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This study aims to develop the “Pedagogical Efficacy Perception Scale” for teacher candidates and to 
compare scale scores. The sample of this survey model study consists of 310 students studying in a 
faculty of education. The “Pedagogical Efficacy Perception Scale” developed by the author was used 
for data collection. Exploratory factor analysis shows that it is a two-factor scale. These factors are 
“Pedagogical Attitudes” and “Pedagogical Efficacy Perception”. The calculated Pearson correlation 
coefficients indicate that there are good level correlations between the scores obtained in the sub-
scales “Pedagogical Efficacy Perception Scale” and “Pedagogical Attitudes”, and there are high 
correlations between the scores obtained in the sub-scale “Pedagogical Attitudes” and the total scores 
and between the scores in the sub-scale “Pedagogical Efficacy Perception” and the total scores. The 
scores obtained via the measurement tool demonstrate that there is an intergroup difference in sub-
dimensions by branch and study period. 
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INTRODUCTION 
 
Pedagogy is a systematic discipline dealing with human 
education. It is generally used synonymously with teach-
ing. Pedagogy can be described as a practical discipline 
which selects teaching methods and techniques 
appropriate for a particular subject and applies them to 
class, student, and lesson. It refers to a teaching activity 
which is teacher or student-centered depending on the 
qualifications of the implementer and where teacher 
decides what will be taught to whom as well as how, why, 
and when it will be taught. Pedagogy involves any action 
that intends to be influential on the behaviors of 
individuals, to correct their wrong behaviors, and to make 
their proper behaviors permanent. It can be said that 
pedagogy has both a nature of science and a nature of 

art (Şişman, 2012). Teacher candidates need to be 
capable of implementing methods and techniques in full 
harmony by knowing the requirements and characteris-
tics of this discipline very well. 

In the past, the concept of pedagogy was used for 
referring to knowledge and field of study concerning 
children. Slaves working as tutors in the Ancient Greece 
were called pedagogues. Then the bounds of the concept 
expanded, and it started to involve any educational 
activity (Böhm, 1982).  

It is a fact that pedagogy is both theoretical and 
practical. Pedagogy searches various elements within the 
concept of knowledge, focuses on the efforts made for 
the acquisition of knowledge, and tries to introduce such 
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elements and efforts. That points to the practical nature 
of pedagogy. Practical pedagogy focuses on the realiza-
tion of the ideas developed on education (Langeweld, 
1978). No educational case incongruent with pedagogical 
principles can constitute a basis for future (Schaller and 
Rainer, 1977). In fact, education can be regarded as a 
process of pedagogical perception. 

Perception refers to impressions or reactions created 
by external stimuli on sense organs. Organizational per-
ception is based on the relationships between stimuli in 
the organization and the organizational process. In this 
sense, such perception types as management percep-
tion, justice perception, and perception of neutrality 
appear in every organization. Organizational perception 
or management perception reflects the outlook of 
employees on organization (Akbaba, 2011). The 
peofessional success of teacher is possible for using 
effective teaching techniques and methods. Instruction in 
a classroom can be interesting by using modern teaching 
techniques (Başar, 2013). Teacher candidates acquire 
cognitive, affective, and psychomotor behaviors about 
child education in the educational process. All of these 
behaviors constitute the pedagogical perception of a 
teacher. Efficacy in perception, on the other hand, forms 
the basis of communication.  

 Pedagogical efficacy refers to the qualification that is 
to be held by a person for any action. Efficacy can also 
be defined as knowledge and skill required to understand 
the content of any work or task assigned and to fulfill its 
requirements, or to make analysis or synthesis in any 
given case. Efficacy perception can be described as 
grasping the requirements of roles and tasks assigned or 
undertaken and understanding what is to be done for 
fulfilling such roles and tasks along with their features. In 
addition, perception brings about an attitude in person. 

Attitude is the instantaneous internal and external 
reflection of the effect of external stimuli on the 
personality of an individual. Pedagogical attitude can be 
defined as making and implementing correct decisions 
that are suitable for child psychology. In fact, both 
perception and attitude are the outcomes of education. 

Education is the art of stimulating child’s spirit, 
subjecting him/her to our own desire, and establishing 
trust and attachment (Leif and Rustin, 1980). Educational 
level is taken as basis in determining the economic 
progresses and welfare levels of countries (Serin, 1979) 
and in enjoying rights and freedoms for living humanely 
(Minibaş, 2005). Rapid scientific developments bring 
along changes by affecting the social structure, too 
(Doğan, 1984). Such changes and improvements taking 
place in the social structure influence education system, 
as it does every field of the society (Ağaoğlu, 1998). The 
Ministry of National Education defined the concept of 
teacher’s efficacy and listed the qualifications to be held 
by efficient teachers as follows: knowledge, skills, and 
attitudes (MEB, 2008). Teacher’s efficacy, what teachers 
can know and do, teachers’  training,  and  the  effects  of  

 
 
 
 
teachers on student achievement have become the focus 
of attention (Ball and Cohen, 1999; Darling-Hammond, 
2006; World, 2005).  

To be efficient, a teacher needs to have effective 
communication skills. Among the characteristics of effec-
tive communication are treating all students in the class 
equally, allowing students to express themselves, 
showing a close interest in students, showing empathy, 
giving students freedom, providing them with an 
opportunity to take responsibility, displaying consistent 
behaviors, and avoiding strict discipline, short temper, 
and criticism (Fisher and Valdrip, 1999). A good teacher 
is a person who has necessary knowledge and skills in 
his/her field, is equipped with professional teaching 
knowledge, reasons, asks questions, criticizes, is open to 
improvement and innovations, renews himself/herself 
continuously, loves his/her profession, adopts serving 
his/her community and country as the basic principle, has 
the personality characteristics and sense of responsibility 
required by his/her profession, and makes good and 
proper use of Turkish (Tezbaşaran, 2001). The most 
important criterion is being mentally healthy because a 
teacher is the member of a human training institution and 
is expected to solve both his/her problems and the 
problems of the society s/he lives in (Yapıcı, 2008). 

Attitude is defined as an assessment of people and 
objects, no matter if it is true or not. Attitudes show 
emotion about something. For example, the saying “I love 
my job” defines emotion about job (Robbins, 1986, in 
Kartal, 2009, 225). Attitude is a preliminary effect on 
behaviors. Accordingly, the attitudes of teacher candi-
dates towards teaching determine their behaviors during 
teaching (Camadan and Duysak, 2010). 

 Pedagogical attitude is especially the reflection of 
emotion that shows up towards conditions in the process 
of teaching training. Because teachers can affect their 
students positively or negatively, it is thought that the 
attitudes of teacher candidates have vital importance. 
Teacher candidates’ attitudes are closely related to why 
they choose this profession, how they see it, and whether 
or not there is a teacher in their families (Kartal and 
Afacan, 2013).  

Looking at the literature, we can say that especially in 
Turkey few studies have been done on pedagogical edu-
cation (Başar, 2013; Kartal, 2009;  Yapıcı, 2008). In the 
world, various research studies on pedagogical education 
have been done (Ball and Cohen, 1999; Böhm, 1982; 
Camadan and Duysak, 2010; Fidell and Tabachnick, 
2001; Fisher and Valdrip, 1999; Kanad, 1976; Kline, 
2000; Langeweld,1978; Leif and Rustin, 1980; Böhm, 
1982; Schaller and Rainer,1977). 

This study aims to develop the Pedagogical Efficacy 
Perception Scale, to compare (by such variables as sex, 
branch, and study period) the scores obtained by the final 
year students of a teacher training school in Eastern part 
of Turkey in the scale on the basis of the pedagogical 
courses taken, and to reveal their pedagogical perceptions. 



 

 
 
 
 
Purpose 
 
The general purpose of the present study is to develop 
the “Pedagogical Efficacy Perception Scale” for 
measuring the pedagogical formation levels of teacher 
candidates, and to compare the scores obtained in the 
said scale by certain demographic variables. To this end, 
the present study makes an attempt to answer the 
following questions: 
 
1. What is the factor structure of the Pedagogical Efficacy 
Perception Scale? 
2. At what level is the internal consistency reliability of the 
Pedagogical Efficacy Perception Scale?  
3. At what levels are the relationships between the total 
scores obtained by the teacher candidates in the 
Pedagogical Efficacy Perception Scale and the sub-scale 
scores? 
4. Do the total scores obtained in the Pedagogical 
Efficacy Perception Scale and the sub-scale scores vary 
by a) gender, b) branch, and c) class level. 
 
 
RESEARCH MODEL 
 
This study is a descriptive research with survey model. The sample 
of this survey model study consists of 310 students studying in 
faculty of education. The “Pedagogical Efficacy Perception Scale” 
developed by the author was used for data collection. Exploratory 
factor analysis shows that it is a two-factor scale.  A scale draft was 
developed by the researchers as data collection tool based on the 
related literature and experts’ opinions. The opinions of faculty 
members and teachers concerned with the field were received in 
regard to the draft scale. The measurement tool was finalized after 
necessary corrections were made. The measurement tool, which 
was finalized in terms of content and wording, was presented to 
domain experts in order to ensure its validity (Balcı, 1995). 
 
 
Population-sample 
 
The sample of this study is the final year students of Yüzüncü Yıl 
University Faculty of Education. To constitute the research sample, 
six departments were randomly chosen out of nine departments. 
The examination of distribution by department showed that 109 
people (35.10%) attended the department of primary education; 
124 people (40.10%) attended the department of secondary 
education; 24 people (7.70%) attended the department of computer 
and instructional technologies containing a small number of 
students; 15 people (4.80%) attended the department of physical 
education; 15 people (4.80%) attended the department of arts 
education; and finally 23 people (7.50%) attended the department 
of music education. 205 (66.1%) of 310 people included in the 
sample were males while 105 (33.9%) were females. It is seen that 
while 205 students attended a 4-year department, 105 students 
attended a 5-year department. 
  
 
Data collection tool and data analysis  
 
The “Pedagogical Efficacy Perception Scale”, which was developed 
by the researcher, was used for data collection. To develop the 
measurement tool, the related literature was scanned; an item pool 
was created 70 item tool; and the draft form, which was  created  by  
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using the items chosen from this pool, was presented to seven 
faculty members having at least a doctoral degree in educational 
sciences to take their opinions about it. These experts examined 
the tool in terms of language, wording, and content. The tool was 
finalized based on the recommendations from such experts. 13 item 
was eliminated from tool according to the recommendation of 
experts. It is a 5-point Likert-type scale (1: Not at all; 2: Slightly; 3: 
Moderately; 4: Much; 5: Very much). It composes of 47 items in 
total. The tool was administered to a sample made up of 310 
people after opinions about its content validity were received.  

One of the statistical methods used for investigating the validity 
of a scale is factor analysis. Factor analysis is a multivariate 
statistics aiming to find (discover) a few number of unrelated and 
conceptually meaningful new variables by bringing together number 
of related variables (Büyüköztürk, 2007; Tavşancıl, 2002). In this 
regard, factor analysis is the act of making data smaller (Özdamar, 
2004). Factor analysis has two types: (1) exploratory factor 
analysis; (2) confirmatory factor analysis. The exploratory factor 
analysis attempts to explore the structural validity of a measure-
ment tool by investigating the structure of the relationship between 
items. The confirmatory factor analysis, on the other hand, intends 
to test the model put forward by the exploratory method based on 
some criteria and test the model fit (Tabachnick and Fidell, 2001). It 
is stated that the X2 statistic used for testing the model fit is not 
enough by itself, and thus it is suggested to consider such criteria 
as root mean square error of approximation (RMSEA), comparative 
fit index (CFI), and goodness of fit index (GFI) altogether (Kline, 
2000; Tabachnick and Fidel, 2001; Yıldız and Ergin, 2007). 
Basically, sampling adequacy is considered important for factor 
analysis. The sampling adequacy is tested via Kaiser-Meyer-Olkin 
(KMO) and Bartlett’s test. In addition, determining the loading 
values concerning items, which is one of the main purposes of 
factor analysis, demonstrates the meaningfulness of the structures 
of the relationships between the items included in the measurement 
tool (Büyüköztürk, 2002; Büyüköztürk, 2007). SPSS was used for 
making the exploratory factor analysis, determining the Cronbach’s 
Alpha internal consistency coefficient, and investigating the relation-
ships between some demographic variables and pedagogical 
efficacy level, while Lisrel was used in the confirmatory factor 
analysis. 
 
 
FINDINGS 
 
This section presents the findings obtained in the study in 
the order of sub-purposes. Table 1 presents the results of 
the exploratory factor analysis conducted for determining 
the structural validity of the “Pedagogical Efficacy 
Perception Scale” and the Cronbach’s Alpha internal 
consistency coefficients calculated for investigating the 
reliability of the scale.  

Prior to the factor analysis of the “Pedagogical Efficacy 
Perception Scale” whose results are demonstrated in 
Table 1, Kaiser-Meyer-Oilskin (KMO) value and Bartlett’s 
Sphericity Test results were examined in order to test the 
adequacy of the sample size. The KMO value was used 
as a criterion for deciding whether or not the chosen 
sample data were adequate for producing factors. A KMO 
value over 60 means that factor analysis can be 
continued. However, the higher the ratio is, the better the 
dataset is for making factor analysis (Kalaycı, 2005). In 
the present study, the KMO value was found to be .92. 
That can be considered “very good” (Kalaycı, 2005). The 
result of the  Bartlett’s  Sphericity  Test,  which  was  con- 
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Table 1. The exploratory analysis results of the pedagogical efficacy perception scale. 
  

Factor – I Items – pedagogical attitudes Rotated factor 
loading value 

Corrected item-total 
correlation 

23. Believing in the benefits of receiving support from parents for succeeding in 
education. .70 .72 

47. Believing in the necessity of arranging classroom in accordance with “Constructivist 
Education”. .67 .69 

20. Believing in the importance of collaborative education. .65 .66 
36. Believing in the importance of making a plan and preparation before the lesson. .65 .66 
13. Believing that a democratic classroom climate may facilitate learning in the 
educational process. .63 .67 

5. Considering it necessary to use tools and materials for an effective education. .63 .64 
33. Agreeing with the statement, “Education starts with knowing an individual”. .62 .65 
10. Believing in the importance of constructivist education.    .62 .63 
37. Believing in the benefits of social activities for education. .61 .65 
42. Believing in the effect of physiological environment on education. .61 .65 
43. Agreeing with the idea that fear and anxiety reduce learning. .59 .61 
11. Believing in the necessity of educational techniques rather than punishment for 
preventing undesirable behaviors. .58 .62 

14. Believing in the necessity of establishing a special communication network whereby 
parents may put forward their expectations and suggestions concerning the school. .57 .59 

25. Believing in the benefits of educational activities in the classroom. .57 .63 
12. Believing in the importance of knowledge sharing for achieving effectiveness. .57 .61 
26. Cooperating with the neighboring educational institutions for improving student 
achievement. .53 .62 

32. Knowing that study trips for educational purposes (environment, museum, factory, 
etc.) must be organized through receiving written permission from parents.   .51 .54 

The Variance Explained by the 1st Factor= 19.63%     
Cronbach’s Alpha for the 1st Factor= .91 
 
 
 
ducted for the same purpose, was found to be meaningful 

[
2

= 4718.44, sd=666, p<.0001]. In accordance with 
these findings, it was decided that the dataset was ade-
quate for factor analysis (Kalaycı, 2005; Şencan, 2005). 

The exploratory factor analysis showed that the scale 
had a two-factor structure. 10 out of 47 items included in 
the draft form were removed from the measurement tool 
because they did not serve the purpose of measuring the 
intended characteristic due to their low factor loadings. 
The remaining 37 items had ideal factor loading values 
and item-total correlations. At the end of the investi-
gations conducted, the first factor was named as 
“Pedagogical Attitudes”. This factor contained 17 items. 
The factor loading values of the items rotated via Varimax 
method varied between 0.51 and 0.70. The item-total 
correlations of the items included in this dimension varied 
between 0.54 and 0.72. The variance explained by the 
said factor alone was 19.63 while its Cronbach’s alpha 
internal consistency coefficient was 0.91. The highest 
score to be obtained in this sub-dimension was 85, while 
the lowest one was 17. 51, which was the average of the 
highest score and the lowest score to be obtained in the 
scale was taken as the threshold value. The 
“Pedagogical Attitude” levels of the teacher candidates 

obtaining scores below 51 were deemed low, while those 
of the teacher candidates obtaining scores above 51 
were deemed high.  

The second factor was named as “Pedagogical Efficacy 
Perception”. This factor contained 20 items. The factor 
loading values of the items rotated via Varimax method 
varied between 0.49 and 0.68. The item-total correlations 
of the items included in this dimension varied between 
0.50 and 0.70. The variance explained by the said factor 
alone was 19.10, while its Cronbach’s alpha internal 
consistency coefficient was 0.90. Even though the 
variance explained by both factors was somewhat low 
(38.74%), Cronbach’s alpha coefficient regarding the 
entire scale was 0.93. The highest score to be obtained 
in the sub-scale “Pedagogical Efficacy Perception” was 
100, while the lowest one was 20. 60, which was the 
average of the highest score and the lowest score to be 
obtained was taken as the threshold value for the sub- 
scale Pedagogical Efficacy Perception. Since the scale 
contained 37 items in total, the highest score to be 
obtained in the scale would be 185, and the lowest score 
to be obtained would be 37. The threshold value for the 
entire scale was found to be 111 [(185 + 37)/2 = 111]. 

According to the research findings, the “Pedagogical 
Efficacy Perception Scale” is a valid and reliable tool that
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Table 1. Contd. 
 

Factor – II Items – pedagogical efficacy perception  Rotated factor 
loading value 

Corrected item-total 
correlation 

16. Feeling o efficient in terms of the affective development of students. .68 .70 
45. Feeling efficient in terms of training those students who have learning 
difficulties.  .66 .63 

35. Believing that one will use motivational techniques properly for achieving 
an effective education. .62 .70 

44. Knowing how to form level groups and classes and how to provide 
appropriate education for each. .61 .64 

4. Believing that one will implement the methods and techniques employed in 
education. .60 .64 

8. Believing that one will apply the lesson plan properly. .60 .60 
46. Feeling efficient in terms of training students who are in need of special 
education. .58 .54 

29. Believing that one will perform a proper assessment and evaluation. .56 .63 
17. Believing that one will manage time effectively for improving the quality of 
education. .56 .60 

7. Believing that one will be able to make an appropriate lesson plan.  .56 .55 
39. Feeling efficient in terms of maintaining arbitrary discipline. .55 .58 
6. Believing that one has learned the motivational techniques employed for 
achieving a successful education. .54 .59 

38. Knowing the basic psychological principles of education. .54 .59 
2. Believing that one will apply the basic principles of education.  .54 .60 
28. Perceiving oneself as an instructional leader. .54 .55 
34. Capability to make an environmental review. .52 .57 
40. Knowing the developmental characteristics of children. .52 .62 
22. Feeling efficient in terms of knowing the primary education legislation. .50 .50 
3. Knowing the methods and techniques employed in education. .50 .55 
30. Believing in the effect of your knowledge power on managing the 
classroom. .49 .55 
 

The variance explained by the 1st Factor= 19.10%; Cronbach’s Alpha for the 2nd factor= .90; Total Variance Explained= 38.74%; Cronbach’s Alpha for 
the Entire Scale= .93.  
 
 
 
can be used among teacher candidates. 

The third sub-purpose of the study was to investigate 
the relationships between the total scores obtained by the 
teacher candidates in the “Pedagogical Efficacy Scale” 
and the sub-scale scores. Based on the calculated 
Pearson correlation coefficients, it was seen that there 
were good level correlations [r=.578; p<.01] between the 
scores in the sub-scales “Pedagogical Efficacy Percep-
tion” and “Pedagogical Attitudes”, high correlations 
between the scores in the sub-scale “Pedagogical 
Attitudes” and the total scores [r=.88; p<.01], and again 
high correlations between the scores in the sub-scale 
“Pedagogical Efficacy Perception” and the total scores 
[r=.90; p<.01].  

In the scale development process, the structure 
demonstrated by the exploratory factor analysis was 
tested via the confirmatory factor analysis. The model fit 
was tested through the criteria RMSEA (Root Mean 
Square Error Approximation), CFI (Comparative Fit 
Index), and GFI (Goodness of Fit Index). It was thought 
that the said criteria could be ideal for testing the model. 

The analysis indicated that the RMSEA value concerning 
the model fit was 0.062. The closer the RMSEA value is 
to zero, the fitter the model is (Fidell and Tabachnick, 
2001; Browne and Cudeck, 1993). According to the 
analysis results, the CFI value was 0.96, and the GFI 
value was 0.91. For a good model, the CFI and GFI 
values need to come close to 1. The RMSEA, CFI, and 
GFI values obtained in the study were at good levels. In 
consideration of all criteria, the two-factor structure was 
found to have a good model according to the results of 
the confirmatory factor analysis. When the latent variable 
tried to be predicted via the confirmatory factor analysis 
was treated as a dependent variable in a two-factor 
structure and the scale items trying to explain the latent 
variable were deemed independent variables, the path 
diagram related to the model turned out to be as in Figure 
1. 

Figure 1 presents the amounts of effect of each item on 
the latent dependent variable as well as relevant corre-
lation coefficients. It was observed that the correlation 
coefficients concerning the items varied between .50 and  
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Table 2. The comparison of the sub-scale scores and the total scores obtained by the teacher 
candidates in the “Pedagogical Efficacy Perception Scale” by sex. 
  

Scores Sex N X  S sd t P 

Pedagogical Attitudes 
1. Female 105 71.71 12.04 

308 -.157 .875 
2. Male 205 71.93 11.22 

        

Pedagogical Efficacy Perception  
1. Female 105 73.30 11.75 

308 .931 .352 2. Male 205 72.13 9.65 
        
General Total 1. Female 111 145.00 21.23 308 .405 .686 

 
 
 

 
 
Figure 1. Findings concerning the exploratory factor analysis. 
 
 
.81. As the good fit criteria demonstrated by the 
confirmatory factor analysis (RMSEA, CFI, GFI) had ideal 

values, it can be argued that the structure put forward by 
the exploratory factor analysis was valid.  

The fourth sub-problem of the study was to determine 
whether or not the sub-scale scores and the total scores 
obtained by the teacher candidates in the “Pedagogical 
Efficacy Scale” varied significantly by gender, branch, 
and study period. Table 2 presents the results of the t-
test for two independent samples regarding the compa-
rison of the sub-scale scores and the total scores 
obtained     by      the      teacher     candidates    in    the 
“Pedagogical Efficacy Perception Scale” by sex. 

The examination of the results of the t-test for two 
independent samples regarding the comparison of the 
sub-scale scores and the total scores obtained by the 
teacher candidates in the “Pedagogical Efficacy 
Perception Scale” by sex showed that there was no 
significant difference between groups in terms of the 
scores obtained in the entire scale and the sub-scale 
scores (t(308) = -0.157, p>0.05; t(308) = 0.931, p>0.05; t(308) 
= 0.405, p>0.05). The female students obtained higher 
scores than the male students, but the difference was 
very small. It is remarkable that both the female and the 
male teacher candidates obtained a high score in the 
sub-scale Pedagogical Attitudes (threshold value for the 
sub-scale Pedagogical Attitudes=51). It was seen that 
both the female and the male students obtained scores 
above the average in the sub-scale Pedagogical Efficacy 
Perception Scale (threshold value for the sub-scale 
Pedagogical Efficacy Perception=60). However, it is 
noteworthy that the Pedagogical Attitudes scores of the 
teacher candidates were higher than their scores in the sub-
scale Pedagogical Efficacy Perception. That may point to 
that some characteristics accepted in theory may not 
correspond to the same characteristics in practice. As is 
seen in Table 2, while the attitude averages of the female 
and the male students in the 17-item sub-dimension of 
Pedagogical Attitudes were 71.71 and 71.93 respectively, 
their attitude averages in the 20-item sub-scale of 
Pedagogical Efficacy Perception were found to be 73.30 
and 72.13 respectively. However, when the number of 
items was considered, it was expected for the scores 
obtained in the sub-scale of Pedagogical Efficacy 
Perception to be higher. Overall the distribution of 
students by gender reflects the sample of this study.   
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Table 3. The comparison of the sub-scale scores and the total scores obtained by the teacher candidates in the “Pedagogical Attitudes 
and Efficacy Perception Scale” by branch. 
  

Scores  Department name N Mean 
rank 

2
 sd P 

Pedagogical Attitudes   

1.Primary Education 109 159.25 

4.61                           4     
.33 

 

2.Secondary Education 124 155.25 
3.Fine Arts 38 141.83 
4.Computer and Instructional Technologies 
Education 24 180.25 

   
5.Physical Education 15 125.37 

Pedagogical Efficacy 
Perception  

1.Primary Education 109 155.04 

3.83                            4    
.43 

 

2.Secondary Education 124 146.11 
3.Fine Arts 38 168.30 
4.Computer and Instructional Technologies 
Education 24 173.60 

5.Physical Education 15 175.03 
     

General Total 

1.Primary Education 109 157.03 

2.23                             4    
.69 

2.Secondary Education 124 149.62 
3.Fine Arts 38 156.58 
4.Computer and Instructional Technologies 
Education 24 178.98 

5.Physical Education 15 152.63 
 
 
 

Based on the distribution of the students included in the 
sample by their departments, it was decided to categorize 
individuals, in general, as follows: “Primary Education”, 
“Secondary Education”, “Fine Arts”, “Computer and 
Instructional Technologies Education”, and “Physical 
Education”. The attitudes and efficacy perceptions of the 
students were compared by departments. The scores 
obtained in the scale verified the normal distribution 
assumption (p>0.05). However, non-parametric Kruskal 
Wallis H Test was preferred as individuals did not have a 
balanced distribution among departments. Table 3 firstly 
presents the results of the Kruskall-Wallis H Test 
regarding the comparison of the sub-scale scores and the 
total scores obtained by the teacher candidates in the 
“Pedagogical Attitudes and Efficacy Perception Scale” by 
branch. 

According to the results of the Kruskall-Wallis H Test 
regarding the comparison of the sub-scale scores and the 
total scores obtained by the teacher candidates in the 
“Pedagogical Efficacy Perception Scale” by branch, there 
was no significant difference between the groups in the 
sub-scales “Pedagogical Attitudes” [ )4(

2χ = 4.61, p>.05] 

and “Pedagogical Efficacy Perception” [ )4(
2χ = 3.83, 

p>.05] or in terms of the total scores [ = 2.23, p>.05].  
Another purpose of the study was to investigate the 

relationship between study period and the scores 
obtained in the Pedagogical Efficacy Scale. The relation-
ships between study period and the scores obtained in 

the entire scale and the sub-scale scores were 
investigated. Table 4 presents the results of the t-test for 
two independent samples regarding the comparison of 
the sub-scale scores and the total scores obtained by the 
teacher candidates in the “Pedagogical Efficacy 
Perception Scale” by study period. 

According to the results of the t-test for two 
independent samples regarding the comparison of the 
sub-scale scores and the total score obtained by the 
teacher candidates in the “Pedagogical Efficacy 
Perception Scale” by study period, there was a significant 
intergroup difference only in the scores obtained in the 
sub-scale “Pedagogical Attitudes” [t (308) = -1.82, p<.05]. 
The examination of the averages of the groups 
demonstrated that the average of the students with a 4-

year study period ( X =71.75) was lower than that of the 

students with a 5-year study period ( X =74.03). There 
was no significant intergroup difference in the total scores 
obtained in the scale and the scores obtained in the sub-
scale Pedagogical Efficacy Perception by the study 
period (p>0.05). 

It is not found any similar research to this particular 
study.  For that reason it is not presented any research 
findings.  
 
 
CONCLUSION AND IMPLICATIONS 
 
In the  present  study,  a  tool  capable  of  measuring  the  
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Table 4.The comparison of the sub-scale scores and the total scores obtained by the teacher 
candidates in the “Pedagogical Efficacy Perception Scale” by study period. 
  

Scores Study period N X  S sd T P 

Pedagogical Attitudes   
1. Four-Year 205 71.75 11.10 

308 -1.82 .05 
2. Five-Year 105 74.03 8.75 

        

Pedagogical Efficacy Perception  
1. Four-Year 205 72.58 10.95 

308 1.550 .122 2. Five-Year 105 70.44 12.40 
        

General Total 
1. Four-Year 205 144.33 19.89 

308 -.06 .952 
2. Five-Year 105 144.47 18.67 

 
 
 
pedagogical efficacy perceptions of teacher candidates 
was developed. The review of the related literature 
showed that there was no study similar to the present 
study. Thus, it was thought that the present study would 
contribute to the literature. The exploratory factor analysis 
showed that the scale had a two-factor structure. Based 
on the findings, it can be seen that the “Pedagogical 
Efficacy Scale” is a valid and reliable tool that can be 
used among teacher candidates. The structure put 
forward by the exploratory factor analysis was tested 
through the confirmatory factor analysis. The examination 
of the fit criteria (RMSEA, CFI, and GFI) showed that the 
model could be represented in two dimensions. The 
suitability of the inclusion of the items making up the 
measurement tool in relevant sub-dimensions was 
verified through correlation values, too. In consideration 
of the foregoing, it can be argued that the measurement 
tool served its purposes reliably within the scope of two 
sub-dimensions.  

The present study also made an attempt to investigate 
the relationships between the total scores obtained by the 
teacher candidates in the “Pedagogical Efficacy Percep-
tion Scale” and relevant sub-scale scores. The Pearson 
correlation coefficients indicated that there were good 
level correlations between the scores in the sub-scales 
“Pedagogical Efficacy Perception” and “Pedagogical 
Attitudes”, high correlations between the scores in the 
sub-scale “Pedagogical Attitudes” and the total scores, 
and high correlations between the scores in the sub-scale 
“Pedagogical Efficacy Perception” and the total scores. It 
was also determined that there was an intergroup 
difference in the above-mentioned sub-dimensions by 
branch and study period.   

 The examination of the results of the t-test for two 
independent samples regarding the comparison of the 
sub-scale scores and the total scores obtained by the 
teacher candidates in the “Pedagogical Efficacy Percep-
tion Scale” by sex showed that there was no significant 
difference between groups in terms of the scores 
obtained in the entire scale and the sub-scale scores. 
The results of the Kruskall-Wallis H Test regarding the 
comparison of the sub-scale scores and the total scores 

obtained by the teacher candidates in the “Pedagogical 
Efficacy Perception Scale” by branch showed that there 
was no significant difference between the groups in the 
sub-scales “Pedagogical Attitudes” and “Pedagogical 
Efficacy Perception” or in the total scores. The results of 
the t-test for two independent samples regarding the 
comparison of the sub-scale scores and the total scores 
obtained by the teacher candidates in the “Pedagogical 
Efficacy Perception Scale” by study period indicated that 
there was a significant intergroup difference only in the 
scores obtained in the sub-scale “Pedagogical Attitudes”.  

Since the attitudes and behaviors of individuals may 
change in the course of time, it should always be 
remembered that any scale developed or adapted may 
not have a long-term valid and reliable structure. Thus, it 
is suggested to conduct the structural validity and 
reliability analyses of the developed Pedagogical Efficacy 
Perception Scale through different sample groups in the 
course of time. 

Research findings may be guiding for education admi-
nistrators, education faculty administrations, and lecturers 
in making and implementing programs. Moreover, it may 
be used in measuring success in different faculties and 
allow training of teacher candidates better.  
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The objective of this study is to find out the opinions of school administrators, teachers, staff, 
benefiting students and parents and other stakeholders of “Let the Schools Become Life” project being 
carried out in order to reveal the effectiveness and efficiency of the project. Data in this qualitative 
research was gathered by purposive convenience sampling from a school principal, a deputy principal, 
two teachers, a municipality officer, three parents and two students by using a semi structured 
interview. The data gathered was analyzed by content analysis. All the data gathered was coded and 
various dimensions and appropriate themes were recorded. It was concluded that the stakeholders 
were satisfied with the project in general, despite the problems faced like physical and material 
insufficiencies, problems caused by uncertainties in job and duty, which resulted in further problems in 
planning and coordination, prevented the project from running smoothly.
 
Key words: Lifelong learning, “Let the Schools Become Life” project, stakeholder opinions. 

 
 
INTRODUCTION 
 
Education is defined as the process of creating intended 
changes on an individual’s behavior by the means of 
his/her own life and is a lifelong process (Ertürk, 1994). 
This process starts right after the birth, provided by the 
family and gradually widens up in the environment the 
child grows in until he/she starts to school, which then 
becomes formal education. Non-formal education is 
defined as the education type which serves the education 
needs that cannot be met by formal education programs 
and is planned for individual or social development and 
open to individuals from all ages (Karakütük, 1990). 
Formal and non-formal education is understood to be 
complementing each other which together promote one 
of the main principles of Turkish education system, 

continuity. Education in Turkey is not limited to schools or 
pre-defined programs, but spread to the entire life, and 
may vary in layout in order to meet changing necessities. 
Lifelong learning is sometimes used interchangeably with 
adult education and continuing education. Aksoy (2008, 
p.35) defines lifelong learning as identifying individuals’ 
areas of interest with an individual, social, cultural, eco-
nomic and employment related approach and certifying 
any formal or non-formal education and learning from life 
activities and learning outcomes of these activities that 
the individual has attended in order to develop his/her 
knowledge, ability, attitude or behavior. Friessen and 
Anderson (2004) say lifelong learning covers any kind of 
learning from non-formal to classified-by-age formal
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education, obtained either by planned and intentional or 
random/coincidental processes, and all kind of socially 
compulsory or optional knowledge, while Candy (2003) 
defines it as a process which enriches and strengthens 
the knowledge, values, masteries and understanding and 
encourages their usage. Lifelong learning was first time 
presented in an article by Paul Lengrand in 1970 as a key 
concept on restructuring education which was presented 
at UNESCO Conference named as “Introduction to 
lifelong learning”. Lifelong learning then has become a 
UNESCO policy in 1970’s (Friessen and Anderson, 
2004). Later in 1972, International Commission on the 
Development of Education issued the document 
“Learning to be”, which emphasized on education as a 
lifelong activity in order to prepare the individuals to a yet 
non existing society through formal and non-formal 
channels. In 1996, UNESCO has stated the objectives of 
lifelong learning and European Union have announced 
1996 as Lifelong Learning Year (EURYDICE European 
Unit, 2000:9; UNESCO World Report, 2005: 76).  

European Union’s Comenius, Erasmus, Leonardo da 
Vinci and Grundtvig programs used to be in action in 
Turkey, as well as ongoing Erasmus+ program. These 
programs bring new opportunities in mobility for learning 
and exchange of knowledge and experience for qualified 
European Union citizens (http://www.ua.gov.tr). One of 
the projects on lifelong learning in Turkey is called “Let 
The Schools Become Life” which is being run by Ministry 
of Education General Directorate of Lifelong Learning 
(http://okullarhayatolsun.meb.gov.tr). The main objective 
of this project is to open up the schools to the parents 
and local people in order to turn them into lifelong centers 
and ‘secure areas to live’ that give opportunities in sports 
and arts activities to the students and especially to the 
adults (http://hbogm.meb.gov.tr). The project has started 
by a trilateral protocol signed between Ministry of 
Education, Ministry of Forest and Waterworks and 
Turkish Association of Municipalities on December 13, 
2011, while duty of coordination was given to Ministry of 
Education General Directorate of Life Long Learning 
(http://okullarhayatolsun.meb.gov.tr) 

The website of the project prepared by the Ministry of 
Education explains the rationale of the project as to use 
scarce resources more effectively, to increase school 
facility utilization which is as low as 30% of the total day 
time, to increase utilization of present educational 
resources and facilities by the families and public, to 
decrease the problems caused by the lack of playground 
and sports areas for the children and youngsters, to 
protect youngsters and children from violence and 
harmful habits by utilizing the schools as secure areas, to 
meet the increasing demand to education and lifelong 
learning services in the information society, to overcome 
high construction, maintenance and other costs to pro-
vide these services from scratch, to minimize the 
problems caused by the lack of areas with similar 
capacity   to   serve   as    learning,    entertainment    and 
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recreational activities in neighborhoods especially in 
metropolitans, and to fulfill municipalities’ responsibilities 
to provide education, healthcare and sports activities as 
well as campaigning against bad habits as a 
consequence of economically, socially and physically 
responsible understanding of municipality administration 
and necessity of municipal services as a requirement of 
locality principle (http://hbogm.meb.gov.tr). 

This project allows social, cultural, arts, sports and 
vocational courses and activities such as movie shows, 
playground and swimming pool utilization, fairs, shows, 
concerts, conferences, celebrations, panels, exhibitions, 
seminars, publicity events, theatrical shows, 
tournaments, contests, ceremonies and drills to be 
undertaken more conveniently. Some of the courses 
given under this project are literacy, English, Arabic, 
family education, folklore, musical instruments, applied 
acting, marbling, photography, painting, vocational 
computer applications, apiculture, carpet texturing, 
property dealing, cooking, web design and babysitting. 
Some of the sports courses given are chess, aerobics, 
pilates, table tennis, athletics, basketball, football, 
badminton, volleyball, swimming, handball, taekwondo, 
wrestling and karate. This project also houses Z-libraries, 
which provide internet access and basic books. Z-
libraries are kept open until 8 to 9 pm in order to provide 
more service to those in need. Reading hours, reading 
and writing skills, mind games and Turkish and literature 
classes for adults are some of the activities held in these 
libraries. Voluntary parents can keep them open in order 
to let the students prepare and print their homework 
(MEB, 2013). 

After a short study on the general objectives of the 
project, it could be predicted that communication and 
cooperation between the local people, school and local 
administration would increase, while the parents and 
local people would have wider opportunities in using their 
spare times and self-development. This project also 
proves that the schools are good for not only formal 
education, but also for lifelong learning too. 

This research intends to identify the opinions of 
stakeholders in “Let the Schools Become Life” project by 
searching the answers of the following questions: 
1. What are the opinions of the school administrators, 
teachers and municipality officers who carry out the “Let 
the Schools Become Life” project about the project? 
2. What are the opinions of the benefiting individuals 
(students, parents, and local people) about the project? 
 
 
METHOD 
 
Research model 
 
The study is undertaken with descriptive analysis; therefore 
qualitative method and phenomenology pattern is used for a 
broader description (Karasar, 2009). Therefore, data was gathered 
through semi  structured  interview.  The  study  group  was  chosen  
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Table 1. Distribution of Stakeholders according to their demographic properties. 
 
Variable Code Y1 Y2 Ö1 Ö2 V1 V2 V3 B1 K1 K2 f % 

Age 
22-31  √     √ √   3 30 
32–41    √ √ √     3 30 
42+ √  √        2 20 

Gender 
K   √ √  √ √   √ 5 50 
E √ √   √   √ √  5 50 

Marital status 
B       √ √ √ √ 4 40 
E √ √ √ √ √ √     60 60 

Educational status 
Associate degree √  √    √ √   4 40 
Bachelor’s degree  √  √       2 20 

High school     √ √     2 20 

 
Duration of professional 
service 

1-5           0 0 
6-10  √         1 10 

11-15           0 0 
16-20           0 0 
20+ √  √ √       3 30 

Staff status Permanent √ √ √ √       4 40 
Temporarily assigned       √ √   2 20 

 
 
 
from the stakeholders of a participating school in Antalya’s Kemer 
district. Convenience sampling was used as a purposive sampling 
method. Therefore sampling consists of a school principal, a deputy 
principal, two teachers, two parents, two municipality staff (a 
librarian/IT room staff and a security guard) and two students, 
totaling 10. The participants according to interview time are coded 
as Y1 and Y2 for school administrators, O1 and O2 for teachers, V1 
and V2 for parents, B1 and B2 for municipality officers and K1 and 
K2 for students (Kuş, 2007; Mason 2002; Patton, 1990; Rubin and 
Rubin, 1995; Yıldırım and Şimşek, 2006). 
 
 
Data gathering process 
 
Interview: The questions were prepared by utilizing the literature 
and have been inspected by an expert. The questions have been 
pre-applied to a non-participating teacher, an administrator and a 
parent in order to collect feedback and finalize the questions. The 
semi-structured interview consists of ten questions related with the 
project, its effectiveness and its positive and negative aspects. 
Application: At first, the objectives of the study has been explained 
to the potential interviwers. The ones who are willing to take part in 
this study (school administrators, teachers, parents and students) 
have been choosen from volunteers. Interviews were carried out 
face to face and the sessions were tape recorded. In addition to 
this, the researcher took notes simultaneously. The interviews have 
taken around 30 to 50 min each and have been held in December 
2013 and January 2014 at administrators’ offices or in a suitable 
classroom at the participating school. 
Data analysis: Qualitative data obtained from the interviews have 
been taken into content analysis which consists of coding, theme 
finding and organizing (Balcı, 2004; Yıldırım and Şimşek, 2005). 
Sound records have been transcribed. After multiple reading of the 
transcripts, several dimensions which fit to the objective of the study 
have been found, which lead to some appropriate themes. Another 
researcher has re-transcribed the interview for increased reliability, 
as reliability and validity are crucial for objectiveness of a qualitative 
research (Morse et al., 2002). As both coding matched in great 
amount, it was concluded that coding was done reliably. 

Findings 
 
Findings and comments on these findings on stake-
holders’ opinions on “let the schools become life” project 
at a participating school. Ten stakeholders have 
participated in the study. These stakeholders are shown 
as Y1 and Y2 for administrators, O1 and O2 for teachers, 
V1 and V2 for parents, B1 and B2 for municipality officers 
and K1 and K2 for students with respect to their 
interviews. 
 
 
Demographic properties of the Stakeholders 
 
Age, gender, marital status, last graduated degree, 
professional experience, administrative experience, 
position, staff status and class of the participants are 
given in Table 1. As seen in the table, majority of the 
participants are under age 42. Marital status and gender 
of the participants are rather evenly distributed. Three 
administrators have associate degree, while two of them 
have bachelor’s degree. Most of the administrators and 
teachers in the project have 20 years or more expe-
rience. Although most of them have permanent positions, 
some of them are temporarily appointed. The study has 
been grouped into two as project undertakers, that is 
administrators, teachers and municipality officer and 
beneficiaries, which is students and parents. Table 2 
shows the themes extracted from the opinions of the 
project undertakers. 
 
As given in the Table 2, Y1 stated: 
“I am the only  one  keeping  the  school.  Because  other  
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Table 2. Opinions of the project undertakers about the project. 
 
Theme Y1 Y2 Ö1 Ö2 B1 f % 
Difficultios of staying at school late and lack of payment for extra services √ √ √ √ √ 5 100 
Belief of physical aids to school being beneficial and partially meeting the needs √ √ √ √  4 80 
Courses, seminars, social and other activities meeting the objective of the project √ √ √ √ √ 5 100 
Inability to cover the need for cleaning, security abd technical staff √  √  √ 3 60 
Will to quit the project √    √ 2 40 
Uncertainties in authorities and duties √ √   √ 3 60 
Problems caused by temporary assignments √ √   √ 3 60 
Problems in utilizing the present facilites of the school √ √ √ √ √ 5 100 

 
 
 
administrators all live in Antalya and they don’t want to 
stay late or come at weekends. I don’t want to stay 
anymore neither. Because I am not paid extra for this”. 
 
Y2 told about physical aid partially meeting the demand: 
 “The municipality provides all kinds of support. No place 
in Turkey would get this much support. We are ahead of 
many schools in terms of physical equipment” and has 
shown his satisfaction.  
 
O2 told about the courses and seminars meeting the 
objectives: 
 “Our own students attend the classes too. I can continue 
the subjects I couldn’t finish during the daytime, or repeat 
them at evening or weekend classes”. 
 
Speaking about the need for cleaning, security and 
technical staff, B1 said: 
 “They assign one single staff. How can one person take 
care of cleaning, security and technical problems about 
especially things like computers all together? There must 
be one for each job. Librarian should look after the 
library; cleaning staff should look after cleaning?” 
 
Y1 said about quitting the project: 
 “I have told this in project meeting too. If I can quit the 
project, I want to quit immediately, because all this 
responsibility and authority is just too heavy for me. If you 
include the weekends too, I work 7 days a week, day and 
night. It’s just too much for me”.  
 
B1 told about the problems of temporary assignments: 
“It’s difficult to work at this school for one month and 
another school for another month. It would be better for 
us if we were assigned to a school permanently or for a 
definite time. Getting used to a new school takes time 
too. When I get used to a school, I get assigned to 
another. Assignments should be for one year or for at 
least six months. Then the staff would feel better.” 
 
Speaking about the problems on utilizing the present 
facilities of the school, O2 said: 
“The school is open in the evenings and the weekends 
but all necessary rooms are locked for security reasons. 

Labs are locked, lavatories are locked...No room is left 
open for anything could happen. Resources coming from 
the municipality are certain, but if we can use the other 
parts we could be more helpful.”  
 
Table 3 shows the opinions on extracted themes about 
the project. 
 
As seen in Table 3, V2 told about his gratitude on free 
course as below: 
“We couldn’t have sent our child to courses because of 
lack of money even we had, we had to pay for shuttle as 
the course centers are far. It is very good for us to have 
free courses at our own school. Besides, he used to have 
homework and projects. Now he can ask about them to 
his teachers and this is very good for us”. 
 
Speaking about the physical aid made to school partially 
meeting the demand, V1 said: 
 “The municipality distributed tablet computers to the 
children as a part of the project. Both the child and we got 
very happy. He never leaves it. We could have never 
afforded to buy one for him. We were given education set 
for once. Better be given every year because our needs 
change every year.” 
 
Speaking about his gratitude on having the school open 
late and ability to use facilities such as library, computers, 
and internet, K2 said: 
“I can even print out. There is no need to go to internet 
shops anymore”. 
 
Talking about the problems on physical facilities, V2 said: 
“Having some parts closed cause problems for us 
continuously. For example some evening even lavatories 
are closed. They must always be kept open. Even the 
canteen could be kept open and things like coffee and 
tea could be sold. I think attendance to the courses would 
increase much more there.” 
 
While K2  said: 
 “It is very good to utilize the internet and the printers but 
not all websites are accessible. Some websites are 
blocked for  the  safety  of  the  children  but  even  some  
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Table 3. Opinions of the project beneficiaries on about the project. 
 

Theme V1 V2 V3 K1 K2 f % 
Gratefulness for free courses √ √ √ √ √ 5 100 
Belief of physical aids to school being beneficial and partially 
meeting the needs  √ √   √ 3 60 

Satisfaction by ability to utilize facilities lije computers, internet and 
library in the  √ √ √ √ √ 5 100 

Problems in utilizing the present facilites of the school  √   √ 2 40 
Satisfaction by families and children joining the same activities  √ √ √ √ 4 80 
Necessity on organizing courses depending on the needs of the 
local people √ √  √  3 60 

 
 
 
homework and source websites cannot be accessed. 
Servers should be refiltered and harmful sites should be 
determined better and other appropriate websites should 
be accessible. Of course, I see some parents using it to 
play games only. Maybe that is the reason of the 
blockage”.  
 
Speaking about families and children being in the same 
activity, K1 said: 
“If we had stayed home in the evenings, the kids would 
forcefully be doing homework while we were watching 
TV. Now they are joining courses and we go to school 
together with them. We read books at the library or at the 
values education corner. Sometimes we sit in the garden 
together with other parents.” 
 
Speaking about opening courses according to the 
properties of the geographic location, V1 said: 
 “Always literacy or computer oriented courses are 
opened. If vocation oriented courses were opened and 
certificates were given at the end, it would be very good 
for us. We would have new professions.” 
 
 
CONCLUSION AND DISCUSSION 
 
This study is important as it reveals the opinions of 
stakeholders of “Let the schools become life” project 
carried out by Turkish Ministry of Education, while there 
is no study about the subject yet. It is important to find out 
the opinions of the participants and take necessary pre-
cautions in this sort of projects (Ceken, 2011; Kurt et al., 
2013). This study has revealed that there are problems 
about school administrators staying at school late but not 
being compensated and not having any regulation 
addressing this problem. Although, the teachers are paid 
for their extra courses, the study has revealed that they 
do not want to stay late at school. It is also revealed that 
the municipality staff assigned in the project are having 
problems because of uncertainties in duties and 
authorities. 

Process of combining information technologies with 
education media is important. Obstacles in front of this 

process are increasing as well as the projects to over-
come them in Turkey (Sezer, 2011), one of these projects 
developed for this objective is “let the schools become 
life” project. Benefiting students and parents of this 
project have stated that they thought facilities needed to 
be broadened but ability to utilize technological 
infrastructure is satisfactory. 

Although, there are problems like staying at school late 
and inability to utilize some facilities at school, all project 
undertakers have stated advantageous sides of the 
project like seminars, courses and social activities. 
Besides, the school library being open until late night has 
been seen as a positive side, although library content 
needs to be updated according to the project (Torun, 
2003). All stakeholders agree that the courses should be 
kept free and there are problems in planning and 
programming of the project. 

Some of the project undertakers have stated that they 
are willing to quit the project if possible because of the 
problems they have been facing. Although, there are not 
detailed studies about the project yet, it is meaningful to 
see some school administrators to quit the project in the 
evaluation meetings. Therefore, there are lacks in terms 
of education administration, auditing and planning which 
causes administrators and other stakeholders to benefit 
from the project poorly. 

Themes of aids to the project partially fulfilling the 
necessities and uncertainties in duties and authorities are 
spoken of by majority of the administrators. Similar 
problems were revealed in Ceken’s (2011) study about 
Fatih Project too. Stakeholders who are appointed by the 
municipality face problems because of not having enough 
knowledge about the school system. 

Free of charge attendance to the courses, having 
school open until late night, access to facilities like 
computers, library and internet have been stated by all 
beneficiaries. But the teachers are not willing to take part 
because of no or very low payment for evening courses. 
Besides uncertainty about which administrator(s) will stay 
at school and take responsibility for evening and 
weekend courses cause unrest within the administrators. 
There is no extra payment for the administrator attending  



 

 
 
 
 
the project for the time being, which causes them to 
perceive the project as overtime, forced labor and work 
overload.  

Most beneficiaries perceive having a common activity 
with their families at school positively. Moreover, most of 
the parents have difficulties on helping their children’s 
homework and even cannot understand some of them 
(Güven, 2008; Gelbal and Kellecioğlu, 2007; Demir, 
2008). Evening and weekend accessibility to school and 
ability to ask to the teachers are perceived positively by 
all of the parents and local people. This accessibility is 
crucial especially for the parents who do not have 
computers, internet or printers at their homes (Hersan, 
2008). However, a few parents have stated that they are 
aware of incompetency in terms of planning and 
coordination. 

As there has not been any consideration on the 
attenders’ opinions on course planning, some of the 
beneficiaries request to have courses that fit with 
geographical conditions of the location. For example, 
cooking assistance, tourist guidance and driving are 
some of the requested courses. Courses which do not 
meet demand and needs cause economic loss. Basic 
courses like literacy and computer are being opened 
nearly everywhere. Therefore, taking local needs and 
demand into consideration in course planning would be 
more appropriate in terms of education planning and 
economics. 
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The purpose of this study is to investigate the possible effects of a learner autonomy training on the 
study habits of first-year university students as future EFL teachers. To this end, a questionnaire was 
used as the research instrument to elicit the study habits of the students, The questionnaire was 
administered to 122 students enrolled in a ‘Learner Autonomy’ class at Anadolu University, Turkey at 
two different times: at the beginning and end of the semester. The quantitative analyses of the data 
revealed a significant difference in the study habits of students before and after the 12-week learner 
autonomy training in terms of study skills such as managing school work stress, note-taking and 
reading, and preparing an assignment/project. The findings emphasized the impact of learner autonomy 
training on alleviating students’ anxiety and concerns related to dealing with their school work. The 
study also suggests a learner autonomy training for EFL learners, especially for the students as teacher 
candidates. 
 
Key words: Learner autonomy, study habits, university students, ELT, anxiety. 

 
 
INTRODUCTION 
 
Study habits can be defined as the propensity of a 
learner to absorb the necessary knowledge or skills in an 
orderly and effective manner. In other words, it is the 
consecration of time and attention to obtain knowledge or 
skills especially from the available resources; hence, it is 
the quest for academic information within a comprehen-
sive examination of a subject or state. Decent study 
habits can easily result in an effective use of the study for 
learners as study habits of learners curb the effect of the 
amount of time spent studying on success (Nonis and 
Hudson, 2010). Incorporating autonomy into university 
level is also promising as university students are 
advantageous learners and as they are  better  motivated  
 

for autonomous learning intrinsically in terms of both 
physical and psychological states (Chuan, 2010).  

In the foreign language context, language learning 
strategy use might be confused with study habits as 
successful learners are successful strategy users 
(Ehrman and Oxford, 1990, 1995) and have better study 
habits as well. Moreover, learning strategy use is a part 
of study habits; therefore, it is quite probable that the 
study habits be in association with success in foreign 
language learning. In point of fact, “language learning 
strategy research has suffered from an overemphasis on 
metacognitive and cognitive strategies, which are ad-
mittedly very important, at the expense  of  other  strategy 
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types that are also very useful” (Oxford, 1989: 2). In other 
words, learning strategies denote activities preferred by 
learners in order to assist their learning; therefore, learn-
ing strategies emphasize deliberate actions (McIntyre, 
1994: 190). Then again, some study habits possibly will 
consist of efforts to facilitate learning such as making 
outlines of a chapter whereas several habits characterize 
either inactions such as not recopying lecture notes or 
ineffective techniques such as drinking alcohol while 
studying (Bailey and Onwuegbuzie, 2002). 
 
 
Previous research on study habits 
 
Most of the research on students’ study habits has focus-
ed on relationship between these habits and students’ 
academic achievement. For instance, Osa-Edoh and 
Alutu (2012) found a high correlation between study 
habits and academic performance and gender of 
secondary school students. Recently, Quinco-Cadosales 
(2013) conducted a study to investigate the study habits 
of Philippian first year students at the Faculty of 
Education using a Study Habits Questionnaire prepared 
based on the framework of study skills introduced by 
Lucas and Corpuz (2007). It was observed that the first 
year students possessed the skills in organizing and 
planning their work, preparing assignments or projects, 
and note-taking and reading as the study habits. Also, 
their academic achievement was in correlation with their 
skills in organizing and planning their work, working with 
others and utilizing resources and feedback, note-taking 
and reading, and preparing an assignment/project. Lastly, 
note-taking and reading was found to be the best 
predictor of the academic performance of the first-year 
university students they were found to be in need of to 
improving their study habits related to studying their 
lessons, reading, and taking down notes to increase their 
academic performance. From an EFL perspective, learn-
ers’ study habits associated with reading and listening in 
both English as a foreign language and in Japanese as 
their mother tongue were not different while study habits 
of these learners from diverse EFL proficiency levels 
related to speaking and writing skills in both L1 and L2 
were dissimilar (Taferner, 2009). Moreover, learners, who 
have low levels of proficiency in foreign language, take 
their notes with irrelevant or trivial information, hesitate to 
request help from their teachers when they experience 
trouble with their coursework, put their lecture notes away 
after the test and never refer back to them, need a good 
mood before starting studying, are likely to doodle or to 
daydream while studying, and do not use their 
dictionaries for the unknown words (Bailey and 
Onwuegbuzie, 2002). 

Some studies focused on the contextual and cultural 
differences in study habits. For example, White British 
students had significantly better study habits than the 
Pakistani  British  although  their  academic  performance  
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levels were not significantly different (Rana and Kausar, 
2011).  In a similar study, most Turkish and American 
students reported preferring deeper and more strategic 
approaches to learning rather than surface ones 
(Senemoğlu, 2011). Moreover, students from non-formal 
system of education were found to have had better study 
habits than the students of formal system; however, while 
students of formal system were significantly better on 
time management, general studying strategies, general 
setting and motivation, and note taking, students of non- 
formal system were significantly better on class atten-
dance and participation, exam preparation, and text book 
reading (Bajwa et al., 2011). Interestingly, students living 
away from home are found to be spending significantly 
more time studying alone (Morris, 2012). Finally, it was 
observed that the urban women distance learners were 
found to have better study habits than rural women 
distance learners while no significant differences were 
observed in overall study habits of demographic charac-
teristics such as course, employment, marital status, and 
age (George, 2014). 

Recent studies conducted upon the study habits of 
students from different contexts in Turkey have also shed 
some light on the issue. For example, it is now evident 
that fourth grade primary school pupils’ academic 
achievement develops with the growth of their study habit 
skills (Çetin, 2009). Furthermore, study attitudes, self-
perceptions of achievement and positive views of their 
teachers are significant aspects of study strategies for 
university-level students at a Vocational Educational 
Faculty for whom study strategy use is not influenced by 
their views of the school and grade (Erdamar Koç, 2010). 
From the teacher candidates’ perspectives, an increase 
in study skills of teacher trainees is in parallel with the 
increase in their academic risk-taking behavior (İlhan et 
al., 2013). 
 
 
Learner autonomy 
 
Learner autonomy has long been defined as ‘the ability to 
take charge of one’s own learning’ (Holec, 1981). In other 
words, learners must be independent from others’ 
instructions and directing in order to develop autonomy 
(Benson, 1996). Teachers hold positive attitudes toward 
the promotion of learner autonomy in language learning 
as the facilitators, counselors, and valuable resources 
(Duong and Seepho, 2014). Similarly, student teachers 
are positive about the implementation of the philosophy 
of learner autonomy (Balçıkanlı, 2010; Tok, 2011). 
According to teacher candidates, ‘finding their own 
learning strategies’ and ’formulating their own expla-
nations’ are among the most appropriate instructional 
responsibilities for promoting learner autonomy (Tok, 
2011). On the other hand, female language instructors 
and the instructors working in state universities are more 
willing about giving learners the responsibility about  their  
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own learning experiences than their male colleagues and 
the ones working in private universities (Büyükyavuz, 
2014). 

Nevertheless, practices related to promoting learner 
autonomy in language classrooms are not obstacle-free. 
There seems to be some discrepancies between teach-
ers’ views about learner autonomy and their actual 
practices (Duong and Seepho, 2014). Likewise, student 
teachers are concerned about the idea of giving the 
students the responsibility of deciding on their own 
learning processes due to time constraints and restric-
tions stemming from the curriculum (Balçıkanlı, 2010). In 
fact, both teachers and students are conscious about 
learner autonomy; however, it is not employed by most 
teachers because of the burden stemming from the 
curriculum and physical restraints, and most students 
lack motivation and adequate training to be autonomous 
learners (Farooq, 2013). In reality, the content of fixed 
school classroom teaching as the eloquent setting for the 
growth of responsibility of students’ own learning does 
not only augment learning, but also provides the teachers 
with the extra time for possible strategy training (Chuan, 
2010). In sum, promoting learner autonomy constitutes 
the teacher’s long standing educational objective (Wang, 
2010). 

Designing courses to promote learner autonomy 
among language learners is in the agenda of teachers 
and researchers bearing in mind the prominence of the 
phenomenon because as Cotterall (2000: 109) 
suggested, “learner autonomy should not be seen as a 
goal only for highly committed students completing 
optional courses, or for students operating within selected 
educational or cultural contexts. Rather, it should be seen 
as an essential goal of all learning”. In order to design 
and run a course to promote learner autonomy, five 
principles have been suggested: learning goals, the 
language learning process, tasks, learner strategies, and 
reflection on learning. In a Turkish context, Yıldırım 
(2014) introduced a course to promote learner autonomy 
among Turkish EFL teacher trainees, and investigated 
the effectiveness of the course on the perceptions of 
those student teachers related to learner autonomy. The 
findings revealed that the learner autonomy training 
resulted in several positive changes in the students’ 
perceptions related to learner autonomy such as making 
sure they make progress during English lessons, making 
sure they make progress outside class, stimulating their 
interests in learning English, identifying their weaknesses 
in English, making them work harder, deciding how long 
to spend on each activity, evaluating learning, and 
evaluating the English course. The study successfully 
called for a learner autonomy training for EFL learners, 
especially the learners as future EFL teachers.  

Cooperative learning is a virtuous way to promote 
learner autonomy as cooperative learning has positive 
influences on both students’ willingness and their skill in 
being more  autonomous,  boosts  self-esteem  and  self- 

 
 
 
 
confidence, increases motivation, improves learners’ 
learning responsibility, augments self-management 
abilities, upsurges support for language learners on their 
quest to transfer their interdependence to independence 
(Wang, 2010). Also, use of blogs (Lee, 2011), use of 
CALL (Jones, 2001), and reflective lessons (Miller, 2009) 
have been suggested for promoting learner autonomy. 
 
 
Learner autonomy and study habits 
 
Study habits and learner autonomy are the two important 
notions for a better learning; thus, it is probable that these 
concepts be in relation with each other, especially for a 
learner autonomy training to be a prominent factor for 
students to acquire better study habits.  

According to Field (2007), obtaining the know-how is 
essential to an effective learner autonomy training 
especially about using learning strategies, transferring 
content, cognizing the teacher’s objectives, reaching a 
profound language awareness, reflecting on the learning 
process, and identifying learning styles as the ones to 
develop in the classroom; and self-valuation, general 
study skills, and managing learning as the ones to 
develop outside the classroom. In a sense, gaining these 
abilities guarantee that learners take part in the language 
classrooms more productively, benefit from the self-
access amenities properly, and nurture more decent 
study habits (Field, 2007). To this end, certain attempts 
were made to promote learner autonomy to foster the 
acquisition of better study habits by learners, especially 
by the university-level students. For example, Iimuro and 
Berger (2010) developed a curriculum for a semester-
long course engaging in numerous methods in order to 
enhance the students’ autonomous learning skills and 
English skills over four months and reported that the most 
of the students showed positive attitudes towards the 
structure and advanced in English language skills, 
motivation, and study habits. Journal writing was also 
found to be a valuable tool to help students organize and 
assess their self-study as well as a device to help them 
become more independent to reflect upon their learning 
experiences, to define their goals, plan their learning, and 
to choose and apply correct means and operative tactics 
to reach their goals (Tao, 2007).  

