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This study aims to propose a theoretical explanation for the cyberbullying problem, which is the use of 
cyber communication tools to endanger other people. In recent years, the cyberbullying problem, which 
is widespread especially among the young, has been the subject of scientific studies. These studies 
have mostly focused on the issues of causes and results of cyberbullying, and variables related to it. 
The research has shown that the ones showing cyberbullying behaviors or the ones trying to prevent 
these behaviors are in need of studies aiming to minimize these kinds of behaviors. It has been 
observed that theoretical explanations directed towards the minimization of this behavior and towards 
making contributions to the studies aiming to prevent cyberbullying are required. In this study, 
cyberbullying is discussed within the framework of William Glasser’s choice theory. In the study, first, 
information about cyberbullying is presented, and then, general views of choice theory related to the 
nature of humans are clarified. Lastly, assessments about cyberbullying are stated with regard to the 
concepts in choice theory, such as basic needs, Quality World, successful and unsuccessful identity, 
choice and responsibility. 
 

Key words: cyberbullying, choice theory, realty therapy. 
 

 

INTRODUCTION 
 
Cyberbullying 
 
According to Arıcak (2011), cyberbullying “is all of the 
behaviors which aim against an individual or a group, a 
specific individual or legal personality and endanger them 
technically or in a relational way.” Cyberbullying is des-
cribed, in other terms, as “the intentional and repetitious 
behaviors which include the use of information and 
communication technologies, such as e-mail, cell phone, 
beeper, short message service and web sites, by a group 
or an individual to endanger others and which support 
hostile attitudes (Agatston et al., 2007; Ang and Goh, 
2010; Patchin and Hinduja, 2006; Totan, 2007; Wright et 
al., 2009). It covers aims, such as soliciting, humiliating or  
 

insulting and trying to embarrass, and it can be caused 
by an individual as well as by a group (Anderson, 2010). 
 
 
Its difference from traditional bullying 
 

Cyberbullying is similar to traditional bullying in terms of 
being unbalanced force, including aggressiveness 
(Dooley et al., 2009; Grigg, 2010) and supporting each 
other (Jose et al., 2011).  However, cyberbullying differs 
from traditional bullying with regard to use of commu-
nication technologies, cyberbullying agents’ possibility of 
hiding their identities, the possibility of a situation 
stemming from cyberbullying being heard by a 
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broad range of people because of virtual opportunities, 
and the use of sexual bullying more easily and more 
often. Moreover, while the victim in traditional bullying 
has the opportunity to escape the effects of bullying by 
leaving the place, for the victims of cyberbullying, it is 
difficult to find a place to escape because the contents 
are known by many people and kept in a place open to 
be seen (Ayas and Horzum, 2010). 
 
 
Its effects on victims 

 
According to different studies, at least 20% of adole-
scents are victims of cyberbullying in USA (Li, 2007; 
Vandebosch and Van Cleemput, 2009). Depression, 
social isolation and self-harming behaviors are the most 
common problems which the victims of cyberbullying 
experience (Mason, 2008; Wong-Lo et al., 2011).  Other 
consequences, such as inability to perceive, emotional or 
friendship problems, insomnia, headaches, repetitive 
stomach aches, feeling insecure in school, etc., can also 
occur (Sourander et al., 2010). 

 
Moreover, the studies 

have shown that the victims have low self-confidence and 
self-respect (Didden et al., 2009; Mason, 2008; Patchin 
and Hinduja, 2010a). In the study by Navarro et al. (2011) 
on 10-12 year-old students, it was observed that the 
victims of cyberbullying have social anxiety and espe-
cially fear of being negatively assessed. Female victims 
of cyberbullying are more likely to have emotional 
symptoms than male victims. However, females tend to 
ask for help more than males (Dooley et al., Cross and 
Spiel, 2010). 

In literature review on cyber-bullying, it can be seen 
that most of the studies are on causes, results and 
related variables of cyber-bullying (Gradinger et al., 2010; 
Kiriakidis and Kavoura, 2010; Menesini and Nocentini, 
2009; Vandebosch and Van Cleemput, 2008). However, 
considering the prevalence of the problem of cyber-
bullying, it can be understood that there is a need of 
studies aimed at not only preventing cyberbullying in 
those with the behavior but also reducing this behavior. 
The studies aimed at preventing cyber-bullying are impor-
tant in terms of prevention of new victims exposed to 
bullying. The theoretical explanations on this problem are 
needed for intervention studies. Theoretical approaches 
explaining the cyber bullying behaviors will contribute to 
solutions on subjects such as; the reasons behind such 
behaviors and the points to focus on for intervention 
programs. Studies conducted in order to explain cyber-
bullying under the theoretical framework can be said to 
be beneficial for the intervention models and programs to 
be developed. From this perspective, which also 
constitutes the purpose of this study, cyber-bullying is 
going to be analyzed within the framework of the choice 
theory. In this respect, first of all, the general framework 
of choice theory will be explained and then there will be 
analyses in order to explain the cyber bullying behaviors. 
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Choice Theory 

 
Glasser, the father of choice theory, explained his theory 
in rebuttal to the view that people cannot be responsible 
for their behaviors, including psychological problems 
(Kaner, 1993).

 
Glasser, objecting to the view that the 

reasons behind psychological problems are some mental 
disorders, stated in his theory that the real source of 
problems is individuals' own choice

 
(Glasser, 2000; 

Haight and Shaughnessy, 2003) and that our behaviors 
are directed by internal factors, which he called a “Quality 
World”, not by external factors. His view is different from 
other counseling theories, particularly behaviorist theories 
(Cameron, 2009). 

When people experience a problem with someone else, 
they want to change the other by controlling the other's 
behaviors rather than changing and controlling their own. 
This leads to communication being damaged. However, 
according to the choice theory, an individual has the 
competence to control only his own behaviors (Glasser, 
1997; Özmen, 2006).   

According to Glasser, there are five basic motives origi-
nating from humans' genetic endowment (Glasser, 1985). 
These are (1) surviving and reproducing, (2) belonging 
(to love, to be loved and to be of value), (3) acquiring 
power, (4) being free and (5) having fun. 

Quality World and picture album are other important 
concepts in choice theory. Though the needs of all 
humans are similar, their wills as to how to meet these 
needs are different because their lives are not the same. 
The solutions that we find to meet our requirements form 
the personal Quality World. One's Quality World consists 
of perceptions and pictures related to subjects, 
phenomena and persons that one wants to exist in the 
real world. We build our whole life to reach the images in 
this world. Therefore, our Quality World is the most 
important part of our whole life (Glasser, 1998a).  

According to choice theory, a behavior includes ele-
ments of doing, thinking, feeling and physiology. Glasser 
calls this total behavior (Glasser, 1998b; Zeeman, 2006). 
The element of doing in our total behavior is always 
under our control. Therefore, when this element changes, 
other elements, namely thinking, feeling and physiology 
will be under our control (Glasser, 1998b).  

Choice theory focuses on the concept of successful 
and unsuccessful identity. Glasser (1998b) claims that 
the degree of satisfying the requirements of belonging, 
loving and feeling secure has an important role in the 
formation of successful identity. A feeling of responsibility 
is the most important indicator of having a successful 
identity. Successful identity brings responsibility with it. If 
a person has a successful identity, he can acknowledge 
the consequences of his behaviors, accept realities as 
they are and behave accordingly. People who have a 
successful identity can satisfy their needs of being of 
value, belonging, loving and being loved (Palancı, 2004). 

Choice  theory   highlights   responsibility.  Responsible  
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people are aware of what they want and what they can 
achieve and they are independent people who are active 
in achieving these. From this perspective, responsible 
people are the people who can control their lives and 
behave accordingly (Palancı, 2004). 

Cyberbullying behaviors are discussed within the 
framework of choice theory in this article. There are un-
doubtedly great many theories explaining the behaviors 
and needs of human beings. For example, while self-
determination theory approaches the human needs as 
competence, autonomy and relationality (Deci and Ryan, 
2000), according to Maslow the human needs are ordered 
as a hierarchy from physiological needs to the self-
realization need. These theories provide significant infor-
mation to explain the needs and behaviors of human. The 
reason why cyber-bullying is analyzed within the pers-
pective of choice theory in this analysis is that reality 
therapy (Corey, 2009) developed out of choice theory 
enables the analyses about cyber-bullying behaviors be 
used for  intervention program.     

Another reason why cyber-bullying behaviors are 
analyzed within the framework of choice theory in this 
article is that cyber-bullying behaviors are the ones widely 
observed in schools and mostly during adolescence 
(NCES, 2011). William Glasser, who generated choice 
theory and reality therapy, is also a school psychologist 
who has studied problems encountered in schools. The 
theory and therapy put forward by Glasser were used as 
a model in order to deal with the problems encountered in 
schools (Walter et al., 2008). In this regard, the choice 
theory and reality therapy approach can be used in the 
studies carried out by school counselors in order to 
prevent cyber bullying behaviors. This analysis discussing 
cyber-bullying from the perspective of choice theory is 
thought to be useful for such studies. 
 
 
Cyberbullying and choice theory 
 
In this part, cyber bullying behaviors will be associated 
with basic premises of choice theory. In this sense, 
cyberbullying behaviors will be evaluated with regard to 
concepts, which choice theory used to explain human 
behaviors (Glasser, 1998b), such as basic needs, quality 
world, total behavior and successful-unsuccessful identity. 
 
 
Basic needs and cyberbullying 
 

According to choice theory, all people’s behaviors aim to 
meet five basic needs. In this sense, cyberbullying aims 
to satisfy one or some of these basic needs. In a study by 
Raskauskas and Stoltz

 
(2007), students doing cyber-

bullying displayed this behavior for these aims with the 
following percentages: 38% to have fun, 25% to take 
revenge, and 6% because of their bad mood due to the 
situation they   were   in.   The   rest  could  not  answer  
why  they behaved in this way.  

 
 
 
 
Moreover, other studies have shown that behaviors of 
anger, aggressiveness, etc. are related to cyberbullying 
(Schultze-Krumbholz and Scheithauer, 2009). People 
displaying behaviors of anger and aggres-siveness 
display cyberbullying behaviors, too (Patchin and 
Hinduja, 2010b). Vandebosch and Cleembut

 
(2008) state 

that victims of traditional bullying try to balance their 
situation by means of the power they acquire from their 
knowledge on the internet, computer and other cyber 
communication tools. In the same way, it is stated that 
the ones regarding themselves as inadequate in terms of 
physical power and age try to balance the situation with 
cyberbullying behaviors. In this sense, when the 
argument is discussed from the point of the five basic 
needs in choice theory, it is possible to state that 
cyberbullying behaviors aim to satisfy the needs of 
entertainment and power.  

Glasser (1998a) states that students having difficulty in 
meeting their needs are generally the ones who ex-
perience relationship problems in puberty. When the gap 
between what a person wants and what he has is high, 
he feels anger and rage. These feelings lead the adole-
scent to display rebellion and problematic behaviors. 
According to Glasser (1998b), another reason for the 
problems in relationships is being restrained and the 
inability to present individual potential. If their abilities are 
not believed in and they are not given the chance to cope 
with the obstacles they encounter, adolescents ex-
perience discipline problems. In this sense, it can be 
stated that cyberbullying, which can be regarded as a 
discipline problem in schools, is related to a person’s 
being unsuccessful and a feeling of being restrained in 
satisfying their basic needs. 

Choice theory claims that most people have similar 
underlying problems. This problem is generally their 
inability to have a successful and satisfying relationship 
with one of the people important in their life or to attach 
themselves to other people (Glasser, 2000). People who 
are alone and have a low level of acceptability by society 
have a high rate of cyberbullying behaviors (Schoffstall 
and Cohen, 2011).  It has been seen that the ability to 
establish social relationships and the competence to 
struggle with the problems experienced in social relations 
predict cyberbullying negatively (Schoffstall and Cohen, 
2011; Sourander et al., 2010). Poor parent relations also 
predict cyberbullying (Mason, 2008). In this sense, from 
the point of choice theory, cyberbullying behaviors can be 
explained by a person’s inability to develop healthy and 
satisfying relationships. When the findings of this study 
are discussed from the point of choice theory, it can be 
stated that one of the reasons behind cyberbullying 
behaviors is the fact that the needs of belonging and 
establishing relationships are not met adequately and 
properly. 
 
 

Quality World and Cyberbullying 
 

According  to  Glasser,  the  things that a person wants to  



 
 
 
 
do or reach to meet his needs form the picture album. 
When the picture album/Quality World and real world are 
different from each other, this means that there is a 
problem for that person and this difference takes us to 
behavior. According to this, behavior is the effort to 
remove the difference between what he lives in (real 
world) and what he wants to live (picture album). Abnor-
mal behaviors stem from this difference, too (Corey, 
2009). In this sense, cyberbullying behaviors can be 
regarded as abnormal behaviors which stem from a 
person’s inability to realistically satisfy his needs for 
power and entertainment. 

Picture album starts to take shape after birth and is 
rearranged throughout life. Beginning from our birth, our 
experiences teach us solutions as to how to satisfy our 
needs and present solutions to satisfy our needs when 
we want. Therefore, parent relationships and experiences 
beginning from childhood are important in the formation 
of picture album (Glasser, 1998b).  

In studies discussing the relationship between cyber-
bullying behaviors and parent attitudes, it is been 
observed that authoritative and oppressive attitudes of 
parents predict cyberbullying behaviors at maximum level 
(Dilmaç and Aydogan, 2010).  When we consider that the 
ones growing up in an authoritative and suppressive 
atmosphere will have experiences of violence and 
oppression, the pictures in their picture album, especially 
the ones of satisfying the need for power are expected to 
include solutions involving aggressiveness. It is been 
found by some researchers that behaviors such as anger 
and aggressiveness are related to cyberbullying 
(Schultze-Krumbholz and Scheithauer, 2009). Individuals 
displaying behaviors of anger and aggressiveness display 
cyberbullying behaviors, too (Patchin and Hinduja, 
2010b).  In this sense, it can be said that pictures aiming 
to satisfy the need for power in the albums of the ones 
causing cyberbullying consist of pictures which involve 
cyberbullying behaviors. 
 
 
Total Behavior and Cyberbullying 
 

According to choice theory, a behavior is total. A be-
havior, in addition to activity of doing, consists of thinking, 
feeling and physiology, which makes it total (Glasser, 
1998b; Zeeman 2006). In this sense, cyberbullying beha-
viors are total behaviors, too. The doing element of this 
behavior is the person’s actions that he does to another 
person using cyber communication technology in order to 
do harm. Within the scope of choice theory, elements of 
thinking, feeling and physiology in a cyberbullying 
behavior can be explained as follows. 

It has been found that people displaying cyberbullying 
behaviors do not feel safe (Sourander et al., 2010); they 
feel alone (Schoffstall and Cohen, 2011), have feelings of 
revenge (König et al., 2010; Raskauskas and Stoltz, 
2007) and are hostile (Arıcak, 2009) feelings. Besides, 
these    people    stated    that    a   reason   behind   their  
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cyberbullying behaviors is to get rid of boredom (Yaman 
and Peker, 2012). When these factors related to cyber-
bullying are taken as a total behavior they can be 
regarded as feeling element of the total behavior. 

In a study in which the relationship between cyber-
bullying and cognitive distortions was investigated (Çetin 
et al., 2011), it was found that cyberbullying behaviors 
were predicted by unrealistic expectations, mind reading 
and approach avoidance, which are types of cognitive 
distortion. A relationship between cyberbullying and 
perceptual problems (Dilmaç and Aydoğan, 2010) was 
found. Besides, positive relationship between cyber-
bullying and invisibility delusion (Mason, 2008) and low 
perception of self-esteem (Eroğlu, 2011) was found. 
When cyberbullying is considered as a total behavior, 
these factors, which are related to cyberbullying, can be 
regarded as thinking element of the total behavior.  

It was found that people who cyberbully have health 
problems (Kowalski and Limber, 2013) and there is a 
positive relationship between cyberbullying and somatic-
zation (Arıcak, 2009). When cyberbullying is considered 
as a total behavior, these factors related to cyberbullying 
can be regarded as physiology element of the total 
behavior.  
 
 

Successful-unsuccessful identity and cyberbullying 
 
The ones displaying cyberbullying behaviors state that 
they display these kinds of behaviors with their friends in 
order to maintain friendship relations (Yaman and Peker 
2012). The ones who cannot be independent in their 
relationships and have a high sense of ego display 
cyberbullying behaviors more (Çetin et al., 2012). A study 
by Eroglu (2011) showed that there is a negative 
relationship between cyberbullying and internal values. In 
addition, people with low self-respect display cyber-
bullying behaviors more (Schoffstall and Cohen, 2011).  
These features related to cyberbullying behaviors involve 
unsuccessful identity, an important concept of choice 
theory. Unsuccessful identity involves a person’s feeling 
of worthlessness and low self-confidence. This charac-
teristic is the reason behind the problems in his social 
relations (Palancı, 2004). 

Choice theory focuses on the concept of successful 
and unsuccessful identity (Glasser, 1998b). In the case of 
unsuccessful identity, the person tends to perceive the 
reality as he wants to, distorts or rejects it (Palancı, 2004). 
People who cyberbully have also been observed to have 
perceptional problems (Dilmaç and Aydoğan, 2010) and 
cognitive distortions (Çetin et al., 2011). 

Unsuccessful identity is the person who cannot take on 
the responsibilities of his behaviors, and so, who fails to 
satisfy his needs of self-worth, belonging, loving and 
being loved. Therefore, people who have unsuccessful 
identity use ineffective methods to meet their needs 
(Corey, 2008). People who cyberbully have been ob-
served to  avoid  taking  responsibility  (Çelik  et al., 2012;  
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Dilmaç and Aydoğan, 2010), to have low self-esteem 
(Patchin and Hinduja, 2010a) and to experience problems 
making friends and being accepted (Aoyama et al., 2011; 
Schoffstall and Cohen, 2011).  It is stated that there is a 
negative relation between responsibility and cyberbullying 
(Çelik et al., 2012) According to Glasser, behavioral 
problems are used in order not to accept realities and 
responsibilities that do not satisfy needs. When a person 
accepts realities and his responsibilities, he starts to 
display adequate and proper behaviors to satisfy his 
needs (Kaner, 1993). In this sense, one of the reasons 
for cyberbullying is the individual’s inadequacy to take 
responsibilities. In this sense, it can be stated that 
characteristics of unsuccessful identity can be observed 
in people who cyberbully. 

Forcing the person to withdraw from social contexts 
and weakening his initiative power for change are other 
characteristics of unsuccessful identity (Palancı, 2014). 
People who are alone and who have low levels of self-
esteem, peer optimism, social acceptance and the ability 
to make friends have been observed to have high levels 
of cyberbullying behaviors (Schoffstall and Cohen, 2011). 
Besides, a relationship between being open to change 
and cyberbullying was found, too (Çelik et al., 2012). 
Findings of this study, which are related to unsuccessful 
identity, indicate that people who cyberbully have charac-
teristics of unsuccessful identity. 

According to Glasser, psychological problems can be 
explained by characteristics of unsuccessful identity 
(Kaner, 1993). Findings of this study also present us 
similar information showing that cyberbullying behaviors 
can be explained by having unsuccessful identity. 
 
 

Conclusion 
 

The relationship between cyberbullying behaviors and 
basic needs shows that cyberbullying behaviors aim to 
satisfy the needs of entertainment and power, two of the 
five basic needs in choice theory. Cyberbullying, in this 
sense, can be regarded as an abnormal behavior stem-
ming from a person’s inability to realistically satisfy the 
needs of power and entertainment. Therefore, it can be 
stated that pictures in the picture album of people 
displaying cyberbullying behaviors consist of images of 
cyberbullying. From the point of successful and un-
successful identity, people displaying cyberbullying 
behaviors have characteristics of unsuccessful identity, 
such as feeling worthless and having low self-confidence. 
From the point of choice theory, cyberbullying behaviors 
can also be explained by a person’s inability to develop 
healthy and satisfying commitments. Another reason is a 
person’s deficiency in taking responsibilities. 

In this study, along with cyber-bullying behaviors analy-
zed from the perspective of choice theory, some 
limitations of the theory should be taken into consideration 
as well. In choice theory, William Glasser does not accept 
psychiatric   classifications  of  misbehaviors  and  rejects  

 
 
 
 
psychopathological explanations as well (Cameron, 
2009). Moreover, cyber-bullying behaviors were stated to 
be predicted by some psychiatric symptoms (Arıcak, 
2009). Another limitation of choice theory and reality 
therapy on cyber-bullying behaviors is about not giving 
importance to the effects of past and focusing on present 
in relation to the source of behaviors (Corey, 2009). 
Studies show that those with cyber-bullying behaviors 
were exposed to cyber or traditional bullying in their past 
(König et al., 2010). In addition, another finding of studies 
is that cyber-bullying and parental attitudes during child-
hood are related (Dilmaç and Aydogan, 2010). Another 
limitation of the theory used in this analysis is related to 
its rejection of unconscious processes (Corey, 2009). In 
this case, the possible unconscious causes of the beha-
vior cannot be explained with those who have healthy 
relationships, whose basic needs are met adequately and 
who do not have any observable reason leading to cyber-
bullying behaviors. 
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The schools in rural areas in developing countries are often confronted with difficulties which are, in 
general, related to poverty, the quantitative and qualitative insufficiency of the professionals and the 
organization. Consequently, every year, the examinations results are unsatisfactory playing on the 
curriculum and excellence in the educational system. Donon Manga in Tandjilé in Chad is one of the 
examples with more than 70% of its schools held by the Community teachers who are sometimes 
without any formal qualifications. The study was carried out by interviewing pupils’ parents, pupils, 
teachers and the authorities in charge of education. The weakness of the financial contribution by the 
State (on average 20%) for the operational budget and the deficit of follow-up and control (0.01 
inspectors by establishment for 0.004 per teacher) led to a completion rate cycle of 37.5% for primary 
education and a range of 5 to 18% for the secondary. The rates of success in the baccalaureate are 
always one of the weakest in the region. These have led to the closure, not without consequences, of 
secondary schools. 
 
Key words: School, rural, teacher, community, Tandjilé. 

 
 
INTRODUCTION  
 
The results of the baccalaureate for 2012 session in 
Chad were cancelled shortly after their publication by a 
decree from the Prime Minister. The poor results (6.8% 
pass rate for more than 6000 candidates) were at the 
origin of this cancellation. Those of the following year 
were not much satisfactory either (8.7% pass rate for 
more than 70,000 candidates). The recurrent weak 
success rates in the examinations led the high authorities 
of the country to close the grammar schools in cantons 
and sub-prefectures and center them into the main towns 

of the departments for some and regions for others.  
The incisive reactions of the authorities to close 

hundreds of schools are justified insofar as they aim at 
rectifying the situation of the educational system. 
However, what are the socio-economic consequences 
and policies which the activated engine can generate and 
also the starting and final areas? What are the resources 
implemented to resolve the supposed problems? To 
answer these questions, it is more than necessary to 
make initially an inventory of fixtures  of  the  countryside.   
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Figure 1. study zone localization. 

 

 
 

The latter from the example of one region allows the 
modeling and interpretation of the consequences which 
one can face. 

The insufficiency of the results in the exams, generally, 
is not recent in Chad. It has been a recurrent pheno-
menon for more than two decades. Therefore, it is 
advisable to know the causes of the drawdown. This 
makes one to wonder what is the responsibility of pro-
vince schools, in general and the rural schools, in 
particular. Especially, when it is believed that efforts were 
made by the authorities in the capital as well as principal 
cities to improve success rate and promote excellence. 
In Toumaï’ country, the rural population dominates widely 
over the urban one (INSED, 2009). The same applies to 
the non- educated population (MEN, 2010). From primary 
to secondary schools, the number of schools and 
students in the rural areas exceeds the urban ones. The 
capital and the urban centers account for average of 38% 
of schools in the year 2010, according to education 
statistics.  

However, under what conditions do rural schools 
dominate in number of classes and learners? Such 
question deserves to be asked, because excellence of 
whatever order depends directly on the material and 
financial investment allocated to it. 

These are the main concerns which are the object of 
this article, using the sub-prefecture of Donon Manga in 
East Tandjilé. 

The choice of this sub-prefecture for this research is 
not a coincidence. Indeed, the latter has been for the last 
(6) six years one of the centers for the baccalaureate 
examination. However, none of the results of these 
successive years reached a success rate of 5% (MEN, 
2010). 
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In 2012, the center of Donon Manga is one of those 
whose rate of success is almost nil. The percentage of 
pass rate in baccalaureate was 1.05%. In 2013, none of 
the candidates for all option succeeded in the bac-
calaureate resulting in I 0% pass rate. These rates, 
however deplorable, are certainly due to the school 
drawdown. These poor results depend on the deficiency 
in the quality of the education, the training of the teachers 
and the management of the education system for which 
responsibilities are to be shared among. 

Donon Manga is the administrative center of the sub-
prefecture which bears its name. It is located in the 
South-east of the Department of Tandjilé East, one of the 
two among the region of Tandjilé (Figure 1). Since 
independence, the candidates for BEPC (Patent of 
studies of the first cycle) as well as baccalaureate exams 
were obliged to travel at least 75 kms to Laï to sit for 
these examinations. It was only in 2000 that a center for 
BEPC exam has been created locally followed by a 
center for baccalaureate 7 (seven) years later. 
 
 
METHOD AND MATERIALS  

 
The methodology used for this article includes investigations, 
interviews and direct observations. We could not refrain from using 
work of those which preceded us in the themes.  The data collected 

through Statistics Direction of National Education were compared, 
in the national context. Those collected from the departmental 
inspection of education were very important. 

The investigations were carried out on a sample of 556 people 
from 9 different villages. The targeted groups of people were mainly:  

 
1. Pupils’ parents (21.6% of the sample) to appreciate the mecha-
nism of support and follow-up of the education of their offspring; 

2. Teachers of the visited schools (14.39% of the sample).  Three 
elements drew particularly our attention in the inquiries among the 
targets responsible for the education of the man of tomorrow.  It is 
about their statute, knowledge level and the type of their training, 
the documentation of the school and the supports for the course. 
3. Pupils (63.51%). They were surveyed to appreciate their 
personal work after the class, the relative distance between their 
residence and the school they attend as well as their personal 
documentation. 
4. People in charge of management and inspection were not spared 
(0.5% due to their numerical inferiority).The average is of 0.01 
inspectors by establishment and 0.004 per teacher in the 
department. 

 
The objective sought in this target is to understand the difficulties as 
well as the assets. Furthermore, the reports of the final academic 
year were not less significant to us in the analysis. The numerical 
data of the investigations were treated with SPSS and Space 
software in MapInfo 8.5. 
 
 
RESULTS  
 
Poverty:  restrictive factor of access to school  
 
Chad is one of the poorest countries in the world despite 
its  entry  into  the  group  of  the  oil-producing  countries.  
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From independence to within the last two decades, the 
weakness of the productivity in primary sector which 
absorbs more than 80% of the population, had limited its 
economic growth for a long period of time.  The vast 
structural reform Programs such as the Structural 
Adjustment Program (SAP) launched since1994 have 
certainly raised the growth rate from 2.6 to 15.5% in 2003 
(INSED, 2006), due to the oil revenue. However, this 
growth is far from solving the populations’ hardship, 
especially in rural areas where the economy is already 
precarious. 

Generally, the results of the investigations on con-
sumption and abstract sector showed that the vital 
minimum is reached by an approximately expenditure of 
396 F CFA per day and per person corresponding to an 
annual expenditure per capita of individual of 144,500 F 
CFA (INSED, 2006). People living below this poverty line 
are about 55% of the total population from which more 
than 80% are from the rural areas. 

The rural economy is primarily based on cotton in 
decline and groundnut in southern zone and the septen-
trional zone.  A comparative study of the profitability of 
cotton and groundnut given by average of the gross 
incomes shows it is equal to 90,750 and 140,000 F CFA 
(NDOUTORLENGAR, 2011). One can deduce that the 
expenditure per capita per day is 248.6 F CFA for the 
cotton producer against 383.5 of groundnut, which is the 
principal commercial product of the Southern zone. 

The Northern zone is recognized for the breeding which 
is not practiced by all, creating a disparity between 
people. Also, it is difficult to estimate their annual 
incomes. 

Generally, the financial income of the Chadian peasant 
does not enable him to suitably ensure the schooling of 
his offspring. The school in Chad is said to be free. How-
ever, in reality, an amount which varies based on year, 
establishment and place, is required by the Association of 
pupils’ Parents (APE) at the beginning of the operation of 
public schools which are supposed to be free. It varies in 
the cities depending on the establishments, between 3 
000 and 5 000 F CFA for boys and 1 500 and 3 000 F 
CFA for girls. This complies with the policy for woman’s 
promotion, which started since the nineties. However, 
officially, these amounts are fixed respectively at 2 500 
and 1 500 F CFA in the cities. In the rural areas, the 
situation is different.  The amounts have been reduced to 
1 500 and 750 CFA respectively for boys and girls. This 
reduction has not only been implemented unanimously 
but is not respected in a unanimous way. It does not 
always solve peasants’ problem. The main goal is not to 
register a child in school.  For a good result, there should 
be a follow-up, care and necessary school stationeries. 
This is not within the reach of these peasants. 

In spite of being exempted from paying school fee, it is 
naturally difficult for a Chadian peasant to support the 
school’s expenses of his children. This limits the progres-
sion of studies in the rural areas. The  completion  rate  of 

 
 
 
 
the cycles proves this assumption.  For the primary 
education cycle, it is 37.5%, whereas the secondary is 
between 5 to 18% in Tandjilé. These rates are respec-
tively 47.8% for the primary education against 19.9% for 
the secondary according to the Direction of the Statistics 
of Education (DSE) at the national level. 
 
 
Illiteracy: Problem of following-up learners 
 
The illiterate population accounts for 67.1% of the total 
population (INSED, 2009). The poor are, in their majority, 
more illiterate than the non-poor. The rate of poverty is 
more accentuated among women than men. By resi-
dence, the rural world has higher concentration of 
illiterate people. More than 88% of the illiterates are rural 
people (INSED, 2009). 

For the studied zone, 78.2% of the surveyed people can 
neither read nor write even less speak French.  82.1% of 
those stated had never visited school where their children 
have been registered.  67.3% never asked their kids to 
present their transcripts for the academic year. 

The consequences of this fact are numerous. Firstly, 
the pupils‘ parents who cannot follow up their kids are 
simply satisfied with what they tell them.  For example, a 
pupil can present his negative result as good to his 
parents. 

Certain illiterate parents of rural areas hinder their 
children from learning, even though they are willing to 
learn. A pupil’s parent, who is stock breeder in the 
septentrional can ask a teacher to release his child to 
look after the herd for a day or more before returning to 
school. In the South, a farmer can prevent his child from 
going to school in order to help him in the field, 
compelling him to resume school late as against the 
resumption date of the academic year scheduled. 

Teachers are not spared.  Rural teachers, even civil 
servants, do other activity like pastoral work (82.7% of 
the surveyed teachers) to increase their incomes. Thus, 
harvests which often coincide with the start of the new 
academic year often prevent them from going to school 
for several weeks. Often learners are used to harvest 
cotton. 

The distance between the school and residence is not 
likely to support the follow-up of learners even for able 
parents. At the primary education level, the average travel 
distance to school is 3.5 km for the whole territory.  In the 
rural places, one records a disparity for the secondary 
schools especially when one travels ten kilometers to find 
a grammar school or high school.  The sub-prefecture of 
Donon Manga has only one high school and eight 
grammar schools. The first is located in Donon Manga 
centers while colleges are disseminated in the villages. 

The average distance from the residence to the high 
school is 9.8 kilometers. The consequences of this 
distance are among others, the delays, and the lack of 
concentration due to tiredness and all forms  of  violence.  



 
 
 
 

 
 
Figure 2. Average temperatures and pluviometers. 

Source: CTA of Moundou, 2011. 

 
 
 

 
 
Figure 3.  The interior of a village classroom. 

 
 

 
Villages are often separated by savannas. On the way to 
school, acts of violence and retaliation occur between the 
pupils without help or assistance. 
 
 
The beginning of new academic year: A difficult 
disparity to solve  
 
Every year, in the whole country, the new academic year 
officially starts within the first week of October. However,  
for different reasons, there are regularly disparities in the 
starting date in cities. The reasons differ based on 
whether one is in the North or in the South of the country. 

In the southern most part of the country, the reasons 
for the delay are closely related to the duration of the 
raining season. Generally, in zones below 10 N, the 
raining season starts between March and April and 
finishes in November, reducing the duration of the 
academic year to five months only instead of nine recom-
mended by the international standard (Figure 2). 
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If in the city classrooms are made with durable materials, 
those schools from rural areas, in general, are assembled 
in precarious local materials, that is, wood and straws 
(Figure 3). One can observe that classrooms whose wall 
are made with bricks and roof with straws are enclosed in 
secco; their straw roofs are on woodwork posts. There are 
also free air classrooms. 

According to data from Statistics Direction for 
Education, from the 28394 classrooms for primary schools 
recorded in 2010, 14096 are made with secco, corres-
ponding to 49.64%.Open air classrooms are 334 (2.36%). 
So the majority of classes in the country are exposed to 
bad weather (52%), even though it is counted among the 
oil producing countries more than a decade ago. 

The “cooked bricks” replace benches in the classrooms. 
They are either built or scattered in the rooms. In all 
cases, at a given time, the classroom would be found 
invaded by scattered bricks which constitute a risk for the 
pupil and the teacher. So the teacher limits his 
movements around the blackboard due to the lack of 
alleys. Nevertheless, teacher’s free access to pupil will 
enable him to better check their works. 

From the very beginning of the rainy season, the 
working conditions become difficult as well for the 
teachers and learners themselves. The only alternative is 
to empty the classes. This supposes stopping the class 
between April and May. Also, rebuilding the classroom in 
the new academic year is compulsory. It is necessary to 
wait until the end of rains to find straws and timber posts. 
The rainy season ends between October and November 
where one can hope to find straws even though timber 
can be found constantly throughout the year (Figure 4). 

From Ter-village to KagaMbassa, there are three 
grammar schools. All are built in secco. Efforts were 
made by the populations from these two villages to bring 
bricks they made for their home as part of their 
contribution to build classrooms. However, the con-
struction delay is due to lack of money to pay builder.   
The causes of these delays can be related to the youths 
of these secondary establishments. However, for primary 
schools, it is difficult to find convincing explanations 
because some of them are dated from the colonial 
periods. 

