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Today our society needs intelligent and creative people more than ever and in the current situation, the 
matter of the creativity is one of the most important issues that needs to be addressed, therefore the 
present study was conducted with the aim of investigating the ways of fostering creativity among 3-6-
years-old preschool children. The context of this research includes all of the available written and 
digital sources related to the ways of fostering creativity that are appropriate for pre-school age. In 
order to review and analyze the planned studies and approaches regarding ways of fostering creativity, 
an integrative method (synthesis studies) was used. The instrument for collecting data was receiving 
and collecting 100 articles from information data base and the method of data analysis was through 
subject decoding. The results of data analysis showed that creative techniques for children can be 
classified into three categories: techniques of individual creativity, techniques of group creativity, 
techniques group-individual creativity. And one of the most important findings of this research is the 
design of pattern on the basis of creativity techniques during pre-school period. 
 
Key words: Creativity, preschool, pattern design. 

 
 
INTRODUCTION 
 
Every educative system through planning and production 
of specific curricula tries to transfer different kinds of 
knowledge and skills to learners, transfer and prepare 
them to undertake their roles and responsibilities in their 
real life. Researchers believe that the pre-school period is 
the golden age of creativity. The current literature shows 
the intellectual flexibility of children during the pre-school 
year. Also, the positive and successful outcomes of 
promotion of creative thinking have been reported in this 
age. Programs of training creativity can help children in 
understanding the world around them and building 
relationship  between    its    components    and   increase 

children’s flexibility, imagination, skills of formulating 
issues (Benlliure et al., 2013). The research in this regard 
shows that creativity starts from the early childhood and 
becomes stable during adolescence. In the case of 
fostering it in this period of life one can extend it until the 
end of life (Mirgheydari, 2001, p. 6). In fact, some experts 
believe that children are the real embodiment of human 
creativity (Glaveanu, 2011). 

In the researches, various methods have been 
proposed to foster creativity. For example, Oncu and 
Unluerin in their research entitled ‘creative use of children 
from play  materials’,  they  consider  play as  one  of  the  
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most important activities that promote creativity and 
imagination of children (Anco and Unluer, 2010). Sahin 
and Ozdemir (2012), taking advantage of the available 
technologies, develop innovative educational materials 
and Scott et al. (2004), in a meta-analysis, understood 
that there are four general themes in the educational 
programs of creativity. Teaching the ways of giving idea, 
imagination, cognitive training and thinking skills (2004), 
despite the attention to and emphasis on fostering 
creativity in different researches and including them 
among the pre-school educational goals and the claim of 
the training officials and executives in practice to enforce 
and apply methods of fostering creativity, there is no 
comprehensive and complete view. However, fostering 
creativity in children plays a key role in their future life. 
Self- creation, self-actualization, words, prosper through 
creativity. 

Different researchers propose different methods such 
as ways of brain storming, list of characteristics, 
compulsory association, Synaptic, technique of creative 
questions, balanced movement, immersion in critical 
reflection, problem solving, learning about other cultures, 
etc. (Husseini, 1997; Kample and Nissenberg, 2000; 
Maker et al., 2008; Leu, 2008, Chu and Lin, 2008). This 
research study that has been done in the field of fostering 
creativity in pre-school education can help education 
managers and planners to gain a comprehensive view of 
methods that foster creativity and its growth in preschool 
children and provide appropriate environment and 
facilities for nurturing this talent into planning and 
designing into an integrative and appropriate program in 
the field of creativity. Therefore, this study was conducted 
with the aimed of analyzing the methods of fostering 
creativity and selecting the appropriate methods of each 
age group from 3 to 6-years-old in order to answer the 
following question. 
Which methods can be used for fostering creativity in pre-
school children? 
 
 
RESEARCH METHODOLOGY 
 
This research is an integrative study (the research synthesis). A 
form of research was used that resulted in integrative knowledge. 
According to Roberts, the joint element of the various strategies of 
synthesis approach is "analysis and re-classification of data in a 
way that can be easily exploited by clients" (Quoted in Short, 2009, 
p. 352). In this study, the researcher after receiving and collecting 
100 articles from information data-base were analyzed initially by 
specifying the name of the investigator or investigators, year of 
research, the research subject and the providing findings of the 
research and then through coding studies according to their 
subjects. The study used all of the available written and digital 
sources related to the ways of fostering creativity for pre-school 
age; to analyze the data the method of subject encoding was used. 
Reviews were necessary. Regarding reliability and validity of this 
research after analyzing the theoretical principles through subject 
codification, the obtained results were provided to the prime experts 
in the context of creativity and programming and after receiving 
their opinions the transformative measures and the needed 
modifications were taken (Table 1).  
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FINDINGS 
 
Research question: What are the ways used to foster 
creativity in preschool children? 
 

The results are as follows. 
 

Figure 1 represents the obtained individual techniques 
suitable for children: literature-based methods, methods 
based on experience, methods based on values, 
miniaturization, imaging techniques, activation and 
symbolization techniques and methods based on the 
application and development of the arts. 

The obtained results of this study are in line with the 
results of Mantegi's study (2012) that creative education 
has a positive impact on children's creativity and that of 
Radbakhsh et al. (2013) research that using games and 
storytelling significantly enhances children's creativity. 

Mantegi (2012), in his study on  the positive impact of 
creative education on preschool subjects, wanted to 
provide a prototype on how to apply methods of teaching 
creativity to preschool and school students. 1) 
Requesting preparation of a creative painting from 
children (using colored pencils, water color, gouache, and 
leaves, etc.), 2) Demanding for the preparation of a 
creative object using scrap objects, 3) Demanding 
provision of an appropriate solution for a posed issue by 
children,4) Demanding doing an innovative art work by 
children (such as encouraging children to paint with 
unconventional methods, painting on the stones in a way 
that from different angles two or three objects can be 
seen. Painting the roots of plants in the shape of various 
objects and animals), 5) Demanding creative reading by 
children (demanding reading pictorial but unwritten 
books, reading book in a way thatches child feels himself 
at the heart of the conditions, and processing the read 
text in the form of a picture, etc.), 6) Encouraging children 
to clarifying the ambiguous terms (such as completing 
two or multiple people dialogue, provision of story based 
on multiple pictures, demanding them transfer a sense 
into another), 7)Demanding children to do an art work of 
using the new communication technologies (such as 
provision of stamps using the internet images, design 
book cover and the like). 

Radbakhsh et al. (2013) in their research concluded 
that using the method of playing and storytelling has 
significantly resulted in the increase of creativity in each 
of its four elements in the playing and storytelling groups, 
and using these methods by removing barriers of 
creativity, thinking inertia and helping to solve problems 
with an enjoyable procedure resulted in the creativity of 
the students. Therefore, those students who attend in 
playing and storytelling sessions are more successful in 
finding new and original solutions to problems. 

According to the results, achieving a significant 
innovation in education is a difficult issue (Simmons and 
Thompson, 2008), one of the posed issues in the twenty-
first century  education,  is the art of training and fostering 
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Figure 1. Techniques of individual creativity. 

 
 
 
thought (Layton, 2012). The researcher's commentary is 
as follows: certainly the talent of creativity and innovation 
exists in majority of the people, and it just has to be 
strengthened. Eighty to ninety percent of this talent is 
acquirable and only a small fraction of it is inherent in 
human and is related to the inner talent of individuals. 
Creative people have unique characteristics that 
differentiate them from non-creative one. These 
characteristics are as follows: 1. Persistence, high energy, 
hard work: Creative people are pursuant of their goal and 
show commitment to their work. They embark on their 
work with a lot of energy and despite the obstacles that 
may be encountered, show stability and are able to 
endure failures, 2. Curiosity and having a sense of being 
creative: creative people have high levels of curiosity and 
a wide range of interests. They like complexity and are 
good at them,  have high forbearance for vagueness and 
uncertainty, and self-awareness, 3. The autonomy and 
independence in judgment: Creative people do not like 
external influences to have intervention with their work, 
they are not dependent on social approval in their 
decisions: they have a high self-confidence and can 
easily disregard others' ideas (Shally and Gilson, 2004).  

