according to the type of school they work in the scores obtained from the sub-scale
based on the theory X assumptions.

Preschool, middle, and high school administrators have higher beliefs about X theory than primary school
administrators. This finding shows that the beliefs of school administrators working in primary schools about
human nature are less pessimistic than those working in pre-school, secondary, and high schools. On the other
hand, school administrators' beliefsabout Y theory do not differ according to school types. In this context, it can
be said that the theory of Y assumptions is more widely accepted, regardless of school type, with the adoption of
the contemporary management approach.

Although it was seen that the effect of school administrators' task type on X and Y theory scores was not
statistically significant, t values were very close to the 0.05 significance level. Therefore, the difference between
the arithmetic means is interpreted. Since the assistant principals mostly act as a bridge between the school
principal and the teachers in executing the management processes and operating organizational structure, it is
thought that their beliefs about human nature are more negative than the school principals. It is thought that the
problems experienced in the school regarding fulfilling the duties negatively affect the beliefs of the assistant
principals who are in direct communication with the teachers.

It has been understood that the seniority of school administrators in the Ministry of National Education, their
gender, administrative seniority, educational background, age, and the number of teachers in the schools they
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work in do not affect the X and Y theory scores. In Sabanci's (2008) study, school principals' beliefs about human
nature did not differ according to their experience. Considering that human beliefs gain strong stability over time,
it may be possible to develop resistance to variables such as educational status, gender, seniority, age, and size of
the target audience. Because school administrators in Turkey are trained on the job, the tendency to continue to
the apparent, recognized, existing, and establishedschool management style may facilitate sharing X, and Y views
and attitudes regardless of seniority, gender, age, or educational status.

Recommendations

On the basis of the researchfindings, it is suggestedthat the Y theory's tenets be incorporated into the management
processes of schools, where the human aspect takes precedence over the institutional aspect. Using the scale
developed within the scope of this study, the relationship between school administrators' beliefs about the nature
of humans and various phenomena and factors, suchas school culture, climate, organizational commitment, job
satisfaction, and personality traits, can be investigated. In addition, because the scale developed for this study was
developed in Turkish, it is recommended that validity and reliability tests be repeated when adapting it to other
cultures.
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Abstract

Individuals' cognitive flexibility, their capacity to regulate their emotions, and their ability to be aware of the
present moment will positively influence the way they behave toward themselves and their environment. It is
considered that parents with these characteristics will exhibit behaviors that influence future generations largely
in a positive way. The researchaims to test a hypothetical model developed based on the literature to determine
the factors affecting the cognitive flexibility of parents. The study group for the research consists of 351 parents
with childrenin various age groups who are attending preschool, primaryschool, secondary school, or highschool.
The Cognitive Flexibility Inventory, Emotion Regulation Questionnaire, and Interpersonal Mindfulness in
Parenting Scale were utilized as data collectiontools inthis study. The researchwas carried out with the relational
screeningmodel. Structural equationmodeling was used for the analysis of the data. In the model, where cognitive
flexibilitywas acceptedas a predictedvariable, emotionregulationskills and mindfulness demonstrateda positive
relationship. Besides, mindfulness displays a positive relationship with cognitive flexibility.

Keywords: Cognitive flexibility, Emotion regulation, Mindfulness, Parents.

Introduction

Individuals who can adapt to rapidly changing social structure under the influence of science and technology have
distinct characteristics. One of these features is cognitive flexibility (Martin & Rubin, 1998). Cognitive flexibility
refers to the ability to cognitively develop and enforce new response arrangements in the face of changing
environmental conditions (Martin & Rubin, 1995). It has been stated that individuals with high cognitive
flexibility could prepare themselves for exhibiting new response patterns by evaluating possible situations beyond
existing ones (Martin & Rubin, 1998). The concept of cognitive flexibility implies an individual trait that can be
understood through life roles such as parenthood. Since it is possible for parents with children of any age to
constantly encounter extraordinary situations and change their behaviors according to these experiences
(Kobayashi, 2017), therefore, the concept of cognitive flexibility needs to emerge naturally during parenting.
Parents' ability to anticipate potential threats to their children and determine their response accordingly may be
related to the higher cognitive flexibility levels of parents. According to Martin and Rubin (1998), the variety of
responses generated by individuals is also relevant to their cognitive flexibility levels. It has been observed that
cognitively flexible individuals behave confidently intheir relationships (Bandura, 1977; Martin & Rubin, 1995).
In this regard, cognitive flexibility could be addressed as an important skill for parents to better regulate
relationships with their children. In line with this information, Koesten, Schrodt, and Ford (2009) discovered in
their study that cognitive flexibility fully mediates the effects of the power of self-expressionand avoidance of
conflict onthe well-being of the family.

In the review of the national literature on cognitive flexibility, it was seen that the interest in this concept has
gradually escalatedinrecent years and that cognitive flexibility has been studied with various groups and variables
(Chen et al., 2022; Miles et al., 2022; Sahin Tagkin & Esen Aygiin, 2022). However, the research, especially on
the cognitive flexibility of parents, is limited. For example, Altunkol (2011) demonstrated a negative relationship
between the perceived stress levels and the cognitive flexibility levels in university students. Kiiciiker (2016)
investigated the possible roles of forgiveness, unforgiveness, and cognitive flexibility variables in the relationship
between emotion regulation strategies and life satisfaction in university students. Atayeter (2020) determined that
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parentswith high cognitive flexibility make positive impacts on their children's temperament characteristics. Cetin
(2020) discowvered that an increase in cognitive flexibility, combined with language learning motivation would
lead to favorable results during foreign language learning in university students.

It is observed that the concept of cognitive flexibility has been examined in conjunction with various concepts in
the international literature. Johnco, Wuthrich, and Rapee (2014) investigated the effects of cognitive flexibility
on treatment outcomes and the acquisition of cognitive restructuring skills during the treatment of anxiety and
depressionin older adults. Al-Jabari (2012) examined the relationship between self-esteem, psychological and
cognitive flexibility, and psychological symptomatology. The results suggested that cognitive flexibility has been
found to be negatively correlatedwith psychological symptoms. Lin (2013) searchedfor the relationships between
cognitive flexibility and openness to change and concluded that this relationship was positively related to
academic achievement. Soltani et al. (2013) evaluated cognitive flexibility along with depression, resistance, and
coping styles, and their results suggested a positive relationship between them.

Cognitively inflexible individuals are oftenrigid and dogmatic. Their rigid mindset is characterized by irrational
thoughts, which can lead to psychological disorders such as depression (Dag and Giiliim, 2013; Ozdemir, 2019).
According to Beck (1967), depressed people often experience a discrepancy when they compare the messages
arising fromthe environment with their own depressive beliefs. This discrepancy causes the individual to show
resistance to accepting and believing what actually happened rather than his own reflections. In other words,
inflexible individuals fail to adapt their feelings and thoughts to different situations. Inflexibility and being
narrow-minded create certain difficulties on part of the individual and thus, may impair mental health (Martin et
al., 1991). This finding may be interpretedasan indicator ofa close link between cognitive flexibilityand emotion
regulation skills.

Emotions direct a person’s thoughts and actions in life. Individuals often integrate their thoughts and behaviors
with their emotions and make sense of them. The emotions inform individuals about the intentions of others,
whether a situation is good or bad, and the trajectory of social behavior (Gross, 1998; Hebb, 1949; Keltner &
Gross, 1999; Young, 1943). If there is anything that is more critical than emotions, it is the ability to regulate
them. Emotion regulationskills are the efforts of individuals to be able to successfully direct and regulate their
emotions to maintaintheir harmonious and functional integrity despite changing environmental conditions (Gross,
1998; Thompson, 1994).

Especially when it comes to parents, it is known that the emotions they encounter usually vary along with the
differentiation of the developmental stages of their children. Parenting itself is an emotional experience that
includes emotions such as happiness, anger, sadness, anxiety, and commitment (Dix, 1991). It seems obvious that
parents' emotion regulation skills are considered an important determinant of their self-regulation and adaptation
skills (Barros et al, 2015). It is stated that parents’ skillfully being aware of their own emotions has a positive
impact on their sociability in the family, the strength of relationships, and even the emotion regulation skills of
their children (Bariola et al., 2011). In the literature, it is observed that the research on emotion regulation is
constantly increasing, and its links to various concepts are also examined. A positive relationship between
children's emotion regulation behaviors and mothers' socialization behaviors was identified (Secer, 2017). It was
stated that there is a positive association between the mothers’ and their children’s disclosure about their emotion
suppression (Bariolaetal.,2011). Emotional regulation skills in parents are obviously important and necessary in
issues such as raising healthy children and maintaining family welfare. It does not seem possible to implement
emotion regulation skills without integrating awareness and attention components. Mindfulness ranks first among
the concepts that positively affect emotion regulation skills (Teper etal, 2013). Similarly, there are the research
findings that could be interpreted as proof of the feasible influence of mindfulness on cognitive flexibility
(Lebares, 2019). Based on these studies and theoretical knowledge, it is considered that this relationship between
emotion regulation skills and cognitive flexibility, which are observed to be closely related, is mediated by
mindfulness.

In the review of the literature, it is identified that there are empirical studies examining emotion regulation skills,
mindfulness, and cognitive flexibility, and some of them are summarized here. It has been revealed that there is a
positive relationship between children's emotion regulation skills and their mothers' mindfulness levels (Ren et
al., 2021). Furthermore, it has been stated that acquired training or earned specializationin any job leads to the
automatizationofa person'sskills, that is, theyare used to elicit responses regardless of cognitive flexibility (Cafias
etal., 2003). It is known that conscious awareness is inversely proportional to automation of the skills. All kinds
ofautopilotactions in daily life may impair the levels of consciously beingaware. This could be relatedto parents'
automatization of parenting roles, in which these roles frequently maintain themselves without conscious
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awareness, and parents demonstrate less cognitive flexibility in new situations. According to Siegel (2007), the
concept of mindfulness is “being able to get out of autopilot and focus consciousness on the present moment, and
consciously grasp this moment.” Mindfulness is a concept that was born from the experience of "being in the
present moment" in eastern philosophies. The various researchers seem to emphasize the same points, albeit in
different ways. The experience of being in the present moment is to feel alive in the lived experience, to discemn
the experience voluntarily, to direct attention to the current experience, and to accept the experience as it is
(Germer, 2009; Hanh, 1991; Kabat-Zinn, 2003). Mindfulness is defined as an orientation that includes curiosity,
openness, and acceptance, and the maintenance of attentionin the present experience through self-regulationskills
(Bishopetal., 2004).

Although mindfulness studies have been around for decades, they appear to have only recently become a subject
of studies on parents (Sawyer Cohen & Semple, 2010). When parents are mindful, they are present in the present
moment with their children. More specifically, it enables parents to approach their children carefully despite their
own failures and limitations during their parenting adventure (Kabat-Zinn & Kabat-Zinn, 2014; McCaffrey,
Reithman & Black, 2017; Moreira& Canavarro, 2019). Inthe review of the studies on the mindfulness of parents,
it was evident that mindfulness is not a goal but a journey that must always be continued all the way through life,
it has a significantimpact on children's behavioral problems; that it predicts the well-being of families, particularly
for children and that there have been some studies conducted on family education programs based on various
mindfulness concepts (Dumas,2005; Kabat-Zinn and Kabat-Zinn, 2021; Ren etal., 2021).

In today's world, people are orientedto do many things at the same time, with more duties and responsibilities.
Many areas, such as technological developments, epidemic processes, perceptions of normality, and education
systems, will all influence individuals’ behaviors. Therefore, parents have to manage their own personal change
and to deal with the varying needs of their children at the same time. The ability to meet their children's physical
needs in the modern world gradually transformed into a struggle to become parents who should be sufficient in
every way in the post-modernworld. One of the parental understandings that have spread rapidly among parents,
especially inrecent years, is the positive parenting approach. Positive parenting has been defined as an approach
that includes “appropriate parenting behaviors that nurture, empower, involve no violence, set boundaries to
ensure the whole child’s development, and provide guidance by recognizing the child” (Committee of Ministers
of the Council of Europe, 2006). Again, there is the "unconditional parenting" approach, which became popular
in social life. This approach gives families advice on how to respond to their children's mistakes, how to deal
with crisis situations, and how to address problematic behaviors in children(Kohn, 2015). These and similar
parenting styles suggest that research should focus more on parents Thus, it is required to conduct a study on
parents after consideration of the aforementioned explanations. After the examination of developmental
neuroscience studies, it is known that people have various adaptive and coping skills in different life stages.
Gopniketal. (2017) identified intheir study that cognitive flexibility undergoes certain changes during childhood,
adolescence,and adulthood. High levels of cognitive flexibility, in particular, are thought to provide the necessary
strength to parents for easily adapting to their parenting roles and personal relationships during such a complex
life period as being a parent. Besides, the high level of mindfulness of the parents would enable them to be more
aware of their emotions and to experience emotions in line with the situations they encounter. Similarly, this will
facilitate parents’ ability to respond appropriately to new and different situations, that is, to be more cognitively
flexible. For this reason, mindfulness may have an enhancing effect on cognitive flexibility (Bilgin, 2009; Cox,
1980; Moore & Malinowski, 2009; Stevens, 2009). As a result, the purpose of this study was to put the structural
equation modeling of emotion regulation skills and mindfulness levels to the test in order to better understand the
cognitive flexibility levels of parents. Along with this model, it is intended to contribute to future studies aimed
at understanding and developing parents' cognitive flexibility levels. This will enable field practitioners to use
techniques and skills such as mindfulness in their interviews with parents. Maternal depression has been
determinedto be related to externalizing disorders characterized by childhood depression, anxiety, and impulse
control. The importance of training based on mindful parenting for the prevention of these conditions is also
mentioned(Sawyer Cohen & Semple, 2010). In the light of this information, it is considered that the results
obtained from this study will make a contribution to school counselors, family counselors, and, briefly, all
professionals working with parents in applying training programs based on mindfulness. Herein, it seems
important to examine how the mindfulness levels of parents play a role in the relationship between cognitive
flexibility levels and emotionregulation skills. As a result, the study's goal is to look into the role of mindful
parenting in mediating the relationship between parents' emotional regulation skills and cognitive flexibility
levels. In line with this general purpose, the answers to the following questions were searched for.

1) Are there any significantrelationships betweencognitive flexibility,emotionregulation, and mindful parenting
variables?
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2) Is the model that analyzes the mediating role of mindful parenting in the relationshipbetween parents' cognitive
flexibility and emotionregulation skills confirmed?

Method

The Research Model

This researchis a descriptive study based on the relational screening model, which was conducted to determine
the relationships between parents' emotional regulation, mindfulness, and cognitive flexibility levels.

The Study Group

The study group of the research consists of 351 parents who have children in preschool, kindergarten, primary
school, secondary school, and high school under the management of the Ministry of National Education in the
2020-2021 academic years. The demographic information of the parents and their children in the study group,
such as gender, age, educational status, and occupation, is presented in Table 1.

Table 1. Demographic features of participants

Variables Frequency Percentage Total
Gender Female 285 81.2 351

Male 66 18.8 %100

Primary school 18 25.1 351

Secondary 11 3.1 %100
Education level High 48 13.7

University 189 53.8

Master 85 442

22-29 46 13.2 349
Age 30-39 249 71.3 %99.4

40-50 54 155

Teacher 139 39.6 351

Housewife 91 25.9 %100

Health workers 32 9.1
Occupation Government official 19 5.4

Engineer 10 2.8

Private sector 40 11.4

Other 20 5.7

Preschool 215 61.3 351

Primary 27 7.7 %100
The age of the children Secondary-High 20 57

Having childrenat different

et g 89 25.4

One child 185 52.7 351

Two children 128 36.5 %100
The number of children Three children 32 9.1

Four children 3 0.9

Five children 3 0.9

The Measurement Tools

The personal informationform: The personal information form prepared by the researchers includes questions
about age, gender, education level, occupation, number of children, and the children’s age.
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The cognitive flexibility inventory: This inventory was developed by Dennis and Vander Wal (2010) to identify
the cognitive flexibility levels of adults. The adaptation study of the inventory to Turkish culture was carried out
by Dag and Gulum (2012). Three types of scores are obtained from this measurement tool, namely two subscale
scoresas Alternatives and Control,anda total score. According to the reliability study of the inventory, Cronbach's
alphas for Alternatives, Control subscales, and total score were .89,.85, and .90, respectively. As a part of the
validity study, the criterion validity analyses demonstrated that it measured the desired structure.

For this study, the internal consistency coefficient of the Cognitive Flexibility Inventory was found to be .87.The
information regarding the validity study is as follows: ¥>=2090.,4, sd=662, y*sd=3.15, RMSEA=0.07,
SRMR=0.04, GFI=0.90, AGFI=0.87, CFI=0.88, NFI=0.87, NNFI=0.90.

The questionnaire on effect regulation The Emotion Regulation Scale was developed by Gross and John
(2003) to determine individuals' emotion regulation tendencies in basically two categories. It consists of two
subscales: "Cognitive Reappraisal"and "Expressive Suppression.” The adaptation study of the scale into Turkish
was conducted by Eldeliklioglu and Eroglu (2015). According to the reliability study, Cronbach's alphas for
Cognitive Reappraisal and Expressive Suppression scores were.78 and.73, respectively. Cronbach alpha values
for the test-retest cognitive reappraisal and expressive suppression scores are.74 and.72, respectively.

Cronbach’s alpha internal consistency coefficients for the Cognitive Reappraisal and Expressive Suppression
scores for this study were found to be.76 and.66, respectively. The findings regarding the validity study are as
follows: y>=338.4,sd=70, y*/sd=4.83, RMSEA=0.10, SRMR=0.04, GFI=0.90, AGFI=0.87, CFI=0.88, NFI=0.88,
NNFI=0.88

The interpersonal mindfulnessin parenting questionnaire: The scale developed by McCaffreyet al. (2017) was
utilized to determine the mindfulness levels of parents. The Interpersonal Mindfulness Scale in Parenting, which
Arslan Gordesli, Arslan, ekici, Stinbiil, and Malkog¢ (2018) adapted into Turkish, consists of 24 items and two
subscales. As a part of the reliability studies, Cronbach's alpha values were detected for the two subscales, namely
"Parental Self-efficacy" and "Being in the Moment the Child” as.83 and.73., respectively. For this study, the
Cronbach alpha internal consistency coefficients for Parental Self-efficacy and Being in the Moment with the
Child scores were found to be.84 and.80, respectively. The results of the validity study are as follows: y>=1356.3
sd=504, y*/sd=2.69, RMSEA=0.07, SRMR=0.04, GF1=0.92, AGFI=0.90, CFI=0.90, NFI=0.90, NNFI=0.91

Data Collection

In the data obtaining process, we contacted researchers who adapted the measurement tools that were planned to
be primarily used in this study via email. Permission was requested for using the scales, and all information about
general characteristics, psychometric properties, and scoring of the scales was provided by the researchers. After
receiving approval from Agr1 Ibrahim Cegen University’s Ethics Committee, the scales were administered to
volunteer parents. The convenience sampling method, one of the non-probability sampling methods, was used.
The schools inthe city where the researchers are located were contacted. The research questions were sent to the
volunteer parents via the internet. The researchers examined the Google Form documents they obtained.

The Analysis ofthe Variables

Before dataanalyses, it was examined whether some assumptions were met. These assumptions included sample
size, extreme values, normality, linearity, multicollinearity, and sequentiality. For missing data, value assignment
was performed with the mean of the series. Raw scoreswere converted to Z-scores for outlier analysis. Twenty
people with a Z score of £3.29 were excluded from the data set (Tabachnick & Fidell, 2014). The Mahalanobis
distance value was checkedto see if there was an extraordinary combination between the variables, there was no
problem. detected. For the assumption of normality, the histogram graph and descriptive statistics values were
checked. The kurtosis and skewness coefficients ofall variables are within the range of 1. It was determined that
the variables showed a normal distribution. Variance increase factors (VIF), conditionindex (Cl), and tolerance
values were examined to determine whether there was a multicollinearity problem. It was determined that there
was no multicollinearity problembetweenthe variables. Afterwards, the relationship betweencognitive flexibility
and other variables was evaluated with the Pearson Product Moments Correlation Coefficient. Then, the
measurement model arising from the hypothetical model, which was the subject of the investigation, was tested
with Confirmatory Factor Analysis. In the last stage, the proposed hypothetical model was analyzed with the
structural equation modeling technique. LISREL 8.7 and AMOS 23 statistical package programs were used inthe
research.
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Results

For answering the research question within the scope of this study, firstly, the relationships among the variables
in the model to be tested were examined. The results are presented in Table 2.

Table 2. Correlations between the variables

Variables 1. 2. 3. 4, 5.
1.Parental Self-efficacy 1 695** A446** .055 272%*
2.Being in the Moment with the Child 1 A4TF* .037 298**
3.Cogntive Flexibility 1 -.096 361**
4.Expressive Suppression 1 -.015
5.Cognitive Reappraisal 1
**p<.01

As it is obvious from Table 2, there are significant relationships between the variables in the hypothetical model
proposedfor this study. Accordingly, cognitive flexibilitywas significantlyrelatedto parental self-efficacy (r=45,
p<.01), being in the moment with the child (r=.45, p<.01), and reappraisal (r=.36, p<.01). These results obtained
from the relationship between the variables suggest an important finding in the validation of the hypothetical
model.

In the research, the measurement model was testedto examine the suitability of the measurement tools used before
the structural model test. It is seen that the measurement model gives sufficientand good fit values to test the
structural model (¥2/Sd=1.58, RMSEA=0.057, SRMR=0.062, CFI=0.90, NFI=0.90, GFI= 0.89, AGFI=0.90). The
fact that a measurement model has the same structure in different groups means that the model to be tested could
measure the same features every time. This is called measurement invariance (Mark & Wan, 2005). In this study,
gender invariance was examined to determine whether the models to be tested were invariant in terms of gender.
At the end of the analysis, it was found that this measurement model, which included negative parenting, did not
change with regard to gender [AX2 =6110.4 df=2748,p>.001; ARMSEA=0.059, ACFI=0.01].

It was observed that the measurement models tested provided acceptable fit values. In this context, structural
equation modeling related to the hypothetical model was performed, and the representation of the model is
presented in Figure 1.

Cognitive
Emotional 26 Flexibility
Regulation

39 .46

Parents’

e e

Mindfulness

Figure 1: Representation of the hypothetical model

It is seen that the fit values of the hypothetical model were within acceptable limits (x2/Sd=2.7, RMSEA=0.060,
SRMR=0.061, GFI=0.91, NNFI=0.89, AGFI= 0.91, RFI=0.89). The statistical significance of the relationships
between the latent variables inthis model was interpretedaccordingtot values and standardized beta coefficients.
The results of these calculations are given in Table 3.
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Table 3. Standardized values and t values for the hypothetical model tested

Structural Relations Standardized beta tvalues
coefficients ()

Emotional Regulation ====) Parents’ Mindfulness 0.39 511

Parents’ Mindfulness ™= (Cognitive Flexibility 0.46 291

Emotional Regulation — Cognitive Flexibility 0.26 5.15

According to Table 3, it seems obvious that the variables in the tested hypothetical model predict each other
significantly. According to this model, parents' levels of emotion regulation significantly predict their levels of
mindfulness (=.39, t=5,11 p<.01). mindfulness levels predict cognitive flexibility levels significantly (f=.46,
t=2,91 p<.01). Emotion regulation levels predict cognitive flexibility levels significantly (f=.26,t=5,15 p<.01).

Discussion, Conclusion, and Recommendations

This study was conductedto examine the mediating role of mindfulness levelsin the relationship between parents'
cognitive flexibility levels and emotion regulation skills. Structural equation modeling was utilized in the study
since the researchaimedto reveal the cause-and-effectrelationship and the mediation effect for the relationships
between these variables. The results of the correlation analysis revealed that there is a significant relationship
between cognitive flexibility and parental self-efficacy, whichis the subscale of the Interpersonal Mindfulness in
Parenting Questionnaire, and between being in the moment with the child and the cognitive reappraisal subscale
of the Emotional Regulation Questionnaire. According to the structural equation analysis, a good level of fit was
identified between the collected data and the predicted model. The results of the study revealed that emotional
regulation skills could be predicted from the cognitive flexibility levels of the parents, and this relationship was
almost entirely explained through mindfulness. In other words, mindfulness levels acted as a mediator between
cognitive flexibility and emotion regulation skills.

The results of the study exhibited that emotion regulation affects cognitive flexibility both directly and indirectly
through mindfulness. Given the positive relationship between emotion regulation skills and cognitive flexibility,
the findings support the findings of previous studies (Leahy et al.,2011; Murphy, 2015). Inastudy examining the
relationship between emotion regulation, life satisfaction, cognitive flexibility, and forgiveness-unforgiveness
variables; maladaptive emotion regulation strategies were found to be associated with less cognitive flexibility.
In other words, it was concluded that cognitively flexible individuals could use their emotion regulation skills
more adaptively (Kiigiiker, 2016). The effects of yoga exercises on the individual's cognitive flexibility and
emotion regulationskills were examined, and their positive effects were observed (Dicketal., 2014). According
to the aforementioned study, an individual's inability to be in the moment leads to a loss of cognitive flexibility
and awoidance of the present moment, which prevents the individual from gaining awareness and thus
incapacitates him in regulating emotions. In the light of these studies, it could be suggested that parents who are
able to regulate their emotions in accordance with the present situation could organize their thoughts according to
this situation, take into account, and create better options for themselves. In this way, it is predicted that parents
could maintain both the relationship between themselves as a couple and their relationships with their childrenin
a more positive way. In addition, it is known that the role of parenting bears considerable stress by its nature
(Rousseauet al., 2013). In stressful situations, cognitive flexibility is determinantin controlling people's emotions
(Demirtas, 2019). For this reason, it could be inferred that cognitively flexible parents could effectively cope with
stressful situations they encounter while in their parenting roles and could easily regulate their emotions. This
skill will make a positive contributionto the way parents raise their children and enable them to display more
affirmative behaviors towards their children.

According to another result of this research, there is a direct relationship between mindfulness and emotion
regulation skills. People who use mindfulness more actively could regulate their emotions in a more favorable
direction. This finding is in line with the conclusion that the mindfulness-based intervention programs, which
were implemented by Deplus, Billieux, Scharff, and Philippot (2016) in their study with adolescents, improved
the emotion regulation skills of these individuals. Another study investigating the relationship between
mindfulness and emotionregulationinthe literature will be describedhere. Participants were askedto keep records
oftheiremotional experiences sixtimesaday for one week. In these records, the relationship between mindfulness
levels, emotional differentiation, and emotional changes was evaluated. Accordingto the results of the research,
the recorded emotions were better recognized, identified, and regulated in a healthy way, and it concludes that
mindfulness influences the emergence of all these processes (Hill & Updegraff, 2012). Individuals who could be
aware of the present moment are consideredto be able to feel the emotions that the moment triggers, hear their
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thoughts, and exhibit appropriate behaviors in accordance with the moment. From this point of view, it could be
suggested that parents who can actually stay in the moment experience their emotions in harmony with the
moment. The individual who isaware of his feelings will express himself appropriatelyand will not have difficulty
in acknowledging his wishes and complaints (Gross, 1998). Parents as important role models in a child’s life,
would set a good example for their children in this respect. Also, parents who are aware of the present moment
will spend more quality time with their children. This, in turn, will positively influence the relati onship of parents
with their children.

Another result of the study is that there is a positive relationship between mindfulness levels and cognitive
flexibility. Carmody, Baer, Lykins, and Olendzki (2009) obtained results similar to this research ina model trial
they generated to predict the modifications in awareness by variables such as clarification of values, cognitive and
behavioral flexibility, and changes in self-regulation. Kaymaz and Sakiroglu (2020) conducted research and
discovered a positive relationship between mindfulness and cognitive flexibility. According to this result, it could
be inferred that individuals may give appropriate reactions as long as they are aware of the moment they are in.
As parents could regulate their cognitions and emotions altogether, they could also be more functional, and they
could become involved in positive situations in their lives to the extent that they could arrange their way of
thinking and feeling in the face of upcoming events (Demirci and Giineri, 2020). These types of self-regulation
exist only when one accepts what is happening in the moment without a judgmental attitude and accommodates
himself to the situations. Kabat-Zinnand Kabat Zinn (2021) suggest that mindful parents (1) are more aware of a
child's unique nature, feelings, and needs; (2) are more present and have the ability to listen carefully to their
child; (3) accept and remember all pleasant or unpleasant moments as they happen; (4) identify their own reactive
impulses and respond more appropriately, creatively, and with greater clarity and kindness. After these are
evaluated, it is stated that parents with high levels of mindfulness exhibit more appropriate and creative behaviors
that are compatible with the situation. The definition mentioned here is in parallel with the characteristics of
cognitively flexible individuals. Flexible individuals could generate various options suitable for a situation and
choose the most suitable one among them (Martin & Rubin, 1998). It can be suggested that the definitions given
here are similar to each other, and this similarity is supported by the findings of this study. In addition, it would
not be a mistake to imply that parents with a high level of these characteristics tend to exhibit more positive
parenting behaviors, such as creating various alternatives and choosing the most appropriate one for the situation,
and being aware of their children's needs.

Finally, the mediating role of mindfulness in the relationship between emotion regulation skills and cognitive
flexibility was identified in this study consisting of model-based testing. It was concluded that these variables
displayed a positive relationship with cognitive flexibility. When interpreting the results of the research, it should
be taken into account that the study was conducted with only parents. In future studies, it may be possible to work
with parents whose children are in similar age groups and attend preschool, primary school, high school, or
university. In addition, the variation of the model over time could be followed up with a longitudinal study. In
future studies, the possible effectsof variables suchas meta-emotion, meta-cognition, and the predispositionlevels
of parents to any mental disorders such as anxiety and depression, which may play a role as mediating variables
in the relationship between parents' cognitive flexibility and emotion regulation skills, could be explored. The
results of this study are considered beneficial for psychological counselors working in the field. Practitioners
couldwork with parents towards increasing their cognitive flexibility based on Cognitive Behavioral and Rational -
Emotive Behavioral Therapy. This approach will enhance their emotion regulation skills. In addition, parent
mindfulness as a mediator variable provides a link in the relationship between parents' emotion regulation skills
and cognitive flexibility. As a result, we can conclude that mindfulness-based trainings will improve parents'
emotional regulationand cognitive flexibility. In this way, parents could be strengthened in terms of these skills
through psycho-educational programs and family trainings targeted to increase their levels of conscious
awareness.

Author (s) Contribution Rate
The authors' contribution rate inthis study is equal.

Conflicts of Interest
There was no conflict of interest between the authors in this study.

Ethical Approval
Ethical permission (5.03.2021 tarih ve 78 sayili karar) was obtained from Agr1 Ibrahim Cegen University
institution for this research.



IJCER (International Journal of Contemporary Educational Research) 793

References

Al-Jabari, R. M. (2012).Relationships among self-esteem, psychological and cognitive flexibility, and
psychological symptomatology [Master’s thesis]. University of North Texas, ABD.

Altunkol, F. (2011). The evaluation of the relationship between cognitive flexibility and the perceieved stress
levels of university students [Master’s thesis].Cukurova University, Adana.

Aslan Gordesli, M., Arslan, R., Cekici, F., Aydin Siinbiil, Z., Malkog, A. (2018). The psychometric properties of
the mindfulness 1n parenting questionnaire In Turkish sample. European Journal of Education Studies,
5(5),175-188.

Atayeter, B. (2020). The relationship between parents' cognitive flexibility and perfectionism levels, and
temperament characteristics of preschool children [Master’s thesis]. Istanbul Sabahattin Zaim
University.

Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change. Psychological Review, 84(2),
191-215. https://doi.org/10.1037/0033-295X.84.2.191

Bariola, E., Gullone, E., & Hughes, E. K. (2011). Child and adolescent emotion regulation: The role of parental
emotion regulation and expression. Clinical Child and Family Psychology Review, 14(2), 198.
https://doi.org/10.1007/s10826-015-0158-y

Barros, L., Goes, R., & Pereira, A. I. F. (2015). Parental self-regulation, emotional regulation and temperament:
Implications for intervention. Estudos de Psicologia (Campinas), 32(2), 295-306
https://doi.org/10.1590/0103-166X2015000200013

Beck, A. T. (1967). Depression: Clinical, experimental, and theoretical aspects. Harper and Row.

Bilgin. M. (2009). Bilissel esnekligi yordayan baz1 degiskenler. Cukurova Universitesi Egitim Fakiiltesi Dergisi,
36(3),142-157.

Bishop, S. R., Lau, M., Shapiro, S., Carlson, L., Anderson, N. D., Carmody, J., Segal, Z. V., Abbey, S., Speca,
M., Velting, D., & Devins, G. (2004). Mindfulness: A proposed operational definition. Clinical
psychology: Science and practice, 11(3), 230-241. https://doi.org/10.1093/clipsy.bph077

Cafias, J., Quesada, J., Antoli, A., & Fajardo, 1. (2003). Cognitive flexibility and adaptability to environmental
changes in dynamic complex problem-solving tasks. Ergonomics, 46(5), https://doi.org/482-501.
10.1080/0014013031000061640

Carmody, J., Baer, R. A, LB Lykins, E., & Olendzki, N. (2009). An empirical study of the mechanisms of
mindfulness in a mindfulness-based stress reduction program. Journal of Clinical Psychology, 65(6),
613-626. https://doi.org/10.1002/jclp.20579

Committee of Ministers of the Council of Europe. (2006). 19. (Available from:
https://search.coe.int/cm/Pages/result details.aspx?ObjectlD=09000016805d6dda

Cox, K. S.(1980). The effects of second-language study on the cognitive flexibility offreshmanunversity students.
[Doctoral dissertation]. The Ohio State University.