For the academic year 2012-2013, for example, the 
grammar schools from Ter-village and Ter-Mission 
restarted for the reasons mentioned above, practically in 
mid-November. It takes time after the rains to rebuild the 
classrooms which disappear immediately after the 
academic year due to the bad weather and the cattle in 
divagation. 

The delay in starting school for other rural area is 
justified rather by the floods. Certain zones such as Mayo 
Kebbi as a whole and Tandjilé in its Western part 
including Laï, because of their very low topographic level, 
regularly undergo floods which could last for months even 
after the rainy season. 

The cultivation methods are also the causes for the 
delay of  the school re-entry in the rural zones. November   
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Figure 4. A class of TA4. In background, the office of a 

college in the South of Chad set up out of beaten ground. 
(Stereotypes: NDOUTORLENGAR Medard, 2013).  

 
 
 
and October coincide with the period of harvests. 
Learners are retained to help parents and even the 
teachers to harvest their fields. 

For the septentrional zones, the reasons are different. 
The case is not to generalize the problems which the 
rural schools of this part of the country are confronted: 
they include the distrust in the Western education on one 
hand and trans-human, on the other hand (Khayar, 
2009).  The preference is given to Coranic School. 
With the approach of the rainy season, the movements of 
the herds are directed towards the South of the country 
where they spend months in the search for pasture. The 
insecurity prevails in the East and West which formerly 
were used for pasture.   Their stay often creates fatal 
conflicts between farmers and stockbreeders. The trip 
sometimes takes more than a month letting teachers to 
wait for a long time for nomad schools. 

 
 
Community schools: who teaches there and what is 
taught? 
 
According to 2011 data from the Direction of Statistics, 
the Chadian rural world counted on its own a rate of 
79.20% of primary schools from which 49.55% are Com-
munity schools, created on the initiative of the rural com-
munities and managed  by them (MEN, 2011) (Figure 5).  

These schools disseminated throughout the country are 
held by 19078 Community teachers out of 27,905 in 
2010, that is, 68.6 %, of which only 49.4% underwent the 
training organized by the Ministry of Education since 
2009. 

The community masters are in general people who did 
not succeed in their studies and remained in the villages 
or people who dropped out from schools. Some have only 
primary   and   elementary   study   certificate  (CEPE)  or  

 
 
 
 

 
 
Figure 5. Primary schools according to their status 

Source: Educational statistical Direction, 2011. 

 
 

 

nothing; some others have the first cycle (BEPC) certifi-
cate. It is necessary to add to this list demobilized 
soldiers. In other words, it includes all those who failed 
down town and who do not hold any qualification to 
deserve another employment. 

The sub-prefecture of Donon Manga has more than 
forty primary community schools and eight colleges for 
general education. The first are managed almost entirely 
by the community teacher. Often, only the directors of the 
schools are the state’s civil servants. Among the eight 
colleges, four have a director and a supervisor regularly 
appointed by the Ministry of Education. Three others 
have a director without a supervisor and the latter from 
Ter did not receive any appointment of a professional at 
his head office. The teaching personnel are primarily 
made up of temporary teachers and volunteers. 

Following our investigations, the education level of all 
the Community teachers intervening in the sub-prefecture 
hardly exceeds the baccalaureate level. 23.7% had 
stopped studies after gaining the CEPE against 49.2% 
who hold the BEPC.16.1% had abandoned studies after 
having failed several times in the baccalaureate. The 
teachers who do not have any qualification are about 
11% of the total number. 3% of these teachers underwent 
the training organized by the Ministry of Education with 
the support of the development partners. The maximum 
level of study of teachers for grammar schools is limited 
to baccalaureate. 

In certain schools, due to the large number of inferior 
teachers, only one manages two to three classes at a 
time. In other schools, two levels sometimes even though 
different are combined into a single classroom and taught 
by the same teacher. On average, a teacher out of six 
holds two classes against two classes out of six, which 
are combined for only one teacher. 

The consequences in operating this way are significant. 
They include mainly the supervisors’ level of education 
and the lack of training for teachers for which the majority 
is not subjected. Being limited in training as mentioned 
above,  the   supervisor   can  only  give  what  he  knows  
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without considering the agenda or finding out whether  
his teachings have been understood or not. The lack of 
teaching material led to improvisations and repetitions of 
the courses. In Year 1 and 2 classes, pupils spent most 
of their time to sing. Some recite books passages without 
being able to read them. 
 
 
Lack of textbooks 
 

Lack of the educational materials is the common problems 
for teachers and pupils in rural areas in general and 
Donon Manga in particular. 

It was difficult to find the data related to the teaching 
manuals for primary schools from years 3 to 6. However,  
the ratio of books by pupil, for all levels and disciplines, in 
the Tandjilézone is 0.7. This ratio has the disparities 
when subdivided within the department, schools and dis-
cipline. By department, the Western Tandjilé, more 
disclosed, takes a step forward with 0.6 books per pupil 
against 0.4 in the Eastern Tandjilé. 

In the sub-prefecture of DononMonga, 58.3% of the 
sample of questioned teachers do not have textbooks for 
the program and use the old lessons which were not 
sometimes even prepared by them. Five learners out of 
hundred have a book in all disciplines. Those of the level 
and the program of the carriers are 2%. The Catholic 
Cultural Center of Donon Manga is the only place which 
acts as library in the sub-prefecture. However, it contains 
more documents related to teaching of life rather than 
education. 

Lack of didactic materials constitutes an obstacle in the 
self-steam for both trainers and learners. The latter 
cannot practice outside class hours due to the lack of 
documentation, except pupils in the exam classes such 
as terminals and the ones preparing the BEPC/T who 
take part in evening preparation courses organized by 
some teachers. Teachers can neither innovate nor 
improve the course. In the worst case, they may not 
follow the teaching agenda due to lack of inspection 

In Chad, each of the 22 regions of the country has a 
regional delegation for education. The delegations are 
subdivided into inspections for primary and secondary 
education according to the number of departments in the 
area. For Tandjilé area, there are two departments: 
Western Tandjilé and Eastern Tandjilé having each 
inspector for the primary education and another for the 
secondary.  The first has eight inspectors and the second 
has seven. The ratio gives 0.01 inspectors by esta-
blishment and 0.004 per teacher. The deficiency in 
control and inspection is mainly due to the excessive 
number of pupils. It is naturally difficult for fifteen people 
to look after thousands of pupils and teachers. 

The sub-prefecture of Donon Manga has forty-two 
primary education establishments and nine secondary 
schools. Only the grammar school was visited twice by 
the inspection since its creation. The other establishments 
have been left to themselves. The given reasons  are  the 
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Figure 6. Contribution to the funding source for 
the region. Source: ASE, 2011. 

 
 
 

Table 1. A sample standard village school. 

 

Designation Distance(Km) 

Dono Manga-Ter 5 

Dono-Manga-Kembeuti 10 

Dono Manga-Kimri 15 

Dono Manga-Bémian 9 

Dono Manga-Karwagnan 10 

Dono Manga-Karwagnan II 10 
 

Source: Raised Ground, 2012. 
 
 
 

insufficiency of the travelling means and the limited 
budget allocated to the institutions for its operation are 
not enough to cover the establishments’ needs. 
 
 
The operating budget  
 

Considering the data related to the contribution for the 
operation by zone according to the 2010 data from the 
financing department, Tandjilé seems to be one of the 
privileged areas. From the 22 areas in the country, it 
takes the 6th position (with 356,120,992 F CFA) 
respectively after the communes of Ndjamena, Mandoul, 
Logone Oriental, Logone Occidental and the Moyen 
Chari (Figure 6). However, the contribution from the state 
for the area accounts for only 23.41%. 

The free school supposes that the state provides a full 
sponsorship; however, for all schools, the principal 
sources of funding are the school fees and the 
contribution from Associations of the Pupils’ Parent (APE) 
and the local communities (MEN, 2011). For Tandjilé 
region in general, the State grant comes in 3rd position 
respectively after the contributions from the school fees 
and the APE. This subsidy hardly reaches the depart-
ments which often function, only with the contributions 
from school fees and APE. 

In  principle,  it  has  been  programmed  to subsidies  a  
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sum of 150,000 F CFA and between 200,000 to 500,000 
F CFA respectively for grammar and high schools. 
However, this money is not directly paid to people in 
charge of the aforementioned establishments. It is 
granted to the tradesmen in Administrative Cash Voucher 
(BCA) who can perceive it with the treasure even a year 
later. The tradesmen supplies schools with what they 
need, replacing with the vouchers.  

In this system, the normal price of an article can be 
tripled making a lost for the buyer sometimes between 15 
and 50% from their value. There are cases where the 
tradesmen and the persons in charge agree to share this 
support to the detriment of the establishments. The 
equipment such as chalk, pens, books are declared after 
being discharged. They enable schools to function while 
waiting for the school fees and the contributions from 
pupils‘parents. 
 
 
Challenges of the new reform for education policy 
 
The new reforms carry consequence that, in one way or 
another, the whole society has to pay for: 
 
Difficulties of access and/or abandonment of the 
continuation of studies: The restriction of the colleges 
in the departments supposes moving high-school away 
from pupils’ home town. Thus, in addition to the initial 
school fees, there is also the new maintenance cost (for 
rent and subsistence) to be considered. The State did not 
prepare the facilities for relocating students or to ensure 
their maintenance. Pupils whose parents are unable to 
support such an engagement are confronted with the 
difficulties in the pursuit of their studies. It will be followed 
by abandonment or a temporary interruption with inci-
dences on the school age. 
 
The relapse in the rate of completion for girls‘ 
schooling: In 2011, the number of the girls in the 
colleges accounts for 24.48% for 334 schools dis-
seminated throughout the country (MEN, 2011).This rate 
is reached due to the proximity of the open esta-
blishments with the decentralization period. Then the 
closing of those would reduce the number of the girls and 
young women to carry on with the studies. Parents and 
husbands from the rural places, for certain reasons and 
others, could not afford to see their daughters or wives go 
beyond the limits of the residence regions. And even if 
some of them allow it, the difficulties would expose the 
candidates to prostitutions to tackle the high cost of living 
in the big urban cities. Those who remain in the villages 
will be subjected to early marriage, which often delays 
schooling in the rural area. 
 
Families’ burden in urban centers of reception: 37% 
of the surveyed pupils hope to have a foster family in Laï 
to   continue   their   studies.   The  arrival    of    the   new  

 
 
 
 
candidates increases the household expenses which is 
5.4 people; already difficult to support from the minimum 
wage of the population. The social consequences related 
to the household surcharge are also plausible. 
 
The plethora in the classrooms in reception colleges: 
On the whole, 5 high schools out of 7 of the department 
of Tandjilé East are closed. The average number by 
establishment of these five establishments is 175 pupils 
say nearly 1000 pupils relocated in 3 three high schools 
such as Lai,Guidary and Donon Manga. The two last are 
unable to accommodate all pupils due to the lack of 
reception facilities (for example 4 classrooms for all the 
college of Donon Manga). Laï remains the only 
destination with possibility of overcrowded classrooms. 
 
Increase in rent: As better demonstrated by economists, 
the cost (value) elastic with incease in demand. The 
example of Koutou with Moundou in Logone Occidental is 
more than illustrative. Prior to the construction of the 
University of Moundou in Bonon, the rent in Koutou, in 
the outskirt of Moundou hardly exceeded 2500 F CFA 
However, with the arrival of the students, it doubled up 
because some students preferred to settle there in order 
to minimize transport cost to the university. It did not 
regress any more even though students vacated these 
places with the arrival of the buses from the National 
Center for University Works (CENOU).The flow of the 
pupils in the departments is likely to create the same 
phenomenon in certain districts in towns of reception. 
 
Consequent policies: The proliferation of the colleges 
on the extent of the territory occurred due to decen-
tralization which emphasizes local development by the 
autochthones. The closure of some and others, some-
times without the respect of defined criteria, is likely to 
create socio-political conflicts in certain departments. 
This is the case of the populations of Donon Manga who 
will not understand that the college of Donon shall be 
closed due to the proximity to the college of Guidary. It is 
not excluded to imagine that the populations of the zones 
where the colleges are withdrawn would fight for the 
promotion of their region into department. Only depart-
ments are eligible to have high-schools. A new admini-
strative subdivision is possible in the future.  
 
 
Conclusion 
 
Education or training is a matter which involves more 
than one person. Thus, attempting to answer questions 
such as "who are the concerned people or partners?"," 
under which conditions and by which means do they 
work" can certainly cause people to bandage bleeding 
wounds which are the origin of the draw down. 

For Chad’s case, it is not less true that the origins of 
the  wounds  of  the  excellence of schools were very old.  



 
 
 
 
They are sometimes neglected and sometimes main-
tained. The war had opened the door to evils such as 
poverty, illiteracy, favoritism, corruption and the impli-
cation of the politic. 

The insufficiency of the results in successive years 
must cause an awakening of conscience for a revival 
which must take into account the real problems that 
confront establishments. The educational policies must 
take into account the conditions of access to education, 
the recruitment methodology, the training and follow-up of 
the teaching personnel, the documentation and the 
operational budget without which the various efforts 
undertaken will remain a blow of sword in the water.   The 
incisive decisions for the closure of high-schools must 
take into account the realities and must bear measures of 
accompaniments.  
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The purpose of this study is to determine the effect of teaching and learning the subjects of Social 
Studies with folk songs in secondary school students. This study is made in 2012-2013 Academic Year 
Spring Term with seventh grade students studying in secondary school bounded Muğla Provincial 
Directorate for National Education. 67 students have attended to this study. 34 of those are 
experimental group and 33 of those are control group. Academic achievement test which is formed of 
20 questions with multiple choice of four option is used. The process of practice is limited to four 
weeks. At the end of this study, it is determined that there is a significant difference for the benefit of 
students in experimental group who are taught with folk song-based activities. That students in 
experimental group are more successful is deduced according to the studies. 
 
Key words: Folk song, Social Studies, academic achievement, secondary school. 

 
 
INTRODUCTION 
 
Education includes a wide range of things from preschool 
to third level education, from syllabus to course book, 
from student to teacher, from aims to objectives and 
methods, from family to environment and materials and 
so on. Pedagogy involves how people learn, how they 
transform  knowledge to permanent behavior and what 
the variables that affect all the process are. While edu-
cation systems, syllabuses, course books and teaching 
methods have been revised according to present 
conditions, the problems about education have increased 
day by day. So there are questions to be replied such as 
what are taught in the learning process (Çencen, 2010, 
Tangülü, 2011). 

The teacher planning the process of teaching and 
learning should use different methods and materials to 
avoid memorizing and teaching uniform subjects and also 

realize how students gain target skills and behavior. 
Using different teaching methods and materials in this 
process, the teacher enables students to gain edu-
cational attainment (Çençen, 2010). One of the different 
teaching methods is folk songs. Folk songs that are 
literary products and one of our important cultural 
inheritances have surrounded people in different environ-
ment of our daily life. Roberts (2010) has realized that 
there are different results in teenagers’ music habit 
between 8-18 age groups. According to these results, 
people spare their 151 min for listening to music in an 
ordinary day. In 2004, the time is indicated as 104 min. 
For the last five years it has increased to 47 min and this 
situation is different between age groups. For example, 
between 8-10 age group listens to music at an average of 
68 min; between  11-14  age  group  listens  to  music  for 
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142 min and between 15-18 age group listens to music 
for 183 min. It is thought that people that spare their time 
to listen to music in a day average the same rates in our 
country. 

Eady and Wilson (2007) indicate that music is a 
universal language so it is possible to encourage students 
to learn by means of music. According to them, music 
can be used to improve motivation of some classes such 
as Maths, Social Studies, Religious Education, Science, 
History and so on. Cooper (1998) thinks that using songs 
in education is much useful for students. According to 
him, songs are not just for education; however, every 
song contains some information about its age, reflects an 
opinion and gives an opportunity to reevaluate its age. So 
it is possible to benefit from songs for lots of classes such 
as Social Studies and History. Sanches (2007) empha-
sizes that using music as a teaching strategy is effective 
and indicates that students can improve their metacog-
nition and questioning skills by means of music. Moore 
(2007) indicates that using music while teaching helps 
increase not only students’ attention and motivation, but 
also knowledge level. In addition, it helps link between 
past and present. Students can analyze a social problem 
from different perspectives and express their opinions 
more effectively owing to music. Şimşek (2009) evaluates 
folk songs in historical literary products. None of the 
historical literary products is directly a product of history 
but they can present valuable materials to teach Social 
Studies in terms of artistic and historical reality. These 
products evaluate folk songs as the category of ‘Historical 
Poetry Products’ among the products which can be 
benefited from Social Studies and History. 

Folk songs can be accepted as a functional teaching 
method of History and Revolution History in terms of the 
reasons below; 
 

1. reflecting public’s happiness and despair on the face of 
important historical events, 
2. presenting public’s respects or hates about important 
figures, 
3. reflecting people’s mood, trouble, joy, world view, belief 
and events that they encounter,  
4. reflecting people’s feelings, opinions, senses and 
dreams, 
5. reflecting the life itself such values that affect people’s 
life as customs, rules, wars, immigrations, famine, flood, 
love, prowess, separation, 
6. presenting cultural richness, being original sources, 
7. playing a role in lighting affective targets (crying, 
excitability, affectivity),  
8. transferring popular culture to rising generations, 
9. being the lesson enjoyable and amusing,  
10. bringing students in more extensive and different 
perspectives. (Çençen, 2010) 
 

Especially while describing the process of Mustafa Kemal 
Atatürk’s national struggle, it is emphasized that this 
process  needed  to  be   immortalized  with  art  such  as  
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music, literature etc. (Kaygısız, 2000). In that course, 
which the folk music used with, a permanent and an 
effective teaching can be achieved. The use of folk songs 
helps the students get the habit of thinking empathetically 
and motivate them to the lessons and also students will 
gain an important win and awareness about important 
phase of our cultural heritage owing to the folk music. 
Moreover, it affects the students’ development of 
language in a positive way and contributes to train 
individuals that know their own country and culture, love 
their country while they learn about it, reconcile with their 
cultural identity and are aware of their psycho-social and 
cultural character traits. 

Given the literature on social studies teaching, while 
there is a growing attention on use of songs to support 
learning and teaching practices in classroom setting, 
there is not enough research exploring effects of using 
songs in teaching content areas in Turkey. There are just 
few research examining folk songs’ effects on social 
studies, but there is more need for research to determine 
their effectiveness on learning environment. This study 
attempts to fill this gap in the literature in Turkey. Not only 
the present study focused on effectiveness of folk songs 
on teaching social studies subjects, it attempted to 
extend the perspective on how to use folk songs to teach 
social studies subjects as well.  
 
 
Purpose of study 
 
The purpose of study is to observe the change between 
the experimental group which historical folk songs are 
used as an educational tool throughout the teaching of 
the unit "Bridges between Countries" at Social Studies 
course of seventh grade and control group in which the 
traditional method is used, statistically. Accordingly, it is 
sought answers to the following sub-problems. 
 
1. Is there any significant difference between the control 
group and experimental group according to the pre-test 
results? 
2. Is there any significant difference between the pre-test 
results and post-test results of the control group? 
3. Is there any difference between the pre-test results 
and post-test results of the experimental group? 
4. Is there any difference between the control group and 
experimental group according to the post-test results? 
 
 
METHOD  
 

At this phase, model of the study, sample of the research, data 
collection tool and statistical methods used in data analysis have 
are focused on. 

 
 
Study model 
 
This study  use quasi-experimental design which has a pre-test and 
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post-test control group. The reason why this study is designed as a 
quasi-experimental pattern is to determine the effect of technique 
which is intended for determining success selected in the study.  
This research method is determined as the quasi-experimental 
method for the purpose of determining the effect of technique 
created using the folk songs and comparing with a control group.  
 
 
Study sample  
 

Study was conducted in a central secondary school, connected to 
Provincial Education Directorate in Mugla, with the seventh grade 
students during the 2012-2013 Spring Semester Academic Year. 67 

students have participated in this study. 34 of those are the 
experimental group and 33 of those are the control group. 
 
 
Treatment process 
 
For experimental group 
 
Study was conducted in a social studies lecture, of the unit “bridges 

between countries" in the secondary school of seventh grade class. 
The reason why the study was conducted with this unit is that our 
folk songs, an important part of our common cultural heritage, were 
being composed for the troops sent to the front during the Ottoman 
Empire’s period of crisis, due to the difficult conditions of war and to 
the difficulties and poverty experienced in those days. In the study, 
folk songs which are the auditory course material were played to 
the experimental group throughout four weeks with the visual 
elements while they were told the Balkan Wars and the Ottoman 

Empire’s battle fronts in the process of First World War. While those 
folk songs were being played, it was benefited from both electronic 
music and video players and live music elements such as baglama 
(folk music instrument with three double strings), ney (a wind 
instrument) for the purpose of the students may accompany it later. 
Throughout the study, the Turkish folk songs “Çanakkale içinde 
aynalı çarşı”, “Hey onbeşli onbeşli”, “Yemen türküsü (Yemen 
üçlemesi)”, “Sarıkamış türküsü”, “Kara Tren”, “Selanik türküsü”, 

“Drama türküsü”, “Hüseynik”--“Demirci Mehmet Efe”, “Çökertme” 
and “Kerimoğlu Zeybeği” which were composed for Efe(s) (people 
against the armed and current regime and  lived in Western 
Anatolia in the past) are again important elements of the national 
struggle at the study area, were played to the students. While those 
songs were played, the students were told the short stories, which 
will be subjects of the course, about the songs. 
 
 
For control group 
 
The unit mentioned before has been taught to the control group 
with a classical teaching method. 
 
 
Data collection tool 

 
In the study , the students were applied four-option-multiple-choice 
achievement test consisting of 20 items about the unit "Bridges 
Between Countries" at the Social Studies course in secondary 
school-seventh grade to determine their level of achievement. The 
options in the achievement test have been prepared in accordance 
with the relevant literature and prospective gain in social studies 
curriculum of primary school. After being formed, the options had 
been viewed by experts of the field. To determine the reliability of 
the measurement tool, it has been applied to 60 secondary school-

seventh grade students. Item analysis done after the practice, 
average difficulty level of the items in the  measurement tool have 
been found  to be 53%  and level of distinctiveness  of  items  to  be  

 
 
 
 
.59. Kr20 reliability rate of the achievement test has been found to 
be .81. According to the results internal consistency and linearly the 
construct validity of the achievement test were. 
 
 
Data analysis 

 
The students’ responses to items in achievement test used in order 
to determine academic achievements of students in social studies 
course have been evaluated according to “1” for their correct 
responses and “0” for their wrong responses or not answering. In 
that case, the highest score that a student can get from achieve-
ment test is “20” and the lowest score is “0”.  Rates of arithmetic 
mean and standard deviation have been detected that student 
achievement to be compared according to the independent 
variables and an independent t-Test and dependent t-Test was 
applied for the purpose of study. According to the data obtained 
from measurement tool the level of significant difference was 
considered to be p <.05. 
 
 
FINDINGS  
 
Sub-problem: Is there any significant difference between 
control and experimental group about the unit of ‘Bridges 
between Countries’ according to pre-test results on 
Social Studies lesson? That is questioned. The findings 
are given in Table 1.  

When the findings in Table 1 is analyzed, it is deter-
mined that there is not a significant difference between 
control and experimental groups’ academic achievement 
about the unit of ‘Bridges between Countries’ according 
to pre-test results on Social Studies lesson [t(65)= -.782, 
p>.05]. According to pre-test results, control group’s 

success average is found ( ), experimental 

group’s success average is found ( ). According 

to these results, students have approximately fifty percent 
rise in prior knowledge that they will learn new subjects 
and units. 
 
Sub-problem: Is there any significant difference between 
pre-test and post- test results of control group in the unit 
of ‘Bridges between Countries’ on Social Studies lesson? 
The findings are in Table 2. 
 
In the process of the study, the results of analysis about 
students’ academic achievement in control group are 
given in Table 2. According to these results, there is a 
significant difference between pre-test and post-test 
results in control group [t(32)= -12.257, p<.05]. 

When the pre-test and post-test averages in control 
group are analyzed, it is observed that there is 
approximately seventy percent rise in students’ academic 
achievement according to post-test. 
 
Sub-problem: Is there any significant difference between 
the results of pre-test and post-test in experimental group 
on Social Studies lesson? The findings are given in Table 
3. 

When Table  3 is analyzed, it is determined that there is  



Tangülü          677 
 
 
 

Table 1. Students’ Pre-Test Independent T-Test Results According to Groups 
 

Group N  Ss sd t p 

Control 33 8.66 2.25 
65 -.782 .238 

Experimental 34 8.11 3.37 

 
 
 

Table 2. Dependent T-test Results of Control Group According to Test Results 
 

Test N  Ss sd t p 

Pre-Test 33 8.66 2.25 
32 -12.257 .000 

Post-Test 33 14.63 2.75 

 
 
 

Table 3. Dependent T-test Results in Control(EXPERIMENTAL) Group According to 

Test Results 
 

Test N  Ss sd t p 

Pre-Test 34 8.11 3.37 
33 -15.689 .000 

Post-Test 34 18.44 2.15 

 
 
 

Table 4. Post-Test Dependent T-Test results According to Groups 
 

Group N  Ss sd t p 

Control 33 14.63 2.75 
65 -3.319 .000 

Experimental 34 18.44 2.15 

 
 
 
a significant difference between the results of pre-test 
and post-test in experimental group [t(33)= -15.689, p<.05]. 
According to these results, students’ academic achieve-
ment in experimental group taught with folk song-based 
method about the unit of ‘Bridges between Countries’ 
have increased approximately a hundred thirty percent in 
post-test.  
 

Sub-problem: Is there any significant difference between 
control and experimental group about the unit of ‘Bridges 
between Countries’ on Social Studies lesson according to 
post-test results? The findings are given in Table 4. 
 

According to post-test results, academic achievement 
case of control and experimental group are given in Table 
4. According to the findings in Table 4, there is a 
significant difference between academic achievement of 
experimental and control group [t(65)= -3.319, p<.05]. This 
significant difference is for the benefit of experimental 
group. According to post-test results, average academic 

achievement of experimental group ( ), is 

higher than average academic achievement of control 

group ( ). According to this result, folk song-

based   activities   are   effective  on  students’  academic  

achievement on Social Studies lesson.  
 
 
DISCUSSION 
 
This study is made thinking that folk songs are useful for 
teaching and learning. Folk songs are not material of 
education and they are not written for education; however, 
the most important phenomenon in methodology of 
history is that they are not thought or evaluated to be 
independent from their era. So folk songs involve 
information about their era, present an opinion and give 
opportunity to reconstruct their era. Therefore, it is 
possible to benefit from folk songs not only Social Studies 
lesson but also other lessons. Folk songs are used in the 
unit of ‘Bridges between Countries’ on Social Studies 
lesson in seventh grade of secondary school and in-class 
activities are organized with these folk songs. The reason 
why the unit of ‘Bridges between Countries’ is chosen in 
this study is that people sing folk songs for their sons 
going to war or for hard times after the war. Also the 
research conducted by Hailat et al. (2008) showed that 
using songs for teaching social studies subjects in the 
classroom increased the students’ success. In addition to  
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this, Palmer and Burroughs (2002) contended that using 
music in classroom activities has two important advan-
tages. One of them is that using music in learning 
activities provides a variety of learning opportunities for 
historical events. Another one is that using songs motive 
the students to learning activities and improve their 
imaginary.   

 This unit is thought to be very appropriate for folk 
song-based activities. It is determined that experimental 
group that applied folk song-based activities are more 
successful than control group in this study. The results 
are limited to experimental group and the unit. In order to 
do folk song-based teaching, it is important to regard the 
suitability of the subject. In case the subject and the unit 
are appropriate for folk song-based activities, it is 
observed that folk songs are effective on the academic 
achievement.  

Sarah (2008) states that using music in History helps 
like the important events and heroism of national history 
of America and makes the lesson likeable for the 
students of all age. Streich (2008) indicates that using 
music in History makes the lesson enjoyable and creative 
and makes students’ culture enrich. The effect of songs 
on students’ academic achievement is analyzed and it is 
determined that there is raise on students’ academic 
achievement in the same studies (Cooper, 1998; 
Humphries et al. (2011); Michener Reed and Fishoff, 
2012; Hnes, 2010; Braynt et al (2003). Harris (2004) 
believed that using songs as an instructional tool in 
classroom activities draw students’ attention and de-
crease individual differences among students 

As folk songs reflect their era and they are related to 
the subjects of History and Geography, they can be used 
as a source on Social Studies lesson. Music (folk song) 
has area that draws everybody’s attention and gives 
opportunity to keep company with. Sanches (2007), 
Moore (2007) and White and McCormack (2006) indicate 
that music-based in-class activities improve students’ 
senior thinking and critical thinking skills on Social 
Studies lesson. Bölücek (2008) indicates that students 
get more successful and more motivated by means of 
using folk songs on teaching Social Studies. So he offers 
teachers to use folk song-based activities on teaching 
Social Studies. Besides, Ulusoy and Gülüm (2008) indi-
cate in an experimental study about teaching the subject 
of immigration that benefiting from folk songs on teaching 
enhances students’ attention and makes students to 
understand the subjects better.  

According to Çencen (2010), students express what 
bard says with their ideas, enhance their fund of know-
ledge and think critically after using folk songs. Music can 
touch feelings irreplaceably. Opening a debate with a 
song can be an icebreaker of classroom discus-sions. 
This enhances students’ listening skills with writing the 
songs. Folk songs, one of the indispensable factors of 
Turkish culture, can be used as a tool of awareness of 
culture and heritage on students.  

 
 
 
 

As a conclusion, folk songs should be used in class-
room activities to promote students’ success. The present 
study findings also support this result. Given the folk 
tales, we can say that they have not been composed for 
classroom activities. However, they provide rich sources 
for teaching historical event in social studies course. 
They reflect their societies’ cultural values and codes. 
Because of this reason, they have a strong impact on 
improving students’ imaginary and empathy skills. These 
research findings also are consistent with this perception 
which states that using folk songs increases students’ 
success in teaching social studies subjects.   
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The study was conducted in order to detect critical thinking dispositions and learning styles of the 
students of school of physical education and sports, to explore whether there was a significant 
difference in terms of gender variable and academic department variable and, to discover the 
correlation between critical thinking tendencies and learning styles of the students. Population of the 
study composed of 915 students who studied at the School of Physical Education and Sports of 
Mustafa Kemal University during 2012-2013 academic year. 630 students were selected according to 
randomized sampling method.  California Critical Thinking Disposition Inventory and Kolb Learning 
Style Inventory were used as the data collection tools. It was found out that the students had moderate 
level of critical thinking disposition, did not have any dominant learning style but used mostly 
assimilator learning style. Findings of the study revealed that there was a significant difference between 
gender and academic department variables. While there was no significant difference between learning 
styles and gender variable, there was a significant difference between learning styles and academic 
department. It was seen that there were significant correlations between critical thinking tendencies 
and learning styles of the students. 
 
Key words: Critical thinking, learning style, physical education. 

 
 
INTRODUCTION  
 
It has been proved that new arrangements to be made in 
education system should focus on intellectual develop-
ment of the students in the modern era known as infor-
mation society. For Çalışkan (2009), a qualified person is 
identified as the one who attains knowledge, uses this 
knowledge learnt and possesses through thinking skills. 
Educators  agree   that   students’   critical  thinking  skills 

should be improved as one of the basic objectives of 
education (Cheong and Cheong, 2008; Beşoluk and 
Önder, 2010). Paul and Elder (2001) emphasize that 
contents of many educational levels -and particularly 
those of the courses at the higher education- can only be 
learnt through critical thinking; otherwise students will 
choose to memorize  most  information. Cüceloğlu (1995)
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describes critical thinking as individual’s active and 
organized mental process for understanding the events 
around us by applying knowledge previously learnt and 
taking others’ opinions into consideration. Critical thinking 
is a decision-making mechanism that is self-regulative 
and goal-oriented and includes not only interpreting, 
analyzing, evaluating and drawing conclu-sions but also 
evidence-based, conceptual, methodological, criterion-
related or contextual interpretations (Facione, 2011). 
Facione (2000) argues that critical thinking skills and 
critical thinking dispositions are different terms and that 
having critical thinking skills does not necessarily mean 
using these skills. That is; critical thinking disposition is 
explained as a term that directs our behaviors and skills 
(Facione, 2011). Siegel (1999) suggests that critical 
thinking disposition is a characteristic of an individual and 
indicates one’s willingness to think (Seferoğlu and 
Akbıyık, 2006). Facione (2011) defines critical thinking 
dispositions as consistent internal motivations used for 
acting correctly or responding correctly to people, events, 
habitual situations or probable situations not having 
occurred yet. Moreover, he puts forward seven compo-
nents of critical thinking tendency: open-mindedness, 
inquisitiveness, systematicity, analyticity, truth-seeking, 
critical thinking, self-confidence, and maturity (Lai, 2011). 

Today, the importance of critical thinking in education is 
often emphasized (Cheong and Cheong, 2008; Beşoluk 
and Önder, 2010). Battal and Bilen (2010) describes 
critical thinking as “an organized process that aims at 
acquiring, comparing and assessing knowledge in a 
unique style” and proposes that people without critical 
thinking skills cannot present unique and creative ideas 
no matter what academic field they study. Therefore, 
there are many studies that have been carried out exa-
mining critical thinking tendencies of students, particularly 
university students (Facione et al., 1995; Rudd et al., 
2000; Khandaghi et al., 2011; Yenice, 2013). 

People learn differently. The fact that methods and 
educational technologies used in teaching-learning pro-
cess have failed to produce positive improvement among 
all the students resulted in an intensive focus on learning 
styles (Lukow, 2002). Keefe (1979) defines learning 
styles as a characteristic composition of mental, affective 
and physiologic aspects that demonstrate how students 
perceive, interact and are affected by learning environ-
ments. According to another definition; learning styles are 
a way preferred by people in order to attain and keep 
knowledge and/or skills (Dunn, 1984). 

The reason that many learning style models have been 
constructed in the relevant literature may be that people 
possess many different learning styles and theoreticians 
have focused on only one of these styles. It is possible to 
present dimensions of people’s learning style as follows: 
affective learning, physiological learning and cognitive 
learning (Keefe, 1979).  