Figure 2 shows the techniques used in this research: 
Innovative teaching method, method of facilitating the 
process of thinking, Socratic method, collaboration 
method, discussion method, method  of  problem  solving  

and training games. 
The obtained results are in line with the findings of 

Afshar and Osareh (2011) in the field of fluency factors, 
flexibility, ingenuity and expansion, and findings of Jebelli 
Ade and Sobhani (2012), that there was a significant 
difference between the experimental and control groups 
regarding the four components of creativity (fluency, 
flexibility, originality and expansion), and that there was a 
significant difference between the post test scores of the 
components of fluidity, creativity and expansion (Ahadi et 
al., 2013). 

Han (2013) claimed that techniques of creativity involve 
five components: 1) Motivation 2) Digressive process, 3) 
A convergent process of selecting an idea, 4) Putting the 
idea into practice, and 5) Assessment. 

In the analysis of the results it can be said that, 
childhood is full of imagination, the basis of building   a 
life full of happiness in adulthood and also the way to 
training coping skills to deal with life problems. Make-
believe plays that begin in early childhood and continue 
until adulthood provide the mental health in the 
individuals' future. That is, in make believe plays the 
object or sign replaces something else or used as the 
sign or symbol of something else. A box is used as the 
symbol of a car, a doll, as the symbol of a baby, and so 
on. That is why imaginative play is sometimes also called 
symbolic. Make-believe plays enhance learning processes  
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Table 1. Demographic characteristics of the experts. 
 

 Academic degree Academic field of study Scientific qualification Teaching experience   

1 PhD Curriculum planning assistant professor 15 years 

2 PhD  Philosophy of education assistant professor 20 years 

3 PhD Educational curriculum  assistant professor 28 years 

4 PhD Curriculum planning assistant professor 18 years 

5 PhD Curriculum planning assistant professor 10 years 

 
 
 

 
 
Figure 2. Techniques of group creativity. 

 
 
 
such as: observation, experimentation, problem solving 
and creativity in children (Parsamanesh and Gharamaleki, 
2013). Majority of scientists and scholars consider 
problem solving as the same as creativity and believe 
that an individual who has the ability of problem solving is 
a creative person; but Gotzels suggests that it is better to 
define creativity than the problem solution. Because in 
solving the problem, the individual regards solution; but in 
creativity, individuals both create the problem and 
reviews its solutions (Isa Zadeh ShamsFakhr, 2013). 

Therefore, innovative training programs can help 
children to understand the world around them and create 
relationship between its constituent components that 
result in increasing flexibility, imagination and skills of 
formulation of problems with children (Bonluer, 2013).  

Finally, individual and group creativity techniques are 
techniques   that   can   be   used   both   individually  and 

mutually. The obtained results of this study with respect 
to Figure 3 shows some of the individual creativity 
techniques as the following: methods of graphic-ex-
pressive mandatory connection, replacement, scamper, 
experimental methods, methods based on design and 
innovation, methods based on the growth of mobility or 
joyful effects, methods of establishing a creative commu-
nication and creative completion. 

The obtained results of this research are in line with the 
findings of Anco and Unluer, (2010), that students should 
be encouraged to play freely with unstructured materials 
and tools and play in various situations and environ-
ments, Emami et al. (2011) claimed that team play results 
in increasing the creativity of children. 

According to Qasim et al. (2013), creative drama 
significantly increases children's social development and 
Jamali  et  al.  (2010)  effectiveness  of  painting  in a free  
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Figure 3. Techniques of individual-group creativity. 

 
 
 
manner and subject selection on the increase of children's 
creativity are in line with the findings of this study. 
According to the results, it can be said that being creative 
means having the ability to find ways that others have 
not. It is for the sake of creative human beings that there 
is advancement and this has caused people not to live in 
the Stone Age. If your child has creativity, in fact, he has 
a pure and rare talent that needs to be guided to 
activities, and in the future, to works that require creativity. 
A job in which he flourishes, is one of the things that all of 
its components has already been planned (Dobo, 2013). 
Creative thinking is a thinking that is designed in a way 
that tends to lead to creative results. This definition 
notifies that the criterion of creativity is productivity. In 
fact, a person is called creative when he achieves creative 
results. Constituents of creative thinking are as follows: 1) 
positive thinking 2) active learning, 3) self-expression, 4) 
recognition of the other rights of selection and 5) 
identification of new solutions to problems. 

Creative individuals are usually diligent and active and 
insist a lot on their action, in addition to the long time and 
great effort that they spend, they try to put aside the other 
ways since they are seeking out anything that restricts 
their ability and knowledge. Usually creativity includes the 
outer inner motives rather than external motives. 
Therefore, some  students  should  work  in  the  fields  of  

intrinsic values and motivations (Marzino, 2010). 
In addition to achieving the techniques, teaching 

strategies that focused on methods are categorized in a 
separate set on the basis of based researches. Strategy 
literally means the way of action in a specific condition. 
Strategy is a general map or program that is composed of 
a set of operations and is designed to achieve a definite 
goal. When this plan is to achieve education, it is a 
training strategy. The obtained results of this study with 
regard to Figure 4 shows that teaching strategies involve: 
opportunities, space, classroom atmosphere, provision of 
resources, cognitive and meta-cognitive strategies, motor 
skills (fine and coarse), core and basic courses and 
strategies related to the parents. 

The results of this study are in some cases in line with 
the findings of Han-Ping (2013), Davis et al. (2014), Han-
Ping and Huang (2014). Han-Ping (2013) in his study 
found these results that creative methods could help 
teachers to plan effective programming and improvement 
of teaching and learning. The positive effects using these 
methods include: increasing the knowledge and skills of 
teachers, injecting creativity into the realm of children's 
learning, changing methods of teaching from teacher-
centered to child-centered ones. 

Davis et al. (2014) in a systematic review of 210 
educational,  political  and professional literature research  
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Figure 4. Strategies of teaching. 

 
 
 
from 2005 to 2011 on the title of roles and needs of 
developing teachers to promote creativity: a systematic 
review of this literature provided this conclusion that 
teacher's skills, attitudes and desire to play role, his 
awareness regarding the needs of students, flexible 
structure of teaching courses and a variety of classroom 
interaction creative teaching are important. 
Han-Ping and Han (2014) research showed that the 
perceived creative personalities by the preschool teachers 
in Hong Kong in comparison with the thing that is 
perceived by western teachers are to a large extent 
consistent. These studies has resulted in increasing valid 
instruments for measuring perceptions of preschool 
teachers about the creative personality and can 
encourage further research about teachers' characters on 
classroom procedures and creative learning of students. 
 