Cetin,C. (2020). Evaluationofthe predictive role of cognitive flexibilityandforeign language learning motivation
for foreign language anxiety in students preparing for a university [Master’s thesis]. Eskisehir
Osmangazi University.

Dag, 1. ve Giiliim, V. (2014). The mediating role of cognitive features inthe relationship betweenadult attachment
patterns and psychopathology symptoms: cognitive flexibility. Turkish Journal of Psychiatry, 25(4), 244-
252.

Delano-Wood, L. M. (2002). The relationship between cognitive flexibility, depression, andanxiety in older adults
[Master’s thesis]. Michigan State University.

Demirci, O. O., & Giineri, E. (2020). The effect of cognitive flexibility on cognitive emotion regulation. Uludag
University Faculty of Arts and Sciences Journal of Social Sciences, 21(39), 651-684.
doi.org/10.21550/sosbilder.624377

Demirtag, A. (2019). Cognitive Control and Cognitive Flexibility in Stressful Situations: An Adaptation Study of
a scale. Psychology Studies, 39 (2) , 345-368. https://doi.org/10.26650/SP2019-0028

Dennis, J. P., & Vander Wal, J. S. (2010). The cognitive flexibility mventory: Instrument development and
estimates of reliability and \alidity. Cognitive Therapy and Research, 34(3), 241-253.
https://doi.org/10.1007/s10608-009-9276-4



https://doi.org/10.1037/0033-295X.84.2.191
https://doi.org/10.1007/s10826-015-0158-y
https://doi.org/10.1590/0103-166X2015000200013
https://doi.org/10.1093/clipsy.bph077
https://doi.org/482–501.%2010.1080/0014013031000061640
https://doi.org/482–501.%2010.1080/0014013031000061640
https://doi.org/10.1002/jclp.20579
https://search.coe.int/cm/Pages/result_details.aspx?ObjectID=09000016805d6dda
https://doi.org/10.26650/SP2019-0028
https://psycnet.apa.org/doi/10.1007/s10608-009-9276-4

794 Dogan & Turp

Deplus, S., Billieux,J., Scharff, C., & Philippot, P. (2016). Amindfulness-based group interventionfor enhancing
self-regulation of emotion in late childhood and adolescence: A pilot study. International Journal of
Mental Health and Addiction, 14(5), 775-790. https://doi.org/10.1007/s11469-015-9627-1

Dick, A. M., Niles, B. L., Street, A. E., DiMartino, D. M., & Mitchell, K. S. (2014). Examining mechanisms of
change in a yoga intervention for women: The influence of mindfulness, psychological flexibility, and
emotion regulation on PTSD symptoms.Journal of Clinical Psychology,70(12), 1170-1182.
doi.org/10.1002/jclp.22104

Dix, T. (1991). The affective organization of parenting: Adaptive and maladaptative processes. Psychological
Bulletin, 110(1), 3—25. https://doi.org/10.1037/0033-2909.110.1.3

Dumas, J. E. (2005). Mindfulness-based parent training: Strategies to lessen the grip of automaticity in families
with disruptive children. Journal of Clinical Child and Adolescent Psychology, 34(4), 779-791.
https://doi.org/10.1207/s15374424jccp3404 20

Eldeleklioglu, J., & Eroglu, Y. (2015). A Turkish adaptation of the emotion regulation questionnaire. Journal of
Human Sciences, 12(1), 1157-1168.

Gabrys, R. L., Tabri, N., Anisman, H., & Matheson, K. (2018). Cognitive control and flexibility inthe context of
stress and depressive symptoms: The cognitive control and flexibility questionnaire. Frontiers in
Psychology, 9. https://doi.org/10.3389/fpsyq.2018.02219

Germer, C. K. (2009). The mindful path to self-compassion: Freeing yourself from destructive thoughts and
emotions. The Guilford Press.

Gopnik, A., O’Grady, S., Lucas, C. G., Griffiths, T. L., Wente, A., Bridgers, S., Aboody, R., Fung, H., & Dahl,
R. E. (2017). Changes in cognitive flexibility and hypothesis search across human life history from
childhood to adolescence to adulthood. Proceedings of the National Academy of Sciences, 114(30),
7892-7899. https://doi.org/10.1073/pnas.1700811114

Gross, J. J. (1998). The emerging field of emotion regulation: An integrative review. Review of general
psychology, 2(3), 271-299. https://doi.org/10.1037%2F1089-2680.2.3.271

Gross, J. J. & John, O.P. (2003). Individual differences in two emotion regulation Processes: Implicationsfor
Affect, Relationships, and Well-Being. Journal of Personality and Social Psychology, 85(2), 348-362
https://doi.org/10.1037/0022-3514.85.2.348

Hanh, N.T. (1976). The miracle of mindfulness: Amanual on meditation (Cev. Mobi, H). Beacon Press.

Hill, C. L., & Updegraff, J. A. (2012). Mindfulness and its relationship to emotional regulation. Emotion, 12(1),
81. https://doi.org/10.1037/a0026355

Johnco, C., Wuthrich, V. M., & Rapee, R. M. (2014). The influence of cognitive flexibility on treatment outcome
and cognitive restructuring skill acquisition during cognitive behavioural treatment for anxiety and
depression in older adults: Results of a pilot study. Behaviour Research and Therapy, 57, 55-64.
https://doi.org/10.1016/].brat.2014.04.005

Kabat-Zinn, J., & Kabat-Zinn, M. (2021). Mindful parenting: perspectives onthe heart of the matter. Mindfulness,
1-3. https://doi.org/10.1007/s12671-020-01564-7

Kabat-Zinn, J.. (2003). Mindfulness-based interventions in context: Past, present, and future.. Clinical
Psychology: Science and Practice, 10(2), 144-156. https://doi.org/doi.org/10.1093/clipsy.bpg016

Kabat-Zinn, M., & Kabat-Zinn, J. (2014). Everyday blessings: The inner work of mindful parenting. revised and
updated edition. Hachette.

Kaymaz, E., & Sakiroglu, M. (2020). The effect of mindful awareness and cognitive flexibility on problematic
smartphone use: The mediating role of self-control. Uludag University Faculty of Arts and Sciences
Journal of Social Sciences, 21(38), 79-108. https://doi.org/10.21550/sosbilder.600325

Keltner, D., & Gross, J. J. (1999). Functional accounts of emotions. Cognition & Emotion, 13(5), 467-480.
https://doi.org/10.1080/026999399379140

Kobayashi, J. E. (2017). The longitudinal effects of parenting determinants on preschoolage parenting b ehaviors
[Doctoral dissertation]. Michigan State University.

Koesten, J., Schrodt, P., & Ford, D. J. (2009). Cognitive flexibility as a mediator of family ommunication
environments and young adults’ well-being. Health Communication, 24(1), 82-94.
https://doi.org/10.1080/10410230802607024

Kohn, A., (2015). Unconditional parenting (Y. Ataman, Trans.). Goriinmez Adam Publishing



https://doi.org/10.1007/s11469-015-9627-1
https://doi.org/10.1002/jclp.22104
https://doi.org/10.1037/0033-2909.110.1.3
https://doi.org/10.1207/s15374424jccp3404_20
https://doi.org/10.3389/fpsyg.2018.02219
https://doi.org/10.1073/pnas.1700811114
https://doi.org/10.1037%2F1089-2680.2.3.271
https://doi.org/10.1037/0022-3514.85.2.348
http://dx.doi.org/10.1037/a0026355
https://doi.org/10.1016/j.brat.2014.04.005
https://doi.org/10.1007/s12671-020-01564-7
https://doi.org/doi.org/10.1093/clipsy.bpg016
https://doi.org/10.21550/sosbilder.600325
https://doi.org/10.1080/026999399379140
https://doi.org/10.1080/10410230802607024

IJCER (International Journal of Contemporary Educational Research) 795

Koole,S. L. (2009). The psychology of emotionregulation: An integrative review. Cognitionand Emotion, 23(1),
4-41.

Kigiiker, D. (2016). Evalulation of the relationships between forgiveness, unforgiveness, cognitive flexibility,
emotion regulation, and life satisfaction [Master’s thesis]. Pamukkale University, Denizli.

Lazarus, R. S. (1993). From psychological stress to the emotions: Ahistory of changing outlooks. Annual Review
of Psychology, 44(1), 1-22.

Leahy, R.L., Tirch, D., Napolitano L. A. (2011). Emotion regulation in psychotherapy. Guilford Press.

Lebares, C. C., Guwa, E. V., Olaru, M., Sugrue, L. P., Staffaroni, A. M., Delucchi, K. L., Kramer, J. H., Ascher,
N. L., & Harris, H. W. (2019). Efficacy of mindfulness-based cognitive training in surgery. JAMA
Network Open, 2(5), €194108. https://doi.org/10.1001/jamanetworkopen.2019.4108

Lin, Y. (2013). The effects of cognitive flexibility and openness to change on college students' academic
performance. Unpublished master's thesis, La Sierra University.

Mark, B. A. & Wan, T.T.H. (2005). Testingmeasurement equivalence in a patient satisfactioninstrument. Western
Journal of Nursing Research, 27 (6), 772-787. https://doi.org/10.1177/0193945905276 336

Martin, D. J., Oren, Z., & Boone, K. (1991). Major depressives' and dysthymics' performance onthe Wisconsin
Card Sorting Test. Journal of clinical psychology,47(5), 684-690. doi.org/10.1002/1097-
4679(199109)47:5%3C684:: AID-JCLP2270470509%3E3.0.CO;2-G

Martin, M. M., & Anderson C. M. (1998). The cognitive flexibilityscale: Three validity studies. Communication
Reports, 11(1), 1-9. https://doi.org/10.1080/0893421 9809367680

Martin, M. M., & Rubin, R. B. (1995). Anew measure of cognitive flexibility. Psychological Reports, 76(2), 623
626. https://doi.org/10.2466/pr0.1995.76.2.623

McCaffrey, S., Reitman, D., & Black, R. (2017). Mindfulness in parenting questionnaire (MIPQ): Development
and alidation of a measure of mindful parenting. Mindfulness, 8(1), 232-246.
https://doi.org/10.1007/s12671-016-0596-7

Moreira, H., & Cristina Canavarro, M. (2020). Mindful parenting is associated with adolescents’ difficulties in
emotion regulation through adolescents’ psychological inflexibility and self-compassion. Journal of
Youth and Adolescence, 49(1), 192-211. https://doi.org/10.1007/s10964-019-01133-9

Moore, A. & Malinowski, P. (2009). Meditation, mindfulness and cognitive flexibility. Consciousness and
Cognition, 18, 176-186. https://doi.org/10.1016/j.concog.2008.12.008

Murphy, J. W. (2015). Factors associated with emotion regulation flexibility [Master’s thesis]. Illinois Institute
of Technology.

Ozdemir, Y.A. (2019). Examining the depression levels of university studentsin terms of gender roles and
cognitive flexibility levels. Isik University Institute of Social Sciences.

Ren, Y., Han, Z. R., Ahemaitijiang, N., & Zhang, G. (2021). Maternal mindfulness and school-age children’s
emotion regulation: Mediation by positive parenting practices and moderation by maternal perceived life
stress. Mindfulness, 12(2), 306-318. https://doi.org/10.1007/s12671-019-01300-w

Rousseau, S., Grietens, H., Vanderfaeillie, J., Hoppenbrouwers, K., Wiersema, J. R., & Van Leeuwen, K. (2013).
Parenting stress and dimensions of parenting behavior: cross-sectional and longitudinal links with
adolescents' somatization. The International Journal of Psychiatry in Medicine, 46(3), 243-270.
https://doi.org/10.2190/PM.46.3.b

Sawyer Cohen, J. A., & Semple, R. J.. (2010). Mindful parenting: A call for research. Journal of Child and Family
Studies, 19(2), doi.org/145-151. https://doi.org/10.1007/s10826-009-9285-7

Secer, Z. (2017). The relationships between emotion regulations of socially competent preschool children and
their mothers' emotion socialization behaviors. Kastamonu Journal of Education, 25 (4) , 1435-1452.

Siegel, D. J. (2007). Mindfulness training and neural integration: Differentiation of distinct streams of awareness
and the cultivation of well-being. Social cognitive and affective neuroscience, 2(4), 259-263.
https://doi.org/10.1093/scan/nsm034

Soltani, E., Shareh, H., Bahrainian, S. A., & Farmani, A. (2013). The mediating role of cognitive flexibility in
correlation of coping styles and resilience with depression. Pajoohandeh Journal, 18(2), 88-96.

Stephanie M., Maja N., Philip, S., & Andrea, P. (2022) Understandingself-report and neurocognitive assessments
of cognitive flexibility in people with and without lifetime anorexia nervosa, Cognitive Neuropsychiatry,
27:5,325-341 https://doi.org/10.1080/13546805.2022.2038554



https://doi.org/10.1001/jamanetworkopen.2019.4108
https://doi.org/10.1177/0193945905276336
https://doi.org/10.1080/08934219809367680
https://doi.org/10.2466/pr0.1995.76.2.623
https://doi.org/10.1007/s12671-016-0596-7
https://doi.org/10.1007/s10964-019-01133-9
https://doi.org/10.1016/j.concog.2008.12.008
https://doi.org/10.1007/s12671-019-01300-w
https://doi.org/10.2190/PM.46.3.b
https://doi.org/10.2190/PM.46.3.b
https://doi.org/10.1007/s10826-009-9285-7
https://doi.org/10.1093/scan/nsm034
https://doi.org/10.1093/scan/nsm034
https://doi.org/10.1080/13546805.2022.2038554

796 Dogan & Turp

Stewvens, A. D. (2009). Social problem-solving and cognitive flexibility: Relations to social skills and problem
behavior of at-risk young children [Doctoral dissertation]. Seattle Pacific University.

Sahin-Taskin, Cigdem, & Esen-Aygiin, H. (2022). Ogretmen adaylarinin diisiinme becerileri: Yanal diisiinme ile
bilissel esneklik arasindaki iliski. Yasadikca Egitim, 36(1), 1-15.
https://doi.org/10.33308/26674874.2022361326

Tabachnick, B.G. & Fidell, L.S. (2014). Using multivariate statistics (6. Baski). Pearson.

Teper, R., Segal, Z. V., & Inzlicht, M. (2013). Inside the mindful mind: How mindfulness enhances emotion
regulation through improvements in executive control. Current Directions in Psychological
Science, 22(6), 449-454. https://doi.org/10.1177/0963721413495869

Thompson, R. A. (1994). Emotion regulation: A theme in search of definition. Monographs of the Society For
Research in Child Development, 59(2-3), 25-52. https://doi.org/10.1111/].1540-5834.1994.tb01276 .x

Xinjie Chen, Jinbo He & Xitao Fan (2022) Relationships between openness to experience, cognitive flexibility,
self-esteem, and creativity among bilingual college students in the U.S., International Journal of
Bilingual Education and Bilingualism, 25:1, 342-354, https://doi.org/10.1080/13670050.2019.1688247



https://doi.org/10.33308/26674874.2022361326
https://doi.org/10.1177/0963721413495869
https://doi.org/10.1111/j.1540-5834.1994.tb01276.x
https://doi.org/10.1080/13670050.2019.1688247

International Journal of
INTERNATIONAL JOURNAL Contemporary Educational

(a]

CONTEMPORARY Research (IJ C ER)

EDUCATIONAL RESEARCH

www.ijcer.net

Investigation of Preferred Teaching
Pedagogies of Preservice  Science
Teachers through Individual and Team
Studies

Tufan Inaltekin?, Arzu Kirman Bilgin?
1Kafkas University, 0000-0002-3843-7393
2 Kafkas Uniwersity, 0000-0002-5588-7353

Article History
Received: 06.04.2022
Receivedinrevised form: 04.11.2022
Accepted: 15.11.2022

Article Type: Research Article

To cite this article:

Inaltekin, T. & Kirman-Bilgin, A. (2022). Investigation of preferred teaching pedagogies of
preservice science teachers through individual and team studies. International Journal of
Contemporary Educational Research, 9(4), 797-814. https://doi.org/10.33200/ijcer.1099512

This article may be used for research, teaching, and private study purposes.

Any substantial or systematic reproduction, redistribution, reselling, loan, sub-licensing,
systematic supply, or distribution in any form to anyone is expressly forbidden.

Authors alone are responsible for the contents of their articles. The journal owns the
copyright of the articles.

The publisher shall not be liable for any loss, actions, claims, proceedings, demand, or
costs or damages whatsoever or howsoever caused arising directly or indirectly in
connection with or arising out of the use of the research material.



http://www.ijcer.net/
https://doi.org/10.33200/ijcer.1099512

International Journal of Contemporary Educational Research

\U C ER Volume 9, Number 4, December 2022, 797-814 ISSN: 2148-3868

Investigation of Preferred Teaching Pedagogies of Preservice Science
Teachers through Individual and Team Studies

Tufan Inaltekin!, Arzu Kirman Bilgin*
1Kafkas University

Abstract

The purpose of this research is to examine how working individually and as a team in solving pedagogical
scenarios forteaching science subjectsiis reflected in the teaching preferences of preservice science teachers. This
interpretive case study was conducted with 69 preservice science teachers studying at a university in eastern
Turkey. The data of the study were collected using the teaching pedagogy preference form. The data analysis
included descriptive analysis based on four instructional pedagogies: direct instruction, direct active, guided
inquiry, and open inquiry. The research results revealed that preservice teachers did not sufficiently turn to
inquiry-based teaching pedagogy for solving problem scenarios in both individual and teamwork. In addition, the
results indicated that preservice science teachers' professional knowledge of teaching various science subjectsis
largely based on traditional teaching pedagogy. Based on these results, it is recommended that science educators
use problem scenarios to reveal preservice teachers' inquiry-based teaching preferences.

Keywords: Science teaching pedagogy, Preservice science teacher, Inquiry-based teaching, Science Education

Introduction

Many nations, including Turkey, have utilized an inquiry-based approach to science education for decades. In
science education, educators prioritize inquiry-based instruction over knowledge transfer (Wang, 2020). In line
with this purpose, it is important for teachers to play an effective guiding role in science lessons so that students
acquire scientific thinking habits based on inquiry (Osborne, 2014). However, many teachers face difficultiesin
teaching inquiry science because they believe they do not have the professional knowledge to do so (Gillies &
Nichols, 2015). Teachers' knowledge or experience in science teaching obstructs inquiry teaching practices
(Crawford, 2014). Aditomo and Klieme (2020) state that inquiry-based teaching is weakened by a lack of
resources, a shortage of quality teachers, and the inadequacy of school culture to support inquiry-based science
teaching. Studies have shown that teacher-centered teaching approaches cause students to have difficulty learning
the complicated language of science (Kang, 2022; Sinatra et al., 2014). Therefore, it is necessary to use student-
centeredteachingapproaches inwhich students will work in cooperationto increase their interestinscience (Kang
& Keinonen, 2018). Cairns and Areepattamannil (2019) reported that inquiry-based science teaching has a
significant positive relationshipwith students' interest inlearning science, future-oriented science motivation, and
self-efficacy tendencies. Therefore, examining teachers' professional competencies and Pedagogical Content
Knowledge (PCK) is important to increase academic success (Jittner et al., 2013).

When science teachers have a high level of PCK, it is easier for teachers to facilitate students' learning (Abell,
2007; Gess-Newsome et al., 2011; Kirschner et al., 2015; Park & Oliver, 2008; Shulman, 1986). Teacher
educationshould concentrate onidentifyingand developing preservice teachers'PCK (Coetzeeetal.,2020). Some
courses are very important in the professional preparation of pre-science teachers. It is thought that determining
the teaching preferences of the preservice scienceteachers after taking the Principles and Methods of Teaching
(PMT) course will directly affect the course content that science educators will conduct and the sample teachings
they will cover in the courses. In addition, it is planned to be relevant not only to science educators, but also to
the decisions of education policymakers about science teacher education. After updating the science course
curriculum in 2013, it was designed based on the inquiry-based teaching approach and started to be implemented
throughout Turkey. Therefore, the current research results will also contribute significantly to the preservice
science teacher training processes within the framework of the science course curriculum.

* Corresponding Author: Arzu Kirman Bilgin, arzukirmanbilgin@gmail.com
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Current teacher education policies should give preservice teachers with opportunities to assess their teaching
knowledge (DeMonte & Coggshall, 2018). One of the most important aims of science teacher education in
universities is to enable preservice science teachers to have knowledge about effective and new teaching
pedagogies (Cobernet al., 2014). Schuster et al. (2007) emphasize that teachers should direct the knowledge in
scienceto apedagogy acquiredthrough inquiry, rather than presentingitas a product known to students. Although
inquiry-based teaching is known to be important at every grade level, it cannot be applied successfully in science
lessons (Capps et al., 2012; Meltzer & Otero, 2015). Effective inquiry-based teaching in science education is
influencedby teachers' professional knowledge, attitudes, and beliefs (Leeetal., 2020; Lotteretal.,2018). Studies
show that teachers' inability to grasp the inquiry-based teaching process correctly reduces their confidence in this
approach and negatively affects their use intheir lessons (Roehrig & Luft 2004; Yoon et al., 2012). Teachers face
many challenges in how the inquiry should be taught (Gillies & Nichols 2015; Harris & Rooks, 2010). It is
understood that a limited number of national (Feyziogluet al., 2016; Sahing6z & Cobern, 2018) and international
studies (Seung et al., 2014; Soprano & Yang, 2013; Wang, 2020) examined the inquiry-based teaching
understanding of preservice science teachers. However, teamwork is also important in the preparation process of
preservice science teachers (Peters-Burton et al., 2015). On the other hand, there is a significant lack of research
on the use of teamworkto evaluate preservice science teachers'inquiry-basedteaching pedagogies. An individual's
experience working in teams in their university education makes it easier to adapt to business life (Kotlyar et al.,
2021). Working as ateam is more important than working as individuals (Van den Bossche et al., 2006). Working
as a team leads to the emergence of better quality and efficient solutions (De Church & Mesmer-Magnus, 2010;
Kwak, 2004). Masats and Guerrero (2018) also emphasize that both teachers and preservice teachers must have
teamwork skills in order to facilitate their acquisition of professional knowledge. Therefore, it is very valuable to
investigate the extent to which the preservice science teachers make sense of inquiry-based teaching pedagogy
through individual and teamwork. Keys and Bryan (2001) emphasized the importance of understanding science
teachers' perceptions and practices of inquiry to create a lasting reform in inquiry-based teaching. There is a great
need for such studies in order to eliminate the weaknesses of the preservice science teachers' inquiry-based
teaching understanding and competencies in the pre-professional period. In this context, it was aimed to examine
the distribution of science teaching preferences of preservice science teachers within the scope of individual and
teamwork. In line with this purpose, “How is the distribution of teaching preferences (ready presented science or
inquiry-learned science?) when prospective science teacherswork on pedagogical problems individually and as
a team? ” an answer to the research question was sought. This study aims to determine how the stage of second-
grade science preservice teachers at a university in eastern Turkey influences their comprehension of inquiry-
based teaching.

Theoretical Framework
Inquiry-Based Teaching and Science Education

It is important for teachersto have the right content knowledge and to choose appropriate teaching approaches for
students to teach science subjects permanently (Ramnarain & Schuster, 2014). PCK is considered an essential
knowledge base for effective teaching of science subjects (Henze & Barendsen, 2019). Moreover, PCK represents
specific knowledge about teaching specific content that teachers have and has developed over time (Bertram &
Loughran, 2012; Coetzee et al., 2020). Students' interest in science is significantly related to the teachers
professional knowledge and the quality of teaching (Clarke & Fournillier,2012). Dudu and Vhurumuku (2012)
state that traditional science education has been heavily criticized for not including skills that represent the work
of real scientists, such as making observations, collecting data, organizing, and making inferences. This situation
has revealed the necessity of teaching approaches that encourage students to think at a higher level, solwe
problems, experience science practices, and make sense of the nature of science (NRC, 2012; Zhao et al., 2021).
With this inmind, the inquiry-based teaching approach has been incorporated into international science education
curricula (Akuma & Callaghan, 2019; Furtak et al., 2012). According to the Next Generation Science Standards
(NGSS), questioning science involves formulating a question that can be answered through research, which is the
foundation of scientific practice (NGSS Lead States, 2013). Inquiry-based teaching has been promoted in science
classrooms to develop students' scientific thinking and problem-solving competencies (Gillies & Nichols, 2015;
Pease & Kuhn, 2011). According to Areepattamannil (2012), the fundamental features of inquiry-based teaching
include student teamwork, research, and access to scientific knowledge. Teachers can conduct inquiry-based
teaching in harmony with different teaching methods using modern teaching practices (Furtak et al., 2012; Kuo
etal., 2019; Marshall etal., 2017; Minner et al., 2010; Peters-Burton & Frazier, 2012). NRC (2000, 2012) stated
that when childrenparticipate ininquiry science learning, they notice scientific problems, value evidence, evaluate
and make appropriate decisions. Inquiry learning refers to the learning process in which students construct
knowledge by interpreting scientific research results rather than transferring scientific knowledge directly from
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teachersortextbooks (Leeetal.,2020; Lotter etal., 2018). Withthisapproach, students are asked to ask questions;
model development and use; plan and conduct research; analysis and interpretation of data; create descriptions;
argue over the evidence; and be involved in acquiring, evaluating, and communicating information (Lotter &
Miller,2017; Zhang & Li, 2019). This process facilitates students' interaction with complex science ideas and
participationinscientific activities (Gillies& Nichols,2015; Harris & Rooks 2010; Wang, 2020; Zhang & Cobern,
2021). Situations in which teachers place more emphasis on students' active thinking and drawing conclusions
from data contribute significantly to students' understanding of science content and development of attitudes
compared to traditional passive approaches (Kang & Keinonen, 2018; Sadeh & Zion, 2012; Seung et al., 2014).
NSES defined five key features of inquiry-based teaching as follows (National Research Council [NRC], 2000, s.
29):

Engaging in scientifically oriented questions,
Prioritizing evidence when answering questions,
Formulating explanations from evidence,
Linking explanations to scientific knowledge and
Communicationand justification of disclosures.

aghrwNE

Inquiry-based teaching presents students with real-life problems and teaches them the practical skills they will
need to become productive citizens (Fitzgeraldet al., 2019; Tseng et al., 2013; Zhang, 2016). define inquiry-based
learning in science educationto cover four levels (confirmatory inquiry-structured inquiry-guided-inquiry open
inquiry). Martin-Hansen (2002) emphasizes that open inquiry, the most complex form, represents real scientists'
work. Teachers play acritical role inteaching practices that facilitate learning (McLaughlin & MacFadden, 2014).
Teachers should try to support the accuracy of students' scientific thinking and explanations by checking students'
understanding (Colley & Windschitl,2016; Kim, 2020; Kim, 2021; Tytler & Aranda, 2015). Science teachers'use
of inquiry-based teaching approaches in their lessons will increase students'interestinscience (Seungetal., 2014).
To increase students' interest in the lesson, future science teachers should be familiar with inquiry-based science
processes applied by scientists (McLaughlin & MacFadden, 2014; Walan et al., 2017).

There is a need for new assessmenttools to evaluate the professional knowledge of science and preservice science
teachers about inquiry-based teaching, which is today's contemporary teaching approach. In recent years,
pedagogical problem scenarios have come to the fore in science teacher education studies (Cobernet al., 2014;
Goodnough & Hung, 2009; Sizer et al., 2021; Skilling & Stylianides, 2020; Weizman et al., 2008). Pedagogical
problem scenarios include ashort teaching story that prospective teachers may encounter in any science lesson in
the future. The use of pedagogical problem scenarios is very important. Because pedagogical problem scenarios
are a way to catch the deficiencies and weaknesses in the professional knowledge structures of preservice science
teachersduring the preparationperiod, it is an opportunity for teacher educatorsto followup and shape the current
professional knowledge of prospective teachers when faced with such a situation. These pedagogical problems
are also an effective way to reveal teachers' mental images of how to teach a particular science topic in a real
classroom context. Pedagogical scenarios are used to reveal epistemic decisions that a teacher must make
(consciously or unconsciously) in designing and implementing science teaching to teach scientific contentona
particular subject (concepts, principles, relationships, and explanations), (Cobern et al., 2014). Schuster et al.
(2006) explain several important purposes of pedagogical problems as follows: i) pedagogical problem scenarios
are very realisticand original tools inrevealing teachers' professional knowledge, ii) teachers or preservice science
teachers working on problem scenarios related to such teaching cases serve to catch the deficiencies in existing
professional knowledge schemes. In the related literature, the effects of science teachers and preservice teachers
working as a team on pedagogical problem scenarios were determined by various studies. Among these studies,
Hume and Berry (2011) conducted exploratory research based on teamwork to improve the professional
knowledge of preservice scienceteachers. Inthis study, preservice teachers worked on CoRe formsinsmall teams
to improve their professional knowledge and select appropriate teaching activities related to their students'
learning about atomic structure and bonding. The researchresults revealedthat including these preservice teachers
in collaborative tasks had positive results in acquiring professional knowledge. ElI Nagdi, Leammukda, and
Roehrig (2018) concluded that teachers' educational experiences could be positively affected by their interaction
with their peers. Based on this result, they encouraged the team teaching model. In this model, teachers work
together and can maintain the epistemological foundation of their discipline. In this study, researchersrevealed
that collaborative work is a very important theme that characterizes and develops a teacher professional identity.
Professional collaboration between teachers or preservice science teachers may not always be beneficial, even if
the effects are generally positive. Educational leaders today take a keen interest in engaging teachers in
collaborative work for strategic reasons. However, these collaborative efforts go far beyond the professional goals
and activities that teachers themselves can initiate. Therefore, the desired efficiency cannot always be obtained
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(Andy Hargreaves, 2019). In this context, one of our research's main areas of interest was to test whether
cooperative preservice teacher training is always effective.

Method
Research Design

The present researchwas conducted with the intertwined multi-case pattern of the case study. The intertwined
multi-case patternis a type of design in which more than one situation is studied by dividing it into separate sub-
units, and thena comparison is made between the situations (Yin, 2003, s5.40). Each case is divided into units. The
results fromthese unitsallowfora comparisonof situations (Yildirim & Simsek, 2008). In this study, the teaching
preferences determined by the science teacher preservice science teachers studying in two different classes,
individually and as a team, over different problem scenarios formed the intertwined situations of this research.
The methodological design of the research is shown in Figure 1.

Individual work on the
pedagogical scenario
Analysis Unst 1

15t Pedagogical Scenano
The Shape of the Ecrth i ]

Teamwork on the
pedagogical scenario

Preservice Ana]y:gs Unat 1
Science Teacher - -
Class 24 - "y
(15t Caze) Individual work on the
gogical scenario
Analysis Uit 2
Ind Fedagogical Scenano . ’
Flanet Saturn i "
Teamwerk on the
What is the distribution o pedagorical scenario
teaching preferences Anahvsis Unit 2
when science teacher L : )
candidates work on
pedagogical scenarios )
mndnvidually and as a Individual work on the
team? pedagogical scenano

Analysis Unit 3
3rd Pedagogical Scenano
Faow af the Moon

Teamwork on the
pedagogical scenano

Preservice Amnalysis Unit 3
Seience Teacher . .
Class 2B r 1
(ind Case) Individual work on the

pedagogical scenario

Analysis Unit 4

4th Pedagogical Scenano

Spread of Sound in Space Teammwork on the

pedagogical scenario
Amnalysis Unit 4

Figure 1. Intertwined multiple case design of the research

When Figure 1 is examined, it is seenthat there are comparative situations in this study. Comparative case study
researchprovides in-depth insights into processes, outcomes or relationships (Krehl & Weck,2020). Comparative
research is needed to inform those responsible for teacher education about alternative approaches. This research
compares the teaching approaches that emerged as a result of the individual and teamwork of preservice teachers
in solving problem scenarios related to teaching various science subjects.