There are many inventories used to determine the 
learning styles of the students. One of these inventories 
is  Kolb’s  learning  styles  inventory.  Kolb’s   experiential  

Çetin          681 
 
 
 
learning theory, containing overtones of Lewin and 
Dewey’s learning models, argues that one’s learning style 
–that is, the learning style enabling one to learn some-
thing in the easiest way- is completely correlated with 
his/her accumulation of knowledge and perception and 
processing of the experiences. For Kolb; active learning 
is composed of four stages: Concrete Experience–
learning with concrete experiences-, Reflective 
Observation–making observation and reflections about 
these experiences-, Abstract Conceptualization –drawing 
abstract concepts from these reflections- and Active 
Experimentation–putting these evaluations and generali-
zations about these concepts in action- (Aşkar and 
Akkoyunlu, 1993; Kolb, 2005). 

For Kolb, there are four learning styles: “diverger” 
based on reflective observation and concrete experience; 
“assimilator” based on abstract conceptualization and 
reflective observation; “converger” based on abstract 
conceptualization and active experimentation and 
“accommodator” based on active experimentation and 
concrete experience (Aşkar and Akkoyunlu, 1993; Joy 
and Kolb, 2009; Kolb and Kolb, 2005). 
 
Divergers: Dominated learning skills are Concrete 
Experiences (CE) (feelings) and Reflective Observations 
(RO). They perceive the information through concrete ex-
periences and process it through reflective observations. 
They learn through feeling and observing. They view 
concrete situations from many different perspectives and 
organize ideas in a meaningful way. They care about 
their views and ideas a lot while forming thoughts (Aşkar 
and Akkoyunlu, 1993; Kolb and Kolb, 2005). 
 
Assimilator: Assimilators are skilled in the areas of 
Abstract Conceptualization and Reflective Observation. 
They learn through observing and thinking. Their most 
evident strength lies in the ability to create conceptual 
models. They are focused on abstract ideas and 
concepts while learning. Generally, people with this 
learning style think that the value of logical aspect of a 
theory is more important than its value in the practice 
(Kolb, 1984; Aşkar and Akkoyunlu, 1993). 
 
Converger: This kind of learning style covers Abstract 
Conceptualization and Active Experimentation. They learn 
through thinking with concepts and doing. A person with 
this learning style is successful in problem solving, 
decision-making, rational analysis of ideas and making 
systematic plans (Kolb, 1984; Aşkar and Akkoyunlu, 
1993). 
 

Accommodator: Dominated learning skills are Concrete 
Experiences and Active Experiences. They learn through 
doing and feeling. They perceive the information through 
concrete experiences and process it through active expe-
rimentation. They like taking risks. They want to know 
what to do with objects and formulas. Planning, carrying 
out decisions  and participating  in  new  experiences  are  
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their main characteristics (Kolb, 1984; Aşkar and 
Akkoyunlu, 1993).  
 

Learning styles play key roles in students’ structuring 
knowledge effectively (She, 2005). Dirks (1998) proposes 
that knowledge structuring is generally the product of 
critical thinking. Hence; analysis, synthesis and evaluation 
levels placed on top of Bloom’s learning taxonomy are 
generally considered as the definition of critical thinking 
(Ennis, 1981). Any contribution to the improvement of 
critical thinking will be beneficial for all students and 
learners. Thus, students will learn subjects more carefully 
and effectively and there will be quality questions and 
answers and there will be more participation in learning 
process. Besides, students will improve the skills neces-
sary for the sources they use (Chaffe, 2000). 

When the relevant literature was examined, it was 
noted that most of the studies that investigated the 
correlation between critical thinking and learning styles 
(Colucciello, 1999; Wessel and Williams, 2004; Suliman, 
2006; Zhang and Lambert, 2008; Mahmoud, 2012) focu-
sed on the university students of nursing departments 
and other academic departments (Torres and Cano, 
1995; Rudd et al., 2000; Güven and Kürüm, 2008; 
Beşoluk and Önder, 2010; Yenice, 2013);  no study on 
the students who studied physical education and sports 
was seen.  

In light of the information given above, learning styles 
are considered important in the way people learn; 
whereas critical thinking guides them towards how they 
should think (Güven and Kürüm, 2008). We were of the 
opinion that it was essential to detect whether or not 
critical thinking tendencies and learning styles of the 
students who studied at the different departments of 
school of physical education and sports differed in terms 
of gender variable and academic department variable 
and to discover what kind of correlation existed between 
critical thinking tendencies and learning styles of the 
students. We expected that the results of the study would 
shed light upon the program development studies on 
learning styles and critical thinking dispositions and would 
contribute to the efforts of the teachers to provide a 
suitable learning setting for students’ individual diffe-
rences. 
 
 
METHOD  
 

Model of the study 
 

In the research, a method -composed of descriptive survey model 
used for the purpose of representing existing condition- and 
correlation survey model were used (Karasar, 2005). 
 
 

Population and sample  
 

The population of the study was composed of a total of 915 

students who were enrolled to the School of Physical Education 
and Sports and studied at the Department of Physical Education 
and    Sports     Teaching    (n=245),    the    Department   of    Sport  

 
 
 
 
Management (n=221), the Department of Training Education 
(n=220) and the Department of Recreation (n=229) during the fall 
semester of 2012-2013 academic year at the School of Physical 
Education and Sports of Mustafa Kemal University. The number of 
the students who studied at these departments was obtained after 
internal correspondence with the office of student affairs.  

Sample of the study was composed of a total of 630 students 
[(165 students from the Department of Physical Education and 
Sports Teaching (n=165); 157 students from the Department of 
Sport Management (n=157); 135 students from the Department of 
Training Education (n=135); 173 students from the Department of 
Recreation (n=173)] who were recruited through random sampling 
method (n=630). The study was conducted in survey method. 196 

of the participants were female university students while 434 of 
them were male university students.  
 
 
Data collection tools 
 
A personal information form designed by Facione et al. (1998), 
“California Critical Thinking Disposition Inventory” and “Kolb 
Learning Style Inventory” designed by Kolb (1985) were used as 

the data collection tools. 
 
 

California Critical Thinking Disposition Inventory (CCTDI)  
 
In this study; California Critical Thinking Disposition Inventory which 
was originally designed by Facione et al. (1998) to measure critical 
thinking tendencies of the students and Turkish adaptation, validity 
tests and reliability tests of which were performed by Kökdemir 

(2003) was employed. Cronbach-alpha reliability coefficient of the 
inventory which is composed of 6 dimensions and 51 items is 0.88. 
Internal consistency coefficients of the other dimensions were 0.75 
for analyticity, 0.75 for open-mindedness, 0.78 for inquisitiveness, 
0.77 for critical thinking self-confidence, 0.61 for truth-seeking, 0.63 
for systematicity. A score lower than 240 is associated with low 
level of CTD; a score higher than 300 is associated with high levels 
of CTD (Kökdemir, 2003). 
 
 
Kolb Learning Style Inventory 

 
Kolb Learning Style Inventory was developed by Kolb (1985) and 
adapted into Turkish by Aşkar and Akkoyunlu (1993). The inventory 
requires the respondents to identify and put in order one of the 
learning styles that represents their own learning styles best. It 
includes 12 items with four-option. Each of the four options in the 

inventory represents one learning style. These styles are Concrete 
Experience (CE), Reflective Observation (RO), Abstract Concep-
tualization (AC) and Active Experimentation (AE). Total score of a 
subscale changes from 12 and 48 depending on the answers given. 
However; combined scores are needed to discover the learning 
style of the learner. Added scores are obtained by subtracting Con-
crete Experience scores from Abstract Conceptualization scores, 
and Active Experimentation scores from Reflective Observation 

scores. Scores obtained as the result of these calculations vary 
between -36 to +36. Positive score obtained from AC-CE indicates 
that learning is abstract while negative score obtained from AC-CE 
indicates that learning is concrete. Similarly; positive score obtained 
from AE-RO indicates that learning is active while negative score 
obtained from AE-RO indicates that learning is reflective. Point of 
intersection is determined using a diagram and thus learning styles 
are found out.  

In the study of Aşkar and Akkoyunlu (1993), Cronbach-alpha 

reliability coefficients are as follows: Concrete Experience=0.58, 
Reflective Observation, 0.70; Abstract Conceptualization, 0.71; 
Active  Experimentation,  0.65;  Abstract-concrete   (AC-CE),   0.77;  



 
 
 
 
Table 1. Students’ mean scores obtained from California critical 
thinking disposition inventory (CCTDI) and from subscales 
(n=630). 
 

 X SS Range Min. Max. 

Truth-seeking 34.63 8.15 47.14 11.43 58.57 

Open mindedness 39.23 7.29 45.00 15.00 60 

Analyticity 47.04 7.07 37.00 23.00 60 

Systematicity 43.02 8.25 41.67 18.33 60 

Self-confidence 41.37 7.68 41.43 18.57 60 

Inquisitiveness 44.12 7.75 43.33 16.67 60 

CCTDI 249.44 27.28 158.82 175.15 333.97 

 
 
 
active-reflective (AE-RO), 0.76. In our study, Cronbach-alpha 
reliability coefficients are as follows: Concrete Experience, 0.60; 
Reflective Observation, 0.68; Abstract Conceptualization, 0.69; 
Active Experimentation, 0.67; Abstract-concrete (AC-CE), 0.74; 

active-reflective (AE-RO), 0.77. 
 
 
Data analyses 
 
Frequency and percentages were employed in determining learning 
styles of the students. For the numeric comparisons made to 
explore whether learning styles changed in terms of gender variable 
and academic department variable; chi-square test (χ²) was used. 

For the determination of critical thinking tendencies of the students; 

of descriptive statistic methods X , SD, Range, Min. and Max. 
values were used. To determine whether critical thinking tendencies 
of the students differed in terms of gender, academic department 
and learning styles; first, the data were analyzed with Kolmogorov-
Smirnov test to identify whether the data were distributed normally 
and as a result of the test, it was understood that data had a normal 
distribution; thus, t-test was used for paired comparisons while one 
way variance analysis (ANOVA) was used for three and more 
comparisons. In order to explore the source of the differences found 
significant by ANOVA; Tukey HSD test was used because 
variances were homogeneous. The accepted level of significance 
for all analyses was p <0.05. 

Pearson product-moment correlation coefficient technique (r) was 
used to discover the correlation between critical thinking and 
learning style raw scores of the participant students. While 

interpreting correlation coefficients; a value between 0.70 and 1.00 
was considered as demonstrating high correlation, a value between 
0.70 and 0.30 as demonstrating moderate correlation and a value 
between 0.30 and 0.00 as demonstrating low correlation 
(Büyüköztürk, 2007). 

 
 

FINDINGS 
 

Table 1 demonstrated descriptive statistical values 
obtained from California Critical Thinking Disposition 
Inventory (CCTDI) and from subscales. While the 
minimum score to be obtained from CCTDI was 60 and 
the maximum score was 360; the participant students’ 
mean CCTDI score was 249.44±27.28. The minimum 
score was 158.82 but the maximum score was 333.97. 
The minimum score to be obtained from each subscale 
was  10  while the maximum score was 60. In this regard, 
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when mean subscale scores were examined, it was 
found that mean score for truth-seeking was 34.63±8.15, 
mean score for open-mindedness was 39.23±7.29, mean 
score for analyticity was 47.04±7.07, mean score for 
systematicity was 43.02±8.25, mean score for critical 
thinking self-confidence was 41.37±7.68 and mean score 
for inquisitiveness was  44.12±7.75. 

Table 2 presented t-test results of the students that 
compared California Critical Thinking Disposition Inven-
tory (CCTDI) and subscales in terms of gender. These 
results showed that students’ subscale scores obtained 
from truth-seeking (t(628)=1.132; P>0.05), systematicity 
(t(628)=-0.745; P>0.05), critical thinking self-confidence 
(t(628)=1.079; P>0.05) and inquisitiveness (t(628)=1.635; 
P>0.05) did not differ significantly. However, mean scores 
of open-mindedness (t(628)=2.391; P<0.05), analyticity 
(t(628)= 2.192; P<0.05) and CCTDI total scores 
(t(628)=2.089; P>0.05) were significantly different in female 
students. 

Table 3 demonstrated one way variance analysis results 
of the students that compared California Critical Thinking 
Disposition Inventory (CCTDI) and subscales in terms of 
academic department where students studied; it was 
noted that students’ subscale mean scores obtained from 
truth-seeking (F(3-626)=1.925; P>0.05), critical thinking self-
confidence (F(3-626)=0.376; P>0.05) and inquisitiveness 
(F(3-626)=1.350; P>0.05) did not differ significantly; but 
their mean scores obtained from analyticity (F(3-626)=3.155; 
P<0.05), open-mindedness (F(3-626)=4.945; P<0.05), 
systematicity (F(3-626)=5.294; P<0.05) and CCTDI total 
scores (F(3-626)=3.925; P<0.05) were significantly different. 
In order to explore whether there was a significant 
difference between the groups, Tukey HSD test was used 
because variances were homogeneous. It was discovered 
that critical thinking dispositions of the students who 
studied at the department of Physical Education and 
Sports Teaching were higher than those who studied at 
the Department of Training Education; critical thinking 
dispositions of the students who studied at the Depart-
ment of Sport Management were higher than those who 
studied at the Department of Training Education and the 
Department of Recreation in terms of open-mindedness; 
critical thinking dispositions of the students who studied 
at the Department of Physical Education and Sports 
Teaching were higher than those who studied at the 
Department of Training Education in terms of analyticity 
and critical thinking dispositions of the students who 
studied at the Department of Physical Education and 
Sports Teaching and the Department of Sport Manage-
ment were higher than those who studied at the 
Department of Training Education in terms of systemati-
city and CCTDI total scores. 

As seen in Table 4 and Graphic 2, it was found out that 
students had mainly assimilator learning style (36.7%) 
and diverger (29%), converger (22.1%)m and accommo-
dator (12.2%)  learning styles; respectively.  

Table 5 displayed the  findings  about  learning styles of  
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Table 2. t-test results of the students that compared California critical thinking 
disposition inventory (CCTDI) and subscales in terms of gender. 
 

 Gender n  SS Sd t P 

Truth-seeking 
Female 196 35.18 7.98 

628 1.132 0.258 
Male 434 34.38 8.23 

        

Openmindedness 
Female 196 40.26 7.21 

628 2.391 0.017
*
 

Male 434 38.77 7.28 

        

Analyticity 
Female 196 47.96 6.36 

628 2.192 0.029
*
 

Male 434 46.63 7.34 

        

Systematicity 
Female 196 42.66 8.22 

628 -0.745 0.457 
Male 434 43.19 8.28 

        

Self-confidence 
Female 196 41.86 7.63 

628 1.079 0.281 
Male 434 41.15 7.70 

        

Inquisitiveness 
Female 196 44.87 7.98 

628 1.635 0.103 
Male 434 43.78 7.62 

        

CCTDI 
Female 196 252.81 27.08 

628 2.089 0.037
*
 

Male 434 247.92 27.26 
 

*P<0.05. 

 
 
 
the students. The findings from the Table 5 indicated that 
learning styles of the students differed significantly in 
terms of gender (χ²(3)=8.409; P<0.05). It was seen that 
38.3% of female students had assimilator learning style, 
27.0% had converger learning style, 21.9% had diverger 
learning style and 12.8% had accommodator learning 
style whereas 35.9% of the male students had assimilator 
learning style, 32.3% had diverge learning style, 19.8% 
had converger learning style and 12.0% had accommo-
dator learning style. When the findings in Table 5 were 
examined, female students had higher levels of converger 
learning style than male students while male students 
had higher levels of diverge learning style than female 
students. 

Table 6 included the findings that demonstrated whether 
or not learning styles of the students differed in terms of 
academic department variable. These findings indicated 
that learning styles that students possessed did not differ 
significantly in terms of academic department variable 
(χ²(9)=9.333; P>0.05).  

When the correlation between critical thinking disposi-
tions and learning styles of the students of School of 
Physical Education and Sports was investigated, it was 
seen that there was a low negative correlation between 
truth-seeking of CCTDI and Concrete Experience of KLSI 
but a low positive correlation between truth-seeking of 
CCTDI and Abstract Conceptualization of KLSI; there 
was a low negative correlation between open-minded-

ness of CCTDI and Concrete Experience of KLSI but a 
low positive correlation between open-mindedness of 
CCTDI and Active Experimentation of KLSI; there was a 
low negative correlation between analyticity of CCTDI 
and Concrete Experience and Reflective Observation of 
KLSI but a low positive correlation between analyticity of 
CCTDI and Abstract Conceptualization and Active 
Experimentation of KLSI; there was a low negative 
correlation between critical thinking self-confidence and 
inquisitiveness of CCTDI and Reflective Observation of 
KLSI but a low positive correlation between critical 
thinking self-confidence and inquisitiveness of CCTDI 
and Abstract Conceptualization of KLSI; there was a low 
negative correlation between systematicity of CCTDI and 
CCTDI total score, and Concrete Experience and 
Reflective Observation of KLSI but a low positive 
correlation between systematicity of CCTDI and CCTDI 
total score, and Abstract Conceptualization and Active 
Experimentation. 
 
 
DISCUSSION AND CONCLUSION 
 
Results of the study indicated that students of School of 
Physical Education and Sports had moderate level of 
critical thinking tendency. Besides it was found that 
students used analyticity thinking disposition a bit more. It 
was   expected   that    Physical   Education   and   Sports 

X



Çetin          685 
 
 
 

Table 3. One way variance analysis results of the students that compared california critical thinking disposition inventory (CCTDI) 
and subscales in terms of academic department where students studied. 
 

 n  SS Sd F P Tukey 

Truth-seeking 

1 Physical Education and Sports Teaching 165 33.79 7.64 
3 

626 

629 

1.925 0.124  
2 Sport Management 157 35.55 8.54 

3 Training Education 135 33.87 8.38 

4 Recreation 173 35.20 8.02 

          

Openmindedness 

1 Physical Education and Sports Teaching 165 39.99 7.33 
3 

626 

629 

4.945 0.002
*
 

1>3 

2>3 

2>4 

2 Sport Management 157 40.58 7.61 

3 Training Education 135 37.82 7.32 

4 Recreation 173 38.39 6.64 

          

Analyticity 

1 Physical Education and Sports Teaching 165 48.14 5.54 
3 

626 

629 

3.155 0.024
*
 1>3 

2 Sport Management 157 47.56 6.87 

3 Training Education 135 46.06 6.89 

4 Recreation 173 46.29 8.43 

          

Systematicity 

1 Physical Education and Sports Teaching 165 44.47 8.11 
3 

626 

629 

5.294 0.001
*
 

1>3 

2>3 

2 Sport Management 157 43.42 8.17 

3 Training Education 135 40.76 8.01 

4 Recreation 173 43.04 8.35 

          

Self-confidence 

1 Physical Education and Sports Teaching 165 41.83 7.48 
3 

626 

629 

0.376 0.770  
2 Sport Management 157 40.92 7.83 

3 Training Education 135 41.39 7.31 

4 Recreation 173 41.32 8.05 

          

Inquisitiveness 

1 Physical Education and Sports Teaching 165 44.61 7.71 
3 

626 

629 

1.350 0.257  
2 Sport Management 157 43.95 7.57 

3 Training Education 135 43.06 7.12 

4 Recreation 173 44.63 8.36 

          

CCTDI 

1 Physical Education and Sports Teaching 165 252.86 25.17 
3 

626 

629 

3.925 0.009
*
 

1>3 

2>3 

2 Sport Management 157 252.01 27.05 

3 Training Education 135 242.99 26.23 

4 Recreation 173 248.89 29.45 
 

*
P<0.05. 

 
 
 

Table 4. Distribution of the learning styles 

that students possessed. 
 

Learning Styles n % 

Diverger 183 29.0 

Assimilator 231 36.7 

Converger 139 22.1 

Accommodator 77 12.2 

Toplam 630 100.0 

 
 
 

programs should  provide  students  with  higher  level  of  

critical thinking disposition. Thus; McBride (1992) argued 
that students who studied sports might have high level of 
critical thinking because Physical Education and Sports 
was an educational program that would cover cognitive, 
affective and psychomotor skills together. When the 
relevant studies are examined, results of those studies 
support our findings. It was reported that critical thinking 
disposition of the students who received sports education 
(Saçlı and Demirhan, 2008; Saçlı and Demirhan, 2011; 
Leaandr-Dunm et al., 2002; Certel et al., 2011) and 
critical thinking disposition of the students who studied 
different academic fields (Khandaghi et al., 2011; Rudd et 
al., 2000;  Colucciello,  1999;  Beşoluk  and Önder, 2010)   

X
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Table 5. Chi-square test according to distribution of the learning styles that students 
possessed in terms of gender. 
 

Gender 
LEARNING STYLES 

Total 
Diverger Assimilator Converger Accommodator 

Female 
n 43 75 53 25 196 

% 21.9 38.3 27.0 12.8 100.0 
       

Male 
n 140 156 86 52 434 

% 32.3 35.9 19.8 12.0 100.0 
       

Total 
n 183 231 139 77 630 

% 29.0 36.7 22.1 12.2 100.0 
 

χ²=8.409; df=3; P=0.038
*
; 

*
P<0.05. 

 
 
 

Table 6. Chi-square test according to distribution of the learning styles that students possessed in terms of academic 

department where they studied. 

 

Department 
Learning styles 

Total 
Diverger Assimilator Converger Accommodator 

Physical Education and Sports Teaching 
n 40 57 46 22 165 

% 24.2 34.5 27.9 13.3 100.0 

       

Sport Management 
n 48 60 31 18 157 

% 30.6 38.2 19.7 11.5 100.0 

       

Training Education 
n 37 54 31 13 135 

% 27.4 40.0 23.0 9.6 100.0 

       

Recreation 
n 58 60 31 24 173 

% 33.5 34.7 17.9 13.9 100.0 

       

Total 
n 183 231 139 77 630 

% 29.0 36.7 22.1 12.2 100.0 
 

χ²=9.333; df=9; P=0.407; P>0.05. 

 
 
 
were moderate level; which did not meet the objectives of 
university education and we were of the opinion that this 
result should be questioned as far as findings of our 
study and of the above mentioned studies are concerned.  

In the present study, it was discovered that female 
university students’ total score of CCTDI and their mean 
scores in open-mindedness and analyticity were signifi-
cantly higher than that of male university students. In 
these results, it was seen that female university students 
had higher critical thinking disposition than male university 
students. On the other hand, it may be suggested that 
female university students were more tolerant of different 
opinions, more critical about their own thoughts and more 
disposed to use reasoning and objective evidences than 
male university students. There are numerous studies 
that supported our findings. In the study of McBride et  al. 

(2002) on physical education students, it was found out 
that in general, female students tend to be more open-
minded, to have more curious thinking and to think 
critically than male students. As for the studies on the 
students who studied at different academic departments, 
Facione et al. (1995) pointed out that female students 
were more inclined to be open-minded and, to have 
analytic thinking than male students; Rudd et al. (2000) 
reported that female students showed bigger disposition 
to be open-minded and to truth-seeking than male 
students. Again, the studies conducted with the students 
who studied at different academic departments 
(Kökdemir, 2003a; Beşoluk and Önder, 2010; Güven and 
Kürüm, 2006) indicated that female students had higher 
critical thinking tendencies than male students. However; 
the  studies  of  Leaver-Dunn  et al. (2002), Loken (2005),  
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Table 7. Results of coefficients of pearson product-moment correlation technique (r) used to discover the correlation between critical 
thinking and learning styles of the participant students. 
 

  Learning styles 

  
Concrete 

Experience 
Reflective 

Observation 
Abstract 

Conceptualization 
Active 

Experimentation 

California Critical Thinking 
Disposition Inventory 
(CCTDI) 

Truth-seeking 

R -0.107
**
 -0.008 0.096

*
 0.012 

P 0.007 0.833 0.016 0.769 

N 630 630 630 630 

Open-mindedness 

R -0.157
**
 -0.042 0.055 0.127

**
 

P 0.000 0.290 0.167 0.001 

N 630 630 630 630 

Analyticity 

R -0.165
**
 -0.129

**
 0.123

**
 0.173

**
 

P 0.000 0.001 0.002 0.000 

N 630 630 630 630 

Systematicity 

R -0.145
**
 -0.081

*
 0.126

**
 0.092

*
 

P 0.000 0.043 0.002 0.020 

N 630 630 630 630 

Self-confidence 

R 0.036 -0.138
**
 0.130

**
 0.013 

P 0.363 0.001 0.001 0.749 

N 630 630 630 630 

Inquisitiveness 

R -0.022 -0.202
**
 0.144

**
 0.092

*
 

P 0.581 0.000 0.000 0.021 

N 630 630 630 630 

CCTDI 

R -0.157
**
 -0.168

**
 0.191

**
 0.140

**
 

P 0.000 0.000 0.000 0.000 

N 630 630 630 630 
 

P<0.05 P<0.01.  

 
 
 
Saçlı and Demirhan (2008) on the students of physical 
education and sports and the studies of Narin (2009), 
Khandaghi et al. (2011) on the students of different 
academic departments showed that there was no signifi-
cant difference between critical thinking and gender.  

It was discovered that CDTDI mean total score and 
means scores of open mindedness and systematicity 
obtained by the students who studied at the Department 
of Physical Education and Sports Teaching and the 
Department of Sport Management were higher than 
those who studied at the Department of Training Edu-
cation. As far as the study findings are concerned, it may 
be interpreted that the students who studied at the 
Department of Physical Education and Sports Teaching 
and the Department of Sport Management had higher 
critical thinking disposition and they were more tolerant of 
different opinions, used reasoning and objective eviden-
ces more, even in the face of difficulties. We were of the 
opinion that students of the Department of Physical 
Education and Sports Teaching were more disposed to 
using analytic thinking; that is, they engaged in cause 
and effect relations and used objective evidences. The 
study of Saçlı and Demirhan (2011) reported that analytic 
thinking dispositions of the students who studied at the 
Department of Physical Education  and  Sports  Teaching 

were higher than those who studied at the Department of 
Training Education. McBride et al. (2002) emphasized 
that critical thinking dispositions of the students of 
Physical Education were higher than those students who 
studied in other academic programs. In the study of 
Gadzella and Masten (1998) on both students of Physical 
Education and of other academic branches; it was 
pointed out that critical thinking dispositions differed in 
terms of academic department variable. However; in the 
studies of Beşoluk and Önder (2010), they concluded that 
critical thinking tendencies of candidate teachers did not 
differ in terms of academic department variable. 

In our study, it was determined that students have assi-
milator learning style most (36.7%). Although there was 
no distinct difference among the learning styles of 
students of School of Physical Education and Sports; it 
may be suggested that they mostly learnt through 
observation and reflection on concepts. It is expected that 
learning by doing is used more in the physical activity 
education. Yet, we were of the opinion that because an 
important part of the course programs of physical edu-
cation contained theoretical courses, students preferred 
assimilator learning style more. There are many studies 
that concurred with our findings. Leaver-Dunn (2002) 
emphasized  that  physical education students possessed  
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mainly assimilator (38%), converger (21%), accommo-
dator (21%) and diverger (20%) learning styles; respec-
tively. Brower et al. (2001) pointed out that students who 
studied sports used mainly assimilator (37.5%), converger 
(27.5%), diverger (20%) and accommodator (15%) 
learning styles, respectively. In the study of Bahar et al. 
(2009) on the students of faculty of education, it was 
reported that students of the Department of Physical 
Education and Sports Teaching had assimilator learning 
style most (38.9%) but accommodator least (14.8%). In 
the study of Çetin (2012) on certified high school athletes, 
it was noted that they used assimilator learning style 
most (35.5%) while accommodator least (13.2%). In the 
study of Harrelsen et al. (2003) on American coaches, it 
was seen that 76% of the coaches possessed assimilator 
and converger learning styles most.  

It was found out that female students had converger 
learning style more as compared with male students 
while male students had diverger learning style more as 
compared with female students. In literature, there are 
studies that are in line with our findings. Hansen (2000) 
pointed out that male physical education teachers 
preferred Reflective Observation learning style whereas 
female physical education teachers preferred Active 
Experimentation learning style. In the study of Taylor 
(2001) titled as “Learning Style Preferences of Physical 
Education Students and Teachers”, it was explored that 
there was a difference among the learning styles in terms 
of students’ gender. In the study of Ergür (2010) con-
ducted with different student groups, it was noted that 
female students preferred diverger and converger learning 
styles while male students chose converger and assimi-
lator learning styles. In the studies of Wesley (2002) and 
Çetin (2012) on students doing sports, in the studies of 
Fuchs (2003) and Çağlayan (2007) on students studying 
sports education, in the study of Çağlayan (2011) on 
academicians teaching at the physical education depart-
ments and in the study of Çağlayan (2008) on candidate 
physical education teachers, it was discovered that 
gender was not a factor that determined learning styles. 
We were of the opinion that these different findings 
resulted from the difference in sample group, socio-
cultural background, scales used or age related diffe-
rences.  

It was discovered that no statistically significant diffe-
rence existed between academic department variable 
and learning styles of the students who studied at different 
academic Departments of Physical Education and Sports. 
It may be argued that the reason why no significant 
difference existed might be that educational program and 
educational setting of the sample group were similar. 
Likewise, the study of Çağlayan (2007) on the students 
who studied at different academic departments of Physi-
cal Education and Sports and the study of Arslan (2003) 
on the students who studied at different academic depart-
ments of Engineering Faculty pointed out that studying at 
different academic departments did not affect their 
learning styles. These findings were in line with our result  

 
 
 
 

and interpretation given above. In literature, there are 
studies that presented findings similar to ours. The study 
of Çağlayan (2007) on the students of three different 
academic departments and the study of Weng (2001) on 
the students of five different academic departments of 
North Colorado University reported no difference among 
the students’ learning styles in terms of academic 
branches.  

In the present study, there were significant correlations 
between critical thinking tendencies and learning styles of 
students of School of Physical Education and Sports. It 
may be proposed that those who possessed high 
objective evaluation dispositions while considering the 
alternatives had low learning by feeling but that they had 
higher level of concentration on abstract concepts and 
ideas during learning. According to another result, it was 
seen that students who were tolerant of different ideas 
and were disposed to criticizing their own ideas had low 
learning by feeling but they had higher level of learning 
by doing and experiencing. It was detected that the 
students who were more disposed to reasoning in the 
case of problems could learn by reflecting on events and 
doing rather than feeling and observing. It may be said 
that the degree of learning by observing and watching of 
the students who trusted in their own reasoning process 
and were more disposed to acquiring knowledge and 
learning new things reduced but the degree of their 
systemic learning by reasoning increased. Generally 
speaking, it may be argued that the students who had 
higher level of critical thinking dispositions (CCTDI total 
score) and reasoning dispositions in face of problems 
were inclined to learn by thinking over the events and by 
doing rather than learning by feeling and observing. 

There are many studies that were in agreement with 
our findings. In the study of Suliman (2006) on nursing 
students, it was found out that there was a positive 
correlation between truth-seeking, analyticity, critical 
thinking self-confidence and systematicity subscales of 
CCTDI and Abstract Conceptualization of KLSI and there 
was a low negative correlation between systematicity 
subscale of CCTDI and Reflective Observation of KLSI. 
The study of Yenice (2012) explored a negative corre-
lation between CCTDI total scores and converger learning 
style but there was a positive correlation between CCTDI 
total scores and accommodator learning style. There are 
significant correlations in the studies conducted with 
different scales (Torres and Cano, 1995; Rudd et al., 
2000; Wessel and Williams, 2004; Myers and Dyer, 2006; 
Zhang and Lambert, 2008; Beşoluk and Önder, 2010; 
Mahmoud, 2012). Yet, in the study of Colucciello (1999) 
on nursing students; there were results that contradicted 
with our results in all subscales.  

As a conclusion, it was detected that the students who 
studied at the school of physical education and sports did 
not have critical thinking dispositions at a satisfactory 
level; however, the students of the Department of 
Training Education demonstrated lower level of critical 
thinking  disposition as compared with the students of the  

http://informahealthcare.com/action/doSearch?action=runSearch&type=advanced&result=true&prevSearch=%2Bauthorsfield%3A%28Wessel%2C+Jean%29
http://informahealthcare.com/action/doSearch?action=runSearch&type=advanced&result=true&prevSearch=%2Bauthorsfield%3A%28Wessel%2C+Jean%29


 
 
 
 
Department of Physical Education and Sports Teaching 
and the Department of Sport Management. For the 
students of the Department of Training Education being 
in the first place, the curriculum programs that will 
increase critical thinking tendency of the students should 
be designed for all other students and thus the students 
should possess a stronger cognitive structure.  

It was discovered that no learning styles of the students 
were dominant but assimilator learning style was chosen 
a bit more than other learning styles. Besides, it was 
found out that the learning styles of the academic 
departments where the students studied were not an 
effective factor. With the help of these studies, it may be 
helpful that learning style profiles of students should be 
established and academicians should be provided with 
on-in-service trainings about teaching approaches, 
methods and techniques that explain different learning 
styles.  

It was discovered that among the students of school of 
physical education and sports, there was a negative 
correlation between their critical thinking tendencies and 
Concrete Experience and Reflective Observation but 
there was positive correlation between their critical 
thinking tendencies and Abstract Conceptualization and 
Active Experimentation. In the relevant literature, no 
study was seen on the correlation between critical 
thinking dispositions and learning styles of the students 
who studied sports education. Using the current study as 
a reference, new studies with larger sample group will 
make contributions to learning and teaching processes in 
physical education and sports education.  
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This study was conducted in order to develop a valid and reliable scale that can be used in measuring 
self-efficacy of candidate music teachers in rendering piano education to children of 6-12 years. To this 
end, a pool of 51 items was created by using the literature, and taking the opinions of piano professors 
and piano instructors working with this very age group through open ended questions. This 
measurement tool was applied to a sample of 260 students in 1st, 2nd, 3rd and 4th grades in music 
education in fine arts divisions, Mehmet AkifErsoy University, Adnan Menderes University, Pamukkale 
University and Balıkesir University, Turkey. An explanatory factor analysis was conducted to determine 
the construct validity under the validity and reliability study of the self-efficacy scale in rendering piano 
education to children of 6-12 years. According to the explanatory factor analysis, the scale was 
composed of four sub-dimensions that explain 49.08% of the total variance. Reliability analysis was 
conducted by calculating the test item-total correlation, Cronbach Alpha internal consistency 
coefficient and Spearman Brown two-half test correlation; Cronbach Alpha coefficient was found as 
.947 and the two-half test correlation as .851 for the entire scale in general. Under the findings of this 
study, we can suggest that this scale is a valid and reliable measurement tool in determining self-
efficacy of candidate music teachers in rendering piano education to children at the age group of 6-12. 
 
Key words: Self-efficacy, piano education, age group of 6-12. 