 
DISCUSSION AND CONCLUSION 
 
The results of the present study indicate that regarding 
methods of fostering creativity each authority has 
discussed about the special method or techniques, but 
generally it can be said that in order to classify and 
integrate methods according to Figures (1, 2, 3) they can 
be categorized in three classes of techniques of personal 
creativity, techniques  of  group  creativity,  techniques  of  

group -individual creativity. 
In a general conclusion with regard to the obtained 

results, it should be said that, childhood is the first and 
foremost period of an individual’s life, a particular period 
for development of fundamental and movement skills 
(Hardy et al., 2010). In this period, the child plays an 
active role in the learning and understanding structure, 
and the knowledge that he/she gains during this period, is 
very crucial and determining (Krosh and Slents, 2010). 
When children start school, they are eager to learn new 
things and if they have the required preparations of 
entering into this movement in the child, certainly enough 
guarantees for his future successes will be provided. Pre-
school and school period are the first stages of the formal 
education and are a very important behavioral environ-
ment for many children. And the more the training quality 
of this course, the stronger academic period they will 
have as school children. If the aim of this course is to 
make children achieve success and skills, it is needed to 
make a decision regarding their curriculum. The 
curriculum of this period is considered a product and 
requires a fundamental review, reconsideration and 
should have its own content and method (Saadatmand et 
al., 2012). Attention to fostering creativity in preschool 
and school students is an important issue that has 
attracted attention of experts and scholars, and has 
continuously been  recommended by them. This period is  
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meant for students whose principle characteristics have 
not yet been formed and the type of education and 
learning in this period can quantitatively and qualitatively 
have a deep impact on the future performance of these 
individuals. Based on this principle paying attention to the 
procedure of training and educational programing should 
again be the main activities of any educational system. 
Irresponsibility in this field can turn the educational 
system of a country into a deadly vortex with unworthy 
products, development and without any positive impact 
on sustainable development. With regard to the above-
mentioned issues, it is necessary that the officials use 
appropriate methods, instruments, and curriculum that 
will enable students to develop different learning pro-
cesses and progress in their different talents, including 
creative talent of the students. Existence of an 
appropriate and comprehensive pattern and various 
aspects of creativity from different angles can be 
absolutely necessary and fruitful for teachers. With 
regard to the results, it can be suggested that: If we want 
our students to be creative, we should enrich the 
educators' knowledge in this field and create an 
atmosphere for discussion in the classrooms by trainees 
and teachers. 
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Regarding the importance of enhancement in learner's social skills, especially in learning process, this 
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INTRODUCTION 
 
The main mission of the educational system is to provide 
opportunities for students to get practical and useful 
training to create thinking field and to enhance their social 
abilities. Therefore, the learner's devotion to education, a 
necessary need to learn and the personal commitment to 
the training process serve as challenges to the education 
system. 

On the other hand, social  skills  training,  the  ability  to  

express constructive criticism and theory of integration 
with the group's mission are important parts of the 
educational system that won’t be done; because it needs 
to create the enabling environment to foster creative 
thinking and critical thinking in learning for the 
development of scientific, intellectual and social needs in 
the group. Latent strategy in the learning process is 
needed,  as  an important issue that has been transferred  
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to the periphery in the education system, and completely 
decoupled from teaching method. These challenges refer 
to the need of a fundamental change in the goals and 
methods of classroom management. Firstly, the individual 
and traditional teacher-centered models should be 
replaced by cooperative patterns. Then, the learner as an 
active factor should have an active role in learning 
process. Beside this, other learning objectives in the field 
of behavioral skills should be taken into consideration. 

In order to select the appropriate strategy among 
participatory methods, "debate" is taken into consideration 
in this research. Although this method has a long history 
in the field of the religious schools, and has a unique 
attributes, its consequences and how it works in the field 
of education and training is unknown and obsolete. 

Considering the challenges posed and the need for 
new strategies to approach educational systems, this 
study seeks to answer questions concerning the research 
new strategy approach that can be performed at various 
levels of formal education, based on the evidence: 

 
1. What are the main components of the debate? 
2. What are the advantages of using debate compared to 
other participatory methods? 
3. Based on what functions and consequences, 
application of the debate recommended at different levels 
of performance? 
 
 
METHODOLOGY 
 

This study chooses the qualitative research paradigm. Purposive 
sampling, documentary method of data collection and the 
interpretive-descriptive method of data analysis were used in the 
study. The contents of all the documents that have been introduced 
into the debate method and its application were studied. At the first 
step, the sources were identified and were analyzed. In the second 
step, the results were classified and were analyzed. 
 
 

Debate concept and its history 
 

The debate, which means scratching and digging, is a 
kind of dialogue to find answer or solution. In other 
words, two or more people are talking about a topic, 
exchanging ideas to deliver opinion. The debate is meant 
to explore, and exploring the truths through interactions 
have a significant impact on the mental aspect of the 
human mind (Soraya, 5002). The "debate" includes 
regular and targeted verbal exchange of concepts and 
ideas that can be done by a group of people. This form of 
learning is used in formal systems to collaborative 
learning processes. The "debate" is a specific training 
methods that has specific steps (Rahimi, 5002), which are 
discussed in this study. 

Part of the history of this debate includes the ancient 
Greek philosophers' debate on education that was shaped 
by the Sophists (fifth century BC) who formed the dialectic  

 
 
 
 
and rhetoric method. Socrates in his dialectic method, to 
prove the error and fix the mistakes and confusion of 
mind, used debate in the form of question and answer to 
detect the addressees' errors. Then to get to the truth, 
conversation, question and answer would continue to 
avoid devoid fallacy and do a dialectic debate based on 
purposeful logical reasoning. Socrates was the main 
designer of the irregular education debate through which 
one could easily overcome the opponent. After Socrates, 
Aristotle was the first who found fame in this method 
because he conducted Socratic teaching style into 
methodological ones (Phajoohande, 5002). 

But the main debate of the history of “debate” refers to 
the Quran, Prophet Muhammad (PBUH), Shiite Imams 
and some of their companions' customs that make 
students proficient in the development of Islamic culture 
and education. This method formed the "circles of the 
mosques education". 

Among the Persian philosophers, Ibn Sina (Avicenna) 
in the fifth century as an explanatory of the Aristotelian 
tradition was the heir of this method. Suhrawardi's 
philosophy, which is called eclectic philosophy (involving 
intellect and intuition), regularly propose a different 
philosophical system with intuitionist outlook. It is the 
combination of two philosophical and mystical views, 
namely Aristotle’s logical reasoning and Plato’s 
mysticism. Suhrawardi has rather suggested this belief in 
the field of acquiring knowledge by humans that depends 
on three levels of knowledge, namely intuitive knowledge 
(using senses), knowledge via observation (mystical 
intuition) and illuminated knowledge (Nowrozi et al., 
2012:). Therefore, knowledge firstly can be acquired 
through logical reasoning debates. 

From then on, Nasirodin Toosi in his book “Adabol 
Motealemin” has pointed out the debate method. He 
believed that for a student, debate is one of the 
requirements. He also stated that participating in the 
process of "debate" is better than one-month repetition of 
a lesson. This method has been used for many years and 
specialized in the field of education and religion, but 
some circumstances faded this process from the formal 
educational system. 
 
 
Presentation of debate 
 
Based on primary and traditional teaching methods 
division, two teaching and learning methods –instructional 
and debate- have been proposed.  This division calls the 
teacher-centered and learner-centered teaching methods 
to mind.  

Instructional method of teaching refers to a set of 
classical and tradition methods. This method despite 
having slight differences with one another in the way they 
executed, they all have a common indicator that 
distinguishes   them   from   other   types,  and  that  is  to  



 

 

 
 
 
 
consider the master as a sole presentation and the 
learner only as a listener. It really does not give the 
learner any other role in the process of teaching and 
learning (Pajoohande, 5002). In these teacher-centered 
teaching methods, students do not participate actively in 
the learning process.  

In contrast to instructional method, debate is a kind of 
learning method, and also functions as a strategy for 
studding as well. This learner-oriented method is more 
comprehensive, and bilateral relationship between 
teacher and learner will occur and each one has his/her 
own share in the learning and teaching process. 

In the scope of administering, "debate method" is a 
general concept that refers to three methods, but in the 
theoretical domain, "debate" is a special method which 
does not have the weaknesses of other forms of group 
learning methods. Despite this advantage, it has been 
neglected in formal educational systems. 
 