As for the role of autonomy training as the means for 
good study habits for university students, the 
amalgamation of interesting educational content with 
learning systems that meet their psychological needs for 
autonomy is likely to confidently inspire intrinsic motiva-
tion and boost empowering and influence their reflection 
processes positively (Glas and Cárdenas-Claros, 2013). 
It is also suggested that students be encouraged to 
become more autonomous by joining study activities that 
endorse autonomous learning. It is also evident that 
students’ study habits change in the course of such a 
training program  by  means  of  increasing  their  time  of 



 
 
 
 
studying English and resulting in an improvement in their 
English proficiency levels (Wagner, 2014). In an earlier 
study, Bailey et al. (2000) had found a correlation 
between foreign language learning anxiety and study 
habits of college-level foreign language learners. Accord-
ing to the researchers, high anxious foreign language 
learners tended to spend their time ineffectively, did not 
sleep enough to concentrate on their school work, did not 
arrange their study and break times for an effective work, 
and were not able to start studying as they wanted to do 
so. 
 Although the review of the literature on both the study 
habits of university students and the learner autonomy 
training for language learners suggest that both concepts 
are quite important in language learning and teaching 
research, no study to date attempted to investigate the 
mutual relationship between the two concept, namely, the 
effect of learner autonomy training on the study habits of 
students. However, study habits are important to the 
extent that it might mislead the learners while they are 
studying for a particular subject, the foreign language in 
this case. Also, promoting learner autonomy among stu-
dents, as research suggested, would naturally enhance 
the quality of teaching and success in learning. In an 
attempt to correlate these two momentous educational 
notions, the following research questions were structured: 
 
1. What are the study habits of first-year ELT students 
before and after the learner autonomy training? 
2. Does learner autonomy training have a significant 
effect on the study habits of the students?  
 
 
METHODOLOGY 
 
Participants 
 
The population for this study was 188 (136 female and 52 males) 
students enrolled in the ‘Learner Autonomy’ class at Anadolu 
University English Language Teaching Program in 2013-2014 
Spring Semester. However, 66 of them were extracted from the 
study because of not attending classes regularly and failing (12 
students), not taking the first (12 students) and second (27 
students) administrations of the survey or both administrations of 
the survey (15 students). At the end, 122 (94 female and 28 male) 
students comprised the sample of the study.  

The participants were in their first year in the Faculty of 
Education, who had almost the same educational backgrounds. 
They were placed into the program by the Turkish Student Place-
ment and Selection Center (ÖSYM) from different geographical 
regions of the country. Moreover, all were accepted to the program 
after obtaining a C1 level of English Language proficiency based on 
the exam given by the School of Foreign languages at Anadolu 
University at the beginning of the academic year. In their first year, 
the students are required to take courses to improve their English 
language skills. To this end, students had taken courses including 
Oral Communication Skills I, Contextual Grammar I, Listening 
Comprehension, Academic Reading, and Written Communication in 
the first semester. In the second semester, they were enrolled in 
Oral Communication Skills II, Contextual Grammar II, Listening 
Comprehension and Note Taking, Critical Reading, Academic 
Writing and Report Writing as well as the Learner Autonomy 
classes.  
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The Instrument 
 
A study habits questionnaire (Quinco-Cadosales, 2013) was utilized 
in order to determine the study habits of the participants both before 
and after the autonomy training. Although there are some other 
measures to identify learners’ study habits, the present instrument 
was selected as it served best for the research purposes of this 
study in reflecting the content of the learner autonomy training. The 
scale, originally in English, is a 5-point Likert-type scale (from Not 
True to Absolutely True) with 55 items in six sub-sections. The sub-
sections and some sample items reflecting the study habits are as 
follows. 
 
  
Motivation (8 items)  
 
I am willing to do the work I do not enjoy because I see it as 
important. 
I exert effort to find out why I need to do a particular task. 
 
Organizing and planning one’s work (10 items)  
 
I make a review schedule for the examinations. 
I make lists of things to do. 
 
Working with others and utilizing resources and feedback (8 items)  
 
I share resources with other students. 
When I am listening to someone, I try to anticipate what they will 
say next. 
 
Managing school work stress (8 items)  
 
I get so worried about assignments that they make me feel ill. 
I let these concerns about the work get on top of me. 
 
Note-taking and reading (11 items),  
 
My notes indicate the main ideas, rather than merely repeat what 
has been said. 
I have a shorthand technique of my own. 
 
Preparing an assignment/project (10 items) 
 
I see to it that I understand what is really being asked for in the 
assignment/project. 
I review assignments/project before submitting it. 
 
The instrument was translated into Turkish, participants’ mother 
tongue, using the ‘back-translation’ method in order to avoid any 
misinterpretations because of the participants’ proficiency in 
English. Finally, it is worth mentioning that the scale exhibited a 
high levels of reliability for both the first (Cronbach’s α = .882) and 
the second (α = .799) administration as a research instrument to 
find out the study habits in this study.  
 
 
Learner autonomy training 
 
The learning autonomy training was given along with a compulsory 
course ‘İNÖ218 Learner Autonomy’ (4 ECTS) in 2013-2014 Spring 
Semester. The courses were given in eight different classes each 
having 18 to 27 students by four highly experienced instructors from 
the department. The course had the following purposes in the form 
of learning outcomes (Anadolu Info Package, 2014): 
 
By the end of this lesson, students will be able to 
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o define the basic concepts and skills of autonomous learning. 
o explain the concept of autonomous learning and the features 

of autonomous learning. 
o define note-taking strategies. 
o list and defines learning styles and strategies. 
o explain learning anxiety and find out the ways to cope with it. 
o define motivation and its types. 
o use autonomous learning concepts and skills to become an 

autonomous learner. 
o plan his time effectively. 
o .find out ways to cope with demotivation and high-anxiety and 

applies them. 
o use the appropriate learning styles and strategies to make the 

learning process easier. 
o gain skills of individual and group work. 
o plan for individual and group work. 
o evaluate the efficiency of individual and group work by 

questioning, criticizing and comparing. 
o make reflection and self-evaluation related to his own learning 

process by using analytical and critical thinking. 
o analyze his own learning skills to change and correct the weak 

ones and develop comparatively weaker ones. 
o realize the effectively used learning skills and adapts them to 

new learning situations. 
o construct his own lifelong learning by realizing his learning 

strengths and weaknesses. 
 
In order to achieve these outcomes outlined above, a number of 
themes were presented to the students in a coherent manner within 
a variety of teaching techniques. In fact, the content of the course 
was not a one-to-one match with the items in the study habits 
questionnaire. It rather aimed to promote learner autonomy among 
university-level students as future teachers. First of all, the concept 
of learner autonomy was introduced. In this way, students were 
more aware of the fact that learner autonomy is not the same as 
self-instruction that students can learn by themselves without a 
teacher or a formal learning context (Benson, 2001), nor a new 
teaching methodology or a state gained by the learners. They were 
taught to be more responsible for their own learning instead. 
Second, students were given instruction about important skills and 
strategies that would help them become better language learners. 
Note-taking skills, as one of the vital study habits, were presented 
to the students explicitly and via some practice opportunities. As for 
oral language development tools, the students were given the 
chance to practice their skills, in form of in-class presentations. For 
the writing skills development, students were taught the compo-
nents of a research paper. Although these activities look like parts 
of a language skill-development training, they were helpful tools to 
promote learner autonomy among students. Third, students were 
made to become more aware of the learning process and becoming 
a better learner. To this end, lectures on learning styles and brain 
dominance were provided. The working system of memory was also 
instructed accompanied with a lecture on Neurolinguistic Pro-
gramming (NLP). Learning strategies with a specific focus on the 
language learning strategies were also introduced. As mentioned 
earlier, language learning strategies are not the same with the 
study habits, but only a part. Fourth, the concept of language 
learning anxiety was introduced with a special emphasis on the 
possible negative consequences of a high level of language 
learning anxiety. Dealing with anxiety is not only a matter of 
promoting learner autonomy but also among the study habits 
described in this study; hence, the lecture was of great importance 
to the learners to see the possible relationship between the two 
concepts. Fifth, as components of being a responsible learner and 
as indicators of good study habits, time management, motivation, 
collaborative and cooperative learning, and reflective learning and 
self-evaluation were introduced to the students by means of 
lectures   and   in-class   presentations   given    by    the    students 

 
 
 
 
themselves.  

In order to study the above-mentioned themes related to learner 
autonomy, teachers had 3 h contact with the students each week 
for 12 weeks by lecturing, conducting class discussions, and giving 
students opportunities for in-class presentations and pair and group 
works. The assessment and evaluation of the course consisted of a 
mid-term (40 %) and a final exam (60 %) in the form of paper-and-
pencil in-class exam. The main course books used as the bases for 
the discussions in the classroom were Essential study skills: The 
Complete Guide to Success @ University by Burns and Sinfield 
(2003) and The Study Skills Handbook by Cottrell (1999). 
 
 
Data collection and analysis procedure  
 
The research instrument was first given to the students at the 
beginning of the semester (in the 2nd week) during their class hours 
by their instructors. The survey was given to the participants again 
at the end of the semester (in the 12th teaching week) again by their 
instructors during their class hours. Each administration took 
approximately 10 min. For the purpose of the study, the students 
were told to write their names or any nicknames on the 
questionnaire papers; they were also told that it was not about 
assessing their performance or it would have an effect on their 
grades in the ‘Learner Autonomy’ or any other course. 

For the analyses of the data, first of all, the total scores for each 
student in each subsection of the questionnaire for both adminis-
trations were calculated. The calculations were made according to 
a scoring scheme and corresponding descriptions for each score 
range (Quinco-Cadosales, 2013) by giving points to each answer 
(Not True: 2 points, Somewhat True: 4 points, I don’t know: 6 
points, Mostly True: 8 points, Absolutely true: 10 points). Second, in 
order to find out whether there was a significant difference between 
the study habits of the participants before and after the training, 
mean scores for each item and each subsection for both 
administrations were calculated. Following that, paired samples t-
tests (two-tailed) were run between each mean score obtained for 
the subsequent section of the study habits questionnaire.  
 
 
RESULTS 
 
As for the first research question “What are the study 
habits of first-year ELT students’ before and after the 
learner autonomy training?”, the total score for each 
student in each subsection of the questionnaire for both 
administrations were calculated. Table 1 presents the 
results related to students’ study habits before and after 
the training in frequencies and percentages as well as the 
descriptions of each score range. 

First of all, at the beginning of the semester, more than 
half of the students (54.1 %) reported that they some-
times got down to work but could be distracted.  On the 
other hand, 45.9 % of them did not appear to have many 
problems in getting down to work and keeping to it before 
the learner autonomy instruction. When it comes to the 
end of the semester, this time, majority of them reported 
that they did not have many problems in getting down to 
work and keeping to it (68%) as an indicator of motiva-
tion. The autonomy training, furthermore, resulted in a 
decreased number of students in terms of being 
distracted when they got down to work (29.5 %) while 
only three of the students totally had hard times for being 
motivated to study.    
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Table 2. Comparison of mean scores related to study habits before and after training. 
 

Study habits Before training After training    
Mean SD Mean SD df t Sig. 

Motivation 3,43 0,52 3,51 0,54 

121 

-1,52 .131 
Organizing and planning one’s work 3,59 0,71 3,72 0,60 -1,86 .066 
Working with others and utilizing resources and feedback 3,21 0,52 3,25 0,45 -0,83 .410 
Managing school work stress 2,58 0,80 2,35 0,81 2,99 .003* 
Note-taking and reading 3,52 0,56 3,76 0,47 -4,50 .000* 
Preparing an assignment/project 3,71 0,61 3,84 0,48 -2,16 .003* 

 

*Significant at .05 level. 
 
 
 
the learner autonomy training.  

Sixth, the majority of students (73.7%) were found to be 
able to prepare their assignments and/or projects well 
while some needed to demonstrate some skills (25.4%) 
at the beginning of the semester. Only one student was 
not totally doing well. After the training, on the other 
hand, most of them were found to be able to prepare their 
assignments and/or projects well (82.8 %) while only 
some of them needed to demonstrate some skills (17.2 
%). Also, there were no students with inability to prepare 
assignments and/or projects (Table 2).  

Finally, as an answer to the second research question 
“Does learner autonomy training have a significant effect 
on the study habits of the students?”, a paired samples t-
test was run for each study habit in the questionnaire 
(Table 2).  

Although the mean scores for all study skills were 
different for the first and second implementation of the 
questionnaire, the differences were significant for three 
study skills: managing school work stress [t= 2,99, 
p<0.05], note-taking and reading [t= -4,50, p<0.05], and 
preparing an assignment/project [t= 2,16, p<0.05]. In 
other words, students were more able to deal with school 
work stress; they developed their note-taking and reading 
skills; and they were better at preparing an assignment/ 
project after they were trained about learner autonomy. 
 
 
DISCUSSION AND CONCLUSION 
 
The findings of this study showed that first-year EFL 
teacher trainees had relatively good study habits related 
to motivation, organizing and planning their work, working 
with others and utilizing resources and feedback, note-
taking and reading, and preparing an assignment/project 
at the beginning of the semester. However, they were 
found to be experiencing problems related to managing 
their stress about school work before the learner 
autonomy training.  

The study habits of the students, in a general under-
standing, changed to a positive level in all aspects of their 
study habits. Although the differences between the 
scores were not significant for some of the study habits 

(i.e. motivation, organizing and planning their work, work-
ing with others and utilizing resources and feedback), the 
overall scores suggest that there was a positive change, 
especially when some individual students’ scores are 
considered. For example, before the training, most of the 
students could start the work at hand but are distracted 
by other factors while studying, which could result in a 
deficiency of concentration in studying (Quinco-
Cadosales, 2013). However, after the training, most of 
them were able to get down to work and keeping to it, 
which means that they can endure their willingness in 
studying and molded the study habit (Quinco-Cadosales, 
2013). Similarly, such courses are good opportunities for 
students to boost their level of motivation as Glas and 
Cárdenas-Claros (2013) pointed out when they offered a 
course related to cultural diversity. Organization and 
planning the school work, on the other hand, can be seen 
as the most successfully used study habit of the students 
although there are and there will always be some 
students who are likely to do things at the last minute or 
not completing their work at all. For sure, there is no 
single tactic to obliterate all these bad habits, including a 
learner autonomy training. These findings are in line with 
the previous work that established no link between 
students’ motivation and their academic achievement 
(Quinco-Cadosales, 2013). Students in this study mostly 
did not ignore the resources available to them, worked 
well with others around them, and benefited from the 
feedback they obtained they were provided with. Neither 
the autonomy training nor the other possible training and 
self-development opportunities increased their study 
habits related to these points. Indeed, the students 
probably had the adequate study habits before the 
training time already. Another interpretation could focus 
on the possible ineffectiveness of the training on 
motivation, on planning and organizing work, and on 
cooperative/reflective learning and self-instruction. These 
interpretations agree with Yıldırım’s (2014) work, which 
showed that learner autonomy training did not yield a 
significant change in the perceptions of students about 
their abilities to decide on the time to spend on activities 
and to choose their learning objectives outside the class. 
After the learner autonomy training, the students exhibited 



 
 
 
 
significantly better habits related to note-taking and 
reading and preparing an assignment/project. One 
interpretation of this finding is that these students were 
already taking ‘Listening Comprehension and Note 
Taking’ and ‘Academic Writing’ courses which already 
aim to develop students’ listening and note-taking skills 
and writing skills respectively. Most of the students’ 
reading and note taking skills are adequate and they do 
not waste their time reading irrelevant materials; how-
ever, this can still be improved to reach the highest levels 
of reading and note-taking abilities. Likewise, most of the 
students demonstrate the ability to prepare an assign-
ment or project, and few need to demonstrate some 
skills. In fact, if these students are provided with the 
ample support, these students could still progress to be 
able to demonstrate their full ability. It is well-known from 
the literature that learner autonomy training results in a 
number of constructive modifications in the students’ 
views related to learner autonomy such as making sure 
they make progress during English lessons, making sure 
they make progress outside class, stimulating their 
interests in learning English, identifying their weaknesses 
in English, making them work harder, deciding how long 
to spend on each activity, evaluating learning, and 
evaluating the English course (Yıldırım, 2014). Similarly, 
foreign language learners of English had found self-study 
as an effective and useful as most students admitted that 
their English levels were improved with self-study oppor-
tunities. Hence, it is not surprising that the university 
students in this study benefited a lot from the techniques 
and methods described in the Learner Autonomy 
lessons, especially to develop their note-taking and 
reading comprehension skills. 

Most students in this study were probably accustomed 
to a teacher-centered instruction in their previous educa-
tional lives in which they did not get a lot of feedback on 
their written or oral production of the language just like 
their peers in Japan (Taferner, 2009). When it comes to 
the university-level ELT program, expectations are 
higher, especially in terms of producing academic-level 
written texts and speaking in front of a class full people 
as teacher trainees. Furthermore, pre-service teachers 
unfortunately do not enter teacher education programs 
with a high level of reading proficiency, nor with positive 
attitudes toward reading and reading-related habits 
(Benevides and Peterson, 2010). When the case in 
Turkey is considered, it is no surprise that they mostly 
possess exam-focused study habits that are shaped by 
the multiple-choice type of tests before they come into 
the program. Therefore, it is not unexpected that their 
study habits are not in the desired level at the beginning 
of their education as teacher candidates. Training as the 
one in this study, then, was a great opportunity for them 
to develop correct habits to deal with their school work. 
The changes in the study habits can also be accredited to 
the point that university students might not know the 
correct studying techniques, and those  who  are  able  to  
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study cannot take on operational study techniques. 
According to Osa-Edoh and Alutu (2012), lack of proper 
study habits is one of the chief reasons of dwindling 
educational standards.  
 As the most striking finding of this inquiry, students 
were more able to deal with their school work stress after 
they got the learner autonomy training. These findings 
corroborate with the case of Philippian university students 
who tended to get overwhelmed with their stress which 
affected their performance in a negative way as a 
student, and resulted in inefficiency as university students 
(Quinco-Cadosales, 2013). The finding is also associated 
with the concept of language learning anxiety that is 
probably experienced by many language learners from 
diverse learning contexts and diverse proficiency levels. 
Language learning anxiety is mostly considered as an 
individual notion that reveals itself in different ways. The 
literature has also suggested that not only university 
students but also pre-service (Akinsola, 2014; Hart, 1987; 
Merç, 2010; Rieg et al., 2007) and in-service (Borg, 1990; 
Chaplain, 1995; Horwitz, 1996; Jepson and Forrest, 
2006; Tytherleigh et al., 2005) EFL teachers suffer from 
the anxiety and stress caused by the inability to manage 
school work.  It is also evident that anxiety is caused by 
weak self-expression (Caldwell-Harris and Ayçiçeği-Dinn, 
2009) or being exposed to only classroom-based 
education (Dewaele et al., 2008). One of the outcomes of 
the ‘Learning Autonomy’ course in this study is as 
follows: “Students will be able explain learning anxiety 
and find out the ways to cope with it”. The findings 
showed that the learner autonomy training was highly 
successful to help university students identify and handle 
the different types of anxieties they are likely to 
experience, in other words, it helps students to gain good 
study habits related to managing their stress related to 
school work.    
 
 
IMPLICATIONS AND SUGGESTIONS 
 
The findings of this study put forward some implications 
for language teaching institutions and teacher education 
programs. First of all, study habits training is not only the 
responsibility of the higher education programs. Indeed, 
by executing study skills curricula aiming foreign 
language learning in secondary schools and even earlier, 
students could improve the necessary skills and 
strategies that will promote them in their foreign language 
classes all through their university lives (Bailey and 
Onwuegbuzie, 2002). Another implication is that students 
should be given the adequate training at the university 
level, especially when the students are the future teacher 
as study approaches of teacher candidates and self-
perceptions of those teacher candidates as well as their 
lecturers should rather be positive in order to assist them 
to utilize more effective study skills (Erdamar Koç, 2010). 
Furthermore, training students to develop  their  language 
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skills and strategies is at utmost importance, which is the 
core of many curricula. However, although most 
programs include these strategy training components to 
nurture learner autonomy, training in communication 
strategies is critically essential (Field, 2007). Also, the 
goal of higher education is to coach students and 
coaching students about the ways to learn more 
effectively should be among the principal goals of the 
higher education programs. Therefore, bearing in mind 
the findings of both this study and other studies, a study 
skills course, talk, or conference that focuses on note 
taking, outlining, study techniques, test taking, organiza-
tion skills, time management, and listening and reading 
comprehension skills is a brilliant idea not only to 
augment and maintain student achievement but also to 
assist the instructors and the program itself (Simmons, 
2006). 

One important implication drawn from this study is the 
need for designing learner autonomy courses or 
seminars for university students, especially for the 
teacher trainees. While designing these courses, it is 
recommended that institutions pay attention to inserting 
elements that help university students discover or 
improve good study habits. Tasks and activities are 
needed to be inserted to motivate students to study, 
organize and plan their school work, push them to work 
with others and utilize resources and feedback, take 
notes and read effectively, and to be better able to 
prepare their assignments. The study clearly indicated 
that the learner autonomy training consisting of elements 
related to coping with learning anxiety results in students 
who are better able to deal with school work stress. 
Therefore, this component must not be skipped by the 
program designers. Similarly, lectures and presentations 
about note-taking and writing research papers are not 
only effective in making students more responsible for 
their learning, but also valuable tools to make students 
gain good study habits related to these aspects. Hence, 
these should be the inevitable components of similar 
programs. 

On the other hand, there are some considerations that 
future teachers or curriculum planners should bear in 
mind. The contents of a similar course should pay more 
attention to certain themes if they want their students to 
develop good study habits in terms of motivation, 
planning and organizing their work, and working with 
others and utilizing feedback.  

One suggestion can be about the implementation of the 
themes in the courses. Lectures on these aspects were 
probably not sufficient to provide students with a 
permanent tradition about studying effectively. Instead, 
they should be given in such a way that the students 
must be able to elicit and investigate their own tactics and 
practices on these themes. This would, in turn, probably 
result in better study habits for students’ future 
experiences as learners.   

It is obvious that individuals do not turn into good 
language learners in  a  day,  yet  it  is  also  obvious  that 

 
 
 
 
teachers can nurture good language learners who are 
capable of discovering and operating the existing 
resources and continue to expand their language skills 
(IImuro and Berger, 2009). The only thing here is a slight 
push from the teacher together with the tenacious 
determination of the learner; and this push might be 
maintained through a learner autonomy training similar to 
the one described in this study. Finally, it might be worthy 
to conclude with the following precious words: 

It has been argued that too much thinking, research, 
and practice views learner autonomy in a very instruction-
centred way, with a focus on equipping the learner to 
function better in the classroom or learning centre. We 
need to change our perspective. True learner empower-
ment consists of the freedom to learn outside the 
teaching context and the ability to continue learning after 
instruction has finished. The most effective teacher is one 
who provides for her/his own redundancy. (Field, 2007: 
37). 
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Fairy tale is one of the most important genres in literature which reflects childish sensitivity, feeds 
child’s soul, enriches his/her imagination and prepares him/her for the future. Emerging as product of 
oral literature, fairy tales were used as an instrument of training in the past and they still have the same 
function today. Educators think that fairy tale is important for contribution to children’s linguistic skills, 
mental and spiritual development. It enriches the imaginative world of the child, feeds spirit of the 
children and prepares them for the future.  Fairy tales are also important in that they indicate the 
strength of language and contribute to development of artistic language development of the child. This 
study was conducted during 2013-2014 academic year in order to find out the attitudes of secondary 
school students towards fairy tales. The survey questions and attitude scale prepared by the author 
were administered to 387 students in four secondary schools predetermined in Kars and Ağrı 
provinces. The students studying at Grades 5, 7 and 8 in secondary school are sampling groups of the 
study. With this study, the students’ attitude for the effect of fairy tales on linguistic skills, vocabulary, 
Turkish course and human behaviors was discovered. In addition, it was also studied whether or not 
gender and classroom factors are important in respect to students' attitude towards fairy tales. The data 
of the study were analyzed by use of SPSS statistic program. The study has indicated that fairy tales 
create an affirmative effect on students. 
 
Key words: Fairy tales, children literature, education, folk literature education, legend, Turkish education. 

 
 
INTRODUCTION 
 
 
Derived from Arabic word “mesel”, the word masal (fairy 
tale) is a story which teaches a lesson while containing a 
moral lesson in itself (Elçin, 2013: 368).  In Turkish 
Dictionary, “fairy tale (masal)” is defined as “a story, 
telling extraordinary events experienced by mostly people 
or gods, mostly made up by people, transferred orally 
from generation to generation". According to Hungarian 
Turkish folklorist Ignacz Kunoş (1978: 113), fairy tale is 

the rotating mirror of a nation. The mirror shows not only 
praying rituals of the people in the past but also moral 
values of them (Çavuşoğlu, 2006: 64). 

Affirmative acts and cultural values are boasted and 
dignified in the personality of good heroes and such 
heroes are idealized in fairy tales. Audience is taught 
good, right, nice and tolerance. The behavior and 
thoughts considered as adverse and non-affirmed are 
transmitted in bad figures in the fairy tales (Çobanoğlu, 
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2012:138). At the end of the fairy tales, moral advice is 
given in a simple style to teach lesson of virtue to the 
audience. Such lessons mostly emerge from relationship 
of opposites such as good and bad, beautiful and ugly, 
strong and weak, rich and poor (Asutay, 2013:272). 

Fairy tale is one of the most important genres of 
children literature and reflects childish sensitivity in the 
best way. They teach children the way of challenging in 
life and overcoming the problems, acting independently 
and living in harmony with nature. It also contributes to 
personality development in children. The child listening 
and telling fairy tales expresses himself/herself more 
comfortably (http://www.br-online.de). Children can find 
the love they desire, the excitement they look for and 
wishes they seek only in fairy tales (Şirin, 1998: 115). 

Telling fairy tales has become tradition in the past as it 
educates and entertains people. The fairy tale studies 
have indicated that fairy tales told to children have 
softened the conflicts, clashes and refusals experienced 
by children (Şimşek, 2002: 79); have trained them, 
contributed to the development of their personality, while 
they teach adults to be patient (Özdemir, 
http://www.zaman.com.tr). 

Fairy tale is one of the oldest literature genres (Arıcı, 
2004: 59). Emerging as products of verbal literature, fairy 
tales were told to educate children, to entertain them, to 
make them joyful and teach them moral values in the 
past (Iranmanesh, 2013:128). However, fairy tales have 
gained much more importance as a means of education 
starting from the twenty-first century, and number of fairy 
tales has increased considerably. Old fairy tales have 
been revised taking into account the psychological 
conditions of children. Fairy tales and similar works of 
arts told in verbal customs are compiled and filtered 
through pedagogical filters. They are employed as 
materials for helping the emotional and educational 
development of children at educational institutes (Souza 
and Bernardıno, 2013:235).  

Fairy tales have a special position in teaching reading, 
writing, speaking and listening skills to children. They can 
be exploited for teaching various talents, fluency, 
diversity and politeness of the mother tongue (Boratav, 
1973: 15).  

It is not correct to assume that all fairy tales are 
teaching and entertaining stories. Some of them are not 
good in terms of language and style while some are of 
nature to damage spiritual health of children in respect to 
their contents. For instance, the fairy tales of which 
heroes are spirits, ghosts, devil and those containing 
frightening themes may scare children. (Kılıç, 
http://www.sabah.com.tr). For that reason, it is necessary 
to be careful that they are of quality in terms of the 
language, style and content. The qualities of the fairy 
tales to be told to children can be as follows:  
 
a) They must have simple, open and fluent style. The 
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events must be live and have action, and have abundant 
dialogues.  
b) They must be didactic and entertaining, and 
encourage sense of being good person, helping people, 
solidarity development in children. 
c) The fairy tales to be told must be proper for levels of 
the students and classroom composition. 
d) It must be avoided to tell fairy tales causing 
degeneration, belittling social values, encouraging hatred 
and violence (Kıbrıs, 2002: 45).  
 
In short, being very important in training of children, fairy 
tales must be didactic, entertaining and adequate in 
respect to language and style as well as content. In this 
study, the attitudes of children from grades 5, 7 and 8 in 
secondary schools towards fairy tales are examined by 
means of various variables.  
 
 
Objective of the study 
 
The importance of the fairy tales is stated in the studies 
conducted on place of fairy tales in education.  They 
suggest how to use fairy tales in Turkish teaching. 
The views of the teachers about fairy tales have been 
identified . However, no studies have been conducted  
about the attitudes of students in level 2 of their primary 
education. This study has two considerations: 
 
1. Discovery of attitudes of students at Grades 5, 7 and 8 
of secondary school towards fairy tales.  
2. Whether or not the grade and gender are important 
variables in respect to their attitudes towards fairy tales. 
Since the attitudes of those younger are compared to 
attitudes of those older students, (the age range of 
subjects : 12-15) the samples were selected from Grades 
5, 7 and 8 of secondary school  
In this context, the following questions were prepared for 
samples forming sampling group: 
 
a)  What is the level of students’ attitudes towards effect 
of fairy tales on language skills and vocabulary? Do the 
students’ attitudes in this matter differ on basis of 
genders and grades?  
b) Does covering fairy tales in Turkish lessons affect 
students’ attitudes affirmatively? Do the students’ 
attitudes in this matter differ in respect to variables of 
gender and grades?  
c) What is the level of students’ attitudes regarding effect 
of fairy tales on people’s behavior? Do the students’ 
attitudes in this matter differ on basis of genders and 
grades? 
 
 
METHOD  
 
This part explains the research model, population and sampling, 
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data collection means, data analysis and statistical techniques 
employed in the study. 
 
 
Study model  
 
The study has been conducted by use of general scanning models. 
Experimental and descriptive methods were applied and field study 
was conducted in the study. 
 
 
Population and sampling 
 
The population of the study is limited to 4 primary schools in Kars 
(Susuz Yüzüncü Yıl Regional Boarding Secondary School) and in 
Ağrı (Doğubayazıt Mustafa Yassuboğa Secondary School, Tutak 
Kazım Karabekir Secondary School, Ağrı Ahmet Alagöz Secondary 
School). The study was conducted during term two of 2013-2014 
academic year. The samples were selected at random. The attitude 
scale was applied to total 387 students consisting of 200 girls 
(51.7%) and 187 boys (48.3%).  
 
 
Data collection ınstruments 
 
The scale developed as data collection instrument for the study was 
applied in grades 5, 7 and 8 of secondary school. The survey 
consists of 22 items of four-point Likert type prepared to measure 
the attitudes of students towards fairy tales on the basis of genders 
and grades of the students. 

Before applying the attitude scale about fairy tales, the students 
listened to and read fairy tales such as Little Red Riding Hood, The 
Rooster and The Fox, Town Musicians of Bremen, Old Man’s Smart 
Donkey etc. Furthermore, the students were asked to tell fairy tale 
and to write them down. While developing attitude scale, opinions 
of professionals and “Scale about Teachers’ Opinions regarding 
Fairy Tales and Use of Them in Turkish Teaching“ developed by 
Zeynep (2007) were used. The item 1 of the scale containing 
personal details asks the grade of the students. In  item 2 the 
gender of the students is asked and points are “girl=1”, “boy=2”. 
Attitude scale items of the survey are scored as “not at all=1”, “a 
little=2”, “fairly =3” “much=4”. 
 
 
Data analysis 
 
The attitude scale prepared for the study was handed out to the 
students and collected upon completion. Research data were 
analyzed in "SPSS 15.0" package program (Özdamar, 1999: 344). 
The number of subjects, arithmetic average of the answers given to 
items and percentage rates was found out. Genders and grades of 
the students were assessed as independent variables. “One-
Sample Kolmogorov-Smirnov Test” was used to measure the 
proper distribution of data in this study. “One-Way Anova Test” was 
applied to measure homogeneity of the study data. Since the 
statistical significance of the tests was under 0.005, which is 
deemed as borderline for calculation of significance and did not 
meet the parametric hypothesis tests research assumptions, non-
parametric tests were applied in this study.  Mann Whitney U-Test 
was applied to the answers given to the survey questions by the 
participants in order to find out the difference on basis of gender. 
Kruskal Wallis H Test was applied to find out the difference in 
answers given to the survey items on basis of grades. 

Upon analysis it is indicated that factor loads vary between 0.510 
and 0.700. Cronbach’s Alpha reliability coefficient of the scale was 
0.931. Cronbach’s Alpha reliability coefficient for initial 11 items of  

 
 
 
 
the scale was 0.892 and for second 11 items was 0.857, according 
to Split-half method. In addition, Spearman Brown reliability 
coefficient of the scale is 0.913 while Guttman split half coefficient 
is 0,912. According to the results, the reliability of the scale is 
considerably high. 
 
 
FİNDİNGS AND COMMENTS 
 
The vocabulary meaning the entire words known by a 
person is one of the most important factors playing role in 
formation of all disciplines and language skills and use of 
them functionally (Vardar, 1998:190; Korkmaz, 
1992:100). The individual may use language effectively, 
properly and accurately subject to vocabulary s/he has.  

Fairy tales, enriched with politeness of the language, 
are one of the educational and artistic instruments 
improving child's imaginative world and language skills 
(Yavuz, 2002:153). According to a study conducted on 
effects of fairy tales on children development, the pre-
school teachers stated that fairy tales are effective in 
language, emotional, psycho-social and cognitive 
development of children (Şahin, 2011:215). The results 
obtained in this study have similarities with the results of 
the said study because the students’ opinions about 
positive effects of fairy tales on language skills and 
vocabulary are also positive. 

According to Table 1, the survey was administered to 
200 girls, 187 boys; total 387 students. It has been 
discovered that the students’ attitudes towards effect of 
fairy tales on language skills and vocabulary differ 
according to gender.  

The boy and girl students’ attitudes towards effects of 
fairy tale on reading, telling, writing and vocabulary 
development vary between 0,000 – 0,001  in significance 
line of test statistics table.  It can be expressed that 
students' attitude towards effect of fairy tales on language 
skills and vocabulary is significant statistically at p < 0.05 
level in respect to genders. 

Fairy tale is an important instrument for teaching skills 
such as listening, reading, speaking, writing covered in 
the Turkish course curriculum (Yavuz, 2002:440). This is 
because the activities, such as reading and telling tales in 
Turkish courses develop students’ comprehension and 
narration skills (Arslan, 2007:198). 

According to the data given in Table 2, the students’ 
attitudes towards effect of fairy tales on success in and 
covering Turkish course are affirmative and indicate 
difference in favor of girls. Accordingly, it is seen that 
value of significance line in statistical table of Mann- 
Whitney U Test varies between 0.000 – 0.037.  It is seen 
that students’ attitude towards effect of fairy tales on 
success in and covering Turkish course is significant in 
respect to genders.   

Only the p value of the question “I think the number of 
fairy tales in Turkish course book is not enough” is 0.307 
and is not significant statistically.   
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Table 1. Man-Whitney U Test indicating difference in students’ attitudes towards the effects of fairy tales on 
language skills and vocabulary in respect to genders. 
 

Students’ attitude towards fairy tales Gender N X  U P 
I like listening to fairy tales. 
 

1. Girl 200 211.63 
15174.500 

.000 
 2. Boy 187 175.15 

      

I like reading fairy tales. 
1. Girl 200 220.90 

13320.500 .000 
2. Boy 187 165.23 

      

I like telling fairy tales. 
1. Girl 200 224.93 

12514.000 .000 
2. Boy 187 160.92 

      
I believe my writing skills improve when I 
write fairy tales. 

1. Girl 200 221.85 
13131.000 .000 2. Boy 187 164.22 

      

Fairy tales increase my vocabulary.  
1. Girl 200 219.00 

13700.500 .000 
2. Boy 187 167.26 

      
I believe my speaking skills improve when I 
tell fairy tales. 1. Girl 200 212.08 15083.500 .001 

 
 
 

Table 2. Man-Whitney U Test indicating difference in students’ attitudes towards the effects of fairy tales on success 
in and covering Turkish course in respect to genders. 
 
Students’ attitudes towards effect of fairy 
tales on success in and covering Turkish 
courses 

Gender N X  U P 

Reading and listening to fairy tales will 
increase my success in Turkish course. 

1. Girl 200 211.88 
15123.500 .001 

2. Boy 187 174.87 
      
In Turkish course when fairy tales are told, my 
attention rises much more. 

1. Girl 200 221.65 
13170.500 .000 

2. Boy 187 164.43 
      
I understand the fairy tales in Turkish course 
books. 

1. Girl 200 219.08 
13684.500 .000 2. Boy 187 167.18 

      
The fairy tales in Turkish course books 
increase my interest in fairy tale books.  

1. Girl 200 205.45 
16409.500 .025 

2. Boy 187 181.75 
      
I like the illustrations of fairy tales in my course 
book. 

1. Girl 200 207.13 16074.500 .012 
2. Boy 187 179.96 

      
I think number of the fairy tales in Turkish 
course book is not enough. 

1. Girl 200 199.43 
17613.500 .307 

2. Boy 187 188.19 
      

I like animation of fairy tales in the classroom. 
1. Girl 200 218.20 

13860.500 .000 
2. Boy 187 168.12 

      
I like completing the other half of the fairy tales 
after one half is told by the teacher.  

1. Girl 200 204.60 
16579.500 .037 

2. Boy 187 182.66 
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Table 3. Man-Whitney U Test indicating difference in students’ attitudes towards the effects of fairy tales on human 
behaviors in respect to genders. 
 
Students’ attitudes towards effect of fairy 
tales on human behavior Gender N X  U P 

Fairy tales increase my imagination. 
1. Girl 200 213.98 

14703.500 .000 
2. Boy 187 172.63 

      

Fairy tales develop my creativity.  
1. Girl 200 207.00 16100.500 

 
.011 

2. Boy 187 180.10 
      

I think fairy tales enhance my love of nature. 
1. Girl 200 224.76 

12548.500 .000 
2. Boy 187 161.10 

      
Fairy tales help me distinguish between good 
and bad, beautiful and ugly. 

1. Girl 200 218.15 
13871.000 .000 2. Boy 187 168.18 

      
I feel happy when evils are punished in fairy 
tales. 

1. Girl 200 207.02 
16096.000 .012 

2. Boy 187 180.07 
      
I associate the events in the fairy tales with 
daily life. 

1. Girl 200 212.37 15026.500 .000 
2. Boy 187 174.36 

      
I take as sample the good behavior of fairy 
tale hero/heroine.  

1. Girl 200 204.45 
16611.000 .049 

2. Boy 187 182.83 
      
Scary events in the fairy tales influence me 
negatively.  

1. Girl 200 212.25 
15051.000 .001 

2. Boy 187 174.49 
 
 
 
Effects of fairy tales on human behaviors in respect 
to gender 
 
As the content of fairy tales is of teaching lesson nature, 
fairy tales help students develop positive attitude and 
habits (Şahin, 2011:215). The results given in Table 3 
show that the students’ attitudes towards the effect of the 
fairy tales on human behavior are positive. It is seen that 
value of significance line in statistical table of Mann- 
Whitney U Test varies between 0.000 – 0.049. 
Accordingly, it is understood that girl students are 
influenced by fairy tales more than boys. 

When the results shown in Table 4 are examined, it is 
seen that the students’ attitudes towards effect of fairy 
tales on language skills and vocabulary differ in respect 
to grades of the students. The values of significance line 
of statistical table of Kruskal Wallis H Test vary between 
0.000 – 0.01 and fd=2.  

Only the “p” values of the items "I like listening to fairy 
tales” with p=0,222>0.05 and "Fairy tales increase my 
vocabulary” with p=0,168>0,05 have not been significant 
statistically.  

According to the results gained from the above data, 
fairy tales provide much more contribution to language 

skills of grade 5 students when compared to other 
grades. 

The arithmetic average of the answers given to 
students’ attitude scale about effect of fairy tales on 
language skills and vocabulary varies between 2.67 and 
3.20. The results indicate that the students have 
affirmative opinion about effect of fairy tales on success 
in and covering Turkish course. 

The results given in the table indicate that the students’ 
attitudes towards telling fairy tales (2.67) and writing fairy 
tales (2.76) are weaker than their attitudes towards 
listening to and reading fairy tales. Students partially 
support the understanding that fairy tales develop 
vocabulary of students (2.67). The results show that 
didactic aspect of the fairy tales is not fully understood by 
students. The findings discovered in the study conducted 
by Sezer (2012: 61) support the results achieved in this 
study. Similarly, just like students, the teachers have not 
understood the didactic importance of fairy tales either.   

Activities of reading and listening to fairy tales have 
affirmative effects on students (Souza and Bernardıno, 
2013:236). When the results given in Table 5 are 
examined, it is seen that the students’ attitudes regarding 
some of the survey items (Reading and listening to fairy  
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Table 4.  Kruskal Wallis H Test indicating difference in students’ attitudes towards the effects of fairy tales on 
language skills and vocabulary and difference in respect to grades. 
 

Students’ attitude towards fairy tales Grade N X  χ2 P 

I like listening to fairy tales. 
5. 167 202.65 

3.011 
.222 
fd=2 

X =3.20 

7. 110 192.96 
8. 110 181.90 

      

I like reading fairy tales. 
5. 167 216.44 

18.794 
.000 
fd=2 

X =2.89 

7. 110 193.91 
8. 110 160.02 

      

I like telling fairy tales. 
5. 167 224.24 

23.729 
.000 
fd=2 

X =2.67 

7. 110 174.96 
8. 110 167.12 

      

I believe my writing skills improve when I write 
fairy tales. 

5. 167 223.90 
24.335 

.000 
fd=2 

X =2.76 

7. 110 180.47 
8. 110 162.15 

      

Fairy tales increase my vocabulary.  
5. 167 202.26 

3.573 
.168 
fd=2 

X =2.67 

7. 110 197.58 
8. 110 177.89 

      

I believe my speaking skills improve when I 
tell fairy tales. 

5. 167 217.73 
14.963 

.001 
fd=2 

X =2.86 

7. 110 181.10 
8. 110 170.87 

 
 
 
tales will increase my success in Turkish course. In 
Turkish course when fairy tales are told, my attention 
rises much more. I like completing the other half of the 
fairy tales after one half is told by the teacher) about 
effect of fairy tales on success in and covering Turkish 
course are different in respect to their grades and are 
significant statistically. Accordingly, the values of 
significance line of statistical table of Kruskal Wallis H 
Test vary between 0.000 and  0.04 and fd=2.  The 
significance values of some survey items “I understand 
the fairy tales in Turkish course books. (P=0.572>0.05) 
The fairy tales in Turkish course books increase my 
interest in fairy tale books (P=0,117>0.05). I like the 
illustrations of fairy tales in my course book 
(P=0,928>0.05) I think number of the fairy tales in Turkish 
course book is not enough (P=0.786), I like animation of 
fairy tales in the classroom (P=0.135>0.05)” do not differ 
in respect to grades and are not significant statistically. 
According to the results given in the table, it is seen that 
fairy tales provide more contribution to language skills of 
grade 5 students. 

The arithmetic average of the answers given to scale 
survey items about students' attitudes about effect of fairy 
tales on success in and covering Turkish course varies 
between 2.45 and 3.07. The results indicate that the 
students have affirmative opinion about effect of fairy 
tales on success in and covering Turkish course.  

Reading and listening to symbolic and allegoric fairy 
tales contribute to individual development and reading 
skills of the students (Aquino, 2011:1119). When the data 
given in the Table 6 are examined, it is seen that the 
students’ attitudes in some items (I associate the events 
in the fairy tales with daily life.  I take as sample the good 
behavior of fairy tale hero/heroine. Scary events in the 
fairy tales influence me negatively) about effect of fairy 
tales on humans’ behavior differ in respect to grades and 
are significant statistically. Accordingly, the values of 
significance line of statistical table of Kruskal Wallis H 
Test vary between 0.000 and 0.016 and fd=2.  It is seen 
that value of significance in some items “Fairy tales 
increases my imagination (p=0,995>0,05), Fairy tales 
develop my creativity (P=0,199>0,05), I think fairy tales  
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Table 5.  Kruskal Wallis H Test indicating the students’ attitudes towards the effects of fairy tales on success in and 
covering Turkish course and difference in respect to grades. 
 
Students’ attitudes towards place of fairy 
tales in Turkish course Grade N X  χ2 P 

Reading and listening fairy tales will increase 
my success in Turkish course. 

5. 167 221.93 
24.329 

.000 
fd=2 
X =3.00 

7. 110 186.65 
8. 110 158.96 

      

In Turkish course when fairy tales are told, my 
attention rises much more. 

5. 167 213.75 
11.085 

.004 
fd=2 
X =2.90 

7. 110 185.92 
8. 110 172.10 

      

I understand the fairy tales in Turkish course 
books. 

5. 167 199.82 
1.116 

.572 
fd=2 
X =3.03 

7. 110 186.43 
8. 110 192.73 

      

The fairy tales in Turkish course books 
increase my interest in fairy tale books. 

5. 167 206.57 
4.299 

.117 
fd=2 
X =3.07 

7. 110 185.57 
8. 110 183.34 

      

I like the illustrations of fairy tales in my course 
book. 

5. 167 194.89 
.149 

.928 
fd=2 
X =2.90 

7. 110 195.89 
8. 110 190.76 

      

I think number of the fairy tales in Turkish 
course book is not enough. 

5. 167 197.78 
.481 

.786 
fd=2 
X =2.45 

7. 110 188.58 
8. 110 193.68 

      

I like animation of fairy tales in the classroom. 
5. 167 205.79 

4.004 
.135 
fd=2 
X =3.00 

7. 110 187.79 
8. 110 182.31 

      

I like completing the other half of the fairy tales 
after one half is told by the teacher. 

5. 167 211.40 
15.275 

.000 
fd=2 
X =3.06 

7. 110 199.12 
8. 110 162.46 

 
 
 
enhance my love of nature (p=0,250>0,05), Fairy tales 
help me distinguish between good and bad, beautiful and 
ugly (p=0,756>0,05)” are not different in respect to 
grades and are not significant statistically.  

According to the findings and results of significance test 
(χ2= 20,094, fd=6, p=0,003<0,05),  it is understood that 
there is significant difference between grade variables 
statistically in regard to taking as sample the good 
behavior of fairy tale hero/heroine. 

According to basic assumption of structuralism, the 
knowledge gained later is gained as a result of interaction 
of already acquired knowledge and beliefs of the 
individual. The fairy tales are the basic mechanism of the 
ideas and activities of the individual to be used in the 
future life (Nuhoğlu, 2005:204). In this context, the effect 
of fairy tales on preparation of the child's future is 
undeniable.  

The arithmetic average of the answers given to scale 
measurement items by the students in this table varies 
between 2.18 and 3.08. The results indicate that the 
students think that the effect of the fairy tales on humans’ 
behavior is positive. 
 
 
CONCLUSION AND ASSESSMENT 
 
In this study, the attitudes of the students studying in 
Grades 5, 7 and 8 of secondary school and whether or 
not the grades and genders of the students are important 
variables in regard to students’ attitudes towards fairy 
tales have been studied. The following conclusions were 
obtained: 
 
1. It has been discovered that the students’ attitudes 
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Table 6. Kruskal Wallis H Test table indicating students’ attitude toward effect of fairy tales on human’s behavior 
and difference in respect to grades of students. 
 
Students’ attitudes towards effect of fairy 
tales on human behavior  Grade N X    χ2 P 

  Fairy tales increases my imagination. 
5. 167 194.60 

.010  
.995 
fd=2 

X =3.08 

7. 110 193.47 
8. 110 193.62 

      

Fairy tales develop my creativity.  
  

5. 167 202.86 
3.226 

.199 
fd=2 

X =3.01 

7. 110 194.72 
8. 110 179.84 

      

I think fairy tales enhance my love of nature. 
5. 167 197.94 

2.773 
.250 
fd=2 

X =2.80 

7. 110 179.84 
8. 110 202.18 

      

Fairy tales help me distinguish between good 
and bad, beautiful and ugly. 

5. 167 196.63 
.560 

.756 
fd=2 

X =2.80 

7. 110 187.58 
8. 110 196.42 

      

I feel happy when evils are punished in fairy 
tales. 

5. 167 183.79 
3.356 

.187 
fd=2 

X =2.75 

7. 110 196.24 
8. 110 207.27 

      

I associate the events in the fairy tales with daily 
life. 

5. 167 215.46 
11.887 

.003 
fd=2 

X =2.18 

7. 110 180.45 
8. 110 174.97 

      

I take as sample the good behavior of fairy tale 
hero/heroine.  

5. 167 208.30 
8.325 

.016 
fd=2 

X =2.50 

7. 110 196.13 
8. 110 170.16 

      

Scary events in the fairy tales influence me 
negatively.  

5. 167 216.92 
18.179 

.000 
fd=2 

X =2.18 

7. 110 192.10 
8. 110 161.10 

 
 
 
towards effect of fairy tales on language skills and 
vocabulary differ according to gender and grades. 
2. It was concluded that students’ attitude towards effect 
of fairy tales on success in and covering Turkish course 
is significant in respect to genders and grades.  
3. Reading fairy tales influence human behavior 
affirmatively.  Girls are influenced from reading and telling 
fairy tales more than boys. Students of Grade 5 are 
influenced by fairy tales more than the students of 
Grades 7 and 8.  
4. Based on the findings gained and results of 
significance test,  there is significant difference in terms 

of gender and grades in respect to taking as sample the 
good behavior of fairy tale hero/heroine.  
5. Students have positive opinion about effect of fairy 
tales on human behavior.  
6. The studies “Assessment of Fairy Tales in terms of 
Teachers’ Perspective: Diyarbakır case” by Sezer and 
“Study of Values covered in Keloğlan Fairy Tales” by 
Akkaya (2014) both support the results of our study.  
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This study investigated the occupational concerns of pre-service teachers attending to education 
faculties. Effects of some demographical variables including gender, department, grade and socio-
economic status on pre-service teachers’ occupational concerns were also examined. The study was a 
survey in which 650 pre-service teachers from four different education faculties participated in. To 
collect data ‘Occupational Concern Scale-OCS’ was used. Data were analyzed with descriptive 
statistical techniques including arithmetical mean, standard deviation and percentage. To find out 
whether the opinions of participants on occupational concerns differed according to research variables 
t-test and ANOVA was used. Results indicated that participants are moderately concerned about 
teaching occupation. Comparative analyses showed that there was a significant difference between 
groups in terms of gender, SES and department, but no differences were seen in grades of participants. 
Results imply that participants who are female, from low SES and Turkish language teaching are more 
concerned about the teaching occupation. In the end, it was concluded that Turkish pre-service 
teachers have occupational concern to some degree. 
 
Key words: Pre-service teachers, occupation, concern, demographical variables. 

 
 
INTRODUCTION 
 
Despite its long history, teacher training practices have 
been problematic in Turkey. Since 1848, which is the 
date of establishment of the first teacher training school 
in Ottoman Empire, hundreds of regulations regarding to 
the training, selection and appointment of teachers have 
been come into force. Historically, teacher education 
practices have always been under the responsibility of 
state owned institutions for many years in Turkey. 
Teacher training policies are presently determined based 
on the Project of Developing National Education - PDNE, 

which took effect after the signing of the Republic of 
Turkey and World Bank (WB) in mid-90s. The selection 
processes of teacher candidates to educational faculties 
are administered by the Student Selection and Placement 
Center (SSPC), which is also a state institution. The 
teacher candidates who gain right to register to education 
faculties have to attend four years teacher preparation 
programs. After completing successfully the four years 
education, student teachers graduate with the title of 
“teacher” (Yeşil, 2009). 
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Presently, there are tens of education faculties in 
Turkish universities, and there are hundred thousands of 
graduated teachers from those faculties. Unfortunately, 
unplanned state policies since mid-90s created an 
unemployment crisis for the fresh from faculties. The 
main body which takes the newly graduated teacher into 
service is the Ministry of National Education (MoNE) in 
Turkey. Currently, almost eight hundred thousand 
teachers work for MoNE.  Since the retirement ages are 
legally high in Turkey, it is hard to enter into business for 
young in MoNE. In passing years, MoNE have retained 
approximately 40 thousands new teachers annually. Yet, 
as it was mentioned before, unemployment rate is still 
high among young teachers, because there are more 
than hundred of them.  

To become appointed to teaching posts in public 
schools, newly graduated teachers are expected to take 
and pass the nationwide exam called the Civil Servant 
Selection Examination (CSSE) regularly held every year. 
CSSE tries to measure and evaluate the general 
competencies and the extent of pedagogical content 
knowledge of teacher candidates. In order to appoint to 
teaching post, candidates have to be successful in 
CSSE, but it is not enough to get appointed to schools 
which are joined to MoNE.  MoNE annually publicizes the 
open teaching posts by subject, and then appoints the 
required number of teachers. MoNE divides country into 
three service regions based on the social and economic 
criterion. The candidates who successfully pass the 
CSSE are appointed to the least economically and 
socially develop areas of the country. That is, they have 
to work at least four years in those rural regions (MEB, 
2010).  

It is problematic and anxious for individuals who do not 
know what will happen in their future. This argument is 
also true for pre-service teachers who are under pressure 
what will happen in their occupational career in the future. 
It is also argued that pre-service teachers have mostly 
employment concern. In fact, there are some empirical 
findings which show that pre-service teachers mostly 
experience whether they will find job or not after 
graduation. Some other studies have also indicated that 
teacher candidates mostly have career concerns, con-
cerns for finding a job in teaching post and occupational 
concerns (Cüceloğlu, 1996; Kaya and Büyükkasap, 2005; 
Tümerdem, 2007, cited in Doğan and Çoban, 2009).  All 
those arguments and findings imply that Turkish pre-
service teachers experience occupational concerns about 
their future careers to some degree besides other 
problems mentioned in the previous paragraphs.  

As it was discussed above, training, selection and 
recruitment processes of pre-service teachers are 
problematic in Turkey. In such case, it can be expected 
that pre-service teachers in Turkey might have concern 
about their professional career. In fact, previous studies 
focusing on the concerns of pre-service teachers 
revealed such a result. For  instance,  it  was  determined  

 
 
 
 
that the pre-service teachers who enter into the CSSE to 
get appointed to public schools have serious concern 
about it (Ekici and Kurt, 2012). Similar studies have also 
shown that the expectations of the majority of pre-service 
teachers toward the teaching profession, who are 
studying in the programs of education faculties, cannot 
be met at the desired level, and they have higher levels 
of occupational concerns (Karamustafaoğlu and Özmen, 
2004).  

Some other studies focusing on the pre-service 
teachers’ occupational concerns have also been 
conducted in Turkey. In such a study, it was revealed that 
occupational concern level is high among females as 
compared to males (Dursun and Karagün, 2012). In a 
similar study which was conducted on teachers showed 
that older teachers have more occupational concerns 
than young teachers (Atmaca, 2013). Some other studies 
have also revealed that senior students are 
occupationally more concerned than freshman (Saban et 
al., 2004; Ünaldı and Alaz, 2008). Based on the previous 
studies, it can be concluded that pre-service teachers 
have concerns about their occupational careerto some 
degree. However, all those studies are not enough to 
understand better whether pre-service teachers’ con-
cerns differ based on various variables including gender, 
department, grade and socio-economic status (SES). It is 
expected with the present study that whether the views of 
pre-service teachers’ occupational concerns differ 
according to some demographical variables. It is hoped 
that the present study will contribute to previous literature 
regarding with occupational concerns of pre-service 
teachers in Turkey. Although present study was 
conducted on pre-service teachers in Turkey, the results 
might contribute to scholars, policy makers and legal 
authorities of education all around the world. Despite the 
fact that teacher training practices are different across 
countries, the problems of pre-service teachers are 
similar.   
 
 
Theoretical framework 
 
The topic of occupational concern has received consi-
derable research attention during the last decade and 
has emerged as an important occupational safety and 
health concern (Hurrell and Murpyh, 1996). The scholars 
have defined concern as “the subjectively unpleasant 
feelings of dread over something unlikely to happen, such 
as the feeling of imminent death” (Davison, 2008, p. 154). 
Based on this definition, occupational concern can be 
defined as the “distributing fear felt by pre-service 
teachers in their inner world, who have not started the 
occupation itself, explained by the reason that they do not 
know what they will be confronted with”. Fuller (1969) 
conceptualized and theorized the concept of occupational 
concern. Fuller (1969) argues that teacher candidates 
have three consecutive types  of  occupational  concerns. 



 

 
 
 
 
One of them is concerns about self meaning that the pre-
service teachers feel concern about self stress whether 
she or he will perform in the profession successfully. 
Second dimension of occupational concern is concern 
about task. In this type of occupational concern pre-
service teachers have concern about being an efficient 
educator in the future. The final dimension of occupa-
tional concern is about concerns about students and the 
impact of teaching. That is, teacher candidates have 
some concern about their students and the impact of 
teaching worries about contributing to the students’ 
education.  

Previous researches on the occupational concerns of 
the pre-service teachers have shown that novice 
teachers have more occupational concerns than 
experienced teachers (Alasheev and Bykov, 2002; 
Wagner, 2008). In some studies, it was seen that pre-
service teachers have generally experience concerns 
about communication with students, school life, 
professional penetration, getting employed and the 
environment (Cabı and Yalçınalp, 2009; Sammephet and 
Wanphet, 2013). The similar studies have also revealed 
that pre-service teachers have some stress about 
classroom management and how the inspectors and the 
students will asses them as teachers (Fuller, 1975, p. 
176). All those studies show that pre-service teachers 
have some concerns about their responsibilities, tasks, 
and also role pertaining to the teaching profession.  
 
 
Purpose of the study 
 
The main purpose of the present study is to examine the 
pre-service teachers’ occupational concerns based on 
some demographical variables. The research questions 
are as follows; 
 
- To what extent the pre-service teachers in Turkey have 
occupational concerns? 
- Does the occupational concern of pre-service teachers 
differ according to their gender, department, grade and 
socio-economic status? 
 
 
MATERIALS AND METHODS 
 
Present study is a survey in which quantitative techniques were 
used during data collection and analyzing. Karasar (1999) defines 
survey as the “observation and examination of social phenomenon 
in its natural context”.  
 
 
Participants 
 
Participants were a total of 650 pre-service teachers (60% female; 
40% men) attending teacher education programs in four different 
universities in Ankara, Turkey. To choose the participants, stratified 
sampling technique was used, since there are four state-owned 
universities which have Faculty of Education in Province of Ankara. 
Based   on   the   theoretical   sampling  table  (Balcı,  2005)  it  was  
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decided that 364 participants could represent the population which 
includes totally 16,631 pre-service teachers (OSYM, 2010). Each 
participant was randomly assigned from four education faculties. 
During the data collection process approximately 700 scales were 
distributed and 650 were returned fully. The average ages of the 
participants are 22. 7 (SD = 2.11; Range = 19-32 years). Of the 
participants, 221 attend to elementary education, 119 attend to 
foreign languages, 152 attend to mathematic education and the rest 
of them (158) attend to Turkish language education. Grade levels of 
the participants are as follows; 221 first grade, 112 second grade, 
114 third grade, and 203 fourth grade. Of the participants, 227 are 
from low, 250 from middle and 173 from high socio-economic status 
(SES). In order to decide the participants’ SES level, their spending 
per month was used (below 500 Turkish Liras (TL) = low SES; 
between 501 and 1500 TL = middle SES; above 1501 TL = high 
SES].  
 
 
Instruments 
 
In order to measure the pre-service teachers’ occupational level, 
Occupational Concern Scale-OCS was used. OCS was originally 
developed by Cabı and Yalçınalp. (2013). 

The OCS is a 45-item, 5-point Likert type scale ranging from (1) 
totally disagree to (5) totally agree. The result of exploratory factor 
analysis of the OCS revealed an eight factor solution. The factors of 
the OCS were entitled: (1) concern about task; (2) social and 
economic concern; (3) concern about students/communication; (4) 
concern about colleagues/parents; (5) concern about personal 
development; (6) concern about appointment; (7) concern about 
adaptation; and (8) concern about school administration. The 
Cronbach alpha value for the original OCS was calculated to be 
.95. In the present study, validity and reliability studies of the OCS 
were re-analyzed with data which had been collected during the 
research. In order to determine the validity of OCS, confirmatory 
factor analyses (CFA) was used. The model fit indices from the 
confirmatory factor analysis showed a good fit between the initial 
model and the observed data; 2 = 2950; df = 970; 2/df = 3.04; 
AGFI = .94; GFI = .91; NFI = .90; CFI = .98; IFI = .98; RMR = .05; 
RMSEA = .05. The reliability of the OCS was investigated via 
Cronbach alpha coefficient, and was found to be .97. Taking these 
calculations into account, the OCS was determined as a valid and 
reliable instrument for the study. 
 