 
 
INTRODUCTION 
 
Piano education is closely associated with the mind, 
body, emotions and visual, auditory and tactile senses. In 
such a connection, a student should develop himself/ 
herself in note reading, rhythm, musical perception, style, 
interpretation and performance of music in order to learn 
(Camp, 1992; Ertem, 1997). 

When piano teaching is planned in accordance with 
cognitive, affective and psychomotor development of a 
student, it turns into an affective and successful  process.  

In particular, piano education for children is a specific 
and specialized area that covers musical skills, perception 
level, attention period, developmental characteristics, 
personality and learning style of the child. 

Pedagogues define the age group of 6-12 as the 
primary school period. In this period, the child goes into 
the school age and starts to open to the outer world by 
leaving the family environment. Mental skills, speaking 
skills  and  vocabulary  of  the  child  improve. Foundation 
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starts to be shaped for transition from abstract thinking to 
concrete thinking phase, and the child is now in such a 
level where he/she can spend at least 15-20 min on a 
subject without getting bored. The piano instructor is one 
of the most important factors in keeping the interest of 
children of this age group lively towards the piano 
instrument, having children come to the piano class 
willingly, having them enjoy this process and reach the 
levels desired. The piano teacher should have a good 
knowledge and experience for this comprehensive and 
difficult process for children to turn out to be enjoyable 
and useful.  

Playing piano is a psychomotor behaviour that is 
achieved as a result of collaborative working of sensory 
organs, mind and muscles. One can mostly learn 
psychomotor behaviours through role-modelling and 
consolidation of correct behaviours. In the act of playing 
piano, there is an instructor who is the role-model and a 
planned education. In this planned education process, a 
student is taught the skills required (Tufan, 2000; Yılmaz, 
2005). 

The instructor plays a critical role in ensuring that the 
student plays the piano well, enjoys playing piano and 
receives a more efficient piano education. The instructor 
is one of the main pillars of an efficient piano education 
and learning (Gokbudak, 2005). 

Therefore, a piano instructor should have many compe-
tences about teaching piano to children. His/her compe-
tence on piano education subjects such as introducing 
basic features of piano to children, giving them basic 
piano behaviours and techniques, teaching them theo-
retical information about note reading and conveying 
them historical information about piano instrument and 
composers and providing children with information 
regarding the piano literature is critical to a successful 
education process. It is quite natural that an instructor 
should feel well-equipped and competent in terms of 
knowledge and skills have the abilities to realize the 
education process accurately and to ensure a safe and 
comfortable environment for learning.  

Being a piano instructor requires the ability to play 
piano at a sufficient level, acquisition of basic behaviours 
in this fields and a comprehensive piano repertoire. 
Furthermore, it takes a pedagogical formation covering 
specific issues such as inspiring music love, inspiring a 
desire to learn playing piano, establishing good relations 
and communication with piano students, selecting the 
correct piano method, giving correct posture and grip, 
giving piano techniques accurately and through proper 
methods, cascading piano literature accurately, analyzing 
the piece correctly and playing it in compliance with its 
musical structure, giving the behaviours of on-sight or 
improvised playing, ensuring the balance between the 
music and corepetition, knowing and implementing 
harmonies as much as required to play piano, knowing 
the historical characteristics of a piece and establishing a 
piano education classroom.  It is all about having a sound  

 
 
 
 
educational background in performance and teaching of 
music (Erenozlu, 2004). 

Fulfilment of professional competences by instructors is 
associated with not only having a sound educational 
background but also their belief in their abilities to 
implement these competences (Yılmaz et al., 2004, 
Koseoglu et al., 2004).  

Self-efficacy is one’s belief in one’s ability to organize 
activities required to show a certain performance and 
capacity to achieve them successfully and how well one 
performs in taking the action required to overcome some 
possible issues (Bandura, 1982).  

In any subject, individuals with a high self-efficacy 
perception display the ability to achieve the results in a 
shorter period of time since people with higher self-
efficacy perception are more successful in solving the 
problems they encounter (Altuncekic et al., 2005; Yaman 
and Koray, 2005). Self-efficacy belief of an instructor may 
have an impact on quality of teaching, methods and 
techniques applied, participation of students in learning 
and students understanding what is being instructed, 
which might also result in a differentiation in success of 
students (Akbas and Celikkaleli, 2006). Furthermore, 
instructors with higher self-efficacy perception are 
reported to display positive behaviour in classroom, to 
have a positive impact on students’ success, to be more 
open for new ideas and ready for teaching (Yılmaz et al., 
2004). Efforts exerted by instructors in teaching and their 
teaching objectives and their level of aspiration vary 
depending on their self-efficacy perceptions (Tschannen-
Moran and Woolfolk, 2001). High self-efficacy perception 
leads individuals to set higher targets for themselves and 
behave more consistently in their decisions, bringing 
about better motivation (Akbas and Celikkaleli, 2006).  

The concept of self-efficacy of instructors has been 
used for more than two decades. This concept has also 
been an important topic of study for researchers. 

However, these studies have a very short history in 
Turkey. Individuals with a positive self-efficacy perception 
are more successful and organize their actions in a better 
manner. Having a negative self-efficacy perception, on 
the other hand, may result in failure (Yılmaz and 
Bokeoglu, 2008).  

Studies on self-efficacy revealed a correlation between 
self-efficacy of instructors and some behaviour of instruc-
tors and learning outputs for students. For instance, 
some studies suggested that self-efficacy of instructors 
had a correlation with students’ success (Gibson and 
Dembo, 1984; Ross, 1992; Goddard et al., 2000; Caprara 
et al., Barbaranelli et al., 2006), motivation and self-
esteem of students (Midgleey et al., 1989; Woolfolk and 
Hoy, 1990). 

We see that equal interval scales are used in measure-
ment of self-efficacy and self-esteem in realm of music 
education. Such scales include the Self-Esteem of 
Musical Ability (Schmitt, 1979), Self-Concept in Music 
Scale  (Svengalis,  1978)   and   Self-Efficacy   Scale   for 
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Music Skills (Ozmentes, 2005).  

Determination of self-efficacy beliefs in musical deve-
lopment that contains complex learning and performance 
processes can be considered as a potential variable in 
achieving the predefined goals in music education 
(Ozmentes and Ozmentes, 2008). 

Self-efficacy studies conducted in realm of music 
education in Turkey are so limited in numbers. Examples 
include the followings. 

Akbulut (2006) examined self-efficacy beliefs of candi-
date teachers according to the classroom levels and 
genders in his descriptive study titled as “Self-Efficacy 
Beliefs of Candidate Music Teachers about their Pro-
fession”. In this study that was conducted with 160 
samples in total, the researcher did not find any significant 
difference in self-efficacy belief levels of candidate music 
teachers according to the variables of classroom level 
and gender.  

Ozmentes (2011) developed a valid and reliable 
measurement tool to measure self-efficacy of candidate 
music, classroom and pre-school teachers about their 
teaching of music. This scale defines the sub-dimensions 
of music teaching and contains questions to measure 
self-efficacy perceptions of candidate teachers in these 
sub-dimensions.  

Ekinci (2013) conducted a study titled as “the Validity 
and Reliability Study of the Self-Efficacy Scale for Musi-
cal Solo Stage Performance” and developed a valid and 
reliable tool to measure self-efficacy perceptions of music 
teaching students at the age of 18-22 and concerning 
their solo performances.    

In order to give acceleration to the studies conducted 
on this field in Turkey, we need to develop or adapt self-
efficacy scales for various performance areas. Thus, this 
study aims at developing a scale that can be used by 
candidate music teachers in determining self-efficacy 
perceptions in piano education for children of 6-12 years 
and conducting the validity and reliability study for this 
scale. 

We consider that this study is of particular importance 
since it is a self-efficacy scale that can be used in 
researches conducted to determine the self-efficacies of 
piano instructors in piano education for children at the 
age group of 6-12. We expect this scale to support 
researchers interested in self-efficacy perception of piano 
instructors as a new measurement tool.   
 
 
METHOD 
 
Experiment group 
 

In the process of development of the Self-Efficacy Scale concerning 
Rendering Piano Education to Children at the Age Group of 6-12, 
the researcher created a pool of 51 items formulated by taking 
opinions of professors and piano instructors who work with this very 
age group. Validity and reliability studies of this measuring tool 

were conducted with participation of 260 students in 1st, 2nd, 3rd 
and 4th grades in music education in fine arts divisions of Mehmet 
AkifErsoy   University,   Adnan   Menderes   University,   Pamukkale  
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University and Balıkesir University, Turkey. The scale developed is 
sufficient in terms of the number of items and the number of 
subjects (Gorsuch, 1983). 
 
 
Writing and pre-reading of the items in the scale  

 
The researcher created a pool of 51 items formulated based on 
resource screening and five experts’ opinions in order to measure 
the self-efficacy of candidate music teachers concerning rendering 
piano education to children at the age group of 6-12. It was 
organized as a quintet likert type scale with the following answer 
choices: “I fully agree”, “I agree”, “I am indecisive”, “I barely agree”, 

and “I don’t agree at all”. The pool of items was pre-read by 18 
students attending the Division of Music Education in Department of 
Fine Arts Education in Faculty of Education in Mehmet AkifErsoy 
University. The 51-item form was made available in accordance 
with the inputs and interventions.  
 
 
Processing and analysis of the data obtained from the trial 
 

At the first stage, we used Kaiser-Meyer-Olkin (KMO) coefficient 
and BarlettSphericity test to check whether the data were suitable 
for factor analysis (KMO) (Büyüköztürk, 2007). As the data were 
found to be suitable for factor analysis, explanatory factor analysis 
was conducted in order to examine the construct validity and factor 
structure of the Self-Efficacy Scale concerning Rendering Piano 
Education to Children at the Age Group of 6-12, and the basic 
components analysis was made as the factoring technique. In the 
analyses, we examined the common factor variance of factors on 

each variable, factor loads of items, explained variance rates and 
the line chart. Factor load of the items was picked up as minimum 
0.30. The rotated (varimax) basic components analysis was applied 
to examine factor structures. At the second stage, we used Pearson 
Correlation Coefficient in order to determine the correlations 
between the scales and factors and among factors themselves. At 
the third stage, we carried out the reliability analysis by verification 
of the differences between the average item scores of the lower 

27% and upper 27% groups formulated according to the total 
scores of the test by means of independent t-Test, and by calcu-
lating the item-total correlation, Cronbach Alpha internal con-
sistency coefficient and Spearman Brown two-half test correlation. 
Based on the above-mentioned reliability studies and factor 
analysis, 8 items were removed from the test and the scale was 
taken into consideration with 43 items. In this scale of 43 items, the 
minimum score possible is 43, whereas the maximum score 
possible is 215. 
 
 
FINDINGS 
 
As a result of the implementation, we found out that the 
Self-Efficacy Scale concerning Rendering Piano Edu-
cation to Children at the Age Group of 6-12 had four 
dimensions. The first dimension intended to measure the 
self-efficacy of candidate music teachers for implementing 
piano learning methods; the second dimension intended 
to measure the self-efficacy concerning giving basic 
piano behaviours and note reading skills; the third dimen-
sion intended to measure the self-efficacy concerning 
giving basic technical piano skills; and the fourth dimen-
sion intended to measure the self-efficacy concer-ning 
giving theoretical music knowledge. Factor analysis and 
reliability   study   results  of  the  scale  are  presented  in  
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Table 1. Results of factor analysis of the self-efficacy scale concerning rendering piano 
education to children of 06-11 years. 
  

Item no 
Common 

factor variance 

Load value after varimax rotation 

Factor 1 Factor 2 Factor 3 Factor 4 

5 ,604   ,500  

6 ,623   ,569  

7 ,674   ,630  

8 ,523   ,517  

9 ,604   ,531  

10 ,511  ,601   

11 ,501  ,686   

12 ,571  ,714   

13 ,600  ,728   

14 ,545  ,685   

15 ,338  ,505   

17 ,374  ,442   

18 ,393  ,470   

19 ,384   ,408  

20 ,426   ,543  

21 ,424   ,611  

22 ,587   ,719  

23 ,488   ,528  

24 ,551   ,671  

25 ,444   ,441  

26 ,429    ,487 

27 ,477    ,630 

28 ,581    ,743 

29 ,560    ,609 

30 ,534    ,588 

32 ,423    ,533 

33 ,451    ,513 

35 ,263 ,406    

37 ,560 ,648    

38 ,445 ,565    

39 ,393 ,554    

40 ,498 ,576    

41 ,449 ,604    

42 ,471 ,589    

43 ,427 ,508    

44 ,473 ,604    

45 ,504 ,620    

46 ,509 ,639    

47 ,595 ,715    

48 ,462 ,525    

49 ,550 ,651    

50 ,506 ,635    

51 ,380 ,576    
 

Total variance, 9.080%; Factor 1 variance, 32.069%; Factor 2 variance, 6.308%; Factor 3 
variance, 5.386%; Factor 4 variance, 5.317%. 

 

 
 

Table 1.  
In the first factor,  there  are  16  items  under  the  sub- 

dimension of Piano Education Methods; in the second 
factor,  there  are  8  items  under  the   sub-dimension  of  
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Figure 1. The eigenvalue graph of factors under the environmental behaviour sub-
scale. 

 
 
 
Giving Basic Technical Piano Skills; in the third factor, 
there are 12 items under the sub-dimension of Giving 
Basic Piano Behaviours and Note Reading Skills (Figure 
1); and in the fourth factor, there are 7 items under the 
sub-dimension of Giving Theoretical Music Knowledge.  
 
 
Reliability of the self-efficacy scale concerning 
rendering piano education to children at the age 
group of 6-12 
 
Reliability of the Piano Education Self-Efficacy Scale was 
calculated in two ways: First, Cronbach Alpha internal 
consistency coefficient of the scale was calculated and 
found to be a=.947. Secondly, reliability of the scale was 
calculated by means of split-half method, and Spearman 
Brown twp-half test correlation of the scale was found as 
0.851. 

Furthermore, we calculated the t test scores of com-
parison between the item scores of the lower 27% and 
upper 27% groups and the mean, standard deviation and 
item-total correlations and found out that the item total 
correlations for all the items in the scale ranged between 
.36 and .647, and the t-test values were significant 
(P<.001).  

Considering that the items whose item correlation is 
equal to or over .30 differentiated the individuals very well 
(Buyukozturk, 2007), we can safely say that the reliability 
of items in the scale was high and the items tend to 
measure the same behaviour. In other words, items do 
differentiate  the  piano  teaching  self-efficacy of students 

accordingly. Therefore, we conclude that the scale can 
be used reliably owing to the evidence obtained 
concerning its reliability. 
 
 
Correlations among the factors of the self-efficacy 
scale concerning rendering piano education to 
children at the age group of 6-12 
 
There is a highly positive and linear correlation between 
the scores of candidate music teachers in the Self-
Efficacy Scale concerning Rendering Piano Education to 
Children at the Age Group of 6-12 and its sub-scales and 
the factors of this scale (r=.904, .793, .827 and .728 res-
pectively; p<.001). We can also suggest that there is a 
moderately positive and significant correlation among the 
factors. Therefore, we see that there is a positive consis-
tency among these sub-scales (Table 2). 
 
 
Descriptive statistics of the self-efficacy scale 
concerning rendering piano education to children at 
the age group of 6-12 and distribution of scores 
 
This paragraph presents the descriptive statistics about 
the scale in general and an analysis of distribution of 
scores. 

The lowest score gained from the Piano Education 
Self-Efficacy Scale in general was 46 while the highest 
score was 159 (Range=113), which gives us an overall 
average  of  88.65.  The  average  value  is  close   to  the  
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Table 2.  Correlations between the self-efficacy scores in rendering piano education to children at the age group 
of 06-11 and Factors. 
 

Parameters  Total Score of Scale 1. Factor 2. Factor 3. Factor 4. Factor 

Total score of scale 

r  ,904
**
 ,793

**
 ,827

**
 ,728

**
 

p  ,000 ,000 ,000 ,000 

n  260 260 260 260 

       

1. Factor 

r ,904
**
  ,592

**
 ,654

**
 ,546

**
 

p ,000  ,000 ,000 ,000 

n 260  260 260 260 

       

2. Factor 

r ,793
**
 ,592

**
  ,568

**
 ,523

**
 

p ,000 ,000  ,000 ,000 

n 260 260  260 260 

       

3. Factor 

r ,827
**
 ,654

**
 ,568

**
  ,473

**
 

p ,000 ,000 ,000  ,000 

n 260 260 260  260 

       

4. Factor 

r ,728
**
 ,546

**
 ,523

**
 ,473

**
  

p ,000 ,000 ,000 ,000  

n 260 260 260 260  

 
 
 
median of 87.00. Standard deviation value is 22.84, and 
the variance is 487.734. As known, a normal distribution 
of the data is a prerequisite in comparative tests such as 
t-test and variance analysis and etc. The fact that the 
coefficient of skewness is "0" shows a full symmetrical 
distribution according to the median. If the skewness 
coefficient is between +1 and -1, then it can be interpreted 
that scores do not have a significant deviation from the 
normal distribution (Buyukozturk, 2007). In the analyses, 
skewness coefficient of the scores was found to be 
".322", which is very close to “0”, and we can suggest that 
the scores displayed a normal distribution. Moreover, the 
histogram graph concerning the distribution of score is 
presented in Figure 2. 

As we analyze the histogram graph, we see that the 
scores are close to the normal curve and display a 
normal distribution.  
 
 
DİSCUSSİON AND CONCLUSİON 
 
Cronbach Alpha coefficient was .947 and the two-half test 
correlation was .851 for this scale; in general, that can be 
used to measure the self-efficacy of candidate musical 
teachers concerning Rendering Piano Education to 
Children at the Age Group of 6-12. We can safely say 
that the scale measures four dimensions of self-efficacy 
concerning piano education: Piano Education Methods, 
Giving Basic Technical Piano Skills, Giving Basic Piano 
Behaviours  and    Note    Reading    Skills    and    Giving 

Theoretical Music Knowledge. It was found out that the 
scale was reliable and valid in determining the self-
efficacy of candidate musical teachers concerning Ren-
dering Piano Education to Children at the Age Group of 
6-12. We suggest that this scale will support the studies 
on self-efficacy of piano instructors as a new mea-
surement tool, and recommend using this tool since it will 
contribute to literature researches. This is the first and 
preliminary study on candidate musical teacher’s efficacy 
in teaching piano to 6-12 years children. The four para-
meters were statistically significant and the teachers used 
them for implementing piano learning methods; they 
include: to measure the self-efficacy in basic piano 
behaviours and note reading skills; to measure the self-
efficacy in basic technical piano skills; and to measure 
the self-efficacy in theoretical knowledge of music. 
Reliability analysis was conducted by calculating the test 
item-total correlation, Cronbach Alpha internal consis-
tency coefficient and Spearman Brown two-half test 
correlation; Cronbach Alpha coefficient was found as 
.947 and the two-half test correlation as .851 for the 
entire scale. Under the findings of this study, we can sug-
gest that this scale is a valid and reliable measurement 
tool for determining self-efficacy of candidate music 
teachers in rendering piano education to children at the 
age group of 6-12. These results may be useful for self-
determination of the candidate musical teachers and to 
employers in selecting the teachers for piano education. 
In addition, faculty lecturers may be used to find any 
deficiency  during   the   education  of  the candidates and 
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Figure 2. Thehistogramgraphconcerningthedistribution of score. 

 
 
 

Table 3. Descriptive statistics of the self-efficacy scale in rendering piano education to 

children at the age group of 06-11. 
 

Descriptive Statistics 

 Statistic Std. Error 

Total 
Score 

Mean 88,650 1,369 

95% Confidence Interval for 
Mean 

Lower Bound 85,953  

Upper Bound 91,347  

5% Trimmed Mean 88,205  

Median 87,000  

Variance 487,734  

Std. Deviation 22,084  

Minimum 46,00  

Maximum 159,00  

Range 113,00  

Interquartile Range 35,75  

Skewness ,322 ,151 

Kurtosis -,163 ,301 

 
 
 
they can find solution to the problems.  
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The aim of the study is to find the correlation that exists between physical activity level and grade point 
averages of faculty of education students. The subjects consist of 359 (172 females and 187 males) 
under graduate students To determine the physical activity levels of the students in this research, 
International Physical Activity Questionnaire (IPAQ) was used. Grade points of students were obtained 
from the registrar’s office of the faculty. Pearson Correlation test was used to determine the correlation 
between physical activity level and general grade point averages. There is no significant correlation 
determined between the grade point averages and physical activity level of the students (p<0.05). But, 
there is a difference between male and female students in terms of physical activity level (p<0.05). Male 
students have high level physical activity compared to female students.  There is no significant 
correlation between physical activity level and grade point averages of faculty of education students. 
 
Key words: Physical activity level, student, grade point averages. 

 
 
INTRODUCTION 
 
The aim of education and training is to direct students in 
the best way. Universities give priority to the grade point 
averages of the students. Failures of the college students 
are frequently a source of worry to college management, 
scholars, students’ families and students themselves. 
Grade point averages provide happiness and personal 
satisfaction while failures cause disappointment, loss in 
self-confidence and depression in the students. Accor-
dingly, many families, teachers and students think that 
sport activities, game and body workout have a negative 
impact on their grade point averages (François and Roy, 
2008). Many scientists, however, believe that sport and 
physical activities contribute to physical, psychological, 
and social development as well as to mental development 

(Meier et al., 2004; Taras, 2005; Brown and Blanton, 
2002). Ballantine (1981), in his studies, has found a 
positive relation between academic achievement and 
participation in various sport activities. In another study at 
high school level, general academic averages of the 
students who participate in sport activities and that of 
students who do not participate in sport activities were 
compared and it is found that academic averages of the 
students who participate in sport activities were higher 
than non-participant students; and the difference between 
the two groups was statistically significant (Ballatini, 
1981). Many studies have shown that participation in 
extracurricular sport activities has a positive impact on   
academic   success  (Taras,  2005;  Brown  and  Blanton, 
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2002; Mark, 2000), yet some studies indicate that 
participation in sport activities has negative impacts on 
academic success (Cheung et al, 1998; Morehous and 
Miller, 1976). Today, insufficient physical activity is seen 
as a general health problem. In the Physical Activity and 
Health Report of Surgeon General, published in 1996, 
physical inactivity was defined, according to suggestions 
of American College of Sports Medicine (ACSM) and 
Center for Disease Control and Prevention (CDC) as 
physical activity level less than 150 min a week. The 
report stated that minimum activity level that can help 
one’s health should be at least 30-min -level activity a 
day. 

Whether the physical activity has a positive impact on 
the human mental performance or not is an important 
question in the education process. And how extra-
curricular sport activities affect the academic success is 
another concern that should be addressed (U.S.CDC 
Report, 1996; Ainsworth et al., 2000; Sarkin et al., 2000; 
Schmidt et al., 2003). So far in the studies on the 
correlation between physical activity level and academic 
success, different results have been observed on 
different levels of age, gender, and education (Taras, 
2005; Brown and Blanton, 2002; Mark, 2000; Cheung et 
al, 1998; Morehous and Miller, 1976).  In this study, 
students of Faculty of Education were selected as target 
group because they contribute to future education, raise 
consciousness and guide the society. After graduating 
from the faculty of education, students can support sport 
activities in different regions of the country and schools. 
The aim of the study is to correlate physical activity level 
and grade point averages of Faculty of Education 
students.   
 
 
METHOD 

 
Study group consists of 172 females and 187 male, from Gazi 
University Faculty of Education in Turkey. In this study, an info form 
of basic questions and International Physical Activity Questionnaire 
(IPAQ) for evaluating the physical activity levels of the students 
were used (Craig et al., 2003). Craig et al. conducted international 

validity and reliability studies. This questionnaire provides 
information on the time spent during sitting, walking, moderate-, 
and severe-level activities (Craig et al., 2003). The validity and 
reliability of the Turkish version of the questionnaire on university 
students was done by Öztürk (2005). Questionnaire was applied to 
each student in the faculties, using question-and-answer method by 
the researcher in 2013.  

During the evaluation stage of the study, for all activities, the 

basic criterion was that each activity should last at least 10 min at a 
time. Minute, day, and MET value (resting oxygen consumption) 
were multiplied, thus “MET-min/week” scores were obtained. 
Physical activity levels were classified as physically inactive (<600 
MET-min/week), lower level physical activity (600-300 MET-
min/week), and sufficient physical activity level (that helps in terms 
of health) (>3000 MET-min/week) (Craig et al., 2003). In order to 
obtain academic success of the students, university entrance 
scores and general grade point averages were obtained from 
student affairs of Gazi University.  

Data obtained as a result of this study were recorded into 
computer  media  (SPSS),  and  thus  the   average   and   standard  

 
 
 
 
deviation range of the data given as descriptive statistics were 
obtained first. Pearson correlation test was used to determine the 
correlation between physical activity level and general grade point 
averages. The differences between female and male students in 
terms of physical activity levels and general grade point averages 
were investigated through t test p<0.05.  

 
 
RESULT 

 
Average points of age, height, body mass, general grade 
point, and physical activity levels of the participant 
students were found as 19.89±1.61, 167.74±6.11, 
62.51±9.15, 2.87±0.81, and 2954.85±237.48, respectively.  

As a result of the study, it is found that there is not a 
statistically significant correlation between physical 
activity levels and grade point averages of the college 
students. When average physical activity level of all 
students is considered, questionnaire point score was 
found as 2854.85±237.48. Since 2854.85±237.48<3000 
MET-min/week, this result revealed that college students 
are not sufficiently active. It is found there is not a 
statistically significant correlation between physical 
activity level of the students and general grade point 
averages (p<0.05) as shown in table 1. 

Physical activity level was found as 2618.52± 
219.76<3000 MET-min/week in female students, and as 
3301.44±227.20>3000 MET-min/week in male students. 
It is been determined that while male students were 
sufficiently active, female students were insufficiently 
active. The study showed a statistically significant diffe-
rence between female and male students in terms of 
physical activity level (p<0.05).  

General grade point average was 2.86±0.67, while 
male’s general grade point average was found as 2.88± 
0.06.  Though general grade point averages of the male 
students were higher than that of female students, there 
was not found a statistically significant difference in terms 
of grade point averages between female and male 
students in the study (p<0.05) as shown in table 2. 

 
 
DISCUSSION 

 
In the study, average of physical activity level of the 
students who study in the faculty of education was found 
as “2954.85±237.48<3000 MET-min/week” in the study. 
This level indicates that the students were not sufficiently 
active. Savcı et al. (2006), in their study by using IPAQ 
(International Physical Activity Questionnaire), have 
found that average weekly energy consumption was 
1958±1588 kcal, while Vaizoglu et al., in his study on 
“Determination of the Physical Activity Level in Young 
Adults”, have found the daily average energy expenditure 
of the students as 1779.67±2539.86 kcal (Vaizoglu et al., 
2004). As it can be seen from similar study, we can say 
that students are not active during their learning life.  

A  reverse correlation of -0.28% was observed between 
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Table 1. Correlation between physical activity level score and grade point 
average in male and female student (p<0.05). 
  

Parameters r p 

Physical activity score and grade point average  
Female 0.048 0.68 

 Male -0.062 0.57 

 
 
 

Table 2. Comparison between female and male student physical activity level score 

and grade point average (p<0.05). 
 

Subject n Grade point average 
Physical activity score 

 Met-Min/Week 

P 

value 

Female 172 2.86±0.67 2618.48±219.76 0.089 

Male 187 2.88±0.06 3301.44±227.20 0.001* 

 
 
 
general grade point averages and physical activity levels. 
However, the results were found statistically insignificant. 
Therefore, it can be said that there is not a statistically 
significant correlation between physical activity levels and 
academic success of the students. Leslie had conducted 
a study on participation in sport activities and academic 
performances among 4690 students, ranging from 5

th
 

grade to 12
th
 grade, and found that 72% of the subjects 

reported themselves at medium level in terms of acade-
mic performances, while 16% of the subject reported 
themselves as academically good, 9.9% of them reported 
themselves as under average, and 2.6% of them reported 
themselves as academically poor.  Of the subjects who 
perceived themselves as academically successful, 87.5% 
reported that they frequently participated in sport activities 
and that they have higher motivation to participate in 
such activities (Leslie, 1999). In other study, general 
academic averages of the students who participate in 
sports activities and that of the students who do not 
participate in any sport activities were compared, and 
while academic averages of the students who participate 
in sports activities were found higher, the difference was 
also found statistically significant (Soltz, 1986). Some 
other studies have found, while investigating other effects 
of the school’s sport activities other than those on 
academic success, that sport activities also improve the 
democratic behavior features, bring obedience to the 
rules, and thus reduce the violence and undisciplined 
behaviours in school (Langbein and Bess, 2002). Grade 
point averages, absence, disciplinary issues, school 
drop-out rates, and graduation rates of the sportive and 
non-sportive students from 301 schools that were 
member of North Carolina High School Athletic Asso-
ciation, ranging from 9

th
 grade to 12

th
 grade, between 

1993 and 1996 were compared. At the end of the com-
parison, grade points and graduation rates of the sportive 
students were found higher, while rate of absence and 
drop-out as well as rate of disciplinary issues were  found  

lower than that of nonsportive students (Whitley, 1999).  
In this study, physical activity level for females was 

found 2618.52±219.76<3000 MET-min/week, and as 
3301.44±227.20>3000 MET-min/week for males. It was 
found that male students were sufficiently active, while 
female students were insufficiently active. When other 
studies on physical activity and academic performances 
of female and male students are reviewed, we can say 
that the results were variable due to age group, different 
countries, and different cultures. Garber (1996), in a 
study on 8

th
 grade students, has found the correlation 

between physical activity and academic success is 
significantly different in favor of female students (Garber, 
1996), while Şanlı (2008) has found no statistically 
significant difference, in comparison of physical activity 
scores of male and female individuals, between total 
physical activity scores, moderate-level of physical activity 
scores, and walking-related physical activity scores of 
both gender (Şanlı, 2008). Haase et al. (2004), in their 
study on 2729 college students in Australia, have found 
that 47% of the female students and 32% of the male 
students were physically inactive (Haase et al., 2004). 
Leslie et al., in their study on the students from 23 coun-
tries, have indicated that male students are physically 
more active than female students (Leslie et al., 1999). 
Result of the study shows that female students are more 
passive than male. This situation may be explaining 
some cultural effect. Many families use more conservative 
approach to girls in Turkey (Aras et al, 2007). 

There is not a significant correlation between physical 
activity levels and academic success of the students, and 
thus we can say that the idea of “physical activities 
negatively affect the academic success” is wrong. It can 
be said that in the present study, there was not a clear 
correlation between physical activity level and academic 
success in Gazi University Education Faculty student.  
Many parents, teachers, scholars, and even many 
students  should  not  think that physical activities, sports,  
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and workouts during education years are waste of time. 
Physical activity is important for healthy life. In addition to 
physical activity, it is also important especially in the 
teaching process to have exercise habits. As a result, 
parents and scholars should support and increase physi-
cal activity facilities. 
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The aim of this study is to analyze the attitudes of pre-service music teachers towards the music 
teaching profession in terms of diverse variables. Students who enrolled in music teaching department 
were examined in respect to their different attitudes towards the teaching profession, their genders, 
grade levels and willingness to enroll in the department, the high schools they graduated from, why 
they chose music teaching profession and whether another family member is present in the teaching 
profession.  The scanning model was used in the study.  The sampling consisted of 305 students who 
enrolled at the music education department at four different universities in Turkey during the spring 
semester of 2012 - 2013 academic year.  Attitude Scale towards Teaching Profession, developed by 
Ustuner (2006), was used as the data collection tool. The data obtained were analyzed through the Mann 
Whitney U Test and the Kruskal Wallis H test with a Bonferroni correction. No statistical difference was 
observed between the attitudes of pre-service teachers towards the teaching profession and their 
genders, the type of high schools they graduated from or the presence of a family member in the 
teaching profession. However, statistically significant differences were found between pre-service 
teachers' grade levels, willingness to enroll in the music education department, reasons for choosing 
teaching profession and their attitudes towards the profession.  
 
Key words: Music education, attitude, teaching profession. 

 
 
INTRODUCTION 
 
Teachers are certainly one of the most important elements 
of an education system. Hence, teaching profession has 
an essential role in bringing up qualified individuals and 
contributing to the development of the country. Teaching 
is a professional field of interest, which has various 
social, cultural, economical, scientific and technological 
dimensions related to the field of education and requires 
occupational  formation   as  well  as  academic  research  

based on specialized knowledge and skills (Erden, 1998).  
The main element for an educational system to achieve 
its goals is the teacher. Thus, it is known that the 
influential power of teachers affecting students and 
educational programs in a negative or positive direction is 
stronger than other elements. In this respect, adequate 
training of teachers to be employed in the education 
system is important in terms  of  the  quality  of  education  
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services (Celep, 2005). On the other hand, improvement 
in the cognitive field alone is not sufficient as performing 
this profession with love and willingness is also of great 
importance in the teaching profession. A teacher cannot 
succeed without loving his occupation.  A teacher, who 
loves his occupation, performs his profession happily and 
is appreciated by the students and achieves as well.  
Good teachers are caring, supportive, attentive to the 
happiness of their students and knowledgeable in their 
fields of interest, lovely and are able to establish effective 
communication with parents, administrators and collea-
gues (Özdemir and Yalın, 1999).  

There is a positive relationship between a teacher's 
devotion to his profession and being perceived as a role 
model by the students.  Student behaviors are influenced 
by the teachers' positive expectations from his students. 
Shortly, the quality of teacher behaviors is one of the 
most important variables for an education system to 
achieve its goals. Various studies on teacher qualifications 
have concluded that personality traits, behaviors, attitu-
des, interests and academic characteristics of teachers 
play an important role in teaching and learning processes 
(Erdem et al., 2005; Memişoğlu, 2006). 

Many teachers take knowledge or cognitive targets as 
basis in their teaching and avoid attitudes or emotional 
characteristics, which are dynamic factors in achieving 
these goals (Ülgen, 1997). However, in addition to the 
cognitive characteristics of students, the affective field 
has recently been accepted as an educational aspect and 
has become a focal point in research activities.  Affective 
field is a complex intersection of interests, attitudes and 
opinions (Bloom, 1998). According to Watson et al. 
(1988), one of the most important indicators of students' 
affective characteristics with respect to a certain subject 
is attitude (Bulut 2009). There are various definitions in 
the literature about attitude, which affects the lives of 
individuals from various perspectives.  