 

Different patterns of debate 
 

For more clarification, the methods that mistakenly 
replaced "debate method" are stated below: 
 
 

The debate in groups of learners 
 

One of the debate patterns refers to a debate between 
groups of learners in relation to the issues presented in 
the classroom to be used solely by the students in order 
to understand the subject better. It is a common practice 
in many educational systems, but now, executive 
obligation in doing that in religious fields are more than 
academic and scientific ones. 

The importance of this debate, particularly in religious 
schools and training centers is that it is not only limited to 
group reading, however, all members of a debate group 
actively attempts to answer the posed question and solve 
the problem. Thus, multiplicity of ideas and the group 
collaborative effort causes and explores the new issues 
because the learners focus on the power of their mind 
actively (Pajoohande, 5002). This situation occurs in 
methods such as brainstorming, but in debate, it is 
possible to use more from the power of the brain and to 
expand language and speech skills, to strengthen 
communication skills, to change attitudes and even to 
extend human relationships. 

Psychologically, this pattern helps learners to be more 
confident through motivation (Rahimi, 2009).  And, 
everyone is required in this model to play their role 
(Pajoohande, 1002). These patterns if successful in 
teaching, the professor not only internalizes the concepts 
taught in mind, but also enhance learning. 
 
 

Classroom debate 
 

Another example of application of the concept of "debate" 
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refers to the time of training and the time of the 
interaction between teachers and learners. In this pattern, 
firstly a problem purposefully will be designed, and then 
the students will be encouraged to participate in debates 
either directly or indirectly. They will search all together 
actively as a team.  

Then each group will present their findings, and argue 
the issue using their own reasons. This approach 
functions as a workshop in which the master is only a 
guide and controller of the discussions. He uses his own 
educational experience to arouse and make the learners 
aware of thinking errors in the path of discovering an 
idea. The results are obtained by the professor and 
cooperation of all groups (Pajoohande, 2001). In this 
connection, interactive debate engages the learner in the 
learning opportunities and creates changes in the 
structure of individual acquaintance. Some educational 
researchers believe that some part of the weakness and 
inefficacies of university educational system refers to 
absence of this approach and educational vision (Rahimi, 
2009).  

In order to achieve a comprehensive understanding of 
knowledge, the learners should be involved with the new 
knowledge that cannot be achieved only through hearing 
information (Fazli, 2003). And even if these data are 
transferred to them systematically and logically with 
specialists, the learners will not be able to reach their 
understanding of that information and they need to 
explore and experience it in different situations.  
 
 

Multi-stages debate 
 
This is the third pattern of the "debate" that present the 
goal of this research. This pattern includes both previous 
processes and other processes that besides having all 
the advantages of previous stages have other positive 
effects on teaching and learning, which distinguishes it 
from other educational systems. This debate includes the 
systematic program of preliminary study; preliminary 
debate, attending classes, studding, and debating that 
are done in several stages.  
 
 

The first stage (preliminary study and preliminary 
debate) 
 

The first stage of the debate that has great impact on the 
speed of learning and developing, and flourishes the 
learners talent, begins with two phases that included 
preliminary study and preliminary debate. This could also 
have a positive impact on the speed and the classroom 
administering process. Besides, it can determine the 
scientific fields that should be followed. It also makes the 
learners more curious in the process of learning 
(Motahari, 1990). The process begins with a review of the 
following specified topics:  
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Step One: Preliminary study  
 
This stage is accomplished before the teacher 
presentation, it can be a great help in understanding the 
problem and it brings up some questions in the learners 
mind. If this kind of study is only including the lesson text, 
it will provide helpful planning in the human mind to 
master course content (Rezaie, 2001). Because it 
provides them the overall course content of the lesson, 
and it let them have a whole image of the course in their 
minds. In addition to cause curiosity and strengthen inner 
potentiality, preliminary study brings about mental 
concentration in learners in the classroom, as well as to 
create a question that increases their motivation to 
understand the vague points. Preliminary study is done 
based on a particular text. The learners obtain the 
mastery of the theory design to make them able to 
review, criticize and defense, and finally to summarize 
and make conclusion. This stage ends up by writing 
briefly what has been found in order to use it in debates 
(Nuri and Wafa, 2001).  
 
 
Step Two: Preliminary debate 
 
Preliminary debate is done after the preliminary study 
and before attending the classroom. This step has 
important impact on the readiness of the mind to accept 
the lesson and to focus on the content. In this debate, 
according to the sources studied, one learner acts as a 
teacher, he/she provide condition for all of the companies 
to participate actively in the debate. He/she argues the 
future lesson and answers his friend questions, and then 
makes a conclusion and phrases the materials. In the 
preliminary debate, divergent views put together, and 
each of the participants review what the other 
understood. Therefore, the learners will be aware of their 
own weaknesses and strengths. They also will be able to 
understand and tolerate the others capabilities (Hadavi, 
2004). 
 
 
The second stage 
 
Following the earlier mentioned steps, it is important to 
attend master's classes and the learners' demand is 
clearer. Transition from the earlier mentioned stages 
helps learners achieve the purpose of finding answers to 
the uncertainties associated with the learning outcomes 
that have been achieved in the first phase. Therefore, 
learners' motivation increases and their mind will get to 
explore the content (Hadavi, 2004). So attending class is 
mandatory in this learning and teaching method.  

Attending these kinds of classes with the situation that 
is full of questions is very effective in the learner's 
inclusive growth. The point which  is  very  important  and  

 
 
 
 
useful here is that the aroused questions may even affect 
and change the teacher's mind. Thus, this step is to 
create a spirit and an ability of critical thinking and 
enhance a spirit of criticism in the whole generation. 
 
 
Third stage 
 
The final or the stage after presence in the class includes 
further study and complementary debate. 
 
 
First step: Further study  
 
For those active learners who have passed the previous 
stages, further study help them to overcome any other 
remaining ambiguous points after all these steps (Hadavi, 
2004). Pervasive thinking is more important at this stage 
of the study. 
 
 
Second step: Further debate 
 
Basically, debate after the lesson is repetition of the 
teacher's instruction course that can be done 
comprehensively and scholarly. At this stage of the 
debate, the person who is going to present the lesson 
should be serious enough in his job, and those who are 
listeners should actively participate in the issue. 
Expressing the problems, protesting and presenting 
critical designs should be welcomed by the participant in 
order to solve all problems and overcome all weaknesses 
(Hadavi, 2004). Therefore, this step can strengthen the 
learners' reasoning power, problem solving ability, and 
the pervasive perception. This stage of the debate, in fact 
is the presentation of lesson plan by students. What is 
important in this step is that the debate topic should be a 
coordinated lesson.. It must be completed before the start 
of the new lesson (Rezaie, 2002).  
 
 
Components of debate group 
 
Organizing a group is necessary for debate, thus 
organizing an active and proper group will help the 
debate process. Any successful group should be able to 
manage the fields and conditions of learners and ensure 
its durability (Soraya, 1384). A proper group should have 
the following conditions: 
 
1. In order to make a balance between the members of 
the group and achieve mutual effects through interaction 
between individuals, the group members should be more 
than two. However, if it is too much, it will prevent 
learners to do some of the group activities. 
2. Being in the same level is very important  because  the  



 

 

 
 
 
 
group activities will be fatigue for the lower level 
members, and they may lose their motivations (Hadavi, 
2004). The opposite case is also traumatic. 
3. Common interest between two or more members of 
the group can lead the group to success and sustainability 
of that group, so it is necessary to select a group of 
people who are seriously interested in the topics (Soraya, 
2005).  
4. In the selection of the members of a group, not only 
the instructional aspect should be consider, but also the 
moral aspect, responsibility and the individual 
characteristics should be taken into account (Rezaei, 
2005). 
 