 
Analyses  
  
The data collected by totally 650 pre-service teachers were 
analyzed with the descriptive statistical techniques including 
arithmetical mean (M), standard deviation (SD), percentage, t-test, 
one-way analysis of variance (ANOVA) and LSD for the post-hoc 
test. Data were analyzed with the help of SPSS (version 20) and 
LISREL (version 8.0). Significance level was chosen as .05.  To 
determine if the data is proper for the parametric tests (e. g. t-test 
and ANOVA), normality test of Kolmogorov-Smirnov test (K-S) were 
conducted and have seen that the data is normally distributed. And 
also, it was seen that there was no missing data and extreme value.  
 
 
Procedure 
  
The study was conducted by the researcher in four different state 
owned universities in Ankara, Turkey in Fall Semester of 2014. The 
data were distributed to the participants during the lessons after 
getting permission of the instructors. Participants in the study 
completed the data collection tools voluntarily. Participants filled in 
the scales almost in ten minutes. During data collection period, 
totally   750   scales   were  distributed  and  650  of  them  returned  
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Table 1. Occupational concern levels of the participants based on the sub-dimensions of 
OCS (M, SD). 
 
Sub-dimension of OCS Mean Standard deviation 
Concern about task 3.24 .87 
Social and economic concern 2.99 .94 
Concern about student/communication  2.77 .92 
Concern about colleagues/parents  2.76 .88 
Concern about personal development 2.22 .78 
Concern about appointment 4.02 .92 
Concern about adaptation 3.27 .96 
Concern about school administration 3.92 .99 
Total 3.14 .91 

 
 
 

Table 2. T-test results for gender. 
 
Variable Groups N M SD df t p 

OCS Female 390 3.21 .92 648 2.77 .03* 

 Male 260 3.02 .95    
 
*Note: p < .05 

 
 
 
completely for the data analyses.  
 
 
RESULTS 
 
Mean and standard deviation of occupational concern 
levels of participants are presented in Table 1. 

As it is seen in Table 1, participants mostly have 
concern about appointment (M= 4.02, SD=.92). The 
secondly important concern is about school 
administration (M= 3.92, SD= .99). These results indicate 
that pre-service teachers have high level of appointment 
and school administration concern. The findings also 
show that pre-service teachers have moderately 
concerns about social and economic concerns (M= 2.99, 
SD= .94), concerns about adaptation (M= 3.27, SD= .96) 
and concerns about task (M= 3.24, SD= .87). Table 1 
also indicates that pre-service teachers have little 
concerns about personal development (M=2.22, SD= 
.78), concern about colleagues/parents (M= 2.76, SD= 
.88) and concern about student/communication (M= 2.77, 
SD= .92). Finally, overall mean of pre-service teachers’ 
occupational concern is 3.14 (SD= .91). This result 
implies that pre-service teachers have moderate level of 
occupational concerns.  

In the study it was also wondered whether pre-service 
teachers’ concern levels toward teaching occupation 
differ according to some demographical variables 
including gender, grade, department and SES. To answer 
these questions comparative analyses including t-test 
and ANOVA were used. Results are presented in the 
Tables 2 and 3.  

As it  can  be  seen  in  Table  2,  pre-service  teachers’  

occupational concern level differ significantly according to 
gender. T-test results showed that female participants 
(M= 3.21, SD= .92) have more occupational concerns 
than male participants (M= 3.02, SD= .95) [t(648) = 2.77, 
p < .05].  

As it can be seen in Table 3, pre-service teachers’ 
opinions about the occupational concern differ 
significantly according to their departments (F= 5.85; p < 
.05). Results showed that participants who study Turkish 
teaching have more occupational concerns (M= 4.22, 
SD= .90) as compared to other departments’ students 
(Foreign Language, M= 3.10, SD= .96; Mathematics, M= 
3.98, SD= .89; Elementary, M= 3.22, SD= .91). However, 
results did not produce any significant differences among 
students from different grades in terms of occupational 
concerns (F= 1.20; p> .05). As it is seen in Table 3, pre-
service teachers’ opinions about occupational concerns 
differ significantly according to their SES (F=4.42; p < 
.05). ANOVA results showed that there is a significant 
differences between the opinions of students from low 
(M= 4.21, SD= .92) and high (M=2.99, SD= .98) socio-
economic background. That is, students from low SES 
have more occupational concerns than the students from 
high SES.  
 
 
DISCUSSION 
 
The present study aimed to investigate the pre-service 
teachers’ occupational concerns based on various 
variables including gender, department, grade and socio-
economic status. Participants of the study are 650 pre-
service teachers from education faculties of four different  
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Table 3. ANOVA results for department, grade and SES. 
 
Variables Groups N M SD df F p Sources of differences 
Department Elementary 221 3.22 .91 4-646 5.85 .01* (1.2.3)-(4) 

2.Foreign L. 119 3.10 .96 
3.Mathematics 152 3.98 .89 
4.Turkish L. 158 4.22 .90 

Grade 1.First Grade 221 3.50 .94 4-646 1.20 .12 --- 
2.Second Grade 112 3.45 .89 
3.Third Grade 114 3.27 .92 
4.Fourth Grade 203 3.54 .95 

SES 1.Low 227 4.21 .92 3-647 4.42 .02* (1)-(3) 
2.Middle 250 3.92 .93 
3.High 173 2.99 .98 

 
*Note: p < .05 

 
 
 
universities located in the province of Ankara, Turkey. 
Participants have completed in the Occupational Concern 
Scale (OCS) which is composed of eight dimensions. 
Data were analyzed with descriptive statistical techniques 
including arithmetical mean, standard deviation, percen-
tage, t-test and one-way analyses of variance (ANOVA).  

The analyses of the data indicated that the occupa-
tional concerns of pre-service teachers are moderate. 
This result is similar with the previous studies. In one of 
those studies, it was reported that pre-service teachers 
have occupational concerns to some degree 
(Karamustafaoğlu and Özmen, 2004). There might be 
various reasonable reasons why the pre-service teachers 
felt occupational concerns. One of the reasons might be 
the low self-efficacy belief of teacher candidates. It can 
be expected that pre-service teachers with low self-
efficacy might think that he or she would not achieve the 
necessities of the teaching profession. Hence, they might 
not believe in that they are competent enough for the 
teaching occupation. In fact, previous studies shown that 
novice teachers commonly have a heavy workload, felt 
inept in classroom management, and social status 
problems (Korkmaz et al., 2004; Öztürk and Yıldırım, 
2013; Özpınar and Sarpkaya, 2010; Senom et al., 2013; 
Veenman, 1984). Moreover, studies have also indicated 
that teachers experience occupational concerns, 
perception of incompetence, and reality shock in the early 
years of their career. It was also determined in the 
present study that the pre-service teachers have high 
level of appointment concern. This finding supports the 
literature. For instance, Ekici and Kurt (2012) reported 
that pre-service teachers have appointment stress in 
Turkey. As it was documented in the introduction section, 
it is very hard for newly graduated teachers to find a job 
in state or private schools. Hence, the argument which 
was mention in introduction has been proven empirically. 
It was also found that pre-service teachers have little 
concern about personal development. This finding shows 
that participants have high level of  self-confidence  about  

their occupational career.  
T-test results revealed that participants’ opinions about 

occupational concern differed significantly in terms of 
gender. That is, female participants have more occu-
pational concern than the male ones. This result is also 
parallel with the similar studies. In one of those studies, 
researchers have indicated that females have more 
concern about their occupation than the males (Dursun 
and Karagün, 2012). The possible reason of that result 
can be the gender discrimination against females in 
societies. Since women are historically and culturally 
have been seen as second-class citizens in societies, it is 
hard for them to compete with men equally. Therefore, 
our female participants might think that they would be 
exposed to unequal treatment during selection and 
appointment processes.  

Another interesting result of the study is that the 
participants from low SES have more occupational 
concerns than the participants from high SES. It can be 
assumed that students from low income level have been 
exposed to unequal treatments throughout their lives. 
Possibly they think that this inequality will continue during 
their life. Hence, they might believe that they will continue 
to experience obstacles during their occupational life. 
Finally, we found that occupational concern of the 
participants did not differ based on the grades. This result 
means that all participants from different grades have 
similar occupational concerns. However, previous studies 
have indicated that senior students are occupationally 
more concerned than the freshman (Saban et al., 2004; 
Ünaldı and Alaz, 2008). Sampling differences might 
produce this contradiction. It is thought that senior 
students are about to graduate from university. Hence, it 
is normal for them to be more concerned about their 
occupation.  

The results also imply that participants’ occupational 
concerns differ significantly in terms of department. 
ANOVA results showed that the students from Turkish 
language   teaching   have  much  occupational  concerns 
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than Elementary, Foreign language and Mathematics 
teaching. This finding supports the similar studies 
(Saracaloğlu et al., 2009). In that study, it was found that 
pre-service teachers’ concern levels differed based on 
various variables including department from which they 
graduated. As it was mentioned before, it is hard for 
newly graduated teacher candidate to find job in MoNE 
especially for those who graduated from Turkish 
language teaching department. Almost in all education 
faculties in Turkish universities, Department of Turkish 
Language Teaching (DTLT) exists. Therefore, thousands 
of teacher candidates graduate from those departments 
annually. This can be the main reason why the 
participants from DTLT have much occupational concern 
as compared to other departments’ students whose 
numbers are relatively low than the DTLT students.  
In our study, we have concentrated on occupational 
concern of pre-service teachers attending to four different 
universities. However, the study has some limitation. 
Firstly, we cannot generalize our results to larger 
populations, since we have just conducted the study only 
in four universities in Ankara, Turkey. As it was 
mentioned before, there are more than hundred 
education faculties in Turkey. So, further studies can be 
conducted on larger study groups. Secondly, we have 
just examined some effects of some demographical 
variables on occupational concern (e.g. gender, SES 
etc.). We suggest researchers to examine the effects of 
some other variables including self-efficacy, locus of 
control, problem solving skills etc on occupational 
concerns of pre-service teachers. Finally, we think that 
further qualitative studies would contribute the related 
literature. Based on the study, it can be suggested to the 
authorities of education in Turkey to make much more 
rational macro level plans about the teachers training 
practices. This would make better results for teacher 
candidates in their future careers since they can find job 
easily and this can reduce relatively their occupational 
concerns. It can also be suggested that career centers in 
educational faculties could be established so that pre-
service teachers can get crucial information about their 
occupational careers. This would help them to reduce 
their concerns about their future.  
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This study aims to determine the dominant learning styles of pre-service physics teachers and to 
examine them in terms of variables such as gender, information and communication technologies 
skills, academic achievement and type of motivation. Survey model was used.The sample composed of 
50 pre-service physics teachers. The data were collected for this study from three sources; 
demographic information (DI), Learning Style Inventory (LSI), “Information and Communication 
Technologies Skills” (ICT skills). 1999 version of Learning Styles inventory developed by Kolb and 
adapted to Turkish by having the studies of validity and reliability by Evin Gencel was used. ICT skills 
developed by Wilkinson et al., which was prepared by Haznedar through adapting some items from the 
attitude scale aimed at e-learning, which made it more convenient and up-to-date for Turkey. The data 
were analyzed by using frequency, percent value, mean scores, standard deviation, Chi-square test, 
independent samples t ANOVA. The results show that general learning styles preferred by the pre-
service physics teachers were “Diverging”. Considering this finding, it is observed that this study is 
different from the studies in literature. When the literature is taken into consideration, it appears that 
prospective teachers generally prefer ‘assimilating’ and ‘converging’ learning style. According to 
another finding of the study, the learning styles were not related to gender, type of motivation, 
information and communication technologies skills (ICT skills), and academic achievement. 
 
Key words: Learning styles, pre-service physics teachers, motivation, information and communication 
technologys. 

 
 
INTRODUCTION 
 
It was well known fact that learning must be a continuous 
process in modern society, and in academia in particular. 
In other words, learning is a dynamic, lifelong process.  
Malik and Janjua (2011) pointed out that individuals 
involved in the process of learning often develop attitudes 
and behaviors which determine preferences and 
expectations in the way they learn. These preferred ways 
are called learning styles. 

According to Felder and Brent (2005), the problem is 
that no two students are alike. They have different 
backgrounds, strengths and weaknesses, interests, 
ambitions, senses of responsibility, levels of motivation, 
and approaches to studying. If a teacher knew the opti-
mum teaching styles for all students in a class, it would 
be possible to know students’ strengths and weaknesses. 
As every teacher discovers, no two students approach
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learning in exactly the same way. When teachers teach 
using their own preferred style not all of students will 
have the identical style. Inevitably learning will be 
diminished for some. As stated by Felder (2010), 
awareness of learning style differences can help 
instructors teach in a manner that effectively reaches 
most students rather than putting a large subset of them 
at a disadvantage. Teachers need to be aware of 
learning styles to avoid mismatches in style between 
instructors and learners. According to Wlodkowski 
(2008), if students are taught in a manner heavily 
mismatched with their learning styles, one might expect 
that their resulting discomfort would diminish their 
motivation to learn. 

As stated by Grillo (2012), through differentiation of 
physics curriculum, teachers are able to meet various 
students’ learning styles. Educators are able to 
differentiate the curriculum so that it builds on students’ 
strengths and addresses their weaknesses. Teaching 
techniques found in Just-in-time Teaching: Blending 
Active Learning with Web Technology were used in the 
lesson planning and instruction of the course taught 
(Grillo, 2012). Therefore, the critical role that a learning 
style approach can play in terms of physics education. 

Numerous studies of research on adult learners 
suggest that increased learning gains can be achieved 
when instruction is designed with students’ learning 
styles in mind (Dunn et al., 1990; Lenehan et al., 1994; 
Ranne, 1996; Larkin-Hein, 2000; Larkin-Hein and Budny, 
2001, 2003).  Additionally, several researchers of physics 
education have pointed out the importance of teaching 
with learning styles in the Physics Classroom (Larkin-
Hein and Budny, 2001, 2003). However, there are no 
research studies on using motivation type as a 
component of formal assessment of student learning 
styles. The current study aimed to determine the relations 
that motivation type and individual learning style. 

Many different learning style instruments are available 
for use by teachers and researchers in literature such as 
“Felder’s Index of Learning Styles” (ILS) (Felder, 1993), 
“The Learning Channel Preference Test “(LCPT) 
(O’Brien, 1989), Learning Style Profile” (LSP) (Keefe and 
Monk, 1988), “Learning Styles Inventory” (LSI) (Kolb, 
1985) and “Gregorc Style Delineator” (Gregorc, 1982). As 
Cavas (2010), Kolb explained that LSI is different from 
other tests of learning style and personality used in 
education by being based on a comprehensive theory of 
learning and development. Some researchers had 
examined the Kolb Learning Style Inventory (KLSI). They 
argued that the KLSI might well be useful to researchers, 
educators and practitioners. Veres (1991) found 
increased stability in their stydy. Raschick et al. (1998)’s 
research also found the KLSI a useful tool for optimizing 
the relationship between supervisors and their students. 
Lu et al. (2007) emphasised that based on these favo-
rable results, KLSI became  a  well-accepted  instrument.  

 
 
 
 
The KLSI was adapted by many countries to investigate 
learning styles (Can, 2010; Evin Gencel, 2007; 
Yoshitaka, 2005). There are several approaches to 
teaching undergraduate physics and engineering 
students using both the Dunn and Dunn and the Kolb 
learning style models discussed in literature (Larkin-Hein 
and Budny, 1999; Larkin-Hein, 2000; Larkin-Hein and 
Budny, 2001). It was reported that the Dunn and Dunn 
learning style model is employed with non-majors 
enrolled in introductory physics at American University 
and the Kolb learning style model is employed with 
freshman engineering students at Purdue University. 
Important to note was the fact that the learning style 
assessment tool used was not as critical as the actual 
assessment of learning styles. In summary, Kolb's Learn-
ing Style Model is the most widely accepted learning style 
model and has received a substantial amount of empirical 
support (Manolis et al., 2013). In this research, The Kolb 
Learning Style Inventory was used as the data collection 
tool in order to detect the learning styles of teacher 
candidates. 

The Kolb learning style model was based on Kolb’s 
experiential learning theory. Kolb has described four 
basic learning styles: accommodative, assimilative, diver-
gent, and convergent (Richmond and Cummings, 2005). 
Incorporated within each learning style is a combination 
of two of the four learning modes: Concrete Experience 
(CE), Reflective Observation (RO), Abstract Concep-
tualization (AC), and Active Experimentation (AE). The 
assimilative learning style is characterized by the ability 
to reason inductively. As stated in the study by Larkin-
Hein and Budny (2000), the Diverger's dominant learning 
characteristics involve the perception of information 
through Concrete Experience that is then processed 
through Reflective Observation. A characteristic question 
of this type is "WHY?". The Assimilator’s dominant 
learning characteristics involve the perception of 
information through Abstract Conceptualization, that is 
then processed through Reflective Observation. A 
characteristic question of the Assimilator is "WHAT?" The 
Converger’s dominant learning characteristics involve the 
perception of information through Abstract Conceptuali-
zation, with information being processed through Active 
Experimentation. A characteristic question of this learning 
type is "HOW?" The Accommodator’s dominant learning 
characteristics involve perception of information through 
Concrete Experience, with information being processed 
through Active Experimentation. A characteristic question 
of this learning type is "WHAT IF?" 

It is very important to determine the learning styles, 
which are related with the learning conditions of individual 
and her/his preferences in the process of learning (Ülgen, 
1997, p.38); determine whether she/he learns better 
through hearing, speaking, doing-experiencing or com-
bining all these together (Açıkgöz, 1996, p.52); express 
the style of obtaining and processing the information  that  



 
 

 
 
 
 
starts when  every  learner  concentrates  on  a  new  and 
challenging information (Dunn and Dunn, 1993); and 
showing how a student responds to stimulants and uses 
these stimulants during learning (Claxton and Ralston, 
1978). As Currie (1995), teachers should help students in 
developing their dominant learning styles in order to 
enable them to be more effective learners, and know 
what and how to learn and how to use what they have 
learned. According toVeznedaroğlu and Özgür (2005), 
providing an educational service that is convenient for 
learning styles will not only increase the academic 
achievement of students, but also develop a tolerance 
towards the different, become more disciplined and 
develop a positive attitude towards education. Besides, 
knowing the learning styles and planning the learning – 
teaching activities accordingly may show that many 
students with the so-called learning disability do not 
indeed have any learning disability and they could easily 
learn as long as convenient environments and stimulants 
are provided.  

According to Şengül et al. (2013), when the studies 
conducted about learning styles were analyzed, it was 
seen that a great number of relational studies were 
carried out about this subject. In these studies, it was 
looked for relations between several variables such as 
class level, gender, age, way of learning, type of pro-
grams in high schools, type of faculties, critical thinking 
tendencies (Özdemir and Kesten, 2012; Bahar and 
Sülün, 2011; Can, 2011; Çaşkurlu and Baykara, 2011; 
Şeyihoğlu, 2010; Demirbaş and Demirkan, 2007). As 
Şengül et al. (2013), if the learning styles which are 
defined as the tendencies of students in the methods for 
collecting and organizing information are identified, it will 
be easier to understand how individuals are learning and 
what kind of a teaching design should be implemented. 
For this reason, the researchers who studied on learning 
styles made various definitions by evaluating the subject 
from different perspectives. Thus, it is thought that this 
study will contribute positively to the field. 

In this sense, the aim of this study is to identify 
dominant learning styles and whether these learning 
styles differ according to gender, information and commu-
nication technologies skills, academic achievement and 
type of motivation. 
 
 
 
Highlights 
 
1. We determine the learning styles of physics pre-
service teachers 
2. We examined the learnig styles in terms of different 
variables like information and communication skills, 
learning method. 
3. The order of the learning styles of pre-service physics 
teachers who participated in the study is as follows: 
diverging, accommodating, converging and assimilating. 
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Theoretical background and research questions 
 
In 1971 and 1972, Prentice-Hall published two books 
about the emerging concept of learning style (Kolb, 1971; 
Dunn and Dunn, 1972).  According to Kolb (1984), there 
are four learning environments that support the various 
learning styles and their associated modes. The Dunns 
posed a model that included 18 environmental, emo-
tional, ociological, and physical student characteristics. 
The Dunns and Kolb were not the only researchers 
developing learning style constructs. Dunn (1984) points 
out that during the 1970s Canfield and Lafferty (1970), 
Gregorc (1979), Hunt (1979), Ramirez and Castaneda 
(1974) and Schmeck (Schmeck et al., 1977) all 
developed varied definitions, models, instruments, and 
techniques for assessing students' characteristics. 

Prior to the mid-70s, many researchers have examined 
the learning styles and learning style models (Gregorc, 
1979; Keefe, 1979; Dunn, 1983; Dunn et al., 1989; Dunn 
and Dunn, 1993; Kazu, 2010). Penger and Tekavčičhave 
(2009) listed chronological taxonomy of research on 
learning styles from 2000 until the 2008. They emphasize 
that the learning styles literature has had a revival during 
the past years, especially in the first decade of the 21st 
century. Since 2007 and 2008, there has been an 
increasing interest in the learning styles; accordingly, to 
the growing interests of learning styles theories in 
management education (Penger and Tekavčičhave, 
2009). 

According to Kazu (2010), the studies about learning 
styles mostly focus on the success of learners in tradi-
tional learning environments, attitudes towards learning 
environments or the rate of involvement in learning 
environments. Similarly, there are many studies that 
show that success and performance increase when the 
correct teaching style matches the right learning style 
(Orhun, 2013, Novin et al., 2003;  Felder et al., 2002). 
Many researchers have investigated relationships 
between these learning approaches and the variables 
such as gender, age, type of alma mater and level of 
students’ class (Özgür and Tosun, 2012; Can, 2011; 
Bahar et al., 2009; Kılıç and Karadeniz, 2004; Demirbaş 
and Demirkan, 2007; Kılıç, 2002; Çaycı and Ünal, 2007). 

Upon reviewing the literature regarding the learning 
styles that are considered among the most important 
components of the process of learning-teaching (Evin-
Gencel, 2007; O’Banion, 1997;13-19;Guastello, 1998; 18; 
Ekici, 2003;10); it is seen that there is a great number of 
studies on classroom teachers (Karademir and Tezel, 
2010; Can, 2011; Genç and Kocaaslan, 2013; Kaf 
Hasırcı, 2006; Mutlu, 2008; Çaycı and Ünal, 2007). There 
are also studies on mathematics pre-service teachers 
(Genç and Kocaaslan, 2013; Peker and Yalın, 2002;  
CEIT, 2013) and science teachers (Bahar and Sülün, 
2011; Genç and Kocaaslan, 2011). However, there is a 
remarkable lack of studies on physics pre-service 
teachers. It is required to determine the learning styles of 
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pre-service physics teachers and the variables affecting 
these styles in order to enable the teachers to realize an 
educational design regarding the learning styles based 
on the necessity for them to primarily have information 
about their own learning styles. Thus, this study aimed to 
determine the learning styles of pre-service physics 
teachers and the variables affecting these styles. This 
study, which was performed with pre-service physics 
teachers, is thought to make a contribution to the removal 
of the deficiency in literature. Besides, there are also 
studies examining the learning styles in terms of the 
variables of age, gender (Karademir and Tezel, 2010; 
Arslan and Babadoğan, 2005; Bahar et al., 2009) and 
class level. Playing a significant role in education, 
learning styles are important in directing the possible 
studies and arrangements when they are examined in 
terms of different variables like the information and 
communication skills, learning method and work manner. 
In this regard, the following research questions were 
constructed; 
 
1. What are the dominant learning styles preferred by 
pre-service physics teachers? 
2. Do the learning styles preferred by pre-service physics 
teachers vary according to their gender, information and 
communication Technologies skills,type of motivation,and 
academic achievement? 
 
 
METHODOLOGY 
 
In this study, survey model was used to determine the pre-service 
physics teachers’ learning style and the variation of the participants’ 
learning style according to gender, information and communication 
technologies skills, academic achievement and type of motivation. 
 
 
Participants 
 
The target population of the study was composed of physics 
teacher candidates who receive training in the Gazi University, 
Ankara, Turkey. A total of about 80 students attended the faculties 
of the university.The study group is consisted of 50 physics pre-
service teachers. Regarding the pre-service teachers who partici-
pated in the study; 30 (60%) were females and 20 (40%), males. 
The percentages of pre-service teachers are 26% for Grade 2; 10% 
for Grade 3, 24% for Grade 4 and finally 40% for Grade 5. 
Participants of this study from these grades were randomly selected 
to participate in the study. 
 
 
Instruments 
 
The data were collected for this study from three sources; 
demographic information (DI), Learning Style Inventory (LSI), 
“Information and Communication Technologies Skills” (ICT skills). 

The first section focused on the demographic profile of the 
respondents such as name, gender, age, academic achieve-
mentand class. The section contained 14 items. This was followed 
by question on type of motivation. Pre-service teachers were asked 
to respond to their type of motivation; external or internal. 

The second section focused on dominant learning styles of the 
participants. The learning style of pre-service physics teachers  was 

 
 
 
 
measured using the Learning Style Inventory (LSI) developed by 
Kolb (1999) , which was adapted into Turkish and tested in terms of 
its validity and reliability by Evin-Gencel (2007). The LSI is a 12 
item questionnaire in which respondents attempt to describe their 
learning style. Each item asks respondents to rank order four 
sentence endings that correspond to the four learning modes─ 
concrete experience, reflective observation, abstract conceptual-
lization, and active experimentation. Four options in each item are 
graded between 1 and 4. While the lowest score obtained from the 
scale is 12, the highest score is 48. Following this grading, sum of 
Concrete Experience-CE, Abstract Conceptualization-AC, Active 
Experience-AC and Reflective Observation-RO scores was 
calculated and the differences between AC-CE and AC-RO were 
found. The differences between AC-CE and AC-RO change 
between -36 and +36. While a positive score obtained from AC–CE 
indicates that the learning is abstract, a negative score indicates 
that it is concrete; similarly, scores obtained from AE–RO indicate 
that the learning is either active or reflective (Evin-Gencel, 2007). 
The LSI essentially encompasses a two dimensional (x-y plot) 
approach. The points were AC-CE and AC-RO scores intersect on 
the x and y-axis is identified as the most suitable learning style for 
the learner. After this process, the LSI of each participant was 
classified either as ‘accommodating’, ‘diverging’, ‘assimilating’ or 
‘converging’. 

The third section focused on ICT skills of pre-service physics 
teachers. This part consists of 28 items with the questionnaire. ICT 
skills developed by Wilkinson et al. (2010), which was prepared by 
Haznedar (2012) through adapting some items from the attitude 
scale aimed at e-learning, which made it more convenient and up-
to-date for our country. For the answers to be given to the items, a 
5-point Likert-type rating that is frequently used by the researchers 
was preferred. Accordingly, the rating is as follows: “Strongly 
Disagree” (1), “Disagree” (2), “Undecided” (3), “Agree” (4) and 
“Strongly Agree” (5).“ICT skills” scale has three dimensions which 
are information technologies, communication technologies, and 
mobile technologies. The reliability coefficient of this scale is α= 
0.933. Since the “ICT skills” scale has 28 items, the lowest and 
highest scores that can be taken from the scale are 28 and 140 
respectively (Haznedar, 2012).  
 
 
Data analysis  
 
We coded the digital data that were obtained from the data 
collection tools, entered them into the computer via the SPSS 21.0 
package software and performed analyses based on lower 
problems. We used descriptive statistics like frequency, percentage 
distribution, cross tabulation in analyzing the demographic data and 
determining the dominant learning styles of pre-service teachers. 
Analysis results were given and interpreted in tables. We used the 
Chi-square independent test, which is among the non-parametric 
tests, in the analysis of the data concerning other lower problems of 
the study. This test is used in determining whether there is a signifi-
cant relationship between two classified variables (Büyüköztürk, 
2007:148). We performed the one-way variance analysis of inde-
pendent variables to determine whether the difference between the 
average of more than two independent groups was significant or 
not. 
 
 
RESULTS 
 
Examining the results, it is seen that 10% of physics pre-
service teachers have an assimilating learning style, 22% 
accommodating, 16% converging and 52% diverging 
(Figure 1). 
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Figure 1. Distribution of the learning styles of physics pre-service teachers 
according to percentage.  

 
 
 

Table 1. Results of the χ² test for the differentiation of the learning styles of physics pre-service teachers according to 
gender. 
 

 
Learning style 

Total Diverging Accommodating Assimilating Converging 

Gender 
Female N(%) 14 (46.7) 7(23.3) 2(6.7) 7(23.3) 30(100.0) 
Male N(%) 12(60.0) 4(20.0) 3(15.0) 1(5.0) 20(100.0) 

 N(%) 26(52) 11(22) 5(10) 8(16) 50(100.0) 
 

X2=3.825, df=3, p=0.281. 
 
 
 

It is seen that physics pre-service teachers have 
different learning preferences, which is supported by the 
findings of many studies in literature (Özgür, 2013; Can, 
2011; Yenice and Saracaoğlu, 2009; Kaf, 2006;  Çelenk 
and Karakış,  2007;  Özbek,  2007;  Oluk et al., 2007; 
Çaycı and Ünal, 2007). 
 
 
Differentiation of the learning styles of physics pre-
service teachers according to gender 
 
The distribution of the learning styles of pre-service 
physics teachers according to gender is thus: 60% of 
male physics pre-service teachers have a Diverging 
learning style, 20% Accommodating, 15% Assimilating 
and 5% Converging; whereas 46.7% of female pre-
service teachers have a Diverging learning style, 23.3% 
Accommodating, 6.7% Assimilating and 23.3% 
Converging (Table 1). Accordingly, it is seen that female 
and male pre-service teachers who participated in the 
study mostly have the Diverging (46.7%-60.0%) learning 
style. While female pre-service teachers have the 
Assimilating learning style at minimum (6.7%), male pre-

service teachers have the Converging learning style at 
minimum (5%). 

According to these findings, the most important results 
are as follows; both male and female pre-service
teachers mostly have the Diverging learning style and the 
distribution rates of physics pre-service teachers with the 
Assimilating, Diverging and Accommodating learning 
style according to both genders are very close to each 
other. According to these values, it could be asserted that 
female and male pre-service teachers have similar 
learning styles.  The results of the Chi-square test 
regarding whether there is a significant relationship 
between the learning styles of pre-service teachers and 
gender or not (Table 1). According to the table, there is 
no significant relationship between the learning styles 
and gender (X2

(3) =3.825, p>0.05). In the light of the data 
being obtained, it could be asserted that the learning 
styles of physics pre-service teachers do not show any 
difference according to gender. 

We performed the Independent Samples t-Test in an 
attempt to determine whether the gender and learning 
styles of physics pre-service teachers showed a 
difference in terms  of  the  score  averages  of  horizontal 
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Table 2. T-test results of the lower dimension averages of the learning styles of physics pre-service 
teachers (X, Y) (AC+CE. and AE+RO) according to gender. 
 

Lower dimension of learning style Gender N  Sd t df p 

AC+CE Female 30 .43 8.455 -1.366 48 .178 
Male 20 4.00 9.884    

        

AE+RO 
Female 30 3.27 7.492 1.049 48 .299 
Male 20 .80 9.047    

 
 
 

Table 3. χ² test results for the difference of the learning styles of physics pre-service teachers according to the type of 
motivation. 
 

 Learning style Total Diverging Accommodating Assimilating Converging 
Type of  
motıvatıon 

External N(%) 7 (41.2) 4(23.5) 4(23.5) 2(11.8) 17(100.0) 
Internal N(%) 19(57.6) 7(21.2) 1(3.0) 6(18.2) 33(100.0) 

                            Total N(%) 26(52.0) 11(22.0) 5(10.0) 8(16.0) 50(100.0) 
 

X2=5.611, df=3, p=0.132. 
 
 
 
and vertical dimensions or not. Before starting the 
analysis, we tested the assumption of the equivalence of 
variances. As a result of the Levene test (p>.05), the 
variances were determined to have a homogeneous 
distribution (Table 2). 

Even though there is a difference between the average 
scores; AC+CE(t(50) = -1.366, p > 0.05, r = 0.19), 
AE+RO(t(48) = 1.049, p > 0.05, r = 0.15) are not 
statistically significant. In other words, as a result of the 
Independent Samples t-Test, it was determined that the 
independent variable of gender did not have a significant 
effect on the the score averages of horizontal and vertical 
dimensions. As a consequence, it was accepted that the 
population averages in scores being obtained did not 
show any difference according to gender.  
 
 
Differentiation of the learning styles of physics pre-
service teachers according to the type of motivation 
 
According to the type of motivation,  41.2% of physics 
pre-service teachers with an external motivation have a 
Diverging learning style, 23.5% Accommodating, 23.5% 
Assimilating and 11.8% Converging; whereas 52% of 
pre-service physics teachers with an internal motivation  
have a Diverging learning style; 22% Accommodating, 
10% Assimilating and 16% Converging (Table 3). 
Accordingly, the physics pre-service teachers who 
participated in the study and preferred both external and 
internal motivation mostly have the Diverging (41.2-
57.6%) learning style. While pre-service teachers with an 
external motivation have the Assimilating learning style at 
minimum (3%). 

The results of the Chi-square test regarding whether 
there is a significant relationship between the learning 
styles of physics pre-service teachers and the type of 
motivation or not (Table 3). There is no statistically 
significant relationship between the learning styles and 
motivation (χ²(3) =5.611, p>0.05) (Table 3). In the light of 
the data being obtained, it could be asserted that the 
learning styles of pre-service teachers do not show any 
difference according to the type of motivation.  
 
 
Differentiation of the learning styles of physics pre-
service teachers according to ınformation and 
communication technologies skills 
 
In order to examine the information and communication 
technologies (ICT) skills of physics pre-service teachers 
in terms of variables, we primarily performed the 
Kolmogrov-Smirnov test to determine the tests to be 
conducted and tested the convenience of scores for 
normalcy.  

According to Büyüköztürk (2007), it is seen that the 
value p of the scores of information and communication 
technologies skills is smaller than .05 in the Kolmogrov-
Smirnov normalcy test, which signifies that scores show a 
significant (excessive) deviation from the normal 
distribution at this significance level (Table 4). Thus, we 
performed the Kruskall-Wallis test, which is among the 
non-parametric tests, in order to examine the effect of 
different variables on the information and communication 
technologies skills.  

We questioned whether the learning styles of pre-
service physics teachers  varied  according  to  the  lower  
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Table 4. Normalcy test of ICT skill scores. 
 

 Kolmogorov-Smirnova Shapiro-Wilk 
Statistics df Sig. Statistics df Sig. 

ICT skill .193 50 .000 .868 50 .000 
Information technologies .166 50 .002 .902 50 .001 
Communicatıon technologies .166 50 .001 .877 50 .000 
Mobile technologies .357 50 .000 .546 50 .000 
 

a. Lilliefors Significance Verification. 
 
 
 

Table 5. The effect of the experience of using computer on information and communication technologies skills. 
 
 
Variable 

Experience of 
using computer 

 
N 

Order 
average 

 
sd 

 
χ² 

 
p 

 Diverging 21 20.95 3 3.774 . 287 

Sk
ill Accommodating 10 29.55    

Assimilating 7 25.21    
Converging 7 17.57    

       

M
ob

ile
 

te
ch

no
lo

gi
eS

 Diverging 21 21.74 3 2.527 . 470 
Accommodating 10 25.65    
Assimilating 7 29.36    

Converging 7 16.64    

       

C
om

m
un

ic
at

io
n 

te
ch

no
lo

gi
es

 Diverging 21 20.90 3 3.956 . 266 
Accommodating 10 27.65    
Assimilating 7 23.57    

Converging 7 22.07    

       

In
fo

rm
at

io
n 

te
ch

no
lo

gi
es

 Diverging 21 20.83 3 4.413 . 220 
Accommodating 10 28.60    
Assimilating 7 26.29    

Converging 7 18.21    

 
 
 
dimensions and total scores of the scale of “Information 
and Communication Technologies Skills”  (ICT) or not 
(Table 5). Examining the analysis results that were 
obtained according to the variable of experience of using 
computer, it was determined that there was no significant 
difference between the ICT skills of physics pre-service 
teachers (χ²(3) =3.774,  p>.05),  mobile technologies 
(χ²(3) = 2527,  p>.05), communication technologies (χ²(3) 
= 3.956,  p>.05), and information technologies (χ²(3) = 
4.413,  p>.05)  (Table 5). 

As a consequence, according to the Kruskall-Wallis 
test, the variable of ICT skills and its lower dimensions 

have no significant effect on the learning style. In other 
words, we have accepted that the population averages in 
scores being obtained do not show any difference 
according to ICT skills. 

Evaluating the score averages in the scale within the 
categories of “Strongly disagree (1.00-1.79)”, “Disagree 
(1.80-2.59)”, “Undecided, (2.60-3.39)”, “Agree (3.40-
4.19)”, “Strongly agree (4.20-5.00)”, it was determined 
that they had a very high level of ICT skills at a rate of  
70% and a high level of ICT skills at a rate of 30%. 

In order to test whether there was a significant 
relationship between the learning  styles  of  physics  pre-  
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Table 6. Distribution of the learning styles of pre-service physics teachers according 
to their levels of ICT skills. 
 

 
Learning style Total 

Converging Diverging Assimilating Accommodating  

 

Very high 
f 3 14 5 10 32 

% 9.4 43.8 15.6 31.3 100.0 
       

High 
f 4 8 2 0 14 

% 28.6 57.1 14.3 0.0 100.0 
        

Total 
f 6 7 22 7 46 

% 12.0 15.2 47.8 15.2 100.0 
 

X2=7.110, df=3, p=0.068. 
 
 
 

Table 7. Academic achievements of physics pre-service 
teachers according to the learning style. 
 

Learning Style N Academic 
achievement status Ss 

Diverging 26 2.36 .43 
Accommodating 11 2.56 .87 
Assimilating 5 1.96 .36 
Converging 8 2.50 .53 
Total 50 2.39 .57 

 
 
 
service teachers and ICT skill levels or not, we applied 
the Chi-square test as the learning style and ICT skill 
level were among categorical variables (Table 6). There 
is no statistically significant relationship between the 
learning styles and ICT skill levels (X2

(3) =7.110, p>0.05). 
In the light of the data being obtained, it could be 
asserted that the learning styles of physics pre-service 
teachers do not show any difference according to the ICT 
skill level.  
 
 
Differentiation of the learning styles of physics pre-
service teachers according to the academic 
achievement 
 
The academic achievement status of physics pre-service 
teachers according to the learning style (Table 7). 
According to the learnnig style, the achievement 
averages were found as assimilating , converging 

, accommodating  and diverging. While 
the physics pre-service teachers with the accommodating 
learning style have the highest average scores, the 
physics pre-service teachers with the assimilating 
learning style have the lowest average scores.  

In order to examine the learning styles of physics pre-
service teachers in terms of the variable of achievement, 
we primarily performed the Shapiro-Wilk test to determine 

the tests to be conducted and tested the convenience of 
scores for normalcy (Table 8).   

It is seen that the value p of the scores of academic 
achievement is smaller than .05 in the Shapiro-Wilk test, 
which signifies that scores do not show a significant 
(excessive) deviation from the normal distribution (Table 
8). Thus, we performed the One Way-Anova to determine 
the differences of the learning style regarding the 
academic achievement. Before the One Way-Anova, we 
tested the assumption of the equivalence of variances. 
As a result of the Levene test (p=.071, p>.05), the 
variances were determined to have a homogeneous 
distribution.  

The results of the One Way-Anova test regarding the 
achievement status of students according to the learning 
style (Table 9). It is seen that physics pre-service 
teachers with the accommodating and converging 
learning style have higher academic grade averages than 
physics pre-service teachers with the assimilating and 
diverging learning styles and according to the results of 
the One Way-Anova test, the difference between them is 
not significant (F(3,46)=1.427, p=0.247). As a result of 
the One Way-Anova test, it was determined that the 
variable of academic achievement of pre-service physics 
teachers did not have a significant effect on the learning 
style. In other words, it was accepted that the population 
averages in scores being obtained did not show any 
difference according to the academic achievement. 
 
 
DISCUSSION AND CONCLUSION 
 
In this study, we performed Kolb’s Learning Style 
Inventory, which was developed by Kolb (1999) and 
adapted into Turkish and tested in terms of its validity and 
reliability by EvinGencel (2007), on pre-service physics 
teachers (N=50). The study investigated the distribution 
of the learning styles of physics pre-service teachers and 
whether the learning styles showed a difference accord-
ing to the variables of gender, motivation, information and  
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Table 8. Normalcy test of academic achievement scores. 
 

Normalcy Test 

 
Kolmogorov-Smirnova Shapiro-Wilk 

Statistics df Sig. Statistics df Sig. 
Academic 
achievement .094 50 .200* .973 50 .312 
 

a. Lilliefors significance verification. 
 
 
 

Table 9. The effect of academic achievement on the attitude regarding the learning style. 
 

Resource of variance Sum of squares Sd Average of squares F p 
Intergroup 1.375 3 .458 1.427** .247 
Intragroup 14.771 46 .321   
Total 16.146 49    

 
 
 
communication technologiesskills and academic 
achievement or not. 

At the end of the research, it is seen that 10% of pre-
service physics teachers have the assimilating learning 
style, 22% accommodating, 16% converging and 52% 
diverging. While the rate of physics pre-service teachers 
with the diverging learning style is very high, the rate of 
those with the assimilating learning style is low. The order 
of the learning styles of pre-service physics teachers who 
participated in the study is as follows: diverging, 
accommodating, converging and assimilating. According 
to these results, it is possible to assert that a large part of 
students (52%) choosing the department of physics 
teaching have the diverging learning style when they 
learn something.A review of the related literature reveals 
the results of the studies that provided findings partially 
similar to this finding of the present study. Okur et al. 
(2011) found out in their studies that the learning styles of 
students were determined respectively as accommo-
dating, diverging, converging and assimilating. This result 
shows a parallelism with the findings of this study, which 
was conducted for the arrangement of the first two 
accommodating and diverging learning styles. In another 
study by Ekici (2013) that was performed with totally 297 
pre-service teachers receiving education in different 
departments of the Faculty of Technical Education, it was 
determined that students mostly had the diverging 
learning style (44%). In Cavas’s (2010) study, it appears 
that 40.4% of six hundred six pre-service teachers from 
elementary science, mathematics and class teacher 
program have diverging teaching style. 

The results of the study showed that the pre-service 
physics teachers are most commonly Diverging learners. 
Considering this finding, it is observed that this study is 
different from the studies in literature. In pre-service 
elementary school teachers studies reported a predo-
minant trend of assimilating learning style (Şengül et al., 

2013; Okur et al., 2011; Genç and Kocaaslan, 2013). In 
Kahyaoğlu’s (2011) study, 32.8% of prospective teachers 
from teaching science department have assimilating 
teaching style. Chang et al.’s (2011) showed that the 
highest percentage, at about 42.91% of MBA and EMBA 
program students, was for the Assimilating learning style. 
Can (2011) identified that 39.9% of the prospective 
teachers who participated in the research have 
assimilating. Çaycı and Ünal (2007) studied together with 
194 prospective classroom teachers and it appeared that 
59.8% of prospective classroom teachers who participa-
ted in the research have assimilating teaching style. 
Karademir and Tezel (2010) found out in their studies 
that prospective classroom teachers mostly prefer 
assimilating teaching style. As Peker and Mirasyedioğlu 
(2008) also asserted that pre-service elementary school 
teachers are mostly from the assimilator learners 
(55.5%). On the other hand; as a result of a study that 
was performed with totally 443 participants from the 
Classroom Teaching, Physical Training and Sports 
Teaching, Science Teaching, Primary School Math 
Teaching and Turkish Teaching (Bahar et al., 2009), it 
was determined that students mostly preferred the 
converging learning style. Bahar and Sülün (2011) also 
found out in their studies that 39.7% of prospective 
teachers from teaching science department have 
converging teaching style. In studies where the sample 
consists of students receiving education in the 
departments of Computer and Instructional Technologies 
Education, science teaching and classroom teaching, the 
assimilating learning style (Kılıç, 2002; Karakış, 2006;  
Kaf,  2006;  Çaycı and Ünal,2007;  Can,  2011) and 
converging learning style are observed to be dominant 
(Bahar et al., 2009; Bahar and Sülün, 2011; Mutlu, 2008). 
When the literature is taken into consideration, 
prospective teachers generally prefer ‘assimilating’ and 
‘converging’   learning   style.   Kolb   et   al.   (1999)  also 
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asserted that research over the years has shown that 
social service (i.e., psychology, nursing, social work, 
public policy) and arts and communications professions 
(i.e., theater, literature, design, journalism, media) 
comprise people who are heavily or primarily Diverging in 
their learning style. Professions in the sciences (i.e., 
biology, mathematics, physical sciences) and information 
or research (i.e., educational research, sociology, law, 
theology) have people with an Assimilating learning style. 

In the present study, it is also shown that most of the 
students with balancing learning style integrate AC and 
CE and RO. When the concrete experience (CE) score 
was high, learning activity on the horizontal axis of 
learning cycle shifted towards assimilating learning by 
low values of reflecting score (RO). It is preferred by only 
10% pre-service physics teacher. It is concluded that they 
perceive knowledge through the concrete experience 
method and process it through the reflective observation 
method.Lu (2007) presented that one with a high score in 
CE indicated that s/he was more oriented towards peers 
and benefited most from discussions. Richmond and 
Cummings (2005) highlighted that divergent learners are 
considered “brainstormers”, prefer to observe rather than 
act, are emotionally-oriented and tend to be very creative. 
Pre-service physics teachers may be particularly adept at 
viewing a situation or problem from many perspectives 
and developing imaginative solutions.  

The fact that pre-service teachers mostly have the 
Diverging learning style is associated with the fact that 
the study group consists of pre-service physics teachers. 
Because pre-service physics teachers are required to use 
the learning style preferring learnings in the laboratory 
environment, which is supported by concrete materials. 
According to Ekici (2013),  studies prove that 
psychological traits/types, specialized field in education, 
occupations; capabilities such as adjustment and working 
based on their administrative, technical, individual and 
communicativeness are effective. These occupational 
areas use styles focusing on concrete learnings more. 
Considering the fact that every branch requires specific 
applications and skills. Özgür (2013) emphasizes that it is 
natural for the learning styles of individuals making an 
effort to be teachers in these branches to correspond to 
the requirements of the branches. Secondly, It is also 
important that Turkish higher educational system be 
based on traditional instruction method. It can be ex-
plained the reason why the higher rate of Diverger that 
Traditional instruction method was negatively correlated 
with their active experimentation (AE) and positively 
correlated with their reflective observation (CE) scores. 
Some study findings revealed that divergent learners find 
traditional methods suitable for their learning (Peker, 
2003; Peker, Mirasyedioğlu, 2008; Cavas, 2010). Accord-
ing to Manochehr (2006) Diverger (these learn best 
through brainstorming and logs) received better results 
with   traditional   instructor-based   learning.  Kablan  and  

 
 
 
 
Chia (2014) showed that accommodating students had 
significantly higher self-evaluation scores than diverging 
and assimilating students on constructivist teaching. It is 
seen that all these studies are supported with this study.  

According to another finding obtained from the study, 
the learning styles of pre-service teachers differentiate 
according to gender. It is possible to encounter with 
similar and different results in the relevant literature. As a 
result of the study of Genç and Kocaaslan (2013) that 
was performed with 117 participants receiving education 
in the programs of Classroom Teaching, Science 
Teaching, Social Sciences Teaching and Religious 
Culture and Moral Knowledge Teaching; the study of 
Karademir and Tezel  (2010) that was performed with 
381 students; the study of Bahar and Sülün (2011) that 
was performed with totally 184 pre-service teachers (98 
male, 86 female students) receiving education in the 
program of Science Teaching; and the study of Özgür 
(2013) that was performed with 101 BOTE students, it 
was determined that the learning styles of pre-service 
teachers did not change according to the variable of 
gender. These results show a parallelism with study 
findings. On the other hand, in his study on the effect of 
the thinking styles of pre-service teachers upon their 
preference of learning styles, Çubukçu (2005); and in his 
study on the examination of the learning styles of pre-
service classroom teachers according to various 
variables, Çaycı and Ünal (2007) indicate that gender is 
effective upon the preference of the learning style, which 
shows a difference from this study.  

As a result of the evaluation that was performed 
according to the general academic achievement levels, 
we determined no significant difference between the 
academic achievement status according to the learning 
styles of pre-service physics teachers. The state of the 
pre-service teacher to have a converging, diverging, 
assimilating oraccommodating learning style does not 
affect her/his academic achievement status. This results 
could signify that the academic achievement of pre-
service physics teachers is not a determining factor. This 
finding is consistent with some study findings asserting 
that the learning style does not have a significant effect 
upon the academic achievement (Topuz and 
Karamustafaoğlu, 2013; Bahar and Sülün, 2011; Kılıç 
and Karadeniz, 2004; Bahar et al., 2009). However, in 
contrast to the findings obtained in literature, there are 
many studies presenting the statistically significant effect 
of the academic achievement on the learning styles of 
individuals (Okur et al., 2011; Ekici, 2013) 

Another finding of the study is that the variable of 
information and communication technology skills and its 
lower dimensions do not have any effect upon the 
learning styles of pre-service physics teachers. However, 
we evaluated the score averages in the scale within the 
categories of “Strongly disagree (1.00-1.79)”, “Disagree 
(1.80-2.59)”,   “Undecided,   (2.60-3.39)”,   “Agree  (3.40-  



 
 

 
 
 
 
4.19)”, “Strongly agree (4.20-5.00)” and determined that 
the ICT skill levels being obtained did not show any 
difference according to the learning levels. These findings 
that are not involved in literature are thought to be very 
important. 
 
 
Suggestions 
 
The following suggestions can be made for future 
research in line with the findings obtained in the present 
study. It has been identified that most (52%) of pre-
service physics teachers have the learning style of 
diverging. This finding which has been obtained from a 
small group should be taken into consideration. Notwith-
standing the limitation of this study, the findings have 
important implications for teacher training.Integrative 
studies can be performed through comparing the results 
by qualitative research data. In addition,Future studies 
might involve traditional instruction method and construc-
tivist teaching used in the learning or teaching period for 
the effect on pre-service physics teachers learning styles. 
Generalisable results on the topic can be achieved by 
performing similar studies with different samples. 

This study was carried out by using Kolb Learning Style 
Inventory. A research can be suggested a contrastive 
study by using other learning style inventories. 

Studies can be conducted to compare the learning 
styles of students with respect to the motivation type, 
information and communication technology skills. 
Besides, integrative studies can be performed through 
comparing the results of similar studies conducted on 
evaluation techniques that students prefer with respect to 
their learning styles 

Today, taking into account the students' learning styles 
has become a necessity for teachers to organize student-
centered activities.It can be useful for pre-service physics 
teachers to be informed about learning style and the 
learning style they have.The main responsibility belongs 
to the teachers and to the educators of the 
teachers.Instructors must be aware of all learning styles 
and the teacher’s roles according to the learning styles. 
Therefore, the current study suggested that some regula-
tions should be performed on pre-service education 
programs so that they provide information about the 
learning styles as literature (Evin and Köse, 2011).A 
variety of learning tasks should be assigned in order to 
make the different learning styles in the class interesting 
and attain learning goals.Learning style in the instructors' 
learning environments can be utilized. Taking these 
views into consideration, instructors or moderators of 
courses should provide a variety of learning modules for 
students and help them learn how to switch between 
learning styles in order to take advantage of these 
choices.We believe that such thoughtful course design 
will not only improve  the  quality  of  course  delivery  but  
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also will enhance students’ learning. 
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The purpose of the study was to determine the relationship between physical activity levels and healthy 
life-style behaviors in distance education students in Hoca Ahmet Yesevi University. In total, 526 
distance education students in Hoca Ahmet Yesevi University participated in this study voluntarily. The 
short form of International Physical Activity Questionnaire was administered for the determination of 
physical activity level of distance education students. Their physical activity levels were categorized as 
inactive, minimally active, and physically active by using Metabolic Equivalent Term method. For the 
determination of healthy life-style behaviors, Health-promoting Life-style Profile Questionnaire was 
used with self-actualization, health responsibility, exercise, nutrition, interpersonal support, and stress 
management subscales. Results of Pearson’s Product Moment Correlation analyses indicated 
significant positive correlations between total physical activity level and exercise (r=0.23; p<0.05) and 
healthy life-style behaviors (r=0.30; p<0.01) among the study subjects. There was no significant 
correlation between healthy life-style behaviors and sport index of physical activity questionnaire 
(p>0.05). The findings of the present study indicated that healthy life-style behaviors were not indicators 
of physical activity level of distance education students. 
 
Key words: Distance education students, health-promoting life-style, physical activity. 

 
 
INTRODUCTION
 
Physical activity and physical fitness are closely related 
issues. The fitness variables are important determinants 
of various health outcomes, and several specific 
biological mechanisms have been elucidated to confirm 
the causal relationship of fitness variables with health. 
We considered the general health-related behaviors and 
health-related fitness as these relate to health outcomes, 
that is, health responsibility, stress management, diet, 
nutrition, exercise (physical activity), and fitness 

behaviors (Blair et al., 2001). Studies indicated that 
healthy life-styles enhance lifelong health, increase 
quality of life, and decrease morbidity and mortality 
(Ebem, 2007) associated with the development of chronic 
diseases, specifically heart disease, cancer, stroke, and 
diabetes (CDC, 2004; NHC, 1998).  

On the other hand health-promoting life-styles include 
activities that are focused on improving the level of well-
being. The focus of these activities is on the development 
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of positive potential for physical, social, mental, 
intellectual or spiritual health (Ebem, 2007). Considering 
this multidimensional structure of health promotion (e.g. 
physical, social, mental, and intellectual), the researchers 
identified six health-promoting behaviors. These are 
social support, life appreciation, health responsibility, 
stress management, nutrition, and exercise (physical 
activity) behaviors (Ebem, 2007; Walker et al., 1987; 
Walker and Hill-Polerecky, 1986; JAMA, 1995). There-
fore, it is generally accepted that physical activity (PA) 
can improve quality of life and is a critical component in 
reducing or eliminating health disparities through lowering 
heartbeat rate and blood pressure at rest, reducing 
hypertension and blood glucose, decreasing fat mass, 
increasing lean body mass, bone mass, bone strength 
and muscle strength; preventing arthritis, some types of 
cancer and type 2 diabetes (Kramer and Wells, 1996; 
WHO, 2013; Turkish Republic Ministry of Health, 2013). 
There is also evidence that regular PA may reduce or 
prevent mild or moderate depression (Yıldırım, 2010). In 
addition, physical activity, exercise, and healthy life-style 
play important roles in the prevention and improvement of 
mild to moderate depressive disorders and anxiety (Tsai 
and Liu, 2012). 

Further, with developing technology, many individuals 
pursue sedentary activities and become physically less 
active. Sedentary life-style leads to a greater risk of 
developing coronary heart disease, hypertension, high 
blood lipid profile, type 2 diabetes, obesity, and some 
forms of cancer, like colon and breast cancer (Türkmen 
et al., 2013).  

On the other hand some studies found demographic 
variables to be related to the practice of health behaviors. 
Duffy et al. (1996) found that age and education affected 
healthy life-style behaviors. Moreover, with increase in 
age, education, work experience, status, and income, 
health-promoting behaviors also increased. Kuster and 
Fong (1993) reported that age, education, and income 
play important roles in promoting healthy life-style beha-
viors. Walker et al. (1986) stated that workers received 
the highest scores on self-actualization and exercise, but 
that they got low scores on health responsibility and 
stress management. Similar to this finding, Esin (1997), 
in her study on 450 workers, established that workers 
had a moderate level of healthy life-style behaviors. In 
addition, physical activity and exercise play important 
roles in prevention and improvement of mild to moderate 
depressive disorders, anxiety, and stress management. 
Regular physical activity and exercise help improve 
physical fitness of individuals and, therefore, promote a 
healthy life-style. Physical fitness is the ability of an 
individual to perform occupational, recreational and daily 
activities without becoming unduly fatigued and has 
components, like aerobic fitness, muscular fitness, 
flexibility, and body  composition.  However,  in  order  for  
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the exercise to improve physical fitness of an individual, 
the exercise program should have standardized 
principles (Türkmen et al., 2013; ACSM, 2011; Heyward, 
1997).  

Previous studies in health-promoting behaviors 
indicated a high level of risky health behaviors in the 
university students. Specifically, sedentary life-styles and 
low physical activity level were the most critical findings 
from these studies. Other studies examining the physical 
activity behavior as a health-promoting factor found that 
physical activity level dramatically decreases from high 
school to the university years (Ebem, 2007). Goldfield et 
al. (2012) pointed out the importance of gaining healthy 
life-style behaviors during preschool years. Although 
health-promoting behaviors of the university students 
were examined in several studies, there is a lack of 
knowledge about those behaviors of the students who 
has just entered the university. Moreover, there have 
been limited studies on health-promoting behaviors, such 
as health responsibility, self-actualization, health control, 
stress management, nutrition, and exercise; also, very 
few health-promoting programs have been developed in 
the world also in Turkey (Beşer et al., 2007).  

On the other hand developments which grow very fast 
in science and technology in the world in the last century 
and fast increasing population of the world. At the same 
time increase of the needs of the societies in education, 
but despite these, insufficiency of educational institutions, 
course materials and teachers, settlement far from the 
educational institutions, high prices in traditional educa-
tions. Education requests of the adults who have to go to 
work, requests for changing department by having a 
certificate or a diploma or by developing themselves, 
requests for promotion in the institution, but their 
obligation to continue courses in educational institutions; 
these factors pushed the societies to find new searches 
in education area (Bozkuş, 2014). These searches which 
are mostly made by developed countries provided the 
developing of the “distance learning” method (Alkan, 
1996). Distance education is used in a variety of settings 
and for a broad range of purposes. Universities use it to 
increase the number of students who have access to 
higher education; companies use it to upgrade their 
workers' skills and keep them abreast of rapidly 
advancing technologies; individuals use it for their own 
professional development and to enhance their career 
opportunities; governments use it to provide on-the-job 
training to teachers or other workers, to enhance the 
quality of traditional primary and secondary schooling, 
and to deliver instruction to remote rural areas that might 
not otherwise be served. Various technologies have been 
used for distance education, but print-based corres-
pondence courses have been, and will continue to be, the 
dominant delivery mechanism in both the developed and 
the   developing   worlds.   Print   is   still    the    cheapest  



 

418          Educ. Res. Rev. 
 
 
 
technology, and, even if the costs of using high-tech 
dissemination tools fall below those of print, it will be 
some time before many countries have adequate 
infrastructures.  

Higher education; within the university setting, some 
institutions offer only distance education, while others 
provide both distance and conventional education. And 
also distance education students physical activity levels 
dramatically decrease from adolescence to adulthood, as 
people get older. Especially, late adolescence and 
university years are seem to be very critical period for the 
increased level of risky health behaviors such as irregular 
meals and sleep patterns, inactivity, bad eating habits 
and risk-taking behaviors like illicit drug, alcohol and 
tobacco use, and sexual activity (Ebem, 2007). Recently, 
Lee and Loke (2005) have identified limited sense of 
health responsibility, low physical activity, and poor 
nutritional habits in university students.  

The objective of this study was to examine the health-
promoting behaviors, especially the physical activity 
levels of the distance education students in Hoca Ahmet 
Yesevi University to determine the relationship between 
healthy life-style behaviors and physical activity level in 
the study subjects. 
 
 
MATERİALS AND METHODS  
 
Subjects and experiment approach 
 
Five hundred and twenty six male and female (nmale:418; female:108) 
distance education students in Hoca Ahmet Yesevi University 
participated in this study voluntarily. Mean±SD age of the study 
subjects was 32.5±6.13 years; height was 173.41±8.08 cm; weight 
was 76.8±14.87 kg; and BMI was 23.4±3.4. Before data collection, 
the students were given information comprehensibility of the 
questions. Health-promoting life-style behaviors and physical 
activity data were obtained with the questionnaire by mailing with 
students. 
 
 
Health-promoting life-style profile scale 
 
The participants were asked to provide information about the 
demographic factors, such as age, gender, and education. Health-
promoting Life-style Profile Scale was used for collecting data on 
their health behaviors. The scale was developed by Walker et al. 
(1987). It is composed of 48 items and 6 subscales and consists of 
questions about health-promoting behaviors. The subscales were 
on self-actualization (SA), health responsibility (HR), exercise (E), 
nutrition (N), interpersonal support (IS), and stress management 
(SM). The total score reflects the healthy life-style behavior. Four 
more items were added to the scale, and now the scale is 
composed of 52 items (Walker et al., 1987). Each respondent was 
asked to rate each item on Likerts’ 1 to 4 response scale where 1 
corresponds to never, 2 sometimes, 3 often, 4 regularly. Alpha 
coefficient reliability of the scale was 0.92, and alpha coefficient 
reliability of the subscales varied from 0.70 to 0.90. The reliability of 
the scale for Turkish population was tested by Esin (1987) and 
Akça (1998). Alpha coefficient reliability of the scale was 0.91 in 
Esin’s study and 0.90 in Akça’s study. 

 
 
 
 
International Physical Activity Questionnaire (IPAQ) 
 
IPAQ is a validated instrument to determine physical activity level of 
the participants (Craig et al., 2003). IPAQ measures the frequency, 
duration, and level of intensity of physical activity in the last seven 
days across all contexts and allows for the calculation of metabolic 
equivalents (MET). MET presents the weekly amount of physical 
activity. It is a product of frequency, duration, and intensity of the 
physical activity performed in the last seven days. Physical activity 
level was measured as hours per week (MET-hours/week) 
calculated according to the existing guidelines (IPAQ, 2013). Based 
on the self-reported MET, frequency, and intensity of the physical 
activity, people can be classified into groups having low, moderate 
and high level of physical activity.  