Participants and Context

This study includes 69 second-grade preservice science teachers studying at a public university in Turkey (Class
A: 35, Class B: 34). Preservice science teachers in both classes were divided into 14 teams by researchers.
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Research teams are coded as T1, T2...T14. The ones coded as T12 in the text represent preservice science teacher
number 2 of team number 1. T5 consistedof four preservice science teachers and the other teams consisted of five
teacher preservice science teachers. T22 and T92 are foreign preservice science teachers. Preservice science
teachers in the Classes A and B were randomly distributed by the relevant student affairs officerin the order of
enrollment in the university. The preservice science teachers went through the same academic processes until the
researchwas conducted. The research was conducted with second-grade preservice science teachers at the end of
the fall semester because the preservice science teachers took the Principles and Methods of Teaching (PMT)
course. The feature of this course is that it has the first professional knowledge course content that will affect the
preservice science teachers'teaching pedagogy preferences. Preservice science teachers have previously taken the
courses of introductionto educational sciences and educational psychology as professional knowledge course.
However, these coursesdo not have course content that will directly affect the teaching pedagogy preferences of
the preservice science teachers. The course content of the PMT course taken by the preservice science teachers is
as follows:

Basic concepts; teaching-learning principles, models, strategies, methods, and techniques; setting goals and
objectives in teaching; content selection and editing; teaching materials; instructional planning and
instructional plans; theory and approaches; effective school teaching, learning, and success in learning;
evaluation of classroom learning (The Council of Higher Education, 2018, s.7)

Data Collection Tool

In the relevant literature, itis emphasized that working with pedagogical problemsinthe preparationof preservice
science teachers can contribute significantly to their professional development (Cobern et al., 2014). The steps
takento identifyand correctthe current pedagogical deficienciesof the preservice science teachers throughsample
teaching scenarios are critical in helping them gain effective science teaching habits in the future. In this context,
in the present study, the Teaching Pedagogy Preference Form (TPPF) was used to determine preservice science
teachers' inquiry-based science teaching preferences. The inspiration for this form was Schuster et al. (2007)
developed the Pedagogy of Science Teaching Test (POSTT). This test has been used in various studies (Cobern
etal., 2013; Cobernetal., 2014; Feyziogluetal., 2016; Ramnarain & Schuster, 2014; Schuster & Cobern, 2011;
Schuster et al., 2012; Sahingoz & Cobern, 2018). Moreover, it is a handy measurement tool that is preferredto
examine the orientation of teachers and prospective teachers in teaching science subjects. We adapted the POSTT
from Cobernet al. (2014), Schuster et al. (2007), and Ramnarain & Schuster (2014). The POSTT is shown in
Figure 2.

Prezentation of the pedagogical scenario regarding the teaching of a subject in the science courze

Asking questions about how the pedagogical scenario can be analyzed in the context of teaching choice

Presenting the types of instruction on how to teach the science subject presented in the pedagogical scenario

The teacher directly presents and explain: the science concept
Provides an example or demonstration. There are no student activities.

A However, the teacher takes questions from the students and answers
them.

Initially it iz the same as the direct narration above. However, this iz
followed by a presented science activity. For example, a practice on
the verification of a law in the sciences.

A Direct Instruction

B. Direct Active

Science Presented as
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Figure 2. The design of each item of the POSTT (Adapted from Cobernetal., 2014; Ramnarain & Schuster,
2014; Schuster et al., 2007)
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Schuster etal. (2007) ask for an explanation for each itemin the POSTT design as to why teachers preferred the
teaching approach they chose and why they did not choose other options. Rather than aiming to find the right or
wrong option, this test presents different pedagogical options for teaching choices. After the problem scenarios
are presented in the test, four various teaching preferences are presented in an elegant format, and the candidate
chooses the one that best fits his or her needs. The aim here is to encourage the respondent to envision themseles
in a particular teaching situation, to play the role of the decision maker, and respond accordingly (Cobernet al.,
2014; Schuster et al., 2007). In the POSTT, there is a possibility that the multiple-choice presentation of the
teaching preferences will lead the respondent. The TPPF prepared within the scope of this research has some
differences fromthe existing POSTT. Each item of the TPPF, like the POSTT, contains a pedagogical problem
scenario for teaching a specific science topic. In addition, as in the POSTT, this teaching scenario is followed by
a sectionwhere preservice teachersare asked their opinions on how they can teach the expressed science subject.
On the other hand, in TPPF, as in POSTT, there are no teaching approach options to reveal preservice science
teachers' science teaching preferences.

We have prepared TPPF in four sciences: The shape of Earth, Planet Saturn, Moon Appearance, and Sound
Propagation in Space. The form prepared on these subjects was applied to 24 students studying in the 3rd year of
science teaching of the same faculty, where the main study was conducted, to confirm its validity before the study
process. After this application, interviews were held with the preservice science teachers on the intelligibility and
usefulness of TPPF. The formwas sent to three faculty members from different universities, and their opinions
were sought on both the pedagogical scenarios'suitability and the items' intelligibility. In this context, we gave
the TPPF its final form by making some adjustments to the items in the form in line with the feedback of the 3rd-
grade preservice science teachers and the suggestions of the faculty members. The data obtained as a result of
applying the form to third-grade preservice science teacherswere analyzed to ensure reliability. In this context,
we created a scoring system for the teaching preference sectionin each item of TPPF, acting according to the
logic in POSTT. Each questioninthe POSTT includes four different preferences Direct Instruction (DI), Direct
Active (DA), Guided Inquiry (GI), and Open Inquiry (Al) instructiontypes. The answers to be written for the
teaching preference section of each item in the form were scored as DI (1 point), DA (2 points), Gl (3 points), and
Al (4 points). In addition, "0" points were used in the meaningless answer and the teaching preference sectionthat
the preservice science teachers left blank. In this context, the researchers mutually scored the teaching preference
answers regarding the "Shape of the World" item in the draft form of the TPPF applied to third-grade students. A
good level of correlation was found between the scores given by the researchers (r = .78, p <.05). These results
showed that the prepared TPPF is a valid and reliable tool for the main application. In the present study, TPPF
consists of four different pedagogical scenario-type items, two for the Class A and two for the Class B. While
answering the pedagogical scenarios, preservice teacherscould choose as many different teaching pedagogy as
they wanted. In this way, it is thought that it will be more reliable to reveal what kind of teaching pedagogy
preferences are formed inthe minds of preservice science teachers. Two different pedagogical scenarios are used
in each class because the preservice science teachers can exchange information during the application. The
designed pedagogical scenarios (PS) areas in Table 1:

Table 1. PSitems in the TPPF

“A science teacher wants students to learn conceptual information about the shape of the world. During
the lesson, one student said that the world was in the shape of a tray, and another said that it was in the

1st shape of a cube. The teacher considersthe most effective way to learn conceptual information about the
PS subject. If you were in this teacher's place, what kind of teaching preferences would you suggest for
Class learning conceptual information about the subject? Please explain in detail.”
2A “A science teacher wants students to learn conceptual information about planets and their properties.
ond Durin_g the lesson, one of_the students said, “If we _leave Salur_n in the water, will it sink?” posed a
PS question. If you were in this teacher's place, what kind of teaching preferences would you suggest for

learning conceptual information about the subject? Please explain in detail.”
“A science teacher wants students to learn conceptual information about the movements of the Moon.
3rd  During the lesson, one of the students asked, "Can we see all sides of the moon?" If you were in this
PS teacher'splace, whatkindof teaching preferences would yousuggestfor learning conceptual information
about the subject? Please explain in detail. ”
“A science teacher wants students to learn conceptual information about sound spread. During the
4th lesson, a studentgaid that_sound can sprea_d in space. This_teac_her considers the most ef_fective way to
learn conceptual information about the subject. If you were in this teacher's place, what kind of teaching
PS preferences would you suggest for learning conceptual information about the subject? Please explain in
detail.”

Class
2B

Each item in the TPPF begins with a pedagogical scenario representing a real teaching situation for a particular
science subject. These scenarios contain sentences that emphasize the teaching purpose of the chosen science
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topic (concepts and principles) and the way out of teaching this topic to students effectively. Then comes a
sentence asking what kind of pedagogy they can teach the chosen science topic to the student.

For the questions in the interview forms used in the case studies to be understandable, the researchers make
preliminary experiments and take the experts' opinions. The researchers of this study also conducted a pilot study
on the content structure of TPPF. They sought the views of both third-year preservice teachers and science
educators. Feedback from third-year preservice science teachers was on the text structure and intelligibility of
pedagogical scenarios. Some of the preservice science teachers only commented on one or more of the four
scenarios included in this feedback form. In line with the feedback given, the researchers made adjustments to the
intelligibility of the textsinaway that would not disrupt the original structure of the POSST for all scenarios. For
example, the 1st pedagogical scenario structure in the first draft form of TPPF and the feedback of some of the

3rd-grade preservice science teachersare as in Table 2.

Table 2. Feedback from preservice science teachers for the 1st pedagogical scenario

Draft 1st pedagogical scenario

Feedback

Are we on a tray? Gamze, who is
a science teacher in a middle
school, teaches the 6th grade
students the subjects of astronomy
and space unit in the 7th week. As
the first lesson, teacher Gamze
wants the students to understand
what the shape of the Earth is like
and the information that proves
this correctly. Teacher Gamze
thinks what would be the most
effective approach to achieve this.
If you were in place of teacher
Gamze, what would be your
suggestions regarding the
teaching approachesthatensure
that the students best understand
this subject?

Note: Explain the teaching
approaches you will prefer
by associating them with the
information that proves the
shape of the world.

I think the pictures can affect the preservice
teacher's choices. Instead, it would be more
accurate if only the paragraph should remain.
(preservice science teacher 5)

I think it would be better if a story could be
written about the shape of the Earth in a way
that highlights the problems in students’
learning. Also, the expression of teacher
Gamze constantly disrupts the flow of the text.
(preservice science teacher 16)

Examples of the feedback given by science educators are as in Table 3.

Table 3. Feedback from science educators for the 3rd pedagogical scenario

Draft 3rd pedagogical scenario

Feedback

Years later, teacher Fatih met his university friends Yilmaz and
Kemal at a meeting. Each of these teachers
worked as a science teacher in different schools.
After the meeting, the three of them came
together and started to talk about teaching
science subjects. At the end of the lesson,
teacher Fatih came to one of the students and
said, "Does the whole moon look the same to us, teacher?" He
said he asked a question. Teacher Fatih stated that he had studied
the subject of the worldand our planet in this class one lesson
before and that he never thought such a question would come to
the students' minds. Teacher Yilmaz said, “‘Now that I think
about it, itis a really interesting question; how did you answer it?
said. Teacher Kemal said, “While planning our lessons, | think
we should be prepared for these questions and structure the
science experiences inthe classrooms that will enable students to
find the answer to this question posed to my teacher Fatih.” If
you were the fourth teacher involved in this conversation, what
would be your teaching advice to these teachers so that they
could answer the above question?

Note: Explain the teaching approaches you will prefer by associating
them with the information about the Moon.

I would like to pointout that there are some
shortcomings. First of all, when I think
about the pedagogical scenario logicin
POSST, a section froma section in the
course should be scripted. However, this
question containsexcerpts from the
conversationin a free time outside of class.
So the script reflects a real classroom
context. Therefore, this situation needsto
be reviewed in scenarios. It would be
helpful if the scenario was simpler. (science
educator 1)

The feedback Ithoughtto have when |
reviewed the scriptis as follows: 1. The
pedagogical textistoolongasitis, it
should definitely be shortened, 2. The
scenario should have a pedagogical
purpose by including a classroom context
and teacher-student interactioniniit, 3. |
think the sectiongiven as a note at the
bottom of the scenario is unnecessary.
(science educator 3)
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The used version of the data collection tool after it was arranged in line with these views is given in Table 1.
Data Collection Process

The lecturer conducting the PMT course divided the course into three parts, each consisting of five weeks. In the
first part, basic concepts, teaching-learning principles, models, strategies, methods, and techniques; setting goals
and objectives in teaching; content selection and editing, in the second part, teaching materials; instructional
planning and instructional plans; theories and approaches and in the last part; effective school teaching, learning
and success in learning; evaluation of classroom learning. While teaching the course, the lecturer firstly directed
the preservice science teachersto the questions that they should research and question about the acquisitions they
should have related to the subject. The lecturer guided the preservice science teacherswhen they had difficulty in
learning or researching but did not directly indicate the solution to the problem. Preservice science teachers
presented what they learned about their achievements in the classroom environment. The information presented
was discussed in the classroom environment, and the information obtained by the preservice science teacherswas
finalized with the suggestions of the lecturer. The inquiry-based teaching approach is covered in the second part.
For example, inthis section, the following problems related to inquiry-based teaching were given to the preservice
science teachers:

1. What teaching pedagogies are based on direct instruction, directly active, guided, and open inquiry?

2. Create a separate lesson plan based on these teaching pedagogies.

3. A science teacher wants students to learn conceptual information about density. During the lesson, a
student asked how hot air balloons fly. This teacher considers the most effective way to learn conceptual
informationabout the subject. If you were in this teacher's place, what kind of teaching prefere nces would
you suggest for learning conceptual information about the subject? Please explain in detail.

4. A science teacher wants students to learn conceptual information about physical-chemical change.
During the lesson, astudent asked how weight loss is a change. This teacher considers the most effective
way to learn conceptual information about the subject. If you were in this teacher's place, what teaching
preferences would you suggest for learning conceptual information about the subject? Please explain in
detail.

5. Ascience teacher wants students to learn conceptual information about the particulate nature of matter.
During the lesson, a student asked how the milk overflowed. This teacher considers the most effective
way to learn conceptual information about the subject. If you were in this teacher's place, what teaching
preferences would you suggest for learning conceptual information about the subject? Please explain in
detail.

In this way, the course process was terminated. In this context, it is possible to say that the lecturer uses open
inquiry-based teaching in his class. After the course process, 1st PSwas first applied for the Class A. Preservice
science teachers first wrote down the instructional pedagogies that they individually created in their minds.
Sufficienttime has been given to the preservice science teachers for this application. There was a 20-minute break
after the application. Afterward, they worked inteams and discussed. Their work as a team lasted between 50-and
60 minutes. The same process was followed for the 2nd PS on a different day. The research process applied for
Class A was repeated in Class B at different times. Individual and team practice times for Class B were
approximately the same as for Class A.

Data Analysis

The answers given by the second-grade science teacher preservice science teachers to the pedagogical scenarios
were analyzed according to their representation of the characteristics of the following instructional pedagogy
preference types. The explanations in Table 4 are briefly summarized by adapting from the study of Sahingoz and
Cobern (2018, p.1376).
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Table 4. Teaching preferences and characteristics used in the analysis of the scenarios
Instructional
Preference Type Features (cods)
(category)

- The teacher presents the topic orally and explains
- Students only listen to the teacher
DI - Teacher gives examples within the scope of the subject
- If students have questions, the teacher answers
- Teacher asks questions
- Teacher communicates information directly to the student
- The teacher explains the topic with a presentation or example
- The teacher does an activity to validate the information presented to the students.
- Teacher provides limited active participation of students
- It isensuredthat the key concepts related to the subject are discovered through
activities under the guidance of the teacher
- Afterwards, a statement can be made on the subject
- A discussionenvironment is created
- The teacher provides the students with various activities to comprehend the desired
information under his/her guidance
- The teacher guides the students in the emergence of scientific concepts through
Gl various activities
- The teacher gives more examples to reinforce the topic
- The teacher maintains a learning environment where everyone shares the
responsibility
- Teacher makes students experience the processes of identifying and solving
problems
- The teacher creates the necessary environment for the students to use the materials
and tools themselves and guides them.
- Students can explore key concepts inany way they want
- The teacher should have very little guidance on the subject.
- Giving theoretical information about the science subject in the scenario
- The teacher gives information to a minimum
- Teacher facilitates the process that students determine to discover knowledge, does
not participate actively in this process
- Students are free to devise ways to explore an idea or phenomenon.
- Students explore how the natural world works by following their interests
- The teacher takes student interest into account
- The teacher determines learning activities based on students' questions
- Students explain and present the information they discovered in their scientific
ways.

DA

Ol

Meaningless Answer - The answer given does not comply with the features as mentioned above
(MA) - Irrelevant answers

In this study, the meaningless MA response category was included in addition to the teaching pedagogies used by
Sahingoz and Cobern (2018). This category was added as it was felt during data analysis. Two researchers
analyzed preservice teachers' teaching preferences at different times within the framework of the characteristics
in Table 4. The results were then compared. In the study, the teaching preferences of preservice teachers working
individually onteaching pedagogy scenarios were compared with the teaching preferences of preservice teachers
working in teams. The obtained data were analyzed through content analysis. The code list for the teaching
pedagogy of science teachers, which constitutes the conceptual basis of the research, was prepared (Cobernetal.,
2014; Magnusson et. al., 1999). Strauss and Corbin (1990) state that the researchers' use of coding according to
predetermined concepts while performing content analysis will provide a significant convenience in the analysis
of data. The code list we created was later published by Schuster et al. (2007) examined four teaching approaches
in the science teaching spectrum (Direct Instructor, Direct Active, Guided Inquiry, and Open Inquiry) and under
the themes of “meaningless answer” that we identified. Also, another consideration in data analysis is that
researchers are open to additional codes that emerge throughout the analysis, as they use a pre-formed coding
scheme. Because Creswell (2013, p.185) emphasizes that using a pre-shaped code structure may limit the
reflectionof participants'views, so researchers shouldbe open to additional codes throughout the analysis. Taking
this matter into account, areliable structure was created for the analysis of the data. While classifying the answers
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of the preservice science teachers according to their teaching pedagogy, a complete agreement was sought among
the researchers. A total of six responses that were not agreed upon emerged. Three different science educators
coded these answers. The resulting classifications were compared and the teaching preference with higher
frequency was chosen and reflected in the findings.

In the findings section, firstly, the frequency distributions (analysis units 1 and 2) of the teaching pedagogies
preferred by the preservice science teachersin the Class A are presented to the reader in tabular form. Table 4
presents the total frequency values of DI, DA, GlI, Ol, and MA directed by preservice teachers intheir team and
individual work. Afterward, the percentage distribution of the types of teaching pedagogy preferred by the
preservice science teachers (Case 1) is given. The values in the table were calculated as follows: first, the
frequency values of each of the individual or team answers given by the preservice science teachersin the total
direct tutorial/direct active/guided inquiry/open inquiry and meaningless answer categories were determined.
Then, the ratio of the number of each teaching choice to the total number of answers was found and multiplied by
one hundred. This way, the percentage of an item preference in the total number of responses was found and
reflected in the tables. The same findings were presented in the data obtained from Class B (analysis unit 3, 4, and
Case 2). The fact that this research, whichwas carried out with an intertwined multiple-case design consisting of
two different situations and eight different units, required the data obtained to be transferred to the findings in this
way. In this context, the science teaching preference distributions of the preservice teachers were obtained for
each situation.

Results

The frequency distributions of the teaching pedagogy types preferred by the preservice science teachers in Class
A (Case 1) for the 1stand 2nd PSare presentedin Table 5.

Table 5. Frequency distributions of instructional pedagogy types for Case 1

Case  Answer Analysis Unit 1 Analysis Unit 2
1 Type DI DA Gl ol MA  Total Dl DA Gl Ol MA  Total
® _@® & @ @ ® _@® @O & @ (@ ()
T Team 2 - - - 1 3 1 - 1 - 1 3
Individual 8 - 1 - 7 16 2 - - - 9 11
™ Team 2 1 - - 1 4 1 1 - - 2 4
Individual 8 - 1 - 10 19 6 1 1 1 7 16
T Team 1 - 1 - 1 3 2 1 - - 1 4
Individual 9 - 2 - 6 17 4 5 - - 6 15
T4 Teqm_ 2 1 - - - 3 - 1 - - 1 2
Individual 12 - - - 5 17 1 3 - 1 8 13
T Team - 1 1 - 1 3 - 1 1 - 1 3
Individual 4 2 - 1 2 9 1 3 1 - 5 10
T6 Team 2 2 - - - 4 - 1 - - 2 3
Individual 7 3 3 - - 13 1 5 - - 1 7
1 Team 1 - - - - 1 - - - - 1 1
Individual 8 1 - - 6 15 3 1 - - 4 8

When Table 5 is examined, it is seen that the teams did not choose teaching pedagogy for Ol. Howevwer, it is
noteworthy that individually, one preservice science teacher inthe 1stPSand two preservice science teachersin
the 2nd PS made an Ol type of teaching preference. The total number of preferences for teaching pedagogy of the
teams is close to each other in 1st PS (f=21) and 2nd PS (f=20). Howewer, it is seen that the total number of
preferences of the preservice science teachers individually in teaching pedagogies decreased inthe 2nd PS (f=106
for the 1st PS, f=80 for the 2nd PS). Sample responses from the preservice science teachers are as in Table 6.
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Table 6. Example responses for case 1

Preservice science
teacher / Team

Example answer

It's one of T4's answers
for the 1st PS.

It has been evaluated in
the DA category.

“After explaining the subject to the students, the experiment can be done. For
example, a spherical world model and a tray with a world map can be used. We
give the student a toy car. We want him to move forward from the starting point
and reach the starting point. Thus, it has to take a second path in the tray to return
to itsdestination. Inthe sphere, there isnoneedfor this. When itmovesinthe same
direction on the sphere, it will return to the point where it started.”

It is one of T5's answers
for the 2nd PS.

It has beenevaluated in
the Gl category.

“Students can be divided into teams of five. The following questions are directed
to the teams: 1- Observe the movement of the Sun throughout the day. What did
you achieve? 2- Observe that the ship is coming from afar. What are your
observations? The answers to these questions can be discussed in class. The
teacher can correct the deficiencies or mistakes.”

Itis one of T11's
answers for the 2nd PS.
It has beenevaluated in
the DI category.

“First, I tell students about Saturn. For example, [ would say it is the second-
largestplanet and has a ring. | would say its density is smaller than Earth. | would
say that the Earth is 70 percent water, while Saturn is mostly made up of gases. |
would say that Saturn does not sink, just asice does not sink in water.”

The findings obtained fromthe percentage distributionof the total number of preferences of the preservice science
teachers studying in the Class A according to the types of teaching pedagogy are as in Table 6.

Table 7. Percentage distribution of preferred teaching pedagogies for Case 1

Case 1 Analysis Unit 1 Analysis Unit 2

DI DA Gl Ol MA DI DA Gl ol MA
ADSWEITYRE (o) ) %) (%) %) k) (W) (B (B (%)
Team 47.6 23.8 95 - 19.1 20 25 10 45
Individual 52.8 57 6.7 0.9 33.9 225 225 25 25 50

When Table 7 isexamined, it isseenthat the DA, Gl, and Ol values of the number of preferences of the preservice
science teachersaccordingto the types of teaching pedagogy are close to each other for the 1stPS and 2nd PS.
However, the preservice science teachers preferred more inthe DI type in the 1st PSas a team. It is seen that they
give more MA in the 2nd PS. When the preservice science teachers work as a team in 1st PS, it is seen that the
number of preferences in DA and Gl types increases according to their individual studies. It is noteworthy that
when the preservice science teacherswork as a team in the 2nd PS, the number of preferences in DA, G, and MA
typesincreasesaccordingto their individual studies. The frequencydistributions of the types of teaching pedagogy
preferred by the preservice science teachers in the 3rd PS and 4th PS in Class A (Case 2) are presented in Table

8.

Table 8. Frequency distributions of instructional pedagogy types for Case 2

Analysis Unit 3 Analysis Unit 4
Case 2 Answer DI DA GI Ol MA Total DI DA GI Ol(ff MA Total
Type ® & @& @O 6 @ (f) ® @ ® @
T8 Team - 1 - - - 1 1 1 - - - 2
Individual - 1 - - 7 8 - 3 - - 3 6
T9 Team 1 1 - - 1 3 - 2 - - - 2
Individual 1 1 - - 6 8 2 3 - - 5 10
T10 Team 1 - - 1 - 2 - 1 - 1 - 2
Individual 7 1 1 1 4 14 3 4 1 2 3 13
T11 Team 1 - 1 - - 2 - 2 1 - - 3
Individual 6 2 3 - - 11 2 3 - - 3 8
T12 Team - 1 - - - 1 - 1 - - - 1
Individual 1 2 1 - 2 6 1 5 - - 1 7
T13 Team 2 - - - - 2 1 - 1 - - 2
Individual 2 2 - - 2 6 5 - - - 1 6
T14 Team 1 2 - 1 4 1 1 - - 1 3
Individual 5 3 - - 1 9 6 4 1 - 2 13
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When Table 8is examined, it is seenthat only T10 and the preservice scienceteachersbelongingto the team made
a preference for Ol. The total number of preferences in the teaching pedagogies of the teams is equal in PS 3 and
PS 4 (f=15). It is seen that the number of preferences of the preservice science teachers according to their
individual teaching pedagogies (f=62 for the 3rd PS, f=63 for the 4th PS) is close to each other. Sample responses
from preservice science teachers are presented in Table 9.

Table 9. Sample responses for Case 2

Preservice science teacher /
Team

::153-%?3355 ?F:E;;%Se?nnse for “I would talk about the moon's phases and how the moon goes around the

earth. lwould explain the subject broadly.”

Example answer

evaluated in the MA category.

“We test their prior knowledge by asking questions such as “Whatis
sound? In which media does sound spread?”. We collect the answers given
by the students. We question on what basis they give such answers. Then we
ask themto research relevant questions and find their answers. We ask them
to compare their preliminary information with the information they
obtained at the research’s end.”

It is one of T10's answers for
the 4th PS. It has been
evaluated in the Ol category.

The findings obtained fromthe percentage distribution of the total number of preferences of the preservice science
teachers studying in Class B according to the types of teaching pedagogy are as in Table 10.

Table 10. Percentage distribution of preferred teaching pedagogies for Case 2

Case 2 Analysis Unit 3 Analysis Unit 4

DI DA Gl Ol MA DI DA Gl Ol MA
Answer Type @) ) (k) (%) (%) (%) (k) (k) (k) (%)
Team 40 33.3 6.7 6.7 13.3 20 53.3 133 6.7 6.7
Individual 355 19.3 8.1 1.6 355 30.2 349 3.2 3.2 285

When Table 10 is examined, it is seenthat the preservice science teachers inthe Class B mostly preferred the DI
type in the 3rd PS and the DA type in the 4th PS as a team. Preservice science teachers individually focused on
their DI and MA teaching preferencesin the 3rd PS. In the 4th PS, it is noteworthy that the preservice science
teachers mostly focused on the DA teaching preference. When the preservice science teachers work as a team in
the 3rd PS, it is seen that the number of preferencesin DI and DA types increases according to their individual
studies. It is noteworthy that when the preservice science teachers work as a team at the 4th PS, the number of
preferences increases inthe DA, Gl, and Ol teaching pedagogy types comparedto their individual studies.

Discussion

The purpose of this study was to investigate the preferred teaching pedagogies of second-grade preservice science
teachers through individual and group work. According to the findings of the study, preservice science instructors
favoured DI and DA instructional pedagogies over Gl and Ol. Preservice science teachers' working individually
or as a team affected their teaching pedagogy choices. Working in teams increased the choice of DI teaching
pedagogy while reducing the percentage of MA they provided. The teamwork of preservice science teachers
mostly increased the percentage of choosing Gl teaching pedagogy. However, the rate of preservice science
teachers (individual or team) generally preferring this teaching pedagogy is low. The teamwork of the preservice
science teachers decreased the Ol teaching pedagogy choice in Case 1 and increased it in Case 2. It is noteworthy
that as the science topicsin the pedagogical scenarios faced by the preservice science teachers change, the type
ofteaching pedagogy they prefer also changes. Sahingoz and Cobern (2018) revealedthat the teaching preferences
of science teachers vary according to the subject. In this study, teachers may have preferred different types of
teaching, taking into account the difficulty and nature of the subject. Howewer, in the current study, it is seen that
the preservice science teachers mostly concentrate on DI and DA teaching pedagogies and MA giving. Solving
the encountered problem scenarios correctly depends on the team's ongoing scientific discussions (Nutt, 2008;
Steele etal., 2007). Therefore, the preservice science teachers may not have been able to produce inquiry-based
teaching ideas within the scope of solving pedagogical scenarios because they could not carry out teamwork
effectively. Preservice scienceteachersare expectedto produce inquiry-basedteachingideas because the currently
used science course curriculum recommends usingthis teaching preference. Another cause for the current research
findings could be the lack of preservice science teachers' professional knowledge and skills. Ramnarain and
Schuster (2014) found that physics teachers in regions with a good economic situation in South Africa use Gl
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orientation, and physics teachersin regionswith poor economic situations use DA orientation. Teachers using DA
orientation attributed the reason for this choice to crowded classrooms and students' inability to obtain resources.
On the other hand, teachers using Gl orientation associated their teaching preferences with school culture, parent
expectations, and teachers' professional competence. It was in 2005 that Turkey started to use the constructivist
approach in science lessons. The compulsory inclusion of the research questioning strategy in the science
curriculumtook place in 2018. The prospective teachers who participated in the current research completed the
primary and secondary school processesin the revision processes of this program. Therefore, they experienced
learning environments in which DA and DI teaching preferences were made in the classrooms. They may have
reflected DA and DI teaching preferences inthe activities they designed by being influenced by these learning
environments. Kang and Keinonen (2018) state that Finnish science teachers prefer GI more when their 2006
PISA results are taken into account, and they are less likely to use the practice of Ol and discussion. They explain
the reason for this situation as teachers are not equipped with sufficient professional knowledge during their
candidacy or service period. This explanation supports the result of our current research. Lee et al. (2020)
emphasize that for teachers to use inquiry teaching, they must have confidence that this pedagogy positively
impacts teaching science concepts. This may be one of the reasons why preservice science teachersin the present
study were poor in choosing teaching pedagogies based on Gl and OIl. In order to reveal this situation
scientifically, different studies are required in which interviews will be conducted. If science teachers are needed
to choose and implement instructional pedagogies based on Gl and Ol, they must be equipped with the requisite
professional knowledge throughout their candidacy (Luft et al., 2008). Seung et al. (2014) emphasizes that it is
not sufficient to provide preservice teacherswith only theoretical information on inquiry-based science teaching,
and it is necessary to have discussions on exemplary practices. The result of this researchwas considered, and
discussions were carried out on sample activities while conducting the relevant course. Despite this educational
process, itisseenthat the preservice science teachers do not focus enough on inquiry-based teaching. It is possible
to say that the duration of the educationgiven within the researchframeworkis insufficient. Wang (2020) designed
a training program to provide inquiry-based pedagogical instructionto prospective science teachers. As a result
of this study, it was emphasized that science educators should be able to correctly conwey inquiry-based
pedagogical instruction so that preservice science teachers can construct it correctly. In addition, Wang (2020)
also stated that science educators should be trained for inquiry-based teaching. The result of Wang's (2020)
research, Seung et al. (2014)isin line with the researchresult and the current research result. As a result of the
related research, another reason why preservice science teacher tend to choose DI and DA teaching may also be
due to the teachers they have taken as role models. Because the education system in Turkey started to adopt the
research-inquiry teaching strategy in 2013. The preservice teachers in which the researchwas conducted were
mostly exposed to the training of teachers based on direct instruction until the university. Therefore, the
observations of the preservice science teachers so far may have prevented them from adopting an education
process for inquiry-basedteaching. To summarize, itmay have adversely affectedthe new professional knowledge
of the preservice science teachers that they will acquire prior knowledge about the profession. This situation can
be investigated with qualitative studies based on interviews. However, in order to solve this issue, study should
begin at the start of the candidacy training. Internship courses can also help science instructors and preservice
science teachers choose inquiry-based teaching pedagogies. Lederman and Lederman, 2019; Faikhamta et al.,
2018). The internship course in the first year was eliminated with the redesign of the scientific teaching
undergraduate program in Turkey in 2007. This change removed opportunities for preservice science teachersto
observe inquiry-based classrooms. As a result, one may argue that this environment makes it difficult for
preservice science teachers to gain professional expertise regarding inquiry-based teaching.

Conclusion

When presented with pedagogical scenarios, second-grade preservice science teachers prefer Dl and DA teaching
pedagogiesboth individually and in teams. The preservice science teacherstendedto give the correctanswer from
DI to DA and MA when the subject shifted, while generating answers to the educational scenarios they
experienced in both individual and group work. One criticism of science teacher education in Turkey is that it
does not provide instructors with the support they require to develop novel teaching methods.

Recommendations

The findings of the study can be used as teaching material in teacher education classes. These findings are
interpreted using qualitative data. Working with additional preservice science teachers allows for comparative
investigations. It is advised that science professorsand educators focus on more notable and diverse instances.
Science teacher educators must eitherupdate their inquiry-based professional expertise or seek training. Education
officials can expand the number of internship courses to lengthen relevant course durations and boost the
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professional competence of preservice science teachers. This proposal is especially significant in terms of
allowing students to apply or observe the professional information they have learned in school.

Limitations

This study was conducted with a limited number of preservice science teachers who were at the beginning of their
education at a university. Interviews could have been used to substantiate the results. More pedagogical scenarios
on different topics could have been used.
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Abstract

Turkey is currentlyhome to the world's largest refugee population, with more than 3.7 millionSyrians and around
322,000 refugees and asylum-seekers of other nationalities under international protection. Situated ina theory of
teacher education for social justice, the current study aims to illustrate the lessons and insights that teacher
educators, who are critically engaged in preparing teachers to teach immigrant and refugee students, offer in
reimagining preservice teacher education to prepare prospective teachers to teach all students, including refugee
children. The study employed phenomenological researchto investigate the perspectives and the lived experiences
of 18 teacher educators who were purposefully selected through criterion, maximum variation, and snowball
sampling strategies. The data were collected through semi-structured in-depth interviews with the participants.
The findings revealed three key issues for a socially just teacher education system: “‘who should teach: teacher
educator identities”, “teacher education curriculum and pedagogy”, and ‘contexts, structures, and collaborators in
teacher education”. As a letter to educational stakeholders in general and to teacher educators specifically, the
present study issues a call to action to revisit our roles and rethink the education of massive numbers of refugee
students in Turkey and around the globe to advocate for and enact social justice in and through teacher education.