 

Conditions of participation in the study groups 
 

There are some rules and conditions that help us conduct 
and promote the debate learning method:  
 

1. Since the learner is considered as the most important 
agent in learning process, curriculum planning, how to 
begin the lesson and how to continue it should be done 
from easier to more difficult and from introduction to the 
main text. 
2. Previous study is an important factor to enhance the 
quality of the debate. Therefore, it is necessary to 
encourage the learners to study the lesson before 
participating in the class. 
3. The participants should take notes from learned 
materials during the debate. 
4. A useful debate should follow its aims; the participants 
should not try to apply their own ideas without considering 
the goals of the debate. 
5. The debate should be conducted based on the principle 
of reasoning. It should be conducted according to 
scientific documents.  
 
 
Special benefits and functions of debate learning 
method: 
 
The debate has certain functions that can be divided into 
two categories of instructional and educational functions: 
 
 
Instructional functions: 
 
Mastery learning 
 

Since the debate method in education involves both the 
teacher and especially the learner's mind, it is the most 
effective teaching methods through which the learners 
can better discover and tackle the uncertainties. The 
learners can also better realize their shortcomings, and 
they will be able to achieve mastery skill on the content 
and how to express them. 
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Creating a learning continuum 
 
Updating the pervious information is one of the benefits 
of using debate in the education. The learners' pervious 
information will be activated, they will be able to confront 
new acquired materials, and they will come across new 
understanding and awareness. This new understanding 
can affect the future learning process. Therefore, the 
learners' pervious, new and future leanings can be traced 
as a continuum.  
 
 
Continuity in the learning 
 
Since the learners are active in the debate method, they 
will gain dynamic personality in acquiring knowledge. The 
learners will be motivated enough to put in his efforts 
continuously because they constantly compare them-
selves with the group. There are competitive conditions in 
which the learners as members of a group are persuaded 
to improve interpersonal and interpersonal skills. The 
learner's awareness of their weaknesses may motivate 
them to find out the causes and source for a solution. 
And in this way, they will be motivated toward learning 
more and fixing their knowledge and their success in 
subsequent debates.  
 
 
Thinking centered learning 
 
Debate and discussion leads to rapid growth of the 
learners' perceptional faculty. In addition to acquire the 
lesson, the learners will learn how to deal with and 
organize the learning process and how to collect and 
organize the content and present it. Therefore, the 
learners' thinking power will be enhanced during the 
process of debate.  
 
 
Creative learning 
 
In the debate learning group, in addition to understanding 
the context, imposing spontaneous and innovative 
questions about the content can lead the learners to 
create and face new ideas. 
 
 

Increasing the speed of learning 
 

The systematic process of the debate enhances the 
learning speed and causes accuracy in acquiring, and 
speed in transmission of learning materials. 
 
 

The promotion of the evaluation power  
 

Whenever  the  learners  realize  their  shortcomings  and  



 

 

216        Educ. Res. Rev. 
 
 
 
gain mastery skill on the content, they will be able to have 
a comprehensive evaluation of the course. The learner is 
constantly faced with opportunities for self-assessment, 
for example, in the first phase of the study, he found out 
how he can use the pre-studied content and how much 
content is needed in the classroom. He also may 
evaluate his knowledge after attending a class. 
 
 
The promotion of entrepreneurial skills 
 
Debate is actually a form of training and professional 
preparation, because in addition on how to persuade 
others, it leads to open-mindedness, critical and logical 
thinking. It also teaches learners many communication 
skills such as management, teaching and training. 
Initiating these fields would promote and encourage the 
entrepreneurial culture. 
 

 

Educational functions 
 

As it was mentioned earlier, the necessity of using group 
methods for training and improving the strategy of social 
culture and communication is obvious. Debate and 
discussion method will have undeniable effect on 
systematic process, and also creating attitude and insight 
in people. Some of the most important ones will be 
mentioned: 
 
 

The promotion of mental health 
 

Equal opportunity to develop human relationship and 
formation of rooted, sincere and long-term friendship in 
group is possible; also flourishing talents little by little for 
opportunities that will be resulted in debate method and 
this capability will lead to self-confidence. While 
sometimes a person feels inferior, but with debate and 
discussion he will realize his talents and capabilities, and 
the theme of detecting his talents will be provided for him 
and he may know himself better this way. 
 
 

The development of verbal skills 
 

Creating a spirit of criticism and upgrading ones 
character are results of being in group. In debate method, 
tolerance in person will be improved, and he will learn to 
accept other people’s idea in a right way and fairness, 
and justice will be crystallized in his behavior. This critical 
thinking will affect the liberalism soul. 
 
 

The promotion of social skills 
 

Systematic process of debate in each step will consist 
part of behavior and social skills  because  during  debate  

 
 
 
 
and discussion, and being present at class the learner 
will learn the possibility of suitable behavior change 
relating to the theme, and he will improve his interaction 
and also he may increase his communication skills. The 
other point is that the debate method is suitable for 
training society goal, because in the same situation of a 
society having weak or powerful people, a positive 
interaction will be created and all of them depending on 
their level of understanding will benefit in groups or 
classes. Upgrading analysis and deciding ability are kinds 
of skills that the learner will learn in this method and after 
that, management ability and leadership in group will 
come after that. 
 
 
Conclusion 
 
Nowadays, successful learning centers tent to cooperate 
learning strategies because they have considered the 
natural internal need of cooperation in human as a bases 
for their job, and in fact they are changing their direction 
of static learning to dynamic one that needs motivation 
and systematic method and process. On the other hand, 
they care about development of social skills so changing 
the education process and learning methods is an 
obligation and moving from one-sided processes to 
useful two-sided ones in cooperative form is a need. In 
answering the first question based on introducing debate 
method according to research findings in Figure1, these 
are thinkable. 

One important training method that can provide 
educative and training process is debate method. In this 
method, the learner will participate in training process 
actively and assume the responsibility for learning 
eagerly, and they will be given the opportunity to transfer 
their ideas, experiences to others and also their mind will 
be more engaged and involved and they can obtain deep 
reflection on the content of lessons. Also in this method, 
mental involvement with a curious reaction and self-
motivation will lead to scientific, rational and social 
development and will equip the learner to social 
experiences that will help him in the process of knowledge 
production and the use of his own skills in social life. 
Democratic process in this method, checking issues with 
collective wisdom gives everyone the opportunity to 
express their opinion and view freely and consider others 
opinion with respect. In this process, the technique of 
gathering and organizing the subjects and presenting 
them will teach the learner to think logical and prepare 
suitable conditions for him to go from checking step to 
presenting new subjects. In this way, the professor acts 
as guardian, and goes through the targeted way with 
learner. 

In answer to the second question, the results of the 
research show that the usage of educational system of 
inactive  method  and  master  axis  (professor  axis),  the  
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Figure 1. Debate method. 

 
 
 
process of learning always encounters difficulties. These 
methods will delay in the development of the inference 
strength, and by reducing the role of learner in learning 
will make him causeless at class and finally it causes 
superficial and transitory education, while human brain is 
a social organization that is ready to be in society and 
groups since birth. So the need for cooperative education 
strategies in groups and by groups will be clear. 

So debate method as an effective training strategy for 
activating more learners and as a symbol of dynamism of 

group in process of learning can be effective on the goals 
of education in all steps. And the efficiency of this method 
has been proved by scientific educational centers, and 
also the need for this method has been proved. First, 
educational system should provide the necessary 
condition for group works at school for all grades. They 
should take it serious and plan for it, because the learner 
should experience groups work skills besides educating. 