Inactive (sedentary, low) group included the participants who 
reported lower than 600 MET-min/week of exercise, minimally 
active (moderate level of physical activity) group included the 
participants who reported 601-3,000 MET-min/week of exercise, 
and physically active group (high, recommended level) included the 
participants who reported more than 3,000 MET-min/week of 
exercise. In this study, PA levels of the participants were evaluated 
through Turkish short version of IPAQ (Ozturk, 2005). Translation 
and validation study of Turkish version for the university students 
indicated an evidence for construct validity, criterion validity 
(accelerometer-IPAQ short form) (r=0.30), and test-retest stability 
(r=0.69) (Ozturk, 2005).  
 
 
Statistical analyses 
 
Means and standard deviations are given as descriptive statistics, 
and the relationship between healthy life-style behaviors and 
physical activity level was evaluated by Pearson’s Product Moment 
Correlation Analysis. All analyzers were executed in SPSS for 
Windows (version 16.0) and the level of statistical significance was 
set at p<0.05. 
 
 
RESULTS 
 
The healthy life-style behaviors and physical activity level 
of distance education students in Hoca Ahmet Yesevi 
University as assessed in this study are displayed in 
Tables 1 and 2, respectively. Table 3 shows the correla-
tions between healthy life-style behaviors and physical 
activity level. 

Table 1 shows the healthy life-style behaviors of the 
distance education students in Hoca Ahmet Yesevi 
University. According to this table, the highest rate was 
reached in self-actualization sub-scale, and the lowest 
rate in exercise. This finding depicts the contradictory 
attitude of distance education students towards exercise. 
   The Table 2, the distance education students in Hoca 
Ahmet Yesevi University is in minimally active group. 
Results of Pearson’s Product Moment Correlation 
Analyses indicated significantly positive correlations 
between total physical activity level and exercise (r=0.23; 
p<0.05) and healthy life-style behaviors (r=0.30; p<0.01) 
in the study subjects. There was no significant correlation 
between healthy life-style behaviors and sport index of 
physical activity questionnaire  (p>0.05).  The  findings  of  
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Table 1. Mean and standard deviation of scores of the healthy life-style behavior among 
the study participants. 
 

Healthy life-style behavior 
Distance education students 

Mean Range variability 
 Min Max 

Self-actualization 40.17 27 52 
Health responsibility  25.51 11 40 
Exercise  10.73 5 20 
Nutrition  18.55 8 24 
Interpersonal support  21.71 9 28 
Stress management  18.72 8 28 
Total score of the healthy and life-style behavior 135.41 85 180 

 
 
 

Table 2. Mean and standard deviation of the physical activity level among the study participants. 
 

International Physical Activity Questionnaire (IPAQ) 
Distance Education Students  
IPAQ categories 

Walking   (3.3MET) 620.79  MET-min/week Minimally active group  
(moderate level of physical 
activity) 
(601-3000 MET-min/week) 

Moderate  (4.0MET) 106.84  MET-min/week 
Vigorous (8.0MET) 83.04 MET-min/week 
Total IPAQ 813.075 MET-min/week 

 
 
 

Table 3. Correlations between physical activity level and healthy life-style behavior. 
 

Healthy life-style behaviors 
Distance education students 
Total physical activity level 

Self-actualization NS 
Health responsibility  NS 
Exercise  0.23* 
Nutrition  NS 
Interpersonal support  NS 
Stress management  NS 
Total score of the healthy and life-style behavior 0.30** 

 

*p<0.05; **p<0.01; NS: Non significant. 
 
 
 
the present study indicated that healthy life-style 
behaviors were not an indicator of physical activity level 
of distance education students in Hoca Ahmet Yesevi 
University.  
 
 
DISCUSSION AND CONCLUSIONS   
 
This study explored the relationship between physical 
activity levels and healthy life-style behaviors of students 
in distance education students. It is important to find out 
the relationship between physical activity and healthy life-
style behavior as the results would convey the need for 

more efficient opportunity of physical activities in students 
life. Physical activity is defined as any bodily movement 
produced by skeletal muscles that require energy expen-
diture. Physical inactivity (lack of physical activity) has 
been identified as the fourth leading risk factor for global 
mortality (6% of deaths globally). Regular physical activity 
and exercise help improve physical fitness (aerobic 
fitness, muscular fitness, flexibility, and body compo-
sition) of individuals and, therefore, promote a healthy 
life-style (Özkan, 2011). Also, regular physical activity 
and exercise help improve physical fitness of individuals, 
thus promoting a healthy life-style. Physical fitness is the 
ability of an individual to perform occupational, recreational 
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and daily activities without becoming unduly fatigued and 
has components, like aerobic fitness, muscular fitness, 
flexibility, and body composition. However, in order for 
the exercise to improve physical fitness of an individual, 
the exercise program should have standardized princi-
ples (ACSM, 2011). Many of the previous researches 
have already outlined the positive relationship between 
academic success and physical activity in the literature 
(Chomitz et al., 2009; Logan et al., 2013; Tagoe et al., 
2011; Tomporowski et al., 2008). However, with 
developing technology and intensive workload, many 
individuals in academic institutions pursue sedentary 
activities and become physically inactive (Pirincci et al., 
2008). Sedentary life-style leads to a greater risk of 
developing coronary heart disease, hypertension, high 
blood lipid profile, type 2 diabetes, obesity, and some 
forms of cancer, like colon and breast cancer. Many 
studies reported that engaging in physical activity and 
exercise on regular basis lowers blood pressure, 
improves lipoprotein profile, C-reactive protein, and other 
CHD biomarkers, enhances insulin sensitivity, and plays 
an important role in weight management (Ay et al., 2012; 
Knechtle et al., 2004; Macauley et al., 2004). On the 
other hand physical inactivity and lack of exercise result 
in many problems including threatening or limiting a 
healthy life. Although some students were found to be a 
similar physically active but body fat percentage were 
high due to their diet. Body fat percentage can differ 
according to age, nutrition, race, environmental factors 
and gender. On the other hand, health and physical 
fitness improves quality of life. It is known fact that 
modern technology results in a sedentary lifestyle 
(Orhan, 2015; Finn, 2002). It has been reported in recent 
studies that environmental factors, lifestyles, diet, family 
structure, cultural differences and several other factors 
are closely related to physical fitness and physical 
activity. There are also contrary opinions about environ-
mental and cultural factors (Orhan, 2015; Finn, 2002). 

The present study depicted that distance education 
students in Hoca Ahmet Yesevi University are minimally 
active in terms of physical activity level and have an 
average score in healthy life-style behaviors. This finding 
is almost in line with the results of Turkish National 
Burden of Disease Report (2013), which highlighted that 
35% of the male and 71% of the female population in 
Turkey have healthy life-style behaviors. More specifically 
Ebem (2007), Türkmen et al. (2013) and Çelik et al. 
(2009) reached to similar findings in their researches, 
which were carried on students in Middle East University, 
Çanakkale 18 Mart University and Bartın University in 
Turkey. Besides another study which focused on the 
university students’ physical activity levels found that 
50% of them were inactive or exercising below the 
recommended level (Savcı et al., 2006). In another study 
carried out in Turkey, Nacar et al. (2013) found that  even  

 
 
 
 
the Sports High Schools do not have sufficient sport 
facilities for the students. Therefore, it is difficult to expect 
the students to have awareness of healthy lifestyle 
behaviors without the existence of necessary conditions. 
This study found rather strong positive correlations 
between physical activity levels and healthy lifestyle 
behavior sub-scales and physical activity is one of the 
most significant component of a healthy life style (Orhan, 
2015). Therefore based on the citations listed in this 
study, the incorporation of physical activity into campus 
life would have many beneficial effects on students’ 
physical, mental, social, and psychological well-being. 
Physical activity facilities of the universities and the 
awareness level of the students about them were found 
to be an important factor for the students to participate in 
any kinds of physical activity. Reed and Wilson (2006) 
stated that the majority of the students (73%) who were 
aware of the recreational facilities of the university 
benefited from them. Kazemi et al. (2013) stated that the 
facilities and environmental conditions have primary 
importance for sports participation. It is also important to 
note that a significant decline was found in physical 
activity level among students transitioning from the last 
two months of high school to the first two months of 
university (Bray and Born, 2004). Therefore it is sug-
gested that more attention paid on the students beginning 
to their university study in order to motivate them for 
physical activity. On the other hand some factors, such 
as age, gender, body weight, health status, and environ-
mental features (e.g., availability of sidewalks, green 
space, neighborhood safety), influence physical activity 
levels. Findings from the Behavioral Risk Factor 
Surveillance System show a clear association between 
lower educational levels and inactive lifestyles in both the 
1990 and 2004 assessment periods (Harper and Lynch, 
2007; Sawchuk et al., 2008). Although educational attain-
ment tends to be positively associated with engaging in 
physical activity and exercise in the majority culture 
(Trost et al., 2002). Although disparities in physical 
activity and exercise engagement are evident among 
older, ethnically diverse populations, few attempts have 
been made to better understand demographic, personal, 
and environmental factors that affects this important 
health-related behavior. Routine physical activity can 
reduce the risk for many health problems dispropor-
tionately experienced (Galloway, 2005). Future research 
should investigate novel, low-cost methods for promoting 
exercise in older, especially at the frequency and 
intensity levels recommended by public health agencies. 
Furthermore, several variables likely mediate and mode-
rate the education-physical activity relationship.  

As a result, the findings of this study contribute to the 
field by providing evidence on the importance of physical 
activity for university students to have healthier lifestyles, 
and more successful academic  results.  This  study  also  



 

 
 
 
 
conveys the need for further researches to explore the 
differences in healthy lifestyle behaviors among different 
grades and genders at university. Another important 
issue this study brings into discussion is the need for 
further researches focusing on differences of physical 
activity levels, healthy life style behaviors, and other 
related topics between on-campus and distance educa-
tion students. These kinds of studies will give oppurtunity 
to evaluate the advantages and disadvantages of new 
education technologies against traditional education 
systems.  
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With a notice that was issued by the Ministry of National Education, all the public high schools were 
gradually converted into Anatolian High School as of 2010. The aim of this research is to determine the 
criteria of school reputation of Anatolian High schools and how and to what extent the criteria changed 
after the notice was issued. Qualitative research was conducted in this research. The procedure of data 
collection is rooted in a maximum variation sampling. Anatolian High schools located in Buca, İzmir, 
were classified according to students’ placement scores and by dividing these schools according to 
levels such as upper, low and intermediate, two school principals from each level were interviewed 
face-to-face. The data were analyzed with the computer programme MAXODA. The findings were edited 
considering the implementation of converting general high school into Anatolian High School. 
According to the findings, school reputation is influenced by 7 themes, namely “Being a Preferable 
School, The Education Quality of the School, Relationships with the Environment, The Adequacy of 
Financial Resources, The Service Quality of the School, Management Skills and The Effect of the 
Conversion of Anatolian High Schools.” It was understood that the school reputation of schools that 
were Anatolian High schools before the notice was issued declined whereas the school reputation of 
schools that were converted into Anatolian High school with the notice increased. 
 
Key words: Schools’ reputation, Anatolian High Schools, Turkey education system, quantitative research. 

 
 
INTRODUCTION
 
Population, population growth rate, geographical distribu-
tion of population and economic conditions are the 
determiners of Educational demand (Kavak, 2011). When 
the demands of schools are subject to discussion in 
today’s competitive environment, schools are always 
associated with the target group’s positive attitudes rather 
than presenting good services (Alkibay and ÖzgünAyar, 
2013). Therefore, the perceptions of stakeholders like 
students studying in those schools or teachers and 

parents who cooperate with institutions, and the corres-
pondence of these perceptions among stakeholders are 
crucial. This requires the necessity of examining 
reputation defined as stakeholders’ positive attitudes 
towards the institution. 

Organizational reputation can be defined as the total 
perception of negative and positive values whether 
institutions’ stakeholders seek profit or not (İcil, 2008; 
OktayandÇarıkçı, 2012). Institutional reputation is defined 
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as the positive or negative perceptions of stakeholders 
towards an organization, whether it seeks profit or not 
(Davies et al., 2001).  With the call of Reputation Institute, 
Fombrun and Foss describe the factors that determine 
reputation as financial performance, vision and 
leadership, work environment and social responsibility 
(Fombrun and Foss, 2001: 1). It can be argued that 
marketing and corporate strategy were the first areas on 
which reputation measurement studies were conducted. 
The reason beyond this fact is that positive reputation 
attracts customers and yield a profit (Gardberg and 
Fombrun, 2002; Groenland, 2002). 
   Determinant of reputation sub-dimension differs from 
the goals of foundations and the target group they serve. 
While financial performance’s sub dimension could be 
low for a nongovernmental organisations, financial 
performance could be stronger for a bank.  From this 
point of view, reputation criteria could vary from social 
approach and education system of a country. 

Studies on corporate reputation are centered upon the 
reputation of higher education institutions (Suomi, 2014; 
Brewer and Zhao, 2010; Safon, 2009; Vidaver-Cohen, 
2007; Helgesen and Nesset, 2007; Standifird, 2005). 
School reputation is thought as an important concept to 
keep students at school.  

Oliver (1997) states that school’s reputation is a really 
important factor to define students’ satisfaction and 
loyalty. Zabala’et al.  (2005) discover that there is a 
strong connection between school reputation and school 
satisfaction. 

Anatolian High schools which accept students via 
exams have undergone a lot of changes since 1999 in 
Turkey. While Anatolian High schools accept students via 
exams after primary schools, the secondary schools of 
Anatolian High schools were closed down after applying 
8-year compulsory primary education, and they started to 
receive students after secondary schools.  In this period, 
having an English prep class and teaching English 
effectively is the biggest difference between Anatolian 
high schools and general high schools (SETA, 2013). 
After the extension of high schools to four years, the 
implementation of prep class was cancelled. With the 
circular declared in 2010 by the ministry of education, 
instead of diversity of schools, it was decided to launch 
into diversity of programs and in the frame of these 
studies, all general schools are to be transformed into 
Anatolian high schools to provide quality and productivity. 
After this declaration, all general high schools were 
replaced by Anatolian High Schools and these schools 
started to receive students via exams and this created a 
competitive environment for those students who want to 
have an academic education (SETA, 2013). 

Along with this transformation, it is thought to make a 
major contribution to the related field by defining the 
factors that determine the reputation of Anatolian High 
Schools and examining how and in what ways Anatolian 
high schools, which appeal to different success groups, 
gain their reputation. 

 
 
 
 
Purpose of the study  
 
As a result of a new regulation in 2010 regarding Turkish 
secondary school education, all general high schools 
were gradually converted to 'Anatolian High Schools'. 
This study aims to determine the components that make 
Anatolian high schools 'reputable' after the regulation and 
to interpret the relationship among these components. It 
also aims to examine the reputations of Anatolian high 
schools and how different success groups in these 
schools have gained their reputations.  
 
 
METHODS  
 
This section describes the research model, study group, data 
collection tools, and techniques used in data analysis. 
 
 
Research model 
 
According to the purpose of the study, the use of qualitative 
research methods, which enable indebt research into various 
aspects of school reputation and offer powerful tips for under-
standing the cause of social events and facts, how and why they 
happened, deemed suitable to be used. Case studies (Yin, 1984; 
as cited in Brown, 2008) were used in cases where there are 
multiple sources of evidence or data. This enables analysing single 
or several cases holistically. The study is designed as an integrated 
multi-state pattern. Within each school, the Anatolian High School 
principals were interviewed in order to determine the relationship 
between cases. 
 
 
Study group 
 
"Maximum variation sampling technique" was applied, which 
enables selecting conditions from wide range of variation and 
investigates the patterns (Glessne, 2013). In order to determine the 
study group, a list of Anatolian High Schools in İzmir, Buca province 
in 2013-2014 academic year was created. Anatolian high schools 
were ordered from top to bottom based on the placement scores. 
Within this framework, each school was classified as ‘top’, ‘middle’, 
‘lower’, and two school principals from each group were included in 
the study group. By doing this, a variety of Anatolian High Schools 
in the district is tried to be ensured. 
 
 
Data collection tools 
 
As a means of data collection, semi-structured interview was used 
in the research. The interview form consists of 11 questions related 
to the educational quality of the school, service quality, manage-
ment quality, financial resources and relationships with its 
environment. In the preparation of interview forms, a literature 
review was conducted and a powerful conceptual framework 
related to the school reputation was established. The subjects that 
are thought to be included in the interview form were listed and 
based on experts’ opinion a draft consisting of 10 questions was 
created.  The questions on the interview form being understood 
clearly by the interviewers ensure the effectiveness of the interview 
(Yıldırım and Şimşek, 2005). Thus, the questions on the draft form 
were consulted to language experts for correction of grammatical 
errors. Pilot interviews were conducted using the interview forms, 
after which a question was added to address the conversion 
process of Anatolian High Schools.  
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Table 1. Codes of the participants. 
 
Participants School success order according to the placement score (obtained in  the interview with the school director ) 
P1-P2 Top Achievement Group 
P3-P4 Middle Achievement Group 
P5-P6 Lower Achievement Group 

 
 
 

Interviews with the school principals were carried out in their 
offices in order to carry out a healthy communication and observe 
them in their working environment. Semi-structured interviews were 
recorded on tape recorders with permission. At the same time, 
nonverbal behaviors of school principals were taken down to enrich 
the data obtained from the interviews. The Interviews were held in 
15-20 March, 2014 and each interview lasted approximately 57 min. 
The recordings were first transformed to Microsoft Office Word and 
then to MAXQDA 10.1 to perform data analysis.  
 
 
Data analysis 
 
Using MAXQDA 10.1 data analysis program, tasks such as, 
searching, pointing, link building, data editing and conceptualizing 
patterns among thoughts were performed. Using the interview 
questions as an umbrella, themes and categories were identified by 
examining the answers given to the questions. The data obtained 
from the interviews were represented by a non-reductionist attitude. 
Data analysis was performed in terms of validity and reliability, and 
school reputation components were centered on 7 themes and 22 
categories. The data obtained from the analysis were interpreted in 
the framework of conditions and contexts of each school. 
 
 
Validity and reliability 
 
In an attempt to provide the validity and reliability of the research, 
precautions were taken by taking into consideration the criteria that 
were determined by Miles and Huberman (1994). So as to ensure 
the validity of the research, after creating a powerful conceptual 
framework, the research questions were rearranged by asking 
experts’ opinion. The fact that Anatolian High Schools that 
constitute the research subject of the questions enabled it to predict 
and determine its reputation were made firm as a result of the pilot 
negotiations that were carried out. It was observed that the 
acquired findings constitute a meaningful whole. With the aim of 
sustaining the reliability of the research, the limits, method of the 
research, the designation of the working group and the analysis 
steps of the data were all clearly expressed. For the purpose of 
ensuring the reliability of researcher, the conformity rate was 
ensured by transferring the data to the program twice by the same 
researcher. The themes that the researcher created were examined 
by another researcher and a consensus was reached. 
 
 
FINDINGS AND RESULTS 
 
In this section, the data collected from the study is 
provided holistically using the themes identified from the 
interview analysis results. As a result of the interviews 
carried out with Anatolian high school principals, 7 
themes and 22 categories were identified.  Encodings 
were used in order to indicate the participants of the 

interviews (Table 1).  
The themes resulted from the analysis of the data 

obtained from the interviews made with the participants 
are shown in Figure 1.  

As a result of the analysis carried out via Maxqda 10.1, 
themes defining the school reputation are as follows; 
Being a Preferable School, The Education Quality of the 
School, Relationships with the Environment, The 
Adequacy of Financial Resources, The Service Quality of 
the School, Management Skills and The Effect of the 
Conversion of Anatolian High Schools. The categories 
and relations connected to these themes were visualized 
in Figure 1 using the Maxqda program. Themes identified 
from the analysis were examined individually considering 
the schools' rankings.  

Schools in the middle and bottom achievement groups 
are educational institutes that are transformed from public 
high schools to Anatolian High Schools with the circular 
issued in 2010 while schools of top achievement group 
are Anatolian High Schools since they were founded. 
 
 
Being a preferable school 
 
From the analysis of interviews with school principals, the 
theme of being a preferable school came up and this 
theme was classified into being preferable by students, 
teachers and parents. Frequencies of these categories 
are as shown in Table 2.  

Concerning students’ preference of the school 
contributes to the school reputation. (f=6), all the 
participants stated that the most important factor in the 
student’s preference of an Anatolian High School is 
placement score (f=6). 
 
We have a lot of students who attend from far districts. 
These students prefer to come to our school instead of 
going to another school that is close to their 
neighbourhood. The reason of this preference is that they 
believe our school is more successful. P2 
We generally have our students from our neighbourhood. 
Students generally tend not to choose our institution. 
When our school turned into Anatolian High School in 
2010, still there were prejudices about our school. They 
enrolled in our school hesitatingly. Students prefer our 
school mainly because their placement scores are just 
sufficient for our school. P5  



 

426          Educ. Res. Rev. 
 
 
 

 
 
Figure 1. Themes and categories identifying school reputation. 

 
 
 

Table 2. Categories about the contribution of the being a preferable school to the school’s reputation. 
 

Theme Participants’ opinion f 

Being a Preferable School Parents’ preference of the school contributes to the school’s reputation 9 

Teachers’ preference of the school contributes to the school’s reputation 8 

Students’ preference of the school contributes to the school’s reputation 6 
 
 
 

It is clearly observed from the expressions above that 
while the students prefer Anatolian High School which 
admits students from high-achievement group, they 
ignore location and district of the school; while they prefer 
Anatolian High School which admits students from low-
achievement group, they regard if the school is close to 
neighbourhood they live. 

With regard to the view of “if the teachers choose the 
school, it contributes to the school reputation. (f=8)”, it is 
seen that the factor affecting the preference of teachers 
is the success of the school. It is seen that the teachers 
who are in middle and low- achievement group prefer the 
school because of positive work environment (f=3) and 

friendship (f=2); however the teachers at the high 
achievement groups prefer the school for professional job 
satisfaction.  

 
The number of teachers who volunteer to work in our 
school is quite a lot. We have a good reputation in the 
public opinion; our physical infrastructure and 
technological equipment is solid, we have a strong bond 
between management and teachers. The teachers want 
to enjoy their work. The teachers who want to be satisfied 
in their professions prefer our school. When he/she 
prefers our school, he/she knows that he/she won’t work 
just for killing time. P1 



 

 
 
 
 
The teachers know that the students are successful and 
eager to present their knowledge. The teachers want to 
teach a lesson to the caring students. When they want to 
make a joke with their students, quality jokes are made. 
P2 
As the teachers in our school are in comfort, they prefer 
to continue working in our school. Working in a good 
school requires being a qualified teacher who seeks for 
professional satisfaction, and is assertive about his/her 
job. P4 
Teachers prefer to work at this school since relations 
among colleagues and the relations among administra-
tion and teachers are strong and we have a good working 
environment here. Some of the teachers prefer to come 
to our school when they hear that I am the director of this 
school. P5 
 
With regard to the view of “if parents choose the school, it 
contributes to the school reputation. (f=9)”, it is seen that 
they prefer the schools which are safe, have no 
transportation problems and they consider the variety of 
social activities. 
 
I can say that parents are more effective in the school 
choice. Parents usually tend to send their children to 
schools which are especially in the neighbourhood. P5  
Students and parents start investigating the schools in 
advance. In July, we always welcome the parents. 
Moreover, secondary schools organize trips. And we also 
try to make a good advertisement to attract the high-
scoring students. Parents are more active in the school 
choice. P4 
The most effective factors in choosing our school are 
transportation and safety. These factors are examined 
carefully by the parents and parents are more effective in 
the school choice. P3 
The only reason for our school to be preferred is 
teachers’ professional qualities and the high quality of 
teaching. Visiting the school and checking the boards, 
observing the classes are out of date. Now, parents and 
students are using the Internet to examine the social 
activities and trips that schools organized. Especially for 
parents, social activities are important. P2 
Parents follow everything about the school on the 
internet. They follow the achievements of the school in 
common exams, and to which universities their students 
enrolled. 40 - 50% of our parents are graduates and they 
regularly follow our web site. P1 
 
The principals of Anatolian High School which take part in 
high-achievement group indicate that their parent’s 
education level is high and they follow the activities of 
school by using the Internet. It is seen that safety and 
social facilities are as important as school success for 
parents in choosing Anatolian High Schools that are in 
high and middle-achievement groups. 

The parents of Anatolian High Schools which are in 
low-achievement group want their children to  study  at  a 
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school close to their neighbourhood. This case can be 
examined as an indicator that Anatolian High Schools 
which are in low-achievement group still maintain the 
status of a general high school before they are converted.  

The outcomes of the themes of preferable school 
according to students, teachers and parents are as 
follows: 
 
1. Students evaluate top achievement groups of schools 
as reputable due to existence of students having high 
academic success. 
2. Parents tend to prefer schools that are safer, have no 
transportation problems and give importance to having 
social facilities. 
3. The teachers working in top achievement groups of 
schools prefer these institutions for professional job 
satisfaction. The reason why teachers prefer working at 
low achievement groups of schools is because of friend-
ship relations and thought of not having professional 
capacity to teach the upper level students. 
 
Friedman (1962 as cited in Macload and Urquiola, 2009) 
states that schools gain their reputation with offering a 
quality education and having qualified graduates. In this 
respect, it is commonly accepted that qualified teachers, 
concerned parents and teachers with high academic 
achievement preference of these schools is an indicator 
of the schools’ remarkable reputation.  
 
 
The education quality of the school 
 
As a result of the analysis, it is determined that educa-
tional quality of the school is a theme that explains the 
school reputation. During the analysis of the interview, 
the quality of the school is divided into two categories; 
teacher qualifications influence school reputation (f=6) 
and students’ general academic achievement has an 
effect on the school reputation (f=10). 

The interviewees stated that the teachers who work in 
İzmir are experienced due to the service score policy (P2, 
P3, P4); however, the teachers who neglect self-
development eventually face professional atrophy (P3, 
P4, P5). In addition, they pointed out that after abolishing 
the assignment of the teachers in the Anatolian High 
Schools according to their proficiency exam results and 
giving the teachers the right to change their branches, 
there has been a decrease in the teacher qualifications 
(P1, P2, P4). 
 
Average age of our teachers is very high. When we were 
working in the rural areas we were young and used to 
give a hand to any problem. But now teachers say “I have 
finished my teaching hours and I want to leave.” Our staff 
is the same as the previous general high school staff. P6 
After the Anatolian High School conversion the number of 
our students decreased. Therefore, we have teacher sur-
plus. In fact, we lost our young  and  successful  teachers 
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because their service scores were low. We observe 
satiety and atrophy of our teachers. A few days ago an 
experienced math teacher was asking another young 
math teacher “There is trigonometry in 12th grade. Is it 
difficult?” since his/her service score was low, that young 
teacher left the school and now we have a math teacher 
who does not know trigonometry. P4 
 
School principals expressed that students’ general 
academic achievements influence the school reputation. 
The school principals from the upper class school 
category (P1, P2) state that their students attend 
prestigious universities after the university exams and 
this achievement contributes to schools’ reputation. On 
the other-hand, the school principals (P3, P4, P5, P6) 
from middle and lower class categories state that there is 
an increase in their students’ general academic achieve-
ments in comparison with the previous years.  
 
While science high schools and distinguished Anatolian 
high schools accept students between 1-3%, it is not a 
great success to send their students to the universities 
that accept students around 5%. I believe that this school 
is a qualified school when we are able to accept students 
between 30-35% and send them to the universities which 
accept students from %20.  P3 
The purpose of the students here is to be among the first 
5000 while in other high schools the students aim to pass 
the minimum requirement of the exam. Since the 
students come here to access a good quality education, 
they do not have serious problems to achieve that. P2 
I do not mean to humiliate them but our students do not 
want to attend any ordinary university. We have become 
the top 5th school which accepts students with high 
scores. We are reputable because of this characteristic. 
P1 
 
The views of Anatolian High School Principals about 
educational quality can be summarized as;  
 
1. The schools in the upper achievement group are more 
reputable since their students attend qualified 
universities. 
2. Levels of students’ academic achievement are one of 
the important variables to determine schools’ reputation. 
3. Current educational policies cause a declined 
qualification of the teachers who are working in these 
schools.  
 
The teachers’ working years indicate that they are 
experienced. However the ones whose self -development 
is not at the desirable level cannot contribute their 
professional quality.  
 
 
Relations with the environment 
 
The relations with the environment are  identified  as  one  

 
 
 
 
of the themes related to the school reputation. About this 
theme two categories have been obtained; “positive 
environnent perception contributes to the school 
reputation.” (f=6) and relations with other organizations 
increases the school reputation.” (f=4). The principals of 
the schools from middle and lower classes claimed that 
they have strong relations with theire environment.  They 
believe that the reason for this is they accept students to 
the school from their own environment before their 
schools were converted into  an Anatolian high school. 
Also, they emphasized that after they became an 
Anatolian high school the degree of their relations with 
the environment decreased gradually. Upper class 
schools’ low level relations with the environment support 
that fact. 
 
Since our district is an immigration zone, there were so 
many threats. The school here prevented the illegal acts. 
The school with the teachers and the students, like 
armor, stop the illegal activities. The environment 
welcomed the school. The environment also improved 
and now there is a livable atmosphere here. First of all, 
we blocked our students’ visual contact with outside and 
by negotiating we sent the undesired people away. We 
do not have any problems now. P6 
In Anatolian high schools there are problems with the 
environment because our students do not come from the 
environment. Accepting the students according to their 
exam results cuts off the relations with the environment. 
A student who lives just opposite of the school building 
cannot be accepted to our school owing to the low exam 
score and goes to a different school located far away. 
Therefore, there is a gap between the school and the 
environment now. P4 
 
When the school relations with the other organizations 
are examined, the school from middle and lower achieve-
ment group has better relations with their neighbourhood. 
That is because the school accepts students from its own 
environment. The schools from upper achievement group 
improve their relations with different organizations in 
order to contribute to students’ social developments and 
to combine with their social environment.  
 
When we were a general academic high school our 
relations with the mukhtars were very good. But now, 
since we are not a school of the district any longer, they 
are not very willing to help us. P6 
Our relations with the mukhtar 
(mukhtarkelimesinehiçrastlamadım neighbourhood 
manager mıdesekemindeğilim) are very strong. Because 
our school accepts students from the neighborhood, our 
mukhtar knows the parents. However, after the 
conversion process our relations decreased since we 
started to accept students from different districts, too. Our 
mukhtar also gives us information about the people who 
needs help and philanthropists. Once, one of our 
students did not show up in the exam and we could not
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Table 3. School’s financial resources. 
 
School’s financial resources School f 
Canteen Income P1-P2-P3-P4-P5-P6 6 
Service Income P1-P2-P3-P4-P6 5 
Astroturf Income P3-P4-P5 3 
Income that is provided by school council P3-P4 2 
Sports Hall Income P5 1 
Dining Hall Income P2 1 
Cash machines / ATM P1 1 

 
 
 
reach him by phone. Our mukhtar reached the student 
and told us what the problem was. P5 
We are a project school for the Let the Schools Be Life. 
The people around come here for courses like folk 
dances, literacy and etc. after the classes  to 9 p.m. 
thanks to the project we have good relations with the 
municipality. 100 students from our school attend the 
space camp in the free zone without charge. We join the 
contests and share the information with the press. For the 
activities related to the fine arts we are in touch with the 
State Opera and Ballet. P1 
 
There are differences about the theme relations with the 
environment between the Anatolian High Schools which 
were originally the same type of school before the 
conversion process and the ones which were converted 
into Anatolian High School; 
 
1. After the circular issued, the relations of the schools 
which were converted into Anatolian High School with the 
local people are getting less.  
2. The schools which are from upper achievement group 
and served as an Anatolian High School before the 
circular are trying to have communications with different 
organizations in order to contribute to students’ social 
developments.  
3. Since the students attend these schools after an exam, 
students from various districts and neighborhoods are 
coming together in the schools. Therefore, Anatolian High 
Schools have difficulties in order to establish 
communication and relations with local residents.  
 
 
The adequacy of financial resources 
 
With regard to financial solidity, which is one of the 
factors that determines school’s reputation, all of the 
participants agreed that schools with good financial 
status and schools that create financial resources have a 
higher reputation (f=6). When financial resources of the 
schools are analyzed, except for the resources supplied 
by the government, we have Table 3.  

When the table is analyzed, it is seen that schools are 
trying to create financial solidity by taking advantage of 
the incomes generated from the canteen and service 

buses at most. Yet, the amount of the income obtained 
from all financial resources differs due to the location of 
school (f=4), interest of parents (f=3), the physical 
structure of the school (f=5), and being a preferable 
school from all districts (f=4). School principals’ opinions 
with reference to financial solidity of schools are as 
follows: 

 
We earn 1000 TL per month from our canteen regularly. 
Apart from this, we earned from the ATM’s by taking 
advantage of our school’s location. At present, we’re 
taking 7.500 TL per annum from each ATM. We are using 
these resources for our students. And this contributes to 
school’s reputation by featuring school’s name. P1 
We earn 1700 TL from the canteen, 1350 TL from the 
dining hall per month. We earn 45.000 TL per annum 
from 26 services that serve to our school. Due to our 
school’s location, almost all of the students are big 
commuters. P2 
When I send my student to a table tennis competition, I 
would like my student to dress up a top-quality tracksuit 
on which the school name is written. But, we cannot 
provide such opportunities to our students, since we don’t 
have enough resources. P3 
A parking area and sports hall needs to be built in order 
to increase our income. As our garden is not convenient, 
we cannot provide those facilities. Our income from the 
service buses income is 400 TL per annum. We obtain 
low income from the service buses as a result of not 
having students from the school environment as they do 
not need a service. We need parent’s interest to hold a 
kermis. But we are deprived of this, too. P6 
 
The results that are obtained related to financial solidity, 
which is a factor that affects schools’ reputation, are as 
follows: 
 
1. The financial resources provided by the state to the 
schools are not sufficient. 
2. The schools are trying to create resources in order to 
ensure financial solidity.  
3. The schools that are included in the top-achievement 
group are financially solid and they use their current 
resources efficiently.  
4. The schools  that  are  included  in  the  medium-lower-
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Table 4. Categories about the contribution of the quality of school’s services to the school’s reputation. 
 
Theme Participants’ opinion f 

The service quality of the 
school 

The adequacy of guidance services contributes to the reputation of the school. 6 
School scholarships / assistance services in school contribute to the reputation of the school. 6 
Emphasis of arts and sports activities in school contributes to the reputation of the school. 5 
Social activities contribute to the reputation of school. 5 
School services for the regulation of physical conditions contribute to the reputation of the 
school. 3 

Canteen/dining hall services contribute to the reputation of school. 2 
 
 
 
achievement group are incompetent in using their 
resources efficiently. 
 
 
The service quality of the school 
 
Service quality of the school is determined as one of the 
factors that affect the school’s reputation. This theme is 
handled within the framework of the opinions, suggesting 
that the quality of counseling services, physical condi-
tions of eligibility, scholarship / assistance services, arts / 
sports activities, Canteen-dining hall services and social 
activities contribute to the reputation of the school (Table 
4).  

All of the school principals stated that school’s 
counseling services were adequate and contributed to 
the reputation. The director of an Anatolian High School 
in the top-achievement group (P1) stated that they not 
only used counseling services effectively, they also 
benefited from counseling services in order to promote 
their school: 

 
A teacher at our school wrote a petition about the three 
students constantly preventing the onset of course. 
Punishment given to students can sometimes be an 
award for them. We wanted students to go to the nursing 
home on the Teacher’s Day and make an interview about 
student-teacher relationships, which was thought to be 
instructive, and a life lesson for students. A father of a 
student in our school informed the media about this 
situation. The newspapers reported about our application, 
with the title “relaxing punishment”. The students who 
interviewed the teachers for 2 days offered this to other 
students in school and they said that it was a good way to 
develop empathy. The issue is to understand students 
and take this understanding into the management. This 
application is also applied as a meeting with cancer 
patients and students who smoke. P1 
 
However, it is clear that the teachers in schools which 
have low financial power try to create assistance pro-
vided to students through their own effort (P2, P5, P6). 
Scholarship and assistance services provided to students 
in schools with high financial power are observed as 
being better (P1, P2, P4).  

The canteen’s personnel determine the students who 
might be in need. School management help 20-25 stu-
dents financially to deposit 50 TL to their transportation 
cards, they can also use school bus for free. Last year in 
sacrifice eid, two teachers started a campaign; we 
prepared food packages for 80 poor students and their 
families. P4 
We give the school uniform (t-shirts) to every student. We 
grant scholarship to 10 students who got into university, 
but do not have enough financial power to study. P1 
 
Service quality and financial solidity of a school are the 
notions that are different from each other, but are in 
interaction with and support each other. With regard to 
the service quality of a school, it can be argued that the 
schools that are included in the top-achievement group 
can provide services such as scholarships, giving books 
for free, organizing the physical conditions and social 
activities in a much more efficient way, thanks to their 
financial solidity.  
 
 
Management skills 
 
School directors stated that management skills are an 
important factor in building and maintaining school’s 
reputation. Management skills have been reviewed within 
the framework of the following categories: high 
communication skills of principals contribute to school’s 
reputation (f=6), high technical skill of principals 
contributes to school’s reputation (f=6), and high 
conceptual skills of principals contribute to school’s 
reputation (f=2). When we examined the schools as 
upper-middle-lower achievement groups, it was observed 
that managers defined themselves as efficient and 
competent about the technical skills and human relations.  
 
One day while checking the students’ situation, a student 
said that “You looked at everything but you didn’t look us 
in our eyes.” which was true. We also learn something 
from students. I try to learn the students’ names at the 
beginning of the year. I also contact them via social 
media. P1 
In a workshop, I saw a hierarchy of skill, at the top there 
was creating software. I tried to improve it,  but  I  couldn’t  



 

 
 
 
 
speak a foreign language fluently. However, I have links 
at academic sites. The better the managers are, the 
better the schools are. I am checking the usage of smart 
boards in school. P4 
 
In conceptual skill categories there are three noteworthy 
opinions of school directors in the upper and middle 
achievement groups (P1, P2, and P5). 
 
As a manager we have to think broadly. Thinking strictly 
and having a simple cause-effect understanding is not 
true. There was a protest about the recent events in 
Turkey in our school. It was a sit-in protest and 500 of 
600 students attended to this protest. We did not prevent 
it, we contacted with the representative of students. We 
said that you can continue your protest until the class 
hour but then you have to attend the class. When the 
time is over, the representative student spoke with the 
others and they stood up and went to their classes. If we 
had tried to prevent it at the beginning, things would get 
worse. The students thanked to their teachers and we 
took a photo of this protest and took this statement down. 
However, we did not give punishment to students for that. 
P2 
 
The notion of “reputation management”, as it is known in 
the literature, comprises a whole process of how the 
institutions make use of and protect the values they have 
(Karatepe, 2008). The fact that the institutions have a 
good reputation can be related to the leadership 
qualifications of those who manage the said process 
(Karaköse, 2007, 49). From this point of view, the 
following results have been obtained in terms of the 
relationship between the management skills of the school 
directors and the reputation of the school.   
 
1. The directors of the schools that are included in the 
upper-achievement group improved their skills in various 
fields, in order to protect the good reputation of their 
school. 
2. The directors of the schools that are included in the 
middle-lower-achievement group are trying to eliminate 
the skills they lack, in order to make their schools 
reputation better, especially after the schools have been 
transformed into ‘Anatolian High Schools’. 
3. The directors of the schools that are included in the 
middle-lower-achievement group are working more 
willingly, after their schools have been transformed into 
‘Anatolian High Schools’. 
 
 
The effect of the conversion of Anatolian High 
Schools 
 
With a circular issued by the Ministry of Education in 
2010, high schools gradually began to be converted into 
Anatolian High Schools. The two schools in the top 
achievement group of the research  were  also  Anatolian  

Aksu and Orcan          431 
 
 
 
schools before the conversion. Four schools in the middle 
and lower achievement groups have been converted into 
Anatolian High Schools at different times after the circular 
in question. The schools at the top achievement group 
stated that the transformation has not affected the 
reputation of their school yet, but in the long term they 
are worried that the reputation of the school might be 
worse. They stated that the causes were the facts that 
the practice of assigning teachers with examination 
ended and the increase in the alternative schools that 
successful students can choose. 
 
In the past, Anatolian high schools had good reputation. 
Successful students could receive good quality education 
in those schools. Now, this has changed. If the early 
Anatolian High Schools manage to maintain the quality, 
they will continue accepting the most successful 
students. On the other hand; when the teachers are 
appointed without examination there will not be any 
difference between Anatolian High Schools and the other 
high schools. Teachers began to work in Anatolian High 
Schools without an examination. Moreover, teachers who 
changed their fields began to work in Anatolian High 
Schools as well. The teachers in primary schools became 
branch teachers in Anatolian High Schools after so many 
years. In the past branch teachers in Anatolian high 
schools were qualified enough to teach lessons in 
English. Now there are only 3 teachers like them in our 
school. We try to maintain the reputation of the school. 
But I do not know how long we can manage it. P1 
 
Our school’s reputation will be affected badly in the long 
term. We will not be able to accept the most successful 
students in Narlıdere. Teachers will change their way of 
teaching according to the levels of students. Our income 
from the service buses will decrease and the parents of 
the students will show less interest to school. As a result 
the school’s reputation will be badly affected. P2 
 
The directors of the schools which are in the middle and 
lower achievement groups and were transformed into 
Anatolian High Schools after the circular reported that the 
reputation of their schools increased. Although there is 
not a big difference in the academic success of the 
students, discipline problems have decreased. 
 
After the transformation into an Anatolian High School, 
there is not a big difference in the academic success of 
students. However, the students who are accepted to the 
school with examination are different. Hardworking and 
respectful students began to choose this school. P6 
The transformation of our school into an Anatolian High 
School affected our reputation in a good way. More 
successful and better students began to choose our 
school. The number of the students in our school began 
to decrease We believe that this will have good effects in 
the future. P4 
 
The opinions of the school directors about “The  Effect  of  
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the Transformation into Anatolian High Schools”, which is 
related to the reputation of the Anatolian High Schools, 
are as follows: 
 
1. Transformation of the General High Schools into 
Anatolian High Schools affected the reputation of the 
schools that are included in the top-achievement group in 
a bad way.  
2. The directors of the schools which are included in the 
top-achievement group concern that their school’s 
reputation will be lower in the long term. 
3. The reasons for the decreasing reputation of the top-
achievement group schools are mainly the differences in 
education policies such as ending the practice of 
appointing teachers with an examination, giving the 
teachers the right to change their branches, and the 
increase in the alternative schools that the successful 
students can choose. 
4. The reputation of the schools that are in the middle 
and lower achievement groups were affected in a good 
way, due to the fact that the students who do not have 
disciplinary problems and who are more successful 
started to choose these schools and the fact that the 
general negative idea of the people about the school 
started to change.     
 
 
DISCUSSION AND CONCLUSION 
 
Since their foundation, Anatolian High Schools have had 
importance place in Turkish Educational System. The 
importance that is given to Anatolian High School stems 
from the fact that the medium of education is foreign 
language and that it is an educational establishment 
where the students whose academic successes are high 
are chosen by means of exams. As a result of the circular 
that was issued on the date of 6 May 2010 by the Ministry 
of National Education, the decision that the General High 
Schools should be converted into Anatolian High Schools 
by degrees was taken. In the wake of this decision, the 
question that ‘Do these Anatolian High Schools lose their 
previous functions and qualifications? started to be 
discussed. In order to think that these conversions can 
result in a positive way and that they will cause an 
increase in the qualification, one should examine the 
parameters such as financing, physical substructure, 
human resource which are the sub-parameters of 
education. Anatolian High Schools are still educational 
establishments that choose their students by means of 
exams today. When the placement grades of Anatolian 
High Schools are examined, it is seen that the students 
who got higher grades were placed in the Anatolian High 
Schools before conversion (osym.gov.tr). 

According to the research findings, 7 themes were 
determined as a result of the negotiations performed with 
the principals of Anatolian High Schools. As a result of an 
analysis made in  Maxqda  10.1  application,  the  themes  

 
 
 
 
that determine the school reputation are classified as The 
Education Quality of the School, Being a School of 
choice, Relationships with the environment, The Service 
Quality of the School, The Adequacy of Financial 
Resources,Management Skills and The Effect of the 
Conversion of Anatolian High Schools. The findings of 
this study have similarities with different studies in the 
field. Brewer and Zhao determined the sub-dimensions in 
relation to the university’s reputation as leadership, 
instruction, research, service and equality. Similarly, 
Oplatka and Idit (2012) study school’s reputation 
according to views of parents. So, they relate this 
concept to these areas: school and schooling; academic 
achievement, quality of the students, special attention to 
students, school violence and discipline, degree of 
satisfaction with the school, and quality of the teaching 
staff. When the viewpoints of the principals of Anatolian 
High Schools in reference to the Education Quality theme 
are analyzed, there is a consensus that there used to be 
students whose academic success levels were high and 
qualified teachers in the High Schools before conversion 
process. 
 
Before the circular was issued in 2010, the findings about 
Anatolian High Schools were determined as follows;  
 
1. These schools are in the group of upper success level.  
2. Students, parents and teachers accept them as 
reputable schools.  
3. It is seen that the school principals that take place in 
high success groups attribute the reputation of their 
schools to concrete reasons such as qualified education, 
effective management, powerful financial structure, good 
service, being in contact with different organizations and 
remaining at the forefront to be chosen. Along with this, 
the schools principals presume that the conversion of 
General High Schools into Anatolian High Schools will 
have negative effect on their reputation in the long term 
because of the increase in the number of high schools 
that deliver academic education and because of the 
assignment of the teachers without any exam. 

 
After 2010 circular, the findings about the schools 

which were converted from General High School to 
Anatolian High School were determined as follows;  

 
1. These schools are in the low and mid success group. 
2. In the schools that take place in the middle and low 
success groups and that at the same time converted into 
Anatolian Schools, it is seen that there has been an 
increase in the quality of education after the schools 
started to take students by means of exams and that this 
change started to affect the other aspects indirectly 
positively. However, even though the principals of the 
schools that take place in the mid or low success level 
groups state that their reputation increased after the 
conversion, it is seen that there  is  no  direct  increase  in  



 

 
 
 
 
none of the reputation themes.  
3. The process of converting the General High Schools to 
Anatolian High Schools has caused increase in the 
motivation of school principals and teachers who are 
working in these types of schools. 
 
When it is considered that the only positive variant in the 
mid and low success groups is to take students by means 
of exam and that there is a little increase in the service 
incomes provided from these students, we come up with 
two questions. The first one is ‘Can students whose 
targets are to receive education in academic schools 
change the school atmosphere? The second one is ‘’Can 
the reputation that the Anatolian High Schools have be 
transferred with the name change in the schools? 

Organizational climate is defined as a concept that 
differentiates an organization from others and influences 
stakeholders’ behaviors (Hoy and et al., 1991). The 
researches indicate that there is a direct correlation 
between positive school climate and students 
achievement (Ali et al., 2014), students’ adaptation, 
decrease in discipline problems and unexcused 
absences (Caldarella et al., 2011). On the other hand, 
researches indicate that deviant peer affiliation decreases 
depending on the school positive school climate. 
Therefore, the increase in reputation of the schools which 
are converted into Anatolian High School from General 
High School is a result of minor series of changes 
affecting each other. 

When it is taken into account that the schools started to 
be converted into Anatolian High Schools gradually as a 
result of the circular in the year 2010, it should be kept in 
view that these high schools do not have enough time to 
achieve positive reputation. It should be taken into 
account that achieving a powerful reputation is a process 
that requires time (Roberts and Dowling, 2002). 
Regardless of what extent of the organization the 
conversion occurs, it is also a factor that affects the other 
dimensions (Çalık and Er, 2014). When considered from 
this aspect, no matter what the extent of the conversion 
in the schools is, when the conversion is used and 
managed in a positive way, it can be regarded as a 
repellent actor in the direction of achieving a powerful 
reputation by effecting the reputation aspects.  
 
 
RECOMMENDATIONS 
 
This study is limited with Anatolian High Schools. How-
ever, to generalize the results of this study, consideration 
should be made to the limitation of the number of the 
various types of high schools. Reputation studies are a 
combination of inner and outer stakeholders’ opinions. 
That is why, all of the views should be gathered in the 
studies. However in this study only school principals’ 
ideas who are one of inner stakeholders are asked. 
Further studies can be held in order to search other 
stakeholders’ views about school’s reputation. 
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School bullying is a serious problem for young people in the society and Nigeria at large. It is a threat 
that no school disregards or dismisses.  It can have negative consequences on the general school 
climate and on the right of students to learn in a safe environment without fear. Bullying can also have 
negative lifelong consequences both for students who bully and for their victims. This paper defined 
the concept of bullying, forms of bullying; prevalence of bullying; causes of bullying in both the bullies 
and bullied; effect of bullying; and the strategy for handling bullying in school children. Increasing 
public awareness and knowledge about bullying behaviour problem can be a sure way of reducing it.  

Key words: Bullying, forms of bullying, bullied, bullies, intervention strategy, systematic approach. 
 
 
INTRODUCTION 
 
School has always remained one of the safest places, 
next to the home in a child’s life. One wonders if this still 
holds sway in our present society given the ever 
increasing spate of violence in our schools. Violence in 
schools is an issue that has become more prominent in 
the last few years, as news articles about violent deeds 
within the school setting are now on the increase. Despite 
the increasing rate of violence in schools, the society still 
expects that the school should be a safe place for 
students. Thus, in order to maintain a peaceful and safe 
school environment, stakeholders in education have 
tended to concern themselves with the problem of 
violence in our schools (Aluede, 2011).  

Violence, as defined by the World Health Organization 
(2002), cited in Federal Ministry of Education (2007), is 
the intentional use of physical force or power, and threat 
against oneself, another person, or against a group of 

community that either results in or has a high likelihood of 
resulting in injury, death, psychological harm, mal-
development or deprivation. Violence, broadly speaking, 
includes any condition or act that creates a climate in 
which the individual feels fear or intimidation in addition to 
being victims of assault, theft or vandalism. This, as a 
matter of fact, is becoming a growing problem in our 
schools (Aluede, 2011).  

Bullying is a pervasive problem in schools that affects a 
lot of students. In recent times, it is becoming a bigger 
crisis with vicious consequences. Bullying is not just a 
child’s play, but a terrifying experience many school 
children face every day (Aluede, 2006; Beran, 2005; 
Thornbery, 2010). Schafer and Korn (2000) pointed out 
that in psychological studies, violence is regarded as a 
subset of aggression, whereas educational scientific 
studies see aggression as subset of violence. In 
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sociological and criminological contexts, violence is 
regarded as a form of deviant behaviour. In everyday life, 
violence is usually associated with physical assaults or 
criminal acts. Actions that are perceived as violence by 
school heads, teachers, pupils, and parents are physical 
attacks, threatening with weapons, blackmailing and 
vandalism, verbal aggression and bullying.        

Bullying in schools is a worldwide problem that can 
have negative consequences on the general school 
climate and on the right of students to learn in a safe 
environment without fear. Bullying can also have negative 
lifelong consequences both for students who bully and for 
their victims. Although much of the formal research on 
bullying has taken place in the Scandinavian countries, 
Great Britain and Japan, the problems associated with 
bullying have been noted and discussed wherever formal 
schooling environments exist (Egbochukwu, 2007). 
Therefore, the main interest of this paper is to look into 
the meaning of school violence in the context of bullying, 
forms of bullying; the prevalence of bullying problems;  
causes of bullying; effect of bullying; and finally provide 
some strategies for counseling interventions in Nigerian 
secondary schools. 
 
 
Concept of bullying    
 
Bullying can be described as repeated negative events, 
which over time are directed at special individuals and 
which are carried out by one or several other people who 
are stronger than the victim. Negative events can be 
aggressive physical contact in the form of fights and 
shoving, verbal threats and mockery, grimacing or cruel 
gesturing (Aluede, Adeleke; Omoike and Afen-Akpaida, 
2008).  Adewale (2004) defined bullying as a hostile 
behaviour displayed by an individual in order to harm 
another person or a group of people. According to him, 
bullies engage in the act in order to establish power and 
control over their colleagues, whom they consider to be 
“weaker” world. Bullying, a subcategory of aggressive 
behaviour, is encountered regularly by children and 
adolescents in the context of schools, worldwide.  

Although bullying is a common experience for students 
around the world, it is a complex social problem that can 
have severe negative consequences for both bullies and 
victims (Hymel et al., 2005), especially as bullying has 
the potential to cause either physical or psychological 
harm to the victim. However, the most widely used 
definition of bullying is that coined by Olweus (1978): a 
person is being bullied when he or she is exposed 
repeatedly and over time to negative actions on the part 
of one or more other persons. Negative actions are 
considered to be when someone purposefully inflicts or 
tries to inflict injury or discomfort on another person. 
Negative actions may  be  both  verbal  (e.g.  threatening,  

 
 
 
 
degrading, teasing) and non-verbal (e.g. hitting, kicking, 
slapping, pushing, vandalizing property, rude gestures, 
and making faces).  

Bullying may be carried out by a single person (the 
bully) or by a group against a single person (the victim) or 
a group of people. Langevin (2000) claimed that this 
definition requires that negative actions must be carried 
out repeatedly and intentionally to be considered bullying, 
which excludes occasional and less serious negative 
action. In order to be considered bullying, there should 
also be an actual or perceived power imbalance. That is, 
the person experiencing the negative actions has trouble 
defending him/ her and is helpless to some degree 
against the harassing person or persons (Rigby and Slee, 
1993). Olweus (1993) opined that another distinction that 
is sometimes made in defining bullying is that of direct 
and indirect bullying. Direct bullying is defined as open 
attacks on the victim, while indirect bullying consists of 
social isolation and exclusion from the group. Smith and 
Sharp (1994) submitted that a further criterion is that 
bullying must be unprovoked on the part of the victim. 
 
 
Forms of bullying 
 
The most common forms of bullying, according to Gradin 
and Hammarrstrom (2005), are verbal harassment like 
teasing and name calling. This is consistent with the 
findings of studies conducted on students in Norway (Due 
et al., 2005) and in England (Due et al., 2009). In Nigeria, 
Egbochukwu (2007)’s and Ometeso (2010)’s studies 
identified forms of bullying as kicking and hitting, extortion 
of money from victims, locking inside a room, sending of 
nasty note, isolation, teasing and threat to beat others. 
Pepler and Graig (2000) identified five major forms of 
bullying as physical violence and attacks, verbal taunts, 
name calling and put downs; threat and intimidation; 
extortion or stealing of money or other possessions and 
exclusion from peer group. Table 1 presents general 
information on the type of aggression and the targets of 
aggression that emerge from bullying.   
 
 
The characteristics of students who are bullies 
 
There are many common characteristics found in most 
bullies. Bosworth et al. (2001) opined that most bullies 
are males, popular, and often athletes. They have 
excellent social skills, with the ability to attract many 
followers, and easily manipulate others. Bullies are 
psychologically strong and very popular among their 
peers. However, the peer status is important in terms of 
boosting their well-being. Bullying behaviour is self-
reinforcing. When students find that putting others down 
give them approval from their peers, they are likely  to  do  
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Table 1. Types of aggression by developmental stages. 
 
 Childhood Adolescence Late    adolescence  
 Ages 4-9 ages 10 – 13 ages  14-18  
Form of 
aggression 

Context of 
aggression 

Context of 
aggression 

Context of  
aggression  

Verbal Same-sex peers 
Same-sex peers Same-sex peers  
Opposite-sex peers Opposite-sex peers  

    

Physical bullying Same-sex peers 
Same-sex peers Same-sex peers 
Opposite-sex peers Opposite-sex peers  

    

Social 
 Same-sex peers Same-sex peers  
 Opposite-sex peers Opposite-sex peers 

Sexual harassment 
   
 Same-sex peers Same-sex peers  

  Opposite-sex peers Opposite-sex peers 
Date of violence   Romantic relationships 
Gang behaviour   School and community 
Delinquency   School and community 

 

Source: Pepler and Craig (2000). The Counselor (2006) Volume 22. 
 
 
 
it repeatedly. Sometimes, they can easily butter up to 
adults, making them unsuspecting bullies (Bosworth et 
al., 2001). Generally, a bully is someone who teases and 
intimidates other students, although there are many other 
ways to bully a fellow student. Many people feel that the 
typical bully comes from a broken home, but this is not 
necessarily true. Still, the less supervision a child gets at 
home, the more likely he is to be a bully. Different studies 
have proved that most bullies look for a victim who is 
smaller, younger and weaker. As a practice, bullies have 
more aggressive attitudes towards their social 
surroundings and a positive attitude about violence. 
Furthermore, it has been shown by different surveys that 
bullies are steered by impulses; they need to dominate 
others and do not show any empathy for the victim. 

Rigby (1996) discussed two possible conceptualize-
tions of the bully. One is a child who is vicious and 
uncaring, the product of a dysfunctional family. This bully 
has an aggressive temperament, and he/she is hostile 
and un-empathic in relations with others. The second 
conceptualization suggests that some bullies are in fact 
members of a group that builds its strength on harassing 
vulnerable children who are not members of their group. 
The bully may or may not be malicious in intent, and the 
members reassure themselves that no real harm is being 
done. Rigby (1996) called this type of bully a "passive 
bully" or "follower". As for girls, they experience a differ-
rent form of bullying. Although it is a more indirect form of 
bullying, social manipulation is very prevalent within 
females. Social manipulation can include many actions, 
including spreading gossip, telling lies, betraying trust, 

passing notes, ignoring the victim, or excluding the victim 
(Anonymous, 2001; Kenny, McEachan and Aluede, 
2005). 
 
 
The characteristics of students who are victims of 
bully 
 
Victims of bullying are described as more anxious, careful 
and insecure, compared to other students in general. 
They are not aggressive but have a negative self-image. 
Olweus (1993) stated that bullying victim often lacks 
friends in the class and at school. Students exposed to 
long-term bullying can see the school environment as 
unfriendly, frightening, and go through a major part of 
school with anxiety and insecurity. The major depen-
dence which bullying victims feel towards their families 
can also be explained by their vulnerability and their 
otherwise insecure situation. With respect to physical 
attributes, victims are physically weak than non-victims. 
Bosworth et al. (2001) asserted that 30 to 40% of bullies 
show some level of depression, and their bullying is often 
a cry for help. Most likely the victims will be both less 
confident and unpopular. Therefore, many victims react 
by becoming upset or cry as a way of dealing with their 
anger or fear. Victims have a tendency to be depressed, 
anxious, shy and lonely (Drake, 2003). 

Rubin (2003) maintained that from previous research, 
victims tend to have a lower self-esteem and a high level 
of depression. Victims tend to be physically smaller, more 
sensitive,    unhappy,    cautious,    anxious,    quiet    and 
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withdrawn than other children (Bryne, 1994). Most victims 
of bullying can be termed "passive" or "submissive" 
victims (Olweus, 1994). They are generally insecure and 
non-assertive, and react by withdrawing and crying when 
attacked by other students. In this sense, they are vulne-
rable to being victimized, as bullies know these children 
will not retaliate. A less common characteristic, the 
"provocative victim", has also been described. Olweus 
classified this type of victim of bullying as a combination 
of both anxious and aggressive traits, and these students 
sometimes provoke classmates into victimizing them by 
their overactive and irritable behaviour. 
 
 
Prevalence of bullying problems      
 
Bullying among school children occurs worldwide. It takes 
place in small schools, large schools, single sex, co-
educational schools, traditional and progressive schools. 
It occurs in both primary and secondary schools. The 
most common form of bullying for both sexes is verbal 
and includes teasing, harassment and name--calling. It is 
the most painful form and has the longest--lasting impact. 
However, extortion, physical violence, nasty rumours, 
exclusion from the group, damage to property and threats 
are also regarded as bullying. The playground is the most 
common place for bullying to occur and most children 
believe that bullying cannot be stopped. For instance, in 
U.S., in a national study, Nansel et al. (2001) found that 
about 30% of 6th through 10th grade students had been 
involved in bullying incidents with moderate or frequent 
regularity. Similar prevalence rates were found in the 
State of Florida. For example, in a study by Bully Police, 
USA (n. d.) found that of the 2,701,022 school age 
children in Florida, approximately 442,157 students 
representing 16.37% were involved in bullying. 

Nansel et al. (2001) added that limited available data 
show that bullying is much more common among 
younger teens than older teens. As teens grow older, 
they are less likely to bully others and to be the targets of 
bullies. Rigby and Slee (1991) remarked that bullying 
occurs more frequently among boys than girls. Teenage 
boys are much more likely to bully others and also to be 
the targets of bullies. While both girls and boys say 
others bully them by making fun of the way they look or 
talk, boys are more likely to report being hit, slapped or 
pushed. Teenage girls are more often the targets of 
rumour and sexual comments. Also, in a study of fourth--
through eight--graders, above 15% of the respondents 
reported being severely distressed by bullying and 22% 
reported academic difficulties stemming from 
maltreatment by peers (Hoover and Oliver, 1996).  