Keywords: Refugees, Social justice education, Teacher education, Preservice teacher education, Teacher
educators

Introduction

The United Nations Refugee Agency [UNHCR] (2020) reports that 82.4 million people were forcibly displaced
worldwide at the end of 2020. Among them, approximately 26.4 million are particularly refugees, half of whom
are children. In addition to the forcibly displaced refugee populations, almostamillion children were also born as
refugees from 2018 to 2020 (UNHCR, 2021a). Given these numbers, the global refugee population has more than
doubled especially in the past decade. Furthermore, as the most recent Russia-Ukraine crisis has created one of
the biggest refugee crises with 6.3 million refugees having been forcedto flee Ukraine, we are again globally
reminded that the number of people forcibly displaced around the world has been continuing to grow at an
alarming rate (UNHCR, 2022b).

Particularly, over 25% of the refugee population inthe world are part of the 10-year Syrian crisis, which has been
the world's largest refugee crisis in decades as nearly 6.6 million Syrians have been forcedto flee their homes
since 2011, seeking safety as refugees in the neighboring countries such as Turkey, or displaced inside Syria
(UNHCR, 2021b). Withinthis context, Turkey has indeed a special place as it currentlyaccommodates the world's
largest refugee population with more than 3.7 million Syrians under temporary protectionand around 322,000
refugees and asylum-seekers, predominantly from Irag, Afghanistan, and Iran under international protection
(UNHCR, 2022a). In addition, Turkey hosts thousands of citizens of other countries, such as Pakistan, Moldova,
Palestine, Myanmar, and Georgia, as irregular migrants (Presidency of Migration Management, 2022). Making
up the largest refugee population in the country, the presence of Syrians in Turkey was initially considered
“temporary”. Although historically, Turkey’s refugee regime only included the settlement of Turkish-origin
refugees, the protracted nature of the war in Syria remarkably changed the immigration policies in Turkey (Celik
& Icduygu, 2018),andin 2014, the Law on Foreigners and International Protection granted Syrians a legal status
under temporary protection (Directorate General of Migration Management [DGMM], 2014).

While Syrian childreninitially attended temporary education centers where they were taught by Syrian teachers
based on Syrian national curriculum and received education in the Arabic language, public schools have become
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accessible to refugees since 2014. Thus, the number of Syrian students in public schools has increased
dramatically. Furthermore, efforts to integrate Syrian refugees into Turkish society increased significantly with
the implementation of the EU-Turkey Refugee Agreement in 2016, which was implemented to end irregular
migration from Turkey to the EU in exchange for 3 billioneuros in EU aid and the assertion of visa liberation for
Turkish citizens (European Council, 2016). Hence, starting in August 2016, the Ministry of National Education
(MoNE) launched the Inclusive Education Initiative in collaboration with UNICEF and mandated the integration
of Syrian children in the public schooling system. Consequently, 1.27 million Syrian refugees in Turkey are
currentlychildrenand nearly 140,000childrenare refugees andasylum seekers of other nationalities. Specifically,
with the start of the 2021-2022 school year, the number of refugee students enrolled in formal education in public
schools reached 854,839 in pre-K-12 education in eighty-one provinces across Turkey (UNICEF, 2022).

Given that a significant number of refugees (almost one-third of them) are school-aged (5-18), supporting them
to have access to quality education remains a major challenge for host countries, including Turkey (Giimis,
Kurnaz, Esici, & Gilimiis, 2020). The most critical challenge especially pertains to addressing the urgent question
of how to prepare and recruit teachers who can respond to the educational needs of refugee students and educate
all children. To illustrate, UNHCR (2021a) highlights that enrolling 300,000 additional students requires
recruiting nearly 10,000 additional teachers each year. As a result, as classrooms become more socio-culturally
diverse, particularly with the inclusion of refugee students, we are all called upon to examine and re-imagine
teacher education policies and practices in order to address the urgent question of how to prepare future teachers
who can meet the educational needs of all children in Turkey and beyond.

The Professional Needs of Teachers in Turkey in the Context of Refugee Students

The dramatic influx of refugee students into Turkish schools has accelerated empirical research and scholarship
on refugee students’ education in Turkish public schools. While a significant portion of this research examined
the problemsand barriers faced by refugee students and their families,arecent body of literature has also reflected
a particular interest in the experiences of teachers of refugee students, illuminating teachers’ professional
development needs to educate refugee students. In a review of 52 journal articles published in Turkey between
2015through2019, the mostcommonchallenges for teacherswere foundto be their lack of ability to communicate
with refugee students and their parents, as well as their lack of collaborationwith refugee parents due to perceived
language barriers, lack of access to relevant instructional materials, lack of knowledge and skills to meet the
psychological needs of students resulting from multiple issues such as war, migration, and economic difficulties,
and deficit-based conceptions of immigrants and refugees (Goodwin, McDevitt, Lee, & Akin-Sabuncu, in press).
In addition, the study reported that teachers could not build on what students bring to school with them as they
could not adjust the curriculum according to the needs of immigrant and refugee students, they did not have the
autonomy to employ alternative assessment and evaluation techniques in a high-stake testing climate, and did not
consider those students’ culture as strengths inschooling (Goodwinetal., in press).

A more recent body of research illuminating teachers’ experiences and professional needs has also been evolving.
For example, Demir-Basaran (2021) focused on the class and school-wide experiences of teachers working with
Syrian refugee students and found that teachers did not find themselves competent to provide refugee students
with quality inclusive education although affection for children was the main source of their professional
motivation. The challenges teachers encountered specifically centered on curriculum, learning-teaching process,
instructional tools, and assessment. Atalay, Kilic, Anilan, Anilan, and Anagun (2022) investigated the problems
faced particularly by primary teachers who teach Syrian students. The results of the study highlighted that the
primary barrier for teachers to educating refugee students was related to the language difference between
themselves and refugee students. It was reported that the perceived language barrier was also critical, leading to
immense emotional pressure onteachers.

In their study, Karsli-Calamak and Kilinc (2021) examined the early childhood teachers’ experiences to educate
Syrian refugee students within the context of inclusive education by drawing on Fraser’s three -dimensional social
justice framework. The study found that teachers’ practices included both inclusion-oriented and exclusion-
oriented actions concerning the redistribution, recognition, and representation dimensions of Fraser’s social
justice framework, which offered a window into inclusive education for imagining new ways of supporting
refugee students and their teachers. Kotluk and Aydin (2021) used culturally relevant and sustaining pedagogy as
a theoretical lens to examine the challenges teachers faced while trying to implement the principles of this
pedagogy. The findings of the study showed that teachers had low expectations of academic achievement from
refugee students and designed the teaching-learning process exclusively by considering the perspectives of
students from the mainstream culture. In addition, teachers’ attempts to develop the cultural competencies and
raise the socio-political consciousness of the Syrian students were limited mainly due to lack of knowledge and
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skills resulting from insufficient teacher preparation. Among the other sources of teachers’ perceived challenges
to teach refugee students, as Eres (2016) underscores, is the lack of educational policy and long-term planning for
the successful integration of refugee students into the Turkish educationsystemas the study reportedthat teachers
were not prepared to educate immigrant and refugee students from diverse backgrounds. Adopting culturally
responsive pedagogy to investigate teachers’ experiences andpractices related to the education of refugee students
intheir classrooms, Soylu, Kaysili, and Sever (2020) further concludedthat teachers, indeed, had more of a deficit-
based approach to the existence of refugees inthe country as well as to their inclusion in the Turkish education
system; and therefore, largely focused on systematic problems, rather than rethinking the individual approaches
that they could implement.

As pointed out by these studies, teachers in Turkey have been confronted with multifaceted challenges that stress
the complexity of working with refugee students and their families. Although teacher education researchers have
demonstratedtheir commitment to investigating the issues that refugee childrenand their teachers face, the voices
of teacher educators are remarkably missing from their endeavors. Currently, there is silence on the perspectives
and experiences of teacher educators regarding the preparation of teachers who can teach all students including
refugee children. This silence may lead to the perpetuation of deficit-based portrayals, characterizing refugee
students as others, deprived, and deficient (Baak, 2019; Goodwinetal., in press; Hummelstedt, Holm, Sahlstrom,
& Zilliacus, 2021; Lee, Akin-Sabuncu, Goodwin, & McDevitt, 2021). Inthis context, this research is among the
first studies which explore teacher educators' perspectives on preparing future teachers in the context of refugee
education from a theoretical standpoint. Specifically, grounded in Cochran-Smith’s (2010) theory of teacher
educationforsocial justice, the present study aims to illustrate the lessons and insights that teacher educators, who
are criticallyengagedin preparing teachers to teachimmigrant and refugee students, provide for teacher education
and teacher educators to produce transformative and collaborative pedagogies. Accordingly, the current study
offers a letter to teacher educators in Turkey and beyond calling for an action to break the silence of teacher
education on educating refugee students by highlighting how teacher education can and should be reimagined to
create equitable and socially just schooling around the world.

Theoretical Framework: Teacher Education for Social Justice

To conceptualize the perspectives of teacher educators and provide insights into the preparation of teachers who
can meet the educational needs of refugee students, this study draws on Cochran-Smith’s theory of teacher
education for social justice (Cochran-Smith, 2010) which aims to “challenge the educational status quo and be
transformative” to “support teaching and learning practices that foster justice” (p. 458). The overarching goal of
the theory of teacher education for social justiceis to “promote students’ learning and enhancing their life chances”
(p. 461); however, applying these ideas to teacher education is a complex issue given that social justice is a
widespread but vague concept (Chang etal., 2019; Cochran-Smith, 2020; Cochran-Smithet al., 2009).

Despite the large variation in how the term “social justice”is used in teacher education,a central ideafor a socially
just teacher education is that it implicitly or explicitly draws on a distributive notion of justice in an effort to
improve students’ learning and advance their life chances by challenging the inequities of school and society
(Cochran-Smith, 1995, 1999, 2010). This perspective acknowledges that there are significant disparities in the
distribution of educational opportunities and the educational outcomes between minority students and their
counterparts. Accordingly, it positions teachers as those who “can and should be both educators and advocates
who are committed to the democratic ideal and to diminishing existing inequities in school and society by helping
to redistribute educational opportunities” (Cochran-Smith et al., 2009, p. 350). Building on these, the main
intentionofsociallyjust preservice teacher educationisto provide future teacherswith the social, intellectual, and
organizational contexts that prepare them to teach for social justice in K-12 educational settings, as opposed to
‘just good teaching” (Cochran-Smith et al., 2009, p. 373). This particularly requires intertwining a theory of
justice, a theory of teaching and learning practice, and a theory of teacher preparation. Based on those three
knowledge bases, the central question in a theory of teacher education for social justice is: “How can we
conceptualize teacher preparation intended to prepare teachers to engage in practice that enhances justice?”
(Cochran-Smith, 2010, p. 458).

This question particularly relates to empowering minoritized and marginalized students of different backgrounds,
classes, cultures, gender, ability, and race, by questioning what counts as knowledge and who decides what
knowledge counts, whose interests are served through education, and whose perspectives are represented
(Cochran-Smith, 2020; Cochran-Smith, Gleeson, & Mitchell, 2010). To that end, three key ideas are essentially
at the heart of a theory of justice for teacher education, integrated with one another: equity of learning opportunity,
respect for social groups, and acknowledging and dealing with tensions. First, equity of learning opportunity
relates to challenging the mainstream classroom and societal practices, policies, beliefs, and assumptions that
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perpetuate inequities towards promoting equity of educational opportunities and outcomes for all students,
including refugee students. Second, respect for social groups highlights the critical role of recognizing all
social/racial/cultural groups, including refugee populations, by actively working against the institutionalized
obstacles of schooling and society that aggravate these groups’ oppression. It also requires one to actively work
for the effective use of the ways of knowing of marginalized individuals. Lastly, a theory of teacher education for
social justice also concerns acknowledgingand dealing with tensions and contradictions resultingfrom competing
agendas about the nature of justice and responding to them in concrete ways (Cochran-Smith, 2010). Based on
these ideas, Cochran-Smith (2010) suggests that teacher education must be theorized with respect to four key
issues: (1) who should teach, (2) teacher education curriculum and pedagogy, (3) contexts, structures, and
collaborators inteaching, and (4) outcomes.

First, the issue of which teachers are recruited is of critical importance for diversifying the teaching force with
respect to cultural, racial, and linguistic backgrounds and recruiting teachers whose beliefs, values, and
experiences are aligned with social justice goals. Second, a teacher education curriculum that enhances justice
needs to provide teacher candidates with the opportunity to learn about the subject matter, pedagogy, culture,
language, the contexts of schooling, and the purposes of education, but it also must recognize what is left out in
the curriculum along the lines of race, class, culture, and language backgrounds. Third, how and from/with whom
teacher candidates learn and the contexts and structures surrounding learning is another issue that is central to any
theory of teacher education. From the perspective of social justice, the purpose of partnerships with schools is not
that teacher candidates try to learn the good practices of expert teachers, but it is rather to provide prospective
teachers with the opportunity to work with experienced mentors and collaborate with parents, families, and
community groups in inquiry communities, fromwhom they can learn about teaching that fosters equity and social
justice. Lastly, concerning the educational outcomes, teacher education that enhances social justice rejects
standardized tests as the only measure of students’ academic success or the effectiveness of teacher education
programs. Rather, with the goal of challenging inequities, it seeks to ensure that all students have enriched
opportunities to learn, are prepared to participate in a democratic society, are committed to social justice goals,
and retainas social justice educators in their careers Cochran-Smith (2010).

Accordingly, this study builds upon Cochran-Smith’s theory of teacher education for social justice and
interrogates these key issues to illustrate the ways in which teacher educators, who are engaged in preparing
teachers who can teach immigrant and refugee students, suggest for teacher education to produce transformative
and collaborative pedagogies. To explore how teacher education can be re-envisionedto prepare future teachers
who can enactteacher educationfor social justice for refugee (andimmigrant) students, the study specificallyasks
the following question: Using social justice as a lens, what insights do teacher educators offer on reimagining
preservice teacher education for preparing prospective teachers to teach refugee students?

Methods
Research Design

The study used phenomenological research as it seeks to portray the common or shared experiences inthe lived
experiences of several individuals regarding the phenomenon of interest (Creswell, 2013; Marshall & Rossman,
2011). While phenomenological studies assume that the same phenomenon can be experienced and interpreted in
multiple ways by different individuals (Merriam, 2014), they also acknowledge that there is a common essence
in the perceptions and shared experiences of several individuals (Creswell, 2013; Patton, 1990). Accordingly, the
present study employed phenomenological research to investigate teacher educators’ perspectives and lived
experiences about preparing prospective teachers to teach refugee students by uncovering the commonalities or
the shared essence in their lived experiences.

Participants

The participants of the study included 18 teacher educators who were selected purposefully through criterion,
maximum variation, and snowball sampling strategies (Patton, 1990). First, the use of criterion sampling helped
ensure that the teacher educators chosen were those whose research interests and experiences centered on
preparing teachers to teach immigrant and refugee students. Thus, employing criterion sampling, the study
included the participants who were likely to be information-rich concerning the preparation of teachersto educate
refugee students (Patton, 1990). The study also utilized maximum variation sampling as the participants were
selected by considering their titles, fields of study, and the institutions/universities (public vs. private) they work
at. This sampling method contributed to the richness of the results as representing a variation based on these
variables offered a deeper insight into the experiences of teacher educators who hawve different backgrounds and
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thereby, might have different experiences regarding the preparation of prospective teachers to teach refugee
students. Lastly, by utilizing snowball sampling in the participant selection process, each participant was asked to
recommend other potential teacher educators who would be information-rich regarding the issue and contribute
to the enrichment of the findings. The demographic characteristics of the participants are presented in Table 1.

Table 1. Demographic characteristics of the participants

Personal background as an

Participant Gender University Title Lo
immigrant
. . Assistant
Mine Female Public Professor Yes
. Associate
Zehra Female Private Professor No
Ece Female Public Assistant Yes
Professor
Serdar Male Public Professor No
. Associate
Orhan Male Public Professor No
Alj Male Public Associate Yes
Professor
Feray Female Public Assistant Yes
Professor
. Associate
Tamer Male Public Professor No
Pelin Female Public Professor No
Emel Female Public Assistant No
Professor
. Associate
Baran Male Public Professor Yes
Salih Male Public Professor No
Mehmet Male Private Assistant Yes
Professor
Suna Female Private Assistant No
Professor
. Assistant
Oya Female Private Professor No
Aysel Female Public Associate Yes
Professor
Beril Female Public Assistant No
Professor
. Assistant
Tuna Male Public Professor No

Data Collection Procedure and Analysis

The data were collected through semi-structured in-depth interviews with the teacher educators as interviews are
the main data collection tools in phenomenological research (Marshall & Rossman, 2011). Interviews are
particularly suggested in phenomenological research since they yield rich descriptive information about
individuals’ perspectives and experiences on the phenomenon of interest from their own frame of reference
(Bogdan & Biklen, 2007) and help elicit the deeper meanings attached to them (Patton, 1990). To thisend, a semi-
structured self-developed interview schedule was used, which consisted of both demographical and open-ended
questions. The demographical questions included participants’ gender, ethnicity, the languages they speak, their
researchareas or interests, and academic/teacher education background such as their educationdegrees, title, field
of study, the university they currently work at, and their teaching experience. In addition to the demographical
questions, the interview schedule consisted of six main open-ended questions that are supported with probes and
prompts (e.g., What are some understandings, principles, or goals you have for your student teachers in relation
to educating refugee students? Can you give an example of how you teach these understanding/principles/goals?
What challenges/affordances do you have in preparing teachers to teach refugee students?). The data were
collected over six months, from July to December 2021. Inresponse to the COVID-19 pandemic, each individual
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interview was conducted online and took 45-55 minutes. Based on the participants’ permission, all interviews
were audio-recorded and transcribed verbatim.

The data were analyzed by content analysis, which entailed an inductive (Bogdan & Biklen, 2007; Patton, 1990)
open coding approach (Maxwell, 2013). In addition, a deductive approach was followed based on the key tenets
of Cochran-Smith’s theory of teacher education for social justice. To that end, the data were first aggregated into
smaller codes by reading the transcripts word by word and assigning certain labels to them (Miles & Huberman,
1994), which were then used to derive larger categories (Bogdan & Biklen, 2007). Lastly, the categories were
collapsed into the tenets of the theoretical framework that the study drew upon. The data analysis was performed
using NVivo 10. First, the researcher coded a set of three transcripts and created an initial code list, which was
then revised and refined with the suggestions of two experts who also contributed to the coding of the same
transcripts. This process afforded the consistency of the codes and categories derived by the researcher (Marshall
& Rossman, 2011; Miles & Huberman, 1994). In reporting the findings, sample quotations were selected in
participants’ own words to illustrate the findings. The anonymity of the participants was established using
pseudonyms.

To ensure the trustworthiness of the study, different strategies were used based on the recommendations of Lincoln
and Guba (1985) and Marshall and Rossman (2011). In particular, the opinions of two experts were taken on the
interview schedule and a pilot study was conducted with three teacher educators before the main data collection,
both of which contributed to the credibility of the study. Moreover, in-depth interviews allowed for a deeper
dialogue between the participants and the researcher. As explained in the data analysis, establishing intercoder
reliability helped ensure a consensus between the researcher and the two independent coders. Furthermore,
referential adequacy was established by presenting sample quotations from the participants. To enhance
transferability, purposeful sampling strategies were used. Additionally, a thick description of the overall research
process was provided by presenting a detailed account of all the processes related to the selection of the research
design and participants, data collection, and data analysis.

Researcher Positionality

Our personal and professional experiences with refugee students necessarily mediate our interpretations of the
data. Accordingly, the researcher’s diverse and firsthand professional experiences with immigrant and refugee
students as a teacher educator in Turkey and as a postdoctoral researcher and a visiting associate professor in the
United States have led her believe that refugee students have several assets and strengths that teachers could draw
upon not only in pre-K-12 education, but also in teacher educationto promote liberating pedagogies and practices,
that is frequently neglected by existing research. Therefore, along with her scholarly interests and researchon
teacher education, teaching for social justice, and immigrant and refugee education, the researcher’s positionality
as a social justice-oriented educator played a significant role in this study in developing a desire for supporting
refugee children and their teachers by examining the insights that teacher educators, who are critically engaged in
preparing teachers to teach refugee students, could provide into teacher education research, policy, and practice.

Findings

The findings of the study are organized around the three key issues addressed in Cochran-Smith’s (2010) theory
of teacher education for social justice: “who should teach”, “teacher education curriculum and pedagogy”, and
“contexts, structures, and collaborators”. While the participants mainly discussedthese three key issues to prepare
teachers who can educate refugee students, they did not address the “outcomes” tenet of socially just preservice
teacher education. Therefore, to provide an in-depth examination of teacher educators’ responses, the present
study focuses onthe first three issues that are central to asocially just teacher educationsystem. Itis also important
to note that the participants’ articulations focused on teacher educator identities, instead of teachers, concerning
the first tenet of “who should teach”. Hence, the first tenet of the theory of teacher education for social justice has
been re-conceptualized in this study to portray and shed light into the identities of teacher educators. The study
illustrates examples of the prevalent themes to contextualize the findings.

Who Should Teach: Teacher Educator Identities

According to the findings of the study, the participants highlighted that teacher educators have a critical
responsibility to ensure that prospective teachers are provided with the opportunities and tools necessary to
educate all students and fostersocial justice education. In the context of refugee education, they elaborated that
teacher educators' orientations toward developing and enhancing a socially just teacher education system are
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significantly influenced by their beliefs, attitudes, and dispositions regarding refugee populations, as well as their
culture and prior experiences with those communities. To illustrate, Zehra said:

...The neighborhood where I grew up was populated with internal and external migrants. | grew up in
an environment where people from all ethnic backgrounds and different socioeconomic levels lived
together peacefully. Even though those social groups lived in harmony, the inequities and the
disadvantagesthat certain groups faced were a phenomenonthat I observed and remembered from my
childhood, which bothered me even when I was a little child.

Like Zehra, all participants shared their personal stories and backgrounds to explain how the specific context they
were born into or lived in for a significant time allowed them to dewvelop positive attitudes, empathy, and
understanding towards disadvantaged minority groups. In addition, some participants connected to their own
identities as aminority in the country's larger socio-political context, especially with respect to their ethnicity and
mother tongue. For instance, Tamer expressed:

I'm from Erzurum [acity in the Eastern Anatolia region]. Perhaps because I am of minority background
alongside my ethnicity and mother tongue, and alsosince 1 am recognizant of the fact that | was part of
a minority culture thatwas assimilated into the dominant culture, I'm more sensitive about developing
equitable educational opportunities for all students regardless of their nationality, ethnic or ling uistic
backgrounds, or socio-economic status. As a teacher educator and human, my goal is to spread and
flourish values of tolerance, democracy, and social justice in and through education.

Thus, participants, like Tamer, explained how the experience of belonging to a minority group raised their
awareness of the marginalized student populations and helpedthem developcritical consciousnessabout the issues
of oppressionand the urgent need for achieving equity and social justice inand through education. Furthermore,
specifically concerning the education of refugee students, some participants made connections to their immigrant
backgrounds themselves due to family ties. To illustrate, Feray said:

... When Iwas very young, we lived in Germany duringmy early childhood years. It probably has a strong
influence on me. ...My primary school experiences an immigrant child in Germany and my family’s
experiences abroad shaped my worldview and enabled me to develop a scholarly interestin the issues of
educational equity and social justice education for all students butespecially forimmigrant and refugee
students ... Being an immigrant child in Germany has always been a big part of my identity and probably
has a significant effect on my research interests.

As seenin Feray’s explanation, the participants who had immigrant backgrounds (although they were not in a
refugee situation) have first-hand experience of what it means to be a “guest” outside the national border. Thus,
those participants especially reflected on their past educational experiences and emphasized how it feels to be
“invisible” in the curriculum. In addition to personal and family backgrounds, many participants also talked about
their experiences of living across national borders due to educational or professional backgrounds and addressed
its impact on their professional identity as a teacher educator. For example, Salih explained:

I completed my undergraduate education in a large public university in Ankara [capital city of Turkey].
Because the university | studied at was home to many students who came from different cities and held
different worldviews, such cultural diversity greatly impacted my personal and professional identity.
...Then, Iwentto the U.S. to pursue my master's and doctoral education. As | was exposed to even greater
ethnic, linguistic, and cultural diversity in the U.S over the time | spent there and took several courses
related to equity, diversity, and multicultural education, my educational and professional experiences
became more diversified and enriched, and consequently led to the development of my current
professional identity today that interweaves the issues of equity, diversity, and social justice education,
with a special focus on immigrantand refugee education in the most recent years.

Hence, as a personwith an immigrant background and/or due to educational/professional reasons, the participating
teacher educators, like Salih, acknowledged that their lived experiences in a different country significantly
influenced their views, research interests, and beliefs about the role of education. As a result, this strongly
connectedthemto researchingand educating teachers to teachimmigrantand refugee students with a commitment
to ending inequalities and addressing the needs of marginalized students due to systemic inequalities. These
findings demonstrate that teacher educators constructed the issue of preparing teachers to teach culturally and
linguistically diverse refugee students by considering and connecting personal experiences and knowledge.
Reflection and the resulting awareness of one’s practices, perspectives, and background can impact teacher
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educators’ understandings of their sense of self and help them consider how they co-exist with others across
educational contexts. This awareness may ultimately push teacher educators to reconsider their rolesand revitalize
their approaches to teaching prospective teachers (Cochran-Smith, 2010).

Teacher Education Curriculum and Pedagogy

The findings showed that the participants often examined the teacher education curriculum, pedagogy, and
policies for overt and hidden messages that include or exclude the preparation of teachers to teach students with
minority backgrounds, such as refugee children. Accordingly, they criticized that issues around equity, social
justice, and minority groups, including refugee students, are deemphasized in the teacher education curriculum.
Thus, all participants called for reflective, transformative, and progressive approaches and pedagogies that
challenge technical efficiency models and encourage prospective teachers as agents of change who are committed
to providing high-quality education for all students, including refugee students, alongside social justice values.
To that end, rather than examining traditional texts, the participants, for example, reconsidered the purpose of
their classes and aimed to engage teacher candidates in larger socio-political issues, such as education of refugee
children, that extended beyond developing technical knowledge and skills of teaching to developing their socio-
political awareness. For instance, Emel expressed:

My primary goal is to help them [teacher candidates] understand how existing inequalities are
perpetuated through education and schooling. The school conveys certain messages to students every
day aboutwherethey arein the social hierarchy. ... Thus, I aim to help future teachers question the role
of education, develop a critical awareness of the immigrantand refugee students whom they might have
in their future classrooms, and develop empathy, tolerance, respect, and understanding for those
students.

In transforming the teacher educationcurriculum, the participants, like Emel, reconsideredthe goals and principles
of their classesand, above all, worked to ensure that the curriculum developed the critical thinking skills of future
teachers. Inso doing, they further aimed to enact the curriculum inways that did not reflect deficit-based thinking
or biases against refugee students or reinforce systems of domination against those populations, but rather
challenged oppressive social, political, and economical structures and empowered a socially just and inclusive
education for all. On the other hand, the participants criticized the very centralized structure of teacher education
curriculaand the lack of appropriate courses related to refugee education; and therefore, called for new courses
that address the issues of refugee education, immigrant education, multicultural education, and social justice
education to prepare teachers who are equipped with essential knowledge, skills, attitudes, and asset-based
mindsets to teach immigrant and refugee students. To illustrate, Serdar articulated:

One of the biggest problems in Turkey is that teacher education curricula are highly centralized and
controlled by the Council of Higher Education (CHE). As a result, there is almost no course in the
programwhere we can include topics around diversity, migration, immigration, and refugee education.
Our teacher education programs are merely focused on developing teacher candidates’ knowledge and
skills to effectively use teaching methods and strategies or assessment techniques. We spend a lot of time
on such technical aspects of teaching. My intention is not to say that these are not important; however,
first of all, we must work to help teacher candidates gain a broader vision and awareness about the
purpose of education, which means thatwe must urgently revitalize our teacher education curricula and
offer courseswhere we can have intended critical discussions about immigrantand refugee students and
change the lives of those oppressed populations.

By highlighting the crucial need for teacher education programs to include courses that can create dialogue and
open space for discussing the multifaceted aspects of immigrant and refugee education, Serdar, like other
participants, further believed that if teacher education can first achieve raising student teachers’ awareness about
immigrant and refugee students, the prospective teachers canthen find their own way to choose the appropriate
teaching methods and materials and develop their assessment tools to design and implement individualized
educationtailored to the needs of immigrant and refugee children. Thus, on the path towards developing a teacher
education system that fosters social justice, the participants essentially highlighted the need for a social justice
mission, philosophy, and mindset development inteacher education programs, which is to be infused consistently
into several components of the program such as the conceptual frameworks, programdescriptions, course content,
and course syllabi.

In addition to an explicit social justice missionand related curriculum content, the participants mentioned that
there was also a need for liberating, emancipating, engaging, and empowering pedagogies in teacher education
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programs to raise teachers for social justice. Accordingly, the participants drew on their own practices and
suggested integrating current events, news, case studies, videos, educational movies, drama, art and poetry, guest
speakers, field trips, and community service projects into teacher education programs as powerful tools and
pedagogies to create space for critical reflection and exploration of alternative ways of thinking and
counternarratives. They articulated that such pedagogies encouraged student teachers’ engagement in broader
socio-political issues and helped them recognize the systemic injustices surrounding refugee students. For
instance, Aysel said:

...First and foremost, they [teacher candidates] need to be able to question the social, economic,
political, and educational inequities that refugee students face every day. This is not as easy as teaching
a technical skill, like teaching a grammatical rule, on which our teacher education programs mostly
focus. Rather, they need to develop critical mindsets to be able to analyze the power relationsamong
different social groups including refugee students as the oppressed vs. their oppressors. ...So, to help
them [teacher candidates] raise critical consciousness about and develop advocacy for the education of
those [refugee] students, | often use case studies, videos, and educational moviesto make prospective
teachers think about refugee communities and their children. I also aim to connect those discussionsto
their [teacher candidates’] identities and past experiences to encourage them reflect on those events
...80, to help them start enacting change and ultimately transform their future classes, | usually ask
teacher candidates to develop such lesson plans in which they need to consider appropriate pedagogies
and materialsto meet the needs of refugee students.

Hence, as seen in Aysel’s explanation, teacher educators criticized the highly technocratic nature of teacher
education that draws on old approaches and focuses only on developing skill sets, and rather suggested to use
pedagogies that are conducive to foster a transformative teacher identity blended with critical thinking and
reflection, activism, and advocacy for social justice.

Context, Structures, and Collaboratorsin Teacher Education

Teacher education focused on social justice is not an isolated entity or it does not existin a vacuum. It requires “a
coherent and intellectual approach to the preparation of future teachers” (Cochran-Smith, 2010, p. 447), one that
situates education and schooling within broader socio-political and historical contexts instead of focusing simply
on a repertoire of instructional methods and activities. Accordingly, the participating teacher educators
emphasized the importance of taking an inquiry stance into the problems related to the immediate context of
schools and the larger social, political, and cultural issues in society. To that end, they suggested that teacher
education institutions should develop partnerships in communities that are committed to social justice where
teacher educators, prospective teachers, experienced mentor teachers, parents, and families can work in
collaboration to co-construct knowledge and raise critical questions about educational issues and dilemmas. This,
in return, would help teacher candidates reconsider and challenge their assumptions and beliefs about teaching,
learning, students, curriculum, assessment, and existing schooling practices that perpetuate educational inequities
surrounding the education of refugee students. Embedded in this perspective, the participants underscored the
importance of collective efforts over the individual efforts and stated that such partnerships, contexts, and
community immersion provide a unique space and opportunity for all parties to take collective responsibility and
actiontowards the larger issues relatedto social justice, equity, and social change, as well as to adopt social justice
identities. For example, Suna mentioned:

...In community service practices course, I intentionally chose schools where the number of refugee
students is high. By collaborating with their mentor teachers, teacher candidates developed projects to
foster the education of refugee studentsin those schools particularly. So, I think developing partnerships
with schoolsand places where teacher candidates can engage in the ed ucation ofimmigrant and refugee
studentsishighly critical ifwe, as teacher educators, wantto prepare themfor the realities and changing
demographics of schools. In these environments, teacher candidates get authentic opportunities to
engage in critical conversations, observe and reflect on the educational inequities, and collaborate with
key actors to learn how to respond to the educational needs of those students, which we do not provide
incampus environments as teachereducation has always been,and indeed, is becoming more theoretical
in the past years.