So the educational system should be written in a way 
that  in  addition  of  training  book  content,  it should also  
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teach students how to think freely and positively, and 
increase their self-confidence. Second the usage of this 
method should be matched with different subjects with 
different conditions and different ages. 
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A considerable number of foreign language learners experience a feeling of anxiety in language 
learning process. The purpose of this research was to find out foreign language anxiety levels of 
students studying in the Faculty of English Language and Literature at Cumhuriyet University, Sivas, 
Turkey when they were in preparatory class and when they were in fourth grade. Furthermore, it was 
aimed to examine whether gender factor was effective on foreign language anxiety of students. The 
research was carried out on 98 students (57 female) continuing from preparatory class to fourth grade 
and taking part in the first and second phases of the study voluntarily. Research data were collected 
through Foreign Language Classroom Anxiety Scale. Although foreign language anxiety levels of the 
students were found at moderate level both in preparatory class and in fourth grade, students had 
slightly higher anxiety level in fourth grade than they had in preparatory class. However, foreign 
language anxiety among males was found higher than females. 
 
Key words: Language learning, anxiety, students studying English Language and Literature. 

 
 
INTRODUCTION 
 
Anxiety has been a matter of considerable interest in 
language education setting for educators since it is a 
major obstacle to foreign language learning that the 
learners need to overcome (Wu, 2010; Zheng, 2008). 
Horwitz (2001) asserts that one-third of all foreign 
language learners experience some level of language 
anxiety. Therefore, foreign language anxiety has been a 
topic of much interest and research in recent years (Ellis, 
2008), especially the 1980s witnessed the breakthrough 
in the studies on foreign language learning anxiety 
(Wang, 2014).  

Foreign  language  anxiety is  an  important  factor  that  

influences one’s level of achievement in foreign language 
learning (Dordinejad and Ahmadabad, 2014). According 
to MacIntyre and Gardner (1994), foreign language 
anxiety - “the feeling of tension and apprehension 
specifically associated with second language contexts, 
including speaking, listening, and learning”- is different 
from a general feeling of anxiety, and therefore, keeps 
learners from reaching their goals (Horwitz, 2001), and 
prevents foreign language learners from successful 
performance in the target language (Hashemi and 
Abbasi, 2013). Horwitz et al. (1986) defined foreign 
language   anxiety   as   “a    distinct    complex   of    self- 
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perceptions, beliefs, feelings, and behaviors related to 
classroom language learning arising from the uniqueness 
of the language learning process”.  From this perspective, 
they claim that language anxiety is unique due to the way 
it involves learners’ self-concepts to communicate 
competently and to present themselves genuinely. 

Foreign language anxiety can occur if students are 
exposed to several negative experiences in a foreign 
language context (Chen and Chang, 2004; Sparks et al., 
2000; Hewitt and Stephenson, 2012; Horwitz et al., 1986; 
Horwitz et al., 2010; MacIntyre and Gardner, 1991; 
MacIntyre, 1999; Saadi, 2009; Sparks and Ganschow, 
2007). Moreover, it can “make learners get discouraged, 
lose faith in their abilities, escape from participating in 
classroom activities, and even give up the effort to learn a 
language well” (Na, 2007). Given that learners with high 
anxiety often perform at lower levels than those with 
lower anxiety (Cui, 2011).  

Horwitz et al. (1986) classified foreign language anxiety 
into three components as: 
 
1. Communication apprehension, which arises from 
learners’ inability to adequately express mature thoughts 
and ideas. 
 
2. Fear of negative social evaluation, which arises from a 
learner’s need to make a positive social impression on 
others. 
 
3. Test anxiety, an apprehension about academic 
evaluation.  
 
In communication apprehension, foreign language 
learners have difficulty not only in speaking but also 
comprehending messages from others (Horwitz et al., 
1986). In other words, learners have difficulty in 
understanding others or in being understood. Fear of 
negative evaluation is closely related to communication 
apprehension (MacIntyre and Gardner, 1991). 
Additionally, especially “students whose personalities 
tend to fear negative evaluation seem to be strong 
candidates for experiencing anxiety in foreign language 
classrooms” (Kitano, 2001). Huang (2005) reported that, 
the causes of provoking test anxiety might be derived 
from the educational system. MacIntyre and Gardner 
(1991) found that communication apprehension and fear 
of social evaluation were the main factors in foreign 
language anxiety, while test anxiety was just a general 
problem, and it was independent from the foreign 
language anxiety.  

Language learning anxiety may be experienced due to 
linguistic difficulties foreign language learners face in 
learning and using the target language (Hashemi and 
Abbasi, 2013). However, Horwitz (2001) claimed that 
foreign language anxiety is independent of first language 
learning   disabilities   and   should   be   viewed    as   an  

 
 
 
 
important factor that hinders language learning in and of 
itself. Zhang and Zhong (2012) has categorized causes 
of foreign language learning anxiety as being “learner-
induced, classroom-related, skill-specific, and some 
society-imposed depending on different contexts”. 

The main cause of anxiety stems from “learners’ 
unrealistic or erroneous beliefs about language learning” 
(Zhang and Zhong, 2012). While some learners think 
they lack the aptitude or gift to learn a new language 
(Price, 1991), some believe that two years or less is 
sufficient for them to become proficient in another 
language (Horwitz, 1988) without estimating the difficulty 
of the language learning task, and therefore, they could 
possibly experience conflict resulted in anxiety. 

Learners may also have erroneous beliefs and 
expectations about language standards. Since foreign 
language learners are exposed to the expert language of 
native speakers from tapes, videos and instructors 
(Kitano, 2001), they “set their standards as high as the 
level of native speakers”, which causes anxiety because 
of failing to achieve the high standards (Zhang and 
Zhong, 2012). In addition, high expectations that learners 
are required to communicate and speak in public cause 
anxiety. The fear of falling short of these expectations 
can hinder the learning process (Rajanthran et al., 2013). 
Anxious learners think that their language skills, 
especially speaking skills, are weaker than their peers’ 
(Young, 1991) because of perceiving speaking ability as 
the most important.  Additionally, Kitano (2001) states 
that “speaking skill is usually the first thing that learners 
compare with that of peers, teachers and native 
speakers”.  

Classroom-related anxiety is associated with instructors, 
peers and classroom practices (Zhang and Zhong, 2012). 
Instructors who believe their role is to correct students 
constantly, who feel that they cannot have students 
working in pairs because the class may get out of control 
may be contributing to learner language anxiety (Young, 
1991). 

According to Hashemi and Abbasi (2013), the more 
friendly and informal the language classroom 
environment, the less it is likely to be anxiety provoking. 
They state that “formal language classroom setting is a 
major source of stress and anxiety because of its 
demand to be more correct and clearer in using the target 
language”. Furthermore, the evaluation or criticisms from 
peers is also a major cause of anxiety (Conway, 2007).  
Young (1991) found that anxious learners thought their 
skills in language were weaker than their peers’ and they 
were looking down at them. In addition, anxious learners 
are scared because of a fear of appearing awkward, 
foolish and incompetent in the eyes of their peers (Jones, 
2004).  

Classroom activities have also caused anxiety. As it 
was reported in Price's (1991) interview study, many 
anxious  students  fear  making mistakes in pronunciation  



 

 

 
 
 

 
in front of their peers. Furthermore, oral presentation is 
the most anxiety-provoking classroom activity (Koch and 
Terrell, 1991), which makes the classroom environment 
more formal and stressful for the learners. However, 
Hashemi and Abbasi (2013) reported language learners 
to be less anxious and stressful in environments which 
emphasize collaborative activities among the teachers 
and the students.  

 Fear of testing is another source of anxiety stemming 
from classroom environment, where learners are 
constantly being evaluated. Students put down a wrong 
answer because of their nervousness during the test 
(Conway, 2007). According to Young (1991), “in language 
testing, the greater degree of student evaluation and the 
more unfamiliar and ambiguous the test tasks and 
formats, the more the learner anxiety is produced”. Since 
students with high levels of foreign language anxiety 
exhibit avoidance behavior (Gregersen and Horwitz, 
2002), it is essential to find out the causes of foreign 
language anxiety and reduce the undesired effects in 
foreign language teaching to create a low anxiety 
classroom for the learners (Young, 1991). 