Gallagber's study (as cited in Nansel et al., 2001) 
reported that one out of four children is bullied, and one 
out   of   five   defined  himself/herself  as  a  bully.  In  all, 

 
 
 
 
approximately 282,000 students are physically attacked 
in secondary schools every month. In the same view, Vail 
(2002) claimed that many students avoid public areas of 
the school such as the cafeteria and restrooms in an 
attempt to elude bullies. For some students, the fear is so 
great that they avoid school altogether, hence everyday 
approximately 160,000 students stay home from school 
because they are afraid of being bullied. 

Olweus (1993) opined that teenage boys target boys 
and girls; teenage girls most often bully other girls, using 
more subtle and indirect forms of aggression than boys. 
For example, teenage girls, instead of physically harming 
others, are more likely to spread gossip or encourage 
others to reject or exclude another girl. In addition, a 
survey published in "Pediatrics in Review" reveals that in 
Norway, 14% of children are either bullies or victims. In 
Japan, 15% of primary school pupils say that they are 
bullied, while in Australia and Spain, the problem prevails 
among 17% of the students. In Britain, one expert figures 
that 1.3 million children are involved in bullying. In Israel, 
Professor Amos Rolider of Emek Yizre'el College 
surveyed 2,972 pupils in 21 schools. According to the 
Jerusalem post, the professor found that "65% com-
plained of being smacked, kicked, pushed or molested by 
fellow pupils" (Anonymous, 2003). Wet (2005) reported 
that in 1985, investigation on bullying conducted by the 
University of California, Los Angeles, it was found that 
7% of the youths who took part in the investigation 
victimized their fellow learners; 9% indicated that they 
were victims of bullies. Furthermore, 6% indicated that 
they were victims and bullies. Similarly, in a Norwegian 
study, in which 568,000 learners participated during 
1983-1984, it was found that 9% of the participants were 
"now and then" "relatively regularly" or "regularly" victims 
of bullying; 7% were found guilty of bullying (Olweus, 
1994). 

According to Limber et al. (1996 cited in McEachern et 
al., 2005), one out of 12 secondary school children in the 
Netherlands is "very regularly" or "regularly" bullied. 
Nansel et al. (2001) found that 60.9% of the 207 partici-
pants in a research project in Gauteng indicated that they 
were bullied during the 2002 school year. Northmore's 
study (as cited in Wet, 2005) of Johannesburg Centre for 
School Quality and Improvement (CSQI) points out that 
90% of the learners at a Johannesburg school told CSQI 
that they were bullied in the previous year. .In Canada, 
self-report data indicate that 8 to 9% of elementary 
school children are bullied frequently (i.e., once or more a 
week) and about 2 to 5% of students bully others 
frequently. In addition, among adolescents, at the 
secondary school level, rates are somewhat higher, with 
10 to 11% of students reporting that they are frequently 
victimized by peers, and another 8 to 11% reporting that 
they frequently bully others (Hymel, Rocke-Henderson 
and Bananno, 2005).  



 

 
 
 
 

In Nigeria, Egbochukwu (2007) findings revealed that 
most obviously, younger students at school are more 
inhibited physically than older students and therefore 
represents ideal “target” for bullies. Aluede and Fajoju’s 
(in press) study on secondary school students in Benin 
metropolis of Nigeria revealed that majority of the 
respondents (62.4%) have been victims of bullying, while 
(29.6%) of the respondents indicated that they have 
bullied others within the academic session. In a 
somewhat first ever nation-wide situational analysis 
survey of school violence in Nigeria conducted by the  
Federal Ministry of Education (2007), it was revealed that 
physical violence and psychological violence accounted 
for 85 and 50% respectively of the bulk of violence 
against children in schools. Across school location, 
physical violence is more prevalent in the rural (90%) 
than in the urban areas (80%). Across region, physical 
violence in schools is higher in the Southern Nigeria 
region (79%). So is the case of psychological violence, 
which is 61% in Southern Nigeria and only 38.7% in 
Northern Nigeria. Furthermore, across gender, physical 
and psychological violence is almost evenly distributed 
among males and females in Nigerian schools (Aluede, 
2011). 
 
 
Causes of bullying 
 
Umoh (2000) noted that the effectiveness of any remedial 
action depends on the extent to which it adequately deals 
with the causal factors of the problems. It is therefore 
necessary to identify the causes of bullying among 
secondary school students in Nigeria. The causes of 
bullying can be categorized into four factors. 
 
(a) Societal Factor: This comprises early experiences, 
which influence the behaviour of the child. They include 
parental neglect, family instability, and aggression within 
the home or in the society, family stress, rejection, 
isolation, and exposure to violent movies, marginaliz-
ation, child abuse, antisocial acts and inconsistent 
reinforcements (Asonibare, 1998). 
(b) Biological Factor: Science has proved that some 
individuals behave aggressively due to malfunctioning of 
the body organs or imbalance in the production of body 
hormones. Aggressive behaviours such as bullying can 
also be attributed to poor state of mental health 
(Jekayinfa, 2004). 
(c) Peer Group Influence: Secondary school students 
spend most of their time with their age-mates than they 
do with their parents and teachers. Salawu (2003) des-
cribed a peer group as the group that the child interacts 
and plays with within his/her immediate environment. 
According to him, while in the group, the child enjoys a 
free world, more independent in thought  and  action  and  
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he/she has freedom to discuss matters of interest, which 
may be contrary to the interest shared by adults.  

Thus, the peer group has a considerable influence on a 
child’s actions or inactions. 
(d) Environment factors: Environmental influences such 
as teachers’ attitude behaviour and supervisory routines 
play a crucial role in determining the extent to which 
these problems will manifest themselves in a classroom 
or a school. Lack of appropriate resources within schools 
is also associated with higher levels of school bullying. 
Bullying often occurs when there is little or no 
supervision, such as the school playground (Olweus, 
1993; Pepler and Craig, 1997). Bullying often occurs 
when there is little or no supervision, such as school 
playground lack of attention and warmth toward the child. 
 
 
Effects of bullying 
 
Bullying is pervasive and terribly harmful for bullies, 
victims, schools and communities.  One of the major 
effects of bullying is its “carryover syndrome”. Children 
who display aggressive characteristics usually exhibit at 
adult stage, deviant behaviours such as sexual 
harassment, date violence, wife battering, gang attacks, 
child abuse and elder abuse (Pepler and Craig, 2000). 
Bullying can have devastating effects on victims. For the 
victims of bullying, they go to school every day fearing 
harassment, taunting and humiliation. For all potential 
educators, it is very important to realize that bullying is a 
problem, so that we can work to prevent it now or in the 
future (Anonymous, 2005). 

There are many repercussions of bullying that are quite 
shocking. According to Kerlikowske (2003) these include: 
 
(1)  Children who are bullied are more likely to be 
depressed; 26% of girls who were frequently bullied 
reported depression as opposed to 8% of girls who were 
not. Similarly, the boys who were bullied and reported 
depression were 16% as against 3% who were not. 
(2) Victims are more likely to be suicidal, with 8% for girls 
and 4% for boys, compared to 1% overall for non-victims 
of bullying. 
(3) Bullies are more likely to carry weapons, with 43% 
carrying weapons to school at least once a week, 
compared to 8% who were not carrying weapons. 
(4) 46% of bullies are more likely to be injured while 16% 
of bullies are not likely to be injured. 
(5) As one middle-school student expressed it "there is 
another kind of violence, and that is violence by talking. It 
can leave you hurting more than a cut with knife. It can 
leave you bruised inside" (National Association of 
Attorneys General, 2000). 
(6) Students who are targeted by bullies often have 
difficulty concentrating  on  their  school  work,  and  their
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Figure 1. A systemic approach to bullying. Adapted from Pepler and Craig (2000). 

 
 
 
academic performance tends to move from "marginal to 
poor" (Ballard et al., 1999). Typically, bullied students feel 
anxious, and this may in turn produce a variety of 
physical or emotional ailments 
(7) Rates of absenteeism are higher among victimized 
students than rates among non-bullied peers, like drop-
out rates (Omoteso, 2010). Nansel et al (2001) observed 
that "youths who are bullied generally show higher levels 
of insecurity, anxiety,     depression, loneliness, 
unhappiness, physical and mental symptoms, and low-
self- esteem. 
(8) Long--term effects on victims--persistent bullying 
during the school years may have long- term negative 
effects on the victims many years beyond school 
(Olweus,  1993). Chronic bullies seem to maintain their 
behaviours into adulthood thus influencing their ability to 
develop and maintain positive relationships (Oliver et al., 
1994). 
(9) Drake (2003) found that victims of bullies tend to be 
less popular in school than other students not involved in 
bullying. As a result of being bullied, 16% boys and  31% 
girls reported being absent from school in attempt to 
avoid being victimized (Rigby, 1997). 
(10) Bullying does not just affect the victim, but it also has 
consequences for the bully. First, for the victim, bullying 
can cause physical, academic, social and psychological  
problems. Some of the physical symptoms include head-
aches and migraines, skin problems such as eczema, 
psoriasis, athletes foot, ulcers, sweating, trembling, 
shaking, palpitations and panic attacks, irritable bowel 
syndrome, aches and pains in the joints and muscles; 
and frequent illness such  as viral infections and second, 
for the bully, they are seldom able to conclude friendship, 
they are often anti-social adults and the bullying is 
sometimes the first stepping stone to juvenile crime and 
criminal activities (Aluede, 2006; Wet, 2005). 
(11) The psychological scars left by bullying often endure 
for years. For instance, the feelings of isolation and the 
loss of self-esteem that victims experience seem to last 
into adulthood (Clarke and Kiselica, 1997). 

Counseling intervention strategies to bullying 
 
A counseling approach that can be employed in handling 
bullying is systematic approach. Systematic approach is 
an organized set of theories designed to achieve positive 
behaviours (Figure 1). It was designed by Pepler and 
Craig (2000), as cited in Idowu and Yahaya (2006). This 
intervention strategy requires the collective participation 
and active involvement of the community, school, parents 
peer groups, bullies, victims and counselors. 
 
 
SYSTEMATIC APPROACH TO BULLYING 
 
Community 
 
The community plays a crucial role in modifying the 
behaviours of the children in conformity in compliance 
with the approved norms or standards of the society. It is 
the responsibility of the community to provide conducive 
atmosphere to children to acquire useful skills necessary 
for effective living. 
 
 
School 
 
It is essential for schools to develop and review school 
policy to address bullying, consistently enforce school 
policy, promote communication and provide educational 
services, training and favourable school climate. 
 
     
Parents 
 
It is the responsibility of the parents to provide appro-
priate climate for the growth and development of their 
children. They are required to serve as good models who 
engage in open and sincere communication with their 
wards. They should attend Parents-Teachers Association 
meetings, have contact with their children and be watchful. 



 

 
 
 
 
Peer group 
 
The members of the group should engage in educative 
and productive social programmes. They should obey 
rules and regulations, participate in conflict mediation, 
and enforce school policy (Asonibare, 1998). 
 
 
Bullies  
 
They need to be enlightened by school counsellors and 
other stakeholders on the dangers inherent in their 
behaviours and the need to make positive change. 
 
 
Victims 
 
They need to seek support, keep records, monitor 
events, and assess the level of support enjoyed, avoid 
being careless, protect themselves, inform their parents 
about their concerns, identify strengths, and seek the 
assistance of school counselors, and acquire skills in 
interpersonal relationship especially on ways of handling 
bullying. 
     
 
Counselors  
 
The counselors should provide all children the oppor-
tunities to develop good interpersonal skills and create a 
social context, which is supportive and inclusive, in which 
aggressive bully behaviour is not tolerated by the 
majority. The counselors could use peer support as a 
strategy in handling bullying.  
 
According to Robinson and Maines (1994), peer support 
is employed when bullying has been observed or 
reported. It involves the following steps: 
 
Step One: Interact with the victims: Do not question the 
victim or the bully about the incident but try to know those 
who are involved. 
Step Two: Convene a meeting with the people involved: 
This includes the bully, the victims and some bystanders 
or colluders. A group of six or eight is better. 
Step Three: Explain the problem: Tell the group about the 
way the victim is feeling. You can use poem, story writing 
or drawing to buttress your points. Do not discuss the 
details of the incidents or blame any member of the 
group. 
Step Four: Share responsibility: Do not attribute blame 
but acknowledge that the group is responsible and can 
do something about the incident. 
Step Five: Ask the group for their ideas: Each member of 
the group should be encouraged to suggest ways by 
which the victim could be helped to feel happier. 
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Step Six: Leave it up to them: The counselor ends the 
meeting by passing over the responsibility to the group 
and encourages them to solve the problem. He/she 
should arrange to meet with them again to see how 
things are going (follow-up). 
Step Seven: The counselor should meet the group again 
about a week later and discuss with each student, 
including the victim, on how things have been going. This 
allows the counselor to monitor the bully and keeps the 
young people involved in the process. 
 
Kenny et al. (2005) observed that since bullies tend to 
show little empathy for their target, school counselors will 
need to provide interventions to improve students’ level of 
compassion and empathy. These may include activities 
that foster sensitivity for the feelings of others. Role 
reversal techniques where students’ role play situations 
in which they place themselves in the position of others 
may help increase empathic understanding. In addition, 
training school children early in life to be emphatic can 
help prevent them from turning into bullies (Aluede, 
2006). Therefore, school counselors can be of great 
assistance to both bullies and victims by teaching them a 
new style of education called “empathy training”. This 
teaches students as young as five years old to 
understand the feelings of others and to treat people with 
kindness. Expectedly, those who go through this empathy 
training, when compared with those who have not, are 
more likely to be less aggressive. 

 Another intervention strategy that has been found to 
be helpful in bullying management in the literature is 
developing and distributing a written anti-bullying policy to 
everyone in the school community and also consistently 
applying the policy (Peterson, 2005). He suggested 
mapping a school’s “hot spots” for bullying incidents so 
that supervision can be concentrated in designated 
areas; having students and parents sign contracts at the 
beginning of the school year acknowledging that they 
understand it is unacceptable to ridicule, taunt, or attempt 
to hurt other students; and teach respect and non-vio-
lence beginning in primary schools. Additionally, teaching 
bullies positive behavior through modeling, coaching, 
prompting, praise, social skills, conflict management, and 
anger management, character education, signing anti-
teasing or anti-bullying pledges will no doubt reduce 
bullying incidents in schools. 

Increasing public awareness and knowledge about 
bullying behavior problem can be sure way to reduce 
bullying. This can be achieved through: (a). active 
involvement of teachers and parents in prevention pro-
gramme; (b). vigilance by school personnel for incidents 
of bullying; (c). the development of firm sanctions and 
consequences for students who engage in bullying; and 
(d). teaching assertiveness skills to the bullied (Aluede, 
2006; Kenny et al., 2005). Bullying problem can be 
managed in schools if school counselors faithfully follow  
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the seven strategies under the acronym “SCRAPES” 
provided by Fried (l996, as cited in McEachern et al., 
2005). These are S- Self- esteem and social skills 
enrichment; C-Conflict resolution and mediation skills; R-
Respect for difference, de- prejudicing  exercises; A-
Anger management and assertiveness training; P-
problem -solving skills; E- empathy training; and S- 
Sexual awareness training. 

In all intervention geared towards bullying reduction, 
the ones provided by the  Federal Ministry of Education 
(2007 as cited in Aluede 2011) as the national strategic  
framework for violence in free basic education in Nigeria 
seem exceptionally and particularly instructive. They are 
as follows 
 
1. Deliberate efforts at establishing/strengthening 
counselling services in schools must be initiated with a 
view to protecting children from violence. Therefore, pre-
service and in- service capacity of guidance counselors 
and school psychologists must be prioritize. In issues on 
violence, especially physical violence (bullying) against 
children must be incorporated into guidance and 
counseling curriculum. 
2. Violence free consciousness must be promoted among 
students, teachers and other members of the school 
communities including parents. Therefore, school 
counsellors and psychologists should on a regular basis 
organize seminars on violence prevention and also cause 
publications to educate students and teachers on 
acceptable non-violent behaviours. 
3. School counselors should as a matter of priority 
endeavour to ensure the promotion of life skills to prevent 
violence against students in schools. Where appropriate, 
co-curricular activities in school clubs focusing on 
violence prevention should be encouraged. 
 
 
Conclusion 
 
Bullying often takes place in schools and is seen as a 
serious problem for young people in any society that 
should not be ignored. If a school fails to deal with 
bullying, it can endanger the safety of all students, 
teachers, community and the society. Increasing public 
awareness and knowledge about bullying behaviour 
problem can be a sure way of reducing bullying.  
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Writing exercises are more effective than grammar rules in terms of making children acquire language 
skills. Knowing the characteristics of text genres and the rules of writing are not enough to improve 
writing skills of teacher candidates and to acquire necessary strategies for teaching how to write. 
Teachers would be uncertain about assessment and scoring students work and have difficulty deciding 
the content of mini lesson and responding to students in writing conferences if they lack the idea of 
what good writing is. It is aimed in this study to determine whether or not there are any differences in 
terms of the quality of the written expression between the compositions formed by secondary school 
fourth grade students using free writing and guided writing techniques and whether or not the quality of 
compositions differed according to socio-economic level. Topics like study model, work group, data 
collection process and analysis of the data have been discussed in this part of the study. This study is 
a descriptive study based on screening model. Author used document review as data collection 
method. Study group consists total of 201 students, 98 of which being fourth grade student from Agri 
Central O. N. Middle School which represents lower socio-economic level and 103 fourth grade student 
from I. C. Middle School which represents upper socio-economic level, 99 students wrote essays by 
free writing techniques whereas 102 students used guided writing techniques. According to the results, 
the scores of the students’ compositions created using free-writing technique are higher compared to 
those created by the technique of guided writing. According to the findings, there is a significant 
relationship between socio-economic level and compositions created by free writing techniques, but no 
significant relation was found between socio-economic level and composition created by guided writing 
technique. According to the findings, a significant relation was found between composition writing 
according to free writing technique and socio-economic level while there was no relation found 
between writing essay according to guided writing technique and socio-economic level. It is thought 
that methods, strategies and techniques followed in the activities of teaching written expression can 
affect all the stages and types of written expression. In this respect, different methods, strategies and 
techniques should be used by students for them to gain skills regarding this area.  
 
Key words: Writing essay, composition, guided writing, free writing. 

 
 
INTRODUCTION
 
Acquisition of writing requires two skills. First of these is 
to produce thoughts and to turn them into a written text. 

The second one is reviewing and correction (Elbow, 
1998). While producing a written text,  students  generally  



 

 
 
 
 
have problems in planning, consistency, coherence, text 
structure (introduction, body and conclusion), formation of 
sentences, spelling and punctuation etc. (Ruhi, 1994; 
Enginarlar, 1994; 1994; Aksan and Çakır, 1997; Huber 
and Uzun, 2001). Many factors such as teacher, student, 
teaching environment and teaching methods can be 
shown as the source of problems that are experienced 
(Ülper and Uzun, 2009).  

According to Güneş (2007) who defines writing skill as 
"writing down the information structured in the brain”, 
writing is a means for production, communication and 
expression. Writing is a work of structuring the meanings 
in one's mind. Reviewing the information structured inside 
the mind is an important process. During this process 
writing topic and thoughts are established, keywords, 
phrases, events that will be emphasized are selected and 
required intellectual data is collected.  

Written expression is a process through which thoughts 
are organized and developed with the appropriate words, 
sentences and paragraphs that are chosen (Luckner and 
Isaacson, 1990). Karatay (2011) mentioned that presen-
ting a good product of writing can only be possible with a 
well-designed and directed writing process which is 
monitored with certain intervals.  

No text is made of randomly sorted sentences 
regarding the subject. On the contrary, sentences in a 
text are brought together by the writers consciously within 
a certain line of logic (Coşkun, 2009). Written expression 
includes the processes of choosing a subject for writing, 
limiting and attributing this subject to a purpose, 
gathering information regarding this subject, planning the 
information gathered within the integrity of the subject, 
choosing words appropriate for the concept desired to be 
expressed in order to write down the plan transforming 
these into accurate sentences and forming sound 
paragraphs with accurate sentences (Temizkan, 2007).  

It might be mysterious to ask what good writing is, 
however, it relates to the most important points of writing 
instruction in classroom. Teachers would be uncertain 
about assessment and scoring students work and have 
difficulty deciding the content of mini lesson and 
responding to students in writing conferences if they 
lacked the idea of what good writing is (Cunningham and 
Cunningham, 2010).  

Occasionally students should be allowed to choose the 
subjects they will write in to make them willing to write. 
Three or four subjects can be given to students for that 
aim. They can be asked to choose and write in a subject 
that is appropriate for their interests and living. These 
subjects can be picture cards, newspaper reports, 
photographs and beginnings of stories (Keçik and 
Laycock, 1993).  
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According to Calkins (1994), writing process is formed 
of five stages. These are planning the writing, preparation 
of draft, reviewing the content, making a grammar check 
and publishing. Students will be using techniques that will 
help them realize their writing purpose in different stages 
from the beginning to the end of the writing process 
(Güneş, 2007). 

According to Yılmaz (2012), students can be asked to 
decide in which type (story, poem, informative text etc.) 
they will write in, that is to say, to determine the genre of 
writing. Because some students like to write poems while 
others like to write stories. Also, making students write in 
different genres - essays, stories, poems, letters, 
invitations, brochures, advertisements texts, business 
cards, ads etc - help them know more about the relevant 
text genre (Yılmaz, 2012; Coşkun and Tiryaki, 2013).  

Written expression technique can be defined as "the 
writer’s style of handing his act of writing" which he found 
before starting to write. Expression technique is a start 
and a strategic attitude in this sense. There are various 
methods and technique in written expression such as 
"writing summaries, reformation of a text with their own 
words or critical writing"  
 
 
LITERATURE REVIEW 
 
In free writing, students are asked to write their own 
emotions and thoughts according to their own styles and 
independently from their teachers. Students choose a 
subject and they write about their emotions, thoughts and 
dreams regarding the subject they choose without any 
limitation in terms of the genre of the text (poem, story, 
drama texts, fairy tale etc.). Free writing works can be 
started in the second half of the fourth grade according to 
the readiness levels of the students.  

Free writing ensures that the students are taken away 
from the attitude of correcting what they write constantly 
in terms of spelling and punctuation and helps them 
overcome writer impeders. Moreover, free writing 
ensures concentrating on producing thoughts as much as 
possible by leaving formal qualities aside. Thus, just like 
in brainstorming technique, free writing activity helps 
students to develop their skills for producing thoughts 
(Berkenkotter et al., 1988). However, while words and 
phrases are produced in the application of brainstorming, 
it is expected for sentences to be produced in free writing 
activities (Ülper, 2008). 

Because free writing activity underlines the process not 
the product, Students should not be concerned about 
making mistakes during the activity of free writing. For 
this   reason,  free  writing  activity  has  no  aim  such  as 
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forming sentences that are accurate and certainly and 
completely appropriate for the text. Students are given 
sufficient amount of time in the free writing works to 
gather materials regarding the subject. There is no 
obligation to conduct free writing works inside the 
classroom. Students can share with their teachers and 
friends what they write out of the school. The works that 
are done are reviewed, the subject is discussed verbally 
and finally the written expression works are conducted. 
Thus, an organic bound is formed between written 
expression works and oral expression works.  

Some authors describe guided writing as a teacher 
structured activity (Tompkins, 1997) while others think of 
it more as the aid given to children by the teacher as the 
children free write or follow the writing process (Pinnell 
and Fountas, 1998; Williams, 1995). During a guided 
writing lesson, the teacher guides the students in the 
creation of a text that might be a classroom message, a 
story, or a shared experience. Children take turns writing 
as the text is built collectively. The goal is a product that 
is error-free, so the teacher spends a good deal of time 
engaging children in guided discussions of the ways 
words look and sound as well as the conventions of 
language (Pinnell and Fountas, 1998). Students are 
informed about a certain subjects by their teachers. The 
topic in question are discussed in different modes and 
assessed in the classroom environment. Students 
express their emotions and thoughts in writing under the 
light of information they obtained about the topic. In 
guided writing study, students are asked to use words 
and sentence structure they learned in a controlled 
manner and to form a meaningful paragraph.  

Guided writing is defined as instruction presented to 
small, temporary groups of students who share similar 
needs at a particular point in time (Fountas and Pinnell, 
2001). Guided writing provides an important context for 
teachers’ “in-the-moment” assessment and guidance of 
student writing; to observe students during specific 
writing events and provide immediate instructional 
scaffolding for writing processes targeted to the needs of 
a specific group of students (Gibson, 2008). 

To achieve this, teachers need to conduct guided 
writing activities and activities which will make students 
share their writings with each other in the classroom, and 
to provide feedback in the first years of their written 
expression works.  

The writing needs to pass though certain stages and be 
prepared step by step for the writing act to succeed and a 
good written expression product to be obtained (Karatay, 
2010).  

All writing is collaborative. Effective writing teachers 
collaborate with students, creating apprenticeships for 
them through guided practice (Englert et al., 2006). Thus, 
writing instruction should include explicit teaching in 
which teachers step  in  to  model  and  prompt  and  then  

 
 
 
 
step back to encourage students to make decisions and 
solve problems while writing (Englert and Dunsmore, 
2002). Effective writing instruction should make the 
elements of good writing and the strategies of good 
writers visible and accessible to naive writers (Vaughn et 
al., 2000). The guided in guided writing lessons, then, 
refers to the essential nature of the support provided by 
expert teachers while students write (Gibson, 2008). 

Guided writing works include three important develop-
ment steps to be taken in order to develop written 
expression. Students cannot completely gain the power 
of written expression at each stage of these steps. 
Students are asked to make exercises of "forming and 
using accurate sentences" in order to teach them how to 
organize and order the words inside sentences and 
sentences inside whole thoughts. These exercises form 
the basis for the technique.  

Guided writing is a strategy that gives students the 
opportunity to review a recently taught writing skill in a 
small-group setting and then to apply the skill through 
independent writing. A guided writing lesson generally 
follows modeled, shared, and interactive writing lessons 
and comes about when a teacher determines that a 
group of students could benefit from further teacher 
support to develop a particular writing skill. The guided 
writing group comes together for the purpose of learning 
or practicing this writing skill. Once the teacher feels that 
the group has a good understanding of the skill, the 
group is disbanded. In addition, students may use writing 
frames or templates to scaffold their writing knowledge 
and application of writing skills 
(http://www.eworkshop.on.ca/edu/resources/guides/Guid
e_Writing_%20K_3.pdf). 

Guided writing lessons would also be appropriate in 
content area subjects such as science and technology - 
for example, to show students how to use precise, 
descriptive language when reporting on an experiment. 
During the first part of the lesson, students are immersed 
in the focus skill through examination and discussion of 
models (Figure 1).  

How group members are selected: Through diagnostic 
and formative assessment during observation and 
analysis of student writing, the teacher identifies a 
number of students who are at a similar instructional level 
for a particular skill. These students are grouped for a 
specific lesson to review or strengthen that skill. Guided 
writing groups are fluid and temporary, with membership 
depending on need or ability: for example, one group 
may need to review punctuation, while another group 
may need to work on using more descriptive language. 
Throughout the year, formative assessment will guide the 
teacher’s decisions about the composition of groups and 
the concepts and skills to be addressed (A Guide to 
Effective Instruction in Writing, Kindergarten to Grade 3, 
2005). 
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Students then work as a group to compose a text, applying the focus skill. 
 

Teacher then guides students to write their own text independently, applying the focus 

skill. 

 

Students share their writing, as a whole group, with a partner, or with the teacher.  
 
Figure 1. Discussion models. 

 
 
 

Step 1 of guided writing lessons captures students' 
interests for writing and allows them to rehearse their use 
of important conceptual and linguistic resources. Guided 
writing lessons provide maximum opportunities for active 
student engagement in their own writing, supported by 
the teacher's immediate guidance and explicit teaching of 
the strategic behaviors used by good writers.  
In Step 2, teachers work to expand their students' 
awareness of specific cognitive strategies for writing. 
Step 3 captures Students' time to write individually with 
immediate guidance from the Teacher. The intent of 
guided writing lessons is not simply to provide more time 
to write. Instead, lessons are structured so that students 
are actively engaged in their own sustained, successful 
writing. Guided writing instruction in a small-group con-
text allows teachers to provide high levels of immediate, 
targeted support while each student writes his or her own 
short but complete text (Gibson, 2008). Understanding 
how best to support immature writers in the development 
of their understanding of the writing process is an 
important concern for researchers and teachers.  
 
 
Purpose of the study 
 
It is aimed in this study to determine whether or not there 
are differences in terms of the quality of the written 
expression between the compositions formed by secon-
dary school fourth grade students using free writing and 
guided writing techniques and whether or not the quality 
of compositions differed according to socio-economic 
level. With this purpose, answers were sought for the 
following questions:  
  
1. Are there any differences in terms of the quality of the 
written expression between the compositions written by 
secondary school fourth grade students by using free and 
guided writing techniques?  
2. Are there any differences based on socio-economic 
level in terms of the quality of the written expression 
between the compositions written by secondary school 

fourth grade students by using free and guided writing 
techniques? 
 
 
METHOD 
 
Topics like study model, work group, data collection process and 
analysis of the data have been discussed in this part of the study.  
 
 
Study model 
 
This study is a case study based on scanning model. Document 
examination was used as the data collection method in the study.  
 
 
Work group  
 
Work group of the study is formed of 99 secondary school fourth 
grade students. 99 students in question were chosen from two 
different socio-economic levels as required by the study. 
Information about the socio-economic level of the schools is 
requested by means of correspondence made with the Agri 
Department of National Education and according to the information 
that was obtained, O.N. Secondary School representing lower 
socio-economic level and İ.Ç. Secondary School representing 
upper socio-economic level has been chosen. 49 students from 
O.N. Secondary School representing lower socio-economic level 
and 50 students from İ.Ç Secondary School representing higher 
socio-economic level participated in the study. 
 
  
Data collection process 
 
99 students in the work group were asked to write compositions 
according to both free and guided writing techniques with certain 
time intervals. Subjects forming basis for the students to write 
compositions were found according to the opinion of four 
academicians and four Turkish teachers.  In compositions works, 
firstly 9 different subjects found for the students and then the 
opinions of experts in question were taken and found two subjects, 
which will provide alternatives to each other, were chosen for 
applying both techniques. Students chose one of two subjects 
presented to them and wrote compositions about this subject. 

Applications were made inside classroom environment of every 
student group and 50 min excluding the explanations and 
instructions were given to students to write compositions. Data 
belonging to the study were collected in two stages. Compositions
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Table 1. T-test results of free writing and guided writing mean scores of the Students in İ.Ç. Secondary School. 
 

School Technique N X S sd t p 

İ. Ç. secondary school 
Free writing 50 64.59 12.67 

49 4.63 .000 
Guided writing 50 53.23 10.13 

 
 
 

Table 2. T-test results of free writing and guided writing mean scores of the Students in O.N. Secondary School. 
 

School Technique  N X S sd t p 

O. N. secondary school Free writing 49 57.97 11.63 48 2.55 .014 
Guided writing 49 52.97 11.55 

 
 
 
that the students wrote by using free writing technique formed the 
first data set. Student groups in every school were given 
information regarding the free writing technique in this stage and 
they were asked to write compositions within this scope.  

Second data set were also obtained from the same student group 
in same schools 4 months later. The aim in leaving four months 
between two applications was to minimize the effect of written 
expression techniques on each other and to ensure that students 
wrote their next compositions by using the principles of only one 
technique without being affected by the previous technique. As a 
matter of fact, information needed about the guided writing 
technique was given to the student groups and they were asked to 
brainstorm on the subjects that are suggested and to write 
compositions by using guided writing techniques.   

It was aimed in the application of guided writing techniques not 
only to make students gain tendency to writing by brainstorming 
inside classroom environment but also to interact with each other 
thus getting prepared for the subject psychologically and mentally 
by means of guided writing technique. For this purpose, some 
students among each of the classes, in which appreciations were 
asked to speak about the subject before the application and it was 
ensured for many students to present their opinions regarding the 
subject. Thus, students allowed with the applications to present 
their information regarding the subject by means of brainstorming 
technique, to use ideas of their friends and to establish connections 
between these ideas and ideas of other friends. 
 
   
Data collection process and analysis of data  
 
Grading of each composition that the students wrote with free and 
guided writing techniques were made by a total number of three 
graders one of which is an academician and two of which are 
teachers. Thus, objectivity and reliability of reading and grading was 
tried to be ensured. Texts were firstly graded by a group of four 
academicians according to analytic grading technique by using 
“Written Expression Evaluation Form (MEB, 2006)". After that 
compositions were graded by 3 Turkish teachers working in the 
schools where the applications were made, according to the 
analytic grading technique by using "Written Expression Evaluation 
Form” again. Thus, two different points have been obtained by 
using analytic grading technique for each text. Qualities that a 
written text need to carry are analyzed in certain parts in the 
evaluation made with the form in question and an evaluation is 
made by grading each of these parts separately.  

In the final stage, 6 Turkish teachers working in schools other 
than the ones where the applications were made were asked to 

read all these texts and to make a holistic evaluation. The 
evaluation is made over the general opinions that a person has 
after he assessed the whole text in holistic evaluation.  Teachers 
graded the texts over 100 with a holistic evaluation understanding.  
In conclusion, it was ensured for 198 composition papers received 
from the work group to be read and graded by three different 
people. The mean of grades given by three different people to the 
compositions the students wrote according to different grading 
techniques was taken for analyses. Obtained data were analyzed 
with SPSS program and t-test was made for samples related to 
data.  
 
  
RESULTS 
 
Quality of compositions formed with free writing techni-
que and guided writing technique have been studied in 
this study. Arithmetic average of three points given to 
compositions was taken and comparisons were made 
over these mean values. Comparisons regarding written 
techniques were given separately for two secondary 
schools in Table 1 and Table 2. After that, grades given 
to the compositions written according to free and guided 
writing techniques by students from both schools were 
com-pared. Finally, comparisons were reported according 
to socio-economic level which were also examined as a 
factor that might have affected the quality of 
compositions.  

Mean scores of compositions written by students in İ.Ç. 
Secondary School using free writing technique was 64.59 
while mean grade of compositions written by the secon-
dary school students using guided writing technique was 
53.23. The difference between the grades given for the 
compositions written by the students using these two 
techniques [t(49)=4.63, p<0.05] was found to be signi-
ficant. This finding brought the conclusion that in case of 
İ.Ç. Secondary School composition writing technique 
caused a difference in favor of free writing technique.   

According to Table 2 mean scores of compositions 
written by students in O.N. Secondary School using free 
writing technique was 57.97 while mean grade of 
compositions written by  the  secondary  school  students  
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Table 3. T-test results of free writing and guided writing mean scores of the Students in O.N. Secondary Schools. 
 

School Technique  N X S sd t p 
İ. Ç. and O. N. secondary schools  Free writing  99 61.28 12.55 

98 5.14 .000 
İ. Ç. and O. N.  secondary schools  Guided writing  99 53.10 10.80 

 
 
 

Table 4. T-test results with regard to free writing mean scores in terms of low and high socio-economic level schools. 
   

School N X S sd t p 
İ. Ç. secondary school 50 64.59 12.67 

97 2.70 .008 
O. N. secondary school 49 57.97 11.63 

 
 
 

Table 5. T-test results with regard to guided writing mean scores in terms of low and high socio-economic level 
schools.  
 
School  N X S sd t p 
İ. Ç.  secondary school 50 53.23 10.13 

97 0.11 .90 
O. N. secondary school  49 52.97 11.55 

 
 
 
using guided writing technique was 52.97. The difference 
between grades given for the compositions written by the 
students using these two techniques was found to be 
significant [t (48)=2.55, p<0.05]. This finding brought the 
conclusion that in case of O.N. Secondary School 
composition writing technique caused a difference in 
favor of free writing technique.  

The mean value of grades given to 99 students from 
İ.Ç and N.Ç Secondary Schools written by using free 
writing techniques was 61.28 while mean scores of 
compositions written by secondary school students using 
guided writing technique was 53.10. The difference 
between grade given for the compositions written using 
these two techniques were found to be significant 
[t(98)=5.14, p<0.05]. This finding brought the conclusion 
that the compositions written by 99 students using free 
writing technique in two schools were of better quality. 

According to Table 4, students' free writing grades 
differ between two schools from lower and upper socio-
economic levels [t(97)=2.70, p<0.05]. While the mean 
scores of students in İ.Ç. Secondary School from upper 
socio-economic level was 64.59, the mean scores of 
students in O.N. Secondary School from lower socio-
economic level was 57.97. This finding can be interpreted 
as there is a significant relation between writing 
compositions with free writing techniques and socio-
economic level.  

According to Table 5, being students in schools from 
two different socio-economic levels; lower and upper 
socio-economic levels did not cause significant difference 
in guided writing grades of these students. [t(97)=0.11, 

p>0.05]. While the mean scores of students in İ. Ç. from 
upper socio-economic level was 53.23, the mean scores 
of students in O.N. Secondary School from lower socio-
economic level was 52.97. Considering this finding it is 
concluded that there is not a significant relation between 
writing compositions with guided writing techniques and 
socio-economic level.  
 
 
DISCUSSION 
 
Although both national and international literatures have 
many publications regarding free and guided writing, 
there are only a few studies making comparisons espe-
cially between "free writing technique and guided writing 
technique". In the study conducted by Calp (2013), in 
which he aimed to determine whether or not there were 
any difference between the quality of expression between 
compositions written by eleventh grade students using 
free and guided writing techniques and between the 
quality of compositions according to socio-economic 
level, it was found that writing techniques and socio-
economic level affected the success rate of students. 
This situation brought along the conclusion that the socio-
economic level and writing techniques affected the quality 
of written expression.  

In their study, Aksan and Çakır (1997) asked one out of 
two students groups to write compositions by giving them 
only the subject topic while they asked the students in the 
other group to write a compositions by providing them 
with targeted, communicational scenarios (by telling them  
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about what and for whom they will be writing) and 
evaluated the compositions written by these two groups 
in terms of relevance, coherence, being informative, 
formation of topic and consistency. As a result of this 
evaluation, it was found that there was a difference in 
terms of being informative in favor of the student group to 
which composition topic was provided as targeted and 
with scenarios. This study conducted by Aksan and Çakır 
not only shows the need for a technique that will guide 
students methodically while making them gain writing 
skills but also draw attention to the necessity of providing 
students with new concepts as content.  

Langer and Applebee (1987) reported their findings 
from more than 3 years of which they investigated the 
effects of various writing conditions on student learning 
across studies, including extended analytic essay writing, 
note taking, summarizing, and studying with short-answer 
comprehension questions. In the control condition, 
students were asked to read and study but not to write. 
On the basis of their findings, Langer and Applebee 
(1987) concluded that writing contributed to student 
learning. However, the nature of the learning effects 
varied according to the genre of writing assignment. 
Analytic essay writing led to narrow, but more in-depth 
processing, whereas writing answers to short-answer 
comprehension questions, writing summaries, and note 
taking led to broad, but superficial processing (Wong, 
Kuperis, Keller & Cull-Hewitt,2002).  

As Langer and Applebee (1987) stated further research 
is necessary because there are innumerable kinds of 
writing that teachers can assign and researchers can 
design. Empirical support for the role of writing in learning 
would contribute to (a) our understanding how writing 
enhances students' learning, (b) our enlightenment on the 
mediators/mediation of such learning, (c) researchers' 
development of theories or models of the writing-learning 
relationship, and (d) validating the increased use of 
writing in school. (Wong at al.,2002). 

Our findings suggest that guided journal writing may be 
one instructional route that English teachers can take to 
increase understanding of a literary work. However, as 
Langer and Applebee (1987) pointed out, teachers have 
many instructional goals, and interested researchers 
should strive to devise various writing tasks to support 
teachers in their work and to help them reach their 
instructional goals. (Wong at al., 2002). In another study, 
Dilidüzgün (2013) found that knowing the characteristics 
of text genres and the rules of writing are not enough to 
improve writing skills of teacher candidates and to 
acquire necessary strategies for teaching how to write. 

The findings obtained in the studies, in which written 
expression skill levels of students in different grades of 
secondary schools are examined Temizkan, 2003; 
Bayram and Erdemir, 2006; Arıcı and Ungan, 2008) 
showed that primary school students could  

 
 
 
 
not reach the level targeted in the programs in terms of 
written expression skills. Yılmaz (2012) stated “it is a fact 
that primary school students have problems in terms of 
writing compositions”. When it is asked if these problems 
result from the students or the teaching that is applied, it 
can be said that most important reason for this problem 
results from teaching because so far students have 
focussed on formal qualities such as page layout, spelling 
and punctuation in their composition works rather than on 
content including mental activities such as listing, 
classification and planning. Planned writing model means 
a student should allocate 70% of his time for writing to 
preparation works. This fact expresses he is looking for 
new and different models and techniques for organizing 
written expression activities. 

According to Ülper (2008), compositions written by 
students generally have problems in terms of planning, 
consistency, coherence, text structure (introduction, body 
and conclusion) , formation of sentences, spelling and 
punctuation etc. and one of the important reasons for 
such problems is the method used in teaching of writing. 
The fact that students start to write before being able to 
use their preliminary information about the subject is 
shown as one of the most important reasons why they 
have little success in writing compositions (Coşkun and 
Tiryaki, 2013). As it is seen, literature agrees about the 
thought suggesting one of the most important reasons for 
having difficulties in all stages of education in terms of 
writing compositions is the teaching method that is 
followed.  

In his study, in which the researcher examined the 
relation between the composition writing successes of 
sixth grade students and their gender, their tendency to 
write, education of their parents, summary writing and 
note taking variables, Tüfekçioğlu (2010) found that there 
was a weak relationship between the writing tendencies 
of the participants, education level of their parents and 
their success about writing compositions. A relation 
between gender and success was found in this study.  

Conversations in the classroom environment are impor-
tant for the written expression activities done by using 
free writing technique. The mentioned conversations can 
be about the content of the text. Having the conversation 
on the content and structure of the text allows the 
students to understand and interpret the text, to be able 
to chat about the text and to form structures for their own 
writings (Tompkins, 1997).   

Mistakes made by students in terms of consistency, 
coherence, spelling and punctuation in the texts should 
not be pointed out since free writing aims to improve 
creativity and fluent writing skills. Teachers become a 
"writer blocker" for their students if they point out such 
mistakes and this will lose the purpose desired with the 
activity of free writing. Writing activity in such an 
environment turns into  an  activity  of  grammar  teaching  



 
 

 

 
 
 
 
greater than an activity of producing thoughts (Ülper, 
2008). 

Writing is a challenging and demanding task for student 
writers and is the language skill that demands the most 
self-regulation as “writing activities are usually self 
planned, self-initiated and self-sustained” (Zimmerman 
and Risemberg, 1997, p.76). Historically, researchers in 
the field of composition have focused on the processes in 
which writers engage as they compose a text (Faigley, 
1990; Hairston, 1990). Cognitive aspects have received 
particular attention, as investigators have attempted to 
understand the thought processes underlying the 
compositions of students. A number of researchers have 
explored the relationship between students' self-efficacy 
beliefs about writing, other motivation variables related to 
writing, and various writing outcomes (Pajares, 2003; 
Zimmerman and Bandura, 1994; Pajares et al., 2000; 
Pajares and Cheong, 2003). However, the author did not 
mention the motivational variables on writing in this study. 
He focused on the relationship between writing 
performance and writing techinique. 
 
 
SUGGESTIONS 
 
Scores regarding the compositions that students wrote by 
using free writing technique are higher than the scores 
they obtained with the compositions they wrote using 
guided writing technique. This finding led to the conclu-
sion that writing compositions techniques caused a 
difference in the quality of composition in both schools in 
favor of free writing technique. According to the findings 
that were obtained, a significant relationship was found 
between composition writing according to free writing 
technique and socio-economic level while there was no 
relation found between writing compositions according to 
guided writing technique and socio-economic level.  

In the light of the results that are obtained, the following 
suggestions were made: 
- Teacher candidates, who are having education in the 
departments of universities in which teachers are 
educated should be informed about new methods and 
techniques in addition to technique such as free writing, 
creative writing, guided writing, brainstorming etc. Also, in 
addition to providing teacher candidates with theoretical 
knowledge, applications for making teacher candidates 
gain skills should be concentrated on in lectures of 
written expression and special teaching methods given in 
these departments.  
- It is thought that methods, strategies and techniques 
followed in the activities of teaching written expression 
can affect all the stages and types of written expression. 
In this respect, different methods, strategies and 
techniques should be used to make students in schools 
gain skills regarding this area.  
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- Students should be made to feel that succeeding at 
written expression happens with “knowledge and effort” 
rather than skills. It should be inspired to the students 
that the act of writing is not something that can be 
randomly done without making any effort and it has a 
discipline including certain rules, forms and techniques. 
- The subject of which methods and techniques can be 
effective in the development of students' written 
expression skills should be tested with studies to be 
made at different grade levels. Studies should be made 
on both the techniques discussed in this study and other 
writing techniques and methods such as "creative 
writing", "controlled writing", "narrative writing", 
"cooperative writing" and "artistic writing".  
 
 
ACKNOWLEDGEMENT  
 
This study was supported by the University of AIC. 
 
 
REFERENCES 
 
A Guide to Effective Instruction in Writing, Kindergarten to Grade 3, 

2005. 
http://www.eworkshop.on.ca/edu/resources/guides/Guide_Writing_%
20K_3.pdf 

Aksan  Y, Çakır Ö (1997). 
İlkokulöğrencilerininyazılıanlatımlarınınmetinsellikölçütlerivemetinkon
usuoluşumuaçısındandeğerlendirilmesi.XI. DilbilimKurultayıBildiriler, 
105-128. Ankara: Şafak.  

Arıcı AF, Ungan S (2008). 
İlköğretimikincikademeöğrencilerininyazılıanlatımçalışmalarınınbazıy
önlerdendeğerlendirilmesi, Dumlupınar 
ÜniversitesiSosyalBilimlerEnstitüsüDergisi. 20:317-328. 

Bayram Y, Erdemir A (2006). 
Amasya’dakiilköğretimikincikademeöğrencilerininimlâkurallarınıkullan
madüzeyleriüzerinebirdeğerlendirme.MillîEğitim. 171:140-155. 

Berkenkotter C, Huckin TN, Ackerman J (1988). Conventions, 
conversations, and the writer: case study of a student in a rhetoric 
Ph.D. program. Res. Teach. English. 22(1):9-44. 

Calkins LM (1994). The Art of Teaching Writing (2nd Ed.). Heinemann, 
Canada: Portsmouth, NH.  

Calp M (2013). 
SerbestveYaratıcıYazmaTekniğineGöreOluşturulanKompozisyonların
YazılıAnlatımınNiteliğivePuanlamaTekniğiAçısındanKarşılaştırılması. 
Turkish Studies - International Periodical For The Languages, 
Literature and History of Turkish or Turkic. 8(9):879-898. 

Coşkun E, Tiryaki EN (2013). 
Üniversiteöğrencilerinintartışmacımetinyazmabecerileri.HacettepeÜni
versitesiEğitimFakültesiDergisi H. U. J. Educ. 28(2):102-115. 

Coşkun E (2009). TürkçeÖğretimindeMetinBilgisi, İçinde 
"İlköğretimdeTürkçeÖğretimi". (Editör: AhmetKırkkılıç & HayatiAkyol). 
Ankara: PegemAkademiYayıncılık. 

Cunningham PM, Cunningham JW (2010). What Really Matters in 
Writing: Research-Based Practices Across The Elementary 
Curriculum. Boston: Allyn and Bacon. 

Demirel Ö (1999). Kuramdan Uygulamaya Eğitimde Program 
Geliştirme. Ankara: Pegem Yayıncılık. s.92. 

Dilidüzgün Ş (2013). The effect of process writing activities on the 
writing skills of prospective Turkish teachers. EgitimArastirmalari –
Eurasion. J. Educ. Res. 52:189-210. 

Elbow P (1998), Writing with power: Techniques for mastering the 
writing process, Cary, Nc USA: Oxford University Press. 



 
 

 

452          Educ. Res. Rev. 
 
 
 
Enginarlar H (1991). A Quantitatıve and Qualitative Comparison of 

Three Techniques of Grading ESL/EFL Essays. J. Human Sci. 
10(1):23-45. 

Enginarlar H (1994). 
Öğrencikompozisyonlarındabağdaşıklıksorunlarıveparagrafyapısı, 
ÇağdaşTürkDili, 77-78:34-36. 

Englert CS, Dunsmore K (2002). A diversity of teaching and learning 
paths: Teaching writing in situated activity. In J. Brophy (Ed.), Social 
constructivist teaching: Affordances and constraints. pp.81-130. 
Amsterdam: JAI Press. 

Englert CS, Mariage TV, Dunsmore K (2006). Tenets of sociocultural 
theory in writing instruction research. In C.A. MacArthur, S. Graham, 
& J. Fitzgerald (Eds.), Handbook of writing research. New York: 
Guilford. pp. 208-221. 

Faigley L (1990). Competing theories of process: A critique and a 
proposal. In Graves RL (Ed.), Rhetoric and composition. Portsmouth, 
NH: Heinemann. pp.38-53 

Fountas IC, Pinnell GS (2001). Guiding Readers and Writers Grades 3-
6: Teaching Comprehension, Genre, and Content Literacy. 
Portsmouth, NH: Heinemann. 

Gibson SA (2008). An effective framework for primary-grade guided 
writing instruction, international reading association. Read. Teach. 
62(4):324-334. 

Güneş F (2007). TürkçeÖğretimiveZihinselYapılandırma. Ankara: Nobel 
YayınDağıtım. 

Hairston M (1990). The winds of change: Thomas Kuhn and the 
revolution in the teaching of writing. In R. L. Graves (Ed.), Rhetoric 
and composition. Portsmouth, NH: Heinemann. pp. 3-15 

Huber E, Uzun L (2001). Metintürüveyazmaedimiilişkisi: 
Bilimselmetinyazmaedimi. DilbilimAraştırmaları, pp. 9–35. 

Karatay H (2010). 
Bağdaşıklıkaraçlarınıkullanmadüzeyiiletutarlımetinyazmaarasındakiili
şki. Mustafa Kemal ÜniversitesiSosyalBilimlerEnstitüsüDergisi. 
7(13):373-385. 

Karatay H (2011). 4+1 
planlıyazmavedeğerlendirmemodelininöğretmenadaylarınınyazılıanlat
ımtutumlarınıveyazmabecerilerinigeliştirmeyeetkisi. Turk. Stud. 
6(3):1029-1047. 

Keçik İ, Laycock J (1993). YazılıAnlatımveÖğretimi, (Ed: ŞeydaÜlsever) 
Eskişehir: AnadoluÜniversitesi. 

Langer JA, Applebee AN (2007). How writing shapes thinking: a study 
of teaching and learning. WAC Clearinghouse Landmark Publications 
in Writing Studies: http://wac.colostate.edu/books/langer_applebee/. 
Originally Published in Print, 1987, by National Council of Teachers 
of English, Urbana, Illinois. 

Luckner JL, Isaacson S (1990). A method of assessing the written 
language of hearing-impaired students. J. Commun. Disord. 23:219-
233. 

Pajares F (2003). Self-efficacy beliefs, motivation, and achievement in 
writing: a review of the literature. Reading & Writing Quarterly: 
Overcoming Learning Difficulties, 19(2):139-158. 

Pajares F, Cheong YF (2003). Achievement Goal Orientations in 
writing: A Developmental Perspective. Int. J. Educ. Res. 39:437-455.  

Pajares F, Britner SL, Valiante G (2000). Relation Between 
Achievement Goals and Self-Beliefs of Middle School Students in 
Writing and Science. Contemporary Educ. Psychol. 25:406-422 

Pinnell GS, Fountas I (1998). Word Matters: Teaching Phonics and 
Spelling in The Reading/Writing Classroom. Portsmouth, NH: 
Heinemann. 

Özbay M (2000). İlköğretim Okulu Öğrencilerinin Yazılı Anlatım 
Becerileri - Alan Araştırması. Ankara.  

 
 
 
 
 
 

 
 
 
 
Ruhi Ş (1994). 

İlköğretimÖğrenciKompozisyonlarındakiBağdaşıklıkSorunları, 
ÇağdaşTürkDili, 77-78:24-26. 

Temizkan M (2003). 
İlköğretimikincikademeöğrencilerininyazılıanlatımlarınındilgelişimlerib
akımındanincelenmesi.TürklükBilimiAraştırmaları, 13:219-231. 

Temizkan M (2007). 
Türkçeöğretmenlerinyazılıanlatımetkinliğiçerçevesindeyaptıklarıuygul
amalarındeğerlendirilmesi.MilliEğitimDergisi, 174:135-154. 

Tompkins GE (1997). Literacy for the 21st Century a Balanced 
Approach. New Jersey: Prentice-Hall. Tüfekçioğlu B (2010). Yazma 
Becerisinin Bazı Değişkenler Açısındanİncelenmesi, DilDergisi. 
149:30-45. 

Ülper H, Uzun L (2009). Bilişsel süreç modeline göre hazırlanan yazma 
öğretimi izlencesinin öğrenci başarısına etkisi. İlköğretim Online. 
8(3):651-665. 

Ülper H (2008). 
Bilişselsüreçmodelinegörehazırlananyazmaöğretimiprogramınınöğren
cibaşarısınaetkisi. Doktora Tezi. Ankara Üniversitesi, Sosyal Bilimler 
Enstitüsü, Ankara. 

Vaughn S, Gersten R, Chard DJ (2000). The underlying message in LD 
intervention research: Findings from research syntheses. Except. 
Child. 67:99-114. 

Williams J (1995). ESL composition program administration in the 
United States. J. Second Lang. Writ. 4(2):157-179. 

Wong BYL, Kuperis S, Keller L, Cull-Hewitt R (2002). Effects of guided 
journal writing on students’ story understanding. J. Educ. Res. 
95:179-191. 

Yılmaz M (2012). İlköğretim I. 
kademeöğrencilerininkompozisyonyazmabecerilerinigeliştirmedeplanl
ıyazmamodelininönemi. Mustafa Kemal Üniversitesi 
SosyalBilimlerEnstitüsü Dergisi. 9(19):321-330. 

Zimmerman BJ, Bandura A (1994). Impact of Self-Regulatory Influences 
on the Writing Attainment. Am. Educ. Res. J. 31(4):845-862. 

Zimmerman BJ, Risemberg R (1997). Becoming a Self-Regulated 
Writer: A Social Cognitive Perspective. Contemporary Educ. Psychol. 
22:73-101. 



 
Vol. 10(4), pp. 453-461, 23 February, 2015 
DOI:10.5897/ERR2014.2003 
Article Number: 35DAD2950510 
ISSN 1990-3839  
Copyright © 2015
Author(s) retain the copyright of this article 
http://www.academicjournals.org/ERR 

 
Educational Research and Reviews 

 

 
 
 
 
Full Length Research Paper 
 

The influence of self-efficacy and motivational factors 
on academic performance in general chemistry course: 

A modeling study 
 

Bulent Alci 

Yıldız Technical University, Faculty of Education, Department of Educational Sciences, Davutpaşa Campus, 34220, 
Istanbul, Turkey. 

 
Received 24 November, 2014; Accepted 05 February, 2015 

This study aims to determine the predictive and explanatory model in terms of university students’ 
academic performance in ‘General Chemistry’ course and their motivational features. The participants 
were 169 university students in the 1st grade at university. Of the participants, 132 were female and 37 
were male students. Regarding their department, while 89 of them were students at Chemistry 
Department, 80 participants were at Chemistry Engineering Department. In order to determine students’ 
motivational stimulants towards General Chemistry, Science Motivation Questionnaire (SMQ) was used. 
The questionnaire was developed by Glynn et al. was adapted into Turkish by Ilhan et al. The scores 
that students got from General Chemistry course were obtained from the lecturers teaching them and 
they were the average academic performance grades measured during the term. The data were 
analyzed with SPSS 17.0 and AMOS 21.0 software program through Structural Equation Model (SEM). In 
this research, the first suggested model was tested and as a result of fit indexes, some modifications 
were done and it was verified accordingly. 
 
Key words: Academic achievement, extrinsic motivation, intrinsic motivation, Structural Equation Modeling. 

 
 
INTRODUCTION 
 
There are many factors that influence a students’ 
academic achievement such as cognitive, affective and 
psychosocial state. It has long been discussed whether 
affective characteristics determine their interest as well 
as their preferences, social skills, academic achieve-
ments and failures (Kocak et al., 2012). According to 
Djigunović (2006), it was in the mid-twentieth century 
when they first started to research and measure affective 
features and measured in a more systematic way. It was 

hard to define and measure as it seems quite difficult. 
The affective learning domain attracted growing interest 
after it had been understood that individual should be 
accepted as a whole in education along with his/her 
personality, intellect and emotions. It is thought that 
affective features contribute to one’s learning process 
significantly. There are those who emphasize that without 
motivation, learners’ cognitive abilities would lack in the 
learning process. Furthermore, Tabane and Human-
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Vogel (2010) stated that sense of belonging, respect, fair 
treatment, respect and positive attitudes towards others, 
safety, and freedom all influence personal motivation in 
terms of their academic achievement and social settings. 
A quite profound proof for that is a study by Siann et al. 
(1998) where male and female Asian students stated that 
their parents and family had great contribution to their 
academic achievement. 

It was found out in some researches that outcomes 
such as curiosity, persistence, learning and performances 
also refer to motivation (Deci and Ryan 1985). As these 
outcomes are quite important, it is easy to understand 
why researchers are concentrating their studies on 
motivation in the instructional settings. The willingness 
and effort which students show in accordance with 
engagement and persistence are generally thought to be 
the definition of motivation (Wolters, 2004). As Hlalele 
(2012) stated motivational beliefs directly influence 
students’ affective learning proportionally. Since 
motivation and other affective factors are essential in 
many settings, particularly in education, it is of great 
importance to take these into consideration while 
designing the curriculum. Even though the usage and 
significance of scientific knowledge in an industrialized 
society is increasingly appreciated, it has been a matter 
of discussion whether interest in science and willingness 
to pursue a scientific career has reduced significantly 
(Raes and Schellens 2012).It was proven by Bank and 
Finlapson (1980) that the students with a high level of 
academic achievement had a higher willingness to learn 
than the students with lower level of academic 
achievement. 

In spite of the fact that many countries encounter lack 
of interest in motivation in science subjects, Raes and 
Schellens (2012) argue that there is little research 
concentrating on the factors that affect learner’s motiva-
tion. Chen (2012) also maintains that policy documents 
and academic research in science education would help 
students increase their consciousness in science and 
advance their beliefs in the nature of scientific knowledge 
and knowing itself. In other words, students must improve 
certain habitual minds such as developing self-
confidence in science, resilience against failures, and 
belief in change in scientific knowledge from time to time.  

Furthermore, Deci and Ryan (1985) claim that in self-
determination theory (SDT) motivation can be reinforced 
by self-determination. According to them, motivation can 
exist at different levels of self-determination. In this 
respect, the most self-determined style of motivation is 
intrinsic motivation (Raes and Schellens, 2012). In this 
theory, different reasons or goals that stimulate an action 
attribute to different types of motivation. A simplest 
distinction can be made between intrinsic motivation and 
extrinsic motivation. Here, while intrinsic motivation refers 
to carrying out tasks with a high interest, extrinsic 
motivation refers to conducting them to get rewards. 
Research indicates that learners who are motivated 
intrinsically have appreciation in quality and  performance  

 
 
 
 
compared to extrinsically motivated ones. This distinction 
clearly manifests functional differences between these 
two types of motivation (Ryan and Deci 2000).Mo (2011) 
points out that a growing number of college students 
forget their responsibility for their own learning. The idea 
shared by most lecturers here is that students attend 
classes merely for attendance taken and mandatory 
quizzes given. These students are believed to have a 
short-term attention span and get distracted easily by 
some distractors such as texting to friends. What Fortier 
et al. (1995) found out, in relation to this, is that academic 
competence and academic self-determination had a 
positive impact on academic motivation, thus a positive 
impact on school performance. Since self-determination 
fosters motivation in learning and it enhances academic 
achievement, it can be applied to many courses, espe-
cially chemistry. Kocak et al. (2012) describe science as 
a challenging field. They claim that as it contains abstract 
terms and concepts, students find it difficult to understand 
at times. 
 
 
Intrinsic and extrinsic motivation 
 
As human motivation is a complex phenomenon involving 
a number of diverse sources and conditions, it has 
always been a matter of discussion (Dornyei and Csizer, 
2002). Motivation is surely one of the concepts of great 
importance that it is related to energy, directing, persis-
tence and intention. Also, motivation has a significant 
effect on the attitude and learning learners’ behaviors 
(Deci and Ryan, 1985; Fairchild et al., 2005; Ryan and 
Deci, 2000; Vallerand et al., 1992). Perceived as a single 
concept by putting a general level of motivation in terms 
of certain behaviors, self-determination theory directs its 
focus on classifying different kinds of motivation. The 
idea underlying the theory is that the quality of motivation 
would be more significant than the quantity in terms of 
mental health, happiness, effective performance, creative 
problem solving, and deep or conceptual learning. That 
has been justified as a result of a considerable number of 
research (Deci and Ryan 2008; Areepattamannil et al., 
2011). 