Therefore, like Suna, teacher educators sought to find alternative ways, such as implementing community-based
inquiry projects, community service projects, and field placements, to provide teacher candidates with particular
local contexts as they believed that social justice educationand equity cannot be fully achieved outside of such
contexts, which also reflectedacommoncriticismagainst the structure and content of teacher education in Turkey
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that prioritizes theory over practice. In this regard, the participants further stated that putting equity and social
justice at the center of teacher education means that prospective teachers should learn to work with diverse
students, and develop appropriate practicestailoredto particular needs, contexts, cultures, and histories of refugee
students, which essentially requires an inquiry-based process that is linked to constructing local knowledge and
partnerships to address the larger educational issues, as opposed to focusing only on the technical aspects and
decontextualized facts and principles of teaching in the university settings.

In addition to developing partnerships with schools and local communities, the participants also highlighted the
importance of developing collaboration with other teacher educators. To that end, especially stressing the social,
political, and economic issues in the current climate of the country and the climate surrounding teacher education,
they specifically suggested that teacher educators should collaborate to develop research partnerships that address
the needs of refugee students as well as their parents and teachers through an in-depth longitudinal exploration
and empower them by means of transformative interventional studies. To illustrate, Oyaand Serdar explained:

Instead of conducting research onthose communities and students individually, | think we need to design
interdisciplinary interventional studies by collaborating with our colleagues in differentfields. To that
end, we also need to shift from concentrating on the problems of those students or teachers alone to see
the strengths that immigrant and refiugee students bring to the classroom. ...So, one of the best ways to
empower those studentsand their teachers is to develop long term research partnershipswith them, in
which we can design and enact practices that would support them. ... This is important because although
universities seem liberal from outside, especially education faculties have a very conservative structure
and mindset reflecting the general context of the country. Thus, such partnerships among teacher
educators mightbe criticalto createan inclusive organizational climateand commitmentto social justice
education at the institutional level. (Oya)

...Universities must be pioneers. That is, rather than blaming the Ministry of National Education or the
Council of Higher Education, we must first reflect on ourselves and take the responsibility to develop
and advocate for necessary teacher education policies and practicesto prepare teachers who can work
with immigrant and refugee students. Beyond anyone or any institution, this is firstly our job. We must
work together to produce knowledge, philosophy, and practice that can foster those students’ education.
Yet, we are far fromthere as we either keep ignoring those realities due to socio-political or individual
reasons, or only do low-impact research that is usually for our own professional benefit and mostly done
individually. (Serdar)

As seen in Oya’s and Serdar’s explanations that are also coupled with criticisms against the current mainstream
atmosphere of teacher education, the participants further mentionedthat this joint effortandresearchcollaboration
might consequently be useful to challenge and reform the mainstream organizational culture of the teacher
education institutions to substantiate their impact and contribution to improving the educational outcomes of
immigrant and refugee students in K-12 settings.

Discussion, Conclusion, and Recommendations

Ovwer the last decades, concerns relatedto preparing quality teachers have been heightened nationally and globally.
Particularly, there has been a myriad of perspectives about howteacher quality should be characterized including
what knowledge, skills, and dispositions teachers should have as each perspective reflects larger political agendas
and assumptions regarding the purposes of education (Cochran-Smith et al., 2009). In the midst of all this
intensified attention to quality teacher preparation, one major criticism is that debates around teacher quality and
teacher education solely focus on science-based solutions to educational problems and only promote a technical
view of teaching and a teacher training model that neglect and do not serve the needs of minoritized students
(Cochran-Smith, 2020) such as refugee students. Thus, this study explored the perspectives of teacher educators,
who are critically engaged in preparing future teachers to teach immigrant and refugee students, and found chief
lessons and insights for a socially just teacher education that are related to (a) teacher educator identities, (b)
teacher educationcurriculumand pedagogy, and (c) the context, structures, and collaborators inteacher education.

First, the findings suggest that teacher educators have a critical role in preparing preservice teachers to recognize
and challenge educational inequalities that refugee students face resulting fromvarious economic, social, cultural,
and political factors. In this regard, the participating teacher educators especially made several connections to
their personal and educational/professional backgrounds, identities, and experiences in working to support the
education of immigrant and refugee students. Thus, the findings of this study contribute to the broader research
on teacher educator identity and professional development, as well as the recruitment of teacher educators to
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urgently address the issue of preparing future teachers who can work effectively with immigrant and refugee
students. In order to learnto teach inan increasingly culturally and linguistically diverse society with tremendous
numbers of refugee students, teacher candidates and teacher educators should have enriched opportunities to
examine the relationships between language, culture, and power in education. This investigation inevitably starts
with one’s own history and cultural, racial, and linguistic backgrounds as a human being and as an educator to
realize the assumptions and generalizations we make about other children, such as refugee children, whom we
perceive as different (Cochran-Smith, 2004). Within this framework, given that teacher educators are at the core
of teacher education and have a strongimpact on the professional development of prospective teachers (Izadinia,
2014; Loughran, 2006), the study, therefore, draws on the impact of teacher educators’ personal backgrounds and
educational/professional experiences on their mindsets, pedagogies, and practices and primarily offers insights
into attracting and supporting teacher educators who are critically minded, committed to equity and social justice
education, and advocates for the education of all students, including refugee children, through transformative and
liberatory pedagogies, practices, and research. To that end, the study also offers implications for diversifying the
teacher educator profile in terms of cultural, ethnic, and linguistic backgrounds and recruiting teacher educators
whose beliefs, motivations, experiences, and values are congruent with social justice goals. Moreover, the study
highlights the need for teacher educator preparation as teachers of teachers and supporting their continual
professional development for social justice to raise future teachers who can respond to the educational needs of
immigrant and refugee children especially considering that there is no curriculum for the preparation of teacher
educators (Dinkelman, Margolis, & Sikkenga, 2006) and they must prepare prospective teachers for classrooms
teacher educators themselves may not have experienced.

Second, teacher education for social justice re-envisions teacher education as transformative and collaborative to
dismantle the inequities that minoritized refugee students experience in education and schooling. Accordingly,
rather than a traditional theory of practice that prioritizes subject matter knowledge and teaching skills in
preservice teacher education, the findings of the study suggest that a theory of practice congruent with social
justice holds that teachers should be prepared through transformative curriculum and pedagogies that enable them
to analyze and interpret what is happening in schools and classroomswith special attention to be devoted to the
education of refugee students so as to recognize whose interests are served vs. whose voices are not heard. That
is, from the perspective of social justice, teaching does not simply concern practical issues such as how, when,
and where teachers do things, but it rather blends knowledge, interpretive frameworks, teaching methods and
skills, and advocacy. Thus, rather than focusing primarily on credentialing purposes and sequence of courses,
Cochran-Smith (2010) suggests that teacher education curriculum that advances social justice must include
opportunities for candidates to learn about “subject matter, pedagogy, culture, language, the social and cultural
contexts of schooling, and the purposes of education” (p. 459) to become conscious of who is left out or nurtured
in the curriculum and what is implicitly or explicitly determined as the norm in discourses related to students,
parents, pedagogies, and experiences. Therefore, inaddition to what strategies and methods teachers use, teaching
for social justice also involves what teachers believe, what they recognize as the purposes of education, how they
understand their work and its larger connections to the educational issues, howthey work against inequities, how
they setexpectations for various learners, and howthey build the curriculumupon the knowledge and experiences
of marginalized students (Enterline, Cochran-Smith, Ludlow, & Mitescu, 2008) including refugee children.

Within this context, the findings of the study clearly suggest that teacher education curriculum and pedagogies
should be designed in ways (e.g., integrating case studies, videos and educational movies, critical reflection, and
storytelling) (Korthagen, 2016) that provide a critical space for all educational stakeholders, including teacher
educators, teacher candidates, families, communities, and policymakers. This would foster dialogue, critical
reflection, and collaboration among all by means of a collective and organized effort to dismantle the inequities
surrounding the education of refugee students. To that end, third, the study especially highlights the need for
teacher education to develop critical partnerships with schools and local communities where student teachers can
have authentic opportunities and engage in critical field practices (Chubbuck & Zembylas; Korthagen, 2016),
especially focusingonrefugee children, to advocate and enactsocial justice educationthroughcritically observing
and taking an action against the issues and barriers that refugee students encounter. Another critical insight that
deserves highlighting is that teacher education programs, above all, must be designed around social justice
principles based on a clear and coherent social justice mission, goal, and philosophy that deliberately foster social
justice education as opposed to add-on efforts and fragmented structure of programs (McDonald & Zeichner,
2009). As pointed out by the participants, only then, teacher education can extend beyond abstract
conceptualizations of social justice and start enacting a social justice education through consistent tools,
pedagogies, and practices (e.g., field practices, employed pedagogies) that would collectively make a difference
in the lives of refugee children.
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Lastly, the findings of the present study highlight teacher education research as a fundamental instrument for
sociallyjustteacher education. Specifically, the findings suggest that researching the education of refugee students
requires collaboration among teacher educators in creating more spaces for discussions on refugee students and
designing and reimagining researchto embrace refugee students and create socially just schoolingfor all students.
To that end, more researchshould be framed within a social justice framework, especially through longitudinal
and more comprehensive studies inlocal, national, and global contexts.

Ultimately, based on the findings from the published scholarship, the collective experiences of the participating
teacher educators provide insights into and guide much-neededtransformative directions towardjustice inteacher
education. As a letter to all educational stakeholders in general and teacher educators specifically, the present
study issues a call to actionto revisit our roles and rethink the education of massive numbers of refugee students
in Turkey and around the globe to advocate for and enact social justice inand through teacher education. Lastly,
even though this research is one of the first studies conducted with teacher educators within the teacher education
context of Turkey, the limitations of the study should be considered while interpreting the results. As the current
study only relies on the interviews conducted with the participating teacher educators, it is recommended that
future research should also include observations of teacher educators’ practices to portray what plays out in the
actual implementation of teacher education programs particularly pertaining to the preparation of teachers to
educate refugee students and foster social justice education. In addition, to triangulate the interview data, further
research might also include document analysis to examine teacher education curricula, course descriptions, and
course syllabi in detail. In so doing, further research focusingon the experiences of the teacher educators who
have beenteaching refugee students (preservice teachers) inteacher education programs is also recommended to
explore their unique experiences and to more fully portray the prevailing teacher education policiesand practices
concerning the education of refugee students through the lens of social justice education.
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Abstract

The purpose of the present study was to determine teachers' views on the communication skills of school
administrators through a mixed methods design. Although quantitative or qualitative studies deal with the
communicationskills of school principals according to teacher perceptions, the number of studies conducted in
mixed design is quite low. The study's quantitative data were obtained from 368, and the qualitative data were
obtained from 20 teachers working in primary, secondary, and high schools in Acipayam and Tavas districts of
Denizliprovince in Turkey. The data were collectedviathe “Interpersonal Communication Skills Scale of Primary
School Administrators" developed by Sahin (2007) and through an interview form developed by the researchers.
For the guantitative data analysis, arithmetic mean, standard deviation, t-testand one-way analysis of variance
were applied as a content analysis were carried out in the qualitative data analysis. When the results were
examined, it was observed that the communication skills of the school administrators were at a high level, and it
was revealed that their communication skills were at the highest level in the dimension of "giving confidence",
while it was at the lowest level in the dimension of "giving feedback". There are significant differencesin school
administrators' communication skill levels considering the branch's variables, teachers'tenure at school, school
type, and the number of teachers. It has been seen that the quantitative and qualitative data of the research support
each other.

Keywords: Teacher, School administrator, Communication skills, Communication barriers
Introduction

Today, social networking sites such as Facebook, My Space, and LinkedIn; Social media applications such as
Instagram and Twitter are used by most people. Many people either have one of these applications on their phones,
computers, or tablets or have subscriptions to social networking sites. One of the relationship status options for
individuals on Facebook is "complicated". This simple phrase actually defines today's world and our lives. Our
beliefs about our relationships, families, work, politics, and ourselves are complicated. In organizations, this
complexity is even more pronounced.Beyond any doubt, the organizational world is much more complicated than
a hundred years ago (agriculture, increased industrialization, and the birth of the assembly line), fifty years ago
(moving to the suburbs, long-term employment, and when fathers thought to know the best), or even twenty years
ago (cross-functional work teams, the early years of the internet and glass ceiling break). The complexity of the
organizational world has also affected organizational communication, and it has brought along various processes
such as socialization, decision making, conflict management, management of emotions, and management of
differencesto help cope with the complexity that emerged (Miller,2012). Today, it can be said that these processes
undoubtedly affect managers the most in organizations. In addition to these processes, managers are also faced
with an environment where communication problems get more complicated each day.

Because they play a key role in ensuring the effective flow of informationand the development of harmonious
relationships inthe organization, managers have an essential communicative role. They spend most of their time
interacting with employees. Executive monitoring studies have revealed that more than 60 percent o f managers'
working time is spent in scheduled and unscheduled meetings, approximately 25 percent is spent on paperwork,
7 percent is on the phone, and 3 percent is onthe go (Dickson, Hargie, & Tourish, 2004).

The research suggests that according to the employees, an organization's culture is 70% determined by managers.
It is sufficient to look at the manager to see the energy and motivation levels of the people in an organization and

* Corresponding Author: Aydan Ordu, akursunoglu@gmail.com
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to find out where the desired or undesired behaviours in that organization originate from. . In educational
organizations, how school administrators communicate what has to be done is as important as what they
accomplish (Tirkmenoglu, 2019), and it is evident that good communication is the way to do this. It all starts with
people's needfor communicationto ensure the continuity of their lives and to maintain their relationships.. It would
not be wrong to say that communicationis very important in treating people as social rather than biological beings.
Since the human being is defined as an entity that carries out social relationships through communication, it can
be said that the term communication has also emerged in line with human history. Cave paintings from the first
humans or the communication of the Indians with smoke can be given as an example of this. There are numerous
definitions of communication. All definitions concur that communicationis an information exchange based on
psychology. The process of communication's primarygoal is to influence and be influencedby others.The concept
of "interaction” that these two concepts directly evoke also means mutual action and influencing each other
(Giiven, 2013). The word "communication™ is derived from the Latin word "communis", which means common.
In the Turkish Language Association dictionary, communicationis defined as conweying feelings, thoughts or
informationinany way possible (TDK, 2020).

The process of communication involves the exchange of information between the source and the receiver
(Lunenburg & Ornstein, 2012). The information between the sender and the recipient, referred to as the message,
is another component of communication. Achannel facilitates the transfer of the message between the source and
the receiver.The message sent from the source to the receiver comes back similarly. This is the feedback process.
There are four basic elements of communication: source (transmitter, sender), message, channel and receiver
(destination). The complement of these four basic elements is called feedback. (Giiven, 2013). In the literature,
there are opinions stating that communication elements consist of three, four, or five basic elements. While Can
(2005) talked about the three basic elements of communication, Giirel and Giiriiz (2008) stated that
communicationconsists of five basic elements. Although itis indicated as basic or complementary inthe literature,
it is seenthat communication elements are named similarly. Therefore, the basic communication elements can be
listed as a source, message, channel, and receiver. Apart from these, four communication processes complete the
communication process and provide the relationship among these basic elements. These are encoding
(encryption), decoding (interpretation), feedback (behaviour), and noise (Kaya, 2019; Tanri6gen, 2018; Yiiksel,
2019).

Communicationskillsare definedas learnedbehaviours that enable an individual to listeneffectivelywith respect
and empathy, to open himself by speaking concretely, to communicate his feelings and thoughts with his language
without hiding anything, to protect his rights without humiliating others, to use verbal and nonverbal messages
harmoniously, to establishsatisfactoryrelationships with others, to get positive reactions and to help the individual
to live inasociety. To establish good and effective communication, the individual must sincerely respect himself
and others, empathize, ensure active listening, speak concretely, reveal himself, use the "l language,” send a
complete and one message, act transparently (unmasked), use verbal and non-verbal messages in harmony and
display an empathic and trustworthy behaviour (Yiiksel-Sahin, 2019).

When people understand all the elements involved in the communication process, they can improve their and
others'communication. Therefore, communicationskills are, at their core, leadershipskills. It directs youto access
how you can manage the communication between you and someone else or agroup $o you can reach your goals
and results (McPheat, 2010).

Communication is also at the center of educational organizations. Administrators communicate with teachers,
teachers with students, and students with each other. There are many varied ways of communication. But it is also
the source of many problems that arise in schools. A critical area of interest is the communication between
administrators and their teachers. Their ability to communicate effectively cannot be ignored as they are key
players involved in the normal day-to-day operations of a school (Rowicki,1999). What principals and teachers
talk about and how they communicate reflect and structure what is considered important in different processes
and activities. Therefore, communication also reveals what is focused on in the organization's day-to-day work
(Arlestig, 2008).

Communication skill in educational organizations is one of the most important elements in developing the
teaching profession. Managers with high communication skills can help organizations improve their existing
human resources, effectively cope with environmental forces, and increase employees' job satisfaction (Hamidi,
& Barati, 2011). When the literature is examined; communication skills and performance (Kambeya,2008; Ndidi,
& Alike, 2018), teachers' positive emotional change (Berkovich, & Eyal, 2018), school culture (Mohamed, &
Abidin, 2021; Simsek, 2003), job satisfaction (Supriadi , & Mutrophin, 2017), teachers' organizational
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socialization (Saylik, & Hazar, 2021), teacher motivation (Dogan, & Kogak, 2014), conflict management (Nural,
Ada, & Colak, 2012; Sahin, 2007) were found to be positively correlated.

As can be seen, effective communication plays a vital role in achieving the goals of schools. However, some
factors prevent the realization of communication in the effectiveness of acommunication process (Lunenburg, &
Ornstein, 2012). These factors, which are called communication barriers, can be listed as psychological barriers,
cultural barriers, semantic barriers, environmental barriers, mechanical barriers, stylistic barriers, didactic-
methodical barriers, structure, and quality of the message, status and roles, protection area, hierarchy, sleep,
limitationand lack of feedback (Ge¢ikli,2010). Kaya (2019) stated that there are many barriersto communication
and classified these into two; constructive and disruptive. Moreover; he also stated that people might encounter
obstacles due to their unawareness of their communication needs, inability to adequately grasp the importance of
communication, and ignorance of effective communication methods.

Purpose of the Study and Research Questions

Kambeya (2008) stated in her study that when principals demonstrate good interpersonal communication skills,
teachers are motivated to put forth more than 100% effort. Teachers' perceptions of their principals showed
themselves in their efforts to do their jobs. Recognizing school administrators' communicationskills is hugely
importantinimproving these skills. The present study aims to contribute to the development of the communication
skills of school administrators and to help prevent communication barriers between school administrators and
other stakeholders in the school. If administrators recognize how teachers perceive their communication skills,
they can improve their skills and work better with staff. Results from this study may help administrators who can
focus onimproving their communication skills. When the relevant literature is examined, many studies deal with
the communication skills of school administrators according to their teacher perceptions (Ada, Celik, Kiigiikali,
& Manafzadehtabriz, 2015; Akan & Azimi, 2019; Cinar, 2010; Kambeya, 2008; Ozan, 2006; Sezgin, & Er, 2016;
Sueltenfuss, 2001; Sanli, Altun, & Karaca, 2014). However, examination of these research reveals that the
majority are quantitative and few are qualitative. In his review study on the studies on the communication skills
of school administrators, Gomez (2022) noted that there are few studies on this topic. He found that most of the
studies were done with descriptive survey methods and using a questionnaire. The number of studies on this
subject in mixed design is very few. Kii¢iik Giingérmez and Polatcan (2020) discussed the communication
competencies of school principals according to the opinions of teachers working in secondary schools. The
difference inour study was the consideration of communication skills and the inclusion of teachers at all school
lewvels. Therefore, the main purpose of this research is to reveal how school administrators' communication skills
concerning the teachers' views. For this purpose, the following questions were tried to be answered.

1. How do teachers feel about the communication skills of school administrators?

2. Do school administrators' communication skills differ significantly, according to teachers, depending on the
industry in which they work, their length of service at the school, the type of school, the number of teachers at the
school, and the number of students?

3. How do teachers rate the communication skills of their school administrators?

4. What are teachers' views on the communication barriers they experience with their school administrators?

Method
Research Design

A mixed method design, which aims to determine teachers' views on the communication skills of school
administrators, was carried out in the present study. The mixed method design is a design in which qualitative and
guantitative data are collectedand used together (Airasian, Gay, & Mills,2012; Fraenkel, Wallen, & Hyun, 2012).
This study used a convergent parallel approach from mixed method designs. The convergent-parallel approach is
a concurrent approach and involves the simultaneous collection of qualitative and quantitative data, followed by
the combination and comparisons of these multiple data sources. This approach involves collecting different but
complementary data on the same phenomena. Thus, it is used for converging and for the subsequent interpretation
of quantitative and qualitative data. This approach is often referred to as the concurrent triangulation design
(single-phase) because the data is collected and analysed individually but at the same time. (Creswell, 2009). The
most important reason for choosing the convergent parallel design in the researchis to reveal the general views
of teachers on the communicationskills of their administrators with the collected quantitative data; at the same
time, to be able to make an in-depth analysis of their managers' views on their communication skills and the
communication barriers they experience with their managers, and to explain the current situation better. In
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addition, it was tried to determine to what extent the answers the teachers gave in the interviews, and the general
opinions they gave to the scale were consistent. This rationale can be related to Bryman's (2006) reason for
"triangulation or greater validity". Triangulation or greater validity refers to the traditional view that findings can
be diversified and quantitative and qualitative research canbe combined for mutual validation.

In the quantitative data analysis, the survey model, one of the quantitative research designs, was used. The survey
model is defined as a research approach that aims to describe past and ongoing situations, events, individuals, and
objects in their terms (Karasar, 2003). In qualitative data, the basic qualitative research design was used. Basic
qualitative research aims to explain how individuals build reality on their interactions in the social world. It deals
with how individuals interpret their lives and the meanings they add to their experiences (Merriam, 2009).

Participants

The researchpopulation consists of 1322 teachers working in primary, secondaryand high schools of the Ministry
of National Education in Acipayam and Tavas districts of Denizli province inthe 2020-2021 academic year. The
sample for the study's quantitative data consists of 368 teachers selected by simple random sampling. According
to the formula of Cochran (1962), widely used in calculating the sample size, the required sample size for the
research population was 298 (cited in Balci, 2001). The answers of 368 participants were considered after
eliminatingthe incorrectorincompletelyfilled 372 scales collectedelectronically. It was observed that there were
participants who did not answer the questions asked to determine demographic characteristics, and these areas
were considered as missing data. Table 1 shows the demographic characteristics of the teachers who participated
in the quantitative part of the study.

Table 1. Frequency and percentage distribution of the demographic characteristics of the teachers from whom
the quantitative data of the study were collected

Variable Group Number Percentage
Tenure of Teachers at School 0-2 years 98 26,63
between 3-6 years 129 35,05
7 years and above 136 36,95
Missing data 5 1,37
Branch Primary School teacher 110 29,89
Subject teachers 253 68,74
Missing data 5 1,37
Type of School Primary 146 39,67
Secondary 128 34,78
High Schools 87 23,64
Missing data 7 1,91
Number of Teachers between 0-12 125 33,96
between 13-26 112 30,43
27 and abowe 121 32,88
Missing data 10 2,73
Number of Students between 0-100 94 25,54
between 101-190 84 22,82
between 191-450 88 23,91
between 451 88 23,91
Missing data 14 3,82
Total 368 100

To obtainthe qualitative data for the research, the study group consisting of 20 teachers was formed by using the
criterion sampling method, which is one of the types of the purposeful sampling method. The criterionwas based
on the fact that the teachers had worked with their school administrators for at least two years.

The demographic information of the study group is shown in Table 2.
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Table 2. Demographic characteristics of the teachers who participated in the interview
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Variable Group Number
Age 20-30 years 5
31-40 years 11
41 years and older 4
Years of Experience 1-8 years 4
9-16 years 12
17 years and above 4
Tenure of Teachers at School 2-4 years 5
5-7 years 13
8 years and above 2
Working Time with Administrators 2 years 6
3 years 7
4 years and above 7
Type of School the Teachers Work Primary 7
Secondary 7
High School 6
Branch Primary School Teacher 7
Subject Teacher 13
Total 20

Data Collection Tools

For the quantitative part of the research, the scale titled "Interpersonal Communication Skills of Primary School
Administrators" developed by Sahin (2007) was used as a data collection tool. The scale included items in
determining the interpersonal communicationskills of school principals. Sahin (2007) formeda measurement tool
consisting of 4 dimensions (empathetic listening, effectiveness, giving feedback, and inspiring confidence) and
33 items resulting from exploratory factor analysis. The total variance explanation rate of the 4 factors obtained
was 68.37%. The first dimension of the interpersonal communication skills scale consists of 11 items, the second
dimension consists of 9 items, the third dimension consists of 9 items, and the fourth dimension consists of 4
items. It was determined that the load values of the items' factors in the first factor were between 0.594 and 0.843,
the load values of the items' factors in the second factor were between 0.660 and 0.784, the load values of the
items' factors in the third factor were between 0.571 and 0.789, and the load values of the items' factors in the
fourth factor were between 0.564 and 0.818. In the reliability studies conducted by Sahin, the Cronbach's Alpha
coefficient was found to be r=.96. The scale was developed for primary school principals. However, studies used
at all school levels (Nural, Ada, & Colak,2012; Saylik & Hazar, 2021 ; Sabanci, Sahin, Sonmez, & Yilmaz, 2016)
were also found in the literature. The results obtained in the reliability studies conducted in this study were found
to be .967 for the empathic listeningand effectiveness dimensions, .974 for the feedback dimension, .924 for the
inspiring confidence dimension, and .99 for the overall scale. The measurement tool is a five-point Likert-type
scale. Teachers were asked to mark one of the items among "always (5)", "often (4)", "sometimes (3)", "rarely
(2)", and "never (1)"foreach item. There is no reverse-scored iteminthe scale.

In the qualitative part of the present study, a semi-structured interview form developed by the researchers was
applied. In the interview form, there are questions to determine the communication skills of school administrators
and the communication barriers that may be experienced between teachers and administrators in schools. In the
preparation of the interview form, the literature was reviewed, and a question pool was created by examining the
previously developed scales. After consulting an expert, a pilot research with three teachers who are professionals
in educational administrationwas done. The readability of the questions was evaluated, and the interview form
was finalized by making the required modifications. Listed beloware some of the interview questions:

* What do you think about your school administrator's communication skills?
+ Can you communicate comfortably with your school administrator?
» What are your views on the body language used by your school administrator?
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Data Analysis

For the normality test of the study, skewness and kurtosis tests were appliedto the data. It is seenthat the skewness
and kurtosis values were between -.994 and .494 for the general data; -.991 to .487 for the empathetic listening
dimension; -.952 to .350 for the effectiveness dimension; -,923 t0,330 for the dimension of giving feedback and -
1,102 10,887 for the dimension of giving confidence. Since the values for skewness and kurtosis are within the
range of £2.0 (George & Mallery, 2010), the data set can be said to have a normal distribution. After determining
that the data were in the normal distribution range, analyses were carried out through parametric tests.

In quantitative data analysis, tables containing personal informationwere created by calculating frequency and
percentage. The arithmetic means and standard deviation values were used to determine the lewel of
communication skills of school administrators. According to the views of the teachers, whether the
communicationskills of the school administrators differ in the 'branch' variable was examined via the Independent
Samples T-test, and One-way analysis of variance was carried out to determine whether there was a difference in
the variables' teachers' tenure at their schools', 'the type of school they worked in', 'the number of teachers in their
schools' and 'the number of students in their schools'".

Content analysis, one of the qualitative data analysis techniques, was used in the analysis of the qualitative data.
Content analysis aims to reach concepts that will help explain the data gathered. The obtained data are analysed
in depth, and new codes and concepts are created. During qualitative data analysis, codingis carriedout by naming
the meaningful parts in the data. The data obtained during the coding process is divided into sections, analysed,
compared, and correlated (Simsek & Yildirim, 2008).

The analysis of the qualitative data of the research started by creating the data set of the data obtained from the
participants. The data setswere read several times and the concepts that might be relatedto the research topic
were noted. The data sets were then examined in detail and coded by the researcher using the previously noted
concepts. The codes were combined under the themes derived from the literature review and the interview
questions prepared by the researcher. Frequency values showing themes, codes and repetition frequencieswere
tabulated and interpreted in detail.

For the reliability of the qualitative data, the teachers'views, which are consideredimportant, are directlyincluded
in the interpretation of the findings. To ensure the credibility (internal validity) of the research, the notes taken at
the end of each interview were summarized by the researcher and confirmed by the participants. For external
validity, the data were presented in tables; themes and codes were determined and evaluated. While analysing the
data, attentionwas paid not to reveal the identity of the participants and the school they work in. Participants in
the data tables are abbreviated as T1-T20 (Teacherl1-Teacher20).

Findings
Findingson Quantitative Data

Firstly, teachers' views about the communication skills of school administrators are included. The arithmetic
means and standard deviation values of school administrators' communication skills are given in Table 3.
According to the findings in Table 3, teachers expressed their opinions as "often” for the dimensions of empathic
listening (X =3.80), effectiveness (X =3.79), giving feedback (X =3.76) and inspiring confidence (X =3.89). This
ratio was also found in the overall average (X =3.80). Teachers expressed their opinions on the interpersonal
communicationskills of school administrators at the level of "often".

Table 3. Arithmetic mean and standard deviation values for school administrators' communication skills

Dimensions N Mean Sd Frequency
Empathic listening 368 3,80 ,99 Often
Effectiveness 368 3,79 1,00 Often
Giving feedback 368 3,76 1,02 Often
Inspiring Confidence 368 3,89 97 Often
Owerall average 368 3,80 ,98 Often

To determine whether there is a significant difference concerning the communication skill levels of school
administrators according to the branch variable, independent groups t-test was performed, and the test results are
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given in Table 4. As is seeninthe table, the communicationskill levels of school administrators showassignificant
difference regarding the branch variable. There is a significant difference between class teachers and subject
teachers inthe general average and in all sub-dimensions in favour of class teachers (p<.05).

Table 4. T-test results showing the distribution of teachers' views on the communication skills of school
administrators regarding the branch variable

Dimensions Branch N Mean t df. Sig.
Empathic listening Clas_s 110 4,14 4,716 257,15 ,000
Subject 253 3,67
Effectiveness Clas_s 110 4,13 4,551 248,14 ,000
Subject 253 3,67
. Class 110 4,13 5,116 257,12 ,000

Giving feedback Subject 253 3,61

Inspiring Confid Class 110 4,24 5,053 273,60 ,000

nspiring Confidence Subject 253 3.76

Overall average Clas_s 110 4,14 4,932 257,83 ,000
Subject 253 3,66

One-way analysis of variance was performed to determine whether the communication skills levels of school
administrators differ according to the teachers' tenure at the school, and the analysis results are given in Table 5.
As a result of the analysis of variance, a statistically significant difference was calculated on the overall mean and
in all sub-dimensions. According to the Scheffe test, which was used to test the source of the differences, the
difference was found to be between the teachers who worked at their school for 7 years or more and the teachers
who worked between 3-6 . The results showthat teachers who have worked at the school they lead for 7 years or
more are more positive about their administrators' communicationskills than teachers who have worked at the
school for 3 to 6 years.

Table 5. One-way analysis of variance results showingthe distributionofteachers'views on school administrators'
communication skills according to the variable of tenure of the teachers at the school

. . . Significant
Dimensions Tenure of the Teachers N Mean Sd F Sig. difference
Empathic 0-2 years (1) 98 3,84 0,94
listening 3-6years (2) 129 3,59 1,06 6,126 ,002 (3)-(2)
7 years and above (3) 136 4,00 0,88
0-2 years (1) 98 3,78 0,93 7984

Effectiveness 3-6 years (2) 129 3,58 1,07 : ,001 (3)-(2)
7 years and abowe (3) 136 4,04 0,92
0-2 years (1) 98 3,74 0,91

Giving feedback 3-6 years (2) 129 3,57 1,10 5,705 ,004 (3)-(2)
7 years and above (3) 136 3,98 0,95

Inspiring 0-2 years (1) 98 3,92 0,94

Confidence 3-6 years (2) 129 3,68 1,06 6,307 ,002 (3)-(2)
7 years and above (3) 136 4,10 0,84
0-2 years (1) 98 3,81 0,91

Owerall average  3-6 years (2) 129 3,59 105 6,550 ,002 (3)-(2)
7 years and abowe (3) 136 4,02 0,88

A one-way analysis of variance was conducted to determine whether the communication skills levels of school
administrators differed according to the type of school where teachers worked, and the results of the analysis are
shown in Table 6. As can be seen, statistically significant differences were found in terms of the overall average
and the type of school in all dimensions. To test the source of the differences, the Scheffe test, one of the Post
Hoc tests, was used. Among the teachers working in primary and secondary schools and teachers working in
primary and high schools, significant differences were found in favour of teachers working in primary schools on
the overall mean and in all dimensions.
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Table 6. One-way analysis of variance results showing the distribution of teachers' views on the communication
skills of school administrators according to the type of school the teachers work in

Dimensions School Type N Mean Sd F Sig. i:?:;:écnir:

Empathic Primary (1) 146 4,06 0,85

listening Secondary (2) 128 3,69 0,98 9,520 ,000 (1)-(2), (1)-(3)
High Schools (3) 87 3,53 1,07
Primary (1) 146 4,04 0,90

Effectiveness Secondary (2) 128 3,69 1,03 8,038  ,000 (1)-(2), (1)-(3)
High Schools (3) 87 3,54 1,07

Giving Primary (1) 146 4,05 0,88

feedback Secondary (2) 128 3,62 1,02 11,067 ,000 (1)-(2), (1)-(3)
High Schools (3) 87 3,47 1,10

Inspiring Primary (1) 146 4,15 0,83

Confidence Secondary (2) 128 3,80 1,00 10,302 ,000 (D)-(2), (D)-()
High Schools (3) 87 3,59 1,03
Primary (1) 146 4,06 0,86

Owerall average  Secondary (2) 128 3,69 0,98 9,982 000 (D)-(2), (V)-()
High Schools (3) 87 3,53 1,06

According tothe teachers' views, one-way analysis of variance was used to determine whether the communication
skills levels of school administrators differaccording to the number of teachers in their schools, and the results
are given in Table 7. As a result of the Scheffe test, astatistically significant difference was reached in the overall
mean and in all sub-dimensions. The differenceswere on the owverall average and in all dimensions, and a
significant difference was calculated between the teachers that work with 0-12 teachersin their schools and those
that work with 27 or more teachers. The differencesare infavour of teachers who work with between0-12 teachers

in their schools.