Founded in 1990, the Department of English Language 
and Literature at Cumhuriyet University offers under-
graduate (BA) and graduate (MA) degrees in English. To 
enroll for a BA at the department, students must take the 
two exams - Student Selection and Placement System 
Exam (OSYS) and Foreign Language Exam (YDS) - 
administered by Student Selection and Placement Center 
(OSYM) in Turkey. Within the Turkish education system, 
the only way to enter a university’s foreign language 
department is through these exams. After the enrollment 
process, students must take the English proficiency exam 
run by the language school. If students fail to pass this 
exam they are required to spend a year in the English 
preparatory class of the language school before beginning 
their studies at the department. In the English preparatory 
class, students take intensive English courses - a 
minimum of 25 hours per week - to understand written 
and spoken English, to express themselves in English in 
writing and orally, and to effectively follow and 
understand the courses being provided in English. After 
having successfully completed their preparatory class 
within one year, the students take the English proficiency 
exam again before being allowed to continue their normal 
education in their department. In case students are not 
able to be successful in this exam, these students must 
retake the preparatory class. In BA degree of the 
Department of English Language, various lectures are 
given generally on the subjects of English Literature, 
English Language, Linguistics, Translation, Literary 
Theories and Practical Criticism. 

This study aimed to find out foreign language anxiety 
levels of university students studying English Language 
and Literature when they were in preparatory class and 
when   they  were  in  fourth  grade.  Furthermore,  it  was  
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aimed to examine whether gender factor was effective on 
foreign language anxiety of students. Therefore, to fulfill 
the purpose of this study, the following research 
questions were addressed:  
 
1. What is the individual anxiety level to each item of 
FLCAS responded by the students who are in 
preparatory class as new beginners and in fourth grade 
as candidates of graduation? 
2.  What is the overall anxiety level of the students based 
on the FLCAS instrument when they are in preparatory 
class and when they are in fourth grade?  
 3. Does foreign language anxiety of students in 
preparatory class and in fourth grade vary according to 
gender?  
 
 
METHODOLOGY 
 
Research design 
 
A survey model, one of typical descriptive study designs, was 
employed in the present study. Descriptive research is used to 
describe a current situation that existed in the past or exists now in 
the way it is (Karasar, 2009). Survey method is frequently used to 
collect descriptive data to find out “what is” (Borg and Gall, 1989).  
 
 
Sample 
 
Preparatory students (N = 124) studying in the Faculty of English 
Language and Literature at Cumhuriyet University in Turkey 
volunteered for this study. The study was carried out on the entire 
group of students rather than making a sample selection. 
Therefore, the first phase of the study was completed with 118 of 
these students enrolled in fall 2011. 
Afterward, in the spring term of 2015 when the same students 
attended fourth grade, the second phase of the research included 
only 98 participants (57 female) - continuing from preparatory class 
to fourth grade and taking part in the first phase of the study. 
Therefore, the results of the current study were evaluated for 98 
participants. The sample and the population of this study is of great 
significance for English language teaching because the study is 
dealing with English Language and Literature graduates and their 
language learning experiences, perceptions throughout their 
language development. This is a very special group since they are 
expected to be highly proficient and fluent in second language (L2). 
So the study assumes that they should be -somehow- quite 
concerned about learning and using L2. 
 
 
Instrumentation 
 
Data for the study were collected using the -Foreign Language 
Classroom Anxiety Scale- (FLCAS) developed by Horwitz et al. 
(1986).  The scale is a self-report measure of language learner’s 
feelings of anxiety as a specific reaction to foreign language 
learning in the foreign language classroom (Wang, 2010). The 
instrument is intended to measure foreign language learners’ 
anxiety level while learning a language in the classroom. The 
FLCAS uses a 5-point Likert scale with 33 items, ranging from 
strongly agree (5) to strongly disagree (1). Total anxiety scores for 
the scale range  from  33  to  165 points. While the answer -strongly  
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agree- indicates high level of anxiety, -strongly disagree- indicates 
low level of anxiety that students feel (Horwitz, 2008). According to  
Horwitz et al. (1986), the internal consistency is 0.93 based on 
Cronbach’s coefficient alpha and test-retest reliability over a period 
of eight weeks is r=0.83 (p<.001). This is a valid and reliable scale 
that has been consistently used in previous studies to measure 
anxiety (Aida, 1994; Elkhaphiefi, 2005; Horwitz et al., 1986; Kim, 
2000; Kitano, 2001; Moghaddam, 2014; Price, 1991; Sus, 2002; 
Şener, 2015; Wang, 2010; Zhao, 2007).   
 
 
Data analysis 
 
Statistical package for the social sciences (SPSS) 18.0 package 
program was conducted in the analysis of data. Data were analyzed 
using frequencies, percentages, arithmetic mean, standard 
deviation, and independent sample t-tests.   
 
 

RESULTS 
 

First, reliability coefficients were computed. The modified 
FLCAS, as measured by Cronbach's alpha, showed an 
internal consistency of 0.91 for sample of this study. 
Turning to the first and second research questions 
regarding what the individual anxiety level to each item of 
FLCAS and the overall anxiety level of the students when 
they were new beginners in preparatory class and senior 
students in fourth grade, the individual and overall anxiety 
scores for each item are presented in Table 1. 

In Table 1, all numbers indicate students who chose 
each answer from strongly agree (SA) to strongly 
disagree (SD). The mean FLCAS score of preparatory 
participants in this study was found to be 3.10 which 
indicated that the participants reported a moderate or 
slight level of anxiety. However, when the participants 
were surveyed when they were in fourth grade, their 
average FLCAS score was found to be 3.14. Although an 
increase of 0,04 points was found in their FLCAS levels, 
participants still had moderate level of anxiety. As shown 
in Table 1, in preparatory class, although 21 items 
exceeded 3.0, six of them went over 3.5. In fourth grade, 
no items were observed exceeding 3.5 and therefore, 
slight level of anxiety was displayed in all sub-
dimensions. The mean of all the participants’ scores of 
FLCAS when they were in preparatory class and in 4th 
grade is presented in Table 2. The data showed that the 
FLCAS scores of the participants when they were in 
preparatory class ranged from 41 to 165, with a mean of 
102.22 (SD = 22.04), in fourth grade, their scores 
changed from 52 to 162 with a mean of 103.59 (SD = 
23.02).  

Turning to the third research question regarding the 
relationship between gender and foreign language 
anxiety, the data are presented in Table 3. To test for 
homogeneity of the two groups, a Levene’s test for 
equality of variance was conducted. While the findings of 
the participants when they were in preparatory class 
supported the homogeneity assumption, in  fourth  grade,  

 
 
 
 
except for the dimension -Fear of Negative Evaluation-, in 
overall scale and the other two dimensions, the level of 
homogeneity was found below 0.05, which was selected 
as the level of significance. Therefore, in order to 
examine the relationship between gender and foreign 
language anxiety, the Mann Whitney U test was utilized 
in fourth grade data while independent t-test was 
performed in preparatory class data of the same 
participants. 

The findings represented in Table 3 revealed that male 
participants’ anxiety scores obtained from not only overall 
scale but also all the dimensions of FLCAS were found 
statistically significant both in preparatory class and in 
fourth grade when compared with female participants.   
 