According to Thurstone, who is known to be among the 
creators of attitude assessments, attitude is the intensity 
of negative or positive affections towards a psychological 
object (Muller, 1928). Social psychologists, Fishbein and 
Ajzen (1975) defined attitude as learnt tendencies towards 
certain individuals, groups, opinions or situations, which 
continuously cause positive or negative reactions. 
According to Allport, attitude is the state of emotional and 
mental readiness, which emerges as a result of life 
experiences and exerting a dynamic or directive influence 
upon the behaviors of an individual towards all objects 
and situations with which it is related (Tavşancıl, 2005). 
Oppenheim stated that attitudes constitute an important 
part of the behaviors in the affective field and defined 
attitude as a tendency of an individual to react to a 
stimulant in a negative or positive way (Köklü, 1992). In 
other words, attitude is the reflection of dynamic reactions 
that guide individuals and displayed towards situations, 
individuals and objects or of values attributed to them 
(Horowitz and Bordens, 1995).  According  to  Kağıtçıbaşı  

 
 
 
 
(2005), attitude is not a displayed or observable behavior 
but is a tendency that prepares an individual for the 
behavior. Attitudes strongly affect love, hatred and 
behaviors of individuals (Morgan, 1999). 

In this respect, an individual with negative experiences 
about a certain object or situation is expected to have a 
negative attitude towards that situation or object; while 
those with positive experiences are expected to develop 
positive attitudes accordingly. Attitudes have certain 
characteristics, which may be listed as follows:  
 
1. Attitude is not a behavior that can be observed directly, 
but it is a tendency that prepares the individual for the 
behavior, 
2. Attitudes are personal, 
3. Attitudes are related to a psychological object,  
4. Attitudes indicate readiness of an individual to react 
negatively or positively to a stimulant,  
5. Attitudes have motivating powers,  
6. Attitudes are not inborn characteristics; they emerge 
through learning. Therefore they are not stable but are 
changeable, 
7. Attitudes involve evaluation,  
8. Attitudes are elements that involve cognitive, emotional 
and behavioral factors as they drive human behavior, 
9. Attitudes are not temporary; they exist in an individual's 
life for a certain period (Sakallı, 2001; Öztopalan, 2007; 
Günay, 2008; Kağıtçıbaşı, 2005). 
 
There are certain elements affecting the development of 
attitudes. Attitudes are influenced by the attitudes of the 
parents. Most of the attitudes are developed under the 
influence of social interaction with the environment (peer 
groups, relatives, teachers etc.).  Furthermore, attitudes 
are acquired as a result of individual experiences through 
interaction with others (Güllü, 2007). 
Attitudes consist of cognitive, affective and behavioral 
elements. Cognitive element depends on the knowledge, 
thoughts and beliefs about the attitude objects. Affective 
element involves emotive feelings based on beliefs. 
Affective element of the attitude is simpler than the 
cognitive element and remains in the forefront in the 
assessment of attitudes. Behavioral element is the 
readiness for reaction (Çetin, 2006; Brooks and Sikes, 
1997). In other words, rather than being simply 
behavioral tendencies or emotions, attitudes are 
integration of cognitive-emotional-behavioral tendencies. 
No matter whether the attitude of an individual towards a 
situation is in the behavioral, cognitive or affective 
dimensions, they are determined through various factors 
and change according to diverse situations (Kağıtçıbaşı, 
2005). 

Knowing about an individual's attitude towards an 
object or a stimulant would enable prediction of his beha-
vior towards the said stimulant. This is very important in 
professional training that aims to prepare individuals for 
various fields of interest. Hence, having  positive attitudes 



 
 
 
 

towards a profession would lead to achievement in that 
field of interest.  

Being one of these professions, teaching requires a 
high level of affective characteristics.  While the cognitive 
achievement levels of pre-service teachers that do not 
have high levels of affective characteristics decrease 
(Bloom, 1998), their professional exhaustion levels 
increase and their job satisfaction levels scale down. 
Positive attitudes of teachers towards their professions 
have great importance in their performances. Positive 
attitude and teacher's achievement are directly 
proportional. Çeliköz and Çetin (2004) stated that as pre-
service teachers develop positive attitudes towards their 
professions, they would fulfill their obligations perfectly, 
improve creative and analytic thinking, motivate their 
students more easily and be open to innovations when 
they become teachers.  

Hence, the studies show that students are influenced 
by the attitudes and behaviors of teachers. Students are 
influenced by the intellectual attitudes, emotional reac-
tions and various habits of the teachers as well as their 
personalities that cover all these aspects. Students 
usually pay attention to the teachers' perspectives 
towards a subject rather than the subject itself and are 
influenced by their interpretation of events (Varış, 1988). 
Development of positive and high levels of teaching 
attitudes by pre-service teachers depend on diverse 
variables such as educational programs, professional 
expectations, personality traits, system of values and 
psychological requirements (Şenel et al., 2004). 

Teacher training is provided by the faculties of education 
in Turkey. Training for Music Education is also provided in 
the faculties of education at the universities and covers a 
four-year period of education. The main aim of the 
program is to train qualified music teachers with know-
ledge and skills to be taught to the students and to ensure 
the music lessons at schools are carried out effectively.  

A Music teacher may increase the productivity of a 
music lesson by ensuring that the lesson is perceived as 
interesting and popular by the students. In this respect, 
willingness for becoming a teacher, professional incli-
nation and attitudes towards teaching, environment and 
social values should be considered along with the 
competence of the music teacher in the field of interest 
(Oral, 2004). Music education programs play an 
important role in the development of positive attitudes 
towards the music teaching profession. It may be 
essential to modify teaching programs and methods to 
scale down the negative affective characteristics of 
students and improve the positive ones (Bloom, 1998). 

Therefore, determining attitudes of pre-service teachers 
who enrolled at Music Education programs towards their 
profession would give an idea about the attitudes that 
should be adopted by these students during their 
education. Determining pre-service teachers' attitudes 
towards the teaching profession is believed to make 
contributions in developing and improving teaching 
profession accordingly. 
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Purpose of the study 
 

In this study, it was aimed to analyze the attitudes of pre-
service music teachers in Turkey towards the teaching 
profession in terms of diverse variables. In line with this 
purpose, answers to the following questions were sought: 
 
Would attitudes of preservice teachers towards the 
teaching profession vary according to  
 
1. Gender, 
2. The type of high school they graduated from, 
3. Grade levels, 
4. Willingness to enroll in the department, 
5. Reasons for choosing Music teaching as a profession, 
6. Presence of a family member in teaching profession?  
 

 
METHOD  

 

This is a descriptive study in terms of its method. Scanning model 
was used in the study. Scanning model is a research model that 
involves the description of a past or present situation or an event, 
which is subject to a research study, in its current conditions and 
original form. 
 
 

Study group 
 

The study group of the study is composed of 305 (170 females and 
135 males) students studying Music Education at Mehmet Akif 
Ersoy University, Inonu University, Pamukkale University and 
Onsekiz Mart University during the 2012 - 2013 spring semester.  
 
 
Data collection tool 

 

Attitude Scale towards Teaching Profession, which was developed 
by Üstüner (2006), was used as the data collection tool. The scale 
aims to assess the attitudes of students who enrolled in teaching 
programs towards teaching profession. It is a single-dimensional 
Likert-type attitude scale with a total of 34 items. The scoring was 
made as follows: (5) Strongly agree, (4) Agree, (3) Neutral, (2) 
Disagree, (1) Strongly disagree. Ten of the items (Items 2, 5, 6, 7, 8, 
15, 20, 21, 30 and 32) in the scale indicated negative judgments, 

while the remaining 24 items indicated positive ones. The negative 
items were scored reversely: 1=5; 2=4; 3=3; 4=2; 5=1. The maxi-
mum possible score that can be obtained from the scale is 170, 
while the minimum possible score is 34. However, scores were 
converted to percentile. Thus the maximum possible score that can 
be obtained from the scale is 100, while the minimum possible 
score is 0. The Cronbach's Alpha internal consistency coefficient of 
the scale was 0.93. In this study, the internal consistency coefficient 
(Cronbach's Alpha) of the scale was calculated to be 0.815.  
 
 
Data analysis 
 

The data obtained in this study were analyzed via the SPSS 20.0 
software. Differences between the groups were examined as a 
result of the normality test and the Mann Whitney U Test was used 
for variables in pairs where there is no normal distribution. For 

variables with no normal distribution in groups of more than two, the 
Kruskal Wallis H Test with Bonferroni correction was applied. With 
respect to  the  differences between groups, the level of significance  
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Table 1. Mann Whitney U test results of preservice Music teachers' attitudes towards the music 
teaching profession according to their genders. 
 

Gender N Mean Median Min Max SD MeanRank U p 

Female  170 80.3 84.7 22.9 100.0 16.7 161.6  

100008 

 

0,055 Male 135 75.8 79.4 21.2 100.0 19.6 142.1 

Total 305 78.3 82.9 21.2 100.0 18.1    

 
 
 

Table 2. Kruskal Wallis H test results of preservice Music teachers' attitudes towards the music teaching 

profession according to the types of high schools they graduated from.  

 

Type of high school N Mean Median Min Max SD Mean Rank H P 

General High School 68 71.9 79.1 21.2 100 22.2 128.1 
 

 

7.595      7.595 

Fine Arts and Sports  

High School 
203 80.4 83.5 25.3 100 16.1 161.2 

Anatolian High School 17 79.1 80.0 61.2 98.82 12.3 144.2 

Vocational High School 17 78.2 84.1 25.3 100 22.6 163.8   

Total 305 78.3 82.9 21.2 100.0 18.1    

 
 
 

Table 3. Kruskal Wallis H test results of preservice Music teachers' attitudes towards the music teaching profession according 

to their grade levels.  
 

Grade level N Mean Median Min Max SD 
Mean 
Rank 

H p 
Paired 

comparison 

Grade 1 72 85.2 86.5 53.5 100 11.8 183.9 

21.072 0.000 

 

1-2 
1-3 
3-4 

Grade 2 88 76.8 78.5 25.3 100 16.1 139.3 

Grade 3 82 71.6 76.5 21.2 100 21.9 126.5 

Grade 4 63 81.2 85.9 25.3 100 18.3 171.3 

Total 305 78.3 82.9 21.2 100 18.1   

 
 
 
was considered as 0.05 and accordingly, the value of p<0.05 
indicated a significant difference between the groups while the 
value of p>0.05 indicated no significant difference.  
 
 

RESULTS 
 

This section presents the findings on whether the attitudes 
towards the teaching profession differed according to 
gender, grade level and willingness to enroll in the de-
partment, the high schools graduated from, the reasons 
for choosing the music teaching profession and the pre-
sence of another family member in teaching profession. 

Table 1 shows that there is no statistically significant 
difference between the genders of pre-service teachers 
and their scores related to the attitudes towards the 
teaching profession (p=0.055 >0.05). However, the 
attitude scores obtained by female students were higher 
than those of the male students.  

Table 2 indicates that there is no statistically significant 
difference between the types of high schools that pre-
service teachers graduated from and their scores  related 

to the attitudes towards the teaching profession (p=7,595 
>0,05). In terms of the types of schools that the pre-
service teachers graduated from, the attitude scores of 
Fine Arts and Sports High School graduates are observed 
to be higher than those of the graduates of other high 
schools.  

A statistically significant difference is observed between 
the grade levels of pre-service teachers and their atti-
tudes towards the teaching profession (p=0,000 <0.05). 
This finding is displayed in Table 3. Attitude scores of 
Grade 1 students with respect to teaching are higher than 
those of the Grade 2 and Grade 3 students at a statis-
tically significant level. Similarly, attitude scores of Grade 
4 students with respect to teaching are higher than those 
of the Grade 3 students at a statistically significant level. 
As displayed in Table 4, in terms of the attitudes towards 
the teaching profession, there is a statistically significant 
difference between the scores of pre-service teachers, 
who enrolled willingly in the music education department 
and those who enrolled unwillingly (p=0,000 <0,05).  

Attitude  scores  related  to  teaching  are  higher  at the  
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Table 4. Mann Whitney U test results of preservice Music teachers' attitudes towards the 
music teaching profession according to their willingness for enrollment in the department.  
 

 N Mean Median Min Max SD Mean Rank U p 

Yes 280 81.3 83.8 33.5 100.0 14.4 163.2  

645.5 

 

0.000 No 25 44.5 32.4 21.2 91.8 21.3 38.8 

Total 305 78.3 82.9 21.2 100.0 18.1    

 
 
 

Table 5. Kruskal Wallis H test results of preservice Music teachers' attitudes towards the music teaching profession according to 
their reasons for choosing this profession.  

 

Reasons N Mean Median Min Max SD 
Mean 
Rank 

H p 
Paired 

comparison 

Because I like 

this profession 
253 83.0 85.3 33.5 100.0 13.2 169.1 

 

 

 

64.597 

 

 

 

0.000 

 

Because I am not able to 
enroll in another field of 
interest 

32 51.5 51.5 21.2 95.3 20.5 49.7 

 

 

1-2 

1-3 

Because my  

family wanted 

 me to do so 

17 60.8 70.0 22.9 91.8 23.0 81.7    

Total  305 78.3 82.9 21.2 100.0 18.1     

 
 
 

Table 6. Kruskal Wallis H test results of preservice Music teachers' attitudes towards the music teaching profession according to 

the presence of a family member in the teaching profession. 
  

Presence of a teacher in the family N Mean Median Min Max SD Mean Rank H P 

My mother is a teacher 23 78.4 78.8 31.2 100.0 16.1 148.1  

 

 

1.067 

 

 

 

0.785 

My father is a teacher 25 82.6 82.4 60.0 100.0 12.2 166.7 

My parents are  

both teachers 
22 81.3 86.8 55.3 99.4 15.1 163.0   

No, there is not 235 77.6 82.9 21.2 100.0 19.0 151.1   

Total 305 78.3 82.9 21.2 100.0 18.1    

 
 
 
statistically significant level for students who have chosen 
to study music education on their own will than those who 
have made their choices unwillingly.  

According to Table 5, there is a statistically significant 
difference between the reasons of pre-service teachers in 
selecting the teaching profession and their attitude scores 
related to the teaching profession (p=0,000 <0,05). The 
attitude scores obtained by students who have chosen to 
study teaching because they like this profession are 
higher at the statistically significant level than those who 
have chosen the profession based upon family advice or 
because they were not able to enroll in a different field of 
interest. 

Another finding of the study is displayed  in  Table 6. As  

Table 6 indicates, there is no statistically significant 
difference in the scores of pre-service teachers in terms 
of their attitudes towards the teaching profession accor-
ding to the presence of a family member in the field of 
education (p =0.785 >0.05). The attitude scores of pre-
service teachers whose fathers or both parents are in the 
teaching profession were higher than the others.  
 

 

DISCUSSION 
 

This study aims to analyze the attitudes of pre-service 
music teachers, or in other words, attitudes of students 
who  enrolled  in  music   education   towards   the  music 
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teaching profession in terms of diverse variables. 

No significant difference was found between the 
attitudes of pre-service music teachers and their genders. 
This finding is in line with the findings of certain studies 
(Çapa and Çil, 2000; Semerci, 2004; Küçük, 2012; Özder 
et al., 2010; Taşkın and Hacıömeroğlu, 2010; Demirtaş et 
al., 2011; Bulut, 2009; Tanel et al., 2007; Eraslan and 
Çakıcı, 2011; Başbay et al., 2009; Açışlı and Kolomuç, 
2012).  

On the other hand, this finding is contradictory to the 
findings of certain studies (Aksoy, 2010; Durmuşoğlu et 
al., 2009; Oral, 2004; Çapri and Çelikkaleli, 2008; Sağlam, 
2008; Uğurlu and Polat, 2011; Tekerek and Polat, 2011; 
Çelikoz and Çetin, 2004; Üstün et al., 2004). Hence, the 
attitude scores of female students, in terms of their 
attitudes towards teaching profession, were found to be 
higher in such studies.  

In this case, the research finding about the gender 
variable is consistent with only some of the research 
studies. Therefore, it can be stated that the gender 
variable does not have any effects on the attitudes of pre-
service teachers towards the teaching profession. Diverse 
results obtained from studies indicate that such studies 
should be conducted over different sampling groups 
using different methodologies. 

No significant difference was found between the atti-
tudes of pre-service music teachers and the types of high 
schools they graduated from. The results obtained in 
certain studies (Tekerek and Polat, 2011; Aksoy, 2010; 
Sağlam, 2008; Tanel et al., 2007; Üstün, 2007; Bozdoğan 
et al., 2007; Şimşek, 2005) are supportive of this finding. 
In the light of this finding, it can be stated that the type of 
high school that the preservice teachers graduated from 
does not have any effects on the attitudes of pre-service 
teachers towards the teaching profession. 

According to the results obtained, attitude scores of 
Grade 1 students with respect to teaching are higher than 
those of the Grades 2 and 3 students at a statistically 
significant level. Similarly, attitude scores of Grade 4 
students with respect to teaching are higher than those of 
the Grade 3 students at a statistically significant level. 
The highness of the attitude scores obtained by Grade 1 
students may stem from their positive affective attitudes 
towards the profession. Furthermore, the enthusiasm of 
starting a new educational life may contribute to the 
students in developing positive attitudes towards the 
profession.  

The highness of the attitude scores obtained by Grade 
4 students with respect to their attitudes towards the 
music teaching profession may stem from the allocation 
of more time for applied courses regarding the teaching 
profession in the final year curriculum. The availability of 
courses that prepares students to the teaching profession 
particularly in the final year may have motivated the 
Grade 4 students more than the others. 

Hence, similar results have been obtained in certain 
studies.   In   his   study,   Küçük   (2013)   found  that  the 

 
 
 
 
students of Grade 1 had more positive attitudes towards 
music teaching than those studying in Grade 4. Tanel et 
al. (2007) determined a significant difference between the 
students' attitudes towards the teaching profession and 
their grade levels favoring the Grade 4 students. In 
another study, Sağlam (2008) suggested that the attitudes 
of students towards the teaching profession were more 
positive in the first year and this level decreased in the 
second year; however, the level of positive attitudes 
towards the profession increased again in the third and 
fourth years. According to the study by Gümüş and Çapar 
(2011), there is a significant difference between students' 
grade levels and their attitudes towards the profession. 
Therefore, we can say that the results may change accor-
ding to the characteristics of the sampling. 

Attitude scores of pre-service teachers, who have 
chosen to study in the department willingly are higher at 
the statistically significant level than those who have 
enrolled unwillingly. This finding shows that the most 
effective factor on the attitudes of pre-service teachers in 
terms of their choices of profession is "willingness".  The 
relationship between the willingness for teaching and 
developing positive attitudes towards teaching is an 
indicator that these two phenomena have a close and 
integrated structure in the affective dimension. This 
finding is supported by the results of certain studies 
(Özder et al., 2010; Tekerek and Polat, 2011; Aksoy, 
2010). 

Attitude scores of pre-service music teachers who have 
preferred music teaching because they like this 
profession were higher than those who have indicated 
other motives with respect to the reasons for choosing 
music teaching as a profession. Selection of a profession 
due to the love for that profession may contribute to 
development of positive attitudes in the affective dimen-
sion. Hence, the more a profession is performed with 
love, the better the performers achieve. Other reasons for 
choosing the profession are the parental advice and not 
being able to enroll in another field of interest. These 
motives are observed to be less effective on the attitudes 
of preservice teachers towards the profession. That the 
preservice teachers had to choose this profession due to 
the external reasons may have affected them negatively. 
This finding obtained in the study is parallel to the 
findings obtained by Özder et al. (2010), Oral (2004) and 
Pehlivan (2004) in their studies.  

It is concluded that there is no statistically significant 
difference in the scores of pre-service teachers in terms 
of their attitudes towards the teaching profession 
according to the presence of a family member in the field 
of education. Similarly, Kartal (2009), Tanel et al. (2007) 
and Erden (1995) found no significant difference between 
the total attitude scores of students who have teachers in 
their families and those who do not. In the light of this 
finding, it can be stated that the presence or absence of a 
teacher in the family has no effect on the attitudes of pre- 
service teachers towards the profession. 



 
 
 
 
Conclusion  
 

Pre-service music teachers are expected to have positive 
attitudes towards the teaching profession during their 
education process and their professional life. Hence, it is 
important for music teachers to have positive attitudes 
towards the teaching profession in order to perform this 
profession successfully at the national and international 
levels. This study contributes to the field of music edu-
cation by determining the attitudes of preservice music 
teachers towards the teaching profession. In particular, it 
will contribute to develop and improve the teaching 
profession. The current study indicated that the attitudes 
of students towards the teaching profession were positive 
according to certain variables, while there were other 
variables, according to which students had negative 
attitudes towards this profession. In the light of these 
results certain requirements have been highlighted in order 
to ensure that students develop positive attitudes towards 
the teaching profession during the course of their training.  

The expectations and requirements of preservice 
teachers should be taken into consideration in developing 
teacher training programs. In this study, students who 
were identified to have the willingness and aspiration to 
choose Music teaching as their profession obtained 
higher attitude scores. These two affective dimensions 
should be taken into account during training, with the aim 
of ensuring that students appreciate their profession.  

In order to achieve this aim, there should be more 
focus on the teaching practice. Preservice teachers 
should be provided with such experiences that would 
enable them to appreciate their profession. Also they 
should be presented examples to be perceived as role 
models. In this study, the attitude scores of students 
differed according to their grade levels. Due to the 
increased number of pedagogical courses in the final 
year of education, higher scores were obtained by the 
students who were in their final years.  Music teaching 
programs should be revised with the aim of equalizing the 
number of pedagogical courses for each year within the 
course of teacher training. Particularly, intense allocation 
of courses regarding the teaching profession in the 
teacher training programs may affect the attitudes of 
students towards the teaching profession in a positive 
manner. In this respect, field education, field knowledge, 
and general culture courses in teacher training programs 
may be revised and modified to become more productive. 
These would ensure that students develop positive 
attitudes towards their profession. 
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This study aims to discuss the causative factors that lead to vocational high schools dropout by 
referring to the opinions of the students who did leave the school. A qualitative phenomenological 
research method has been designed and adopted. The study group consisted of 19 children and young 
adults (15-24 years old) who continue their education in Yozgat Center Vocational Education. “The 
history of school dropout” is accepted as the main criteria of the study group. The results revealed that 
the school dropout was mainly based on institutional (academic failure and discontinuity), social 
(friends), economic (economic insufficiency) and individual (not favoring the school) ground. Especially 
students, who continue vocational high schools due to the fact that they do not have any other option, 
rather than their actual choice to do so, will always run the risk of discontinuity in education. Based on 
these facts, further evaluation/research on the concept of vocational high school needs to be carried 
out in a larger scale. 
 
Key words: School dropout, school chosen, vocational high school. 

 
 
INTRODUCTION  
 
A common consensus could not be reached on how to 
define the term “school dropout". While some researchers 
defined the issue as "not enrolling in school even after 
reaching the compulsory school age"; others defined it as 
"discontinuing school for two consecutive weeks in one 
term," and structured their criteria accordingly. Addi-
tionally, latter definition causes statistical problems when 
the student decides to go back to school in later terms 
and receives his/her diploma.  

Long-term discontinuation, failing to get admission, 
transfer to different schools, can all be also defined as 
"school dropout" (Gökşen et al., 2006). “School dropout” 
is also defined as leaving the current step of education 
without graduating or completing the ongoing educational 

program by a student who currently continues his/her 
education (Suh, 2001; Dekkers and Claassen, 2001).  

Although some countries try to prevent students from 
dropping out through enforcing compulsory education, 
the "school dropout" is accepted as a common global 
educational problem. According to UNICEF data (2004), 
the ratio for schooling throughout the world is 81% in the 
primary school phase. This can be interpreted as; nearly 
121 million children, mostly consisting of females, are left 
out of the educational system. While primary school 
education is mandatory in most of the countries; the high 
number of students who are left out of the first phase of 
the education, indicates a higher schooling in higher 
phases  of education  with a  lower  graduation  ratio.  For
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example, while graduation ratio in middle education 
(general and vocational) is 83% in OECD countries and 
94% in European Union [EU] countries; the mean ratio in 
Turkey is about 56%. This is the second lowest level 
among OECD countries after Mexico (49%) (OECD, 2013, 
53). In other words, Turkey has the second lowest 
graduation ratio in middle school education, placing 
herself in a much lower position below OECD and EU 
average. Ministry of Education [MoNE] indicates that the 
schooling ratio of 70.6% in the period between 2011-2012 
is a supporting fact of these data (Özoğlu et al., 2013).  
The leading school dropout causative factors can be 
classified as individual, economic, socio-cultural and 
institutional. Expectations of students from the programs 
they admitted are classified as individual variables. 
Rumberger (2001) explains individual variables by 
students’ approach, behavior and moral values. Academic 
relationships of students such as their eager to learn as 
well as their social engagements as being member of the 
school are effective on the decision of school dropout.  

It is widely accepted that; the low income has an impact 
on academic failure and school dropout (Ekstrom et al., 
1986; Bryk and Thum, 1989; Rumberger, 1995; 
Rumberger and Larson, 1998; McNeal, 1999; Pong and 
Ju, 2000, Rumberger, 2001). Children of families with a 
lower income constitute the risk group of school dropout 
(Cairns et al., 1989; Alexander et al., 2001; Suh et al., 
2007). Socio-cultural variables such as family, ethnic 
origin social environment or social gender are also used 
to explain school dropout. Researches show that 
regarding social gender, comparing with female students, 
male students demonstrate a higher tendency to drop out 
of school. Drug and sexual abuse and other problems in 
the family are also considered as risk factors for school 
dropout (Cairns et al., 1989; Suh et al., 2007; Sum et al., 
2003). Teacher-school relationships and academic failure 
are considered as institutional variables which are 
effective on school dropout. Researches indicate a strong 
relationship between school dropout and academic failure 
(Battin-Pearson et al., 2000; Suh et al., 2007).  

Studies showed that the above variables are also 
similar to the variables in Turkey which has an impact on 
school dropout. The study carried out by Şimşek (2011) 
which included high school students, showed that the 
male students have a higher tendency to drop out of 
school compared to female students. Likewise, students 
with Arabic and Kurdish ethnic origin demonstrate a 
higher school dropout tendency than students with 
Turkish origin. Moreover, school dropout tendency is 
higher among those students who like their teachers than 
those who do not. Özer et al. (2011) indicated that 
family’s and friends’ support decreases the risk of school 
dropout while problems such as disciplinary penalty, 
alcohol-tobacco usage and anti-social behavior increase 
the risk of school dropout. MoNE (Özoğlu et al., 2013, 
214) indicates that forfeiting education right and his/her 
personal   willingness  are  the  main  reasons  for  school  

 
 
 
 
dropout among high school students. In the academic 
years 2011-2013, 59% of male students and 53% of 
female students left school due to the above reasons. 
The second reason behind the decision to drop out of 
school is the wish of the students; 29% of male students 
and 31% of female students who chose to leave school 
were based on their own will. 12% of male students and 
16% of female students dropped out due to other 
reasons. Gökşen et al. (2006), in their comprehensive 
study among primary schools students, showed that, 
school dropout is related with different reasons including 
the educational system and school facilities, socio-
cultural facts and economic circumstances. According to 
this research, higher sense of belonging to and taking 
possession of the school among students increases the 
rate of continuity in school education. Working and failure 
to provide educational expenditure and the tuition fees 
increase the risk of school dropout. In their studies, 
Özdemir et al. (2010) indicated that the students who 
have dropped out of school tend to come from econo-
mically disadvantageous, crowded and migrant families; 
and even more among higher than fifth grade students. 
Additionally, they have pointed out that a supporting, 
success-oriented and reliable school climate increases 
the engagement in school and school satisfaction. Taş et 
al. (2013) indicated that, main causative factors behind 
the vocational high school dropouts can be school-
oriented, family-oriented and individual-oriented. In his 
study among higher education students, Bülbül (2012) 
concluded that students who left school have had 
problems adapting academically and demonstrating 
economic insufficiencies.  

Therefore, it can be strongly suggested that school 
dropout is related to economic, socio-cultural, institutional 
and individual variables. Two different studies performed 
by Educational Reform Initiative [ERI] (ERG, 2010; 2012) 
have concluded that the highest ratio for school dropout 
is observed in middle school education and in vocational 
technical high schools. MoNE (Özoğlu et al., 2013) 
additionally indicated that compared to the general 
middle schools, the school dropout ratio is higher among 
vocational religious high schools and vocational high 
schools. Both studies concluded that the higher ratio of 
school dropouts among these vocational schools brings 
up the necessity of discussing and questioning these 
schools. Such a questioning can also be used as 
guidance for determining education policies in the future.  

The vocational schools in Turkey, along with the 
academic teaching, aim to prepare trained labor force for 
job fields and professions and also prepare the students 
to further higher education. In this context, there are high 
schools that operate under different names such as 
Health Vocational High Schools, Tourism High Schools, 
and Industrial Vocational High Schools. But in Turkey, the 
students who fail to attend academic high schools are 
forwarded to the vocational high schools. Passing an 
elimination   exam  is  a   precondition  to  register  in  any 



 
 
 
 
academic high school. Students currently spend consi-
derably high amounts of money in order to attend private 
training courses. That is why the vast majority of the 
students who are attending the vocational high schools 
consist of those poor students or students of families with 
low income that private courses are not affordable for 
them.  Leaving the school by those students from poor 
and economically disadvantageous segments and the 
students from those vocational high schools wherein the 
level of education is not open for higher education, brings 
them to be divest from the opportunity of any occupation. 
In Turkey, there is only one published article (Taş et al., 
2013), which investigates the reasons of dropouts in 
vocational schools. The present study is expected to 
meet a need in Turkish literature; therefore, it aims to 
discuss the causative and potential factors leading to 
school dropout in Turkish vocational high schools, 
addressing the opinions of students. 

In this context the participants were asked the following 
questions:  
 
1. Why did you prefer the vocational school? What 
was/were the main reason(s)? 
2. When you were a student, how did you use to define 
yourself as a student? 
3. What did the school mean to you while you were a 
student? 
4. Did you experience any problems with the school (your 
teacher, management or the lessons), friends and your 
family? Can you give some examples? 
5. Why did you leave the school? What was/were the 
main reason(s)?  
 
 
METHODOLOGY 

 
Research model  

 
This study was designed with a phenomenological approach as a 
qualitative research. Phenomenological studies can be defined as 
the studies which focus on particular facts that have been 
experienced but could not be reached in detailed and deeper 
comprehension and acknowledgment (Yıldırım and Şimşek, 2011). 
The aim of this study is to understand the underlying factors 
affecting students’ dropout, especially for vocational high school 
students.  

 
 
Study group 

 
The research group of the study consisted of 19 students who 
continue their education in Yozgat Center for Vocational Education

1
. 

Benchmark   sampling   technique (an   intention-focused  sampling  

 

                                                             
1
 Yozgat is the capital city of Yozgat province in the Central Anatolia region of 

Turkey. Yozgat Center for Vocational Education is one the Ministry of 

National Education institution, aims to earn children aged 14-18 a profession 

by giving apprenticeship training. Additionally here the individuals, regardless 

of their age can have further education to become more skilled in their 

profession. 
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method) has been adopted to evaluate the study group. While 
structuring the sample group, the main criteria were accepted to be 
"the history of school dropout." Of all participants 15 were males 
whereas 4 were females. The participants were between 15 and 24 
years of age. While 6 of the participants do not work, 13 of them 
were found to be employed. Fifteen of the participants have 
dropped out of school in the 9

th
 grade, while 4 of did so in the 10

th 

grade.  
 
 
Data collection instrument 

 
Study data were collected by using a semi-structured interview 

form. Relevant literatures were reviewed and concepts involving the 
school dropout were considered in the interview form. An interview 
form draft was designed by specified concepts related with the 
research intentions. The draft has been finalized according to the 
opinions obtained from the academicians who conduct studies on 
educational sciences. All interviews were performed on a face to 
face basis throughout the study. First of all, the participants were 
given information about the research and only volunteers are 
included in the study. All interviews were recorded by a voice 

recorder. Three of the participants have asked to stop the recording, 
indicating that they feel nervous and uncomfortable when the 
recorder is on. Answers of these participants were set down in 
writing. During the interview, any approach which may pose a 
negative effect on data collection process of the study has been 
avoided; and the role of the researcher was limited to collection, 
analysis and interpreting of the data.  

 
 
Data analysis 

 
Research data were analyzed by using a descriptive analysis 
method. Descriptive analysis is based on a definitive analysis 
approach by making direct references to the words of individuals 
without changing the authentic style of the participant (Kümbetoğlu, 
2005). First of all, collected data were transformed into texts in 
computer environment. The text was read a few times by the re-

searcher and required encoding has been performed. The 
questions asked the participants were used to structure the main 
theme while the answers formed the sub themes. Then, by referring 
to the codes added, opinions of the participants were placed in 
main and sub themes. Main and sub themes were placed into 
tables for easily understanding. The data in tables were supported 
with the opinions of participants. During encoding; “P” was used to 
define participants. All participants were given numbers according 
to the order of interviews; such as P1, P2, P3. These codes were 

used when referring to the opinions of participants in texts or tables.  
In qualitative studies, there are different aspects in terms of 
reliability and validity. While validity is an aspect to be assessed 
during presentation and analysis of data in qualitative studies, 
reliability is mainly related to acknowledging the different concepts 
such as "suitability" ("suitability of method for intention of study") or 
"discussion" (discussion of research data and interpreting the data) 
(Kümbetoğlu, 2005). In this context, regarding reliability and validity 
of the study different ways were adopted. First of all; written 
interview recordings were checked by an outsourced expert 
whether the recordings are transformed into computer environment 
in a correct manner to increase the validity of the research. 
Secondly, the research process was described in detail. In terms of 
reliability of the research, the data were transformed without any 
change, and interpreted with other data when needed. Additionally, 
regarding all main themes and sub themes derived from the study, 
inter-encoders reliability analyses were conducted by a specialist, 

experienced in quantitative studies. For this procedure, Miles and 
Huberman’s (1994) reliability formula was adopted; and the 
reliability percentage of encoders was calculated to be 84%. 
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Table 1. Opinions about reasons for choosing vocational high schools. 
   

Main theme Sub themes Participant code 

Reason for choosing the school 

Score sufficiency   P1, P4, P5, P8, P12, P15, P16, P17 

Vocational expectations  P2, P6, P9, P19 

Family ınfluence P7, P18 

Influence of friends P11,P8 

Close location of the school P3,P14 

Interest P10,P15 

Other P13 

 
 
 
FINDINGS 
 
All findings were presented with direct references to the 
words of the participants in line with the intention of the 
study.  
 