Table 7. One-way analysis of variance results showing the distribution of teachers' views on the communication
skills of school administrators according to the variable of the number of teachers in the school they work

. . - Significant
Dimensions The number of teachers N Mean Sd F Sig. difference
Empathic between 0-12 (1) 125 3,97 1,08
listening between 13-26 (2) 112 3,76 091 3,397 ,035 (1)-(3)
27 and abowe (3) 121 3,65 0,94
between 0-12 (1) 125 4,00 1,10

Effectiveness between 13-26 (2) 112 3,71 093 4,176 ,016 1)-(3)
27 and abowe (3) 121 3,65 0,94
between 0-12 (1) 125 3,96 1,07

Giving feedback between 13-26 (2) 112 3,68 097 4,169 ,016 1D)-(3)
27 and abowe (3) 121 3,61 0,97

Inspiring between 0-12 (1) 125 4,04 1,06

Confidence between 13-26 (2) 112 3,88 0,92 3,285 ,039 1)-3)
27 and abowve (3) 121 3,73 0,88
between 0-12 (1) 125 3,98 1,07

Owerall average  between 13-26 (2) 112 3,74 091 3,897 ,021 1)-(3)
27 and abowe (3) 121 3,65 0,92

One-way analysis of variance was performed to determine whether the communication skills of school
administrators differ according to the number of students in their schools concerning the teachers' views, and the
analysis results are shown in Table 8. Accordingly, there was no statistically significant difference between the
overall mean and all sub-dimensions.
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Table 8. One-way analysis of variance results showing the distribution of teachers' views on the communication
skills of school administrators according to the variable of the number of students in the school they work

. . . Significant
Dimensions The number of students N Mean Sd F Sig. difference
between 0-100 (1) 94 3,88 1,06
Empathic between 101-190 (2) 84 3,91 1,03 1051 37 )
listening between 191-450 (3) 88 3,67 0,91 ' 0
450 and above (4) 88 3,78 0,90
between 0-100 (1) 94 3,92 1,08
. between 101-190(2) 84 3,83 1,08 ,38
Effectiveness o veen 191-450 (3) 88 367 091 1018 g -
450 and above (4) 88 3,77 0,92
between 0-100 (1) 94 3,86 1,08
. between 101-190 (2) 84 3,83 1,08 45
Giving feedback o\ ween 191-450 (3) 88 363 094 0872 g -
450 and above (4) 88 3,74 0,93
between 0-100 (1) 94 3,97 1,07
Inspiring between 101-190(2) 84 3,99 0,99 1188 31 )
Confidence between 191-450(3) 88 3,74 0,85 ' 4
450 and above (4) 88 3,90 0,89
between 0-100 (1) 94 3,90 1,06
Overall average between 101-190 (2) 84 3,87 1,04 1003 ,39 i
between 191-450 (3) 88 3,67 0,89 ’ 2
450 and above (4) 88 3,78 0,89

Findings Related to Qualitative Data

To answer the research question, "What are the positive perceptions of the teachers regarding the communication
abilities of the administrators? ", semi-structured interview questions were posed to the teachers, and a content
analysis was performed onthe collected data to generate themes and codes. The outcomes are presented in table
9.

Table 9. Theme and code list obtained from teachers' positive views on communication skills of school
administrators
Themes Codes Frequency of Code Repetition
Empathy
Respect
Confidence
Sincerity
Honesty
Consistency
Relevant
Feedback Explanatory
Timely
Solidarity
Caring
Value
Participation in Decisions

Effective Communication Skills

N

Getting to Know the Staff

\llSCDl—‘U’IOOOO-bOOO’)hOOO?

Listening Skill

When Table 9 is examined, considering the teachers' views on the communication skills of their administrators,
the theme "effective communication skills of administrators" consisted of the codes "empathy, respect, sincerity,
honesty, consistency and confidence"”; the theme "school administrator's feedback™ consisted of 'relevant,
explanatory and timely" codes; the theme "the school administrator's getting to know her staff" consisted of
"solidarity and caring” codes; and the theme "the school administrator's listening skill* consisted of *valuing and
participation in decisions"codes.

In the "empathy" code, T2 includes statements such as "l think my school administrator has effective
communication skills...he tries to understand me and my other friends...", T4 includes statements such as "...1
work with a school administrator with developed empathy..."and T10 includes statements suchas "...for example,
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our children are veryclose in age. If my child is sick or there is a situation related to him, he immediately a cts
with understanding, which I think is empathetic. This makes me happy too. We have good relationships because
my school administrator has good communication skills..."

Teachers who think that their administrators are 'sincere™ state that they have good relations with their
administrators. Expressing opinions in the code of 'sincerity”, T20's "... says "good morning" sincerely to
everyonehe meets every morning, asks howthey are,and hasa stance that shows that it asks themreally sincerely,
not as a duty." This statement confirms the situation.

When the ‘administrator's ‘feedback' theme was examined, the teachers stated that their administrators gave
relevant, explanatory, and timely feedback while expressing their opinions. T14, who expressed his opinion in the
"relevant” code, explained his view on this code as "does not remain indifferent when I want to get information
or something about an event at school or outside of school, he is interested. If he does nothave an urgentjob, he
gives information immediately, or if there is something he does not know about the legislation, he investigates
and returns...".

Teachers who expressedtheir opinions onthe theme 'of the school administrators ‘gettingto know his staff” stated
that their school administrators wanted to work together and cared about their teachers. Inthis regard, T2 said “...
states that we are a family by emphasizing in every meeting and that there will be strength in unity...”, T10
explained the opinionas “... every birthday that has recorded the birthdays of teachers gives us gifts, albeit small
ones...”, T12 said “...we can make this project successful together...” and T18 stated their views as “... they
remember when there is an important day for us, they take care to attend places such as weddings and

s

engagements that we invite, and they go and buy their presents for teachers who have children...”.

The codes of "valuing™ and "participating in decisions"emerged under the school administrator's ‘listening skill’
theme. T4 expressed his opinion onthis issue as follows;

When there is an activity to be held at the school, my school principal gathers the teachers who will
participate in that activity in his room. Gets feedback on the event. He explains the plan in his head. A
common ground is found, and an activity plan is created... of course, he values opinions... (Interview
Record: Teacher 4).

In addition, T20 stated the following;

... I have worked with many principals. Let me tell you about an application | encountered for the first
time and was surprised. The course plan was to be made at school last week. In general, the school
administration makes the planning and communicates it. But our school principal gathered the tea chers
who will attend the course and offered to do the planning together ... (InterviewRecord: Teacher 20).

Finally, the question "What are teachers' views about the communication barriers they experience with their
administrators"was answered in the present study. The themes and codes created by content analysis of the data
obtained from the views of the teachers are given in Table 10. When Table 10 is examined, it is seen that the
teachers who think the effective communication skills of the administrators are inadequate believe that the
administrators have a careless attitude while listening to them and do not take them into account by using their
position.

Table 10. Theme and code list obtained from teachers' opinions on communication barriers between teachers and
school administrators

Themes Codes Frequency of Code Repetition

. - . Passive Listening 5
Effective Communication Skills Differences in Status 2
Types of communication Indifference >

yp Rude Behaviour 2
Cold 1

Body Language Inconsistent 2
Careless 1

Feedback Late 3
Getting to Know the Staff Reckless 2
3

Listening Skill Disregard
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Commenting on the ‘Passive Listening’ code, TS said,

I don't think my school administrator has effective communication skills. Because when 1 go to his room,
he greets me with an indifferent attitude at first. | can immediately understand this. Most of the time he's
looking at his computer or phone while I'm talking. There are times when I have to repeat what | have
said. Thisbehaviour of my school administrator shows that he lacks communication skills. Inmy opinion,
a school administrator should first show that he/she takesthey take into account and listen to whoever
the other personis (Interview Record: Teacher 5).

T13, who expressed his opinion on the ‘Status Difference’ code, used the following expressions in the meeting;

... Inmy opinion, school administrators shouldnotlook down on people by using the power of their office,
I think that he is also a teacher and should be aware of this situation when communicating with other
teachers.In the end, we all dothe same job, but the fact that our school administrator thinks he is different
and acts as if he is an unreachable person makes all our bilateral relations and communication difficult
(Interview Record: Teacher 13).

As it is seenin Table 10, the codes of "indifference" and "rude behavior" emerged under the theme "Types of
communication with administrators” from the teachers' views regarding the communication barriers they
experience with their administrators. According to this information, it is understood that there are some
negativities inthe communication behaviors of the school administrators, and this negative situation occurs inthe
form of indifference and rude behavior of the school administrators. Among the participants who expressedan
opinion in the code of “indifference”, T1 said, “...very indifferent to me when communicating with my school
administrator...”, T8 said, “...I am tired of encountering the indifferent attitude of my school administrator...”,
T13 said, “...I know that all the teachers in my school complain about the careless attitude of our school
administrator.”, T17 said, “...I think that one of the conditions for being elected as a school administrator is that
people should be valued in bilateral relations and their opinions should be givenimportance”. These statements
clearly indicate the situation mentioned.

It was observed that the codes of "cold" and “inconsistent with his words" are included in the "Manager's Body
Language" and emerged from the theme concerning the teachers' views on the communication barriers they
experiencedwith theiradministrators. Teachers, who see the body language of theiradministrators as inconsistent
with their behaviors, describe their administrators as being cold. Commenting on this issue, T13 said, “Neither
our school administrator's body language and behaviors nor what he says are consistent. You can easily tell from
hisdemeanor thathe doesn'tevenbelieve whathe's tellingyou.” T5, who expressedhis opinion on the same issue,
said, “There is definitely an inconsistency between my school administrator's body language and his behavior.
For some reason, when I was listening to him, what he said to me does not reassure me.” T17, who expressed his
opinion about his school administrator's body language under the code "cold", said, "I cannot predict whether
there is an inconsistency between my school administrator's body language and his behavior, because he always
tells what he wants to say with a dull expression. For example, when there is a program that teachers need to
prepare on a subject, instead of motivating and guiding them, he coldly asksfor it to be done.”

It has been observed that the codes of "careless™ and "late" appeared under the theme "Manager's Feedback™.
According to this information, it is understood that the administrators either take a careless attitude during the
evaluation of the requests and complaints stated by the teachers, or they do this late even if they give feedback.
Commenting on the code “Careless”, T9 makes this clear as;

When we have a request from our school administrator, he always has to make an excuse, whether it is
about the school or about our class. Usually, this excuse is related to the lack of funding from the school

and financial difficulties. Although our school administrator's communication skills are good, he tries to

delay or make us forget instead of finding a solution when we have requests or complaints. We now know
thatour requests will notbe fulfilled and that our school administrator will not care aboutthem (Interview
Record: Teacher 9).

T11, who expressed her opinion of the "delayed" code, used the following expressions during the interview;

It may take some time for our school administrator to deal with requests and comments made by us. | guess
this situation is a consultation to a senior management. Since he is reluctant to make decisionson his own,
he gives us feedback after receiving the opinion of his senior management about requests or complaints
(Interview Record: Teacher 11).
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It has been observed that the "reckless" code emerged under the theme "Getting to Know the staff". T6 and T8,
who commented on the “‘Reckless” code, commented as follows;

... [think he only knows what I do in my lessons, my attitude towards the student, how I communicate with
the parents... I don't think he cares much about my lifestyle or something like that... (Interview Record:
Teacher 6).

I think schooladministrators should be good communication expertsand get to know their staff closely.
But I can say that my school principal is not very willing to get to know us better. The better a school
principal who does not know his staffand does not share the sadness and joy of his staff can be, the better
our school principal can be in this regard... (InterviewRecord: Teacher 8)

Finally, it was observed that the code " Disregard" appeared under the theme "Listening Skill of the
Manager". The problem isthat administrators do not care about their opinions when they listento teachers.
T9, who has expressed an opinion on this issue said that “...I don't think my school administrator is
listening to me. If I make a request, itdoesn't mean much to him.She was doing something on her computer
recently when Iwent to her roomto talk to her about the suspension of my class. In any case, nothing has
been done about my request so far...”.

Discussion, Conclusion, and Suggestions

According to the findings from the quantitative data of the present study, the communication skills of school
administrators were perceived as sufficient according to teachers. The communication skills of school
administrators are perceivedat the highest level in the "confidence"dimension, followed by "empathetic listening"
and "effectiveness"”dimensions, respectively. Confidence in the individual, and his goals, knowledge, and capacity
affect communication (Arlestig, 2008). In the results obtained from the qualitative data of the research, it is seen
that the teachers think that their administrators have sufficient, positive, and good communication skills.
According to these results, it can be said that school administrators have effective communication skills, and the
communication process between administrators and teachers in schools is effective. This shows that teachers and
school administrators can work in harmony. Pauley (2010) states that school administrators have multi-faceted
tasks such as settinggoals, organizing tasks, motivating employees, reviewing results, making decisions, planning,
organizing, division of labor, directing, coordinating and evaluation tasks. It is stated that there should be
communication, otherwise, the tasks cannot be accomplished successfully, the objectives cannot be achieved, and
the decisions cannot be implemented (cited from Pauley, Bagaran & Cinkir, 2013). According to Kambeya's
(2008) research, principals who successfully demonstrate their interpersonal communication skills have
experienced aschool where teachers work ina climate conducive to teaching and learning. Principals who do not
demonstrate good interpersonal communication skills work with teachers who choose not to push themselwes
beyond expectations. In parallel with the results of our research, Agikel (2010), Akan and Azimi (2019), Asar
(2014), Ayik and Uzun (2016), Cinar (2010), Ciftli (2013), Deger (1998), Ekici (2020), Kurt (2015), Kiigiik
Giingdérmez (2020), Oner (2019), Ozkadam (2018)and Yilmaz (2015) concluded that the communication skills
of school principals are sufficient and at a positive level. The results of Sueltenfuss's (2001) findings showed that
the majority of teachers perceived their principals to use listening communication skills “often”, and self-
presentationand clarifyingskills “very often”. As aresult of the data analysis on the communicationstyles adopted
by secondaryschool principals, Samuel and Okotoni (2018) revealedthat most of the principals adopted inclusive,
open, and assertive communication styles. It has been observed that school principals who adopt inclusive, open
and assertive communication styles respect teachers' opinions. Principals allowed teachers to take an active role
in decision-making processesinschools. However, in his study, Uygur (2014) concluded inthe opposite direction
to this result of research, and in his research, he found out that the communication skills of administrators are at
lowlevel accordingto the views of teachers. Memduhoglu(2015) also foundthat the interpersonal communication
skills of primary school administrators were at a moderate level, according to the opinions of administrators and
teachers.

The teachers’ views’ being at the adequate level on the communication skills of administrators may be proof of
the positive and sincere teacher-administrative relations in schools. This shows that there is a healthy
communicationenvironmentat schools. Decision-making, cooperation, motivationand job satisfactionwill likely
be higher in schools where a positive communication environment is provided. As a result, effectiveness and
productivity will increase (Tutar, 2009). The increase in cooperationand motivation at schools will also reflect
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on the schools’ stakeholders, such as family and students, which will lead students to be more successful in every
field (Sahin, 2007).

According to another result of the research, the class teachers' views on the administrators' communication skills
were higher than the subject teachers. Primary school teachers spend more time inschools than subject teachers.
During this time, they are in school, they spend most of their time in their classrooms with their students, and they
only deal with the students’ problems intheir classes for ayear. For this reason, class teachers often communicate
with the parents of the students when they decide on their class or the students in the class. They are relatively
free in their decisions regarding their classes. Since class teachers have only one class for which they are
responsible, they do most of the things that need to be done about their classes themselves, without leaving it to
the school administrator. This way of working of class teachers also facilitates the work of school administrators
and gives them time to meet the demands and requests of school administrators mostly from the top management.
Bursalioglu (2015) states that the division of labor and cooperation without a written rule affects communication
positively at schools, and that school administrators who cooperate with employees, help solve their problems,
and are tolerant and motivating can establish healthier communication with the employees. Asimilar result to the
result of this study was not found in the literature review. The research of Cinar (2010), in which subject teachers
found the communication skills of school administrators more positive than class teachers, and Agikel (2010), in
which science and mathematics subject teachers found the communication skills of school administrators more
positive than other subject teachers, differ with the result of the present study. Coskuner (2008), Ciftli (2013),
Uygur (2014), and Kii¢iik Giingdrmez (2020), onthe other hand, concludedthat there isno difference inthe views
of the teachers of different branches about communication skills of school administrators.

When the tenure of the teachers at schools is considered, the views of the teachers who work longer in their schools
regarding the communication skills of their administrators are more positive than the teachers who work less.
However, on the contrary, in the study, itwas seenthat there was no significant difference between the views of
teachers who started working at school in1 or 2 years and those of teachers who worked longer in their schools.
It is believed that the positive views of teachers who have recently started working in their schools regarding their
communicationwith theiradministrators are due to the fact that they do not know the school and its administrators
well, and even if they do, they have not yet formed a negative opinion.. After a while, it is assumed that as they
get to know their school and their principal, they realize their lack of communication and develop an attitude
towards i. Still, their disregarding attitudes are thought to come to the fore as they work for many years, and these
differencesare seen. No research results were found to support this study conclusion or express a contrary view.
Regarding the tenure of teachers at schools, Asar (2014), Ozpolat (2019), and Yilmaz (2015) concluded that the
tenure of teachers at schools does not make a significant difference intheir views on the communication skills of
their administrators.

According to another result obtained from the present research, teachers' views on the communication skills of
school administrators differ according to the type of school they work in. As seenin the branch variable, primary
school teachers' views on the communication skills of school administrators are more positive than the views of
teachers working in both secondary and high schools. Yilmaz (2015), in his research, concluded that the teachers
working in kindergartens had more positive views on the communication skills of their administrators regar ding
the branch variable. Contrary to the present study, Asar (2014) concluded that teachers work in different types of
schools does not make a significant difference in teachers’ views on school administrators' communication skills.

The communication skills of the administrators who have more teachers in their schools are perceived more
negatively by the teachers. This result is not surprising, given that communicating in crowded environments is
more complexand difficult. Akcan (2014) stated in his research on the conflict that the size of the organization
can be measured with data such as economic capacity and the number of personnel and that the size of the
organization is directly related to the complexity to be experienced in the organization. He also gave an example
as the difficulties inmanaging an institution with five personnel and an institution with fifty personnel are not the
same; the problems inan organization with fifty personnel will be more than an organization with five personnel,
and it will be easier to deal with problems in a small organization. Bagaran (2004) also stated that the growth of
organizations increases the communication environment and causes communication to be experienced in a
complicated way.

According to the findings of the study, the increased number of students in the schools did not influence the
instructors' opinions regarding the communication skills of school administrators. This study suggests that the
role or impact of student population on the communication between school officials and instructors is
minimal. Therefore, whether there are few or many students in their schools does not change the communication
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skills of school administrators with their teachers. A relevant research result shows that the number of students in
schools affects the communication skills of school administrators could not be reached.

From the qualitative data of the research, it was tried to reach the teachers' views about the administrators'
communication skills and the communication barriers that the teachers experienced with their administrators.
According to teachers' views, the communication skills of school administrators were generally found to be
positive. Teachers emphasized empathy and sincerity regarding the effective communication skills of their
administrators. Regarding the feedback of their administrators, the teachers stated that while expressing the
opinions of their administrators, they gave explanatory and timely feedback on the subject. The teachers who
expressedtheir opinions about the school administrators “knowing their staff” stated that the school administrators
want to work with them and that they care about their teachers. Regarding the "listening skill" of the school
administrator, teachers emphasized that their administrators value them and include them in decisions. These
findings are consistent with the quantitative data of the study. In the quantitative data, teachers stated that school
administrators showed high levels of empathic listening, effectiveness, feedback, and confidence-building skills.
Unlike these results, Sezgin and Er (2016), in their qualitative study with teachers revealed that the school
principal does not use the communication process sufficiently to improve teacher cooperation and school
activities. Teachers tend to have a negative attitude toward school principals' communication styles. Most of the
teachers interviewed described the communication style of the school principal as offensive and offensive.

It is seen that there are no communication barriers between teachers and administrators to a great extent. In
addition, communication barriers occur when administrators actively listen to teachers, when administrators act
indifferent, cold, and rude towards teachers, when the words of the administrators do not match with their body
language, and when the administrators act in haste while giving feedback. The fact that these barriers, which are
stated to exist, are not experienced by the majority of the teachers but only by a few of them shows that there are
no major communication barrier problemsinschools. This result shows that the communication environments in
schools are mostly healthy. The results of Arlestig's (2007) interviews with teachers and principals showed that
communication is mainly about daily activities, knowledge, and productivity. Teachers felt they were well-
informedand satisfiedwith their daily communicationwith their principals. However, they stated that they lacked
conwersations about their work in the classroom and in-depth conversations about student results and school
improvement.

According to the results of the qualitative and quantitative data of the study, it can be said that, in general, schools
have a healthy school climate, the relations between teachers and administrators are sincere, trusting and
supportive, and teachers are also included in the decision-making process at schools. It has been determined that
the communicationabilities of school administrators are adequate, and it is believed that communicationobstacles
created by administrators are not insurmountable problems for teachers and administrators. This researchhas some
limitations. First, the communication skills of school administrators were evaluated based only on the opinions of
teachers. Other school stakeholders (other staff, students, parents, etc.) canbe includedin the researchstudy group.
Another limitations is that data were collected during the pandemic period. Changes in communication tools and
types during the pandemic may have affected the answers given by teachers. Since the results of the research
revealed that the positive communication skills between the administrators and teachers working in primary
schools are higher, it can be suggested that necessary studies should be carried out to ensure that this situation
occurs in secondary and high schools. Senior management can conduct the necessary procedures to identify
communication hurdles between school administrators and teachers, and research can be conducted to find
solutions. School administrators, for instance, can receive training on active listening abilities. Expanding the
populationand study group of the current study allows for additional research to be conducted. The relationships
between teachers' perceptions of administrators' communication abilities and characteristics such as performance,
satisfaction, school environment, and school culture can be examined.
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Abstract

This study aims to determine the opinions of principals and teachers about the inspectionof classrooms conducted
by school principals. The phenomenological method, which belongs to the qualitative methods, was used for the
research. The study's research group consisted of 10 school principals, selected according to the criterion
sampling, working in independent secondaryschools inthe center of Boluduring the second semester of the 2021-
2022 school year, and 20 teachers working in these schools. The research data were collected using semi-
structuredinterviewforms developedby the researcher,and the data were analyzed using descriptive analysis and
content analysis. The research found that principals and teachers were positive and negative about principals'
knowledge and skillsininspectingclassrooms. Principals' problems inclassroom observation, the appropriateness
of principals' classroom observation, and the effects of principals' classroom observationonteachers' development
were also revealed. In addition, it was found that both principals and teachers frequently mentioned: "the topic of
in-service training™ for principals to make principal inspections more effective. It was also found that the influence
and authority of principals should be strengthened, and teachers expressed strong opinions about increasing
inspectiontime. In connectionwith these findings, it was suggested that principals receive in-service inspection
training, extend inspection duration, conduct inspection according to objective criteria, and expand principals'
authority for instructional inspection.

Keywords: Classroom inspection, Principal, Teacher
Introduction

Today, as in any field, there are developments in education, studies are conducted to improve the quality of
education. These studies may vary according to countries' social, economic and cultural characteristics. The
studies discuss many topics such as educational programs, teaching materials, teacher and administrative
competencies and inspections. In Turkey, these and similar topics are discussed, and studies are conducted to
improve the quality of education. Inspection, one of these working titles, is on the education agenda, and how,
when, and by whom inspectionshouldbe conductedare being discussed. Consideringthe significance of effective
and efficientinspection, itis thought that inspectionsupports the attainment of objectives by favorably influencing
the performance of educational institutions. (Altunay, 2020; Aydin, 2014).

Because systems need effective management within themselves, it can be said that effective management can only
be ensured through effective inspection. (Oztiirk & Gok, 2010). It is a fact that control (Aydin, 2014), which is
both an organizational and a principle necessity, has a positive effect onthe efficiency and effectiveness of the
organization for the benefit of the public (Atesoglu & Akbasli, 2020). When examining the literature, Taymaz
(2002) defines the concept of inspection, for which there are different definitions, as the situation of monitoring
and evaluating the work done, making suggestions to the authorities to increase efficiency, and assisting the
personnel of the institution by guiding their work and training processes; Aydin (2014) defines it as the process
of determining the compliance of organizational actions with the intended principles and rules. Assuming that
inspection is important for the development of organizations, it becomes clear that educational inspection is also
important in educational institutions that are also organizations. Altintas (1992) explains educational inspection
as the process of uncovering the realization situation, identifying and evaluating existing problems inthe context
of legislation, the purpose of the institution, educational principles, and economic measures related to human and
material resources of educational institutions. According to Lunenburg and Ornstein (2013), instructional
inspection is the process of monitoring and correcting the functioning of schools to prevent deviation from goals.
Instructional inspection, which is a part of the educational inspection, is explained as the evaluation process of

: Corresponding Author: Ayhan Kandemir, ayh_81@hotmail.com



IJCER (International Journal of Contemporary Educational Research) 847

teaching (Balc1,2005) or inspection by teachers during teaching (Yesil & Kis, 2015). Similarly, Taymaz defines
instructional inspection as the process of observing and evaluating teachers who teach in educational institutions
in terms of their education and training (Taymaz, 2002). From this point of view, it can be said that the main
purpose of classroominspectionis to improve the quality of educationby evaluating teachers. However, to achieve
the purpose of inspection, it is important to know by whom the inspection is conducted.

In the Ministry of National Education ([MoNE], MEB), inspectors mostly conducted classroom inspections, which
continued until 2014 (Taymaz, 2015). However, with the regulations issued after that date, the situation has
changed, and principals' influence in inspecting classrooms has increased. With the change in the law in 2014 and
2016, the tasks of classroom inspection were taken from the school inspectors (Ergen & Esiyok, 2017) and
transferred to the school principals under the previous legislation (MoNE, 2000). After this regulation,
institutional inspectionwas assigned to education inspectors, and classroom inspectionwas assigned to school
principals (Atesoglu & Akbagli, 2020). Considering that inspection is a situation that requires continuity, the
importance of classroom inspection conducted by school principals is even more obvious. (Duykuluoglu, 2018).
This is because the personwho is responsible for achieving the set goals in educationand training in schools is
the school principal. With the effective management and control of school principals, it is possible to realize the
educational activities and achieve the intended results of these activities (Yesil, 2018). For this reason, it can be
said that school principals with the necessary knowledge and experience inthe field of inspection will positively
contribute to achieving the purpose of inspection (Duykuluoglu, 2018) and will have a positive impacton teachers'
professional development. However, school principals' inspection of classrooms can produce positive and
negative results.

Since principals are inthe same school, the ability to inspectteachers more easily and frequently and to determine
the results in a short time are the positive aspects of principal inspection. The negative effects of principals on
instructional inspection include principals' lack of knowledge and skills in inspectionand the fact that teachers
and principals are colleagues (Kog, 2018). Considering that the person who achieves the goals by keeping the
culture of schools alive is the principal, the importance of principals becomes clear (Bursalioglu, 2015), and their
responsibility for classroom inspection increases. This is because classroom inspection is considered to eliminate
teachers' deficiencies, improve their skills by adapting them to the profession and environment, and evaluate
teachers' success in the classroom. However, for principals to contribute to teachers' development, teachers'
deficiencies must be revealed and the type of support they need must be identified. For this reason, classroom
inspections of teachers should be conducted more frequently (Memisoglu, 2001; Taymaz, 2015). Principals strive
to improve themselves so that they can carry out the inspection according to its purpose and that the inspection
process is a professional contribution for the teacher. (Ozmen & Batmaz, 2006). For this purpose, principals must
have qualities such as supervisory skills, contribution to teacher development, and timely inspection behavior
(Aydeniz Can & Giindiiz, 2021). In this process, school administrators are expected to ensure the development of
the school by managing the school following the established goals. To achieve this, the administrator must know
the curricula of the classrooms in their school, improve communication with teachers, ensure collaboration
between teachers, and control the process by evaluating teachers (Ural & Aslim, 2013). However, it has been
shown that school principals do not receive the necessary training in areas such as guidance, instructional
techniques, measurement, and evaluation for inspecting classrooms (Tonbul & Baysiilen, 2017; Akbasli, 2010).
Reasons such as the fact that educational administration is not considered a specialization in Turkey and that
school principals have many duties and responsibilities cause principals to have difficulty in fulfilling their
supervisory and leadership responsibilities (Bayraktutan, 201 1; Firinciogullar1 Bige, 2014). Also, the fact that
principals do not find enough time to inspect courses (Altunay, 2020) has a negative impact on achieving the
purpose of inspection. On the other hand, principals are expectedto improve teachers'effectiveness to achieve the
set goals in education (Atesoglu & Akbasli, 2020). For this reason, it is important to determine the opinions of
school principals and teachers about the inspection of classrooms conducted by school principals. Thus, the aim
is to identify the shortcomings of classroom inspections conducted by school principals from the point of view of
school principals and teachers and to propose solutions. In addition, the study results are intended to contribute to
more effective classroom inspection both in the literature and in the context of the findings.

Purpose of the research

The purpose of this researchis to determine the opinions of principals and teachers on classroom inspection of
school principals. To this end, answers to the following questions are sought. As a principal:

1-Do you think you, as a school principal, have sufficient knowledge and skills regarding classroom inspection?
Why?

2-Do you think classroom inspection is aproblem? If your answer is yes, can you give the reasons why?
3-Doyou think it is appropriate for classroom inspections to be conducted by school administrators? Why?
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4-Do you think classroom inspections conducted by principals serve to develop teachers? Why?

5- What do you think about making principal-led classroom inspections more effective?

As ateacher:

1-Do you think your principal has sufficient knowledge and skills regarding classroom inspections? Why?

2-Do you think your principal has a problem with inspecting classrooms? If you answered yes, can you give the
reasons why?

3-Do you think the school principal should conduct classroom inspections? Why?

4- Do you believe that classroom inspections conducted by school leaders contribute to teacher development?
And why?

5- What do you think about how the classroom inspections conducted by the principal can be made more effective?

Method
Research Model

The phenomenological method, which belongs to the qualitative research methods, was used for the research. The
phenomenological method (Creswell,2007), which involves bringing individual experiencesaboutaphenomenon
to a more general level, can be defined as revealing and interpreting individual perceptions about a phenomenon
(Yildirim & Simsek, 2011). In this study, the views of principals and teachers about classroom inspectionwere
examined in detail, and an attempt was made to uncover them.

Study group

The study's researchgroup consistedof 10 school principals, selectedaccordingto the criterion sampling, working
in independent secondary schools in the center of Bolu during the second semester of the 2021-2022 school year,
and 20 teachers working in these schools.

Table 1. The demographic characteristics of the participants in the study
Principal Teacher
T1, T2, T3, T4, T6, T7, T10, T11, T12,

Gender Female ;)1 > o3 pa.p5 P 7 P T13, T14, T15, T16, T19, T20

Male P9, P10 T5, T8, T9, T17,T18

T1, T2, T3, T4, T5, T7, T9, T10, T11,

Education Graduate P1,P3,P6,P8,P9,P10 T12,T13,T15, T16, T17, T18, T19,
status T20

Postgraduate P2,P4,P5,P7 T6, T8, T14,

0-4 years P3,P4,P10 -

5-8 years P2,P6,P8,P9 T11,T12,T13

9-12 years P7 T1, T3
Seniority T6, T7, T8, T9, T10, T14, T15, T17,

13-16 years P1,P5 T18, T19, T20

17-20 years T4, T16

21 + years - T2, TS5

Table 1 shows that all principals are male; 6 have a university degree, and 4 have a postgraduate degree. Three of
them have seniority of 0-4,4 of 5-8,1 0f9-12, and 2 of 13-16. Fifteen of the teachers are women, 5 of them are
men, 17 of them have a university degree, and 3 of them have a postgraduate degree; it was found that 3 of them
had 5-8, 2 of them 9-12, 11 of them 13-16, 2 of them 17-20, and 2 of them 21 or more years of service. The study
sample was created using the criterion sampling method, which belongs to non-probability sampling. The main
purpose of criterion sampling is that the researcher determinesinadvance the criteriafor who will be included in
the study and forms the sample from individuals who best meet these criteria (Yildirnm & Simsek, 2011). In the
present study, care was taken to ensure that all teachers participating in the study were controlled by their
principals, the principals were listed as permanent employees, and all participants were volunteers.