According to this theory,  
 
a) people are motivated intrinsically though meaningful 
exercises;  
b) self-regulation is affected by internalization 
c) Internalization process and regulated learning types 
are affected by the society. It takes place as introjection 
where a value or behavior is taken without acceptance, 
where regulation is absorbed by personality (Deci et al., 
1994). 
 
In this sense, being intrinsically motivated requires 
perceptions of control and competence (Schunk 2012, 
391). According to Bester and Brand (2013), intrinsic 
motivation is resulted from the willingness of a student to 



 

 
 
 
 
conduct a task. In this regard, concentration can be 
manifested during that process. For example, an 
intrinsically motivated student studies a subject diligently 
because he finds it interesting to learn or persists at 
solving a challenging problem. He is also curious about 
the answer to the problem. On the other hand, extrinsic 
motivation is the type of motivation that aims to complete 
work to obtain a reward from others or study for an exam 
to get a good grade (Moreno, 2009, 329). 

Autonomous motivation and controlled motivation are 
the main ways of distinction in SDT. Intrinsic motivation 
and the kinds of extrinsic motivation are the types in 
which autonomous motivation exists. When people have 
autonomous motivation, they act on their own. When 
people are controlled closely, they are forced to think, 
feel and act in a scheduled way. Behaviors are stimulated 
and controlled by both autonomous and controlled 
motivation (Deci and Ryan, 2008). According to Vallerand 
(2000), Deci and Ryan’s theory is quite up to date and 
SDT reveals that psychological needs matter in 
motivation and outcomes. On the other hand, as Dornyei 
(1994) argues, intrinsic motivation has been thought to be 
undermined by extrinsic motivation and similarly, there is 
some research showing that students will experience lack 
of intrinsic motivation for an activity (e.g. compulsory 
readings at school). 
 
 
Self-efficacy 
 
Bandura’s (1977) social learning theory, though renamed 
as social cognitive theory in 1986, has given path to self-
efficacy. According to his theory, the way people think, 
feel, act and motivate themselves is affected by self-
efficacy (Zulkosky, 2009). Researchers studying self-
efficacy suggest that people lacking self-efficacy have 
problems with motivating themselves to carry out tasks. 
When students have the impression that they will not be 
able to complete a certain task, they will not make an 
effort to fulfill it and they will easily quit (Margolis and 
McCabe, 2006). Bandura (2006, 307) claims that self-
efficacy is about people’s confidence in themselves to 
fulfill any task. As everyone has different capabilities, 
their self-efficacy levels can also be different. For 
example, while a mathematician can have high opera-
tional efficacy, he can have low social efficacy. 

Bandura (1977) also states that the extent to which a 
person copes with obstacles and failures is determined 
by personal efficacy; and furthermore, when students 
insist on carrying on the activities that are threatening, 
they may not perceive it as threat in fact. This can result 
in enhanced self-efficacy. As seen above, self-efficacy is 
the thing one understands from their skills regarding 
certain activities. Therefore, students can either be of the 
opinion that they are going to have a positive outcome or 
they are going to have a negative outcome for a certain 
task (Schunk, 2012, 149). 

What   is   more,  self-efficacy  can  have  influences  in 
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people’s performance, observation, social persuasion. It 
can also have physiological symptoms such as heart 
rate, stress and high blood pressure. The prior expe-
rience is vital in this respect. For this reason, an increase 
or decrease in efficacy is directly related to one’s 
accomplishments or failures although a random failure 
does not necessarily have an effect on self-efficacy 
(Schunk, 2012, 147). 

This study, in particular, was designed to investigate 
the relationships among the affective factors (intrinsic 
motivation, extrinsic motivation and self-efficacy) above 
and their predictive implications on academic achieve-
ment in the General Chemistry Course. This relationships 
and implication were tested using the Structural Equation 
Modeling. 
 
 
Purpose of the study 
 
For these reasons, it is considered that intrinsic motiva-
tion, extrinsic motivation and self-efficacy are affective 
factors which have significant influences on people’s 
performance or academic achievement in learning and 
teaching process. Therefore, knowing and increasing the 
level of intrinsic motivation, extrinsic motivation and self-
efficacy before or during the learning and teaching 
process can contribute students’ academic performance 
directly. On this account, the main purpose of this study 
is to find out the relationship between students’ intrinsic 
motivation, extrinsic motivation and self-efficacy levels 
and their academic achievement in general Chemistry 
course which is considered as a problematic area. As a 
result, it is purposed to develop a model. Eventually, by 
using these findings it is aimed to provide recommen-
dations for lecturers to increase students’’ achievement. 
In his regard, the answers of the following questions were 
researched: 
 
1. What is the predictive validity level of the students’ 
intrinsic motivation, extrinsic motivation, self-efficacy and 
their achievement in General Chemistry course? 
2. What is the correlation between the students’ intrinsic 
motivation and extrinsic motivation in General Chemistry 
course? 
3. What is the relationship between the students’ intrinsic 
motivation and self-efficacy in General Chemistry 
course? 
4. What is the relationship between the students’ extrinsic 
motivation and self-efficacy in General Chemistry 
course? 
5. What is the predictive and explanatory model between 
university students’ academic performance and intrinsic 
motivation, extrinsic motivation, self-efficacy in General 
Chemistry’ course? 

Figure 1 shows both the interrelated relationships of the 
affective factors (intrinsic motivation, extrinsic motivation 
and self-efficacy) and the relationship of these factors 
with academic achievement. 
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Figure 1. The tested model. 

 
 
 
METHODOLOGY 
 
Research design 
 
This research employed a survey method. This method is usually 
used to reach a decision out of a large population. By using this 
method, it is possible to get a group or a sample which is 
considered to represent the general population (Karasar, 2004: 79).  
 
 
Participants 
 
The participants comprised 169 university students of 1st grade. Of 
the participants, 132 were females and 37 were males.  89 of them 
were students at Chemistry Department and 80 were students at 
Chemistry Engineering Department. The participants participated in 
the research voluntarily and prior to the study they were informed 
about the purpose of the study.  
 
 
Data collection/Instrument 
 
The data were collected through “Science Motivation Questionnaire 
(SMQ) developed by Glynn et al. (2007) and Glynn et al. (2009). 
The questionnaire was translated into Turkish by Ilhan et al. (2012). 
It had two parts. The first part aimed to gather knowledge about the 
education students’ demographic features and the second part 
consists of 22 items to determine the students’ motivational 
features towards General Chemistry course. The original scale had 
4 sub-dimensions. However, in this study, it had 3 sub-dimensions 
as intrinsic motivation, extrinsic motivation and self-efficacy.In order 
to determine their intrinsic motivational features, 4 items were used 
(16, 1, 22 and 30). For determining their intrinsic motivational 
features, 3 items were used (3, 7 and 15). For self-efficacy, 3 items 
were tested (28, 24 and 21). The participants’ responses were 

indicated on a 5-point Likert scale ranging from Not at all (1) to Very 
much (5).  

The students’ academic scores which they got from General 
Chemistry course were obtained through the lecturers teaching 
them. They were the average scores of their academic performance 
during the term. 
 
 
Reliability  
 
The total Cronbach Alpha reliability of the scale was calculated as 
.82.It was 0.81 for intrinsic motivation sub-dimension; it was 0.74 for 
self-efficacy sub-dimension and it was 0.62 for extrinsic motivation 
sub-dimension (Ilhan et al., 2012).  
 
 
Data analysis (Structural Equation Modeling) 
 
The data were analyzed through SPSS 21 and AMOS 21 software 
programs. In order to analyze descriptive statistics, SPSS 21 was 
used and for the other analysis related to research questions 
AMOS 21.0 software program was employed. In addition, Structural 
Equation Modeling (SEM) was used to test the hypothesized model. 
The strength of SEM is that it can be used to analyze models, 
identify and remove weaknesses and reveal complex relationships 
in a hypothesized model. A good SEM analysis is usually based 
upon the theoretical ground for the tested models (Violato and 
Hecker, 2007). SEM model is targeted at testing whether the 
theoretical model is in harmony with the data obtained for the 
reflection of that theory (Lei and Wu, 2007). It has an aim to 
summarize the relationships among the variables optimally (Weston 
and Gore, 2006; Kline, 1998). Another important strength of SEM is 
that it can analyze both direct and indirect relationships. While a 
dependent variable is the predictive one in equation, it can be the 
predicted one in another. SEM indicates the effect of independent  
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Table 1. Descriptive statistics. 
 
 N Minimum Maximum Mean Std. Deviation 
Self-Efficacy 169 4,00 15,00 11,64 2,22 
Exrtinsic Motivation 169 3,00 15,00 11,94 2,56 
Intrinsic Motivation 169 6,00 20,00 15,83 3,25 
General Chemistry Course 
Academic Performance 169 17,00 98,00 56,45 18,78 

 
 
 

 
 
Figure 2. The results of the calculated initial model regarding the relationship between self-efficacy, extrinsic 
motivation, intrinsic motivation and academic performance. 

 
 
 
variable on the dependent variable through intervening variable or 
variables (Hoyle, 1995).Model specification, data collection, model 
estimation, model evaluation, and model modification are usually 
the steps through which a SEM analysis goes (Lei and Wu, 
2007).The process consists of stages as the determination of the 
model, the collection of the data, the evaluation of the coherence, 
and interpretation (Hoyle, 1995; Weston and Gore, 2006). It can be 
said that SEM is a challenging process where model estimations 
may not be successful or the results may not be in the targeted way 
(Lei and Wu, 2007).As a whole, SEM model is somewhat focused 
on handling the variables within any models to be tested. 
 
 
RESULTS 
 
The findings and results obtained through this research 
were presented and discussed in this part. In Table 1, 
Descriptive Statistics regarding research variable was 
presented.  

Table 1 shows that while minimum value for self-
efficacy is 4.00, maximum value is 15.00 and mean is 
11.64; minimum value for Extrinsic Motivation is 3.00 
whereas maximum value is 15.00 and mean is 11.94; 
minimum value for Intrinsic Motivation is 6.00 whereas 
maximum value is 20.00 and mean is 15.83. Finally, 

while minimum value for General Chemistry Course Aca-
demic Performance  is 17.00 whereas maximum value is 
98.00 and mean is 56.45.The results of the calculated 
initial model regarding the relationship between Self-
Efficacy, Extrinsic Motivation, Intrinsic Motivation and 
academic performance are shown In Figure 2.  

Table 2 indicates that CMIN/DF=.00; R-CFI=1.00; 
RNNFI=1.00; RMSEA=.42; and, RFI=1.00. The 22-item 
scale was tested and it reveals that the overall model 
does not fit the statistics within the generally accepted 
thresholds and does not suggest an acceptable 
goodness-of-fit described by Hu and Bentler (1999). They 
suggested that the χ2 statistic should be non-significant, 
and RMSEA be lower than 0.06 for any analyses 
involving factor or path estimates.  

In the model, it can be seen that the level of extrinsic 
motivation on the prediction of academic achievement in 
General Chemistry course was .06 and this was not 
statistically significant. In this respect, the row that shows 
the link between extrinsic motivation and academic 
achievement was crossed out and as a whole the model 
was recalculated. The recalculated new model and its 
figures are shown in Figure 3. 
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Figure 3.The recalculated final model. 

 
 
 

Table 2. The results of fit index for initial model. 
 

 
 CMIN/DF R-CFI RNNFI RMSEA RFI 

MODEL .00 1.00 1.00 .42 1.00 
 
 
 

Table 3. The fit index results in the recalculated final model. 
 

 CMIN/DF R-CFI RNNFI RMSEA RFI 
MODEL .34 .99 .99 .02 .98 

 
 
 

As can be seen in Table 3, the current complete model 
clearly presents an adequate fit with a CMIN/DF of. 
34(p>.05). In addition, R-CFI is .98 > .90; RNNFI is .97 > 
.90; RMSEA is .02 < .08, and RFI is 98 > .90. These 
values indicate good fit in order to test the model. When 
the results of the scale are evaluated in general, it can be 
accepted as a good model. 

As presented in Table 4, the level of intrinsic motivation 
in the prediction of academic achievement in General 
Chemistry course is .29 and this is statistically significant 
at the level of p=.01. In the same way, it also shows that 
the level of self-efficacy in the prediction of academic 
achievement in General Chemistry course is .16 and this 
is statistically significant at the level of p=.01 as well; 
also, Table 4 demonstrates, as a whole, that intrinsic 
motivation and elf-efficacy are significant predictors of 
academic achievement.   

As shown in Table 5, the correlation coefficient 
between intrinsic motivation and self-efficacy is .61; the 
correlation coefficient between extrinsic motivation and 

intrinsic motivation is .52; the correlation coefficient 
between extrinsic motivation self-efficacy is .54. It reveals 
that all these figures are statistically significant at the 
level of p=.01. In Table 5, as can be seen, there is a 
significant difference between self-efficacy and intrinsic 
motivation; between intrinsic motivation and extrinsic 
motivation; and, between self-efficacy and extrinsic 
motivation.  
 
 
DISCUSSION AND CONCLUSION 
 
This research was carried out to verify the relationship 
between the predictive and explanatory model and 
university students’ self-efficacy, extrinsic motivation, 
intrinsic motivation and academic performance towards 
General Chemistry course. As a result, a number of 
results were obtained. 

First of all, it was tested with through Structural 
Equation Model (SEM). In the first tested model, as can 
be seen in Figure 2, the degree of the predictive 
relationship is low and it is not significant in terms of 
extrinsic motivation. As a result of this finding, this row 
was crossed out. After crossing out the row that shows 
predictive relationship between extrinsic motivation and 
academic performance in General Chemistry course, the 
model was verified (Figure 3). 

In this respect, it can be concluded that intrinsic 
motivation and perception of self-efficacy are the 
predictive variables in General Chemistry course 
academic achievement. On the other hand, it was found 
that it was not statistically predictive. This result is 
consistent with the findings that Lepper et al. (1973) and 
Areepattamannil et al. (2011) obtained in their studies. 
They state that extrinsic motivation has less influence  on
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Table 4. Regression loads, standard error, critical ratio, P values of the variables in the 
model. 
 

Estimate S.E. C.R.    P 
Academic Performance <--- Intrinsic Motivation    .29 .51 3.27 .00 
Academic Performance <--- Self-Efficacy    .16 .75 1.85 .04 

 
 
 

Table 5. The correlation between intrinsic motivation, self-efficacy and 
extrinsic motivation. 
 

Estimate  P 
Intrinsic Motivation  <--> Self-Efficacy     .61 .00 
Extrinsic Motivation <--> Intrinsic Motivation    .52 .00 
Extrinsic Motivation <--> Self-Efficacy    .54 .00 

 
 
 
learners than intrinsic motivation. In addition, Ryan and 
Deci (2000) support this idea and mention that extrinsic 
motivation undermines intrinsic motivation and thus 
decreases academic motivation. Setting performance 
goals for academic achievement and performance is a 
constant fact suggested by a number of research (Church 
et al., 2001; Senko and Harackiewicz, 2005). 

Also, a considerable amount of research suggests that 
internal factors have a greater and more direct impact on 
academic achievement or failure than external factors 
(Brown et al., 2001; Wigfield, 1994). Research has shown 
that students having intrinsic motivation are more likely to 
pursue their studies when faced with an academic 
challenge (Vallerand and Bissonnette 1992). They have a 
stronger academic self-concept (Cokley et al., 2001), 
show their creativity more (Moneta and Siu, 2002). It is 
claimed that they volunteer for tasks (Johnson et al., 
1998), and finally they produce higher academic 
performance (Deci and Ryan, 1985; Goldberg and 
Cornell, 1998; Mitchell, 1992; Gottfried, 1985; Vallerand 
et al., 1993). Wang and Guthrie (2004) found out in a 
study they carried out that encouragement and raising 
the students’ confidence in confronting challenges will 
help them become better readers.  

Similarly, Mcgeown et al. (2012) found that there was 
no positive correlation between extrinsic motivation and 
students’ reading skills. In contrast, they claim that there 
was a positive correlation between reading skills and 
intrinsic motivation. 

On the other hand, Sarıbaş and Bayram (2009) found 
out in their study that there was no significant difference 
between experimental and control group of pre-service 
science teachers towards their attitudes and motivation 
levels. 

What is more, with respect to General Chemistry 
course, it was found that there is a strong correlation 
among perception of self-efficacy, intrinsic motivation and 
extrinsic motivation. This finding supports the results of 
the modified final model here (Figure 3). In a study done 

by Chowdhury and Shahabuddin (2007), it was found out 
that students with high academic performance also had 
high self-efficacy; and, had both extrinsic and intrinsic 
motivation at the same time. All in all, Lepper et al. (2005) 
found out that low and high levels of extrinsic or intrinsic 
motivation can vary according to grades and ages. 
The recommendations reached in this study are: 
 
1. Intrinsic motivation has influence on students’ 
academic performances. Therefore, lecturers should plan 
activities that stimulate their intrinsic motivation.  
2. As intrinsic motivation has influence on students’ 
academic performances, curriculum designers should 
provide activities and material to stimulate the students.  
3. Extrinsic motivation does not have effect on students’ 
academic performance. One of the reasons of it can be 
the teachers themselves. For this reason, teachers 
should be reminded how to motivate them extrinsically.  
4. Teachers should support students’ self-efficacy by 
giving them responsibilities in different group or individual 
activities. 
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The functional importance of reading instruction with regard to society and individual is an undeniable 
fact.  One of the essential goals of education is to actualize reading instruction which has a very 
important role in adopting the values of the contemporary civilization. Considering teaching, these 
educational goals which are based on a solid ground, reading instruction plays a very important role. 
With its philosophical, psychological, social, and anthropological aspects, reading is all the activities 
undertaken throughout life. Reading socializes, informs, and shapes the individuals’ life.  Moreover, 
reading is carried out to raise individuals who have communication skills, use language accurately, 
fluently, and effectively, have acquired reading habit and reading for pleasure, can think fast, have a 
strong perception, can interpret independently, have critical thinking skills, can analyse and synthesize, 
has broad horizons, have a certain cultural level, are attached to national and moral values, can 
empathise, and who are culturally and socially rich. The qualitative study which was conducted via 
literature review explored how reading instruction which plays a very important role regarding 
acquiring some skills such as individuals’ self-realization, creating identity, and gaining understanding 
and comprehension is reflected functionally on social and individual life. In addition,  reflections of 
reading instruction which has an important place in Turkish learning and teaching on individual and 
social life were emphasized and evaluations were made  revealing their  functional impacts on 
individual and social life. The factors which affect the individuals and societies while acquiring reading 
habit and reading for pleasure were examined and recommendations were made within this context.  
 
Key words: Reading, education and training, individual, society. 

 
 
INTRODUCTION 
 
The act of reading, a cognitive process, is a process of 
understanding, comprehending, and interpreting the 
written symbols and giving meaning to them. Reading 
has a great place in every field of education. The act of 
reading in education is one of the most important 
elements of the most reliable knowledge sources from 

the past to the future.  Reading is an activity of compre-
hension and interpretation of the signs which emerge as 
a result of vocalizing them by creating a meaningful 
whole through some symbols.  

Reading is the process of seeing, perceiving, and 
comprehending a text with its words, sentences,  
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punctuation marks and other elements (Oğuzkan, 1987: 
37). Reading is a complex cognitive process which is 
composed of different components such as sight, 
attention, perception, recollection, vocalization, interpre-
tation, synthesis, analysis, and explanation (Coşkun, 
2002: 231)  
Reading is to take a written code and turn it into 
meaningful sounds (Demirel, 2009: 50). Reading is an 
effective learning tool which not only appeals to children 
but everybody’s world, develops everybody’s thoughts 
and sensitivity and enables them to communicate with 
the society (Sever, 1997: 14).  

Acquiring reading ability and reading habit is as 
indispensable as bread and water for every society and 
individual who forms the society at the present time when 
information age and life long learning dominate the world 
because reading is the most effective way of getting 
information. “Reading habit which is considered to be one 
of the real development criteria of societies has a great 
place in human beings’ life.…Reading develops 
individual’s different qualities and virtues, broadens his 
perspectives and world of thought, widens his horizon, 
makes the individual become aware of what he sees, and 
matures his feelings” (Calp, 2010: 92). Reading is the 
primary factor which fosters individual’s eloquence, com-
munication skills, and cognitive skills, enables an 
individual to enrich his vocabulary, to speak language 
effectively, fluently, and accurately, to manage his time, 
to expresses himself, and to enrich his thoughts, feelings 
and fantasy world. “Reading is a process of evaluating 
and interpreting the signs and symbols which are 
perceived by speech organs and eyes by the brain” 
(MEB, 2006: 6). Reading is to learn the content of a 
written text, to understand, to comprehend, to learn, and 
to know what is told in the text (MEB, 1996: 2154). It is 
possible to evaluate reading as behaviour. The main goal 
of education is to have students gain desired learning 
outcomes.  Reading is a complex process which consists 
of different actions of five senses and mind’s effort to 
comprehend the meaning. We usually get what we learn 
via five senses:  1% by tasting taste, 1, 5% by touching, 
3,5% by smelling, 11% by hearing, and 83% by seeing.  
According to these results, reading which appeals to eyes 
and ears has a very important share in learning like 94% 
and this demonstrates that reading which a skill in learn-
ing a language is very important (Aytaş, 2005). Reading 
is an individual activity and also an action which has a 
social aspect. Moreover, it is an introductory step to fit 
into society and to become civilized because reading is 
viewed as the requirement for development and progress 
in civilized societies and illiterate generation is a threat in 
underdeveloped countries (Demirel, 1999: 51).  

 It is accepted by everybody that we have had troubles 
about the act of reading which is as important as bread 
and water in any stage of our lives both as a nation and a 
society. Regarding reading culture and habit, when 
compared to countries where the rate of reading  is  quite  
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high, unfortunately Turkey is not at a desired level. The 
Western world knows how important reading, reading 
culture, and rich vocabulary are for an individual and they 
actualize strategies in this direction.  

In the Western world, students’ course books are 
prepared with 71000 words during the education for eight 
years. The number of words is approximately 40000 in 
Japan, 30000 in Italy, and 6000 to 7000 in Turkey. Our 
children think and speak with ten percent of 6000 to 7000 
words. People who read, write, think with 71000 words 
and people who think and speak with ten percent of 6000 
to 7000 words are not the same. This is the reason why 
the West gets ahead of us. Therefore, it is not adequate 
for us to be able to read and write as a nation. It is 
important that reading and writing become a need. 
Unfortunately, we are also among the countries which 
have the lowest rate of literacy. 95% of our houses do not 
have books or a library. In the West, there is one library 
for every 4,500 people. But in our country only one library 
is open for 64,000 people. 2,700 books in Germany, 
1,700 in France, and 1,000 books in Japan are published 
for 1,000 people every year, but the number of books 
published in Turkey is only seven. According to the 
research conducted by Istanbul Technical University, it is 
revealed that 37,8% of the young people who graduated 
from university did not open books except for their course 
books (Bakiler, 2012: 63). Turkey has rather a low 
reading activity when compared to world average and this 
is an issue and a problem which need to be emphasized 
both individually and socially.  

According to the figures (2012) from Turkish Republic 
Ministry of Culture and Tourism, it was determined that a 
total of 480,257,824 copies of books including the repu-
blications of the published books were printed in Turkey. 
187 million copies of these books were distributed as 
textbooks to students free of charge. When that total 
number of books is considered, the text books have a 
substantial proportion. Specifically, the great number of 
books which are bought and read due to obligatory 
reasons such as textbooks, supplementary textbooks, 
exam preparation books, and English language teaching 
books should not lead to misunderstanding such as “the 
number of books increases so the rate of reading books 
increase, too” because buying a book does not mean 
reading it or having a reading habit. The individuals and 
societies with reading culture embody some qualities 
such as being choosy. Scientific research studies con-
ducted revealed that there was a significant difference 
between the rate of going to the library in many countries 
in the world and in Turkey. This finding demonstrates that 
the desired reading culture in our country is undeniably at 
a rather low level.  

Undoubtedly, education and reading instruction which 
nurtures it are the most important step of civilization, 
development, progress, and modernisation. The statistics 
present with a grim reality that reading, reading culture, 
and   education   are   very   important   for  an  individual. 
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Although it is revealed that there has been an increase in 
the number of books published in the recent years, when 
compared to other countries it can be stated that we 
could not reach the level we desired regarding reading, 
reading instruction, and reading culture. Though the 
number of books printed has increased recently, it is not 
directly proportional to the time spared for reading. In this 
sense, individuals who do not have tendency to read and 
to go to school actualize reading activity in school and 
they are content with this reading activity. Within this 
context, textbooks used in education are very important.  

Reading is the act of interpretation which shapes 
individual’s world of feelings and thoughts, helps to get 
information, and broadens a person’s point of view and 
horizon. Reading enables a person to give meaning to life 
and realize himself at the same time. Reading is a life-
style. It is a life long activity. Reading differs from society 
to society. Regarding that reading habit and reading for 
pleasure begin with primary education will have a 
negative effect on pre-school educational activities. If it is 
considered that listening begins in mother’s womb, 
specifically, gaining a reading habit and reading for 
pleasure is an important process for the formation of 
“books and reading” perception with the pre-school 
children of 36 to 72 months old. However, teachers and 
parents who are considered to be role models do not 
have the desired reading habit and culture, so this affects 
the pupils negatively. Therefore, these factors play a very 
important role in not creating a reading culture.     

According to the research carried out by UNESCO, 
there is scarcely any reading habit in Turkey. We watch 
television, go online, but we do not read. While the rate of 
reading books in Europe is 21%, it is one person out of 
10,000 in Turkey. UNESCO (United Nations Educational, 
Scientific and Cultural Organization) reported reading 
habits in the world. According to the report, Turkey ranks 
86th among the countries in comparison of reading rates.  
“We usually read romances” The research revealed that 
Turkish nation watch television on average 6 h a day and 
surf the Internet 3 h. Unfortunately, Turkish nation spare 
only 3 h to read books a year. Most of the citizens to 
whom TRT News interviewed do not remember the name 
of the last book they have read.  Reading books is in 
235th place on a list of things most valued in life by Turks 
(URL-1). 

Although these statistics reveal some very important 
developments, they also reveal a grim reality. Parents 
who must be a role model to their children have a reading 
habit at very low rates in the information age where social 
media is so effective but reading decreases and this is a 
negative condition with regard to education of children 
and formation of reading habits with children. Family 
fulfils very important functions with regard to forming 
good reading habits in children and enabling social and 
cognitive development of children. Raising individuals 
who have language awareness and a wide imagination 
and express themselves very well can be actualized  with  

 
 
 
 
language acquisition and reading instruction. The act of 
reading must be regarded as a requirement and compo-
nent which provides pleasure to become a permanent 
behaviour process for the individuals. Reading habit is a 
skill of life which must continue throughout the lives of 
individuals and societies. Educational activity must raise 
awareness for the acquisition of this skill. In line with 
these goals, the project called “Reading Culture and 
Effective Language Use- It is time to read now” (URL-2) 
was carried out by Board of Education and Discipline to 
create a conscious society through a cooperation 
between family and school by involving the entire society. 
In addition to this, “A Workshop on Reading Culture and 
Vocabulary Development” which was carried out with the 
contributions of academicians, educators, writers, and 
non-governmental organizations is very important due to 
being the first step of the project and raising 
consciousness of reading instruction with individuals and 
society. Making efforts to increase the rate of reading, 
functioning of libraries according to their purposes, 
popularizing reading habit and becoming a lifestyle, 
students’ expressing themselves in the best way, using 
Turkish effectively, accurately and fluently, the act of 
raising awareness about reading, and creating an 
individual and a society having a high state of culture can 
be actualized by the act of reading and education is the 
only thing that will turn this activity into a habit and a 
lifestyle. While carrying out educational activities, one of 
the most important elements is undoubtedly reading and 
therefore, the ability to understand and explain what you 
read.  Developed countries having a high state of culture 
and accumulation of knowledge materialize 60% of the 
information they have with reading. On the other hand, 
the rate of reading is rather low in underdeveloped 
societies. Therefore, lack of reading and lack of reading 
instruction draw the attention as the factors with most of 
the problems.  
 
 
The purpose of the study and its importance  
 
This research study explored the functional impacts of 
reading instruction regarding individuals and society and 
which important functions reading instruction carried out 
considering the individual and society. Moreover, regard-
ing its universal aspect, evaluations were made about 
why reading instruction is so important for each society 
and the functionality of reading instruction was explained 
with a different perspective. Scientific data revealed some 
problems which occurred when individuals and society 
gained reading habit and reading for pleasure and recom-
mendations and evaluations were made considering the 
individual and social functions of reading instruction. The 
current period has more often been referred to as the 
information age and individuals and societies that are 
aware of importance of reading will inevitably succeed 
and develop scientifically  and  economically.  Addressing  



 

 
 
 
 
the functionality of reading instruction is important 
because it aims at shedding light on its examination with 
a different perspective.  
 
 
METHOD   
 
Literature review, one of the qualitative research methods, was 
used in this study.  A literature review is a process of studying what 
has already been written on a particular topic and gathering data. 
This method can help in the choice of topic and understanding of 
where their work is situated in the larger field (Karasar, 2005: 183). 
The literature review can also be a stand-alone form of qualitative 
research in which the knowledge generated by researchers, 
academicians, and practitioners were defined, synthesized, and 
evaluated systematically and clearly (Fink, 2005:3). Scientific 
sources such as books, articles, and theses composed the data of 
the research study. The data gathered was evaluated in line with 
the purpose of the study. The functional reflections of reading 
instruction on individual and social life were addressed with this 
method. Moreover, considering the universal aspects of reading 
instruction, a number of statistical data were revealed and the 
effects and importance of the functional use of reading instruction in 
Turkey on language, individual and social life were tried to be 
explained. 
 
  
Reading and its Importance  
 
It is possible to evaluate reading as the total cognitive 
activities which are formed by the perception and 
comprehension of an individual. Reading is an interpre-
tation process that is actualized both as a cognitive and 
physical activity. Moreover, it has very important qualities 
such as providing peace and happiness spiritually, and 
welfare to people.  Some definitions about reading are 
given below:  
 
Reading is an act of recognizing, identifying, perceiving, 
comprehending, and understanding words (Karakuş, 
2002: 77). Reading is an activity that meets our needs 
about widening and deepening person’s world of thought, 
enhancing accumulation of knowledge, and gaining 
pleasure (Tural, 1992: 126). Reading is the process of 
seeing, perceiving, and comprehending a written text with 
its words, sentences, punctuation marks and other com-
ponents (Kavcar et al., 1995:41).Reading is a process 
that has an introduction, development stages, and a 
conclusion (Epçaçan, 2009: 207). Reading is a complex 
process which is composed of various functions of eyes, 
sound and brain such as sight, perception, vocalization, 
understanding, and construction in the mind (MEB, 2005: 
16). Reading is an exchange of views which is realized 
between a reader and a writer in a suitable environment 
(Akyol, 2009: 15). 

Reading which promotes individual’s cognitive ability 
and socializes the individual fulfils important roles during 
the individual’s realization of himself. An individual makes 
his life meaningful by reading, learns different points of 
views, develops the skills of  understanding,  comprehen- 
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sion, analysis, and synthesis and thus enjoys life. In 
short, reading is a very important activity that what makes 
an individual, provides knowledge and opportunities for 
the individual to look at things from different perspectives, 
makes individual’s life meaningful, and has a key role in 
developing his self-esteem. Reading is an activity of 
sense-making which fosters individuals’ critical thinking, 
provides opportunities for them to look at things from 
different perspectives, and broadens their horizons. 
Human beings can express themselves with the number 
of vocabulary they have. Thus, there is a direct 
correlation between the importance an individual gives to 
reading and rich vocabulary. Moreover, there is a 
correlation between reading and the state of being 
spiritually and physically well. The act of reading, the 
main tool for an individual to realize himself, is the means 
of a manifestation of his existence. It is to attribute 
meaning to life. That’s why the ones who do not attribute 
meaning to life do not have self determination to struggle 
in life and the development level of an individual and a 
society which an individual belongs to and the act of 
reading are interconnected. When industrialized countries 
are examined, it is revealed that their rate of reading is 
very high. This condition is not coincidental and it is 
possible to evaluate it as a cultural from past to present 
and a reflection of belief in science.  
 
 
Reading instruction as a means of Turkish teaching 
curriculum and language learning  
 
Reading instruction aids students to gain basic skills such 
as enriching their vocabulary, their world of feelings and 
thoughts, to develop their reading skills, to read under-
stand and comprehend any written text meaningfully, and 
to gain a habit of interpreting a text, to develop speed 
reading and ability of understanding with the students, 
and to gain reading habit and reading for pleasure. The 
aim of Turkish teaching curriculum is that students can 
read any text which they encounter in their every day life 
accurately and fluently with appropriate reading strate-
gies, interpret what they read with critical viewpoints and 
make reading a habit (MEB, 2006: 3).  Reading means to 
understand and to know. During the process of teaching 
and learning, fostering reading and comprehension skills 
depend on the development of the act of reading and 
reading instruction according to its aim. Reading is 
explained like that in Turkish curriculum guide: “Reading 
is a process of evaluation and explanation of signs and 
symbols that are interpreted by brain via speech organs 
and sight. Reading skill enables a student to encounter 
new knowledge, events, situations, and experiences via 
reaching multiple sources of knowledge.  Consequently, 
this skill involves a process which provides learning, 
research, interpretation, discussion, and critical thinking” 
(MEB, 2006: 6- 7). The act of reading will enable indivi-
duals to acquire reading habit  with  their  freewill  without  
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depending on anybody and problem solution skills.  

The most important point in Turkish and Turkish 
Language and Literature education is to make sovereign 
an understanding which canalizes an individual to 
behaviours that will enable him to enjoy reading, to enrich 
his feelings and fantasy world, to enhance his cultural 
level, and to glorify his personality. In order to actualize 
these goals, functional reading instruction plays the key 
role.   
 
 
Purposes of reading instruction  
 
Every society or state prepares a set of curricula  and 
implements them in order to raise individuals who are 
suitably equipped with social and cultural aspects, can 
express themselves, think independently, regards events 
critically, and have developed analysis and synthesis 
abilities. Within this context, reading instruction plays an 
important role for the acquisition of the specified 
behaviours. Literacy profile of a society is an important 
indicator of civilization for that society. Thus, some 
variables belonging to an individual who makes the 
society such as age, gender, marital status, geographical 
location, profession, education level and income status, 
education level of parents, and the rate of going to the 
library considerably affect reading, reading culture, and 
instruction. The attitudes of individuals towards these 
variables shape the individual’s social life. The goal of 
reading instruction contains important functions within 
itself.  The main abilities and habits which students are 
required to gain in reading instruction are;  
 
- Comprehending that reading books is one of the ways 
of gaining knowledge. 
- Choosing good books suitable to the level. 
- Spending free time reading books. 
- Speed, correct, continuous and meaningful reading; 
understanding what is read quickly and correctly.  
- Enriching vocabulary. 
- Developing eloquence by reading texts written in correct 
and good Turkish (Calp, 2010: 99). 

 
Reading instruction is actualized within the framework 

of some goals: developing individual’s ability to compre-
hend, evaluate, and interpret, explain the meaning of the 
words, enriching his vocabulary, reading accurately, fast, 
fluently, meaningfully, using the resources appropriately, 
making reading as one of the most important elements of 
his life, enriching his world of thought by broadening his 
horizons and creating a rich dream world, and making 
reading for pleasure  and reading habit as part of his life.       
The goals of reading instruction identified for students are 
given as follows; 
1.  Students’ understanding what they read correctly and 
quickly, enhancing reading aloud and silent reading by 
promoting their natural and meaningful reading habits,     

 
 
 
 
2. Enrich students’ vocabulary by developing students’ 
interest in reading various topics and enhance reading for 
pleasure, 
3. Have students acquire a good personality and a goal,  
4. Make students think about aesthetic values by making 
them aware of the beauty of the works, 
5. Assign students a movement which is useful to the 
sensitivity of first period of adolescence and steer these 
feelings to valuable and beneficial desires, 
6. Have students gain knowledge about different topics 
and develop reading skills which various scientific and 
research studies required, 
7. Make students love and enjoy good literary works, and 
have them gain the habit of spending their free time on 
reading,  
8. Create and develop desire within students to love 
books and have books (Aytaş, 2003: 156-157). The act of 
reading with its many functions is the life itself and makes 
it meaningful, so it is a vital element as indispensable as 
bread and water which the individual and the society will 
never give up. Gündüz and Şimşek (2011: 29-30) listed 
the individual and social goals of reading: We feel the 
need to enrich our inner world, broaden our points of 
views, establish a good communication, exhibit the right 
behaviour, get rid of our prejudices, be tolerant, think 
creatively, regard concepts objectively, develop thinking 
skill, generate independent and original ideas, evaluate 
events, situations, and ideas healthily, have self-
confidence, satisfy the curiosity to learn, being realized in 
the society, make people listen to you, have acceptance 
of ourselves by the society, enrich our vocabulary, make 
appropriate decisions, interpret nature and universe, be 
an irreplaceable and a wanted individual, perform 
analysis and synthesis, succeed in  exams, and be more 
independent.  
 
   
Elements of reading  
 
Reading, one of the fundamental elements of language 
teaching, involves the process of perception and 
interpretation via sense organs.  Reading with its physio-
logical, psychological, and sociological and cognitive 
aspects is a complex process. Reading skill constantly 
varies. It is not constant, it develops and changes. 
Therefore, what is more important in reading is reading 
accurately, that is, comprehension and explanation but 
not speed reading.  

The aim of reading is to read the text accurately, 
understand it, and comprehend it. There are some factors 
which have an effect on perception and comprehension 
of the text accurately. Lack of education and incompe-
tence depending on physical and cognitive elements of 
reading cause inaccurate actualization of reading. During 
the education process, teachers should take these 
factors into consideration and they should structure 
reading instruction according to them. The act of  reading  



 

 
 
 
 
which is performed to learn reading firstly turns into a life 
long process later. The barriers to reading must be 
eliminated in order to widen the boarders of reading and 
the individuals must be taught how to eliminate these 
barriers (Kurudayıoğlu, 2007). The status of the indivi-
duals in the society which they belong to and reading 
culture and reading habit of the society affect the 
individual socially. 
 
 
Principles of reading  
 
Reading is an interpretation process performed with a 
point of view that requires continuity.  Thus, it requires a 
specific pattern or a very broad perspective and under-
standing which cannot be fitted into time. Reading is a 
component of some elements which have both cognitive 
and physical aspects. Hence, because it is a delicate 
subject, process of constructing meaning concerns the 
research field of many scientific disciplines. Reading 
which is so delicate and important must be performed 
regarding some principles.  
 
Reading has five basic principles.  
 
Reading requires motivation: Motivation is an important 
factor during the process of learning and developing 
reading. Readers who lack motivation are poor readers. 
Poor readers are careless, untidy, and scattered. 
Teachers take the responsibility of these poor students to 
help them focus their attention. These children’s self-
confidence must be boosted.      
Reading must be strategic: A reader must behave 
according to the purpose of reading. The reader must 
distinguish between reading for examinations and 
reading for pleasure. He must regulate his strategies 
according to it. Reading masterpieces and a scientific text 
is different. Reading a short story or a poem and a 
scientific work is different. While you read the 
masterpiece for pleasure, a scientific work must be read 
regarding cause and effect relationship, so strategies 
must be generated.   
Reading is a process of constructing meaning: Any 
kind of written resource is understood using a set of 
background knowledge. Inferring meaning from a text 
mostly depends on activating background knowledge.    
Reading must be fluent:  Reading fluency of readers 
depends on the sensibility to identify words. When com-
pared to other readers, the ability of identification and 
differentiation of words take an important place for poor 
readers.    
Reading is a skill which regularly develops: Based on 
the process, reading skill requires continuity and it is a life 
long pursuit. In order to realize it, we must spare a 
considerable amount of our time to reading. Rather than 
being more or less, its continuity is important (Akyol, 
Çağdaş Eğitim Dergisi (Contemporary Education Journal, 
Number: 233; in: Calp, 2010: 105-106). 
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Reading which has both individual and social aspects is 
a profound topic which cannot be understood without 
making an effort.  Performing reading also requires a 
certain knowledge and accumulation of culture. 
Individuals who lack maturity and cultural level cannot 
acquire reading habit in real terms because performance 
of reading is formed with reading culture and reading 
habit. Reading must be actualized within the framework 
of a certain purpose.  Starting reading activity is like a 
leaf which the wind blows away in a windy weather. 
There is no reading without purpose; if there is not a 
purpose, there is not comprehension and interpretation 
and if there is, it becomes vocalization. In this respect, as 
a society individuals must be encouraged to read both as 
a cultural value and a requirement of an instructional 
program. Otherwise, the act of reading is no longer 
strategic.  Reading culture and habit can be materialized 
only with a good reading instruction. When the societies 
with reading culture are examined, it is detected that 
reading habit requires continuity. Therefore, within the 
framework of life long learning and in line with the 
principles of reading, a consistent and a continuous 
understanding of reading must be promoted both as an 
individual and a society.  
 
 
Reading habit in Turkey  
 
The scientific studies revealed that we have problems 
about reading habit as a society and the majority of the 
society, both young and old, does not considerably value 
the act of reading.  In other words, we do not have the 
desired reading culture as a society. Not adopting 
reading as a culture is the one of the main factors for the 
formation of this situation. The research conducted in the 
recent years reveal that Turkey, an industrialized and a 
developed country with advanced economy is not 
developed in terms of reading when compared to 
economy.  

Turkey, one of the 16th largest economies in the world, 
must be at the same level of economic welfare in terms of 
reading instruction. Individuals and societies with lack of 
reading culture can not be successful. Scientific studies 
reveal that there are individuals in Turkey who have not 
read a book.  Some of the other individuals who are not 
included under this category read 3 or 5 books and the 
others are included in the category of those who read a 
lot between 6 and 20 books. When these data are 
examined, if there were not textbooks in the school 
environment, many people would live on without reading 
books. Regarding the importance of textbooks in reading 
instruction, many scientists have made some 
observations:  

The importance of textbooks in education increases 
due to transferring the eloquence of language by means 
of the texts in the text books and having students gain 
love for their  native  language.   In  addition  to  this,  it  is  
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revealed that textbooks which are particularly used in 
language learning have a very important share for 
children gaining reading habit (Huffman, 1998: 14). 
Özbay (2002: 37) stated that text books were the most 
important reference guides and revealed in his study that 
Turkish teachers substantially (% 94, 44) taught their 
courses sticking to their textbooks. Due to these 
considerations, it is stated that textbooks must be well -
prepared to meet the higher expectation and needs.  

Books and the texts which compose them are very 
important. In this regard, text books and texts and books 
which elementary school children had access when they 
first learn to read and write in their primary education are 
important determinants in terms of acquiring reading 
habit (Sever, 2003: 17). Turkish textbooks are the most 
important books.  Students from the lower socio-
economic levels have difficulty in finding books to read 
except for textbooks. In this case, the texts in the 
textbooks become the most important reading tools 
(Coşkun, 2003). Textbooks have important functions in 
reading instruction.  Thus, it must foster students’ reading 
habits and also it must aim to have the students gain 
skills of a wide range of emotional world, critical thinking, 
expressing what they think in the best way and having a 
literary taste.  

One of the most important problems of Turkey is the 
problem of illiteracy and sickness of illiteracy.  The 
statistics about reading and reading culture related to our 
nation and country is not very pleasant.  This statistics 
reveal the dimensions of our sickness of illiteracy sadly.  

Regarding the rate of population, 21% in England, 21% 
in France, 14% in Japan, 12% in the USA and 0,01 % in 
Turkey (one person out of ten thousand) read regularly.  
According to the United Nations Human Development 
Report, Turkey ranked 86th among 173 countries such as 
Malaysia, Libya, and Armenia in comparison of reading 
rates. While the Japanese read 25 books on average a 
year,  the Swiss read 7 books on average, and the 
French read 7 books on average a year,  6 people in 
Turkey read one book a year. A Norwegian spends 300 
times more time, an American 210 times more time, an 
English 87 times more time, and a Japanese 87 times 
more time on reading when compared to the time a 
person spares for reading in Turkey. The world average 
of reading is 3 times more time than the time we spare for 
reading.   

A Norwegian spends 137 $, a German 122 $, a Belgian 
100 $, an Australian 100 $, a South Korean 39 $, and a 
Turk 0,45 $ on books. The world average is 1.3 $. While 
seventy-two thousands books in the USA, fifty-eight 
thousand in Russia, forty-two thousand in Japan, and 
twenty-seven thousand in France are published a year, 
only seven thousand books are published in Turkey.   

The rate of reading magazines in our country is 4%, 
reading newspapers is 2%, listening to the radio is 24%, 
watching television is 95% (URL-3; Gündüz and Şimşek, 
2011: 17-18). Many problems have been detected as the  

 
 
 
 
reasons for not reading books. The main reasons are 
economic, psychological, social, and cultural. It is known 
that we are not at a level to sort out these problems. With 
the effect of mass media on people, individuals do not 
focus on reading. With the effect of technology, some 
activities which individuals like doing take the place of 
reading, occupy individuals and hinder reading; however, 
we should question ourselves as an individual and it is a 
scientific fact that looking for other things as responsible 
for everything does not help. Specifically, the main 
factors which affect reading negatively in our country 
where economic welfare increases are some negative 
approaches from the past and prejudices  such as the 
low rate of literacy, lack of time, materialistic and prag-
matic viewpoints, indifference, ideological obsessions 
and restrictions.  
 
 
Functions of reading instruction regarding 
individuals  
 
The main purpose of education is to prepare individuals 
for life.  Education plays the key role for individuals to 
harmonise with society by adopting their own cultural 
values. Thus, undoubtedly the main phenomenon which 
nurtures education is reading instruction during the 
process of individual’ socialization, preparation of the 
suitable environment for education, and raising indivi-
duals according to the requirements of national edu-
cation. Individuals must gain reading skills and habits and 
in line with this purpose, individuals who have developed 
skills of thinking, analysis-synthesis, comprehension, and 
evaluation and can make judgments can be raised. The 
main purpose of reading instruction which is actualized in 
this context is to foster students’ understanding. It is only 
possible for an individual to gain critical, scientific, 
creative thinking skills, to define the era, to express 
oneself, to make one’s life meaningful, and to establish a 
good relationship with the society with reading instruction.  

Reading is a value which broadens individual’s 
horizons, shapes his personality, and connects him to 
others. All societies develop some strategies to enable 
individuals to become readers. Reading which frees 
individuals in real terms protects them against ignorance 
and wrong beliefs. Among the goals of curriculum with 
this purpose in mind and Turkish National education is 
the statement “individuals who will grow up can read, 
write, and speak Turkish accurately” (Demirel, 1999: 51). 
Reading is an integration of activities which is based on a 
life long process. In this respect, it is the entire activities 
which carry out many functions during the formation of 
individuals’ feelings, thoughts, and personality. Thus, 
reading is the most important component which intro-
duces the individual’s place in the society, and the 
reasons for his socialization and existence.  Regarding 
an individual, the main purpose of reading instruction is to 
raise individuals who can think critically,  express  himself  



 

 
 
 
 
freely, and exhibit effective expression. “The formation of 
creative, productive and critical thinking and the creation 
of type of man who is knowledgeable, polite, respectful, 
civilized, and contemporary  and  bears  the  qualities of 
the era in which he lives will be realized with the 
acquisition of reading” (İşeri, 1998: 3). 

An individual who has acquired reading habit has many 
advantages. The individual who attributes meaning to life 
develops his self-confidence, broadens his horizon, and 
learns to regard events with different view points. He has 
a rich vocabulary and he gains the ability to speak 
effectively, accurately, and fluently. An individual who 
explores various feelings and thoughts with different acts 
of reading enables his socialization quickly. Individuals 
who spend most of their time with some non-
advantageous and non-educational things instead of 
reading habit are doomed to lose. The way to increase 
individual’s level of education is through reading. 
Increasing the rate of reading is very important with 
regard to raising awareness of the individual and the 
society.  
 
 
RESULTS AND DISCUSSION 
 
Reading is a process of comprehension and interpre-
tation. It is an act which the individuals and the societies 
will not be able to give up throughout their life due to its 
functional aspects because those who do not read / those 
who do not understand life cannot find the determination 
to struggle life. Reading instruction primarily plays a very 
important role in individual’s feelings, thoughts, and 
behaviours. As a result, it is poetry of activities that 
continue life long. Because it is a learning activity which 
continues from birth to death, it must be based on 
scientific foundation and it must be approached in this 
context    

The act of reading is not only an activity which is 
performed only in some courses.  Reading must be 
important for all courses. Reading instruction is an 
important part of individual and social life which need to 
be accepted by each level of education first in formal and 
non-formal education institutions and then in public and 
private sector and finally by all layers of society.  Reading 
culture and reading habit are not at a desired level in 
Turkey when compared to the Western world. Turkey has 
made progress in many fields; however, our country has 
not reached the stage it deserved about its citizens’ 
awareness of reading instruction and this is really a major 
weakness of our society and nation. The scientific studies 
conducted reveal that regarding reading habit and 
reading for pleasure / reading culture, we are at a level 
which is incomparable to Europe as an individual and a 
society: Regarding the rate of population, 0,01% in 
Turkey (one person out of ten thousand) read regularly 
and according to the United Nations Human 
Development   Report,   Turkey  ranked  86th  among  173  
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countries such as Malaysia, Libya, and Armenia in 
comparison of reading rates,  6 people in Turkey read 
one book a year, time spared for reading in Turkey is 
rather low when compared world average, 0,45$ is spent 
on books, and the number of books published  a year are 
rather low  when compared to world average. All these 
problems have negative effects on the formation of 
reading habit/ reading culture.  

Parents, school, mass media, communication tools and 
the environment play a fundamental role  for reading for 
pleasure and reading habit to gain a place in individual’s 
life. There is a direct correlation between reading culture 
and habit and development and welfare level of a country 
and a nation.  As  a nation and a requirement of infor-
mation age, the way to become an individual who is 
knowledgeable, polite, thinks freely, has developed 
critical thinking skills, presents creative and original ideas 
and has developed analysis and synthesis abilities  is to 
be aware of importance of reading instruction. It can be 
stated that an awareness regarding reading for pleasure 
and reading habit / reading culture is not created in 
parallel with economic development in Turkey because 
the research studies conducted reveal that Turkish 
people spend at least 5 or 6 h in a day on watching 
television instead of reading and they pay less 
importance and  attention to reading.    

Reading instruction has many individual and social 
functions. It enables the individual to become socialized, 
be informed, think creatively, get rid of monotony in his 
life, excel in writing and speaking skills, and develop his 
ability of understanding and comprehension. An 
individual enhances his level of education with reading, 
socializes, broadens his horizon, speaks effectively and 
accurately, and communicates easily. It is possible to 
evaluate reading which is the most effective and the most 
fundamental tool of learning as the key for the intellectual 
development and reading habit as  the key for adjusting 
to the society, considering events critically, building 
empathy, not being prone to violence, and living healthy.    

Reading instruction and learning must be evaluated as 
a whole which cannot be separated from each other. 
Functionally, reading instruction activities is performed to 
raise individuals who are culturally and socially rich, have 
communication skills, can use the language accurately, 
effectively, and fluently, have acquired reading habit and 
reading for pleasure, can think quickly, have a strong 
perceptual ability, can interpret independently, have 
critical point of view, can analyse and synthesise, have a 
broad horizon, have a certain cultural level, can depend 
on national and moral values, and can empathise, have 
the ability of communication, can use the language accu-
rately, effectively, and fluently, have acquired  pleasure 
for reading and reading habit, can think quickly, has a 
strong perception ability, can comment independently, 
have critical thinking skills, perform analysis and 
synthesis, have broad horizon, have a certain cultural 
level, depend  on  national  and  moral  values,  and  can  
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empathise. In this regard, the philosophical, psycholo-
gical, sociological, and anthropological aspects of reading 
instruction are very important and they can not be 
ignored.   
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Water is a vital resource for sustainable development. The aim of this research was to develop and 
evaluate pre-service science teachers’ awareness of sustainable water usage. This research was based 
on a mixed method. The qualitative part of the research was based on a single group pretest-posttest 
experimental design, and the qualitative data were collected by open-ended questions.  The quantitative 
data were obtained through the“Water Knowledge Test”,“Water Consumption Behavior Scale” and 
“Water Attitude Scale”, which were developed by the researcher. The study group consisted of 3rd year 
pre-service science teachers who were studying during the 2011-2012 academic year at Eskişehir 
Osmangazi University. Water education for the study group was provided by the researcher for 5 
weeks. Quantitative data were analyzed using a t-test for dependent groups, and qualitative data were 
examined by descriptive analysis. Following the water awareness education, a significant difference 
was found in the pre-service science teachers’ water knowledge, water consumption behavior and 
attitudes toward water (p<.05). The results of the qualitative data showed that the majority of  pre-
service science teachers had increased concerns about adequate water supply. Most of them 
experienced increased awareness  and  to use water more carefully. In addition, 24 of the 33 pre-service 
science teachers believed that future generations will experience water related problems in 20 or 30 
years. The results showed that water education is effective in developing a level of water knowledge, 
and  influencing pre-service science teachers’ water consumption behavior and attitudes toward water. 
 
Key words: Water awareness, sustainable water consumption, water education, pre-service science teacher.  

 
 
INTRODUCTION 
 
The world has witnessed a substantial increase in water 
and energy consumption during the last century as a 

direct result of rising affluence, rapid urbanization, 
industrialization and population growth. One of the most 
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significant reasons for this increase is the unplanned 
industrial activities that damage the environment in the 
name of rising standards of life (SHW, 2011). Water is 
essential to life, and  it heavily influences public health 
and living standards. However, water is unequally 
distributed throughout the world.The total water volume 
worldwide is  1.4 billion km3. Of this amount, 97.5% is 
available as salt water in oceans and seas, and 2.5% is 
fresh water in lakes and rivers. Because 90% of the small 
percentage of  fresh water sources is trapped at the  
poles and underground, the amount of fresh water that is 
conveniently available for human use is less than might 
be expected (Ergin et al., 2009). At present, approxi-
mately 1.2 billion people live in areas where water is 
scarce, and 1.6 billion people face economic  water 
shortages. As a result, given the unpredictable global 
demand for water, serious and chronic water shortages 
may persist in developing countries. 

In the classification of countries according to the 
presence of water and the determination of current water 
conditions, countries with an annual average usable 
water volume per person of 1700 to 5000 m3 are 
categorized as “countries with water problems”. With an 
annual usable water volume per person of 1735 m3, 
Turkey belongs to this class of countries (Turkyilmaz, 
2010). According to data from the State Statistics, the 
annual usable water volume per person is expected to 
decrease to 1120 m3/year by the year 2030. This 
estimate may be accurate if current resources are 
transferred to 2030 without loss. Therefore, resources 
must be well protected and used wisely to provide the 
next generation with healthy and clean water (SHW, 
2011). Other factors that increase the water problem 
include technology that develops in line with the 
population, the adverse effect of global climate change 
on water sources, and the non-homogenous distribution 
of water sources on earth. Therefore, attention must be 
paid to balancing water use with distribution and using 
resources wisely through new strategies (Pamuk and 
Akkuzu, 2008). 

Water  education  can be important in effecting social 
change toward a sustainable society. The United Nations 
Conference on Environment and Development (UNCED), 
held in Rio de Janeiro in 1992, agreed to a global 
environment and development agenda for the 21st 
century, called Agenda 21. Agenda 21 stated, 
“Education, including formal education, public awareness 
and education should be recognized as a process by 
which human beings and societies can reach their fullest 
potential. Education is critical for promoting sustainable 
development and improving the capacity of people to 
address environment and development issues” 
(Blanchard,   1995).  Especially  in  developed   countries,  

 
 
 
 
many programs have been developed in relation to the  
“conservation of water resources”. Numerous projects 
have been conducted and books containing various 
activities have been prepared for at least 20 years. The 
Water Education for Teachers (WET, 2009) project and  
the Environmental Protection Agency (EPA, 2009) in the 
United States, Seine-Normandie Water Agency (2008) 
and Centre d’Education `a l’Environnement d’Amaury 
(2008) in France, R´eseau-Id´ee (2008) in Belgium and 
Helvetas (2009) in Switzerland are some examples of 
these projects. 

Sustainability is a long-term and complex goal.  
Literature reviews show that, recent research on water 
sustainability comes from different fields, and the impact 
of education on water sustainability has variable 
significance. Research by Ergin et al. (2009) and 
supported by TUBITAK (The Scientific and Technological 
Research Council of Turkey), aimed to develop 
educational materials related to water and to increase 
water awareness among primary school undergraduates, 
teachers and adults. The results of the study, showed 
that undergraduates and teachers develop their cognitive 
and emotional knowledge regarding subjects such as 
water knowledge, water pollution, and water saving, and 
that their awareness of the environment increases con-
currently. This study determined that the learning ability 
of adult participants develops in a more limited way and 
is not permanent.  

In their study, Alas et al. (2009) aimed to determine 
candidate teachers’ water consumption behavior and to 
provide recommendations for improving their erroneous 
behaviors. The study was conducted in the 2007-2008 
spring academic year with 139 senior-class biology, 
chemistry and physics education students attending a 
secondary education program in Kazim Karabekir 
Education Faculty at Atatürk University. To aid in the 
determination of the prospective teachers’ water con-
sumption behaviors, a three-point likert type “Conscious 
Water Consumption Survey” consisting of 13 statements 
that was developed by the researchers was used in the 
study. The results showed that the prospective teachers 
did not consider water management. Furthermore, it was 
determined that the prospective teachers’ water 
consumption behaviors did not differ according to their 
gender, age, department or place of residence. 

In their study, Havu-Nuutinen et al. (2011) analyzed the 
perceptions of students in the 4th and 5th grades of 
primary schools regarding water problems in the context 
of science, technology and community education. The 
students were asked to write and draw pictures about any 
water concept before and after water awareness 
education. The goal of the research was to understand 
the students’ perceptions of water and water problems as 



 
 

 
 

 
 
 
 
they relate to science, technology and community 
education. Initially, the undergraduates defined water as 
a material used for drinking, swimming and bathing. After 
water awareness education, however, they defined water 
more scientifically, and the focus of their drawings and 
texts was topics such as the water cycle, water pollution, 
and water protection.  

Brace and Yoon (2011) designed a computer-aided 
water project to enable candidate primary education 
teachers to research questions on water and find 
solutions.  The candidate teachers were asked to prepare 
placards and brochures and to discuss the use of e-
learning software to maintain awareness of water 
problems. When the materials and opinions of the 
candidate teachers were examined, it was determined 
that the water project included an effective e-learning 
activity to increase awareness of global water problems.  

A study conducted by Ay (2013) examined sustain-
ability, which is discussed comprehensively in most 
national and international academic, social and strategic 
development meetings and is a primary global agenda 
issue, as well as the water potential of Turkey and its, 
water footprint, carbon footprint, current news and 
relevant links.  

Sammel (2014) aimed to answer questions such as, 
“What does it mean to be scientifically literate in relation 
to water?” and “Is this understanding the same for water 
literacy?” An investigation by the Australian Science 
Curriculum and a small case study of pre-service 
education students highlight the degree to which one 
concept is preferred over the other. The 32 participating 
students were asked to complete a survey consisting of 
13 questions to self-report their knowledge and comfort 
with teaching about water. The survey investigated 6 
themes to assess the pre-service teachers’ comfort with 
teaching about water: science concepts; social, political 
and economic issues; sustainability and the natural envi-
ronment; indigenous ways of knowing; government and 
community connections; and planning and emergency 
preparedness. The results showed that of the 32 
participants, 84 % (n=27) indicated they would feel 
comfortable teaching scientific concepts associated with 
water education.  Teaching the implications of water in 
relation  to the natural environment was the next most 
common response, with 69% (n=22) of participants 
indicating their comfort. The lowest scoring aspect, 
indicating the participants’ lack of comfort with teaching 
this aspect of water education, was indigenous ways of 
knowing in relation to water; only 9% or 3 of the 
participating pre-service students affirmed their comfort 
with teaching this aspect. 

When relevant studies are analyzed, the research is 
usually found to include scanning  activities  to  determine 
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individuals’ water saving attitudes. However, it is also 
important to determine the existing mindset and attitudes 
toward water awareness and to understand relevant 
cognitive and, affective developments. In this research, 
we aimed to develop awareness among pre-service 
science teachers, who will become the teachers of the 
future. We believe that this research may contribute to 
removing the water deficit addressed above through 
water education provided to candidate teachers and that 
this study may serve as a guide for further research.  

Based on the water education process, answers to the 
following questions are analyzed:  
 
1. Is there any meaningful difference between the 
knowledge level of the pre-service science teachers 
before and after the water education? 
2. Is there any meaningful difference between the water 
consumption attitudes of the pre-service science teachers 
before and after the water education? 
3. Is there any meaningful difference between the water 
attitudes of the pre-service science teachers before and 
after the water education? 
After the water education: 
4. What differences appear in the pre-service science 
teachers’ opinions about water pollution and sustainable 
development? 
5.  How have their attitudes and behaviors changed? 
6. What are their opinions about any possible future 
water problems? 
 
 
 
METHODS  
 
Research mode  
 
This research was developed using a mixed method. Mixed method 
is a type of research that includes the collection of quantitative and 
qualitative data (Punch, 2009). 

Different versions of mixed method research are available. This 
research was designed according to the sequential descriptive 
mixed method based on the classification of research models used 
most frequently in Creswell’s (2011) education research. 