 
Reasons for choosing vocational high schools  
 
First of all, in order to find the reasons for choosing these 
institutions, the participants were asked why they had 
chosen vocational high schools. The answers are given 
under “school choosing” main theme with seven sub 
themes in Table 1.  

When opinions of participants are taken into consi-
deration, it can be seen that the majority of participants 
explain their reasons for choosing a vocational high 
school is related to institutional reasons such as "score 
sufficiency". This group of students pronounced the 
reasons of their preference as follows: 

 
“My score was sufficient for that school. Other schools 
were full, so I made my choice (P12).” 
“My score was enough for that school. It was not 
sufficient for other schools so I went there. I didn't want to 
study either. That was the main reason, I didn't want to. 
Working was easier for me. I still think the same way now 
(P16).” 
Reason for choosing these schools, participants have 
also referred to economic variables. Participants who 
were thinking in this way shared their opinions as follows:   
 

“It was the vocational school… an easier future for me. 
That was my reason. Vocational high schools are more 
advantageous than general high schools, that's why I 
chose it. Finding a job is easier, that's why I chose there. 
(P6).” 
“How should I say, let's see. I want to have my own 
profession. No one has managed this in my family, so I 
wanted to have a profession. (P19).” 
 

Some participants, on the other hand, told that their 
reasons were; “I wasn't thinking. My friends were 
enrolling so I did  too.  My  score  was  not  enough  too… 

(P8)” and “There was Quran education so my father 
wanted me to go there. I didn't oppose but I didn't 
continue when I failed the class (P7)”. With these words, 
these participants have explained the social-cultural 
variables such as “friendship” and “family will”. 
 
 
Perception of school 
 
The participants were also asked about their perception 
towards the school as this issue is thought would have 
both direct and indirect influence on dropping out of 
school. Opinions of participants on this matter are given 
under “school perception” main theme title in Table 2. 

When opinions of the students are considered, majo-
rity's perception is found out to be positive. Participants 
talked about their perception by saying; “I liked it. I felt 
enthusiastic about going to school. Then we got bored 
and tired, and stopped coming (12).” 

On the other hand, according to some participants, 
school was not a favored, but a boring place. Some 
participants quoted out: “I never liked school. We didn't 
attend either. We were always wandering in the city. We 
never actually did go to school. We were walking, playing 
with birds, just wandering. We didn't actually go to school. 
And teachers didn't do something about this either (P11).” 
 
By indicating the opportunity of getting a "job" as their 
Only one student referred to the school as a place to 
learn a profession by stating; “How can I say, I wanted to 
have my own job, to be independent in the future. But I 
couldn't continue for some reasons. But I will continue; no 
matter how old will I be; we should benefit from these 
advantages government gave. Our fathers and mothers 
can't support us forever (14).” 
 
 

Academic self- concept  
 
The participants were asked how they regard themselves 
as a student to learn about their self-concept in terms of 
their academic life. This has been thought to have direct 
and indirect influence on school dropout. Opinions of 
participants on this matter  are  given  in  Table  3,  under 
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Table 2. Opinions on school perception. 
   

Main theme Sub themes Participant  code 

School perception 

A favored/good place P1,P2, P7,P9,P10,P12,P13,P15,P18,P19 

A not favored/boring place P3,P6,P8,P11, 

A place to learn a profession P14 

 
 
 

Table 3. Opinions on academic self- concept. 

   

Main theme Sub themes Participant code 

Academic self-concept 

Successful P2, P3, P9, P10, P12, P18 

Medium level of success P1, P8, P11, P13 

Unsuccessful P5, P7 

Spoiled P6 

Favored P14 

Undesired P17 

 
 
 

Table 4. Opinions on their conception of their social relations. 

 

Main theme Sub themes Participant  code 

 

Social relations 

No problems P1,P2,P7,P8,P9,P10,P12,P13,P15P16,P18 

Some problems P2, P4, P14, P17 

 
 
 
 “academic self-concept” main theme and six sub themes. 

When academic self-concept of participants is taken 
into consideration, it can be seen that some participants 
defined themselves as successful, moderately successful 
and favored students, but some defined themselves as 
“unsuccessful”, “undesired” and “problematic” students, 
with a low academic self-concept perception. A participant 
who claimed that he/she was an unwanted student; 
shared his/her ideas as follows:  
 
“During my studies, I was a student who nobody wante, 
nobody accepted me and I was transferred from one 
school to another. My previous school was a place where 
dormitory kids were educated. From there (previous 
school) I was sent to another school (the one which the 
student left) by my family. There, my friends did not 
accept me as I was coming from the other (previous) 
school (P17)”.  
 
Another participant who told that he/she was a "spoiled" 
student said; “I was sent to disciplinary committee, but 
not that much. Of course I was not sent due to serious 
stuff, which required penalty. Not that heavy stuff, but 
kind of like behaviors of a spoiled child. From primary 
school to high school I was a problematic child. Maybe 
this may be was a little because I was the youngest kid of 
the home in my family (P6).” 

Their conception of their social relations in the 
school 
 
The participants were asked whether they had any 
problems with school administration, teachers, friends or 
family members during their studies. This issue was also 
thought to be directly or indirectly influential on school 
dropout. The opinions in this matter are classified in six 
sub themes under the main theme of “social relations”. 
Opinions of participants are given in Table 4, under 
relevant sub themes. 

When social relations identity perceptions of 
participants are taken into consideration, majority of 
participants said that they have not experienced any 
problems with their family members, friends or school 
environment.  

A participant explained her/his problematic relationship 
with their teacher as “We had a problem with a teacher of 
ours. We had an event... He beat me there. Tried to throw 
me out of school… I didn't experience any problem with 
any other teacher. (P2)”. While a participant claimed to 
have problems due to the rules applied by the school 
management, said that; “I was sent to the disciplinary 
committee for fighting with others all the time (P17)”. 
Another participant said; “I was receiving psychiatric 
support back then. I had a disorder, which was discovered 
later. I got obsessed  on  that,  which  this  affected…  My  
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Table 5. Opinions on reason of school dropout. 
 

Main theme Sub themes Participant code 

Reasons for school dropout 

Discontinuity P1, P6, P9, P11 

Economic reasons P2, P3,P8,P10,P18 

Influence of friends P13,P14 

Academic failure P4,P6,P7,P15,P19 

Influence of not liking school P5, P8, P16 

Disciplinary issues P17 

 
 
 
friends always made fun of me, nobody would ever talk to 
me (P14)”; indicating the friendship factor as the reason 
behind the problem.  
 
 
Reasons for school dropout 
 
The participants were asked why they had dropped out of 
school. The opinions were classified under "reason of 
school dropout" main theme with five sub themes. 
Opinions of participants are given in Table 5. 

Participants explained their decisions for school 
dropout with different reasons. Some participants related 
their decision to dropping out of school with institutional 
reasons such as “discontinuing”, “academic failure” and 
“disciplinary” penalties.  

Other participants explained their reasons for leaving 
the school with individual and social variables by saying; 
“I was interested in vehicles but I didn't want to learn 
about how they work or how to assemble them; (P16)” or 
“… My friends always made fun of me. Nobody would 
ever spoke to me. That's why I had to leave the school 
(P14).”  
 
On the other hand, some participants based their 
decisions on economic variables by saying that: “I was 
studying textile; but after my father died, I had to leave 
school. Because without income, it was very hard. Textile 
study materials, especially for that school, were very 
expensive. Of course without income... That time, my 
mother did not have any income and my brothers were 
workless. They didn't study either. My father was paying 
for my education. When he passed away; my teachers 
offered to pay my expenses. But to what extent could 
they pay?... My mother also said so. Anyway, that's how I 
left school (P18).” 
“Why I dropped out of school?... I didn't like it and also 
our financial situation was not that great, so I decided to 
leave. My family was able to pay but our condition was 
not that good. My mother also agreed. We may say, yes, 
it was financial difficulties (P8).”  
 “We had a house built here, it caused us economic 
difficulties. My father could not pay the debt, then, we 
decided to get a job rather than continuing school. We 
built our  own  house.  I dropped  out  the  school  all of  a  

sudden ma’m. Due to financial reasons… (P10).” 
 
 
DISCUSSION AND CONCLUSION 
 
Our findings revealed that, the reasons behind leaving 
school where the participant have chosen, were mainly 
related to institutional (sufficiency of score), economic 
(expecting to get a job) and social-cultural (influence of 
family and friends) variables. School preference/ 
educational demand of individuals are generally eva-
luated according to their expectations, demands and 
requirements from an education. On the other hand, the 
expectations and demands that influence the decision of 
individuals are not necessarily sufficient. Rules and 
elimination systems play a restrictive role in applying to 
an educational program (Tural, 1994). Only one partici-
pant (P10) declared that he/she has selected his/her 
school because he/she is actually "interested in it". These 
results pointed out the fact that institutional (score 
sufficiency) and social (influence of family and friends) 
variables can be rather more influential than individual 
will. A study from Denmark showed that school preference 
of students from families with similar income levels are 
based on cultural capital of the student, which have 
acquired from their family, rather than the financial status 
of the family (Jaeger, 2009). It has been discovered that, 
65.4% of students coming from families with a higher 
education level choose academic high schools of 
science; while only 4% of students coming from these 
families apply to a technical high school (Özoğlu et al., 
2013, 36). These data may be interpreted as; socio-
cultural and economic level of the family plays a more 
influential role on school preference.  

Influence of institutional variables can be explained by 
considering the educational policies of the countries. In 
Turkey, a student to be able to continue his/her education 
in an academic high school is determined by the score 
he/she gets in a countrywide annual competitive exam 
which is performed centrally. In this scope, vocational 
high schools provide an option for students who cannot 
pass the exam and therefore cannot continue academic 
high schools. Students who fail to get a sufficient score in 
the central examination of the ministry can be accepted 
by  different   vocational   high  schools  according  to  the  



 
 
 
 
mean score of their primary school diploma. On the other 
hand, a law that has been passed in Turkey in 2012, has 
increased compulsory education from 8 years to 12 
years, making high school education mandatory. Even 
though this law seems to be a positive development, it is 
also regarded to have a negative influence on individuals, 
due to the fact that it enables people to graduate from 
high school via remote education; making attainning 
education unnecessary. To sum up, one can say that 
students who fail to get a sufficient score in the central 
exam to continue an academic high school, mainly 
choose to go to a vocational high school, or start working 
while trying to graduate by means of remote education. 
Eleven of our participants were continuing remote 
education.  

Vocational expectations as a reason of preferring these 
schools can be explained with income necessities. In 
fact, school preferences of the students after primary 
school reflect their vocational preferences. In this context, 
the level of income and earnings expectation of 
individuals transforms into their vocational expectations 
(Ünal, 1996). The present research agrees with the 
researches on vocational high school preferences in 
Turkey (Çakar, 2000; Gürol, 2002; Tek, 2006; Yolcu, 
2011) which have reflected that the students choose a 
vocational high school with the expectation of getting a 
job earlier.  

Rumberger (2001) indicated that individual factors such 
as approach, behavior and attitude of students may 
influence the school dropout. On the other hand, the 
latter study concluded that some participants have 
positive perceptions towards academic self-concept, 
social relations while some have negative perceptions. 
When academic self-concept is considered as an 
expression of past experiences and social relationships 
of individuals that influence on their emotions, social 
relationships and experiences in school life may also be 
considered as an influential fact on the school dropout. 
For example, different researches showed the protective 
influential role of positive teacher support on the school 
dropout (Özer et al., 2011; Lessard et al., 2010; Englund 
et al., 2008). Therefore, the results of the present study 
showed similarities with the findings of latter studies.  

Respecting the institutional reasons there are resear-
ches that emphasized on the significant relationship 
between school dropout and academic failure (Battin-
Pearson et al., 2000; Suh et al., 2007) Academic failure is 
the leading center of attention for educational scientists. 
Trying to explain academic failure solely based on 
cognitive features of the students, will of course make a 
realistic approach difficult. Academic failure is thought to 
be related to social-cultural-economic reasons. For 
example; some researchers underlined the fact that 
income has a strong influential effect on academic failure 
and school dropout (Ekstrom et al., 1986; Bryk and Thum, 
1989; Rumberger, 1995; Rumberger and Larson, 1998; 
McNeal, 1999; Pong and Ju, 2000, Rumberger, 2001).  
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The lower the income, the higher the risk regarding school 
dropout (Cairns et al., 1989; Suh et al., 2007). On the 
other hand, the research of Carneiro and Heckman 
(2002); which aimed to answer whether income or family 
features have a stronger influence on the student's will to 
continue school education, pointed out that socio-cultural 
features of the family has a deeper influence than income.  

Discontinuation was found to be another institutional 
variable that results in school dropout. Current study 
showed similarities with other studies which indicate that 
students with a higher school absentee rate have a 
higher tendency to leave their school education 
(Rumberger, 1995; Goldschmidt and Wang, 1999; 
Rumberger, 1995; Swanson and Schneider, 1999; Suh et 
al., 2007; Taş et al., 2013). The present study enlightened 
that the participants have listed their reasons for absence 
in school as the boredom they feel at school, their 
unloving attitude towards the school and their preference 
of wandering around different parts of the city. This finding 
can also be defined as an explanatory fact for variables 
caused by individual reasons such as not liking school. 

When social variables that result school dropout are 
taken into consideration, the influence of friends has also 
been found to have an important effect that causes the 
student to leave school. Among two participants who said 
that they have left school due to social reasons, one said 
that he/she has left the school due to bad friendships 
around the school while the other said that he/she has 
been alienated due to his/her illness. In terms of female 
students, the unsafe environment around the school or 
feeling insecure in the school environment reportedly 
found to be influential on deciding to leave school (cited 
Taş et al., 2013; Taş et al., 2013). The status of 
participants who claimed that they left school because 
they have been marginalized by their peers, may be 
explained by social alienation concept. In fact researches 
discovered that; social alienation has an influence on low 
academic success rate and school dropout (Warrington, 
2005). 

School dropout due to economic reasons was another 
finding of our study. This finding also supported the 
results of other studies (Bryk and Thum, 1989; 
Rumberger, 1995; Rumberger and Larson, 1998; McNeal, 
1999; Pong and Ju, 2000, Taş et al., 2013). The fact that 
13 of our participants were working at different jobs indi-
cated that income level was an important influential 
causative factor leading the school dropout. For example; 
a scholarship program, which has been realized by 
Indonesian Government during Asia Economic Crisis has 
resulted in 30% decrease in number of school dropouts 
(Cameron, 2009). This example can be considered as an 
important indication in terms of government's responsi-
bility for preventing students from school dropout.  

As a result, it is clear that the school dropout is strongly 
integrated with different economic, institutional, individual 
and social variables. Rather than individuals, the govern-
ment  has  the  prime  responsibility  for   preventing   and  
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eliminating the causes that lead students to leave school. 
The government is the primary mechanism which enables 
individuals to benefit from a well-defined education sys-
tem that meets their educational needs as a basic human 
right. Especially, students who continue vocational high 
schools due to the fact that they do not have any other 
option, rather than their actual choice to do so, will 
always run the risk of discontinuity in education. There-
fore, students will continue to drop out of school. Based 
on these facts, further evaluation/research on the concept 
of vocational high school needs to be carried out in a 
larger scale. 
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The purpose of this study is to analyse the relationship between university students’ attitude to listen-
ing to music and their level of optimism. The study group for the research consists of 508 students who 
studied at Aksaray University in the 2012-13 academic year. Simple random sampling is used. In this 
study, the “Attitude Scale for Listening to Music” and the “Optimism Scale”, which were developed by 
the researcher, are used for measurement. According to the findings of the research study, there is a 
significant correlation at the level of .430 between students’ attitudes to listening to music and their lev-
el of optimism. The level of optimism has a positive impact on the attitude to listening to music at the 
level of .184. 
 
Key words: Attitude, Listening to music, Optimism 

 
 

INTRODUCTION 
 
Music has been defined in many ways up till date. 
According to an approach connecting the fundamental 
similarities among these definitions, music is an aesthetic 
whole which narrates emotions, thoughts, designs and 
impressions through processing them, by adopting a 
certain aim and method, with sounds which are combined 
according to a certain concept of beauty (Uçan, 2005, p. 
10). 

One of the meanings of music, in ancient Greece, was 
that it is a human activity which impresses emotions and 
prompts good or bad aspirations (Şenel, 2013, p. 8, from 
Cross and Tolbert). 

Music is an inalienable phenomenon which occurs at 
every phase of human life. The human-music relationship, 
which begins to be established indirectly  during  the  pre-

birth existence of an individual, evolves into a “direct 
relationship” following birth, and continues to be a part of 
human life by gradually diversifying, enriching, growing 
stronger and developing. It is a known fact that a baby, 
even in its mother’s womb, is impressed by the 
heartbeats of the mother and that rediscovering this 
familiar sound and rhythm after birth has a relaxing effect 
on the baby.  

As a matter of fact, experiments show that new-borns 
lying in a room listening to pre-recorded heartbeats fall 
asleep faster compared to those in a silent room. This is 
considered as an indicator that a baby begins to gain a 
certain amount of sensitivity towards music, and particu-
lar musical elements, even before birth (Uçan, 2005, p. 
12). 
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The fact that music has a psychological effect on human 
beings is constantly emphasized; besides this, various 
scientific studies show that such an effect does not only 
occur in people, but in other species as well. This feature 
of music has sometimes resulted in the use of music in 
the treatment of psychiatric illness in people by medical 
professionals, or its use in learning efficiency from other 
species (especially animals) at other times (Sezer, 2011, 
p. 1474). 

Data indicate that in ancient Greece, music was used in 
the treatment of epilepsy, depression, homesickness, 
melancholy, mania, insanity, somnambulism, lethargy, 
catatonia, hysteria, paralysis, aphasia, tarantism, chorea, 
gout, inflammatory diseases, rheumatism, aches, plague, 
measles, rabies, and so on. An ancient Greek proverb 
declares: “Use songs efficiently, you may thus possibly 
relieve pain” (Birkan, 2014, pp. 37-38). 

In “The Sole Method for a Better Understanding of the 
Pulse”, Marguet (1769) argues that in the treatment of 
melancholy, one must use a piece of music that is simple, 
comes in assorted tones and is appealing to the soul. 
According to Marguet, music awakens the slumbering 
soul by stimulating hearing and other sensory nerves. In 
the treatment of chronic melancholy, music must be soft 
and at a gentle pitch, while in acute cases it should be 
merry, vivacious and intense (Birkan, 2014, p. 39; 
Marguet, 1769). 

According to Ibn-i Sina (Avicenna), the changes in 
one’s voice reveals one’s mood; what makes musical 
compositions appealing to us is not our sense of hearing, 
but our cognitive skills which gain various inspirations 
from that melody (Somakçı, 2003, p. 132). 

Listening to music is one of the musical behaviours of 
an individual, an interaction with music in his or her 
environment (Uçan, 2005, p. 13). 

Listening to music is not only an auditory event but is 
also an event of a visual, tactile nature and is accom-
panied by emotional experiences. All of these functions 
occur in different cerebral areas. Audio stimulation even 
at a low level arouses the fundamental emotional circuits. 
For example, the inferior colliculus, rich in opioid 
receptors, is one of the stopovers of the auditory pathway 
in the peduncle. The mother’s voice will be registered 
here first and the periaqueductal grey matter next to the 
inferior colliculus is where affective awareness occurs 
(Birkan, 2014, p. 44). 

According to Meyer’s melodic expectation theory, which 
Kaemmer referred to in relation to the meaning music 
creates for people via its tones, such meaning concerns 
the reaction to the nature of musical resonance. 
According to this theory, music, when it contravenes the 
routine musical templates that a person is accustomed to, 
causes uncertainty in the listener, thus resulting in a 
certain reaction. What makes a piece of music appealing 
is that it can bring this sort of uncertainty under control 
(Şenel, 2013, p. 9; Kaemmer, 1993). 

Musical therapy has various uses in  major  depression.  

 
 
 
 
In a study where patients listened to soft and sedative 
music for 30 min for a period of two weeks, a significant 
improvement was observed in their global depressive 
scores. As many studies show, music has a cumulative 
effect over time. In another study, depression patients 
were observed to express their condition better when 
they listened to melancholic music compared to listening 
to cheerful, fierce or gruesome music, or no music at all. 
The authors claim that this sort of treatment lifts the 
patients’ verbal barriers to the expression of their feel-
ings, thus enabling therapists to offer counselling more 
comfortably (Birkan, 2014, p. 47). 

In a study of the relationship between music and states 
of emotion and aggression by Krahe and Bieneck (2012), 
both the participants’ states of emotion and their reactions 
to negative feedback were measured under three 
different conditions, namely listening to appealing music, 
unappealing music and no music at all. Partici-pants who 
were listening to appealing music were observed to show 
less aggression towards feedback with more positive 
states of emotion, compared to participants in the other 
two conditions. Moreover, the findings showed that 
appealing music increased the amount of positive 
emotions, which then reduced the feeling and demon-
stration of aggression. Meanwhile, under the condition of 
unappealing music, a lesser number of positive emotions 
were reported, which resulted in a higher tendency 
towards aggressive behaviour through an increased 
feeling of aggression. 

According to the results of another study conducted to 
evaluate the effect of music on increasing both the 
positive emotions and the work performance of computer 
software developers, who are pressured for constant 
productivity and creativity in their job, the positive 
emotional state of the software developers increased 
during the week they listened to music and decreased in 
the week they did not (Lesiuk, 2005). 

Optimism was defined by Scheier and Carver (1985) as 
one’s expectation of positive results in the future and faith 
in good outcomes. 

According to Goleman (2012), optimism and hope are 
learnable concepts; likewise despair and hopelessness. 
At the core of both concepts is self-sufficiency, meaning 
the faith that one has in one’s ability to cope and handle 
difficulties in one’s life. 

Optimism, one of the favourite concepts of positive 
psychology, has become a popular area of study among 
contemporary psychologists in the past 25 years. 
Psychologists have evaluated optimism under the 
concepts of situation-based, case-specific and hope-
related optimism, and often associated optimism with 
desirable results, without considering how optimism was 
measured. Studies on this subject on wide samples show 
that optimism has a positive effect on people’s health and 
welfare. These studies manifest longitudinal and cross-
sectional relations between optimism and personal 
wellbeing,  self-esteem,   low-level  depression,  low-level 



 

 
 
 
 
negative emotions and life satisfaction (Öztürk, 2013; 
Peterson and Park, 2004). 

Lyubomirsky (2011) stated that individuals with an 
optimistic point of view had a high level of happiness and 
life satisfaction.  

Research shows that, if the individual is expecting 
optimistic results, they make a constant effort to resolve 
the issues and expect good outcomes even under difficult 
circumstances (Güleri, 1994; Aydın and Tezer, 1991). 

The literature review found no study on the relationship 
between attitude to listening to music and the perception 
of optimism. Therefore, this study is aimed at making a 
contribution to address this deficiency in this field. The 
purpose of this study is to analyse the relationship 
between university students’ attitudes to listening to 
music and the perception of optimism. The corresponding 
results will be given below. 

For this purpose, the following research questions will 
be addressed: 
 
1. What is the attitude of university students towards 
listening to music? 
2. What is the level of optimism by university students? 
3. Is there a meaningful correlation between the attitude 
of university students towards listening to music and their 
level of optimism? 
 
 
METHODOLOGY 
 
Research design 
 
Descriptive design, which is a quantitative research method, is 
adopted in this research in order to determine the relationship 

between the attitude of university students towards listening to 
music and their level of optimism. 
 
 
Participants 

 
The study group of the research consists of 508 students aged 19-
25 who studied at Aksaray University in the 2012-13 academic 
year. Simple random sampling is used.  

 
 
Data collection and analysis 

 
In this piece of study, the “Attitude Scale for Listening to Music” and 
the “Optimism Scale”, which were developed by the researcher, are 
used for measurement. 

 
 
Research instruments 

 
The “Attitude Scale for Listening to Music” developed by the resear-
cher as an assessment tool in 21 questions was pre-implemented 
on 200 participants, and those with a correlation value below 30 
were excluded. As a result of factor analysis, the scale was found to 
be two-dimensional in the psychological (eight items) and cognitive 

(seven items) dimensions, and the scale clarified 51% of the total 
variation. Factor load values were found to range from .558 to .799 
for dimension 1 and .408 to .751 for dimension 2. The scale 
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comprised 15 questions of a Likert-style attitudinal scale with five 
choices. The replies were sorted from positive to negative in the 
following order: “strongly agree (5)”, “considerably agree (4)”, 
“partially agree (3)”, “slightly agree (2)”, “do not agree at all (1)”. 
Reverse scoring was used in negatively-keyed items. The 
Cronbach’s alpha reliability coefficient was measured to determine 
the reliability of the scale; the results were .857 for dimension 1 and 
.829 for dimension 2.  

The “Optimism Scale” developed by the researcher through 17 
questions was pre-implemented on 200 participants, and those with 
a correlation value below 30 were excluded from further analysis. 
As a result of factor analysis, the scale was found to be single- 
dimensional and the scale clarified 44% of the total variation. Factor 

load values were between .350 and .878. The scale comprised 15 
questions of a Likert-style attitudinal scale with five choices. The 
replies were sorted from positive to negative in the following order: 
“strongly agree (5)”, “considerably agree (4)”, “partially agree (3)”, 
“slightly agree (2)”, “do not agree at all (1)”. Reverse scoring was 
used in negatively-keyed items. The Cronbach’s alpha reliability 
coefficient was measured to determine the reliability of the scale, 
and the result was .911. 
 

 
Data analysis 

 
For the statistical analysis of the data obtained from the imple-
mentation of the scales, SPSS 12.0 (Statistical Packet for the 
Social Sciences) software was used. A significance level of 0.005 
was chosen for statistical significance. In order to detect the 
relationship between the students’ attitude towards listening to 
music and their level of optimism, the Pearson product-moment 

correlation coefficient was used.  
 
 
FINDINGS AND REVIEWS 
 

Findings on the attitudinal scores of the university 
students towards listening to music 
 

As Table 1 shows, the average attitudinal score of 
university students towards listening to music was found 
to be 3.30. Therefore, we may assert that the university 
students’ attitude towards listening to music is at a 
medium level.  
 
 
Findings on university students’ level of optimism 
 
As Table 2 shows, the average score of university 
students’ perception of optimism was found to be 3.71. 
Therefore, we may assert that university students’ level of 
optimism is at medium rate.  
 
 

Findings on the relationship between university 
students’ attitude to listening to music and level of 
optimism 
 
Upon assessment of the correlation between the univer-
sity students’ attitude towards listening to music and their 
level of optimism, significant correlation was found 
between the dimension 1 of attitude towards listening to 
music and the optimism total at a level of .459, and also 
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Table 1. Attitudinal scores of the university students 
towards listening to music. 
 

 Mean Std. Deviation N 

MD1  3.55 6.49104 507 

MD2  2.85 5.52301 508 

MD  3.30 10.72055 507 
 

(MD1: attitude towards listening to music, dimension 1; MD2: 
attitude towards listening to music, dimension 2). 

 
 
 

Table 2. Scores of university students’ level of optimism. 

 

 Ave. Std. Deviation N 

Optimism   3.71 11.44565 508 

 
 
 

Table 3. Relationship between attitude to listening to music and level of optimism. 

  

 MD1 Total MD2 Total MD Total Optimism Total 

MD1 Total Pearson Correlation 1 .589
**
 .909

**
 .459

**
 

 Sig. (2-tailed)  .000 .000 .000 

 N 507 507 507 507 
      

MD2 Total Pearson Correlation .589
**
 1 .872

**
 .294

**
 

 Sig. (2-tailed) .000  .000 .000 

 N 507 508 507 508 
      

MD Total Pearson Correlation .909
**
 .872

**
 1 .430

**
 

 Sig. (2-tailed) .000 .000  .000 

 N 507 507 507 507 
      

Optimism Total Pearson Correlation .459
**
 .294

**
 .430

**
 1 

 Sig. (2-tailed) .000 .000 .000  

 N 507 508 507 508 
 

(MD1: attitude towards listening to music, dimension 1; MD2: attitude towards listening to music, dimension 2).  

 
 
 
at a level of .294 between dimension 2 and the level of 
optimism. A medium positive significant correlation at the 
level of .430 was observed between the general attitude 
towards listening to music and the level of optimism. 
Therefore, we may assert that the level of optimism has a 
positive impact on the university students’ attitude 
towards listening to music at the level of .184; and, 
likewise, their attitude towards listening to music has a 
positive impact on their level of optimism ( Table 3). 
 
 
Conclusion 
 
This research was conducted on 508 students aged 19-
25 who studied at Aksaray University in the 2012-13 
academic  year   in   order   to   determine   the  university 

students’ attitude towards listening to music and their 
level of optimism. The university students’ attitude 
towards listening to music and their level of optimism 
were found to be at medium rate. 

A significant correlation between the university 
students’ attitude towards listening to music and their 
level of optimism at the rate of .430 was observed. 
Consequently, it was concluded that the level of optimism 
has a positive impact on the university students’ attitude 
towards listening to music at the rate of .184; and, 
likewise, their attitude positively impacts on their level of 
optimism. 

Although the literature review found no study directly on 
the relationship between the attitude to listening to music 
and the level of optimism, a significant amount of 
research has been conducted on music and its relation to 



 

 
 
 
 
psychology and emotions. For instance, Lemont and 
Eerola (2011) reviewed the relationship between music 
and emotions. Getz et al. (2014) conducted research on 
the effects of stress, optimism and music training on 
listening to music and preferences. The results showed 
that a high level of stress predicted the tendency for 
listening to music, while optimistic individuals were 
emotionally more inclined to listen to music. This 
suggested that stress and optimism affect listening to 
music, even if in a negative manner. The research 
indicated that people with a music training background 
had a tendency to listen to music for cognitive reasons 
rather than emotional reasons, although their levels of 
optimism were lower and their stress levels higher. 
Miranda and Claes (2009) conducted a study on 418 
French-Canadian teenagers in order to find experimental 
evidence for how the music preferences of teenagers are 
correlated with their relationship with adults. They 
observed whether the level of depression in adolescent 
girls and their coping through listening to music is 
correlated with their level of depression, and whether or 
not they prefer metal music. They also addressed whether 
there is a correlation between the level of depression and 
coping with emotional adaptation by means of listening to 
music in teenage boys. They concluded that there is a 
correlation between high levels of depression among 
teenagers who listen to metal music and the fact that they 
choose to associate only with peers who are more 
depressed than them.  

Consequently, although it is evident that there is a 
relationship between music and people’s state of 
emotions and psychological mood, the perceptions of 
people from different environments, age, economic or 
social status may vary. Therefore, it is worth noting that 
the findings of this study are limited to the students who 
studied at Aksaray University in the 2012-13 academic 
year, and that a study conducted on a different sample 
could result in considerably different outcomes. 
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This study aims to examine primary and secondary school teachers’ creativity fostering behaviors and 
self-efficacy beliefs according to gender and subject matters taught by teachers and to investigate the 
relationships between teachers’ creativity fostering behaviors and their self-efficacy beliefs. The study 
was conducted with the participation of 120 teachers employed in primary and secondary schools in 
Ortaca District of Mugla Province. “Creativity Fostering Teacher Index Scale” (CFTIS) and “Teachers' 
Sense of Efficacy Scale” were used in data collection. Study results show a positive moderate level 
relationship between teachers’ creativity fostering behaviors and self-efficacy beliefs. It was also 
identified that gender and subject matter were not significant factors in teachers’ creativity fostering 
behaviors and teachers’ self-efficacy beliefs did not show meaningful differences based on subject 
matter taught by teachers. 
 
Key words: Creativity, self-efficacy, teacher behaviors. 

 
 
INTRODUCTION 
 
The wheel, steam engine, printing press, compass, tele-
gram, telephone, electricity, internet and thousands of 
other things are creations by human beings to improve 
their and others’ lives and to solve problems. Each of 
these creations generated important changes and deve-
lopments in the history of humanity. For instance, printing 
press initialized the renaissance and the compass started 
geographical explorations. Internet has established 
knowledge networks that practically connect the whole 
world. Today, all societies are fervently trying to create 
new, different and beneficial products with the same zest.  
Hence, “creativity” and “creative individuals” are among 
the important topics of educational systems. Bently 

defines the concept of creativity as the use of knowledge 
and skills in new forms to obtain valuable outputs (Burke, 
2007) and San (2011, p.4) defines it as “creating totally 
new things out of known materials, reaching a new and 
original synthesis and providing new solutions to 
problems”.  

According to Harris (1998), creativity is the skill to 
design or produce something novel. Creativity is not 
designing something that has not existed before. On the 
contrary, it is the skill of producing novel ideas by 
transforming, connecting and utilizing the existing ideas. 
Creativity is also an attitude. It is the skill of accepting 
transformation and innovations, the desire to play with 
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ideas and possibilities, flexibility in outlook and enjoying 
the best. Creativity is also a process which requires a 
certain amount of accumulation, time, thought and exami-
nation. Researchers have not yet reached a consensus in 
explaining the process of creativity and conceptualize the 
concept which is included in all areas of human life. 
However, in general, all definitions emphasize that 
creativity is a new, different and beneficial competence 
(Dikici and Gurol, 2003). 

Houtz and Krug stated that creativity is both a cognitive 
and affective effort and the mind constantly creates (cited 
in Fasko, 2001). Creativity is an innate quality and de-
finitely everyone has creative abilities (Harris, 1998; 
Torrance, 1987). Although it involves individual diffe-
rences, creativity is a skill that can be taught and learned 
due to its transforming nature (Sak, 2011).  

Each individual can learn how to be more creative in 
time with the help of his/her environment. School and 
classroom environment plays an important role in crea-
tivity for learners (Torrance, 1987). Creative learning 
involves finding new solutions that can generate new out-
looks to existing problems or comprehending the issues 
in more depth during the process of reconsideration and 
revision. Creativity requires the use of imagination. When 
creativity is supported in a manner to allow students to 
make connections in the whole educational system, it 
increases the use of knowledge flexibly and the capacity 
to utilize other informal learning sources. School is not a 
place where all knowledge is stored anymore but 
regarded as a place where knowledge is developed and 
reproduced (Burke, 2007). During the learning and 
teaching process, creativity is not only related to artistic 
fields such as music and art. The concept of creativity is 
found in science and social sciences as well as in other 
fields in the educational program (Moran et al., 1988; 
Burke, 2007; San, 2011). However, competitive environ-
ments, limited choices, pressure, experienced failures 
and rote learning negatively affect creativity at schools 
and creative individuals are not recognized. In study, 
Yeung et al’s study (2005) students who were identified 
by their teachers as distracted, with negative charac-
teristics and unique abilities in non-academic areas were 
found to score higher than the other students in originality 
and imagination. This result shows that academic 
achievement is emphasized more at schools and students 
cannot reflect their capacity for high level imagination in 
their school performances. Study results also show that 
conditions of schools do not meet the needs of creative 
students, some students are not given the opportunity to 
present their skills in traditional tests and exams and 
teachers may not recognize creative students in their 
classes. However, the purpose of creative teaching is to 
generate an environment in which individual differences 
are appreciated. “A creative environment” in the class-
room will develop creative thinking (Fasko, 2001). This 
environment is composed of teacher  behaviors-attitudes,  
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strategies that are used and activities (Fleith, 2000). 