Data collection instrument
The researcher prepared semi-structured interview forms to elicit principals' and teachers' opinions about the

instructional inspections conducted by principals, and the research data were collected using these forms. To
ensure the validity and reliability of the interview forms, the relevant literature was searched, and a draft of the
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questions was prepared. The opinions of three researchers who are experts in the field were obtained for the draft
questions, and internal validity was ensured. In addition, to check the clarity of the questions, the questions were
presented to two Turkish teachers. In addition, an interview questionnaire consisting of 5 questions was applied
to three principals who were not part of the sample and five teachers who were excluded from the sample after an
inspection. It was found that the questions were clear and understandable. Finally, the researchdatawere collected
with the permission of the Human Research Ethics Committee with protocol number 2022/44 of Bolu Abant izzet
Baysal University.

Analysis of the data

Descriptive analysis and content analysis, which belong to the methods of qualitative data analysis, were used to
analyse the participants' views. Data analysis consists of coding the data, identifying the themes, organizing the
codes and themes, and finally defining and interpreting the results (Yildirim & Simsek, 2011). In the analysis
phase, the interview forms were first analyzed, and the participants' views were grouped according to their
commonalities. In the analysis phase, codes were assigned to principals (P1,P2) and teachers (T1, T2). In the
results phase, the table indicates the number of times a concept or idea is repeated, and the salient views on the
idea are presented objectively and discussed in the context of the relevant literature. In this way, the data were
regularly interpreted and provided to the researchers (Yildirim & Simsek, 2011).

Validity and Reliability

To increase the validity and reliability of the study, the codingof the data during the analysis phase was performed
independently by two researchers. The conclusions drawn by the researchers regarding the reliability of the data
obtained during the research were reviewed, and the formula "agreement/ (agreement + disagreement) x100"
proposed by Miles and Huberman (1994) was used to calculate the consensus rate. As a result, in analyzing the
principal's and teachers' opinions, aconsensus rate of 85% was obtained, which was sufficient agreement (Miles
& Huberman, 1994). Since the principal and teachers were included in the study, the data were collected and
recorded in written form. The recorded statements were read to the participants and confirmed a second time. It
was not intended to be a complete count, as participants may have more than one opinion.

Results and Comment
In this part of the study, the results and comments related to the results are given.

The first sub-problem of the study considers the opinions of principals and teachers on the situation of principals
having sufficient knowledge and skills to inspect classrooms.

Table 2. The knowledge and skills of principals for classroom inspection

Opinions of Principals f  Opinions of Teachers f
Yes, | am sufficient. Because Yes, he/she is sufficient. Because

| have experience and knowledge 4 he/she has improved himself/herself. 7

I am good at classroom management 2 he/she gives feedback(positive/negative) 4

I am profluent at teaching methods and 2 hefshe has a good communication 3

techniques

| have a master's degree. 1  he/sheisgoodat classroom management 2

| followscientific publications 1  he/sheis goodat methods and techniques 2

| attended in-service training. 1  he/sheissuitable for the branch 2

No I am not sufficient. Because he/she uses specific criteria (like aform) 1

I do not have experience and knowledge 3 No he/she is not sufficient. Because,

I do not have inspectiontraining 2 he/she is not suitable for the branch 6

I am having a branch-related trouble 2 he/ shg has_ no principal knowledge or
qualifications

Lgto aﬂoitntgggmat to inspectand how to carry 1  he/she does not know the student 2
he/she has been alienated from the teaching 1
job.
he/she makes things difficult 1
he/she has no experience 1
he/she has poor direction 1
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Examining Table 2 demonstrates that principals and teachers hold differing viewpoints regarding the knowledge
and abilities required of principals while inspecting classrooms. When principals consider themselves as
sufficient, they say, "l have experience and knowledge" (f=4), and teachers say "He/she has improved"” (f=7). In
the case of inadequacy, it was found that principals repeated the opinion "l have no experience and knowledge"
(f=3),and teachers most often said "The branch is not suitable™ (f=6). Examining Table 2, it is clear that principals
and teachers have many different opinions about appropriateness or inappropriateness. Given the impact of
inspections onthe professional growthof teachers, bothprincipals and teachers, itis essential to hold more positive
views. On the other hand, both principals and teachers must indicate that principals experience inadequacies due
to their branches. For this reason, it can be said that principals should be trained on this topic, focus onissues such
as classroom management and communication during inspections, and guide teachers on these issues. Examples
of principals' views on this topic include:

"Yes, | think so. I have gained knowledge by attending professional development seminars on classroom
management. | have gained experience because | have been a principal for a long time" (P1), "I have not
received any in-service training... Therefore, | do not think I have sufficient knowledge and skills." (P10),
Examples of teachers' views on this topic include: "Yes, I think so. Because he has academic knowledge
and skills. Even thoughit's not his area of expertise, he makes us feel good by doing the inspectionin a
positiveway..." (T15),"... He may not be sufficient in the content of other classroomsduring the inspections
he carries out due to his branch. Especially in a foreign language and numerical classrooms."” (T20).

In the second sub-problem of the research, the opinions of the principal and teachers about whether there is a
problem in the classroom inspection of the principals are included.

Table 3. Problems with principals' classroom inspection

Opinions of Principals f Opinions of Teachers f

Yes, there is. Because Yes, there is. Because,
I am short of time There are scorings and grades 2
Teachers are reluctant The teacher is experiencing stress 1
Training required The principal is not an expert in the field 1
1
1
1

No continuity The principal does it out of necessity

Managing job is temporary It may be a threat to principals

Inspectors must carry out inspections Students are afraid of the principal in the classroom

Classrooms are too crowded No, there is not. 16
No, there is not.

R PR RPEFEPWN

Table 3 shows the opinions of the principals and teachers regarding the principals' inspection of the classrooms.
When examining the table, it became clear that both principals (f=5) and teachers (f=16) expressed the opinion
that "there is no problem". On the other hand, it became clear that principals expressed the opinion "I do not have
enough time" (f=4) and teachers expressed the opinion "There are points and grades™ (f=2) most frequently
regarding the problems. It is considered important that principals, and especially teachers state that there are no
problems in inspecting classrooms. From this, it can be inferred that teachers accept classroom observation and
consider ita necessity. On the other hand, it can be said that principals have too many tasks and responsibilities,
which means they do not spend enough time on classroom inspection.

As aresult of the research, the following statements of principals can be used as an example:

"Since there are annexeswith regulations on the issuesto be considered when inspecting classrooms, |
have no problems." (P4), "There are problems such as lack of time, not enough lessons, and teachers'
reluctance.” (P7); The teachers'statements that can be used as examples are as follows: "I do not think
there is a problem. The control of an administrator within the school culture creates a comfortable
teaching environment for me." (T10), "I think there is a problem because of grading and grading by
inspection.” (T1).

The third sub-problem of the researchis about the opinions of the principal and teachers aboutthe appropriateness
of the principal's inspection of the classrooms.
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Table 4. Opinions about the classroom inspections carried out by the principals

Opinions of Principals f Opinions of Teachers f
Suitable. Because Suitable. Because,
He/she gets to know the teacher better 7 He/she spends a lot of time with the teacher 9
He/she provides better motivation for the teacher 5 He/she may be more objective 1
Not suitable. Because Not suitable. Because

Inspections must be carried out by inspectors 2  The branch is not suitable
He/she may experience field-related trouble 1 He/she has no knowledge and experience
He/she may not be objective 1 He/she may discriminate between political
views/ union
No sanctions 1 Lackoftime
1

Lack of time It creates psychological pressure
The concept of inspection is wrong

He/she scoresteachers.

PR RE P Wo

The opinions of the principals and teachers about the inspection of the classrooms conducted by the principals are
shown in Table 4. Examining the table, it can be seen that the principals' statements "He gets to know the teacher
better" (f=7), and the teachers' "He spends a lot of time with the teacher" (f=9) are among the most repeated
opinions among the "suitable" views. On the other hand, it can be seen that among the "not suitable" opinions, the
principals "Inspectors must do inspections” (f=2) and the teachers "The branch is not suitable™ (f=8) are the most
frequently expressed. Apart from these views, the views of principals and teachers are also different (Table 4). It
is assumed that principals get to know teachers better because they spend more time with them, so principals and
teachers agree on this view. However, it can be said that the participants frequently mention the problems of
differences, lack of knowledge and skills and that the authorities should work more on these problems. Indeed, it
can be assumed that an inspectionthat is carried out outside its purpose will reduce teachers' motivationand do
more harm than good. Concerning the results, the statements of the principals that can be given as examples are
as follows:

"Appropriate. Because the inspector sees the teacher for a few hours in the school. In the meantime, the
teacher may be in a bad mood. The principal knows the teacher better.” (P8), "It should be done by
inspectorsor people with inspection training. No sanctions, no time." (P6) Teachers' statements that can
be cited as examples are as follows: ".. It is better when principals inspect because they know the school,
students, and social environment better and spend more time with teachers...”" (T18), "Not suitable.
Because the branch isnotsuitable; besides, the principal entering the classroom and giving points creates
psychological pressure on the teacher."(T1).

The fourth sub-problem of the research includes the opinions of the principal and teachers about the impact of
classroom inspections on teacher development.

Table 5. The effect of school principals' classroom inspections on the development of teachers

Opinions of Principals f Opinions of Teachers f
Yes, there is. Because Yes, there is. Because
He/she transfers experiences and provides guidance 5  Contributes to the Professional development 7
He/she contributes to the Professional development 4 increases morale and motivation 3
of teachers
Collaboration and solidarity increase 1 Provides document order 3
Teachers' motivation increases 1 No, there is not. Because
No, there is not. Because He/she has no knowledge and experience 9
Unable to contribute to the development 2 Inspectiontime is limited 5
There is no objective evaluation 1 Notdone seriously 3
No inspection needed 2
Creates stress 1
He/she does not know the shortcomings 1
He/she does not know the students 1
He/she is not objective 1

Table 5 shows the principals’ opinions about the impact of classroom inspection on teacher development. From
the table, itcan be seenthat in terms of development, the principals' opinionwas "to share experiencesand provide
guidance" (f=5). The teachers' opinion was most frequently "to contribute to professional development” (f=7). On
the other hand, it can be seenthat principals held the opinion of "not being able to contribute to development”
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(f=2), and teachers held the opinion of "not having knowledge and experience". When examining the table, it was
found that principals and teachers have different views. It can be assumed that the statement "Contributes to the
professional development of teachers"in the opinions of principals and teachersand in the classroom visits of
principals is important for education because it can be said that teachers who develop professionally are more
productive for students. On the other hand, the fact that teachers primarily express problems with the knowledge
and experience of principals can be interpreted to mean that principals need training in classroom visits. Parallel
to the results, the following examples of statements made by principals can be cited:

"I see their deficits and guide them in this regard and share my experience. | increase their motivation by
telling them about the positive aspects of the classroom."” (P5), "It has no contribution to development. The
fact that teachershave a close relationship with the principal has a negative effect on the objecti vity of the
inspection.” (P7); Examples of teachers' statements include the following, "The principal knows our pluses
and minusesand gives us feedback, contributing to our development... It would be better if the principal
supervises, even if someone fromoutside the institution supervises.'(T10), "If the principals havesufficient
knowledge and experience in inspection, it can benefit teachers. But these aspects are missing." (T8).

In the fifth sub-problem of the research, the opinions of the principals and teachers about making instructional
inspections more effective by the principal are included.

Table 6. Opinions on school principals' more effective classroom inspection inspection

Opinions of Principals f Opinions of Teachers f
He/she should receive in-service training 9 Inspectiontime should be increased 7
His/her authority and influence should be 4 He/she should receive in-service training/should 7
increased specialize
He/she should strive to improve himself/herself 1 He/she should have a good orientation 4
Ministry _Inspectors should  be  more 1 He/she should not carry out an inspection 3
understanding
:Cfé’ég;gns should  be followed  through 1 He/she should be objective and fair 3
A general evaluation form should be created 1 He/she should do it more seriously 2
He/she should listen to teachers' opinions and 5
suggestions
He/she should give advance notice 2
Reward and punishment systems should be 1
implemented
Documentation should be checked 1
Inspections should be carried out by experts 1
Inspections are carried out effectively 1
He/she should specialize in inspection 1

Table 6 shows the opinions of principals and teachers regarding more effective inspections by principals. In
examining the table, principals express the followingopinions: Principals shouldreceive in-service training (f=9),
"influence and authority should be strengthened"” (f=4). On the other hand, it can be seen that teachers express
their opinions intensively on "Inspection time should be increased" and "They should receive in-service
training/specialisation” (f=7). From the table, it can be seenthat both principals and teachers think that principals
should receive in-service training on classroom inspection. The reason for this can be seen in the fact that
principals are not trained to inspect or that they generally do not receive post-graduate training inthis area. Again,
it can be said that teachers indicated that the time for inspecting classrooms should be longer because they could
not fullyshow themselvesina classroom. The principals'views on conductinginspections moreeffectively, which
can be cited as examples, are as follows:

"Principals should receive training on inspecting classrooms, their authority over rewards and
punishments should be strengthened, and principals should strive to improve themselves.” (P2), "A system
should be created in a digital environment and classroom inspections should be tracked through this
channel..." (P8) Teachers' views on conducting inspections more effectively, which can be cited as
examples, are as follows: "It is not appropriate to conduct classroom inspection only for one lesson and
once ayear..." (T14), "It would be better if professionals conducted the inspection of classrooms™ (T2),
"The school principal must first be objective and fair..." (T6), "The principal should not conduct an
inspection because it is not sufficient" (T4).
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Conclusion and Discussion

In the first sub-problem of the research, the knowledge and skills of principals regarding classroom inspection
were discussed with the opinions of principals and teachers. Principals for classroom inspections; In areas such
as experience and knowledge, classroom management, teaching methods and techniques, teachers indicated that
they have knowledge and skills for classroom inspections due to reasons such as self-improvement and feedback
from principals. Atesoglu and Akbasli (2020) and Donmez and Demirtas (2018) support the research findings by
concluding that teachers consider their principals to be experts and have sufficient knowledge and skills in
classroom inspection, while Altunay (2020) states that principals feel competent in classroom inspection. Yesil
and Kis (2015) also supported the research findings by concluding that principals provided feedback after
instructional inspection, and Kogak and Memisoglu (2020) showed that principals showed positive
communication during instructional inspections. On the one hand, principals expressed that they were inadequate
in terms of classroom inspection because they lacked experience and knowledge. Teachers, in turn, indicated that
principals lack sufficient knowledge and skills ininspecting classrooms due to factors suchas industry differences.
In their study, Kdybasi, Ugurlu, Agiroglu Bakir, and Karakus (2017) concluded in their study that teachers in
elementary schools do not consider their principals to be sufficient interms of inspecting classrooms. Deniz and
Saylik (2018) also showed similarities with the research findings by concluding that principals have problems
such as knowledge and skills, communication, and different branches in inspection from teachers' perspectiwe.
Examining the relevant literature, we find that there are several studies (Balyer & Ozcan, 2020; Beytekin & Tas,
2017; Dobbelaer, Prins & Dongen, 2013; Kog, 2018) that are similar to the research findings. In order for
inspectionto serwe its purpose, principals must be qualified to inspect, use modern inspection techniques, and
contribute to teacher training (Aydeniz Can & Giindiiz, 2021). For this reason, it can be said that principals should
focus on in-service courses to improve their knowledge and skills related to classroom inspection. In the second
sub-problem of the research, the opinions of principals and teachers on the problems principals experience in
inspecting classrooms were included, and it was concluded that both principals and teachers mostly do not
experience problems. In Kogak and Memisoglu (2020) study, some teachers concluded that principals did not
experience problemsininspecting classrooms and supported the study's findings. The reason for this can be seen
in the fact that the number of principals who have received in-service and postgraduate training in recent years
has increased, which positively impacts classroom inspection. On the other hand, principals' lack of time and
teachers' unwillingness for classroom inspections. In turn, teachers expressed problems such as evaluation and
grading, the creation of stress, the fact that principals are not experts, and that they are a threat to principals. In
Kog's (2018) study, teachers mentioned the problem of shortage of time among the problems of principal
inspection, and Kosar and Buran (2019) concluded in their study that teachers' stress during principal inspection,
principals' lack of knowledge in this field, and teachers' prejudice against principals are similar to the findings of
this study. It can be seenthat there are various studies in the relevant literature (Altunay, 2020; Balyer & Ozcan,
2020;Bayar, 2017; Deniz & Saylik, 2018; Dénmez & Demirtas, 2018; Kogak & Memisoglu, 2020; K&ybasi et
al., 2017) that support the research findings. The reasons for this may include the fact that school principals do
not receive the necessary training in areas such as guidance, measurement, and evaluation relatedto classroom
inspection (Tonbul & Baysiilen, 2017; Akbasli, 2010) and there are disagreements between principals and
teachers, such as political views and unions.

The third sub-problem of the research included the opinions about the inspection of the school principals.
Principals and teachers overwhelmingly thought that principals'inspectionof classroomswas appropriate because
principals spend more time getting to know teachers better. When examining the literature, we find that there are
many studies (Arslanargun & Goksoy, 2013; Atesoglu & Akbagli, 2020; Deniz & Saylik, 2018; Donmez &
Demirtag, 2018; Yesil & Kis, 2015) that support this view. In the research, teachers generally indicated that
principals are experts, competent, and friendly in inspecting classrooms. Teachers expressed positive views about
principals' inspection of classrooms because some principals improve ininspection, receive postgraduate training
in this field, and establish positive communication with teachers. On the other hand, the research found that some
principals and teachers did not think principals' classroom inspections were appropriate. While principals
generally underlined that inspections should be undertaken by inspectors, teachers claimed that principals lacked
the expertise, knowledge, and experience to inspect classrooms. Balyer and Ozcan (2020) in their study stated
that principals have problems with the ability to inspect classrooms, Deniz and Saylik (2018) that teachers have
problems such as knowledge and skills for inspectingprincipals, and that their branch is not suitable, D6nmez and
Demirtas (2018) in their study about principals and teachers being subjective in audits, lack of information about
auditing; Teachers, onthe other hand, indicatedthat principals are not suitable for classroominspectionfor reasons
such as objectivity and ideological distinctions, and they supported the findings of the study. When examining the
relevant literature, it was found that there are several studies (Altunay, 2020; Kog¢ak & Memisoglu, 2020; Kosar
& Buran, 2019;Kdybasietal., 2017) that conclude that school principals are not suitable for classroom inspection.
Considering the impact of inspection onthe quality and efficiency of teaching, it is thought-provoking that both
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principals and teachers stay away from the topic of classroom inspection. For this reason, it can be said that the
Ministry of Education should reconsider the inspection subject and provide further training to school principals,
especially regarding the supervision of various branches.

The fourth sub-dimension of the study was the impact of classroom inspection on teacher development by
principals. Principals and teachers generally indicated that classroom inspection by principals enables teachers to
develop professionally, guide them, and motivate them. Akbulut Altinova and Giindiiz (2021) concluded in their
study that principals share knowledge and experience during classroom inspectionand enable teachers to have
more control. Kogak and Memisoglu (2020) and Yesil and Kis (2015) agreed with the research findings by
concluding that classroom inspection of teachers contributes to their development mainly for reasons such as
sharing experience and knowledge. Inspection of the employee should reveal and develop their abilities. This is
because employees often do not recognize their talents.

For this reason, the inspector should support the development of the person by revealing their abilities during the
inspection (Unal 1989; cited in Taymaz, 2015). For this reason, the principal should recognize teachers who are
important human resources during inspections, be aware of their talents, and provide opportunities for the
development of these talents (Kogak & Memisoglu, 2020). In the current study, the emergence of opinions that
inspections contribute to teachers' development can be interpreted as those of school leaders. On the other hand,
teachers expressed the opinion that principals' classroom inspections did not contribute to their development.
Principals agreed that inspectionwas not objective, and teachers agreed that principals could not contribute to
teacher development due to principals' lack of knowledge and experience, limited time, lack of seriousness, and
stress. It can be seen in the relevant literature that there are many studies (Balyer & Ozcan, 2020; Beytekin & Tas,
2017; Dobbelaer et al.; 2013; Deniz & Saylik, 2018;Kog,2018; Kdybasi et al., 2017) that support this finding of
the research. Hoy and Forsyth (2004) emphasized that the new inspection approach focuses on teacher
development, so effective inspection is important for teacher development. It can be inferred that some principals
cannot contribute to teacher development due to inadequacies such as knowledge and experience in inspecting
classrooms. The final section of the study reflects the opinions of principals and teachers on how school leaders
can be more effective in inspecting classrooms. The results show that principals frequently commented on in-
service training and strengthening authority in classroom inspection, while teachers more frequently commented
on increasing the duration of inspection, impartiality and fairness, seriousness and advance notice, and in-service
training and specialization. The fact that both principals and teachers commented too frequently on in-service
training can be interpreted to mean that there are too many problems in this regard. In fact, Kogak and Memisoglu
(2020) stated that principals should specialize in inspecting classrooms; Deniz and Saylik (2018) also concluded
that principals should receive in-service training on inspection, and they agreed with the findings of the survey.
Moreover, it is noteworthy that principals mainly expressed their views on strengthening influence and authority.
It can be inferred that principals have authority issues, especially regarding punishment and reward in classroom
inspection. On the other hand, teachers seem to drawattention to the time problem, especially ininspection. It can
be said that the reason for this situation is that principals cannot spend much time on inspecting teachers due to
their intensive work schedule. In addition, it is considered important for teachers to express the problems of
impartiality and fairness above all. The reason for this is that some principals discriminate against teachers based
on their political and union views and gender, which is reflected in classroom inspections. To prevent this, a
universal and impartial evaluation form should be created for all school principals to use.

Recommendations

In parallel with the researchfindings, suggestions canbe made followingthe study, suchas ensuring that principals
receive in-service training for classroom inspection, the importance of postgraduate training, extending the
duration of inspection, conducting inspectionaccording to objective criteria, expanding principals' authority to
inspect classrooms, taking measures for inspectionto ensure teachers' professional development, especially the
active use of the reward system in inspection, inspection providing feedback to teachers.

Limitations

The study group of the research consisted only of principals and teachers working in independent secondary
schools inthe central district of Bolu, which can be counted among the research limitations.
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Abstract

The researchwas designed in the relational survey model to reveal the relationship betweenschool administrators’
personalitiesand their spiritual leadership levels. The study was conducted with 160 school administrators. The
Spiritual Leadership Scale and Five Factor Inventory were used. The data were analyzed using descriptive and
inferential statistical techniques. School administrators showed personality traits related to the highest
conscientiousness and the lowest neuroticism. School administrators exhibited the highest level of altruistic low,
the lowest level of visionand faith in spiritual leadership. The spiritual leadership levels of school administrators
on the basis of dimensions and in general were relatively high. The spiritual leadership levels of school
administrators differed according to seniority and managerial position in the visionand faith dimensions. Positive
and negative relationships at low and medium levels were found between the personality traits of school
administrators and their spiritual leadership levels. Personality traits of school administrators affect their vision
and faith, altruistic love and general spiritual leadership.

Keywords: Administrator, Leadership, Personality, Spiritual.
Introduction

The prolongation of the time spent by employees in the workplace in recent years causes them to seek
opportunities to meet their needs such as meaning, purpose, belonging, and loyalty in the workplace (Fry &
Nisiewich, 2013). Employees' expectations from their jobs have changed; prior to materiality, awareness of their
potential as individuals, working in a good and ethical workplace and having an interesting job came to the fore.
In this way, employees have become more concerned about having good colleagues, serving humanity, future
generations, and the society they live in (Mitroff & Denton, 1999). Only financial gains cannot motivate
employees; they also want to make a difference inthe world and be involved in activities that are meaningful to
them (Pfeffer, 2003). Employee needs, which started to differentiate in this way, made it necessary for
organizations to transform to meet these needs. With this requirement, the workplace spirituality study area was
bornin the 1920s. Workplace spirituality is a field of study that emphasizes that employees have souls and minds
that seek meaning and purpose in the workplace, need to feel connected to other employees, and feel like they
belong to the community (Nair & Sivakumar, 2018). In other words, this field of study explores the changing
employee needs and how these needs can be met in organizations, as mentioned above.

Spiritual leadership is a model of how the aforementioned employee needs - that is, the need to feel connected,
the search for meaning and purpose and belonging to the community, can be met. (1) Vision, (2) hope and faith,
and (3) altruistic love are three dimensions of spiritual leadershipin this model (Fry, 2005). The vision dimension,
which is one of the values, attitudes and behaviors of spiritual leadershiprevealed in the model, presents the future
picture that conveys why individuals should strive to create the said future (Fry & Nisiewicz, 2013). The vision
dimension includes spiritual leadership qualities such as attracting the main stakeholders, defining the purpose
and how to achieve the goal, reflecting high ideals, supporting hope and faith, and determining the standard of
excellence (Fry, 2005). The hope and faith dimensions reveal the unshakable belief in something despite the lack

* This study is produced from the first author’s master’s thesis titled “The Correlation of School Principals’ Personality
Traits with the Spiritual Leadership Level” under the supervision of the second author, and it was presented as an oral paper
at 1. International Congress on Excellence in Education held on November 20-21, 2021.
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of evidence (Fry & Nisiewicz, 2013). According to Fry (2005), there are spiritual leadership qualities such as
endurance, perseverance, doing whatever is necessary, reward or expectation of success, and excellence in the
dimension of hope and faith. The hope of excellence and the faith in it are two of the most important issues that
leaders lookfor (Kiral,2020). The altruistic love dimension, onthe other hand, is definedas the feelingof harmony
with integrity and well-being born through the care, interest, and appreciation shown to oneself and others (Fry &
Nisiewicz, 2013). In that case, according to the model presented in Fry (2005), spiritual leadership can be
considered a process that includes the values, attitudes, and behaviors of the leader, which includes motivating
and inspiring followers internally through faith, within the framework of the vision of an organizational culture
that includes altruistic love. While the search for meaning and purpose of the leader and his/her followers can be
met through the vision of an organizationand the belief in this vision, through an organizational culture based on
altruistic love, employees' needs to feel like they belong can also be met. In this way, it can be said that if people’s
needs are met, their commitment to the organization and its productivity will increase.

When studies on spiritual leadership (Fry, Latham, Clinebell, & Krahnke, 2017; Fry & Matherly, 2006 etc.) are
examined, it can be said that spiritual leadership affects organizational commitment and productivity. It has been
revealed in various studies (Chen, Yang, and Li, 2012; Malone & Fry, 2003 etc.) that the vision, hope and faith
dimensions of spiritual leadership meet the needs of individuals, the search for meaning and purpose, and the
sense of belonging, thus having positive results in organizational and individual terms. Educational organizations,
like other organizations, need to be able to followcontemporary developments in order to fulfill their functions
effectively and efficiently. Technological developments in recent years have provided students with the
opportunity to easily access the subject they are curious about and compare different perspectives on a subject,
while allowing teachers to prepare their teaching activities in a shorter time with different teaching strategies. On
the other hand, questioning the meaning of schools, and the importance of teaching activities in schools, the
meaning and purpose of being a teacher inan age where information can be accessed via the internet brought up
the consideration of various concepts such as meaning, purpose, needs, and spiritual well-being in educational
organizations (Aslan & Korkut, 2015). In the light of these developments, there may be a greater need than ever
for school administrators who can lead both teachers and students, taking their spiritual well-being into account.
However, first of all, it is important to identify school administrators who can exhibit spiritual leadership
characteristics, and to determine which variables are related to spiritual leadership.

Bono and Judge (2004) found in their search in the PsyciInfo database that 1.738, or 12 %, of the 15.000 articles
published on leadership after 1990 included personality and leadership keywords. This clearly indicates a strong
and growing interest in studies of leadership predispositions. As a matter of fact, according to Kiral and Basaran
(2018), as long as human beings exist, the interest in leadership and leadership studies will continue to increase.
Because societies need positive leaders who show positive personality traits, Kiral (2020) stated that there is an
important relationship between personality traits and leadership and that people who show positive perfectionist
personality traits exhibit sustainable excellent leadership. The meta - analysis study conducted by Judge, Bono,
llies,and Gerhardt (2002) revealedthatthere is arelationship betweenfive-factor personalitytraits and leadership.

Although the studies on the structure of personality are very old, the classification structure called “five factor
personality traits” has been more accepted in recent years and has created an important revolutionin the field of
personality psychology. Five - factor personality traits in particular are broad personality structures that manifest
more specific traits. The extroversion dimension refersto being friendly, sociable, active, and inclined to seek
excitement; the agreeableness dimension refers to being gentle, reliable, honest, and warm; the conscientiousness
dimensionincludes being focused on success and reliability; the neuroticism dimension refers to atendency to be
anxious, depressed, fearful, or sad; and the openness dimension refers to being creative, dreamy, and intuitive
(Judge & Bono, 2000). As can be seen, of these mentioned dimensions, it can be said that extroversion,
agreeableness, conscientiousness, and openness can be related to positive leadership. It is very difficult for anon-
extrovert person to come to the fore as aleader and to show himself. In addition, people do not want to go behind
a person who does not take responsibility and is not trusted. Trust is one of the important personality traits that
those who followthe leader desire inthe leader. The leader wants to move towards the future he or she dreams of
in harmony with their followers. The more he or she can convince people of their dream, the more people will
followthem. A leader can continue his/her existence as long as he or she makes people believe in their dreams. It
is very difficult for those who show neurotic personality traits to be accepted as leaders in society. According to
Judge et al. (2002), the most consistent personalitytraitin relationto leadershipis extroversion; then, respectively,
conscientiousness, openness, and agreeableness. Considering that those who get high scores in the agreeableness
dimensionwill exhibit characteristics such as passivity and mildness, it can be said that it is difficult for themto
emerge as leaders.
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In general, it can be said that spiritual leadershipis a leadership style that has recently begun to attract attention
and this situation has started to manifest itself in educational organizations through conducted studies (Akinci,
2017;Bozkus & Gunduz, 2016;Holden, 2017; Khani & Arani, 2013). These studies are mostly concerned with
the results of spiritual leadership. However, it is clear that personality traits are related to leadership. Particularly,
interest inresearch on the personality traits of effective leaders has revived (De Hoogh, Den Hartog, & Koopman,
2005). As a matter of fact, when the literature is examined, the relationships between transformational leadership
and personality (Judge & Bono, 2000), personality and ethical leadership (Ozbag, 2016),
charismatic/transformational leadership and personality (De Hoogh et al., 2005) and personality and leadership
styles (Civgaz-Kazancioglu, 2018; Yalcinkaya, 2017) have been revealed. As can be seen, the relationship
between personality traits and many leadership styles has been examined. Howewer, it can be said that the
relationship between the personality traits of school administrators, who are one of the most important leaders of
education in schools, and their display of spiritual leadership values, attitudes, and behaviors hasn’t been
examined. Newertheless, knowing which personality traits are related to the spiritual leadership of school
administrators and whether these personality traits predict their spiritual leadership or not can facilitate the work
of policy makers and practitioners in determining the managers who can display the values, attitudes, and
behaviors in advance, making arrangements accordingly, and increasing the quality of education. In addition to
this, it is hoped that this study will guide researchers as the first to deal with spiritual leadership and personality
traits together in the field of educational administration. The purpose of this study is to reveal the relationship
between personality traits and spiritual leadership levels of school administrators working in public secondary
schools and their status according to various variables discussed. In line with this general purpose, answers to the
following questions were sought:

1- How are the personality traits of school administrators based on their dimensions?

2- Do the personality traits of school administrators showa significant difference according to gender?

3- How are the spiritual leadership levels of school administrators based on dimensions and in general?

4- Do the spiritual leadership levels of school administrators differ according to the variables of gender, age,
seniority, educational status, number of teachers in the school, managerial position, and the school type?

5- Is there a significant relationship between the personality traits of school administrators and their spiritual
leadership levels?

6- Do the personality traits of school administrators predict their spiritual leadership levels?

Method

Research Model

This study, which aims to determine the relationship between the personality traits and spiritual leadership levels
of school principals, was designed in the correlational survey model (Buyukozturk, Kilic-Cakmak, Akgun,
Karadeniz & Demirel, 2020; Karasar, 2020).