The quantitative dimension of the research was performed with a 
one-group pre-test and post-test model. In the one-group pre-test 
and post-test model, an independent variable is applied to one 
group, and a measurement is made before and after the 
administration. If there is a considerable difference between the 
arithmetic averages of the group’s pre-test and post-test scores 
determined by the measurement tools, it is accepted that the 
administration is effective (Karasar, 2002; Balci, 2004).This study 
was designed to determine the effect of water education on the 
awareness of the pre-service science teachers in the one-group 
model. In Table 1, the experimental model used in the research is 
shown.  

The qualitative dimension of the research was performed using 
the designed discussion form.  
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Table 1. One-group pre-test and post-test experimental design. 
 
Groups Pre-test Experimental practice  Post-test 

Study Group  

Water Knowledge Test 

Water Education  

Water Knowledge Test 

Water Consumption Behavior Scale  
Water Consumption Behavior Scale 

Water Attitude Scale 
Water Attitude Scale 

 
 
 
Study group  
 
The study group was composed of 35 pre-service science teachers 
enrolled in the Department of Elementary Education, Faculty of 
Education at Eskisehir Osmangazi University during the 2011-2012 
academic year. The study group was determined according to the 
criteria sampling method, a purposeful sampling method. The 
inclusion criterion of the study group was enrollment in the course 
“Environmental Science”.  Any topics related to water are included 
in the “Environmental Science” course in the universities. This 
course is taken by 3rd year pre-service teachers.  
 
 
Data collection  
 
Data collection tools  
 
The measurement tools used to collect data from the 
undergraduates were as follows: 
 
1. A “Water Knowledge Test” developed to measure the pre-
service science teachers’ knowledge of water; 
2. A “Water Consumption Behavior Scale” developed to 
determine the pre-service science teachers’ attitudes toward water 
consumption;  
3. A “Water Attitude Scale” developed to determine the pre-
service science teachers’ attitudes toward  water;  
4. A structured discussion form prepared to collect qualitative 
data.  
 
 
Water knowledge test  
 
The Water Knowledge Test is an achievement test prepared by the 
researchers and developed to assess the pre-service science 
teachers’ general knowledge of water. It consists of multiple-choice 
questions and was developed in accordance with the test 
preparation principles for this type of test. 

The following steps were followed in the development of Water 
Knowledge Test: 
 
Formation of the Question Basin: Gains related to water in the 
science curriculum and literature were examined. The Water 
Knowledge Test question basin consisted of 30 questions.  
 
Reliability and Validity: The prepared questions were examined by 
nine voluntary experts, who studied primary education in general 
and specialized in science. Nine questions were removed from the 
scale because they could not satisfy content validity.  As a result of 
the recommendations of the experts the subject of the amount of 
potable water worldwide was added as a question. The application 
of the test in the 2011-2012 academic year was conducted in 

various universities with 247 senior science teachers. The 
universities that participated in the research and the numbers of 
participants are given in Table 2. After the administration of the test, 
five questions were removed from the scale. 

The average difficulty level and the KR20 safety coefficient of this 
17 question test were 0.485 and 0.422, respectively. The 
knowledge test was administered to the study group as a pre-test 
and post-test.  
 
 
Water consumption behavior scale 
 
The Water Consumption Behavior Scale was developed by the 
researchers to determine the pre-service science teachers’ attitudes 
toward water consumption (Cankaya and Filik Iscen, 2014). The 
scale is a five point Likert scale consisting of 16 questions. The 
internal consistency coefficient was calculated as 0.83. The water 
consumption attitudes scale was administered to the study group as 
pre-test and post-test. 
 
 
Water attitude scale 
 
The Water Attitude Scale was developed by the researchers to 
determine the pre-service science teachers’ attitudes toward water.  

The following steps were followed in the development of the 
Water Attitude Scale:     
 
 

Formation of the Sentence Basin: A review of the literature on 
attitude sentences was prepared, and 17 sentences were selected 
for the scale.  
 
Selecting  the Scale Type: The scale was a five point Likert scale. 
 
Reliability and Validity: The prepared questions were examined by 
nine volunteer experts, who studied primary education in general 
and specialized in science.  One question was removed from the 
scale because it could not satisfy content validity.The application of 
the scale in the 2011-2012 academic year was conducted in 
various universities with 201 senior science teachers. The 
universities that participated in the research and the numbers of 
participants are given in Table 2. After the administration of the test,  
three items were removed from the scale. 

The internal consistency coefficient of this 14-item scale was 
calculated as 0.897. The Water Attitude Scale was administered to 
the study group as a pre-test and post-test. 

 
 

Structured discussion form 
 
The discussion form was prepared to support the quantitative data 
of the research. Open-ended questions were prepared to assess 
the behaviors and attitudes of  the  candidate  teachers  on  matters 
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Table 2. Distribution of participating students by  university. 
 

 Water Knowledge Test Water Consumption Behavior Scale Water Attitude Scale 
n % n % n % 

Pamukkale University 95 0.39 97 0.39 74 37 
Muğla University 100 0.40 100 0.40 75 37 
Eskişehir Osmangazi University 52 0.21 52 0.21 52 26 
Total 247 1.00 249 1.00 201 1.00 
 

n=frequency. 
 
 
 
such as water pollution, sustainable water, and potential future 
problems associated with water. The form consists of three 
questions in an open-ended question form. Two science education 
specialists and two science teachers were consulted for their 
opinions to ensure the content validity of  the open-ended 
questions. The structured discussion form was administered to the 
33 pre-service science teachers.  
 
 
Water education process  
 
The research data were obtained from the “water education”, which 
continued for 5 weeks. The water awareness education process 
was prepared on a weekly basis, and the relevant content, 
methods, techniques and activities were as follows:  
 
Week 1 (04/18/2012): Topics titled “Water Description and 
Properties”, “Water Standards”, and “Water Cycle” were discussed, 
and the discussion was visually enriched by presentations. A video 
containing specialists’ opinions on water stiffness and the nature of 
potable water was shown, and the opinions of the undergraduates 
were obtained using discussion. Furthermore, relevant news 
compiled by journalists was reviewed to help the undergraduates 
gain awareness of water sustainability in daily life. The 
undergraduates actively participated in the course during the 
process. A microbiological analysis of drinking and potable waters 
supplied by the undergraduates from different places was 
conducted in study groups that were formed prior to the study. A 
microbiological analysis of water with different properties (e.g, 
village foundations, water taken from a treatment device, tap water, 
dispenser size bottled water, bottled water) was conducted by the 
undergraduates under the guidance of specialists working in this 
field at the Water Laboratory of the Faculty of Science and Arts of 
Eskisehir Osmangazi University, and a test report of the results was 
obtained. 
 
Week 2 (04/25/2012): The topics “Importance of Water” and “Water 
and Health” were discussed using a conference technique with the 
help of a specialist invited to the faculty.  
 
Week 3 (05/02/2012): The topics “Condition of Water and 
Distribution of Water Resources in the World”, “Volume of Water 
Resources in our Country”, and “Industrial Use of Water Resources 
in the World and in Our Country” were discussed, and the 
discussion was visually enriched by enriched presentations. The 
activity “How is Water Distributed in the World?”, which aimed to 
describe water conditions and distribution in the world and to 

solidify these concepts in the undergraduates’ minds was perform-
ed during this week. Furthermore, the video “Many a Little Makes a 
Pickle”, which discusses the use of water in the architecture 
industry, was watched by the undergraduates, and their opinions 
and questions were obtained. Thus, the undergraduate’s ability to 
think and research the subject was challenged during this week.  
 
Week 4 (05/09/2012): The topics “Water Losses in the World and in 
Our Country”, “Usable Water Amount Per Person in the World and 
in Our Country”, and “Increased Water Problems in the World and 
in Our Country” were discussed and supported by presentations. 
Furthermore, the Adobe Flash Player application “Water Saving” 
prepared by the TEMA (The Turkish Foundation for Combating Soil 
Erosion for Reforestation and the Protection of Natural Habitat)  
was used in this step. The undergraduates actively participated in 
the learning process through the “Global Water Crisis” and the “We 
Consume Water More Than We Drink” activities. The application 
“Water Footprint Calculation from the website 
“www.waterfootprint.org” was presented. The undergraduate stu-
dents calculated their own water footprints to better understand this 
concept and determined any possible changes in their own water 
use.  
 
Week 5 (05/16/2012): The topics “Water Pollution and Waste Water 
Recovery” and “Water Legislation” were discussed and supported 
by presentations. During this week, a trip to a drinking and potable 
water treatment plant was arranged. The aim was for the under-
graduates to learn the subject in situ and via specialists by making 
observations. In an activity titled “Alternative Water Sources for 
Drinking Water”, large-group and small-group discussions were 
conducted.  
 
 
Data analysis  
 
SPSS (Statistical Package for the Social Sciences) software was 
used to analyze the quantitative data. The significance level was 
set at .05. The average and standard deviations were calculated 
according to descriptive statistics, and a dependent sample t-test 
analysis was conducted to determine whether there were 
considerable differences between the total scores.  

A descriptive analysis was used to analyze the qualitative data. 
Data obtained in the descriptive analysis were defined 
systematically and clearly according to the determined topics and 
these descriptions were clarified and interpreted. Their cause-effect 
relationship was critically assessed to obtain results (Yildirim and 
Simsek, 2008). 
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Table 3. Dependent groups of the water knowledge test, t-test results. 
 

 n  Sd t df p 
Post-test 35 75.25 13.173 

-5.946 34 .000 Pre-test  35 60.20 13.367 
 

n=frequency; =arithmetic average; sd=standard deviation; t=difference of difference; df=degree of 
freedom; p=significance; p< .05. 

 
 
 
FINDINGS 
 
Findings on water knowledge of the pre-service 
science teachers  
 
The results of the dependent sample t-test conducted to 
determine whether there was a considerable difference 
between the scores obtained by the pre-service science 
teachers on a water knowledge test are presented in 
Table 3.  

As shown in Table 3, although the post-test success 
score obtained by the study group on a water knowledge 
test was 75.25 with a standard deviation of 13.173, their 
pre-test success point was60.20 with a standard devia-
tion value of 13.367. Based on the results, there was a 
considerable difference between the water knowledge 
levels of the undergraduates before and after the water 
education (t=-5.946; p<0.05). On the water knowledge 
test, the post-test score of the undergraduates (
=75.25) was higher than their pre-test score ( =60.20).  

This considerable difference is in favor of the post-test 
scores. This effect shows that topics such as the 
structure of water, the distribution of water on the earth, 
water and health, the water cycle, and water pollution, 
that were taught during the  five-week education program 
were effective in increasing the pre-service science 
teachers’ post-test scores. 
 
 
Findings on water consumption attitudes of the pre-
service science teachers  
 
The results of the dependent- sample t-test conducted to 
determine whether there was a considerable difference 
between the scores obtained by the pre-service science 
teachers on the Water Consumption Attitudes Scale be-
fore and after water education are presented in Table 4. 

Table 4 shows that, the-post test score obtained by the 
candidate teachers on the Water Consumption Behavior 
Scale was 65.22 with a standard deviation of 7.996. The 
pre-test score obtained by the pre-service science teach-
ers on the Water Consumption Behavior Scale was 59.22 
with a standard deviation of 8.206. According to the 
results of the dependent sample t-test analysis, there a 

considerable difference between the water consumption 
attitudes of the pre-service science teachers prior to and 
after water education (t=-5.852; p< 0.05). This conside-
rable difference is in favor of the post-test scores. It can 
be concluded that the activities performed during the 
education process were effective in changing the water 
consumption attitudes of the pre-service science 
teachers. In the activity “How is Water Distributed in the 
World?”, the amount of usable water sources was 
demonstrated by concrete examples. Furthermore, the 
pre-service science teachers calculated their own water 
footprints, causing them to reflect on their water 
consumption attitudes.  
 
 
Findings on the pre-service science teachers’ 
attitudes toward water 
 
The results of the dependent sample t-test conducted to 
determine whether there was a considerable difference 
between the scores obtained by the pre-service science 
teachers on the Water Attitude Scale before and after 
water education are presented in Table 5.  

Table 5 shows that the-post test score obtained by the 
pre-service science teachers on the Water Attitude Scale 
was 63.22 with a standard deviation of 6.398.Similarly, 
the pre-test score obtained by the pre-service science 
teachers on the Water Attitude Scale was 61.68 with a 
standard deviation of 5.890.According to the findings, the 
post-test scores ( =63.22) were higher than the pre-test 
scores ( =61.68) on the Water Attitude Scale. According 
to the results of the dependent sample t-test analysis, 
there was a considerable difference between the water 
consumption attitudes of the pre-service science teachers 
prior to and after water education (t=-2.058; p< 0.05).  

These analyses can be interpreted as indicating that a 
considerable difference exists in the knowledge of the 
pre-service science teachers regarding water, water 
consumption attitudes and water attitudes in favor of their 
post-test scores on water knowledge, and that the water 
education had an effect on the development of their 
awareness. However, these increased scores, might also 
reflect the effects of different variables that arise from the 
application   of   the   experimental   mode,  including  the 
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Table 4. Dependent group of the water consumption attitudes scale, t-test results. 
 

 n  sd t df p 
Post-test 35 65.22 7.996 

-5.852 34 .000 Pre-test  35 59.22 8.206 
 

n=frequency; =arithmetic average; sd=standard deviation; t=difference of difference; df=degree 
of freedom; p=significance; p< .05 

 
 
 

Table 5. Dependent group of the water attitude scale, t-test results 
 

 n  sd t df p 

Post-test 35 63.22 6.398 -2.058 34 .047 
Pre-test 35 61.68 5.890 

 

n=frequency; =arithmetic average; sd=standard deviation; t=difference of difference; df=degree of 
freedom; p=significance; p< .05 

 
 
 
maturation of the subjects, reactivity and the pre-test 
effect (Neuman, 2007). 
 
 
FINDINGS ON QUALITATIVE DATA  
 
Open-ended questions were posed to 33 pre-service 
science teachers to collect qualitative data. The topics 
and sub-topics of these questions are shown in Figure 1. 
 
 
Opinions of the pre-service science teachers on 
water pollution and water sustainability  
 
After the water education, there were seven changes in 
the opinions of the pre-service science teachers who 
participated in the research regarding water pollution and 
water sustainability. These changes in opinion are shown 
in Table 6.  

Table 6 shows that eight of 33 pre-service science 
teachers stated that water pollution is a critical problem, 
and another eight pre-service science teachers stated 
that water saving would be effective for water sustaina-
bility. Seven pre-service science teachers stated that 
their concerns about water pollution and water 
sustainability increased. Six pre-service science teachers 
stated that water pollution is partly responsible for current 
and future water shortages. Only two pre-service science 
teachers, stated an increased belief that water shortage 
is hindered through measures taken; this item received 
the lowest frequency of responses.  

One pre-service science teacher (Student -S23-), who 
perceived the severity of the water shortage, addressed 
the importance of water for life and stated, “At the end of 

this study, I notice that we use water subconsciously. I’m 
worried that water, which is highly valuable for life, is 
used casually. If human beings continue to mishandle 
water so much, there is a high likelihood that we will 
experience a water shortage in the future”. Participant 
S16 stated that he/she knew that there was global water 
shortage and that, the activities and tests in this study 
improved his/her understanding of water footprints and 
the condition of water resources. Nonetheless, participant 
S18 stated that prior to the study, he/she was unaware 
that the water shortage likely that was to occur was so 
critical. Furthermore, this participant said that he/she 
noticed the severity of the water shortage more clearly, 
when he/she examined the water conditions and 
management of other countries. When participant S18 
stated his/her opinions, he/she also talked about the 
concept of “water management”. 

Eight of the pre-service science teachers, who 
participated in the research, perceived the importance of 
water saving through water education. Water saving is 
fairly important for sustainable water. The understanding 
of this need by the pre-service science teachers is 
fundamental for changes in their attitudes. One of the 
pre-service science teachers, (S11) stated, “We already 
said that we had to pay attention, but never made an 
effective effort. However now we are more conscious and 
we know that water will never suffice in this way”. 
Therefore, this participant began to use water more 
economically. Another pre-service science teacher (S17) 
emphasized that he/she was more aware of water 
pollution and water shortage and added “My opinions 
changed. I used to leave the water tap on for a long time, 
but now I use water more carefully. Each time I turn the 
tap on in the kitchen and bathroom, I remember 
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Figure 1. Topics and sub-topics obtained from interpretation of qualitative data  

 
 

Table 6. After water education changes in opinions on water pollution 
and water sustainability of the pre-service science teachers. 
 

Sub-topics  (f) 
Increase in concerns  7 
Perception of severity of the water shortage 8 
Understanding the significance of water saving  8 
Necessity of increased water education 3 
Increased belief in the prevention of water shortage 2 
Increased  knowledge  3 
Perception of the effect of water pollution on water shortage 6 
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everything I have learned and watched in the 
environmental science course”. 

Seven of the pre-service science teachers, who 
participated in the research-, expressed increasing 
concern regarding whether the water supply would be 
adequate. When the statements made by the pre-service 
science teachers were reviewed, it was noted that they 
stated having incorrect knowledge of the condition of 
water resources in the world and in the country prior to 
water education. The developments observed in their 
knowledge levels also support findings obtained in the 
Water Knowledge Test. The statements of some pre-
service science teachers, who expressed their opinions, 
were as follows. 

Three of the pre-service science teachers,-who 
participated in the research-, stated that water education 
must be provided to prevent water pollution and to ensure 
water sustainability. S5 stated that, if water sustainability 
education began during pre-school, this might prevent a 
possible future water shortage. Another pre-service 
science teacher (S31) stated his/her opinion:“If people 
around me never raise awareness of this, water will 
continue to be polluted and consumed. The conferences 
must not only reach schools, but also the people. As 
teachers of the future, we must do our best”. 

Two of the pre-service science teachers,-who 
participated in this research-, expressed their belief that 
although the water shortage might be compromised, 
water sustainability might be ensured through any 
measures taken. However, the number of pre-service 
science teachers, who expressed this opinion, was fairly 
low. These pre-service science teachers (S2 andS8) 
stated that, if individual awareness of water sustainability 
develops, the amount of water will be adequate. One of 
these pre-service science teachers (S8) stated, 
 
“If everybody saves water individually, water suffices, but 
if, water consumption continues, a water shortage will 
occur in the future. People must be more aware of this”. 

 
Six pre-service science teachers,-who participated in 

this research-, stated that water pollution triggers water 
problems. The participants believed that this problem will 
have an adverse effect on the water use of the next 
generations. They believed that is it important to 
understand that water sustainability is not only ensured 
by water saving. One of these pre-service science 
teachers stated his/her opinion, as follows:  

 
 “This has enabled me to know the causes of water 
pollution in more detail. The methods I used in water 
education have enabled me to realize this. I think that, 
although it seems as if there is an unending supply of 
adequate  water,  when  people  continue  to  consume  it  
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subconsciously, one day it will run out”.(S1) 
“Turkey is a rich country in terms of water resources. 
However, the fact that water is not treated and made 
reusable by using advanced technology causes major 
water shortages. Because water is polluted quickly, it 
might not be enough in the future. It is very sad that most 
lakes and rivers fight against water pollution in our 
country. This affects other creatures”.(S26) 
 
Three of the pre-service science teachers,-who 
participated in this research-, stated that no change 
occurred in their opinion on water pollution and the fact 
that the water supply will never suffice. However, they 
attributed this belief to their sensitivity to this matter. 
Based on the statements of the pre-service science 
teachers, it is clear that family plays a critical role in 
awareness of the environment. One of the pre-service 
science teachers, S25, stated, “Obviously, any major 
change never occurs. My relevant opinions are already 
strong maybe due to my education department, but 
mostly due to my family”. 
 
 
Changes in attitudes and behaviors of the pre-service 
science teachers after water education 
 
Twelve attitudes and behaviors of the pre-service science 
teachers that were expected to change after water 
education are shown in Table 7. 

Thirteen of the pre-service science teachers, who 
participated in the research, stated that it is important to 
make people aware of water use and that they would 
make an effort to this end. The responses that the pre-
service science teachers gave mostly reflected the need 
to make people aware of the water problem. This might 
be associated with the pre-service science teachers’ 
professional missions. Some pre-service science 
teachers stated the following about this matter:  
 
“….Primarily, we must make people aware of water 
pollution and water insufficiency. In our teaching life, we 
talk about environmental pollution in the science and 
technology courses”. (S30) 
“….I realize that I scrimp and save while using water. 
Because I live with my family, I will tell them this 
information”.(S15) 
“….I think that I will pay more attention to water saving 
, and when I become a teacher, I will make my students 
and their guardians aware of this matter”.(S10) 
The second most common answer by the participants 
(five pre-service science teachers) was to shorten 
bathing time. One pre-service science teacher stated that 
one of the areas, in which water is mostly consumed, is 
showers. Furthermore, this  participant  talked  about  the
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Table 7. Attitudes and behaviors expected to change/changed by the pre-service science 
teachers after water education. 
 
Sub-topics (f) 
Increasing other people’s awareness of the problem 13 
Shortening bathing time 5 
Turning off the water tap while brushing teeth  3 
Using dish washer or reducing the amount of water consumed while washing dishes  2 
Turning off open taps  3 
Repairing any dripping taps  2 
Recycling waste water  4 
Reporting illegal water use  2 
Saving water during toilet flushing 2 
Preventing waste material from being mixed into water  3 
Turning the tap off, while shaving  3 

 
 
 
utilization of water by the next generations. A pre-service 
science teacher stated,  
 
“I intend to use water more economically and to ensure 
that the next generations also make use of it. I will be 
more sensitive about the water problem to prevent 
Turkey from experiencing the shortages that are seen 
today in Africa. I frequently take a bath and I notice that 
much more water is consumed while having a bath. From 
this, one of the first things I’ve done is to shorten very 
long shower times”.(S26) 
 
Two of the pre-service science teachers, - who partici-
pated in the research-, stated that after the water 
education, they tried to turn off open taps. One of the pre-
service science teachers (S17), -who used water 
carefully, stated that, when he/she noticed water dripping 
or running in the school or in another place, he/she 
turned it off. Another pre-service science teacher stated, 
 
“….I paid attention not turning the tap on excessively 
while using water. However, after this education, I began 
to turn off the tap when I notice that it’s open, but 
sometimes I don’t care about it and I’m too lazy to turn it 
off ”.(S29) 
 
Two of the pre-service science teachers, -who 
participated in the research-, stated that they would 
report illegal water use to the authorities. Pre-service 
science teacher S18 stated, 
 
“I will never turn a blind eye to people who consume 
water subconsciously and use it illegally”.(S18) 
 
Three of the pre-service  science  teachers,  -who  partici- 

pated in the research-, stated that they endeavored to 
recycle waste water. The first pre-service science teacher 
stated, 
 
“…I will try to use dish water and dirty, but usable water 
for washing the balcony”.(S1) 
 
Six of the candidate science teachers, -who participated 
in the research-, mentioned that there was no change in 
their attitudes and behaviors concerning water use. Of 
the pre-service science teachers, S31 and S4 stated that 
they had sufficient sensitivity to this matter and would 
continue to act positively. Participant S4 stated, 
 
“Actually, I already use water more economically. 
Therefore, I will continue to act positively”.(S4) 
 
 
Opinions of the pre-service science teachers on 
whether the next generations will experience 
problems associated with water in 20 to 30 years 
 
Twenty-four of the pre-service science teachers, -who 
participated in the research-, believed that the next 
generations will experience problems involving water in 
20 to 30 years. Seven participants believed that under 
some circumstances, there will be future water problems, 
and two believed that the next generation will have no 
water problems.  

Sixteen of twenty-four pre-service science teachers 
stated their opinions on this issue. Six believed that the 
next generations will experience problems involving water 
in 20 to 30 years. Six opinions obtained from the analysis 
are shown in Table 8.  

As seen in Table  8,  the  pre-service  science  teachers  



 
 

 
 

 
 
 
 

Table 8. Reasons for the pre-service science teachers’ 
belief that the next generations will experience water 
problems in 20 to 30 years. 
  
Sub-topics  (f) 
Subconscious use of water  3 
Less amount or disregard of education 4 
Population growth  3 
Global warming and climate change 2 
Low ratio of usable water  2 
Increase in environmental pollution  2 

 
 
 
believed that population growth, increased environmental 
pollution, global warming and climate change, 
subconscious use of water, a low ratio of usable water, 
and a lower amount or disregard of relevant education 
would result in future water problems. 

Three of the pre-service science teachers, who 
participated in the research, stated that, because water is 
consumed subconsciously, the next generations will 
experience water problems. One pre-service science 
teacher mentioned that humans act selfishly, because 
humans want to achieve dominance in nature. This 
participant stated, “Because we use water without 
thinking about it and in general we never think of anything 
but ourselves, this will cause problems later”.(S4) 

Four of the pre-service science teachers, -who 
participated in the research-, stated that because water 
education is disregarded and not expanded to the public, 
the next generations will experience water problems. One 
of the pre-service science teachers (S33) complained 
that there is not a significant amount of education on this 
matter. He/she also stated that the significance of water 
is not discussed sufficiently in relevant school courses. 
This pre-service science teacher stated, 
 
“I think that the topics are described superficially to 
children in school. Even if matters related to water are 
discussed, they are only for information. Nobody cares to 
increase awareness on this and to arrange the relevant 
activities. Furthermore, I think that such education 
projects should not be limited to schools. Any necessary 
activities related to the current value of water must be 
increased”. 
 
Three of the pre-service science teachers, who partici-
pated in the research-, stated that the next generations 
will experience water problems in line with population 
growth. Some teachers, -who noted that the amount of 
water resources remains constant in spite of population 
growth-, stated, 
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“Of course, the population growth rate is not proportional 
to the volume of used water and recycled water. Delays 
may occur in the water cycle. I think that the water supply 
will gradually reduce for this reason”.(S28) 
“….Water resources are constant and don’t increase. We 
cannot produce water. Maybe, if salty water is treated 
and fresh water requirements are met. But, this time, 
equilibrium is disrupted. However, the population 
increases quickly in the country. Both balance each 
other. Thus, these types of problems occur”.(S12) 
 
Two of the pre-service science teachers, -who 
participated in the research-, stated that the next 
generations will experience water problems due to a low 
ratio of usable water.  Participant S23 stated, 
 
“They may experience these problems. Before, we might 
use only 3% of water as fresh water in the world. If we 
continue to consume much more water, we may 
experience shortages. The fact that we have already 
experienced water shortages in the  last years is an 
indication that it will happen again in the future”.(S23) 
 
Two of the pre-service science teachers, who participated 
in the research, stated that the next generations will 
experience water problems due to global warming and 
climate change. The 10thteacher stated, 
 
“…Inconsistent use of the water resources by most of us 
and changes due to global warming of the earth cause us 
to experience problems involving water. Ices melt and 
rain decreases due to the effect of global warming. These 
changes in climates and seasons cause people to 
experience problems involving water”. (S10) 
 
Two of the pre-service science teachers, -who partici-
pated in the research-, stated that the next generations 
will experience water problems due to increased environ-
mental pollution. One teacher expressed her belief that, 
even if water is not exposed directly to pollution, other 
types of pollution will affect water. She stated, 
 
“...Increased industrialization affects water use adversely. 
Air pollution and wastes discharged into rivers affect 
water use indirectly and directly. I think that, because 
attention is given to industrialization in our country, water 
pollution will increase in the future. This will become a 
problem for the next generations”.(S8) 
 
 
DISCUSSION AND RECOMMENDATION 
 
This research aimed to provide pre-service science 
teachers with water education on  sustainable  water  use 
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and to develop their awareness. Through the scales 
developed before and after this water education, the pre-
service science teachers’ awareness, water knowledge, 
water consumption attitudes and attitudes toward water 
were examined under three dimensions and with the 
support of qualitative data derived from answers to open-
ended questions. 

This study determined that there is a considerable 
difference between the water consumption attitudes of 
the pre-service science teachers prior to and after water 
education in favor of the post-tests (p< 0.05). This finding 
indicates that water education positively affected the pre-
service science teachers’ water knowledge, water 
consumption attitudes and attitudes toward water. 

Ergin et al. (2009) concluded that level 2 of the Water 
School workshop activity of  the Education Material 
Development Project for the water education imple-
mented by the researchers is effective for teachers and 
students in learning the concepts related to awareness of 
water, water pollution and water saving. In this study, there 
was a large difference between the average scores and a 
considerable difference between the knowledge levels of 
the pre-service science teachers after the water 
education. The pre-test scores of the pre-service science 
teachers, who participated in the study, were good (
=60.20). Environmental topics are also discussed in 
courses such as General Biology and Special Matters in 
Chemistry. Therefore, basic information related to water 
sustainability is available. No other information was 
added to the information given in the five-week education 
process, and a score increase of approximately 15 was 
obtained. This increase is fairly important in the field of 
science.  

Although there was a considerable difference between 
the pre-test and post-test scores of the pre-service 
science teachers on water attitudes, the difference between 
the average scores was not very high. Whereas the pre-test 
score was 61.68, the post-test score was 63.22. 
Considering that time is required for the pre-service 
science teachers to change their attitudes, more 
education is also required to improve the attitudes of the 
undergraduates (Sülün and Güven, 2012). According to 
Güler and Afacan (2011), an attitude is an action that 
prepares for a behavior. The principal purpose is to ensure 
that pre-service science teachers present the same 
attitudes as behaviors. In this study, a considerable 
difference between the pre-test score ( =59.22) and the 
post-test score ( =65.22) of the pre-service science 
teachers on water consumption attitudes and any 
changes specified by the pre-service science teachers in 
the qualitative data on the topics of attitude and behavior 
changes might be defined as an indicator of positive 
developments. After the water education, the  pre-service  

 
 
 
 
science teachers stated that they would endeavor to 
make people around them aware of the water problem, 
shorten their bathing time, turn the tap off while brushing 
their teeth and shaving, begin to turn open taps off and 
reuse waste water. In this context, the qualitative findings 
of the study support the quantitative findings.  

In a study conducted to determine the water 
consumption attitudes of pre-service science teachers, 
Gürbüz et al. (2009) stated that 22.3% of the respondents 
wiped spaces such as doorsteps, balconies and terraces 
instead of washing these spaces with a hose, whereas 
28.8% shortened bathing times, and 31.7% washed fruits 
and vegetables in a container filled with water rather than 
in running water. Similarly, our research shows that, 15% 
of the pre-service science teachers claimed to shorten 
their bathing time. 

When the opinions of the pre-service science teachers 
on water pollution and sustainable water are reviewed, it 
can be seen that a large majority think that the water 
supply will not suffice. An analysis of the sub-topics 
shows that the pre-service science teachers perceive the 
severity of the water shortage, understand the signifi-
cance of saving water, increasingly worry about water 
sustainability, and perceive the effects of water pollution 
on the water problem. A review of the relevant literature 
shows that data support the opinions of the pre-service 
science teachers. According to research, the annual 
water consumption per person is approximately 800m³ 
worldwide. Approximately 20% of the global population 
(1.4 billion people) is deprived of sufficient drinking water, 
and 2.3 billion people are deprived of healthy water. 
Some estimates indicate that more than 3 billion people 
will face a water shortage by 2025. In 1995, the 
percentages of the global population that experienced 
water shortage and water stress were 29 and 12%, 
respectively. According to FAO, these percentages will 
increase to 34 and 15%, respectively by 2025 (Demir, 
2009). 

According to Tomanbay (2008), a rapid increase in the 
global population means a decrease in the annual water 
volume per person. This population growth is one of most 
important factors causing water problems worldwide. 
Güler (1996) states that as a result of current attitudes 
concerning water use, the existing water resources will 
not suffice for people in the future. Measures must be 
taken to save and use existing water wisely, and to 
manage resources to ensure water sustainability. If 
necessary measures are not taken in light of such 
information, it is believed that stress on existing 
resources will increase and water will not be adequate for 
people in the future. The pre-service science teachers, -
who participated in this research-, draw attention to the 
subjects mentioned in the literature.  



 
 

 
 

 
 
 
 

In their study, Ergin et al. (2009) found that after the 
administration of water education known as “water 
school” 70% of undergraduates believed that the water 
supply will be inadequate, compared with 90% prior to 
the administration of “water school”. This finding indicates 
that pre-service science teachers and undergraduates 
have realistic knowledge about water conditions in the 
world and in our country, and change their opinions after 
receiving water education.  

According to the research findings of this study, a large 
majority of the pre-service science teachers stated that 
the next generations will experience water problems due 
to a low ratio of usable water, a lower amount or 
disregard of relevant education, subconscious use of 
water and population growth. Furthermore, the pre-
service science teachers identified an increase in conta-
gious diseases, difficulty finding clean water; and water 
shortages among the future water-related problems. 

Among the research participants in this study, many 
believed that if the subconscious use of water continues 
and if necessary measures are not taken, water-related 
problems may occur. These pre-service science teachers 
think that the water problems that may be experienced by 
the next generations may be worsen. A smaller number 
of the pre-service science teachers stated that problems 
might be encountered over a longer timeframe.  

Research results by Akın (2007) address the fact that 
Turkey, which is in a position experience water shortages 
for reasons including an increase in population and 
industrialization and, the expansion of the use of 
agricultural fertilizers and drugs, will face irreparable and 
irrevocable water problems in 20 to 30 years. In this 
study, the pre-service science teachers addressed topics 
such as the increase in the human population and 
environmental pollution that might lead to future water-
related problems. 

The following recommendations are submitted based 
on the results of the research which aimed to develop 
awareness among pre-service science teachers through 
water education, 
 
 
Research Recommendations 
 
1. This study was implemented using a one-group post-
test and pre-test mode. The execution of the study with 
test and control groups in the pre-test and post-test 
research model would increase its intrinsic validation.  
2. This research was implemented with the participation 
of pre-service science teachers. Activities should be 
designed according to the ages and levels of 
undergraduates, and research and practices should be 
performed with different ages of undergraduate groups. 
The variety of this type of research should  be  increased,  
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and similar research should be compared and evaluated. 
3. This research should be applied to more homogenous 
groups, and the effects of demographic variables should 
be examined.  
 
 
Practical Recommendations 
 
1. Topics such as the significance of water, water and 
health, water conditions in the world and in our country, 
and attitudes during water use must be described more 
clearly and in more detail in textbooks. Because water 
gains are discussed primarily in science and technology 
courses, water should also be discussed primarily in 
those courses.  
2. In this course, practical activities must be included to 
cause pre-service science teachers to change their 
attitudes toward water saving. Laboratory activities, trips 
and projects related to water saving will make their 
learning and awareness more permanent.  
3. In universities, projects may be prepared to enhance 
awareness of water sustainability in the community 
service application course given to pre-service science 
teachers.  
4. A Water Knowledge Test, Water Consumption 
Behavior Scale and Water Attitude Scale have been 
developed by the researchers to determine the efficiency 
of water education. The scales developed for this 
research could be used for future research. 
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Elicitation of pre-service physical education teachers’ attitudes towards computer technologies seems 
to be of great importance to satisfy the conditions to be met for the conscious and effective use of the 
technologies required by the age to be used in educational settings. In this respect, the purpose of the 
present study is to investigate pre-service physical education teachers’ attitudes towards computer 
technologies and the relationship between these attitudes and some variables. The study was 
conducted with the participation of 5120 students from 49 different universities of Turkey offering 
education in the field of Physical Education and Sports in their Schools of Physical Education and 
Sports in 2010-2011 academic year. In the study designed in the survey model, an Information form 
developed by the researcher to get information about the demographics of the participants and 
Computer Technologies Attitude Scale developed by Pala (2006) were used as data collection 
instruments.  The reliability of the scale was calculated with Cronbach alpha coefficient and found to be 
.87. At the end of the study, it was concluded that the pre-service teachers’ attitudes towards computer 
technologies are positive. Moreover, it was found that these attitudes change depending on the 
duration of computer possession and level of computer use but do not change depending on having a 
personal computer and frequency of computer use.  
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INTRODUCTION 
 
In today’s world, use of technology has turned out to be 
an obligation; hence, individuals must acquire some 
information, skills, habits and attitudes to adapt 
themselves to rapidly changing technology, understand 
technology, become technology literate and take the 
advantages of technology (Fuller, 2000; Doğan, 2009). 
Through education, people are enabled to have access to 
information, arrange, evaluate and present it so that they 

can communicate effectively (Akkoyunlu, 1995). Thus, for 
an effective education and instruction to occur, effective 
and permanent learning and teaching environments need 
to be constructed by using educational technologies 
(Yılmaz et al., 2010). Among the advantages brought 
about by the use of technology in education is provision 
of multiple learning environments, satisfaction of 
individual needs of learners and raising learners’ interest 
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in lesson by drawing their attention (Yalın, 2003). 
Individuals educated in such an environment will be able 
learn in an environment where most of their senses are 
involved in learning and develop their computer 
technology information and skills and their computer 
literacy. 

Education of technology literate individuals can be 
possible through the institutions creating integration 
between learning-teaching processes and the existing 
technologies (Andoh, 2012). Therefore, educational 
institutions should integrate information and communi-
cation technologies into their curriculums and classroom 
applications (Tomei, 2005). There are many factors 
affecting the correct integration of computer technologies 
into the education setting. Yet, the most important factor 
is the behaviors supporting or preventing the use of 
educational technologies by teachers in learning and 
teaching process (Hsu et al., 2007; Teo et al., 2008; 
Yılmaz and Alıcı, 2011). The factors related to the use of 
educational technologies by teachers are grouped as 
internal and external factors (Chai and Khine, 2006; İlhan 
et al., 2013). Factors such as availability of computer 
technologies and education policies make up the external 
factors and factors such as educational philosophy 
adopted by the teacher, motivation and attitudes of the 
teacher towards educational technologies and self-
efficacy constitute the internal factors (Van Braak, 2001; 
Galanouli et al., 2004; Ertmer, 2005; Ercan and Özdemir, 
2006; Hasan, 2006). Influencing external factors is easier 
than affecting internal factors as they take long time to 
change and they are more challenging to change. 

Among the internal factors affecting teachers’ use of 
educational technologies, attitudes towards educational 
technologies are the most important one (Andoh, 2012; 
Kutluca and Ekici, 2011). Attitudes towards educational 
technologies have some influences on teachers’ prefe-
rences for use of educational technologies in learning 
and teaching process (Yılmaz and Alıcı, 2011). When the 
relationship between teachers’ attitudes towards 
educational technologies and the use of educational 
technologies in learning and teaching process is examin-
ed, it is seen that the teachers having more positive 
attitudes make more use of educational technologies 
(Hsu et al., 2007; Teo, 2008; İlhan et al., 2013). 
In developing societies, the task of teachers is not only to 
relay the existing knowledge but also to follow 
innovations and developments continuously and inform 
students about these developments. In this connection, 
teachers should be professionals making effective use of 
educational technologies in education and continuously 
renewing themselves (Dargut and Çelik, 2014). There-
fore, the task of teacher training institutions is to educate 
pre-service teachers who can understand the importance 
of technology in life and education and have the skill and 
self-confidence necessary to make effective use of 
technology in teaching process (Erdemir et al., 2009). 

Teachers’ perception of technology is of great 
importance for them to make effective and efficient use of 

 
 
 
 
technology in their courses (Koç, 2004; Çelik and 
Kahyaoğlu, 2007). Hence, first thing necessary for 
teachers to take advantages of technology in their 
classes is their adopting technology and following 
technological developments closely and for this to 
happen, they need to exhibit positive attitudes towards 
technology (Şahin and Akçay, 2011). Use of educational 
technologies is important to improve the quality of sports 
education and for pre-service teachers to see good 
models about how to correctly use educational technolo-
gies for teaching purposes (Roblyer, 2003; Koç, 2004; 
Demirel, 2006). Among the educational technologies 
used in educational settings, computer-assisted teaching 
comes to the fore. It was reported that computer-assisted 
teaching has a significant effect on the enhancement of 
achievement (Yalçınalp et al., 1995; Hacker and Sova, 
1998; Chang, 2002). In addition to improving achieve-
ment, computer-assisted learning contributes to the 
development of higher thinking skills and as a result, 
students learn by comprehending rather than memorizing 
(Renshaw and Taylor, 2000). Today, it is necessary to 
educate pre-service physical education teachers who 
have information and skills needed to make effective use 
of computer technologies while conducting instructional 
activities in their classes. 

The purpose of the present study is to elicit the pre-
service physical education teachers’ attitudes towards 
computer technologies. For this purpose, answers to the 
following questions were sought: 
 
1-Does the state of having a personal computer 
significantly affect the pre-service physical education 
teachers’ attitudes towards computer technologies? 
2-Does the duration of computer possession significantly 
affect the pre-service physical education teachers’ 
attitudes towards computer technologies? 
3-Does the frequency of using computer significantly 
affect the pre-service physical education teachers’ 
attitudes towards computer technologies? 
4-Does the level of computer use significantly affect the 
pre-service physical education teachers’ attitudes 
towards computer technologies? 
 
 
METHODOLOGY 
 
The sampling of the present study conducted in survey method 
constitutes the entire universe including 5120 students from 49 
different universities of Turkey offering education in the field of 
Physical Education and Sports in their Schools of Physical 
Education and Sports in 2010-2011 academic year. The 
participation was on voluntary basis. Purposive sample method was 
used in this research. 
 
 
Data collection 
 
As data collection instruments, an Information form developed by 
the researcher to get information about the demographics of the 
participants and 43-item Computer Technologies Attitude Scale 
developed by Pala (2006) were  used.  The  reliability  of  the  scale 
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Table 1. t-test results related to scores of the pre-service physical education teachers taken from the attitude scale 
depending on the possession of a personal computer.  
 

Possession of a personal 
computer n Mean Sd Df t p 

Yes 3358 156.04 19.90 5118 .637 .524 
No 1762 155.67 19.66    

 
 
 

Table 2. t-test results related to scores of the pre-service physical education teachers taken 
from the attitude scale depending on the duration of computer possession.  
 

Duration of computer possession n Mean Sd df t p 
1-4 years 2230 154.62 19.63 5118 4.080 .00 
5 years or more 2890 156.90 19.91    

 
 
 
was calculated in IBM SPSS 21.0 program package with Cronbach 
Alpha coefficient formula and was found to be .87. This coefficient 
shows that the scale is reliable and suitable for application. In order 
to establish the validity of the scale, experts opinions were sought 
about whether the items in the scale measure the target attitudes. 
In the scale, there are five options being “Strongly Agree”, “Agree”, 
“Undecided”, “Disagree” and “Strongly Disagree”. Scoring for the 
positive items is from 5 to 1 and for the negative items, in reverse 
order. The lowest score to be taken from the attitude scale is 43 
and the highest score is 215. If the score taken from the attitude 
scale is 43-77, it means “Strongly Disagree”; if it is 77-111, then it 
means “Disagree”; 112-145 “Undecided”; 146-179 “Agree” and 180-
215 “Strongly Agree”. Therefore the scale is 5-likert type one’; it 
was considered in five main categories. For defining the category 
domains, the possible lowest point (43) is subtracted from the 
possible highest point (215) that can be obtained from the scale 
and the point is divided into 5 as it is the number of categories. By 
adding the obtained point (34.4) to the lowest point (34.4), domain 
points are obtained.The data collection tool was administered to the 
pre-service physical education teachers in the sampling of the study 
after granting the required permissions in 2010-2011 academic 
year. How you say 43-77 are strongly disagree or 146-179 are 
agree.  
 
 
Data analysis 
 
The data collected with the scale were analyzed by using IBM 
SPSS 21.0 program package.  Independent samples t-test was 
used to test whether there is a significant difference in the pre-
service teachers’ attitudes towards computer technologies depend-
ing on possessing a personal computer and duration of computer 
possession and One-Way ANOVA was employed to test whether 
there is a significant difference in the pre-service physical education 
teachers’ attitudes towards computer technologies depending on 
the level of computer use and frequency of computer use. 
 
 
RESULTS 
 
In this section, the findings of the analyses conducted to 
determine whether there are significant differences in the 
pre-service physical education teachers’ attitudes 
towards computer technologies based on some variables 
are presented. As can be seen in Table 1, 3358 of the 
pre-service teachers have their personal computers and 

1762 do not have their personal computers. The results 
revealed by t-test show that there is no significant 
correlation between the pre-service physical education 
teachers’ attitudes towards computer technologies and 
their possession of a personal computer [t(5118) = .637, 
p>.05]. Yet, it is seen that the attitudes of the pre-service 
teachers having a personal computer ( X =156.04) are 
more positive than those of the pre-service teachers not 
having a personal computer ( X = 155.67). As can be 
seen in Table 2, 2230 of the pre-service teachers have 
had a personal computer for 1-4 years and 2890 of them 
have had a personal computer for five years or more. The 
results revealed by t-test show that there is a significant 
correlation between the pre-service physical education 
teachers’ attitudes towards computer technologies and 
the duration of computer possession [t(5118) = 4.080, 
p<.05]. Thus, it can be argued that the duration of 
computer possession has a significant influence on the 
students’ attitudes towards computer technologies. The 
difference favors the pre-service teachers having a 
computer for five years or more. 

As can be seen in Table 3, 2541 of the pre-service 
physical education teachers use computer every day, 
1387 of them use computer 2 or 3 days in a week, 531 of 
them use computer a day in a week, 211 of them use 
computer a day in a month. When the pre-service 
physical education teachers’ scores taken from the 
attitude scale are examined, it is seen that the highest 
mean in relation to frequency of computer use is 156.54 
“Two or three days in a week”, and the lowest mean is 
153.73 “A day in a month”.  ANOVA results show that 
there is no significant correlation between the pre-service 
physical education teachers’ attitudes towards computer 
technologies and their frequency of computer use [F(3-5116) 
= 1.599, p>05]. That is, the students’ attitudes towards 
computer technologies do not significantly vary based on 
their frequency of computer use. 

When the pre-service physical education teachers’ 
level of computer use is examined in Table  4,  it  is  seen  
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Table 3. ANOVA results related to scores of the pre-service physical education teachers taken from the attitude scale 
depending on the frequency of computer use.  
 

Variable  n Mean Sd 

Frequency of computer 
use 

Every day 2541 155.67 20.30 
2 or 3 days in a week 1837 156.54 19.12 
One day in a week 531 155.72 19.41 
One day in a month 211 153.73 20.39 

Variance 
source Mean rank df Sum of 

ranks F p 
Differ
ence 
LSD 

Between-groups 1884.82 3 628.275 1.599 .187 
---- 

 
Within-groups 2009698.19 5116 392.826  

 Total 2011583.01 5119  
 
 
 

Table 4. ANOVA results related to scores of the pre-service physical education teachers taken from the attitude scale 
depending on the level of computer use.  
 
Variable  n Mean Sd 

Level of computer 
use 

(1)Not good 767 154.74 19.50 
(2)Good 3359 156.84 19.44 
(3)Very good 994 153.67 21.08 

Variance Source Mean Rank df Sum of 
Ranks F p Difference 

LSD 
Between-groups 8971.41 2 4485.70 11.462 .000 

1-2; 2-3 
 

Within-groups 2002611.60 5117 391.36  
 Total 2011583.01 5119  

 
 
 
that 767 of the pre-service teachers stated that it is “Not 
Good”, 3359 of them stated that it is “Good” and 994 of 
them stated that it is “Very Good”.  It was concluded that 
great majority of the pre-service physical education 
teachers are good at computer use and the number of 
the pre-service teachers who are not good at computer 
use is low. According to the results of ANOVA, there is a 
significant correlation between the pre-service physical 
education teachers’ attitudes towards computer technolo-
gies and the level of computer use [F(2-5117) = 11.462, 
p<.05]. According to the scheffe test results, the level of 
computer use of the pre-service physical education 
teachers has a significant influence on their attitudes 
towards computer technologies. This correlation stems 
from the relationship between “Not Good” and “Good” 
and “Good” and “Very Good”. 
 
 
DISCUSSION  
 
There is no significant correlation between the pre-
service physical education teachers’ attitudes towards 
computer technologies and their possession of a 
personal computer. It was found that the possession of a 
personal computer does not have a significant effect on 

their attitudes towards computer technologies. In light of 
this finding, it can be argued that even if the pre-service 
physical education teachers do not have a personal 
computer, their attitudes towards computer technologies 
do not significantly change. Yet, when the attitude scores 
of the pre-service teachers having a personal computer 
were compared with the pre-service teachers not having 
a personal computer, their scores were found to be 
higher. In this respect, the possession of a personal 
computer, though not significantly, affects the pre-service 
physical education teachers’ attitudes towards computer 
technologies. This may be because the pre-service 
teachers having a personal computer have greater self-
confidence in the use of computer technologies. This 
finding concurs with the findings reported by İpek and 
Acuner (2011), Şahin and Akçay (2011), yet, does not 
concur with the finding reported by Berkant (2013). 

There is a significant correlation between the pre-
service physical education teachers’ attitudes towards 
computer technologies and duration of computer 
possession. The significant difference among the pre-
service physical education teachers favors those having 
a computer for five years or more. It was concluded that 
the longer the possession of a computer is, the stronger 
the  attitudes  towards  computer  technologies  are.  This  



 

 
 
 
 
may be because over time the pre-service physical edu-
cation teachers get more accustomed to the computer 
software and hardware, they improve their computer 
skills and accordingly the negative situations they 
experience with the computer decrease and their self-
confidence increases. In this regard, an increase in the 
duration of computer possession contributes to the 
development of positive attitudes towards computer 
technologies. This finding is supported by the findings 
reported by Berkant (2013). 

There is no significant difference between the pre-
service physical education teachers’ attitudes towards 
computer technologies and their frequency of computer 
use. Thus, it can be argued that the frequency of 
computer use does not have a significant effect on the 
pre-service teachers’ attitudes towards computer techno-
logies. This finding is parallel to the finding reported by 
Oktay and Çakır (2012). However, it was also found that 
the pre-service teachers using computer 2 or 3 days in a 
week have more positive attitudes, though not significant, 
than the pre-service teachers using computer every day 
and those using it a day in a month. Thus, too much or 
too little use of computer has negative impact on the 
attitudes towards computer technologies. This may be 
because when the computer is used too frequently, the 
user may feel bored and when used rarely, the user may 
feel himself/herself distant from it and accordingly their 
interest in computer technologies may decrease and they 
feel indifferent to them.  

It was found that the pre-service physical education 
teachers’ level of computer use was found to be good. 
This can be interpreted as the pre-service teachers can 
use computer and make good use of it to have access to 
information in today’s technology age. A significant 
correlation was found between the pre-service physical 
education teachers’ attitudes towards educational 
technologies and their level of computer use. In the 
connection, a significant difference was found between 
the pre-service physical education teachers whose level 
of computer use is “not good” and “good” and “good” and 
“very good”. It was understood that the difference 
between “not good” and “good” is in favor of “good” and 
the difference between “good” and “very good” is in favor 
of “good”. In light of these findings, it can be argued that 
the pre-service physical education teachers’ level of 
computer use is effective on their attitudes towards 
computer technologies. And the difference favors the 
students having “good” level of computer use and this 
may be because the pre-service teachers whose level of 
computer use is “very good” may have excessive self-
confidence and this may have negative effect on their 
attitudes and those whose level of computer use is “not 
good” may have low motivation and low self-confidence; 
hence, they may have weaker attitudes towards com-
puter technologies. These findings concur with the 
findings reported by Kışla (2008) and Berkant and 
Efendioğlu (2010).   
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RECOMMENDATIONS 
 
Based on the findings of the present study, the following 
suggestions can be made:  
 
1. The availability of computers to pre-service physical 
education teachers should be enhanced and policies 
should be put into effect to make computer technologies 
accessible to everyone.  
2. The duration of computer use of pre-service physical 
education teachers should be increased and they should 
be encouraged to be in technology-intense environments.  
3. The frequency of computer use should be neither too 
much nor too little, educational environments enabling 
pre-service physical education teachers to have 
computer at adequate level in their lives.  
4. As the level of computer use that is very good or not 
good deteriorates pre-service physical education 
teachers’ attitudes towards computer technologies, 
education required of pre-service physical education 
teachers to meet their technology needs and be useful to 
the environment in which they are present should be 
given.  
 
 
LIMITATIONS OF THE RESEARCH AND DIRECTIONS 
FOR FUTURE RESEARCH 
 
The present study investigating the pre-service physical 
education teachers’ attitudes towards computer technolo-
gies in relation to some variables (possession of a 
personal computer, duration of computer possession, 
frequency of computer use and level of computer use) did 
not take the students from other departments except for 
physical education department into consideration. Future 
research may look at students from other departments of 
teacher training. The present study is limited to 
undergraduate pre-service physical education teachers. 
Post-graduate students and academicians can also be 
included in similar studies. In order to increase the 
reliability and validity of the present study wider sampling 
including pre-service teachers from other departments 
can be studied.  
 
 
Conclusion 
 
At the end of the study, it was concluded that the pre-
service physical education teachers have positive 
attitudes towards computer technologies. Moreover, it 
was found that possessing a personal computer and fre-
quency of computer use do not have significant influence 
on the pre-service physical education teachers’ attitudes 
towards computer technologies. However, duration of 
computer possession and level of computer use have 
significant influence on the pre-service physical education 
teachers’ attitudes towards computer technologies. Finally, 
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it was found that too much or too little use of computer 
has negative effect on the students’ attitudes towards 
computer technologies.  
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Studies in chemistry education show that chemistry topics are considered as abstract, complicated and 
hard to understand by students. For this reason, it is important to develop new materials and use them 
in classes for better understanding of abstract concepts. Moving from this point, a student-centered 
research guided by a teacher was conducted by constructing models for teaching chemical bonds. A 
one-group pre-test – post-test design was used in the study (weak experimental design). A study guide 
was prepared on the topic of chemical bonding and was used to teach the topic to freshman students in 
General Chemistry II class. An achievement test on chemical bonding was taken by students before and 
after the study. Statistical analysis of the results has shown that the study guide enhanced students’ 
understanding of chemical bonding concepts. Additionally, some misconceptions in the topic reported 
in literature were not observed in the study group. 
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INTRODUCTION 
 
In their study concerning the sturctures and properties of 
molecular and ionic compounds, Butts and Smith (1987) 
have found that students confused ionic and covalent 
bonds and thought that sodium chloride was a molecule 
in which sodium and chloride atoms were bonded 
covalently. In another study on covalent bonds, Peterson 
et al. (1989) found out student misconceptions about 
bond polarity, molecular structure, inter-molecular bonds 
and the octet rule.  Raymond et al. (1989) also reported 
similar misconcepitons about bond polarity, molecular 
structure and polarity, intermolecular forces and the octet 
rule. 

In her study concenrning misconceptions in chemical 
bonding, electronegativity and molecular structure, Nicoll 
(2001) found that students could not define covalent 
bonding correctly and confused ionic, covalent and 
hydrogen bonds. Coll and Taylor (2001) presented 
students with examples of metallic, ionic and covalent 
materials and asked them to identify the types of bonds in 
these materials. At the end of the study, they found 
several students’ misconceptions that intermolecular 
covalent bonds were weak bonds, polar covalent 
compounds were charged, and hydrogen containing 
compounds like HCl were ionic. 
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LITERATURE REVIEW 
 
In a study concerning conceptual understanding of bond 
polarity, molecular polarity, VSEPR theory, Lewis struc-
ture and molecular structure, it was found that university 
students could not identify the relationship between bond 
polarity and molecular polarity, could not determine 
wheteher a molecule was polar or nonpolar, and 
assumed that lone pair electrons did not have effect on 
the molecular geometry of the molecule (Yılmaz and 
Morgil, 2001). 

In a study on chemical bonds, Ünal et al. (2002) 
identified several misconceptions. Students assumed 
that: (a) the hydrogens in ammonia were at equal 
distance to each other and the bond angles were 120o, 
(b) the geometry of the water molecule was linear, (c) 
carbondioxide molecule was polar, (d) there could not be 
a hydrogen bond betwen a hydrogen and a sulfur atom, 
(e) the chemical bond in hydrogen chloride was an ionic 
bond or a hydrogen bond, (f) bond length and bond 
angles would increase since molecules move apart from 
each other with increasing temperature. 

In another study concerning covalent bonds, Ürek and 
Tarhan (2005) reported that students thought HCl was an 
ionic compound, nitrogen yielded covalent molecules by 
forming five chemical bonds, covalent bonds are formed 
by transfer of electrons between two nonmetals, mole-
cules with nonpolar covalent bonds were neutral whereas 
those with polar covalent bonds were charged, molecules 
were formed via covalent bonding of identical atoms, 
compounds were the smallest entities made up of 
different atoms that bonded via ionic bonds, there shoud 
be double covalent bond between oxygen and hydrogen 
atoms in hydroxide ion. Misconceptions about chemical 
bonds that university students have identified in a study 
by Özmen (2007) include the ideas that in all covalents 
bonds electrons are shared equally, lone pair electrons 
on all atoms that are not involved in chemical bonding 
determine the polarity of bonds, molecular geometry is 
determined by repulsive forces between bonding 
electrons and not by nonbonding electron pairs, polarity 
of a molecule is due to the nonbonding electrons. Fruio 
and Calatayud (1996) conducted research on how 
university students understood molecular geometry and 
polarity. The students were found to have difficulty in 
drawing Lewis structures of molecules, determining the 
central atoms and distributing the unshared electrons to 
the atoms in the molecule. The researchers also 
investigated ways of eliminating the misconceptions, and 
concluded that three dimensional models need to be 
used in teaching polarity and molecular geometry. 

According to Ingham and Gilbert (1991), a model is a 
simplified presentation of a system, which emphasizes 
the typical features of the system. This simplified presen-
tation could be enriched with examples relevant to the 
system. Harrison and Treagust (1998) proposed that as 
an advanced thinking process, modelling should be 
included in science teaching curricula.  

 
 
 
 

In general, models are used in situations where direct 
observations can not be made when scaling is needed 
even though direct observations are possible. Models 
could be defined as natural processes employed by 
scientists during the course of a study and the scientific 
outcomes developed as a result of these processes 
(Cartier, et al., 2001). From this point of view, a scientific 
model could be represented and processed in mind, 
possessing special conditions of its own. It explains 
issues related with a problem and sheds light onto the 
relevant interpretations made. 

Another important feature of the scientific models is 
their potential to provide better explanations upon conti-
nuos use. Moreover, they can be improved, expanded 
and enriched through extension or combination with other 
models.  For instance, in 1803 Dalton’s atomic model 
could explain the conservation of mass in a chemical 
reaction but could not provide sufficient explanation of 
new information regarding the atom. In 1897 Thomson 
proposed the plum pudding model as a model of the 
atom demonstrating distribution of the negative charges 
in a positively charged cloud. In 1911, Rutherford made a 
series of experiments to test Thomson’s atomic model. 
The results were contradictory to the plum pudding model 
and therefore he thought that the mass and the positive 
charges were located in the center of the atom, and he 
named this center as the nucleus. Nevertheless, 
Rutherford’s model could not provide explanation about 
the movement of the electrons and the fact that they 
never collapsed into the nucleus. In 1913, Bohr proposed 
the atomic model named after his name based on the 
hydrogen atom and the behavior of some single electron 
ions. This model also fell short of explaining the 
behaviors of multielectron atoms. Today’s modern atomic 
theory was proposed with contributions from Schrödinger 
and Heisenberg (Petrucci et al., 2005). The evolution of 
the atomic model is an excellent example demonstrating 
the adaptability and limitations of models in explaining a 
phenomenon, and their potential for shedding light onto 
new research. Because of these features, scientific 
models are not only desired products but also a guide for 
future studies. If scientific models are involved in 
curricula, students will have the opportunity to better 
learn the concepts associated with a particular discipline 
as well as observe how scientific knowledge is developed 
and evaluated (Ünal, 2006). 

Researchers mentioned above have shown that stu-
dents did not understand chemical bonds very well which 
were among the fundementals of chemistry and had 
some misconceptions about them. It was recommended 
to benefit from 3-dimensional models to teach chemical 
bond concepts better (Lam-Leung and Albert, 1993; Furio 
and Calatayud, 1996; Gupta and Brahm, 1999; Özkan, 
2000; Morgil et al., 2002). 

Although there are a lot of studies in which modelling is 
used to teach abstract science concepts, the number of 
studies where modelling is used as a means to overcome 
the misconceptions in  chemical  bonds  is  comparatively  
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Figure 1. Na atom, Na+ ion that lost an electron, Cl atom, Cl- ion that gained an electron, and NaCl and CsCl molecules 
made with play dough and toohpicks. 

 
 
 
less. The aim of this study is to reduce the 
misconceptions about chemical bonds in literature in the 
study group.  
 
 
METHOD 
 
Guide material 
 
Chemical Bonds: In an introduction to chemical bonds, students’ 
prior knowledge about the octet rule, valence electrons, ionization 
energy and electronegativity was assessed in the classroom 
environment via question-answer technique and any missing 
knowledge was addressed. Some of these defintions include (a) 
chemical bonds form due to changes in electron distrubution when 
atoms combine; in other words, chemical bonds are the attractive 
forces that hold the atoms together in molecules (Mortimer, 1997). 
The interaction between two atoms to form a molecule is defined as 
a chemical bond (Erdik and Sarıkaya, 2000). Chemcial bonds in 
general are known as the attractive forces that hold chemical 
species like atoms, ions and molecules together in chemical 
compounds (Sarikaya, 1997). The definition of chemical bonds was 
once again clarified to the students as being the electrostatic 
attractive force holding atoms together. It was explained that by 
chemical bonding, the elements all over the world form stable 
diatomic or polyatomic molecules through which a lower energy 
level is attained and this is a desired process resulting in formation 
of numerous compounds and molecules in our life. Some chemical 
bonds were explained by using models.  
 