Teachers carry the responsibility to provide models in 
thinking differently and change thinking styles of students 
by encouraging creativity in the best available manner. 
The most crucial part of enhancing creativity is related to 
teachers’ attitudes and behaviors towards students (Dikici 
and Gurol, 2003). Dursun and Unuvar (2011) identified 
that creativity is hindered more by teachers compared to 
parents considering the reasons associated with children, 
their families, teachers and schools in terms of fostering 
creativity. Teacher candidates also think that teachers 
play an important role in fostering creativity in students. 
Chambers found that practices by teachers such as a) 
informal classroom arrangements, b) being well prepared 
for classes, c) openness to non-traditional ideas and 
originality and rewarding creativity and d) ensuring 
student participation foster student creativity. Students 
consider these types of teachers more appropriate for 
teaching, believe that they do their jobs better and regard 
them as challenging teachers who are eager and 
intellectual (cited in Fasko, 2001). Fleith’s (2000) study 
emphasized the effectiveness of creativity fostering 
teacher behaviors such as not setting too many rules and 
not giving too much homework, providing students with 
alternatives, giving them opportunities to reveal their 
creativity, accepting students as they are and developing 
their self-confidence. Experts who participated in the 
study believed that teachers should recognize strong 
aspects of students, their interests and skills, support 
their different responses, jokes, questions and risk taking 
behaviors and provide them with various alternatives. In 
order to enhance creativity thinking in classroom 
environment, Feldhusen and Treffinger provided the 
following suggestions: a) supporting unconventional 
students’ ideas and responses, 2) meeting acceptable 
standards in supportive environments and making use of 
errors positively to allow students to understand their 
mistakes, 3) adapting students’ ideas and thoughts to 
classroom environment, 4) giving students time to think 
and develop creative ideas, 5) ensuring the existence of 
a respect between students and teachers, 6) being aware 
of the fact that creativity is multifaceted just like art, 7) 
encouraging different learning activities, 8) providing 
resources and directing learning, 9) providing freedom of 
thought and trust by creating a warm environment, 10) 
making students feel as a part of decision making 
process and providing them with options, 11) making 
them feel they are in control of  their learning and 12) 
allowing participation by all  (cited in Fasko, 2001). 
Cropley identified creativity fostering teacher behaviors 
as 1) having a socially integrative and cooperative 
teaching style, 2) encouraging students to learn freely, 3) 
motivating students to have strong foundations and 
detailed knowledge in multi-faceted learning, 4) being 
non-judgmental against ideas until they are clearly 
identified  by  students  after  sufficient  work  on  them, 5)  
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encouraging students to think flexibly, 6) encouraging 
students to make self-assessment, regarding students’ 
suggestions and questions seriously, 7) providing students 
opportunities to work with different materials, 8) helping 
students learn how to deal with failure and frustration and 
9) encouraging students to try the novel and the unfamiliar 
( cited in Dikici, 2013). 

Suggestions regarding creativity fostering teacher 
behaviors are similar in general. The scale used in this 
study to identify teachers’ support for students’ creativity 
was prepared in the framework of Cropley’s suggestions 
(Dikici, 2013). Teachers in Fleith’s (2000) study empha-
sized that creativity is hindered by exams that have time 
constraints, rigid, inflexible or massive programs and lack 
of time. Experts in the study mentioned that creativity 
hindering classroom environments are related to teacher 
behaviors that do not take students’ ideas into consi-
deration, are teacher centered and limited and do not 
allow interaction. They also emphasized the importance 
of factors such as psychological confidence, intellectual 
risk taking and providing opportunities for creative 
expressions in the assessment of creativity. 

Teachers play an important role in creativity fostering 
process based on the explanations and research findings 
in the literature. Different variables are effective on 
creativity fostering behaviors presented by teachers. One 
of these variables is the self-efficacy beliefs of teachers.  
Teacher self-efficacy can be defined as “beliefs about 
obtaining the desired outcomes in student learning even 
in cases where students are not sufficiently motivated” 
(Tschannen-Moran and Woolfolk-Hoy, 2001, 783). Self-
efficacy affects teachers’ efforts in teaching, their 
identification of goals, their level of eagerness and their 
classroom behaviors. Self-efficacy is related to teachers’ 
performance (Tschannen-Moran and Woolfolk-Hoy, 2001). 
Therefore, teachers’ judgments regarding their own pro-
fessional competencies affect their attitudes, behaviors 
and practices that support, develop or enhance creativity 
or hinder and repress it. Teachers with high self-efficacy 
levels are open to novel ideas and new methods and they 
use student centered approaches in teaching (Gorozidis 
and Papaioannou, 2011; Koc, 2013). They support 
students’ autonomy (Guvenc, 2011), are patient towards 
failure and criticize less when students make mistakes 
(Ashton and Webb, 1986, cited in Tschannen-Moran and 
Woolfolk-Hoy, 2001). They provide extra support to low 
achieving students, create students’ self-perceptions 
regarding academic skills and identify achievable goals 
(Ross, 1994, 98, cited in Woolfolk-Hoy and Burke-Spero, 
2005). They use more humanistic classroom management 
approaches (Savran-Gencer and Cakıroglu, 2007). All 
these support the creative learning environments and 
development of creative behaviors. Teachers with low 
self-efficacy levels establish more rigid rules and provide 
control based on external rewards and punishments 
(Tschannen-Moran    et     al.,     1998),    they   are  more  

 
 
 
 
authoritarian (Bandura, 1997) and have higher levels of 
burn out (Bumen, 2010). Teachers’ self-efficacy beliefs 
affect learners’ achievement, motivation and attitudes as 
well (Tschannen-Moran and Woolfolk-Hoy, 2001). 

Enhancing creative thinking skills is included among 
the objectives of educational programs implemented in 
Turkey. Teachers who are the implementers of the 
programs have important roles in realizing these objec-
tives. In this context, studies on creativity are focused 
more on teacher candidates rather than teachers (Emir et 
al., 2004; Gorgen and Karacelik, 2009; İsleyen and 
Kucuk; 2013; Gurlen and Ustundag, 2014). In their study 
that examined creativity in national educational programs, 
Summak and Aydın (2011) stated that teachers are the 
least investigated group in this context. It was found that 
studies investigating teachers’ support towards 
developing students’ creativity are limited (Dikici and 
Gurol, 2003; Yenilmez and Yolcu, 2007). It is believed 
that investigating the relationships between creativity 
fostering behaviors of teachers and self-efficacy will make 
important contributions to literature based on the theo-
retical framework explained so far.  
 
 
Purpose of the study 
 
This study aims to examine primary and secondary school 
teachers’ creativity fostering behaviors and self-efficacy 
beliefs and to investigate the relationships between tea-
chers’ creativity fostering behaviors and their self-efficacy 
beliefs. Answers to questions below were sought in line 
with this purpose: 
 
1.  What are teachers’ creativity fostering behaviors? 
2. Are there significant differences between female and 
male teachers in terms of their creativity fostering beha-
viors? 
3. Are there significant differences in creativity fostering 
behaviors between classroom teachers and subject 
matter teachers? 
4. What are teachers’ self-efficacy beliefs? 
5. Are there significant differences between female and 
male teachers in terms of their self-efficacy beliefs? 
6. Are there significant differences in self-efficacy beliefs 
between classroom teachers and subject matter 
teachers? 
7. What is the relationship between teachers’ creativity 
fostering behaviors and their self-efficacy beliefs? 
 
 
METHOD 
 
Participants 
 

The study was conducted during the first semester of 2013-2014 
academic year in Ortaca Central District of Mugla Province. A total 
of 186 teachers  are  employed in Ortaca central district primary (84  
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Table 1. Test of normality. 
 

Sub Scales df Kolmogorov-Smirnov
a Shapiro-Wilk 

Creativity  Statistic p Statistic 
Independence 120 ,263 ,00* ,876 
Integration 120 ,194 ,00* ,867 
Motivation 120 ,217 ,00* ,749 
Judgment 120 ,121 ,00* ,941 
Flexibility 120 ,120 ,00* ,908 
Evaluation 120 ,147 ,00* ,915 
Question 120 ,170 ,00* ,880 
Opportunities 120 ,152 ,00* ,901 
Frustration   120 ,218 ,00* ,827 
Total 120 ,090 ,00* ,929 
Self-efficacy     

Student Engagement 120 ,123 ,00* ,943 
Instructional Practices 120 ,121 ,00* ,907 
Classroom Management 120 ,162 ,00* ,907 
Total 120 ,122 ,00* ,908 

 

P<.05. 

 
 
 
classroom teachers) and secondary schools (102 subject matter 
teachers). The aim was to reach the whole universe; however 
teachers who did not volunteer for the study and teachers who did 
not fill their scales completely were removed from data analysis and 
data obtained form 120 teachers were used in the study. All 
participating teachers were employed in state schools and 66 
participants (55%) were females and 54 (45%) were males. 51 
participants (42.5%) were classroom teachers whereas 69 (57.5%) 
were subject matter teachers.  
 
 
Data collection tools 
 
Data were collected with the help of “Creativity Fostering Teacher 
Index Scale” (CFTIS) and “Teachers' Sense of Efficacy Scale”. Data 
collection tools were implemented on volunteer teachers. 
 
 

Teachers’ Sense of Efficacy Scale 
 
“Teachers' Sense of Efficacy Scale” developed by Tschannen-
Moran and Woolfolk-Hoy (2001) and adapted to Turkish by Capa et 
al. (2005) by undertaking validity and reliability work on the scale 
was used in the current study to collect data regarding teachers’ 
self-efficacy beliefs. Ranking between1-9 is used in the scale that 
represents the levels of “nothing, very little, some influence, quite a 

bit and a great deal”. The 9-point Likert type scale is composed of 
24 items and three sub scales. Some examples for the items in the 
sub dimensions are as follows: “How much can you do to motivate 
students who show low interest in school work? (Student 
Engagement), “How much can you gauge students’ comprehension 
of what you have taught?” (Instructional practices), “How much can 
you do to control disruptive behavior in the classroom?” (Classroom 
management). Cronbach Alpha coefficients for these sub scales are 
as follows: Self-efficacy for Student Engagement .82, Self-efficacy 
for Instructional Practices .86 and Self-efficacy for Classroom 
Management .93. The reliability coefficient for the whole test was 
found to be .93.  

Creativity Fostering Teacher Index Scale (CFTIS) 
 
Dikici (2013) adapted the “Creativity Fostering Teacher Index Scale” 
(CFTIS) developed by Soh (Soh 2000 cited in Dikici 2013) into 
Turkish and conducted validity and reliability analyses of the scale. 
The 5-point Likert type scale is composed of 33 items and 9 sub 
dimensions. Examples of sub dimensions of the scale are as 
follows: “I encourage students to show what they have learned on 
their own (Independence); “Students in my class are encouraged to 
contribute to the lesson with their ideas and suggestions” 
(Integration); “I emphasize learning the basic knowledge/skills well 
(Motivation); “I do not give my view immediately on students' ideas, 
whether I agree or disagree with them” (Judgment); “I encourage 
my students to think in different directions even if some of the ideas 
might not work (Flexibility); “I allow my students to have 
opportunities to judge for themselves whether they are right or 
wrong (Evaluation); “I listen patiently when students asked questions 
that may sound silly (Question); “I encourage my students to try out 

what they have learned from me in different situations” (Oppor-
tunities) and “I encourage my students who experience failure to 
find other possible solutions (Frustration). Cronbach Alpha co-
efficients for these sub scales are as follows: Independence, .64; 
Integration, .67; Motivation, .77; Judgment, .62; Flexibility, .69; 
Evaluation, .57;   Question, .71; Opportunities, .64  and Frustration, 
.75 and .93 for the whole test. Results of Goodness of Fit statistics 
obtained by confirmatory factor analysis in the framework of 

adaptation work undertaken by Dikici (2013) are as follows: 
GFI=.90; CFI= .95; NNFI = .95; RMSEA=.038; AGFI=.85.  These 
results support the construct validity of the Turkish version of the 
scale.  
 
 
Data analysis 
 
Distribution of data was examined in the study as the first step. 

Table 1 presents the results of Kolmogorov-Smirnov and Shapiro-
Wilk tests implemented to test whether data obtained from the 
working group show normal distribution.  
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Examination of Table 1 shows that data do not show normal distri-
bution. Therefore, non-parametric tests were utilized in the study. 
Mann Whitney U-Test was used to test whether scores obtained for 

the independent group show significant differences and Spearman 
correlation coefficient was used for correlated measures. 
 
 

FINDINGS 
 

Table 2 presents arithmetic means and standard 
deviations calculated to identify classroom and subject 
matter teachers’ perceptions regarding creativity fostering 
behaviors.  

According to Table 2, teachers’ creativity fostering 
behaviors have scores above average in all sub scales 
and in total. 

As Table 3 shows, mean rank and total scores for 
female teachers regarding creativity fostering behaviors 
are higher than those of male teachers in all dimensions 
except judgment. However, Mann-Whitney U test results 
show no significant differences between female and male 
teachers’ creativity fostering behaviors. 

Table 4 shows that classroom teachers’ scores in 
creativity fostering behaviors are higher in independence, 
integration, motivation, question, frustration dimensions 
and in terms of mean rank and in total compared to 
subject matter teachers. Subject matter teachers’ scores 
in judgment, flexibility, evaluation and opportunities 
dimensions and their mean ranks and total scores 
arehigher than those of classroom teachers. However, 
Mann-Whitney U test results show no significant diffe-
rences between classroom and subject matter teachers 
in terms of creativity fostering behaviors.  

Table 5 presents the arithmetic means and standard 
deviations for sub dimensions calculated in order to 
determine classroom and subject matter teachers’ self-
efficacy beliefs.  

According to Table 5, teachers’ self-efficacy belief  
scores are above average in all sub dimensions and in 
total although they are somewhat lower in student 
engagement dimension (=7,21).   

According to Table 6, female teachers’ scores for self-
efficacy beliefs, their mean ranks and totals are lower 
than those of male teachers. Mann-Whitney U Test was 
utilized to test for significance of the difference in scores 
and no meaningful differences were detected between 
male and female teachers’ perceptions regarding their 
self-efficacy.  

Examination of Table 7 presents that scores, mean 
ranks and total scores of classroom teachers in terms of 
self-efficacy are higher than those of subject matter 
teachers. -Whitney U Test was utilized to test for 
significance of the difference in scores and meaningful 
differences were detected in favor of classroom teachers 
regarding self-efficacy. 

Table 8 presents the Spearman Correlation coefficients 
calculated to display the relationships between teachers’  

 
 
 
 
creativity fostering behaviors and their self-efficacy 
beliefs.  

As shown in Table 8, a positive relationship exists 
between teachers’ creativity fostering behaviors and self-
efficacy perceptions in all dimensions. A medium level 
relationship exists between all sub dimensions of creativity 
fostering behaviors by teachers and student engagement 
self-efficacy beliefs. There is also a medium level 
relationship between all sub scales of creativity fostering 
behaviors except evaluation sub scale and instructional 
strategies sub scale. There is low level relationship 
between judgment, flexibility, evaluation, question and 
opportunities sub scales of creative fostering behaviors 
and classroom management sub scale of self-efficacy. 
There is also a low level relationship between flexibility, 
evaluation and question sub scales of creativity fostering 
behaviors and total self-efficacy perceptions and these 
sub scales have medium level relationships with the other 
sub scales.   
 
 
DISCUSSION  
 

This study aims to examine primary and secondary 
school teachers’ creativity fostering behaviors and self-
efficacy beliefs according to gender and subject matters 
taught by teachers and to investigate the relationships 
between teachers’ creativity fostering behaviors and their 
self-efficacy beliefs. Study results show that in general, 
teachers’ creativity fostering behaviors are positive in all 
sub dimensions and in total and that no significant diffe-
rences exist based on gender and subject matter taught 
by teachers. In his studies on primary and secondary 
school teachers, novice teacher and teacher candidates, 
Dikici (2014) also identified that there are no significant 
differences in creativity fostering behaviors based on 
gender. In the context of subject matter, he identified that 
creativity fostering behaviors of secondary school subject 
matter teachers are higher than those of classroom 
teachers employed in primary schools and there are no 
differences between novice teachers and teacher candi-
dates in terms of creativity fostering behaviors. In their 
study which examined the effects of attitudes and 
behaviors of classroom teachers and Mathematics tea-
chers employed in primary schools on the development 
of creative thinking skills in students, Yenilmez and Yolcu 
(2007) found no significant differences in terms of gender, 
seniority and subject matter variables. These results are 
parallel to the results of the current study in general. 
Studies in Turkey mostly examined the creativity levels of 
teacher candidates. It is crucial for teachers to be 
creative and think creatively in order to develop creativity 
in students (Emir et al., 2004; Summak and Aydın, 2011). 
In this context, it is believed that investigating the studies 
that focus on teacher candidates’ creativity will be 
beneficial. Literature presents studies that both point to 
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Table 2. Descriptive Statistics for teacher perceptions regarding creativity fostering 
behaviors. 
 

Sub Scales N  SS Minimum Maximum 

Independence 120 4,31 ,55 2,50 5,00 

Integration 120 4,41 ,48 1,00 2,00 
Motivation 120 4,56 ,54 1,33 5,00 
Judgment 120 4,07 ,54 2,00 5,00 
Flexibility 120 4,31 ,53 2,00 5,00 
Evaluation 120 4,19 ,63 2,67 5,00 

Question 120 4,49 ,48 2,75 5,00 

Opportunities  120 4,44 ,49 2,75 5,00 
Frustration 120 4,55 ,52 2,40 5,00 
Total 120 4,37 ,39 2,36 5,00 

 
 
 
 

Table 3. Mann-Whitney U test results regarding teachers’ creativity fostering behaviors based on gender.  
 

Dimension Gender n Mean Rank Rank Sum U p 

Independence 
Female 

Male 

66 

54 

62,41 

58,17 

4119,0 

3141,0 
1656,0 ,48 

       

Integration 
Female 

Male 

66 

54 

61,95 

58,73 

4088,5 

3171,5 
1686,5 ,60 

       

Motivation 
Female 

Male 

66 

54 

61,86 

58,83 

4083,0 

3177,0 
1692,0 ,61 

       

Judgment 
Female 

Male 

66 

54 

59,95 

61,18 

3956,5 

3303,5 
1745,5 ,84 

       

Flexibility 
Female 

Male 

66 

54 

60,81 

60,12 

4013,5 

3246,5 
1761,5 ,91 

       

Evaluation 
Female 

Male 

66 

54 

65,17 

54,80 

4301,0 

2959,0 
1474,0 ,09 

       

Question 
Female 

Male 

66 

54 

63,08 

57,35 

4163,0 

3097,0 
1612,0 ,35 

       

Opportunities 
Female 

Male 

66 

54 

62,86 

57,61 

4149,0 

3111,0 
1626,0 ,40 

       

Frustration 
Female 

Male 

66 

54 

64,13 

56,06 

4232,5 

3027,5 
1542,5 ,19 

       

Total 
Female 

Male 

66 

54 

63,17 

57,23 

4169,5 

3090,5 
1605,5 ,35 
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Table 4. Mann-Whitney U test results for teachers’ creativity fostering behaviors based on subject matter. 
 

Sub dimension Subject matter n Mean rank Rank sum U p 

Independence 
Classroom 

Subject Matter 

51 

69 

63,39 

58,36 

3233,0 

4027,0 
1612,0 ,41 

       

Integration 
Classroom 

Subject Matter 

51 

69 

63,33 

58,41 

3230,0 

4030,0 
1615,0 ,43 

       

Motivation 
Classroom 

Subject Matter 

51 

69 

65,25 

56,99 

3328,0 

3932,0 
1517,0 ,17 

       

Judgment 
Classroom 

Subject Matter 

51 

69 

56,89 

63,17 

2901,5 

4358,5 
1575,5 ,32 

       

Flexibility 
Classroom 

Subject Matter 

51 

69 

55,79 

63,98 

2845,5 

4414,5 
1519,5 ,19 

       

Evaluation 
Classroom 

Subject Matter 

51 

69 

57,14 

62,99 

2914,0 

4346,0 
1588,0 ,35 

       

Question 
Classroom 

Subject Matter 

51 

69 

64,21 

57,76 

3274,5 

3985,5 
1570,5 ,30 

       

Opportunities 
Classroom 

Subject Matter 

51 

69 

56,62 

63,37 

2887,5 

4372,5 
1561,5 ,28 

       

Frustration 
Classroom 

Subject Matter 

51 

69 

65,40 

56,88 

3335,5 

3924,5 
1509,5 ,17 

       

Total 
Classroom 

Subject Matter 

51 

69 

60,58 

60,44 

3089,5 

4170,5 
1755,5 ,98 

 
 
 

Table 5. Descriptive statistics for teachers’ self-efficacy beliefs. 
  

Sub Scales n  SS Minimum Maximum 
Student Engagement 120 7,21 ,99 3,63 9,00 
Instructional Strategies 120 7,60 ,99 4,00 9,00 
Classroom Management  120 7,55 1,05 4,25 9,00 
Total self-efficacy 120 7,45 ,95 4,13 9,00 

 
 
 
significant (İsleyen and Kucuk, 2013; Duman et al., 2014) 
and insignificant differences (Emir et al., 2004; Gorgen 
and Karacelik, 2009) in the creativity levels of teacher 
candidates based on departments they attend. Different 
results were obtained in studies that focus on teacher 
candidates’ creativity levels based on gender. Duman et 
al. (2014) and İsleyen and Kucuk (2013) found that 
creativity levels of teacher candidates did not show 
meaningful differences according to gender whereas Gok 

and Erdogan (2011) determined that creativity of female 
teacher candidates were higher. In their research that 
examined the studies on creativity in national educational 
programs, Summak and Aydın (2011) found that gender 
does not have a significant effect on teacher candidates’ 
creativity levels in general. The current study also iden-
tified that gender of the teachers do not have significant 
differences on creativity fostering behaviors.  

Teacher  candidates’  creativity  levels  differ  based  on 
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Table 6. Mann-Whitney U test results for teachers’ self-efficacy beliefs based on gender . 
 

Dimension Gender n Mean Rank Rank Sum U p 

Student Engagement 
Female 

Male 

66 

54 

56,27 

65,68 

3713,5 

3546,5 
1502,5 ,14 

       

Instructional Strategies 
Female 

Male 

66 

54 

56,83 

64,99 

3750,5 

3509,5 
1539,5 ,20 

       

Classroom Management 
Female 

Male 

66 

54 

58,64 

62,77 

3870,5 

3389,5 
1659,5 ,51 

       

Total self-efficacy 
Female 

Male 

66 

54 

57,35 

64,35 

3785,0 

3475,0 
1574,0 ,27 

 
 
 

Table 7. Mann-Whitney U test results for teachers’ self-efficacy beliefs based on subject matter. 

  

Dimension Subject matter n Mean rank Rank sum U p 

Student Engagement 
Classroom 

Subject Matter 

51 

69 

70,09 

53,41 

3574,5 
3685,5 

1270,5 ,00* 

       

Instructional Strategies 
Classroom 

Subject Matter 

51 

69 

67,12 

55,61 

3423,0 
3837,0 

1422,0 ,07 

       

Classroom Management 
Classroom 

Subject Matter 

51 

69 

68,91 

54,28 

3514,5 
3745,0 

1330,5 ,02* 

       

Total self-efficacy 
Classroom 

Subject matter 

51 

69 

69,79 

53,63 

3559,5 
3700,5 

1285,5 ,01* 

 
 
 

Table 8. Spearman correlation coefficients for teacher perceptions regarding their creativity 

fostering behaviors and self-efficacy beliefs. 
 

Dimensions 
Students’ 

engagement 
Instructional 

strategies 
Classroom 

management 
Total 

Independence .47* .45* .36* .45* 

Integration .45* .41* .30* .40* 
Motivation .41* .43* .34* .42* 

Judgment .36* .33* .26* .33* 
Flexibility .30* .34* .16 .27* 

Evaluation .31* .27* .14 .25* 
Question .31* .31* .21* .29* 

Opportunities .34* .35* .28* .34* 
Frustration .45* .38* .31* .41* 

Total .50* .49* .33* .46* 
 

* p<,.05. 
 
 
 

subject matters. Considering the fact that these results 
are about teacher candidates, it will be beneficial to take 
into consideration the data from classroom implemen-
tations   of    active    teachers,    students    and   in-class 

observations in order to make healthier interpretations 
about fostering creativity. 
 Current study identified that self-efficacy beliefs of tea-
chers are generally high. There  are  studies  in  literature  
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with parallel results (Baykara, 2011; Guvenc, 2011; 
Tabancalı and Celik, 2013). Current study determined 
that self-efficacy beliefs of teachers are somewhat lower 
in students’ engagement dimension. There are studies in 
literature that support this finding (Baykara, 2011; 
Guvenc, 2011). Current study also presented the finding 
that teachers’ self-efficacy beliefs do not show significant 
differences according to gender.  

This result is parallel to the findings of Yılmaz and 
Bokeoglu (2008) and Bumen (2009). Study results that 
show no significant differences between male and female 
teacher candidates’ self-efficacy beliefs also support this 
finding (Baykara, 2011; Tabancalı and Celik, 2013). 
However, there are studies that indicate males have 
higher self-efficacy among teacher candidates 
(Saracaoglu et al., 2013; Elkatmıs et al., 2013) and 
among classroom teachers (Korkut and Babaoglan, 2012) 
and females have higher elf-efficacy among teacher in 
vocational schools (Ekici, 2006). As we can see, study 
results are varied. Therefore, it is rather difficult to make 
generalizations about self-efficacy levels of teachers 
based on gender. 

Current study identified meaningful differences in self-
efficacy beliefs of teachers based on subject matter. 
Student engagement, classroom management and total 
self-efficacy beliefs of classroom teachers are higher than 
those of subject matter teachers. Bumen (2009) also 
found that classroom teachers’ student engagement self-
efficacy beliefs were higher than those of subject matter 
teachers. Yılmaz and Bokeoglu (2008) stated that no 
significant differences existed between classroom and 
subject matter teachers in terms of self-efficacy. Results 
that found no differences in self-efficacy based on subject 
matter were also obtained in studies conducted on 
teacher candidates (Elkatmıs et al., 2013; Saracaoglu et 
al., 2013). However, Cakır et al. (2006) identified that 
self-efficacy beliefs of teacher candidates in social areas 
were higher than those of Science and Mathematics and 
Gurbuzturk and Sad (2009) stated that Art, Music and 
Classroom teacher candidates in had higher self-efficacy 
beliefs compared to teacher candidates in Science, 
mathematics and English departments. As we can see, 
research findings on the relationships between teacher 
self-efficacy and subject matter are also varied and 
making generalizations is hard. 
 The study determined a positive relationship between 
teachers’ creativity fostering behaviors and their self-
efficacy beliefs. In other words, teachers who feel more 
competent display more creativity fostering behaviors. 
Results in literature showing that teachers with high self-
efficacy levels have high autonomy supports are similar 
to the findings of the current study (Guvenc, 2011). 
Autonomous teachers create an atmosphere in their 
classrooms suitable for developing student creativity and 
allowing students to display creative behaviors. Selection, 
internal   rewards,   emotional   support,  questioning  and  

 
 
 
 
answering student questions can be given as examples 
of autonomous teacher behaviors (Stefanou et al., 2004; 
Reeve, 2006). Research findings regarding positive 
effects of high self-efficacy on positive learning outputs 
and findings about the positive effects of teachers with 
high self-efficacy on the teaching process also support 
the findings of this study (Tschannen-Moran and 
Woolfolk-Hoy, 2001; Savran-Gencer and Cakıroglu, 2007; 
Gorozidis and Papaioannou, 2011; Koc, 2013). Positive 
relationships identified between teachers’ self-efficacy 
beliefs and creativity fostering behaviors are not sur-
prising.  However, the data regarding teachers’ self-
efficacy beliefs and creativity fostering behaviors were 
obtained from teachers’ views.  
 
 
RECOMMENDATIONS  
 
It will be beneficial to obtain students’ views about 
teachers’ creativity fostering behaviors and provide in-
class observations to identify whether these behaviors 
are presented in classrooms. Providing teacher candi-
dates with training in environments that foster creativity 
pre-service and providing creativity training to both 
teachers and teacher candidates will positively affect their 
creativity fostering behaviors in their classrooms. In this 
context, it will be useful to undertake research that will 
investigate the contribution of pre-service programs on 
the development and support of teachers’ creative beha-
viors. Teachers’ pre-service experiences and the courses 
they take in theory and practice affect their self-efficacy. 
Therefore, it will be beneficial to organize pre-service 
programs to allow development of positive self-efficacy in 
teacher candidates. During active service, school of 
employment and support provided by parents and 
students affect their self-efficacy levels. It is crucial that 
school administrators provide the necessary conditions to 
develop organizational creativity and inform parents 
through school management, guidance teachers, class-
room teachers and public service announcements about 
the need for not evacuating students and teachers solely 
on exam results. Spacing the placement exams in a 
lengthier process will help diminishing these pressures 
and the possibility for displaying creativity fostering 
behaviors in classrooms will increase for teachers. This 
study examined the relationships between primary and 
secondary school teachers’ creativity fostering behaviors 
and their self-efficacy beliefs, gender and subject matter. 
It will be beneficial to investigate teachers’ creativity 
fostering behaviors in different educational levels with 
different samples and different variables.  
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The aim of this study is to determine the effects of the drama method on speaking anxieties of pre-
service teachers and their opinions about the method. In the study, mixed method including 
experimental design, quantitative, and basic qualitative research was used. The study was carried out 
with 77 first grade students from day-time and evening education programs at Kazım Karabekir Faculty 
of Education, Atatürk University. Speaking Anxiety Scale (SAS), developed by Sevim, was used to 
collect the data of the study. Paired and Independent Samples t-tests were used for the analysis of the 
research data. The results of the study revealed that the drama method was more effective for students 
than the activities carried out according to the present curriculum to control their speaking anxieties.  
 
Key words: Drama method, pre-service teachers, speaking anxiety, effects of drama method. 

 
 
INTRODUCTION 
 
What makes humans different from other living creations 
is their ability to think. The thinking humans want to share 
their needs, wishes, thoughts, dreams, sadness and 
happiness with the members of the society or the group 
they belong to. Speaking is the language ability which 
allows humans to express what they know, think and feel 
in the shortest way. While the speaking ability is an 
inborn talent, it is also possible to learn and develop it in 
time (Clinton, 1992). This possibility is both psychological 
and physical. Because of this feature of speaking, it is 
also defined as a psychophysical process led by the 
movements of the muscles (Taser, 2001).  

Speaking is the verbal expression of plans, wishes, 
feelings and thoughts. In other words, it is the verbal 
transfer of a subject after it has been planned in the mind 
(Temizkan, 2009). Speaking is also a reflection of 

personality formation, mental development and social 
skills (Sever, 2000). Studies show that people spend 50 
to 80% of their daily lives by communicating; spend 
approximately 9% of their communication time by writing, 
30% of it by speaking and 45% of it by listening (Nalıncı, 
2000). 
 Speaking is an important skill for people to build and 
develop strong social relations (Liddicoat, 2009). If a 
person has a weak speaking skill, then his or her other 
language skills are badly affected as well. Speaking, one 
of the four communication skills, is the basis for language 
abilities. It is usually the sign of people’s educational and 
cultural levels and social status. Speaking ability, not the 
ideas, should be used effectively to build strong social 
relations (Özbay, 2003).  

Speaking plays an  important role for people to develop  
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communication and social skills. However, it may be 
affected positively or negatively by certain speaker-orien-
ted and environment-oriented anxiety factors (Sevim, 
2012). Anxiety can be defined as the state of worry or 
uneasiness whose source is not conscious but whose 
effects are felt consciously and which causes psycho-
logical and physiological tension (Kartopu, 2012). 
Excessive anxiety which starts before speaking and 
continues during the speech not only ruins all mental 
plans of an individual about their speech but also makes 
it difficult for them to express what they want to say. The 
important thing here is that individuals must be able to 
control the factors which cause their anxieties and to 
evaluate these factors positively as it is not the anxiety 
but excessive anxiety that ruins the individual’s speaking 
plan and mental design.  