Population and Sample

The target population of this study consists of 268 school administrators working in high schools (Anatolian,
Vocational and Technical Anatolian, and Anatolian Imam-Hatip High Schools) in the province of Aydin in the
2017-2018 academic year (Aydin Provincial Directorate of National Education, 2017). Stratified and random
sampling methods were used in the research. While distributing the sample accordingto 17 districts, the ratio of
the number of administrators in each district within the total target population was first determined. Later, the
number of administrators ineach district was tried to be represented in the sample at the rate it is represented in
the target population. The table of sample sizes was used to determine the number of samples. In the table, it is
determined that the research will represent the target population consisting of 268 administrators with 159 high
school administrators at the level of a= .05 significance and 5 % tolerance (Ural & Kilic, 2018). The sample was
composed of 191 school administrators, taking up 20% more of the sample due to the small number of school
administrators and the losses that may occur during the data collection process. Schools in the districts were
determined using the simple random sampling method. By going to the designated schools, the data collection
tool, for which permissionwas obtained from the Aydin Provincial Directorate of National Education was given
to 191 school administrators who wanted to participate in the study voluntarily and to fill in the necessary
explanations. In some cases, the administrator was waiting for the scales; in other cases, the scales were left with
the administrators and then received. However, 16 data collection tools that were not filled in properly (left
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incomplete, not filled in) and 15 data collectiontools with extreme / outlier values were excluded from the study
(Buyukozturk et al., 2020). The research was conducted using 160 data collectiontools.

It was revealed that 38 (23.8 %) of the school administrators participating in the study are female, 122 (76.2 %)
are male; 34 of them (21.3 %) are 40 years and under, 85 of them (53.1 %) are in the 41-50 age range and 41 of
them (25.6 %) are 51 years and over; 38 of them (23.8 %) have a professional seniority of 15 years or less, 83 of
them (51.8%) have a professional seniority of 16-25 years, 39 (24.4%) have a professional seniority of 26 years
or more; 134 of them (83.7 %) are undergraduate and 26 of them (16.3 %) are graduate; 34 of them (21.3 %) are
working schools where the number of teachers in schools are 25 or less, 75 of them (46.8 %) are working in
schools where 26-50 teachers work, 51 of them (31.9 %) are working schools where the number of teachers in the
school are 51 or more, 38 (23.8 %) of them were principals, 122 (76.2 %) were assistant principals; 61 (38.1 %)
were employed in Anatolian High School, 80 (50 %) in Vocational and Technical Anatolian High School and 19
(11.9 %) in Anatolian Imam Hatip High School.

Data Collection Tools

In the study, data was collected with a data collectiontool consisting of two parts. In the first part of the data
collectiontool, there is the “Personal Information Form”, in the second part, there is the “Spiritual Leadership
Scale” and the “Five Factor Inventory”.

Personal Information Form: In the personal information form, there were questions about the secondary school
principals' gender, age, seniority, educational status, number of teachers in the school, managerial position, and
school type.

Spiritual Leadership Scale: Inorder to reveal the spiritual leadership levels of school administrators, the vision,
hope/faithand altruistic love dimensions ofthe “Spiritual LeadershipScale” developed by Malone and Fry (2003)
and adapted into Turkish by researcherswere used in the study. Necessary permissionswere obtained from the
researchers to adapt the scale. The original form of the spiritual leadership scale developed by Malone and Fry
(2003) consists of 17 items in three sub-dimensions: vision (5 items), hope/faith (5 items), and altruistic love (7
items). The scale, where there is no reverse-coded item, is a 5-point Likert [I never agree (1) - | totally agree (5)]
type. In adaptation studies, the necessary sensitivity has been shown by considering the problems that may arise
due to the differences betweencultures. Firstofall, the original form of the spiritual leadershipscale was translated
into Turkish by the researchersand language experts (n: 2). The translationobtainedwas translatedback to English
by different language experts (n: 2). By comparing the opinions put forward, a common result has been reached
foreachitem. When the scale was translatedinto Turkish, it was seenthat there were items with the same meaning,
indicating two judgments. Items with the same meaning were removed from the scale. On the other hand, items
that are seen as stating two jurisdictions have been rearranged so that each item states a judgment. Thus, a new
draft of 18 items was obtained, consisting of 4 items in the vision dimension, 4 items in the hope and faith
dimension, and 10 items in the altruistic love dimension. Then, the scale obtained was presented for the opinion
of education administration field experts (n: 3). According to their views, after some changes were made and a
consensus was reached, the “Spiritual Leadership Scale” was given its final form for application. Thus, the face
validity of the scale was provided (Kaptan, 1998). Exploratory and confirmatory factor analyses were used to
determine the construct validity of the spiritual leadership scale.

As aresultof EFA, anew structure withtwo factors, different fromthe three-dimensional structure of the Spiritual
Leadership Scale, emerged. In addition, 8 items have low item discrimination; factor load below .40 and
overlapping in different dimensions (Buyukozturk, 2019), were removed from the scale, and five items remained
in both dimensions. According to the literature, the scale was named the Spiritual Leadership Scale with, its
dimensions being the vision and faith dimensionand the altruistic love dimension. Information about the factor
loads of the scale and the variance rates they explain are given in Table 1.

When Table 1 is examined, it is found that the vision and faith subscale consists of 5 items, explains 28.68% of
the total variance, and the factor load values range is between .65 and .78. It was determined that the altruistic
love subscale consists of 5 items, explains 28.36% of the total variance, and the factor load values range is between
42 and .90. It was found that the eigenvalues of the scales were 3.90 for the vision and faith subscale and 1.81
for the altruistic love subscale.
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Table 1. Factor loads and explained variance values of the spiritual leadership scale

Factor Item ltem Factor Expl_ained
No Load  Variance
- 7 Since | believe in all the ideals of my school, I put a lot of effort 76
= " intotheir realization. '
= 8 I demonstrate my faith in my school's mission by doing anything 65
o . .
S that can help us succeed. 28.68%
S 9.  I'm committed to my school's vision. .70
:g 11. My school's vision reveals potential in me. 73
12. My school visionallows me to perform at my best. .78
© 10 As amanager, | have the courage to protect the rights of my 42
§ " employees. '
) 13. I treat my employees kindly. .84 .
g 14. | am understanding towards my employees. .90 28.36%
= 15. | take care of my employees' problems. .78
< 18. I care about my employees. .65

The wvalidity of the two-dimensional structure resulting from EFA was tested by confirmatory factor analysis.
After the Satora-Bentler normality correction (Byrne, 1994) and the proposed modification, the goodness of fit
indexes of the 10-item scale (3>= 63.92, df = 33, p=0.00, x>/ df = 1.93, SRMR= .07, RMSEA= .08; CFI= .96,
NFI= .88, NNFI= .95, GFI= .92) were found to be suitable (Hu and Bentler, 1999). Factor loads for the model
obtained are shown in Figure 1.
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Chi-Square=63.92, df=33, P-value=0.0008%9, BMSEAR=0.077
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Figure 1. Confirmatory factor analysis of the spiritual leadership scale in the sample of school administrators

When Figure 1 isexamined, itcan be said that the factor loadings of the emergingmodel of the spiritual leadership
scale are appropriate. In addition, it was determinedthat t-values were between 19.03and 32.20, and all testswere
statistically significant according to the results of the t-test (bottom-top 27% groups) for the independent sample
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conducted to examine the distinctiveness of the items of the spiritual leadership scale (p <.001). According to
these values, it can be said that the scale is valid (Cokluk, Sekercioglu, & Buyukozturk, 2018; Kline, 2005). The
total internal consistency coefficients of the scale were found to be .82, .79 for vision and faith, and .80 for
altruistic love. According to these values, it can be said that the Turkish form of the scale is quite reliable
(Tawsancil, 2019).

Five Factor Inventory: In this study, the “Five Factor Inventory,” developed by Benet-Martinez and John (1998)
and adapted into Turkish by Sumer and Sumer (2005), was used to measure the personality traits of school
administrators. The Five Factor Inventory consists of 5 dimensions (neuroticism, extroversion, agreeableness,
openness, and conscientiousness) and 44 items (16 with reverse code). In the inventory, there are 9 items that
measure agreeableness and conscientiousness, 8 items that measure extroversion and neuroticism, and 10 items
that measure the dimension of openness. The scales inthe inventory are of the 5-point Likert [I strongly disagree
(1) - I completely agree (5)] type. The Five Factor Personality Inventory was used in studies on education (Celebi
& Ugurlu, 2014; Gokler & Tastan, 2018) and specifically in the sample of school administrators (Koca, 2016). In
these studies, it was determined that the Cronbach Alpha reliability values of the scale ranged between .70 and
.79. Within the scope of this study, a validity study was not conducted, but the Cronbach Alpha reliability values
of the Five Factor Inventory were examined. It was found that the Cronbach alpha reliability coefficients of the
scales of the Five Factor Inventory ranged from .69 to .77. According to these values, it can be said that the scale
is reliable (Tavsancil, 2019).

When the dimensions and items of the scale are examined, the extroversion dimension includes many personality
traits such as mobility, liking to have fun, self-confidence, affection, being friendly, talkative, and sociable (Item
1: Talkative). The agreeableness dimensionincludes personality traits such as reliability, sincerity, friendliness,
kindness, and cooperativeness (Item 7: helpful and non-selfish). Inthe dimension of conscientiousness, there are
expressions to measure personality traits such as diligence, neatness, diligence, planned programmability, and
meticulousness (Item 3: Doing a job completely). In the dimension of neuroticism, personality traits such as
tension, insecurity, anxiety, pessimism, boredom, and a changeable nature were present (Iltem 4: depressive and
sad). In the dimension of openness to development, there are expressions to measure personality traits such as
creativity, sensitivity to art and beauty, having richand complex emotional lives, and being intellectually curious
(Item 5: originality, producing new ideas).

Data Analysis

The demographic data obtainedwithin the scope of the research has been analyzed with frequencyand percentage.
Personality traits and spiritual leadership levels of school administrators have been analyzed using the mean and
standard deviation. Whether the spiritual leadership levels of school administrators differ significantly according
to independent variables (gender, age, seniority, number of teachers in the school and managerial position) and
whether the personality traits of school administrators differ significantly according to gender (according to the
literature, only gender was taken because personality traits are related to gender) was found by parametric
difference tests. Which groups caused the difference inthe ANOVA test was tested with the Scheffe test, one of
the multiple comparison test techniques. Whether or not the spiritual leadership level of school administrators
differentiated according to the variables of educational status and the type of school they worked in (n <30) or not
was determined by nonparametric difference tests (Mann-Whitney U and Kruskal- Wallis). Whether there is a
significant relationship between the personality traits of school administrators and their spiritual leadership lewels
was tested with the Pearson Moments Multiplication Correlation Coefficient. The effectof the personality traits
of school administrators on their spiritual leadership level was tested by Multiple Regression Analysis. The
correlation coefficient was interpreted as low (.00- .29), medium (.30 - .69), and high (.70 - 1.00) (Kiral & Kacar,
2016).
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Findings
Findings Regarding Personality Traits and Gender Variables of School Administrators

The descriptive statistics of the school administrators' personality traits according to their answers to the Five
Factor Inventory and the comparison by gender are shown in Tables 2 and 3.

Table 2. Descriptive Statistics of School Administrators' Mean Scores Regarding Personality Traits Dimensions

Dimensions n X Sd Ranking
Conscientiousness 4.34 53 1
Agreeableness 4.33 45 2
Openness 160 4.04 52 3
Extroversion 3.79 58 4
Neuroticism 2.52 .66 5

As seenin Table 2,school administrators have the personalitytraits of conscientiousness (X =4.34), agreeableness
(X =4.33), openness (X = 4.04), extraversion (X = 3.79) and neuroticism (X = 2.52), respectively.

Table 3. Comparison of Personality Traits of School Administrators According to Gender

Dimensions/Variables Gender n X Ss Sd t p
Extroversion Eﬁ;ﬂ:‘e igz g:?g gg 154 13
Agreeableness :;Tg:le 222 jg; jg .69 49
Conscientiousness Kj:p:le 222 32421 gi 158 .25 .80
Neuroticism E/?:::Ie 222 ggg 22 73 A7
e %, b

As can be seenin Table 3, personalitytraits of school administrators do not differaccordingto the gender variable
on the extroversion [tass)= 1.54, p>.05]; agreeableness [tiss)= .69, p>.05]; conscientiousness [t(ssy= .25, p>.05];
neuroticism [tise= .73, p>.05] and openness [ts8)=.75, p>.05] dimensions.

Findings Regarding the Spiritual Leadership Levels of School Administrators and Various Variables

The findings obtained from the statistics regarding the spiritual leadership levels of school administrators and
whether these lewvels differ accordingto gender, age, seniority, educational status, number of teachers inthe school,
managerial position, and school type are given in Tables 4 and 5.

Table 4. Descriptive Statistics of the Spiritual Leadership Levels of School Administrators

Dimensions n X Sd Ranking
Altruistic Love 4.68 37 1
Vision and Faith 160 4.32 46 2
General Spiritual Leadership 4.50 35

As seenin Table 4, school administrators mostly have altruistic love (X = 4.68), then vision and faith (X = 4.32)
values, attitudes, and behaviors. School administrators’ spiritual leadership levels, on the basis of dimensions and
in general, are relatively high (X =4.50).
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Table 5. Analysis of the Spiritual Leadership Levels of School Administrators According to Various Variables
Educational ~ Number of  Managerial ~ Type of

Dimensions/  Gender Age Seniority

Variables status teachers position school
t p F p F p U p F p t p X2 p

\F/;ist'r?na”d 117 25 07 93 363 .03* 159550 49 173 .18 212 .04* 43 81
f(')t\:é“St'c 97 34 23 80 22 80 153950 33 253 08 .76 .45 193 38
General
Spiritual 121 28 09 92 15 15 1698 .84 297 06 181 .07

. 07 97
Leadership
* p<.05

As can be seenin Table 5, the spiritual leadership levels of school administrators do not differ significantly on the
basis of dimensions and generally according to gender, age, educational status, the number of teachers in the
school, and the type of school.

According to the seniority variable, the level of spiritual leadership exhibited by school administrators on the
altruistic love dimension [F (2-157) = .22; p>.05] and as general spiritual leadership [F (2-157)=.15; p>.05] did not
show a statistically significant difference. However, a statistically significant difference was found in the
dimensions of vision and faith [F2-157= 3.63; p<.05]. A Scheffe multiple comparison test was conducted in order
to determine between which groups the significant difference occurred. According to the test results, the average
score of school administrators with seniority of 26 years or more in the vision and faith dimension s higher than
that of those with seniority between 16 and 25 years. The calculated effect size was found to be small (n2=.04).
The change in vision and faith dimension is explained by a 4% seniority variable. According to the managerial
task variable, the lewvels of spiritual leadership exhibited by school administrators did not show a statistically
significant difference in altruistic love [t(se)= .76, p>.05] and general spiritual leadership [tass)= 1.81, p>.05].
However, a significant difference was found in the dimension of vision and faith [tuss) = 2.12, p <.05] according
to the managerial task variable. In the dimension of vision and faith, the average score of school principals (X =
4.58) was found to be significantly higher than the average score of school administrators working as assistant
principals (X = 4.28). When the size of the effect of the difference is examined, this effect (d =.39) is small. The
difference betweenthe average scoresinthe visionand faith dimensions according to the managerial task variable
is .39 standard deviation.

Findings Regarding the Relationship between Personality Traits of School Administrators and Their
Spiritual Leadership Levels

The correlation test results for the relationship between the personality traits of school administrators and their
spiritual leadership levels are given in Table 6.

Table 6. The Relationship Between Personality Traits of School Administrators and Their Spiritual Leadership
Lewels

Dimensions EXT AGR CON NEU OPE VIF ALT GSL
EXT -

AGR 33" -

CON A46™ 41 -

NEU -.36™ -.34™ =31 -

OPE AT 30 35™ -22™ -

VIF 27 13" 31 -20™ 19 -

ALT 14™ 21 14 =21 29" 39" -

GSL 25" 20" 28" -.25™ 28" 87 79 -

EXT: Extroversion; AGR: Agreeableness; CON: Conscientiousness; NEU: Neuroticism; OPEN: Openness; VIF: Vision and Faith; ALT:
Altruistic Love; GSL: General Spiritual Leadership. ™ p<.01
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When Table 6 is analyzed, it is seen that the relationship of the secondary school administrators' extroversion
personality traitwith agreeableness, conscientiousness, and openness personalitytraits is positively medium; with
neuroticism personality trait is negatively medium; and the relationship with altruistic love dimension, visionand
faith dimension,and general spiritual leadershipare positively lowand significant. It is found that the relationship
of the secondary school administrators' agreeableness personality trait with conscientiousness and, openness
personality traits is positively medium; the relationship with neuroticism personality trait is negatively medium;
and the relationship with vision and faith dimension, altruistic love dimension, and general spiritual leadership
are positively low and significant. It is observed that the relationship of secondary school administrators’
conscientiousness personality traits with openness personality trait is positively medium; with neuroticism
personality trait, it is negatively medium; with altruistic love dimension, it is positively low; with vision and faith
dimension, it is positively medium; and with general spiritual leadership is positively low and significant. It is
found that the relationship of secondary school administrators’ neuroticism personality traits with openness
personality trait, vision and faith dimension, altruistic love dimension, and general spiritual leadership is
negatively low and significant. It is detected that the relationship of secondary school administrators’ openness
personalitytraits with the vision and faithdimension, the altruistic love dimension, and general spiritual leadership
is positively low and significant. It is seenthat the relationship between secondary school administrators’ vision
and faith dimension scores and altruistic love dimension scores is positively medium; general spiritual leadership
is positively high and significant. It is observed that the relationship between the altruistic love dimension and
general spiritual leadership is positively high and significant.

Findings Related to the Prediction of Spiritual Leadership Levels by Personality Traits of School
Administrators

The findings obtained regarding whether the spiritual leadership levels of school administrators are predicted on
the basis of dimensions and generally by their personality traits are given below.

The results of the multiple regressionanalysis conductedto determine whether the vision and faith levels of school
administrators are predicted by personality traits are given in Table 7.

Table 7. Multiple Regression Analysis Results Related to the Prediction of Visionand Faith Level

Variables B SEt?::?rBd B t p Binary r Partial r
Constant 3.324 51 - 6.52 .000 - -
Extroversion .099 .07 125 1.33 18 27 10
Agreeableness -.055 .09 -.054 -.63 53 13 -.05
Conscientiousness 194 .08 224 2.48 .01 31 .20
Neuroticism -.068 .06 -.097 -1.16 25 -.20 -.09
Openness .046 .08 .053 .60 .55 19 .05

R=.355;R?=.126 F (5:154) = 4.429; p=001

As can be seeninTable 7, itwas found that the linear combination of all dimensions of the five-factor personality
traits model of school administrators predicted the vision and faith dimension significantly [R = .36; R2=.13; F;
154)=4.43;p <.01]. Independent variables explained 13 % of the variance regarding the vision and faith dimension.
When the t test related to regression coefficient was examined, it was found that only the conscientiousness
personality traits significantly predicted the vision and faith dimension, but the other dimensions of personality
traits didn’t predict it.

The results of the multiple regression analysis conducted to determine whether the altruistic love lewvels of
secondary school principals are predicted by personality traits are given in Table 8.
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Table 8. Multiple Regression Analysis Results Related to the Prediction of Altruistic Love Level
Standard

Variables B Error B B t p Binary r Partial r
Constant 3.964 41 - 9.653 .000 - -
Extroversion -.038 .06 -.060 -.63 53 14 -.05
Agreeableness .086 .07 106 1.22 22 21 .09
Conscientiousness -.006 .06 -.008 -.09 .93 14 -.01
Neuroticism -.081 .05 -.144 -1.71 .09 -21 -13
Openness 178 .06 253 2.88 01 29 22

R=.340;R2=.116 F (5:154) = 4.031; p=002

When Table 8 was analyzed, it could be seen that the linear combination of all dimensions of the five-factor
personality traits model of school administrators predicted the altruistic love dimension significantly [R=.34;
R?=.12; F(5;154)= 4.03; p<.01]. Independent variables explained 12 % of the variance regarding the altruistic lowe
dimension. When the t test related to the regression coefficient was examined, it was found that only openness
personality traits significantly predicted the altruistic love dimension, but the other dimensions of personality traits
didn’t predict it.

The results of a multiple regression analysis conducted to determine whether the spiritual leadership level of
secondary school principals is predicted by personality traits are given in Table 9.

Table 9. Multiple Regression Analysis Results Related to the Prediction of Spiritual Leadership Level
Standard

Variables B Error B B t p Binary r Partial r
Constant 3.644 38 - 9.56 .000 - -
Extroversion 031 .06 051 .55 582 .25 .04
Agreeableness 015 .07 .020 24 813 .20 .02
Conscientiousness .094 .06 144 1.61 109 .28 12
Neuroticism -.074 .04 -.141 -1.70 092 -.25 -.13
Openness 112 .06 169 1.96 .052 .28 15

R=.374;R?=.140 F(5:54)=5.005; p=000

As can be seenin Table 9, it was found that the linear combination of all dimensions of the five-factor personality
traits model of school administrators predicted the spiritual leadership dimension significantly [R=.37; R2=.14;
Fs; 154y= 4.43; p<.01]. Independent variables explained 14% of the variance regarding spiritual leadership.
However, when at test related to the regression coefficient was examined, it was found that any of the personality
traits didn’t predict spiritual leadership significantly.

Discussion, Conclusion and Recommendations

According to school administrators, the most prominent personality traits are conscientiousness, followed by
agreeableness, openness, extroversion, and neuroticism. There are studies (Koca, 2016; Yildizoglu, 2013) in
which the conscientiousness personalitytrait of school administratorsisat ahigh level in the literature. Yildizoglu
(2013) found the personality traits of school administrators to be agreeableness, openness, conscientiousness,
extroversion and neuroticism. Koca (2016), on the other hand, identified the personality traits of school
administrators as openness, agreeableness, conscientiousness, extroversion, and neuroticism, respectively. As in
Yildizoglu's (2013) and Koca's (2016) studies, conscientiousness, agreeableness and openness are the first three
personality traits of school administrators. It can be said that the roles, responsibilities, and workloads of school
administrators have increasedin a changing and globalizing world. Considering this situation, it becomes more
important than ever before that school administrators are planned, decisive, open to innovations, able to think
multi-dimensionally, that is, individuals who have the personality characteristics of conscientiousness and
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openness. So much so that in the changing and globalizing world, roles such as social service expertise, coaching,
and community leadership have become expected from school administrators (Balyer, 2012). For this reason, it is
important for school administratorsto be in contact with students, teachers, parents, and the school; to cooperate
with other institutions; and to have developed empathy skills. In other words, it is important for school
administrators to be individuals with agreeable personality traits. In this study, the reason for the high
conscientiousness personality trait of administrators may be that people with a high level of conscientiousness
have been promoted to administrative positions. As a matter of fact, as a result of studies examining the
relationship between Five Factors and job performance, it has been found that employees who get high scores
fromthe dimensionof conscientiousness are perfectemployees, and it is taken for granted that they are successful
(Burger, 2004/2016). The low neuroticism personality trait of school administrators in the study is a positive
situation. In fact, neuroticismisassociated withlow professional satisfaction (Koca, 2016) and low job satisfaction
(Demirci, 2003). For this reason, it can be thought that people with a dominant neuroticism trait cannot rise to the
position of administrators, and the scores of neuroticisms of those who have undertaken management tasks are
low. In addition, it can be said that school administratorsare calm people who do not have excessive emotional
reactions.

The personality traits of school administrators did not vary significantly according to gender. In the literature,
there are studies similar to the results of this research as well as different studies. Goksal (2017) concluded that
the personality traits of teachers do not differaccording to gender. Yildizoglu (2013) found in her study that there
was a significant difference in the extroversion and openness personality traits of school administrators in favor
of females, but similar to this study, there was no difference in the personality traits of conscientiousness,
agreeableness, and neuroticism. In his study, Koca (2016) found that there was no significant difference in the
agreeablenessand conscientiousness personalitytraits of school administrators accordingto gender, but there was
a significant difference in favor of female administrators in the personality traits of extroversion, openness, and
neuroticism. As can be seen, while personality traits differ according to gender in some studies, in some studies,
including this study, personalitytraits do not differ accordingto gender. The reasonfor this may be that the studies
were conducted with samples living in different regions and having different socio-cultural backgrounds. As a
matter of fact, socio-cultural factorsdictate how it is appropriate for women and men to behave and thus cause
personality traits to differaccording to gender (Feingold, 1994). Inthis respect, it can be seen that in samples with
a socio-cultural background where gender roles are not emphasized much, and the characteristics attributed to
men and women are not separated by sharp boundaries, personality traits do not differ significantly according to
gender.

It has been determined that school administrators exhibit the most altruistic love, followed by vision and faith in
their spiritual leadership values, attitudes, and behaviors. School administrators' altruistic love, vision/faith, and
general spiritual leadershiplevels are relatively high. Another study in which school administrators evaluatedtheir
own spiritual leadership levels was not found within the scope of the literature reached. However, in the current
education system, school administrators are actually teacherswho have taken on the role of administrators. Aslan
and Korkut (2015) evaluated teachers' views on spiritual leadership at school and found that their views on
spiritual leadershipin all dimensions were high, similar to this study. As can be seen, both administrators’ and
teachers' views on spiritual leadership at school are the same. School administrators see their spiritual leadership
levels as high. Also, teachers, another stakeholder of the school, see the spiritual leadership levels of the school
administrators, with whom they work together, as high. This result supports the findings of this research. The
reason for the high level of general spiritual leadership of school principals in the study may be that school
administrators care about increasing the sense of belonging of the main stakeholders of the school. As a matter of
fact, with the effect of socio-economic, social and political changes, the desire of the school environment (such
as parents and local administrations) to participate in the decisions taken in schools and their roles in financing
educationis increasing (Gumuseli,2001). It can be said that the school environment's ability to assume these roles
properly depends on their relationship with the school and whether they feel commitment to the school. For this
reason, it is important to increase the sense of committed to the school environment. School administrators who
display a high level of spiritual leadership can make the stakeholders of the school environment feel that they are
interested, appreciated, and understood. Thus, a school culture that is more committed can be created (Fry, 2003).
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In addition, at high level of spiritual leadership can lead to positive organizational outcomes such as productivity
(Fry & Matherly, 2006; Fry etal., 2017), organizational learning capacity (Khani & Arani, 2013) and performance
(Javanmard, 2012; Salehzaadeh, Pool, Lashaki, Dolati & Jamkhaneh, 2015; Yang, Liu, Wang & Zhang, 2017).
For this reason, it can be said that the high level of general spiritual leadership of school administrators will
increase the quality of the services provided in the school and will affect its functioning positively.

School administrators' spiritual leadership levels do not differ according to gender, age, educational status, the
number of teachers at the school or the type of school. It can be said that gender, age, educational status, type of
school, and the number of teachers in the school do not affect the spiritual leadership lewvels of school
administrators. Similarly, in the study conducted by Akinc1 (2017), where the spiritual leadership values, attitudes,
and behaviors of school administrators were evaluated by teachers, it was found that the perception of spiritual
leadership did not differ according to gender, age, educational status, or the number of teachers inthe school, but
it did differ according to the type of school. He found that the perceptions of spiritual leadership of teachers
working in Imam-Hatip High School were higher than those in other schools inhis study. It has been stated that
this may be due to the fact that Imam-Hatip high schools are project schools established to realize certain ideals
and that the employees generally adhere to these ideals. In another study conducted by Bozkus and Gunduz (2016)
in which the spiritual leadership values, attitudes, and behaviors of school principals were evaluated by teachers,
itwas found that the perception of spiritual leadership did not differ according to educational status or gender;
howewer, it has been revealed that it varies according to the number of teachers working at the school. As can be
seen, these variables differ according to the sample group. Therefore, it can be mentioned that supportive studies
evaluating school administrators' perceptions of spiritual leadership are needed.

The spiritual leadership levels of school administrators did not showa significant difference in altruistic love and
general spiritual leadership dimensions according to seniority. However, in the vision/faith dimension of spiritual
leadership, school administrators with seniority of 26 years or more are better than school administrators with
seniority of 16-25 years. Akinci (2017) concluded that teachers' perceptions of spiritual leadership regarding
school administrators did not change according to seniority, while Bozkus and Gunduz (2016) concluded that
teachers with seniorities between 16 and 20 years had higher perceptions of spiritual leadership than those with a
seniorities of 5 years or less and 21 years or more. In this study, the reason why administrators with seniority of
26 years or more had high scores on vision and faith may be because their self-confidence increased over time
due to their faith and realization of the vision they created. As a matter of fact, it can be thought that as experience
in working life increases, it becomes easier to create and share goals, and the more established goals are trusted
and believed. School administrators may also have gained more experience over time.

The spiritual leadership levels of school administrators did not differ significantly in altruistic love and general
spiritual leadership according to their managerial positions. However, the spiritual leadership levels of school
administrators regarding vision and faith are higher than assistant administrators. A study in which the spiritual
leadership level of school administrators was examined according to the variable of managerial duty was not
found within the scope of the literature. However, in the study of Civgaz Kazancioglu (2018) examining the
relationship between personalitytraitsand leadershipstyles, itwas found that the transformational leadershipstyle
differs according to the managerial position. In the study, it was determined that the average score of the
administrators regarding transformational leadership style was higher than the assistant administrators.
Transformational leadership, like the vision and faith dimensions of the leader, involves rewealing a clear,
attractive, and inspiring vision (Judge & Bono, 2000). Therefore, it can be said that the finding of Civgaz
Kazancioglu (2018) supports the finding obtained in this research. The reason why school administrators score
higher than assistant administrators in terms of vision and faith may be that assistant administrators do not
participate sufficiently in the vision formation process. School administrators may not be able to set common
goals that assistant administrators will faithfully embrace. As a matter of fact, Akbaba Altun (2003) revealed that
the least important issue for school administratorsis determining common goals.

It was determined that the extroversion personality trait of school administrators has positive and low-level
relationships with altruistic love, vision and faith, and general spiritual leadership. It was revealed that the
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relationship of agreeableness and openness personality traits with vision and faith, altruistic love and general
spiritual leadership was positively low. Neuroticism has been found to have negative low-level relationships with
vision and faith, altruistic love, and general spiritual leadership. It was found that the relationship of
conscientiousness with altruistic love and general spiritual leadership was positively low; the relationship with
vision and faith was positively medium. It can be said that there is a mostly low-level relationship between all
personality traits and spiritual leadership. Similarly, in the research conducted by Judge et al. (2002), it was
revealed that the relationship of leadership with agreeableness and conscientiousness was positively low; with
neuroticism, it was negatively low; and with extroversion, it was positively medium. As can be seen, the findings
of this study are also compatible with the study of Judge et al. (2002). Similar to this study, there are also studies
(Civgaz Kazancioglu, 2018; De Hoogh et al., 2005; Judge and Bono, 2000; Yalcinkaya, 2017) showing that
different leadership styles and personality traits are related.

It has been determined that the personality traits of school administrators affect their vision and faith, altruistic
love and general spiritual leadership levels. 13% of the spiritual leadership of school administrators is related to
theirvisionand faith; 12% of their spiritual leadershipisrelatedto altruistic love;and 14% of their general spiritual
leadership can be explained by their personality traits. It can be said that the personality traits of school
administrators predict their level of spiritual leadership. Within the scope of the literature reached, there is no
study examining the effect of personality traits of school administrators on spiritual leadership. However, there
are studies (Civgaz Kazancioglu, 2018; Yalcinkaya, 2017) showing that personality traits affect different
leadership styles. Civgaz Kazancioglu (2018) revealed that the personality traits of school administrators affect
their transformational, transactional and laissez-faire leadership styles. Yalcinkaya (2017) found that the
personality traits of university students affected their transformational, transactional and laissez-faire leadership
styles. Studies on leadership theories also showthat personality is an important variable in defining leadership
(Silverthorne, 2001). In the light of these results, it is important to consider personality traits in the selection of
school administrators interms of their leadership characteristics. In the current system, personality traits are not
taken into account when choosing school administrators. However, it is necessary for the personality to be
compatible with the work to be done for the well-being of organizations and individuals (Ozsoy & Yildiz, 2013).
For example, it cannot be considered that an individual with a low conscientiousness personality trait can
effectively fulfill roles that require high lewvels of responsibility, such as teaching leadership, change expertise,
being a supervisorand community architecture (Balyer,2012). Asa matter of fact, studies in the literature suggest
that effective leadershipis consistently related to certain personality dimensions (Hogan, R., Curphy, & Hogan,
J. 1994). Schools need effective leaders to function effectively and efficiently. Therefore, it can be said that the
personalities of school administrators who will assume leadership roles in schools should be suitable for this task.

Regarding the results obtained, the following suggestions can be made. It was found that the spiritual leadership
levels of school administrators were relatively high. This situation can be maintained. The participation of the
assistantadministrators inthe process of creatingthe vision of the school canthus increase their faithin the vision.
School principals can mentor vice principals. Trainings can be given to develop the vision-forming skills of
assistant administrators and to increase their patience, endurance and perseverance. In addition, vision setting
training can be given to school administrators with low seniority to increase their vision determination skills and
their faith in the determined vision. In the study, differenceswere determined in the sub-dimensions of vision and
faith accordingto seniority and management duties. The reasonfor these differences canbe revealed by qualitative
research. Inthis study, the spiritual leadership levels of school principals were determined according to their own
evaluations. In future studies, the spiritual leadership levels of school administrators can be examined through the
evaluations of teachers and school staff. Thus, it can be compared to see whether the school administrators' own
spiritual leadership evaluations are compatible with the evaluations of school staff. In addition, conducting this
study in a specific regionis at limitation of the research. Howeer, it can be said that there is a needto carry out
studies that support the validity and reliability study and the spiritual leadership scale set out in this study.
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