Ionic bond: Ionic bond forms as a result of electrostatic attraction 
between ions of opposite charge. The structure of ionic compounds 
is explained by the packing of the ions. Both intra and 
intermolecular bonding in ionic compounds is ionic. Metals become 
positively (+) charged by losing electrons while non metals gain 
electrons and become negatively (–) charged. The positive and 
negative charges formed in this way strongly attract each other. 
This attraction results in ionic bond formation. In compounds formed 
by transfer of electrons, the number of electrons lost should be 
equal to the number of electrons gained.  NaCl, K2S MgS, BaCl2 
could be given as examples of ionic compounds.  For a better 
understanding and comprehension of the topic, students were 
asked to make representative Na atom, Na+ ion that lost an 
electron, Cl atom and a Cl- ion that gained an electron from color 
paper under the guidance of the teacher. Additionaly, they were 
asked to make NaCl and CsCl molecules by using play dough and 
toothpicks to better understand ionic bonding. The ionic bonding 
models built by the students are shown in Figure 1. 

 
 
 

 

 

CH4 

 
 
Figure 2. CCl4 and CH4 molecules. 

 
 
 
Covalent bond: It is formed by sharing an electron pair between 
atoms. The bonding force is the attractive force between shared 
electrons and the positive charge in the nucleus of the atoms. The 
chemical bonds in H-H and Cl-Cl are fully covalent because the 
electrons that make up the bond are equally shared between the 
atoms. This type of bond is defined as nonpolar covalent bond. In 
some covalently bonded molecules, bond electrons are attracted 
more strongly by one of the atoms and as a consequence electron 
density shifts toward that atom. This situation is defined as either 
the partial ionic character or the polarity of the bond. For example, 
in molecules formed by different atoms like H-Cl, the electrons of 
the covalent bond are pulled stronger by one of the atoms and the 
other atom becomes relatively positively charged. This type of 
chemical bond is known as polar covalent bond. 
 
a) Nonpolar covalent bond is the chemical bond formed between 
identical atoms. Hydrogen is a nonmetal and tends to complete its 
valence electrons to two to achieve the electron configuration of the 
nearest noble gas helium. Likewise, chloride tries to attain eight 
valence electrons to resemble the nearest noble gas argon. Under 
these circumstances, what kind of chemical bond holds the atoms 
together in H2, Cl2 molecules? Two hydrogen atoms form a 
chemcial bond by sharing their electrons, which is shown as H—H.  
As an activity, students were asked to make H2 and Cl2 molecules 
using color papers and to model the molecular geometry of H2, 
CCl4, CH4, F2 with play dough and toothpicks in an attempt to teach 
them the nonpolar covalent bond. The models made by the 
students are shown in Figure 2.  
 
b) Polar covalent bond: The chemical bond between different 
nonmetal atoms is called polar covalent bond. In other words, in 
this chemical bond, electrons are not shared equally between the 
atoms, thus,  polarization  in  the  electron  density  occurs.  Let  us  



 

494          Educ. Res. Rev. 
 
 
 

 
 
 
 

 

 

CH3Cl 
NH3 

 
 
Figure 3. Molecular geometry of CH3, NH3, HCl molecules. 

 
 
  

 
 

 

 
 

 
Figure 4. C2H4 molecule. 

 
 
 
explain the polarity over the HCl molecule. Hydrogen and chloride 
form a compound by sharing their electrons. The electronegativity 
(tendency to gain electron) of chloride is higher than that of 
hydrogen, therefore electrons are relatively closer to the chloride 
side. As a result, chloride becomes partially negatively (-) charged 
whereas hydrogen becomes partially positively (+) charged.  This 
phenomenon is known as polarization and the type of chemical 
bond is called covalent bond. As an activity, students were asked to 
build the models of HCl, CH3Cl, NH3 molecules with play dough and 
toothpicks with the purpose to better teach the polar covalent bond. 
The models made by the students are shown in Figure 3. 
 
Double and triple bonds: Atoms, when needed, complete their 
octets by forming double or triple bonds instead of a single bond. 
The chemical bonds formed by sharing two or three electron pairs 
are called double and triple bonds. In a C2H4 molecule, each C 
atom makes two C-H bonds and one C-C bond. However, p orbital 
of each of the C atoms remains unhybridized that is perpendicular 
to the plane of sp2 hybrid orbitals. The p orbitals overlap when two 
C atoms come side by side leading to an electron cloud above and 
below the C-C bond line to form a second C-C bond. The first C-C 
bond forms by head to head overlap of two sp2 hybrid orbitals and 
the second C-C bond forms by sideways overlap of two p orbitals.  
In this case, there are two kinds of bonds in the double bond of an 
ethylene molecule. The bond is called sigma bond if the electron 
density is on the bond axis connecting the atomic nuclei. If it is 
above and below the bond axis, then the bond is called pi bond.  In 
this activity, molecular geometry of the C2H4 and C2H2 molecules 
was modelled with play gough and toothpicks to teach the students 
about double and triple bonds. The C2H4 molecule  model  made  by 

the students is shown in Figure 4. 
 
Hydrogen bond: Nitrogen, oxygen and fluoride are the most 
electronegative elements; therefore the polarity of hydrogen 
compounds like NH3, H2O and HF is higher than that of other 
hydrogen conatining compounds of elements in the same groups. 
In addition, NH3, H2O and HF possess higher melting and boiling 
points than those of other hydrogen containing compounds of 
elements in the same groups, which is due to the fact that these 
molecules contain at least one nonbonding electron pair and one H 
atom bonded to a highly electronegative atom. Covalently bonded 
O, F and N atoms attract the H atom of the other molecule and the 
H atom forms a bridge enhancing the interaction between the two 
molecules. Because of the small size of the H atom, the molecules 
get so closer to each other that the interaction resembles a bond 
rather than a dipole-dipole interaction. This special bond is known 
as hydrogen bond. In the activity, students made H2O molecules 
using color papers and play dough to learn the concept of hydrogen 
bonding. The H2O molecules made by the students are shown in 
Figure 5. 
 
Molecular geometry: The valence shell electron pair repulsion 
theory allows the determination of molecular geometries. Hybridiza-
tion theory assumes symmetric distribution of valence shell 
electrons around the atoms in a molecule. It is assumed that the 
electrons are positioned as far apart as possible from each other in 
pairs around the surface of a sphere.  All bonding and nonbonding 
electrons of the central atom are taken into acount in the practical 
application of this theory. Molecule geotmetry could be different if 
there are nonbonding electrons.  Electron  pair  repulsion  theory  is  
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Figure 5. H2O molecules. 

 
 
  

 
 
 

 

 

 

  
 
Figure 6. Some models built by students in the molecular geometry activity. 

 
 
 
used in determination of molecular geometry of many molecules 
and ions.  
 
XY type moleceules (1A and 7A, 2A and 6A, 3A and 5A): 
Molecules and chemical bonds are polar. Molecule geometry is 
linear (bond angle 180o) 
 
XY2 type molecules: a) If X: 2A, Y: 7A or hydrogen; nonpolar 
molecules, polar chemical bonds and linear molecular geometry 
(bond angle 180o). Hybridization is sp. b) If X: 4A, Y: 2A or 6A; 
nonpolar molecule, polar chemical bonds and linear molecular 
geometry (bond angle 180o), sp hybridization. c) If X: 6A, Y: 1A or 
7A; polar molecule, polar chemical bonds and bent molecular 
geometry (bond angle 105o), sp2 hybridization. In this activity, BeCl2 
molecule was made from play dough to teach the XY2 molecular 
geometry. 
 
XY3 type molecules: a) If X: 3A, Y: 7A or hydrogen, nonplar 
molecule, polar bonds. Molecular geometry is trigonal planar (bond 
angle 120o), and hybridization is sp2 b) If X: 5A, Y: 7A or 1A, 

molecule and bonds are polar, molecular geometry is trigonal 
pyramidal (bond angle 107o), hybridization is sp3. In the activity, 
BeF3 molecule was made from play dough to teach the XY3 
molecular geometry. 
 
XY4 type molecules (CH4, SiF4, NH4

+, SO4
2- etc.), nonpolar 

molecule, polar bonds, molecular geometry is tetrahedral (bond 
angle 109.5o), hybridization is sp3. In the activity, CH4 molecule was 
made from play dough to teach the students XY4 molecular 
geometry (Figure 6). 
 
Data collection: In the study, a Chemical Bonds Achievement Test 
(CBAT) was developed which consisted of a total of 35 items 
including 20 multiple choice and 15 essay questions. After pilot 
studies were conducted with 45 prospective chemistry teachers, the 
test was revised. The number of multiple choice items was reduced 
to 14,  the number of open-ended questions was reduced to 10 and 
the final version of the test was prepared. The reliability coefficient 
(Kuder-Richardson 20) of the multiple choice test was calculated to 
be 0.75 in the pilot study. The pilot study was conducted  only  as  a 
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data collection tool, not for the guide material. 

The CBAT was applied to the study group twice as pre-test and 
post-test to measure the level of knowledge about chemical bonds. 
In the first part of the test, responses to essay questions were 
grouped into three categories as completely understood, partially 
understood, no undestanding/blank, and then percentages for each 
category were calculated (Ayas, 2002; Özmen et al., 2002). For the 
multiple choice part, Kuder-Richardson 20 reliability coefficient was 
computed as 0.72. Additionally, the validity of the CBAT was veri-
fied via the expert views of 6 faculty members at Marmara 
University and 8 chemistry teachers from various high schools in 
Istanbul. 
 
 
Example question 
 
Essay question: The central atom in CH4 and NH3 molecules have 
four electron pairs and both are sp3 hybridized. However, the CH4 
molecule has tetrahedral geomerty whereas NH3 has trigonal 
pyrimidal geometry. How would you explain this difference in 
molecular geometries?  
 

   
 

 
 
Multiple choice question: Which of the following statements is/are 
correct? 
 
I. Molecules with polar covalent bonds are charged whereas 
molecules with nonpolar covalent bonds are neutral.  
II. Molecules form by covalent bonding of identical atoms, whereas 
compounds form by ionic bonding of different atoms. 
III. HCl is an ionic compound because it dissociates into H+ and Cl- 
ions in water. 
a) I ve II          b) I ve III         c) II ve III          d) I, II ve III          e) 
none of the above 
 
 
Data analysis 
 
Statistical analysis of data was performed using SPSS 16.0 
software. In all statistical computations, a minimum of 0.05 confi-
dence level was used. One-Sample Kolmogorov-Smirnov test was 
conducted to check for normal distribution of the data. Normal 
distribution was observed in the essay data of the pretest 
administration. All other data did not show normal distribution. 
Therefore, the nonparametric Wilcoxon signed rank test was used 
for statistical analysis of data. In the analysis of the answers to the 
essay questions, the categorization involved the following labels 
and scores: understanding (2 points), partial understanding (1 
point) and incorrect understanding or no answer (0 point) (Özmen 
et al., 2002). The answers to the essay questions were evaluated 
based on the following criteria: Understanding; the responses using 
all or a great deal of existing knowledge to provide the expected 
answer for the question; partial understanding; responses that are 
acceptable but do not fully satisfy the expected answers; incorrect 
understanding; responses that fail to address the expected answers 
or responses that contain incorrect information; no answer; no 
responses are provided and the question is left blank. Based on this 
evaluation percentages were calculated. For the multiple choice 
questions, scoring was made as: correct answer-proper under-
standing (1 point), incorrect answer-incorrect understanding (0 
point), no  answer – no  understanding  (0 point).  The  percentages  

 
 
 
 
of the answers were also calculated for the multiple choice 
questions. 
 
 
Study (treatment) period 
 
The chemical bonding topic was covered in General Chemistry 
course in 4 weeks (4 h per week) by using the guide materials. 
Before the the study, a question – answer discussion session with 
all students’ participation was held in order to eliminate miscon-
ceptions about chemical bonding or to fill in the missing knowledge 
on the topic. This preparation activity was practiced for two class 
hours. The physical environment and all materials were provided by 
the researcher during the classroom activities. Considering the 
students’ academic achievement in general chemistry in the 2010-
2011 fall semester, by using the stratified random sampling method, 
10 groups were formed with 4 students in each group. The groups 
were informed about the guide material. During the implementation 
of the guide material, all activities performed by the groups were 
observed by the researcher and support was provided when 
necessary. 
 
 
RESULTS 
 
The data from the study group were tested by 
Kolmogorov-Smirnov test to determine if the data from 
the assigned groups show normal distribution. 

One-Sample Kolmogorov-Smirnov test results for the 
test data obtained from the study group are given in 
Table 1. According to the results, only the essay pretest 
data showed normal distribution, while data from all other 
tests did not show normal distribution. Therefore, analysis 
of the data was performed via the nonparametric 
Wilcoxon signed rank test. 

The results of the Wilcoxon signed rank test, conducted 
to find if there were any significant differences between 
multiple choice pretest and posttest scores, are sum-
marized in Table 2. The results showed that the mean 
rank of the multiple choice pretest questions was 0.00 
whereas it was 20.50 for the post-test. These results 
indicated a signficant difference between multiple choice 
pretest and postest scores ( z = -5.543; p < 0.05 ) in favor 
of the posttest scores. 

Responses to the multiple choice 14 questions in the 
post-test were grouped as correct, incorrect and blank, 
and percentages were calculated. The results are listed 
in Table 3. 

Table 3 indicates that the percentage of correct 
responses varied between 70 and 90%, and that of 
incorrect responses was between 5 and 25%. The ratio of 
the students who did not respond to the questions (e.g., 
left blank) was between 2.5 and 15% except for 
questions 3, 6 and 10. 

The results of Wilcoxon signed rank test, conducted to 
find if there were any significant differences between 
essay pretest and posttest scores, are summarized in 
Table 4. The results showed that the mean rank of the 
essay pretest questions was 0.00 and that it was 20.50 
for the post-test. Significant differences were detected 
between  scores   of   the   essay   pretest   and  posttest.   
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Table 1. Kolmogorov-Smirnov Z Test analysis of the distribution of data. 
 

 Multiple choice 
pretest 

Multiple choice 
posttest 

Essay 
pretest 

Essay 
posttest 

N 40 40 40 40 
Mean 2.220 11.420 4.980 16.220 
Kolmogorov – Smirnov Z 3.021 1.542 1.356 2.149 
p 0.000 0.017 0.0504 0.000 

 

Statistical significance is at the 0.05 confidence level. 
 
 
 

Table 2. Wilcoxon signed rank test results for multiple choice pretest and postest data. 
 
Multiple choice posttest and 
multiple choice pretest N Mean rank Sum of ranks z p 

Negative ranks 0a 0.00 0.00 

-5.543 0.000 Positive ranks 40b 20.50 820.00 
Ties 0c   
Total 40   

 

a. Multiple choice posttest  <  Multiple choice pretest; b. Multiple choice posttest  > Multiple choice pretest; c. Multiple 
choice posttest = Multiple choice pretest. 

 
 
 

Table 3. Precentages of responses to the multiple-choice questions in the posttest. 
 

Questions Correct 
(%) 

Incorrect 
(%) 

Blank (no response) 
(%) Questions Correct 

(%) 
Incorrect 

(%) 
Blank (no response) 

(%) 
1 85 10 5 8 72.5 17.5 10 
2 80 10 10 9 70 15 15 
3 75 25 0 10 90 10 0 
4 90 5 5 11 82.5 10 7.5 
5 85 10 5 12 77.5 15 7.5 
6 87.5 12.5 0 13 82.5 12.5 5 
7 77.5 20 2.5 14 85 12.5 2.5 

 
 
 

Table  4. Wilcoxon signed rank test results for essay pretest and postest. 
 
Essay posttest and 
Essay pretest N Mean rank Sum of ranks z p 

Negative ranks 0a 0.00 0.00 

-5.636 0.000 
Positive ranks 40b 20.50 820.00 
Ties 0c   
Total 40   

 

a. Essay posttest  < Essay pretest; b. Essay posttest  > Essay pretest; c. Essay posttest = Essay pretest. 
 
 
 
Considering the mean rank and the sum of the difference 
scores it becomes evident that this difference is in favor 
of the positive ranks, or the posttests (z = -5.536; p < 
0.00). 

Responses to the 10 questions in the essay post-test 
were categorized as full understanding, partial under-

standing and no understanding/blank, and percentages 
were calculated. The results are listed in Table 5. 

Table 5 indicates that the percentage of student res-
psonses with full understanding varied between 70 and 
80%, those with partial understanding varied between 7.5 
and 20%, and the responses with no  undestanding/blank  
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Table 5. Precentages of scores from the essay post-test which required written responses. 
 

Q
ue

st
io

ns
 

Fu
ll 

un
de

rs
ta

nd
in

g(
%

) 

Pa
rt

ia
l u

nd
er

st
an

di
ng

(%
) 

N
o 

un
de

rs
ta

nd
in

g 
/ b

la
nk

 
(%

) 

Q
ue

st
io

ns
 

Fu
ll 

un
de

rs
ta

nd
in

g 
(%

) 

Pa
rt

ia
l u

nd
er

st
an

di
ng

 
(%

) 

N
o 

un
de

rs
ta

nd
in

g 
/ b

la
nk

 
(%

) 

1 75 20 5 6 75 15 10 
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4 80 15 5 9 75 10 15 
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varied between 10 and 15%. 
 
Ionic bond: This concept was assessed with 5 
questions. Of these questions, one was essay type and 
the other 4 were multiple choice. Based on the responses 
to the essay question, the percentages for full 
understanding varied between 75 and 20%, and the 
percentage for partial understanding was 20%. The ratio 
for no understanding was negligible. Students were 
asked to define ionic bond with an example. The 
students’ understanding at full or partial level was found 
satisfactory. In the multiple choice part of the test, the 
percentage range of correct responses to the 4 questions 
related with ionic bonding was between 72.5 and 90.0%. 
 
Covalent bond: This concept was assessed with 6 
questions 3 which were essay type and the other 3 were 
multiple choice questions. The full understanding ratio for 
essay questions was 70-80% and the partial 
understanding ratio was 15%. The students’ level of 
understanding of the changes covalent bonds went 
through during a phase change as well as of the 
compound polarity and nonpolarity was found to be fairly 
high. In the second part of the test including three multi-
ple choice questions about covalent bonds, the range of 
correct answers was 75.0-82.5%. The rate of correct 
responses regarding a possible unequal distribution of 
electrons in covalently bonded compounds and the fact 
that molecules could be polar even if intramolecular 
covalent bonds are polar, was fairly high.  
 
Double and triple bonds: Three questions were asked 
to assess double and triple bonds knowledge. Two 
questions were essay type and one was multiple choice. 
The full understanding percentage range for the essay 
questions was 70-80%, and the partial understanding 

percentage range was 7.5-15.0%. Students’ responses 
were found highly accurate in explaining the differences 
in boiling points of compounds with respect to single, 
double and triple bonds. The correct responses 
percentage to the multiple choice question was 70%. 
 
Hydrogen bond: Hydrogen bond concept was assessed 
with 6 questions, 2 of which were essay type and the 
other 4 were multiple choice. In one of the essay 
questions, students were asked to predict and explain 
which one of acetaldehyde and acetone would dissolve in 
water given that both compounds included the same 
kinds of atoms. Full understanding and partial 
understanding levels for this question were 75 and 15%, 
respectively. In a similar question, the reason for the 
boiling point of ethanol being higher than that of dimethyl 
ether though the two molecules possessed similar 
moecular mass, was asked. Full undestanding rate for 
this question was 75% and that of partial understanding 
was 10%. The percentage range of the correct answers 
to the multiple question about this concept was between 
77.5 and 90.0%. 
 
Molecular geometry: Molecular geometry concept was 
assessed with 4 questions. Two of the qestions were 
essay type and other two questions were multiple choice. 
In one of essay questions, students were asked to 
explain why CH4 was tetrahedral and NH3 was trioganal 
pyramidal although the central atoms in both molecules 
had four pairs of electrons and both were sp3 hybridized. 
In the other question, students were asked to explain why 
BF3 had trigonal planar geometry, whereas NH3 was 
trigonal pyrimidal although their central atoms were each 
bonded to three hydrogens. The responses provided to 
these questions indicated 75% full understanding, and 
10% partial understanding. The range of correct answers  



 

 
 
 
 
for multiple choice questions was 80.0-82.5%. 
 
 
DISCUSSION AND CONCLUSION 
 
The subject of chemical bonds is the basis to learn many 
chemistry subjects, such as chemical reactions, chemical 
equilibrium, thermodynamics, and molecular structure. 
National and international studies, however, show that 
students describe this subject as an abstract topic and 
they have learning difficulties, which therefore result in 
misconceptions. The objective of this study was to 
achieve effective teaching of the concept of chemical 
bonds by means of models and avoid the misconceptions 
reported in the literature. 

As reported in previous research, students often 
confused ionic and covalent bonds and had various 
misconceptions, such as thinking that sodium chloride is 
a molecule composed of covalently bonded sodium and 
chloride atoms; compounds like HCl that contain 
hydrogen are ionic and involve one of the hydrogen bond 
or ionic bond (Butts and Smith, 1987; Nicoll 2001; Coll 
and Taylor, 2001; Yılmaz and Morgil, 2001; Ürek and 
Tarhan, 2005). On the other hand, the results of this 
study demonstrated that these misconceptions were at a 
negligible level among the participating students. 
Students were able to differentiate between compounds 
containing ionic and covalent bonds very accurately.  

In addition, studies on the understanding of chemical 
bonds have found that students were unable to define 
covalent bond and had misconceptions, including the 
views that intermolecular covalent bond was a weak bond 
and that polar covalent compounds were charged. Also, 
studies suggested that many students had difficulties in 
differentiating polar and nonpolar molecules, and thought 
that the chemical bond in the HCl molecule is an ionic or 
a hydrogen bond; covalent bond forms between two 
nonmetals by transfer of electrons; electrons are equally 
shared in all covalent bonds, and covalent bonds would 
form when atoms have similar electronegativities (Nicoll, 
2001; Coll and Taylor, 2001; Ünal et al., 2002; Ürek and 
Tarhan, 2005; Özmen, 2007). The students holding these 
misconceptions in this study were very rare and the 
occurrences were even negligible. About 80% of the 
students have accurately identified covalent bond 
containing compounds and have indicated that no 
changes occured in covalent bonds during phase 
changes. These results demonstrated that the students 
understood these concepts well. 

In previous studies, it was found that students drew the 
structure of H2O molecule as linear; thought that the HCl 
acid contained hydrogen bonds and misunderstood 
hydrogen bonds (Ünal et al., 2002; Nicoll, 2001). Though 
seen in past studies, these and similar misconceptions 
were found to be negligible among the students who 
participated in this study. In this study, the students were 
able to explain  accurately  the  reason  why  ethanol  had  
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higher boiling point than dimethyl ether despite both 
having the same molecular mass. While in general the 
boiling point increased with increasing molecular mass 
for acids of halogens in the order of HF, HCl, HBr, HI, the 
students explained the reason for the boiling point of HF 
being higher than that of HCl. When they were asked 
about the changes they expected to happen when water 
boiled, they responded that the disorder of water 
molecules would increase and the molecules would 
separate from each other as the intermolecular hydrogen 
bonds broke.  

In the literature, a number of misconceptions were 
found about molecular geometry including the ideas that 
the nonbonding electron pairs around the central atom 
had no effect on molecular geometry; molecular 
geometry was only due to the repulsion among the 
bonding electron pairs; bond angles in ammonia were 
120o and the hydrogens were at equal distance to each 
other; and water had a linear geometry (Yılmaz and 
Morgil, 2001; Özmen, 2007). In this study, as large ratio 
as 82.5% of the students has shown correct under-
standing of molecular geometry as being determined by 
both nonbonding and bonding electron pairs. About 85% 
of the students explained correctly why methane had 
tetrahedral and ammonia had trigonal pyramidal 
molecular geometry, despite the fact that both methane 
and ammonia molecules included four electron pairs 
around the central atom and both involved sp3 hybri-
dization. These results demonstrated that the molecular 
geometry concept was well understood among the 
students. Consistently, researchers have concluded that 
the use of three dimensional models was necessary in 
teaching molecular geometry (Fruio and Calatayud, 
1996).   

In the light of these results, the understanding of 
chemical bonding concepts was found to be at a high 
level when active learning was encouraged by building 
and using models. Students expressed that in this 
learning environment they found opportunity to imme-
diatley ask questions about the points they did not 
understand and that learning by using models was more 
enjoyable. Because of the abstract nature of the chemical 
bonding subject models were effective in teaching the 
concepts in a more tangible manner and in enhancing 
better understansding. 

As indicated in the literature review, teaching abstract 
subjects is difficult and students have conceptual under-
standing problems throughout the teaching process. For 
that reason, visual materials, computer animations, 
posters and models that will stimulate students’ minds 
are benefited when teaching abstract concepts since 
these materials induce more senses. Therefore, students 
do not forget the activities which they participate in 
actively and succesful learning environment is accom-
plished (Friedler and Tamir, 1990; Lam-Leung and Albert, 
1993; Gupta and Brahm, 1999; Özkan, 2000; Harrison 
and Treagust, 2000; Morgil et al,  2002).  In  our  study,  it  
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was found that students could understand the topic better 
by constructing models. 

Active and student-centered approaches entail 
teaching science concepts interactively with models and 
materials. In this manner, we hope that constructing 
models that are appropriate to the subject will increase 
academic achievement especially those that are related 
to science. This study will contribute to the fields of 
chemistry and science education. 
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The aim of this study is to make a list of accurate equivalents between Turkish and Arabic in order to 
help Arabic-speaking students learn Turkish as a second language, and offer teachers a guide to 
categorize and teach these lists. Equivalence between the different dialects of Turkish has been studied 
intensively by linguists.i However, a review of literature in teaching Turkish as a foreign language 
shows that accurate equivalence lists have not been built not only between Turkish and Arabic, but also 
between Turkish and other languages for use in second language teaching. This is what makes our 
study unique. Conducted to facilitate vocabulary teaching, this study will produce materials to be used 
by teachers of Turkish as a foreign language with foreign students. 
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INTRODUCTION
 
Based on the approaches developed worldwide regarding 
the teaching of Turkish as a foreign language, various 
institutions and organizations in Turkey have also begun 
to implement language teaching strategies and methods 
in a systemic way. Thus, a certain progress been made in 
Turkey regarding the teaching of Turkish as a foreign 
language. 

The Turkish language, which is currently distributed 
over a very large geographic region stretching from Asia 
to Europe, has, throughout its history, closely interacted 
with many other different languages, and continued its 
existence by continually strengthening and developing 
itself (Demirekin and Evat, 2013) One of the languages 
with which Turkish has interacted throughout its history is 
Arabic. For this reason, there is a considerably high 

number of direct equivalence between the Arabic and 
Turkish languages. 

Equivalence refers to the situation when a message or 
statement in a source language can be transferred to the 
target language in a manner that is very close or 
equivalent in terms of content and style. We can evaluate 
the strategies developed for ensuring equivalence by 
looking at the approaches used in translation studies.  

Translation experts have largely chosen to define the 
concept of equivalence through several qualifications. 
Jakobson (1959) used the term “situational” equivalence, 
Hatim and Mason (1990) through “lexical, textual, usage” 
equivalence. The most comprehensive and graded 
approach to translation regarding equivalence has been 
put forward by Baker (1992) in her book In Other Words. 
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She divided equivalence into five groups (Suçin, 2007); 
 
1- Equivalence at word level 
2- Equivalence above word level 
3- Grammatical Equivalence 
4- Textual Equivalence 
5- Pragmatic Equivalence 
 
Within the scope of this study, equivalences were 
evaluated at the level of words, which constitutes the first 
group. This evaluation was performed by forming lists of 
accurate equivalences between the Arabic and Turkish 
languages and within the scope of word acquisition. In 
translation science, accurate equivalence is defined as 
the situation in which a word from the source language 
has exactly or nearly the same meaning as a word in the 
target language (Newmark, 1988b).  

There is a big number of such words derived from 
Arabic and Farsi in the Turkish lexicon. It is possible to 
directly translate these words into the target language. 
For instance, it is possible to translate words from the 
Turkish dictionary such as müftü (a clergyman that 
preaches), mühim (important), and mühlet (time, period) 
directly into Arabic with no shift in meaning.. On the other 
hand, the English word television is televizyon in Turkish. 
Also these words can be translated one-to-one by 
establishing equivalence. The equivalence lists that are 
thus formed have the purpose of facilitating the word 
acquisition stage of second language education. 

In foreign language education, the importance of 
teaching words cannot be emphasized enough. In con-
trast to previous teaching methods, the teaching of words 
plays an important role in the communicative teaching 
method, which has been widely adopted in recent times. 
Words are the fundamental building blocks of communi-
cation. For this reason, to be able to communicate in a 
foreign language, a person learning a new language must 
also place emphasis on the learning of words.  

During the teaching of a foreign language, one of the 
elements which the learner must benefit from during word 
acquisition is equivalence – even though equivalences 
are not very common. In this context, the importance of 
equivalences in foreign language education has been 
emphasized in various studies. For example, Hall et al. 
(2009: 161) suggested that the similarity between a new 
word learned in a foreign language and a word from a 
previously known language has an important contribution 
to merging memory traces with the vocabulary of the new 
language. Based on this consideration; we have, while 
searching to answer the study problems, demonstrated 
with the relevant data the feasibility of forming direct 
equivalence lists between the Arabic and Turkish 
languages in particular. Then, as part of our second study 
problem, we evaluated the contribution of direct equiva-
lence lists on word acquisition during foreign language 
education. We determined that correct equivalence lists 
can facilitate word acquisition for an individual learning a  

 
 
 
 
foreign language, and thus contribute to expanding 
his/her vocabulary. In the discussions section, we 
evaluated the other possible contributions these lists 
might provide with regards to education. 

The concept of equivalence, an important issue in the 
teaching of Turkish as a foreign language, is also 
important in revealing the close relationship between 
source and target language particularly in translations. In 
previous studies, Ercilasun (1995) first mentioned the 
issue of transfer between dialect without using the term 
equivalence, Kara (2009) attempted to show the main 
problems in transfer between dialects, and Uğurlu (2004) 
gave a detailed account of word equivalency between 
dialects of Turkish. However, even though these studies 
offer theoretical information on equivalence, they are 
often geared towards shedding light on transfer problems 
between dialects of a language. In our study, we did not 
focus on equivalence between dialects, but between two 
different languages within the scope of teaching Turkish 
as a foreign language, thus giving originality to our study. 
Therefore, this study aims at leadership also in identifying 
accurate equivalents rather than the more commonly 
studied false equivalents. Previous work on Arabic is 
rather limited. Even though Suçin (2007) explains 
theoretical translation problems in his book entitled 
“Existing in Another Language/Equivalence in Arabic 
Translation”, he does not offer a list of accurate Arabic-
Turkish equivalents. İşler (1997) stated in his article 
“Negative transfer from Turkish on the semantic level 
when learning Arabic” that Arabic origin words that have 
undergone a meaning shift in Turkish cause problems for 
students learning Arabic as a foreign language. He 
identified the number of Arabic origin false friends in 
Turkish as 536 words and word groups. İşler (1996) 
mentions the negative transfer from Turkish to Arabic on 
the semantic level. It should be noted that these studies 
do not mention accurate equivalences between Arabic-
Turkish. Instead, they focus on false equivalents. 

Theoretical studies have shown that the issue was 
generally limited to dialects rather than two different 
languages, and that false equivalents were studied rather 
than accurate ones. Equivalence needs to be studied in 
relation to the field of study as well because it not only 
concerns translation studies and linguistics but also the 
teaching of Turkish to foreigners. Therefore, the present 
study is unique for making the first effort to fill a niche in 
Turkish education and the teaching of Turkish as a 
foreign language. These studies only provide us with 
theoretical knowledge. The present study, on the other 
hand, aims to unveil the contribution of equivalence to 
language learning.  

In our study, we aimed to identify the “accurate equiva-
lents” between Arabic and Turkish, hoping for this list to 
benefit foreign language teaching. We first attempted to 
establish the theoretical background of the study by 
identifying the theses and articles written on the subject. 
Furthermore,   we   intended   to   reveal  the  relationship  
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Table 1. The stages of the study. 
 
Stage 1 Creating the sample: Choosing the resources 
Stage 2 Scanning words in the resources 
Stage 3 Grouping the target words as used and not used in Turkish 
Stage 4 Identifying accurate equivalents among words used in Turkish 
Stage 5 Dividing accurate equivalents into subgroups as shown below 
5.a  Accurate one-to-one equivalents used extensively in Turkish with shared meaning  
5.b Accurate equivalents used in Turkish whose Arabic equivalents are known 

5.c Accurate equivalents used in Turkish, with one or two different sounds between the source and 
target languages 

5.d Half-accurate equivalents that are singular in Turkish but plural in Arabic 
Stage 6 Tabulating the lists of equivalents 

 
 
 
between the target and source languages in second 
language instruction and to draw up a list of accurate 
equivalents which will facilitate vocabulary learning. 
 
 
METHODOLOGY 
 
In this descriptive study with a qualitative design, the main method 
that we have employed was document review. In document review, 
which can also be used with the data collection method alone, 
written materials containing information regarding the subject being 
studied are reviewed and evaluated (Şimşek and Yıldırım, 2005). 
Words were screened within the scope of this study, and the 
following stages were followed within the frame of the document 
review method (Table 1). 

The aim of this study is to make a list of Turkish-Arabic accurate 
equivalents and recommend ways of using these lists in teaching 
Turkish as a foreign language to Arabic students. A review of 
previous studies on teaching Turkish to foreigners shows that 
accurate equivalence lists are lacking not only between Turkish-
Arabic, but also between Turkish and other languages. This shows 
the originality of the present study. Vocabulary teaching is the 
backbone of foreign language instruction. Therefore, identifying 
accurate equivalents is essential to boost students’ motivation and 
help them overcome their fears as they struggle to perceive the 
world in a new language. Seeing the similarities between the 
source and target languages will motivate students to learn. The 
lists created here may be turned into materials for students of 
Turkish as a foreign language and used by teachers in language 
centers. 
The main research questions of the study are: “Can Arabic-Turkish 
accurate equivalent lists be made for teaching Turkish as a foreign 
language?” and “What are the benefits of Arabic-Turkish accurate 
equivalent lists?” 
 
Universe/Sample 
 
The universe of the study includes all Arabic words common in 
Turkish. Sample selection was shaped by the fact that students at 
Mersin University, Turkish Practice and Research Center 
particularly preferred Fono publications. In order to enable scientific 
data to be used in everyday educational life and to increase the 
usability of the lists, the materials of students learning a second 
language were chosen as a criterion. It was found that most Arabic 
words in Turkish-Arabic frequency dictionaries were unknown to 
Arabic speaking students, and that these words were used not in 
everyday language but in literary journals. Therefore, prevalence 
was emphasized and Fono publications were chosen to create the 

study sample when identifying accurate equivalents for second 
language instruction. The first book that helped draw the study 
sample was Practical Self-Study Handbook for Arabic (Hamza Ö, 
Açık K; 2012), and the second one Arabic/ The 2000 Most Common 
Words in Arabic (Hamza Ö, Açık K, 2010). The sample included 
prevalent words from these resources.  
 
 
Data Collection and Analysis 
 
In line with the aim of the study, two different sources were 
surveyed. While 2,698 words were studied from the glossary of the 
book Practical Self-Study Handbook for Arabic, 2,000 were chosen 
from the book Arabic/ The 2000 Most Common Words in Arabic. 
The words in these resources were classified as words used in 
Turkish and not.  

Following this, the Turkish words used within the scope of the 
study were classified under 4 headings and then tabulated. 

Students’ vocabulary was expected to grow after the lists at the 
end of the research, and the commonness between the two 
languages was expected to increase their motivation to study. In 
this way, the categorization was validated and the importance of 
identifying and teaching accurate equivalents in language 
instruction for foreign students was revealed.  
 
 
RESULTS 
 
It was found that among the data studied, 666 Arabic 
words were also used in Turkish and a list of accurate 
equivalents was prepared in line with the research 
problem. These words were divided into four to facilitate 
the instruction of Turkish to foreigners. The following was 
found based on the research results based on this 
classification: 
 
a- Of a total of 666 equivalents, 304 accurate one-to-one 
equivalents are used extensively with shared meaning in 
Turkish, 
b- 156 accurate equivalents are used in Turkish with 
known Arabic equivalents, 
c- 195 accurate equivalents are used in Turkish, with one 
or two different sounds between the source and target 
languages,  
d- 11 half accurate equivalents are singular in Turkish but 
plural in Arabic. 
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Borrowed word from Arabic in Turkish and their 
English meaning  
 
The list of 304 extensively used accurate equivalents 
borrowed from Arabic into Turkish is given in Table 2 
(Borrowed word from Arabic in Turkish and their English 
meaning). As the Arabic words in this group are borrowed 
one-to-one in Turkish, they are shared between the 
source and target languages. Therefore the equivalents 
in this group constitute the largest group in the study. Of 
the 666 equivalents identified in the study, 304 are 
included in this group. 
 
E.g. bülbül, buhar, dakika, insan, düşünce (bulbul, vapor, 
minute, human, thought). 
 
 
Equivalents used in Turkish with known Arabic 
equivalents 
  
Table 3 (Equivalents used in Turkish with known Arabic 
equivalents and their English) presents this group of 
words which are known and used in Turkish but not 
always preferred. Nevertheless, they are accurate equi-
valents. In total, 156 words have been listed here with 
their primary meaning in Turkish. The distinction between 
this group and the words in Table 2 is their frequency of 
use.  

The use of words with a Turkish equivalent instead of 
Arabic words lowers the frequency.  
 
E.g. 
Acı: elem (Pain: Sorrow) 
Araç: cihaz (Tool: Device) 
Soru: sual (Question) 
Sonsuz: ebed (eternal) 
 
It may be stated that the word pain and sorrow are in the 
same conceptual field and that preference depends on 
the user. However, as the study focuses on providing 
students of Turkish as a foreign language with the know-
ledge that these words are shared between the source 
and target languages, a list of accurate equivalents was 
created. 
 
 
Equivalents used in Turkish with one or two different 
sounds between the source and target languages 
 
It was observed that certain Arabic words borrowed into 
Turkish underwent certain sound changes due to the 
structure of Turkish. Table 4 (Accurate equivalents in 
Turkish with different sounds between Turkish and Arabic 
and their English meaning) presents the 195 accurate 
equivalents selected by considering these changes. The 
reasons for these sound changes between Turkish and 
Arabic are beyond the scope of the present study.  

 
 
 
 
E.g.  
Zeytin: Zeytun (Olive) 
Taklit: Taklid (Imitation) 
Miktar: Mikdar (Amount) 
 
 
Equivalents that is singular in Turkish but plural in 
Arabic 
 
Eleven half accurate equivalents are given in Table 5 
(Equivalents that are singular in Turkish but plural in 
Arabic and their English meaning) which includes borrow-
ed Arabic words in Turkish with shared meaning. The 
words in Table 5 are plural words in Arabic but singular in 
Turkish. In our study, this was interpreted as “common 
error”. Considering that these words in the source and 
target languages differ only in singularity/plurality but not 
in meaning, we decided to categorize the words in Table 
5 under the heading half accurate equivalents. 
 
E.g. 
Evrak: Kağıtlar (Papers) 
Evlat: Çocuklar (Children) 
Fukara: Fakirler (The poor) 
 
In sum, the data obtained in the study led to the 
emergence of 666 accurate equivalencies between 
Arabic and Turkish: 304 words in Table 2, 156 in Table 3, 
195 in Table 4, and 11 in Table 5. 
 
 
DISCUSSION 
  
Based on the sample evaluated within the scope of this 
study, it was determined that 666 of the words in the 
screened dictionaries were common between Arabic and 
Turkish; equivalence lists were prepared accordingly. The 
lists were evaluated in four different sections. Within the 
scope of the study question, how can we benefit from 
these lists in foreign language education? 
 
1-The lists prepared during the study can be used by 
teachers in various activities to increase the students’ 
knowledge regarding these words. The teachers can thus 
act as guides on this subject.  
2-Questions can be asked based on these lists to 
individuals learning Turkish as a foreign language, and 
the obtained answers/results can then be subject to 
analysis. Such an analysis might contribute research 
articles regarding word acquisition in Turkish language 
education to foreigners.  
3-At the same time, these lists can – depending on the 
obtained data – be converted into course materials 
suitable for each level. This will not only increase the 
level of knowledge and awareness of students learning 
Turkish as foreign language, but also allow these 
students to develop their vocabulary.   
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Table 2. Borrowed word from Arabic in Turkish  and their English meaning. 
 
Adalet Justice Cenaze Funeral Etraf Surroundings 
Adet Tradition Cevap Answer Fakat However 
Adil Fair, just Cevher Substance Fakir Poor 
Ağustos August Ceza Punishment Felsefe Philosophy 
Ahlak Morality Cihat Jihad Fırka Party 
Aile Family Cihaz Device Fil Elephant 
Alaka Interest Civar Environment Filistin Paletsine 
Alem Universe Cuma Friday Film Film 
Alet Tool Cüsse Body Fitne Instigation 
Alim Scholar Cüz Particle Fransa France 
Almanya Germany Dahil Inclusive Haber News 
Ar Modesty Daire Public Office Habis Malignant 
Araba Car Dakik Punctual Hacet Necessity 
Asker Soldier Dakika Minute Hafif Light 
Askeri Military Dava Case Hakem Referee 
Asya Asia Defter Notebook Hakikat Reality 
Avam(Halk) Commons Dehşet Terror Hakim Judge 
Aziz Valuable Delil Evidence Halife Caliph 
Basit Simple Ders Lesson Hardal Mustard 
Batıl Superstitious Deva Remedy Hareket Movement 
Battaniye Blanket Devlet State Hariç Excluding 
Bedel Cost Dikkat Attention Harita Map 
Beden Body Diyar Country Hasar Damage 
Benzin Petroleum Dua Prayer Hassas Sensitive 
Bereket Abundance Dükkan Shop Hatır Sake 
Beşer Human Dünya World Havale Transfer 
Buhar Vapor Düstur Rule Hayal Dream 
Bülbül Bulbul Edat Preposition Hayat Life 
Cahil Ignorant Elem Sorrow Hazin Sad 
Cami Mosque Elmas Diamond Haziran June 
Cariye Odalisque Emanet Deposit Helak Destruction 
Cedid New Esmer Brunette Hikaye Story 
Celil Great Eşraf Gentry Hikmet Wisdom 
Hile Trick Kaide Rule Melik King 
Himmet Favor Kalem Pencil Mendil Handkerchief 
Hücum Attack Kamil Mature Mera Meadow 
Hükümet Government Kanun Law Merhale Stage 
Irk Race Karanfil Carnation Merkez Center 
İade Return Kaside Eulogy Mesafe Distance 
İbadet Worship Katil Murderer Mesane Bladder 
İhtimal Possibility Katip Clerk Mescid Prayer Room 
İhtimam Care Kelam Word Mesele Issue 
İhtiyar Old Kelam Word Mesul Responsible 
İkamet Residence Kelime Word Meşgul Busy 
İkamet etmek Reside Kerim Generous Meşhur Famous 
İklim Climate Kıble Qibla Mevla God 
İktisat Economics Kitab Book Mevsim Season 
İlaç Medicine Kuran Quran Mezhep Sect 
İlah Divinity Kuvvet Force Minber Pulpit 
İlan Advertisement Kütle Mass Misal Example 
İlla Absolutely Lahza Moment Miskin Lazy 
İman Belief Lakab Nickname Muamele Treatment 
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İmtihan Exam Latif Humorous Muayyen Certain 
İmtiyaz Priviledge Lazım Necessary Muhabir Reporter 
İnsan Human Lisans Licence Muhacir Refugee 
İntikal Transition Lübnan Lebanon Muhafız Guard 
İntikam Revenge Madde Item Muhit Neighborhood 
İran Iran Mahkeme Court Muhtelif Various 
İsrail Israel Mahluk Creature Mukaddes Sacred 
İstiklal Independence Malum Known Mutlak Absolute 
İstikrar Stability Mana Meaning Muz Banana 
İştirak Participation Market Market Mübalağa Exaggeration 
Kabin Cabin Mars Mars Mübarek Holy 
Kabul Acceptance Meclis Parliament Mücevharat Jewelry 
Kader Destiny Mecmua Magazine Müddet Duration 
Kafile Procession Mekan Space Müelif Author 
Kahve Coffee Meksika Mexico Müessese Institution 
Müfettiş Inspector Sefer Trip Tatbik Application 
Müfredat Curriculum Selam Greeting Tayin Appointment 
Mühendis Engineer Selamet Wellbeing Teftiş Inspection 
Mümin Believer Sene Year Teftiş Inspection 
Mümtaz Distinguished Servet Fortune Teleks Wireless 
Münakaşa Argument Sıla Homeland Telgraf Telegram 
Müsteşar Undersecretary Sikke Coin Temin Avail 
Müşterek Joint Silah Weapon Temmuz July 
Nasip Luck Sinema Cinema Tesir Effect 
Nefes Breath Siyaset Politics Teşhis Diagnosis 
Neskafe Nescafe Sual Question Ticaret Trade 
Netice Result Sucuk Sausage Timsah Crocodile 
Nida Exclamation Sulh Peace Tüccar Tradesman 
Niyet Intention Sultan Sultan Ud Oud 
Nizam Order Suriye Syria Ücret Price 
Rabıta Relation Şafak Dawn Ümmet Community 
Rağbet Demand Şahadet Testimony Vasf Quality 
Rahmet Mercy Şahin Hawk Vasıta Vehicle 
Resmi Official Şal Shawl Vaşak Bobcat 
Ressam Painter Şart Condition Vazife Duty 
Rusya Russia Şehvet Lust Vefa Fidelity 
Saadet Happiness Şeref Honor Vefat Death 
Sabah Morning Şeyh Sheikh Vekalet Power of attorney 
Sabun Soap Şeytan Satan Vesile Occasion 
Sadaka Charity Şiddet Violence Vilayet City 
Sadık Loyal Şifa Healing Viski Whisky 
Saf Pure Tabaka Layer Yaka Collar 
Sahra Wilderness Tabut Coffin Yakut Ruby 
Salih Suitable Taife Squadron Yemin Oath 
Samur Sable Takdim Presentation Yetim Orphan 
Saniye Second Taksi Taxi Zalim Brute 
Saniye Second Takvim Calendar Zarf Envelope 
Sara Epilepsy Tarife Tariff Zarif Elegant 
Sebep Reason Tarih Date Zaviye Corner 
      Zevk Pleasure 
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Table 3. Equivalents used in Turkish with known Arabic equivalents and their English meaning. 
 

Turkish Word Arabic 
Equivalent English Turkish Word Arabic 

Equivalent English 

Acı Elem Sorrow Benzer Misl Similar 
Açıklama Beyan Explanation Biçim Şekl Style 
Ampul Lamba Lightbulb Bilgili Alim Knowledgeable 
Anmak,zikir Zikra Reminisce Birey Şahs Individual 
Aptal Ahmak Idiot Bitki Nebat Plant 
Ara Fasıla Break Böylece Keza Thus 
Araç Cihaz Device Büyük Kebir Big 
Araştır- Tahkik Examine Cazibeli Cazip Attractive 
Arkadaşlık et- Râfika Befriend Çöl Sahra Desert 
Asıl Esasi Main Dağıtma Neşr Distribute 
Ateş Nar Flame Danış- İsteşare Consult 
Ayrılık Firak Separation Danışman Müsteşar Consultant 
Bakan Nazır Minister Dans Raks Dance 
Basılı Matbu Published Dansöz Rakkase Dancer 
Bedevi Arap Arabic Dantel Dantila Lace 
Bekle-,gözle- İntizar Wait Davranış Adab Behavior 
Dede Cedd Ancestor Karı Zevce Wife 
Def et- Def Send away Kas Adale Muscle 
Deli Mecnun Mad Kasd et- Kasd Mean 
Deniz Bahr Sea Kaşkol Şal Scarf 
Deri Cilt Skin Katletme Katl Kill 
Desen Nakş Design Kitap yaz- Telif Write 
Dil Lisan Language Kullan- İstihdam Use 
Doğu Şark East Kuzey Şimâl North 
Doktor Tabib Doctor Lezzetli Leziz Delicious 
Emlak Mülk Real estate Mektup Risale Letter 
Ertele- Tecil Postpone Merhum Rahmetli Deceased 
Etki Eser Effect Mevsim Fasl Season 
Evren Alem Universe Mezar Kabr Tomb 
Fakat Lakin However Mezarlık Makber Cemetery 
Faul Hata Error Miktar Meblağ Amount 
Fazlalık Ziyade Surplus Mutsuz Hazin Unhappy 
Gece Leyl Night Müzik Musika Music 
Genel Umum General Müzikal Musikiyy Musical 
Gırtlak Hancere Throat Nazik Latif Kind 
Gökyüzü Sema Sky Nefes al- Teneffüs Breathe 
Göz değmesi Nezara Evil eye Okul Mederese School 
Başvur- Müracaat Apply Okul Medrese School 
Gururlu Mağrûr Proud Okuma Kıraet Read 
Güneş Şems Sun Onay Muvafakat Approval 
Güvenilir Emin Reliable Orta Vesat Moderate 
Güzel Cemil Beautiful Ortak ol- İştirak Join 
Hepsi Cemi All Oturum Celse Session 
Hikaye Kıssa Story Öğretim Talim Instruction 
İmkan Mecal Possibility Öğretmen Muallim Teacher 
İşaret, belirti Alamet Sign Ölüm Mevt Death 
İtham et- Tuhme Blame Önemli Mühim Important 
Kabul et- Kabul Accept Özle- İştiyak ile Miss 
Kanat Cenah Wing Özür dile- İtizar Excuse 
Papaz Rahip Priest Takdir et- Takdir Appreciate 



508          Educ. Res. Rev. 
 
 
 

Table 3. Contd. 
 
Parça Cüz Particle Tecrübe et- Tecribe Experience 
Parçalara böl- Taksim Divide Tehdit et- Tehdid Threaten 
Penaltı Ceza Penalty Tercuman Mütercim Translator 
Profesör Ustaz Professor Topla- Cemaa Gather 
Reklam İlam Advertisement Turist Seyyah Tourist 
Rezil Zelil Shameful Tut- Mesken Hold 
Rol yap- Temsil Act Tüccar Tacir Tradesman 
Sağlık Sıhha Health Türban Hicab Turban 
Sakinlik Sükun Calmness Ulaş- Vasl Arrive 
Salatalık Hıyar Cucumber Uzman Mütahassıs Specialist 
Sandalye Kürsü Chair Uzmanlaş- İhtisas Specialize 
Saray Kasr Palace Ümit Emel Hope 
Saygın Muhterem, aziz Respectful Ünlü Meşhur Famous 
Seyret- Müşahade Watch Üzüntü Esef Sadness 
Sezon Fasl Season Varış Vusul Arrival 
Sıcak Har Hot Veled Oğlan Boy 
Sınav İmtihan Exam Veteriner Baytar Veterinarian 
Sınır Hadd Border Vur- Daraba,darben Hit 
Sinir Asab Nerve Yarışma Müsabaka Race 
Sipariş ver-
Talep et- Talebe Order Yasakla- Men Forbid 

Skor Netice Score Yen- Galebe Beat 
Sonsuz Ebed Eternal Yol göster- İrşad Direct 
Sonuç Nihaye Result Yüksek ol- Ala Surpass 
Soru Sual Question Zengin Ganiy Rich 
Soyut Mücerred Abstract Ziyaret et- Ziyara Visit 
Su Ma Water    
Şikayet et- Şikaye Complain    
Şirin Latif Cute    
Tablo Levha Table    
Tahmin et- Tahmin Guess    
Takdim et- Takdim Present    

 
 
 

Table 4. Accurate equivalents in Turkish with different sounds between Turkish and Arabic and their English meaning. 
 

Turkish word Arabic 
equivalent English Turkish word Arabic 

Equivalent English 

Ahtapot Ahtabut Octopus Cennet Cenne Heaven 
Akıbet Akıbe Outcome Cephe Cebhe Front 
Akıl Akl Mind Ceset Cesed Corpse 
Akrep Akreb Scorpion Cetvel Cedvel Ruler 
Ameliyat Ameliyye Surgery Cevap Cevab Answer 
Amerika Amrika America Ciddi Cidden Serious 
Asıl Asl Authentic Cilt, ten Cild Skin 
Aspirin Asbirin Aspirin Cin Cinn Jinn 
Avustralya Usturayla Australia Cisim Cism Object 
Azap Azab Torment Coğrafya Cuğrafya Geography 
Bahis Bahs Topic Cumhuriyet Cumhuriyye Republic 
Banka Bank Bank Cümle Cumle Sentence 
Belçika Belcika Belgium Daim Daimi Continuous 
Belediye Belediye Municipality Daire Daira Public office 
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Bulgur pilavı Burğul Bulghur Davet Dave Invitation 
Bülbül Bulbul Bulbul Derece Derace Degree 
Cemiyet Cemiye Community Diploma Diblum Diploma 
Dolap Dulab Cabinet İade et- E’âde Return 
Dolar Dular Dollar İcat İcad Invention 
Düzine Duzine Dozen İcazet, izin İcaze Permission 
Eksiklik Naks Deficiency İddia et- İdea Claim 
Emir Emr Order İdrak et Edrake Understand 
Eylül Eylul September İfade et Efade Express 
Fark Ferk Difference İhtiva et-, içer- İhteva Include 
Fayda Faide Benefit İklim Iklım-anlam Climate 
Fen Fenn Science İkram et- Ekrame Offer 
Fesat Fesad Evil İktisat İktisad Economy 
Fiil Fi’l Action İltifat et-  İltefete-anlam Praise 
Fikir Fikr Idea İmparator İmbaratur Emperor 
Filozof Filosof Philosopher İsim İsm Name 

Gargara Ğarğara Gargle İstirahat,dinlenm
e İsteraha Rest 

Garip Garib Strange İşaret İşare Sign 
Gayri Gayr Other İtfaiyeci İtfa’iyy Firefighter 
Hak,doğru Hakk Truth İtimat et- İtimad Trust 
Hamam Hammâm Turkish bath İtimat İtimad Trust 
Hamd et Hamd Appreciate İtiraf et- İtirafun Confess 
Hararet Harare Overheating İtiraz et- İtirazun Object 
Hariç Hâric Except Jip Cîp Jeep 
Harp Harb War Jokey Cukey Jockey 
Hatip Hatib Orator Jupiter Cubiter Jupiter 
Hayır Hayr Charity Kabir Kabr Grave 
Hediye Hediye Gift Kadeh Kadeha Goblet 
Hesap Hisab Bill Kadife Katîfe Velvet 
Himaye Hımaye Protection Kalp Kalb Heart 
Hitap Hıtab Greeting Kasvet Kavse Gloom 
Husumet Husume Enmity Kavim Kavm Tribe 

Hürriyet Hürriyet Independenc
e Kayıt Kayd Registration 

Hüzün Hüzn Melancholy Kemiyet Kemmiye Quantity 
Izdırap Izdırab Pain Keramet Kerame Miracle 
Keten Kettân Cotton Muşmula Muşmule Mediar 
Kıbrıs Kubrus Cyprus Mutfak Matbah Kitchen 
Kırtasiye Kırtas Stationery Mücahit Mücahid Refugee 
Kısım Kısm Part Müfettiş Mufettiş Inspector 
Kıymetli Kıyme Valuable Mühendis Muhendis Engineer 
Kilometre Kilomitre Kilometer Mümkün Mümkin Possible 

Kolonya Kulunya Cologne 
water Münasebet Münasebe Relationship 

Konyak Kûnyâk Cognac Müshil Mushil Laxative 
Kudret Kurda Power Nafaka Nefaka Alimony 
Lafız Lafz Word Nakit Nakd Cash 
Levha Levh Sign Nakletme Nakl Transfer 
Likör Likûr Liquor Nasihat Nasiha Advice 
Limonata Limunata Lemonade Nehir Nehr River 
Lütuf Lutf Blessing Nergis Nercis Daffodil 
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Mahal Mahal Place Petrol Bitrul Petroleum 
Mahsus,has Hass Unique Portakal Burtukal Orange 
Makam Mekam Office Radyo Radyu Radio 
Makas Mıkass Scissors Rica et- Reca Request 
Makine Mâkine Machine Rica Reca Request 
Makyaj Mekyâc Make-up Ruhsat Ruhsa Licence 
Mandolin Mandulin Mandolin Sabırlı Sabur Patient 
Manzara Menzar View Seminer Es-saminar Seminar 
Meçhul Mechul Obscure Set,engel Sedd Barrier 

Memleket Memleke Home 
country Seyir Seyr Watch 

Meşgul ol-, iştigal 
et- İştigale Attend to Sıfır Sıfr Zero 

Metre Metr Meter Sır Sırr Secret 
Metro Metru Underground Sifon Sifun Flush 
Mevcut Mevcud Present Sihir Sihr Magic 

Mısır Mısr Egypt Soda Suda Mineral 
water 

Miktar Mikdar Amount Sümbül Sünbül Hyacinth 
Muhallebi Muhallebiye Milk tart Şahıs Şahs Person 
Muhasebeci Muhasib Accountant Şahsiyet Şahsiyye Character 
Şampanya Şambanya Champagne Teyze, hala Hale Aunt 
Şekil Şekl Shape Ufuk Ufk Horizon 
Şükür Şükr Gratitude Vahşi Vahş Wild 
Taklit Taklid Imitate Vakit Vakt Time 
Taktir Takdir Approve Var ol- Vücut Exist 

Takviye Takviye Reinforceme
nt Vasiyet Vasiyyet Will 

Tamam Temam OK Zan Zann Assumption 
Tecrübe Tecrube Experience Zencefil Zencebil Ginger 
Tehdit Tehdid Threat Zerre Zerra Particle 
Telefon Tilifon Telephone Zeytin Zeytun Olive 
Televizyon Tilifizyun Television Zihin Zihn Mind 
Temenni et- Temenna Wish Zincir Zencir Chain 
Temsil Temsiliyy Represent Ziyaret Ziyara Visit 
Terbiye Terbiye Manners Zulüm Zulm Brutality 
Tercüme Tercume Translate Zümrüt Zumurrud Emerald 
Tertip Tertib Organize Zürafa Zurafe Giraffe 
Teyare Tayyare Airplane    

 
 
 

Table 5. Equivalents that are singular in Turkish but plural in Arabic and their English meaning. 
 
Arabic 
words 

Turkish 
Equivalents English Arabic 

words 
Turkish 
Equivalents English 

Ahkam Hükümler Items Evlad Erkek çocuklar Male 
children 

Ahval Durumlar Situation
s Evrak Kağıtlar Papers 

Diyar Şehirler Cities Fukara Fakirler Poor people 
Elvan Renkler Colors Havadis Olaylar Events 
Esrar Sırlar Secrets İşaret Sinyaller Signals 
Etraf Taraflar Sides      



 
 
 
 
4-By presenting texts consisting of equivalences during 
in-class activities, the teachers may organize and 
conduct studies/activities on words. (Erkır, 2011) 
 
The reason why we chose to evaluate direct 
equivalences within the scope of this study was the 
greater number of direct equivalences compared to fake 
equivalences. Quantitatively, this greater number will 
serve to support the development of the students’ 
vocabulary. On the other hand, as direct equivalences 
have the exact same meanings in both the source and 
target languages, these equivalences will facilitate word 
acquisition for students since they remind students of 
information that is already present in their memory. 

In another study, a list may be formed regarding the 
fake equivalences between Arabic and Turkish to allow 
foreign language students to see the cases that 
constitute exceptions. These two lists (i.e. the lists of 
direct equivalences and fake equivalences) can be used 
by the authors of Turkish language textbooks, and also 
by teachers who teach Turkish as a foreign language.  

In foreign language education, direct equivalence lists 
must be used more commonly during word acquisition. 
This is because direct equivalences allow students to see 
how many of the words in a foreign language are already 
committed to their memory, thus positively affect their 
confidence and motivation during language education. 
 
 
Conclusion 
 
In sum, it is obvious that studies of accurate equivalence 
are essential to foreign language teaching as they bring 
cultures together and facilitate language learning. It is 
hoped that the study will pioneer future equivalence 
studies between languages other than Arabic-Turkish. 
This will lead to bridges between source and target 
languages. Lists of accurate equivalents help Arabic-
speaking students learn Turkish as a foreign language by 
both facilitating and speeding it up.   
 
 
RECOMMENDATIONS 
 
Accurate equivalents between source and target 
language should be identified for second language 
instruction. In this way, word lists may be created to 
benefit the teaching of the target language, and materials 
may be prepared to guide students and teachers during 
instruction.  

Equivalence between languages should be studied and 
eventually lead to dictionaries of accurate equivalents. 
Such studies will benefit teachers and students at foreign 
language institutions and enrich the field of language 
teaching.  

Equivalence studies for teaching Turkish as a foreign 
language should be popularized in the departments of 
Turkish Education and Turkish Language and Literature 
so that they are not only constrained to translation  
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studies or linguistics. 
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