While there are researchers (Alport and Haber, 1960; 
Scovel, 1978; Yaman, 2010) who claim that anxiety has a 
positive effect on an individual’s daily activities and has 
constructive functions which prepare and warn the 
individual against the negative effects of the outer world, 
there are also other researchers (Atabek, 2000) who 
mention the destructive functions of anxiety which affect 
individuals’ lives negatively and make them feel like there 
is something dangerous in their work operations, although 
there is not. Examining the results of studies on the 
relationship between anxiety and success, Scovel (1978) 
points out the difference between facilitating and debili-
tating anxiety. Facilitating anxiety encourages individuals 
to stand against the difficulties in a learning environment, 
while debilitating anxiety stimulates individuals to adopt 
avoidance behavior for the new information (Alport and 
Haber, 1960). Facilitating and debilitating anxiety factors 
have the same effect on the speaking ability. While 
individuals’ feeling excessively anxious hinders their 
speaking success, feeling adequately anxious is a factor 
which facilitates their speech.  
 Educational environments are places in which indivi-
duals are systematically presented activities developed to 
control anxiety and in which they make use of the 
facilitating side of it. Dramatization is one of the most 
effective techniques to be employed in educational 
environments to solve the anxiety problem which 
individuals very often face in daily life. The term “dramati-
zation” is derived from the verb “dran” meaning “to do” or 
“to act”. It was transferred to Turkish from French as 
“dram”. It is usually mentioned as “dramatization” in 
literature on education (Önder, 1999).  
 In the drama method, some students are performers 
and some are audiences. Students who are audiences 
experience the situations in drama. Performer students, 
however, both act and experience the events (Bilen, 
2000). Audiences watch their friends and evaluate the 
situation while performers try to get their target acquisition 
in front of a community. This increases students’ levels of 
motivation. Drama, meaning “to push”, “to do”, “to pull”, 
“to practice” and “to make”, includes  any  kind  of  activity  

Sevim          735 
 
 
 
directed towards action. This allows students to express 
themselves in the best way and gives them the chance to 
analyze the comments of their friends (Adıgüzel, 2007).  
 Using drama in educational environments improve 
students’ comprehension and communication skills and is 
also very useful in terms of helping students gain basic 
skills stated in contemporary curriculums. Students taking 
part in drama activities have the opportunity to acquire 
skills like self-confidence, self-knowledge, creative and 
critical thinking and problem solving by having fun. 
Drama prepares occasions for students to acquire these 
skills. By allowing them to use their comprehension and 
communication skills freely (Crumpler and Jasinski, 2002), 
drama helps control the anxiety factors which could 
cause a problem especially for speaking (Nixon, 1987).  
 Another important feature of drama is its being an 
effective method that can be used not only in primary and 
secondary school classes but also in pre-service teacher 
training. It is important for students that the teacher, who 
is a role model in an educational environment, uses 
speaking skills effectively (Otoshi and Heffernen, 2008) 
because the embodiment of what is taught in a class 
environment usually appears due to the teacher. It is an 
important factor for successful education on speaking 
that the teacher should express his or her thoughts 
confidently and fluently with no feeling of excessive 
anxiety (Temiz, 2013). For this reason, teachers should 
join drama activities in pre-service teacher training before 
they start working as it is considered helpful to solve 
possible anxiety problems in future.  
 The effects of drama on learning outcomes were 
studied in various fields by many researchers. When 
related literature was reviewed in terms of drama, it was 
seen that the effects of the drama method on developing 
(Kırmızı, 2008) students’ listening skills (Köklü, 2003), 
emotional intelligence (Özdemir, 2003), writing skills 
(Karakus, 2000; Kara, 2011), creative thinking skills 
(Kara, 2000), imaginative languages skills (Cebi, 1996), 
comprehension skills were examined. It was also seen 
that there were studies carried out to examine the effects 
of drama on speaking abilities of pre-service teachers 
(Aykac and Cetinkaya, 2013; Oztürk, 1997; Tümtürk, 
2000). However, when studies based on drama were 
taken into consideration in general, it was seen that there 
was no research conducted to examine the effects of 
drama on speaking anxieties of pre-service teachers. The 
aim of this study was to investigate the effects of the 
drama method on speaking anxieties of pre-service 
teachers. In line with this purpose, the following research 
questions were directed in the study: 
 
1. When compared within and between groups, is there a 
significant difference between the pretest speaking 
anxiety mean scores of the control group the current 
curriculum was applied to and those of the experimental 
group creative drama was applied to? 
2. When  compared within groups and between groups, is  
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there a significant difference between the protest spea-
king anxiety mean scores of the control group the current 
curriculum was applied to and those of the experimental 
group creative drama was applied to? 
3. What are the experimental group of pre-service tea-
chers’ views about drama application? 
 
 
METHODOLOGY 

 
Design of the study 
 

This study examining the effects of the drama method on speaking 
anxiety was modeled based on the quasi-experimental design used 
in quantitative studies. While matching the two groups that took the 
course of Oral Communication, the participants’ average academic 
achievement scores in the previous academic term and their 
average pretest speaking anxiety scores were taken into account. It 
was seen according to the results of the independent samples t-test 
that the groups were close to each other in terms of both success 
levels and speaking anxiety levels. Thus, on random basis, one of 
the groups was determined as the control group, and the other as 
the experimental group was. Such quasi-experimental designs used 
in studies are called matched designs (Büyüköztürk and et al., 
2010: 206).  

 
 
Study group 

 

The study was conducted with 77 students who took the course of 
Oral Communication in the Department of Turkish Language 
Education at Kazım Karabekir Faculty of Education, Atatürk 
University in the spring term of the academic year of 2012-2013. 
The experimental group consisted of 44 freshman students who 
took daytime education, while the control group was made up of 43 
freshman students who took evening education.  

 
 
Data collection 
 
The data were collected via the “Speaking Anxiety Scale (SAS)” 
developed by Sevim (2012) and via the Drama Activities Interview 
Form (DAIF) prepared by the researcher.  

SAS included 20 items structured according to a five-point Likert-
type scale (“1” Never, “2” Rarely, “3” Sometimes, “4” Usually, “5” 
Always). The scale was checked in terms of its content validity and 

construct validity. Exploratory factor analysis, item-total correlation 
coefficient and item discrimination were used for construct validity. 
Following these studies, it was found out that the scale items were 
grouped under three factors. The difference between the scores of 
the bottom (27%) and top (27%) was analyzed by conducting t-test. 
The results revealed that the internal consistency of the items was 
high. The Cronbach alpha reliability coefficient was used to check 
the reliability of the scale, and it was calculated as 0.912. 
Accordingly, it could be stated that the scale was really reliable. The 
highest and lowest scores that could be taken from the scale 
ranged between 20 and 100. SAS was applied to the experimental 
and control groups both before and after the application. The study 
lasted for 12 weeks.  
 DAIF, developed by the researcher, was used to determine the 
pre-service teachers’ views about drama activities. In the develop-
ment process of DAIF, the related literature was reviewed, and an 
item pool consisting of 8 questions was created. Two faculty 

member experts in the field of Turkish Language Education and 
one faculty member expert in the field of assessment and evaluation 
were   asked   for   their  views.  As  a  result,  four  questions  were  

 
 
 
 
excluded from the item pool. The remaining questions were directed 
to the pre-service teachers during the semi-structured interviews. 
All 44 students of the experimental group were inter-viewed and the 
timing of each interview was approximately 6-8 min.  

The course of Oral Communication was conducted according to 
the current curriculum in the control group to determine the effects 
of the drama method on the speaking anxiety of the students. The 
process followed in the study was as follows:  
 
1. SAS, developed by Sevim (2012) to measure the effects of the 
drama method on the students, was applied as pretest to the 
freshmen students taking daytime classes and to those taking 
evening classes in the Department of Turkish Language Teaching. 

The data collected from the pretest were compared with the 
independent samples t-test to determine if there was a significant 
difference between the groups. The results revealed no significant 
difference between the groups in terms of average anxiety scores. 
The students who took daytime education were determined as the 
experimental group, and those taking evening education were 
defined as the control group in accordance with the quasi-
experimental design.  
2. The students were provided with basic information about drama 

to meet their needs for theoretical information about drama during 
the first two weeks (Four hours in total). During these presentations, 
the students focused on things they should pay attention to during 
the drama activities, and the students were provided with answers 
to their questions regarding the activities. After the students were 
basically informed about drama, the weeks during which the groups 
were expected to perform their plays were determined randomly.  
3. The students in the experimental group were asked to create 
groups with which they would work together for 12 weeks. The 

groups were limited to 10 students. There was no intervention by 
the researcher while the experimental group students were 
determining the groups. The students reached an agreement among 
themselves and created 10 groups with which they would work 
together during the study. The researcher monitored the process of 
grouping.  
4. The drama groups made use of the creative writing technique 
while preparing their plays. After they wrote their scenarios, a copy 

of those scenarios was presented to the researcher at the end of 
the drama activity. While the drama groups stuck to the scenarios 
they wrote, they also made use of the improvisations depending on 
the flow of the play.   
5. When the drama groups chose their subject for their plays, the 
researcher did not make any intervention. The basic reason was 
not to restrict the creative and free thinking of the students.  
6. When and which drama group will perform their plays were 
determined by drawing lots among the groups. After drawing lots, 
each group continued their work until it was their turn to perform. 
Every week a performance was done, and after each performance, 
all drama groups came together and criticized the play of that week. 
In this way, all drama groups took part in the drama activity. All the 
drama groups provided the researcher with a drama report 
mentioning the experiences of the students in drama groups and a 
CD on which the plays were recorded. It took 10 weeks (20 class 
hours) for all drama groups to perform their plays they prepared.  
7. The instructional activities in the control group were conducted 
according to the learning contents of the course of Oral 
Communications in the current curriculum for 12 weeks (24 class 
hours).  
8. At the end of 12 weeks, SAS was applied as posttest to the 
experimental and control groups, and the study was ended.  
 
 
Data analysis 

 
Speaking anxiety levels of the students in the experimental and 
control groups were determined according to the evaluation interval  
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Table 1. Evaluation intervals of arithmetic average of speaking anxiety scores. 
 

Coefficient range Score range Classification Comment 

1.00–1.80 20-36 Never 
Low anxiety 

1.81–2.60 37-52 Slightly 

2.61–3.40 53-68 Sometimes  

3.41–4.20 69-84 Often 
High anxiety 

4.21–5.00 85-100 Always 

 
 
 

Table 2. Results of the comparison of the pretest speaking 

anxiety scores of the experimental and control groups. 
 

Pretest N   ss t p 

Experimental group 44 70,95 8,448 ,427 ,67 

Control group 43 70,16 9,247   

 
 
 
prepared based on the evaluation interval of arithmetic averages, 
which was created by Bascı and Gündogdu (2011). In this evalua-
tion interval, each coefficient was calculated as 0.80, and the score 
interval was found to be 16 (Table 1).  
 In the data analysis, the pretest and posttest scores were 
examined to determine if they had a normal distribution, and the 
tests to be used were determined. As the number of the participants 
was lower than 50, Shapiro-Wilks normality test was used. The 
results of Shapiro-Wilks test showed that the research data 
demonstrated a normal distribution. For the analysis of the pretest 
and posttest data gathered from the Speaking Anxiety Scale applied 
to the students, paired samples t-test was used for comparisons 
within groups, while independent samples t-test was used for 
comparisons between the groups.  
 For the analysis of the data collected via DAIF, the descriptive 

analysis method, one of qualitative research data analysis 
techniques, was used. The responses of the pre-service teachers to 
each question in the form were examined within the context of the 
related question, and codes were created. Following this, these 
interrelated codes were gathered in an upper-theme and expressed 
in tables with frequencies and percentages.  
 
 
FINDINGS 
 

Findings related to the comparison of the pretest 
speaking anxiety mean scores of the experimental 
and control groups  
 

The pretest speaking anxiety scores of the experimental 
group the drama method was applied to and those of the 
control group the current curriculum was applied to were 
analyzed with independent samples t-test. As a result, no 
significant difference was found between the groups (t: 
.427; p (0.67) > 0.05).  
 When the results presented in Table 2 were examined, 
it was seen that the pretest speaking anxiety mean score 
of the experimental group was 70.95 and that it was 
70.16 for the control group. This shows that the groups 
had similar features in terms of  speaking  anxiety  at  the 

beginning of the study. When the mean scores of the 
groups were taken into account, it was seen that the 
groups had a high level of speaking anxiety in the initial 
phase of the study.  
 
 
Findings related to the comparison of the pretest and 
posttest speaking anxiety mean scores of the 
students in the control group 
 
The teaching process was conducted in accordance with 
the current curriculum based on the learning contents of 
the course of Oral Communications, and statistical 
analysis was conducted to understand the effects of this 
teaching process on the speaking anxiety of the students 
in the control group as can be seen in Table 3.  

When the results presented in Table 3 were taken into 
consideration, it was seen that there was no significant 
difference between the pretest and posttest speaking 
anxiety mean scores of the control group (t: 1,758; p 
(0,08) > 0.05). Depending on the pretest and posttest 
speaking anxiety mean scores, it could be stated that the 
speaking anxiety level of the students in the control group 
was high although the application period decreased the 
anxieties of the students for about 3 points and that the 
current curriculum was not significantly effective in 
solving the speaking anxiety problem.  
 
 
Findings related to the comparison of the pretest and 
posttest speaking anxiety mean scores of the 
students in the experimental group 
 
The results of the paired sample t-test which was 
conducted to determine the effects of the drama method 
on the speaking anxiety of the students in the 
experimental group can be seen in Table 4.  
 When the data presented in Table 4 were examined, it 
was seen that there was a significant difference in favor 
of posttest between the pretest and posttest speaking 
anxiety mean scores of the experimental group (t: 9,666; 
p (0.00) < 0.05). Based on the pretest and posttest 
speaking anxiety mean scores, it could be stated that the 
application period had considerable influence on the 
students in the experimental group and that the pretest 
speaking   anxiety   mean   score  was  high  prior  to  the 
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Table 3. Results of the comparison of the pretest 
speaking anxiety mean scores of the control group. 
 

Control group N   ss t p 

Pretest 43 70,16 9,297 1,758 ,08 

Posttest 43 68,56 5,857   

 
 
 
Table 4. Results of the comparison of the pretest speaking 
anxiety mean scores of the experimental group. 
  

Experimental group N   ss t p 

Pretest 44 70,98 8,448 9,666 ,000 

Posttest 44 63,82 6,322   

 
 
 

Table 5. Results of the comparison of the posttest speaking 

anxiety mean scores of the experimental and control groups. 
 

Posttest N   ss t p 

Experimental group 44 63,82 6,322 -3,629 ,000 

Control group 43 68,56 5,857   

 
 
 

application yet gradually lower following the application of 
the drama method.  
 
 
Findings related to the comparison of the posttest 
speaking anxiety mean scores of the experimental 
and control groups  
 
The posttest speaking anxiety mean score of the control 
group the course subjects of Oral Communication were 
taught in accordance with the current curriculum and the 
posttest speaking anxiety mean score of the experimental 
group the subjects were taught with the drama method 
are presented in Table 5.  

When Table 5 was examined, it was seen that there 
was a significant difference in favor of the experimental 
group between the posttest speaking anxiety mean 
grades of the control and experimental groups (t: -3,629; 
p (0.00) < 0.05). It was seen that there was a 5-point 
difference between the speaking anxiety mean scores of 
the experimental and control groups. This shows that the 
drama method was much more effective in normalizing 
the speaking anxiety of the students.  
 
 
The experimental group pre-service teachers’ views 
about the drama activities 
 
Table 6 presents the findings regarding the pre-service 
teachers’ responses to the first question  in  the  interview  

 
 
 
 
form: “What are the differences between the activities 
carried out according to the drama method and the 
previous class activities?” 
 When Table 6 was examined, it was seen that the pre-
service teachers focused on the features of drama like 
especially its being interesting and its creating a free and 
sincere atmosphere with a high attendance. These 
features of drama have made the prospective teachers 
attend to the process actively and also have given them 
the opportunities to use the effective communication 
skills. The natural feature of drama activities which 
makes it obligatory to use the oral communication skills 
effectively has been an important factor to normalize the 
speaking anxiety of the prospective teachers. The 
opinions of the Participant 23 related to the fact that 
drama activities create an interesting and free atmosphere 
are:  
 
“The attention of all the class was directed at the play 
when the drama activities were done in the class. We 
were really having a lot of fun while watching the plays 
our friends prepared. All drama groups were able to write 
plays about any subject they wanted. There were also no 
restrictions when the plays were performed. I put into 
words and experienced most of the things that I thought 
of but couldn’t say in my own play” (Participant 23).  
  
Findings related to the answers of the prospective 
teachers to the second item in the interview form “How 
has this teaching period affected your communication 
with your friends?” are shown in Table 7.  
 When Table 7 is studied, it is seen that the shyness 
which is common in the speaking anxiety of the pro-
spective teachers has decreased and is understood that 
the prospective teachers believe drama has important 
effects on expressing the opinions freely. The opinions of 
the prospective teachers related to the second questions 
can be thought as the reflections of the drama activities 
on the communication the individual had after they were 
done according to the drama principles. The opinions of 
the Participant 17 related to the second question in the 
interview form are:  
 

“There were times I was very surprised during the drama 
activities. I witnessed that some of my friends displayed 
performances which I wouldn’t expect of them. I have 
never thought that especially M…… would be such a 
sociable person who expresses himself very easily, 
because M……. is normally a very shy person who talks 
little. That is true for all my friends like him. During the 
plays, some of my friends were like different people.” 
(Participant 17) 
 

Findings related to the answers of the prospective 
teachers to the third item in the interview form “Do you 
think drama activities have improved you about your 
future job? If yes, how?” are shown in Table 8.  

When Table 8 is examined, it is  seen  that  prospective 
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Table 6. Findings obtained via the first interview question. 
 

 F 

1. Drama activities are more interesting 33 

2. Drama activities are conducted in a free atmosphere 25 

3. Drama activities are conducted in a more sincere atmosphere 21 

4. The attendance was higher during the drama activities 20 

5. The students are aware that lessons are being taught 14 

6. The process is in the control of the students during drama activities 13 

7. Drama activities are for creativity 9 

8. What drama activities teach is more permanent 7 

9. Drama activities are not boring 5 

Total 147 

 
 
 

Table 7. Findings obtained from the second interview question. 

 

 F 

1. Decrease in shy attitudes 28 

2. The expression of opinions freely 26 

3. Getting together very often for drama rehearsals 15 

4. Enjoyable process of scenario writing 13 

5. Looking for solutions together to the problems confronted during the rehearsals 12 

6. Respecting the opinion of each group member 10 

7. Tolerating the critics of the other students in the class 9 

8. Development of the empathy skill 7 

9. Increase in the sincerity of the relations 4 

10. Increase in the shared experiences 3 

Total 127 

 
 
 

Table 8. Findings obtained from the third interview question. 
 

 F 

1. The management of the process effectively 23 

2. The expression of the opinions freely 20 

3. The development of different views 18 

4. The acquisition of planned studying skills 17 

5. The development of empathy skills 10 

6. Creating solutions after problems are detected 6 

7. Awareness of the value of each opinion 4 

8. Effective use of body language 3 

9. Development of assessment skills 1 

Total 102 

 
 
 

teachers believe drama method was effective in deve-
loping occupational skills like process management which 
is an important skill in teaching, expression of ideas 
effectively, having different views to things and the habit 
of planned studying. The opinions of the Participant 31 
related to the third question in the interview form are: 
 

“I believe it was a great idea to create drama groups. The  

cooperative working while writing the scenario and 
dealing with the technical issues related to the play 
relieved us. All the period from the writing of the scenario 
to the performance of it was planned by the group 
members. Sometimes, there were serious discussions. 
However, nobody was silenced or isolated during these 
discussions. I tried to understand my friends even when I 
was really angry and depressed. Then, I applied the 
things I had never applied before to my drama work” 
(Participant 31).  

 
Table 9 presents the findings related to the answers of 
the prospective teachers to the fourth item in the 
interview form “How would you evaluate yourself after 
participating in the drama activities?”:  
 When Table 9 was examined, it was seen that the pre-
service teachers defined themselves after the drama 
activities as free, self-confident, comfortable, creative, 
dreamer, aware of feelings and problem solver. Regarding 
the fourth question in the interview form, the opinions of 
the Participant-5 were: 
 
“I had a feeling of fear at first when they told us that we 
would  have some drama activities in class because I had 
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Table 9. Findings obtained via the forth interview 
question. 

 

 f 

1. Free 26 

2. Self-confident 23 

3. Comfortable 20 

4. Creative 18 

5. Dreamer 17 

6. Aware of feelings 14 

7. Problem solver 12 

8. Critical thinker 8 

9. Tolerant 5 

10. Interested in subjects 4 

11. Cooperative 2 

Total 149 

 
 
 
never done that before. I noticed that my friends liked my 
fiction about the play when we got together to write the 
scenario. We were open to any opinion put forward that 
could even be described as absurd. I saw that it is very 
important to trust yourself after we have performed our 
play” Participant-5 
 
It was not necessary to mention the views of all the 
participants here since they are presented in tables with 
their frequency value. However, analysis of the interview 
data revealed the finding that drama positively affected 
the speaking anxiety of the pre-service teachers. It was 
understood that following the drama activities, the pre-
service teachers’ feeling themselves free, comfortable, 
creative and aware of their feelings and controlling and 
normalizing their speaking anxieties support the quanti-
tative findings obtained via the experimental process in 
the study.  
 
 
DISCUSSION, CONCLUSION, AND SUGGESTIONS 
 

This quasi-experimental with control group study exami-
ning the effects of the drama method on the speaking 
anxiety of the students revealed the following conclusions: 
 
In this study, which examined the effects of the drama 
method on speaking anxiety, no significant difference 
was found between the speaking anxiety mean scores of 
the control and experimental groups. When the pretest 
speaking anxiety mean scores of the control and experi-
mental groups were examined, it was seen that the 
students in the experimental group had 70.95 out of 100; 
that the students in the control group received 70.16 from 
the Speaking Anxiety Scale; and that both groups started 
the process with high levels of speaking anxiety.  

In addition, no significant difference was found between 

 
 
 
the pretest and posttest speaking anxiety mean scores of 
the students in the control group. However, the pretest 
speaking anxiety mean score of the control group 
decreased by about 1 point compared to the posttest 
mean score. Although the instructional activities con-
ducted according to the current curriculum decreased the 
speaking anxiety of the students in the control group by 1 
point, they did not lead to a statistically significant 
difference. This result might have occurred because the 
students were not provided with a free, comfortable and 
interactive atmosphere to express themselves.  

The pretest and posttest speaking anxiety mean scores 
of the students in the experimental group were compared, 
and it was seen that there was a significant difference in 
favor of the posttest. This result showed that the drama 
method was effective in normalizing the speaking anxiety 
levels of the students in the experimental group who had 
a high level of speaking anxiety in the pretest. This 
normalization of the speaking anxiety of the students may 
have resulted from the drama atmosphere in which they 
were able to express themselves freely, talked about their 
creative opinions without any restriction and experienced 
less anxiety.  

There was a significant difference in favor of the expe-
rimental group between the pretest and posttest speaking 
anxiety mean scores of the control and experimental 
groups. When the posttest speaking anxiety mean scores 
were taken into account, it was seen that there was a 5-
point difference between the groups. This difference 
could be said to result from the drama method, and it was 
more effective in managing the speaking anxiety com-
pared to the activities carried out according to the current 
curriculum.  

The responses of the pre-service teachers taking part 
in the drama activities to the questions in the interview 
form were analyzed, and it was seen that the qualitative 
findings support the findings obtained via the statistical 
analysis. It could be stated that the findings obtained via 
the interview forms explained the factors which had a role 
in the normalization of the speaking anxiety of the pre-
service teachers in the experimental group.  
 In training individuals within the scope of the construc-
tivist learning approach, drama is one of the teaching 
strategies offered to provide students with an effective, 
permanent and productive teaching process in educa-
tional environments. Individuals who perceive and 
evaluate the stimuli around them using the receptive 
language skills should be able to use the expressive 
language skills to start an effective communication pro-
cess. Speaking, which is one of the expressive language 
skills and is used most after listening in daily life, is an 
important language skill which directly affects the com-
munication process of individuals. The results of the 
present study revealed that the drama method, which 
prepared an atmosphere where individuals could express 
their opinions, feelings and wishes freely and where 
individuals could put themselves in others’ shoes and 
evaluate things from their perspectives using the empathy  



 

 
 
 

 
skills, had positive effects on speaking anxiety (Okvuran, 
1993). Based on the findings obtained especially from the 
interview forms, the drama method, which creates a free 
atmosphere for pre-service teachers, which involves 
interesting activities and which helps build close relations, 
plays a functional role in managing the speaking anxiety 
of the pre-service teachers. 

Individuals who have severe speaking anxiety may 
have problems during their communications. This pre-
vents them from developing their social skills. In a study 
carried out by Akın (1993) and Kent (1994), who 
examined the effects of the drama method on social 
development, it was found out that there was a significant 
increase in the level of social development of the 
students. In other studies conducted by Gönen and 
Dalkılıc (1998), it was pointed out that drama was a 
social process and that it included such elements as 
effective communication and working with a group which 
are necessary for the development of social skills. In this 
study, it was also seen that the students in the experi-
mental group experienced less anxiety in oral commu-
nications, and for that reason, they were able to express 
themselves in social occasions more comfortably, build 
more close relationships and trust themselves in social 
relations. The students were able to display their skills 
easily, share their thoughts with their friends without 
feeling too anxious, use their creativity for the success of 
the group they were in, tolerate the critics directed at 
them, empathize with people and express themselves 
without any difficulty in front of a crowd. All these factors 
functioned as regulatory experiences to normalize the 
high level speaking anxieties of the students. 

It was observed that the students in the experimental 
group were anxious when they were performing the first 
scene of their play. However, they were feeling more 
comfortable as they got used to the play after the first 
scene. The drama group of that week was criticized by all 
the drama groups after each play, and the performers of 
the drama group who performed their play made 
statements confirming that the anxiety they had in the 
first scene was low in other parts of the play. Moreover, 
the students who joined the drama activities had the 
opportunity to benefit from the viewpoints and 
experiences of the students who were in their group or in 
other groups by cooperating with them until the staging of 
the play. In one study conducted by Aykac and Adıgüzel 
(2011), it was observed that the students in the 
experimental group, which creative drama was applied to, 
got on well with their friends, shared more things with 
each other and knew each other better. Based on similar 
findings, it could be stated that drama is a useful tech-
nique to provide an effective communication atmosphere 
in the learning process.  
 Another effect of the drama method on the normali-
zation of the speaking anxiety of the students in the 
experimental group was its positive reflections on fluent 
and flexible thinking skills. Creativity  means  the  number  
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of individuals’ thoughts and categories regarding a topic 
in a certain period of time. The number of thoughts is the 
aspect of fluent thinking, while the number of categories 
refers to the aspect of flexible thinking (Biber, 2006). In 
this study, the students in the experimental group im-
provised both before and during the play. These impro-
visations during the rehearsals and the play established 
the ground for fluent and flexible thinking. The students 
tried to create different alternatives by using their 
individual talents to make contributions to the per-
formance of the group before and after the play. They 
activated their imagination skills and dealt with things 
from a critical point of view. These individual perfor-
mances allowed many original ideals to come up 
(Coskun, 2005; Karakelle, 2009; Nixon, 1987). Both 
individual and group performances allowed improving the 
fluent and flexible thinking skills. For this reason, they 
created a more effective communication process.  
 In this study, it was found out that the drama method, 
which was used to normalize the speaking anxiety, was 
also a great way to bring social skills to pre-service 
teachers in teacher training (Erbay and Yıldırım, 2010; 
Kara and Cam, 2007). It was seen that pre-service 
teacher could benefit from the drama method effectively 
to develop and apply communication skills and to turn 
them into an acquisition during their pre-service edu-
cation.  
 Based on the conclusions of this study, which examined 
the effects of the drama method on the speaking anxiety 
of students, the following suggestions could be put for-
ward for future research: 
 
1. In this study, it was seen that the drama method could 
help solve the anxiety problem of speaking which 
receives less focus than other language skills in the field 
of Turkish Language Education. Different studies may 
examine the effects of the drama method on the anxiety 
felt in other basic language skills.  
2. Future studies could examine how the drama method 
affects students’ creative and critical thinking skills and 
their creative writing skills by focusing on the period 
before the drama groups stage their plays.  
 
 

Conflict of Interests 
 

The author has not declared any conflict of interests. 
 
 
REFERENCES 
 
Adıgüzel Ö (2007). Dramada Temel Kavramlar. In A. Öztürk (Ed.) 

Ilkögretimde Drama. Eskisehir: Anadolu University Publications. pp. 
s.1-18. 

Akın M (1993). The effect of the creative drama on socialization of the 

third-year primary school students in different socio-economic status. 
Unpublished master’s thesis, Ankara University Institute of Education 
Sciences, Ankara. 

Alport R, Haber RN (1980). Anxiety in academic achievement 
situations. J. Abnormal Soc. Psychol. 10: 207-215. 



 

742          Educ. Res. Rev. 
 
 
 
Atabek E (2000). Bizim Duygusal Zekamız. İstanbul: Altın Kitaplar 

Publishing House. 
Aykac M, Adıgüzel Ö (2011). The effect of using creative drama as a 

method in social studies class on students’ achievement. Kastamonu 
Educ. J. 19(1):297-314. 

Aykac M, Cetinkaya G (2013). The effect of creative drama activities on 

Turkish language teacher candidates’ speaking skills. Turkish Studies 
- International Periodical For The Languages, Literature and History 
of Turkish or Turkic 8(9):671-682.  

Bascı Z., Gündogdu K (2011). The attitudes and opinions of prospective 
teachers related to drama course: the case of Atatürk University. 
Elem. Educ. Online 10(2):454-467. 

Biber M (2006). The effects of the method of discovery learning on 
primary education grade ii mathematics students' creativity. 
Unpublished master’s thesis, Dokuz Eylül University Institute of 

Education Sciences, Izmir.  
Bilen M (2000). Plandan Uygulamaya Ögretim, Ankara: Anı 

Publications. 

Büyüköztürk S., Kılıc Cakmak E, Akgün ÖE, Karadeniz S, Demirel F 
(2008). Research Methods, Ankara: Pegem A Publications. 

Cebi A (1996). Developing imaginary language skill through creative 

drama for teaching purpose. Unpublished doctoral dissertation, 
Ankara University Institute of Social Sciences, Ankara.  

Clinton, BL (1992). Informative communication instruction: an 

application of theory and research to the elementary school 
lassroom. Communication Education (Annandale, VA), 41:54-67. 

Coskun H (2005). The effect of divergent thinking and group 

composition on idea generation in brain writing. Turkish J. Psychol. 
20(55):25-42. 

Crumpler T, Jasinski S (2002). Writing with their whole being: a cross 

study analysis of children’s writing from classroom using process. 
Research in Drama Educ. 7(1):61-79. 

Erbay F, Yıldırım Dogru  SS (2010). The effectiveness of creative 

drama education on the teaching of social communication skills in 
mainstreamed students. Proc. Soc. Behav. Sci. 2(2):4475-4479. 

Gönen M, Dalkılıc NU (1998). Çocuk Eğitiminde Drama: Yöntem ve 

Uygulamalar, Istanbul: Eplison Publications. 
Kara TÖ (2000). The Creative drama on Turkish education. 

Unpublished master’s thesis, Atatürk University, Erzurum.  

Kara Y, Cam F (2007). Effect of creative drama method on the 
reception of some social skills. Hacettepe University J. Educ. 32:145-
155. 

Kara, Ö T (2011). The effect of method of story formation of story 
formation with drama on the attitude of the secondary school 
students in Turkish lessons. Mustafa Kemal University J. Soc. Sci. 

Institute 8(16):239-253. 
Karakelle S (2009). Enhancing fluent and flexible thinking through the 

creative drama process. Thinking Skills Creativity 4:124-129. 
Karakus F (2000). The Effects of the drama method on the skills of 

narrative writing in the fifth grade students. Unpublished master’s 
thesis, Çukurova University Institute of Social Sciences, Adana.  

Kartopu S (2012). Examination of level of state- trial anxiety of students 

and teachers in high schools from several variables (A case study in 
the town of Kahramanmaras. Fırat University J. Theol. 17(2):147-170.  

Kent A (1994). I was there: Creative drama for social chance. Theatre 

Topics 4(1):65-73. 
Kırmızı FS (2008). The effect of the creative drama method on the 

attitude and reading strategies in Turkish teaching. Pamukkale 

University  J. Educ. 1(23):95-109. 
Köklü S (2003). The Effect of dramatization hethod in achieving the 

behavior of understanding is heard on teaching Turkish to 7 th and 8 

th grades.  Unpublished master’s thesis, Marmara University, Institute 
of Social Sciences, Istanbul.  

 

 

 
 
 

 
 
 
 
Liddicoat A (2009). Communication as culturally contexed practice: A 

view from intercultural communication. Austr. J. Linguist. 29(1):115-
133. 

Nalıncı AN (2000). Avrupa Birligine Tam Üyelik Yolunda Basarının 
Anahtarı: Yeniden Yapılanma. Ankara: Ümit Publications. 

Nixon J (1987). Teaching drama. A Teaching skills workbook (Focus on 

education), London: McMillan Education. 
Okvuran A (1993). Yaratıcı drama egitiminin empatik beceri ve empatik 

egilim düzeylerine etkisi. Unpublished master’s thesis. Anakara 

University Institute of Social Sciences, Ankara.  
Önder A (1999). Yasayarak Öğrenme İçin Egitici Drama, Istanbul: 

Epsilon Publications. 

Otoshi J, Heffernen N (2008). Factors predicting effective oral 
presentations in EFL classrooms. Asian  EFL J. 10(1):64-77. 

Özbay M (2003). Ögretmen Görüslerine Göre Ilkögretim Okullarında 

Türkce Ögretimi. Ankara: Gölge Publications. 
Özdemir L (2003). The Effect of creative drama to the emotional 

quotient. Unpublished master’s thesis. Uludag University Institute of 

Social Sciences, Bursa.  
Öztürk A (1997). The Effects of the drama courses on verbal 

communication skills of teacher candidates. Unpublished master’s 

thesis. Ankara University, Institute of Social Sciences, Ankara. 
Scovel T (1978). The Effect of Affect on Foreign Language Learning: A 

Review of Anxiety Research. Lang. Learn. 28:129-142. 

Sever S (2000). Türkce Ögretimi ve Tam Ögrenme. Ankara: Anı 
Publications. 

Sevim O (2012). Speaking anxiety scale for prospective teachers: A 

validity and reliability study. Turkish Stud. 7(2):927-937.  
Taser S (2001). Konuşma Eğitimi. Ankara: Dost Publications. 
Temiz E (2013). Speech anxiety of music and Turkish language teacher 

candidates. J. Educ. Instr. Stud. World 3(2):101-105. 
Temizkan M (2009) Akran The effect of peer assessment on the 

development of speaking skill. Mustafa Kemal University J. Soc. Sci. 

Institute 6 (12):90-112.  
Tümtürk T (2000). A Recomended model approach towards developing 

the creative drama method and diction skills in Turkish education. 

Unpublished master’s thesis. Ankara University Institute of Social 
Sciences, Ankara. 

Yaman H (2010). Writing anxiety of Turkish students: scale 

development and the working procedures in terms of various 
variables. International Online J. Educ. Sci. 2(1):267-289. 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 



 

Related Journals Published by Academic Journals

■African Journal of History and Culture
■ Journal of Media and Communication Studies 
■ Journal of African Studies and Development
■ Journal of Fine and Studio Art
■ Journal of Languages and Culture
■ Journal of Music and Dance 

Educational Research 
and Reviews


	Front Template
	1 TANRIKULU Pdf
	2 Médard et al Pdf
	3 Tangülü Pdf
	4 Çetin Pdf
	5 EKİNCİ Pdf
	6 İMDAT Pdf
	7 ÖNDER Pdf
	8 Polat PDF
	9 AKSOY Pdf
	10 OZKAL Pdf
	11 Sevim Pdf
	Back Template