 
DISCUSSION 

 
The purpose of this research was to examine foreign 
language anxiety levels of students studying English 
Language and Literature at Cumhuriyet University, Turkey 
when they were in preparatory class and when they were 
in fourth grade. Furthermore, gender variable was also 
taken into account. The results indicated that students 
had average anxiety levels both in preparatory class 
(Mean=3.10; SD=1.34) and in fourth grade (Mean=3.14; 
SD=1.37). As Horwitz (2008) explained, “students with 
averages around 3 should be considered slightly anxious, 
while students with averages below 3 are probably not 
very anxious. Students who average 4 and above, are 
probably fairly anxious”.  

Therefore, the findings of the study revealed that 
language anxiety did not necessarily decline in line with 
students’ foreign language progress from preparatory 
class to fourth grade. On the contrary, when the students 
included in the study came to fourth grade, their anxiety 
level was found slightly higher than their preparatory 
class anxiety level. According to Casado and Dereshiwsky 
(2001) who examined university students’ language 
learning and language anxiety and found a level of higher 
degree in their subjects’ communication apprehension 
mean score in the second semester than in the first 
semester, anxiety does not diminish nor decrease with 
the experience acquired in academic year of language 
learning.  

Similarly, Aydemir (2011) studied foreign language 
anxiety levels of university students at the beginning and 
at the end of the academic year, and found that the 
participants’ foreign language anxiety levels increased at 
the end of the academic year. In addition, Ewald (2007), 
Kitano (2001) and Saito and Samimy (1996) suggested 
that advanced students experienced higher anxiety than 
elementary-or intermediate level students. Contrarily, 
some studies have concluded that foreign language 
anxiety is expected to decrease when experience and 
proficiency    increases    (Chapelle   and  Roberts,  1986;  
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Table1. FLCAS items with numbers of students selecting each alternative in preparatory and in fourth grade. 
 

S/N Variable *SA A N D SD Mean Standard deviation 

1. 

I never feel quite sure of myself when I am speaking in my foreign language class 

Prep. class 5 22 20 29 22 2.58 1.21 

4th grade 15 22 10 27 24 2.77 1.43 
         

2. 

I don't worry about making mistakes in language class*  

Prep. class 9 16 18 40 15 2.63 1.19 

4th grade 23 17 17 30 11 3.11 1.37 
         

3. 

I tremble when I know that I'm going to be called on in language class 

Prep. class 19 24 11 28 16 3.02 1.41 

4th grade 24 22 15 24 13 3.20 1.40 
         

4. 

It frightens me when I don't understand what the teacher is saying in the foreign language 

Prep. class 12 29 13 30 14 2.95 1.30 

4th grade 17 33 19 17 12 3.27 1.28 
         

5. 

It wouldn't bother me at all to take more foreign language classes* 

Prep. class 34 34 17 5 8 3.83 1.20 

4th grade 17 22 20 31 8 3.09 1.25 
         

6. 

During language class, I find myself thinking about things that have nothing to do with the course 

Prep. class 19 38 22 14 5 3.53 1.11 

4th grade 14 32 16 31 5 3.19 1.18 
         

7. 

I keep thinking that the other students are better at languages than I am 

Prep. class 24 27 20 15 12 3.37 1.33 

4th grade 28 27 9 21 13 3.37 1.43 
         

8. 

I am usually at ease during tests in my language class*. 

Prep. class 16 23 29 17 13 3.12 1.26 

4th grade 24 24 14 21 15 3.21 1.42 
         

9. 

I start to panic when I have to speak without preparation in language class 

Prep. class 9 20 8 32 29 2.47 1.35 

4th grade 16 21 13 25 23 2.82 1.43 
         

10. 

I worry about the consequences of failing my foreign language class 

Prep. class 7 12 11 40 28 2.29 1.21 

4th grade 10 22 14 28 24 2.65 1.34 
         

11. 

I don't understand why some people get so upset over foreign language classes* 

Prep. class 23 24 16 19 16 3.19 1.42 

4th grade 26 20 13 25 14 3.19 1.44 
         

12. 

In language class, I can get so nervous I forget things I know 

Prep. class 10 21 15 33 19 2.69 1.29 

4th grade 21 23 9 31 14 3.06 1.41 
         

13. 

It embarrasses me to volunteer answers in my language class 

Prep. class 26 28 10 23 11 3.36 1.39 

4th grade 27 24 10 20 17 3.24 1.49 
         

14. 

I would not be nervous speaking the foreign language with native speakers* 

Prep. class 37 27 16 12 6 3.79 1.25 

4th grade 28 22 19 12 17 3.33 1.45 
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15. 

I get upset when I don't understand what the teacher is correcting 

Prep. class 10 17 14 39 18 2.61 1.26 

4th grade 17 13 17 35 16 2.80 1.35 
         

16. 

Even if I am well prepared for language class, I feel anxious about it 

Prep. class 18 22 15 33 10 3.05 1.31 

4th grade 20 20 16 32 10 3.08 1.33 
         

17. 

I often feel like not going to my language class 

Prep. class 31 32 15 10 10 3.65 1.30 

4th grade 27 28 12 19 12 3.40 1.39 
         

18. 

I feel confident when I speak in foreign language class*. 

Prep. class 12 26 32 20 8 3.14 1.13 

4th grade 19 24 22 21 12 3.17 1.31 
         

19. 

I am afraid that my language teacher is ready to correct every mistake I make 

Prep. class 17 40 19 12 10 3.43 1.21 

4th grade 23 28 22 16 9 3.41 1.27 
         

20. 

I can feel my heart pounding when I'm going to be called on in language class 

Prep. class 9 27 17 25 20 2.80 1.30 

4th grade 19 24 11 26 18 3.00 1.43 
         

21. 

The more I study for a language test, the more confused I get 

Prep. class 13 25 16 26 18 2.89 1.34 

4th grade 19 23 16 26 14 3.07 1.36 
         

22. 

I don't feel pressure to prepare very well for language class* 

Prep. class 16 25 18 28 11 3.07 1.29 

4th grade 21 21 20 23 13 3.14 1.35 
         

23. I always feel that the other students speak the foreign language better than I do 

 
Prep. class 17 33 16 17 15 3.20 1.34 

4th grade 29 20 15 20 14 3.31 1.45 
         

24. 

I feel very self-conscious about speaking the foreign language in front of other students 

Prep. class 19 24 14 24 17 3.04 1.41 

4th grade 24 24 11 28 11 3.22 1.39 
         

25. 

Language class moves so quickly I worry about getting left behind 

Prep. class 13 31 22 22 10 3.15 1.21 

4th grade 12 35 19 28 4 3.23 1.12 
         

26. 

I feel more tense and nervous in my language class than in my other classes 

Prep. class 28 43 10 10 7 3.77 1.18 

4th grade 18 29 6 40 5 3.15 1.28 
         

27. 

I get nervous and confused when I am speaking in my language class 

Prep. class 16 18 18 26 20 2.84 1.38 

4th grade 12 16 14 38 18 2.65 1.29 
         

28. 

When I'm on my way to language class, I feel very sure and relaxed*. 

Prep. class 13 33 16 23 13 3.10 1.28 

4th grade 28 20 20 23 7 3.40 1.31 
         

29. 

I get nervous when I don't understand every word the language teacher says 

Prep. class 9 26 14 36 13 2.82 1.23 

4th grade 16 22 18 32 10 3.02 1.28 
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30. 

I feel overwhelmed by the number of rules you have to learn to speak a foreign language 

Prep. class 23 25 16 24 10 3.28 1.33 

4th grade 24 32 16 15 11 3.44 1.32 
         

31. 

I am afraid that the other students will laugh at me when I speak the foreign language 

Prep. class 29 30 13 21 5 3.58 1.26 

4th grade 28 25 14 21 10 3.41 1.37 
         

32. 

I would probably feel comfortable around native speakers of the foreign language* 

Prep. class 32 21 18 14 13 3.46 1.42 

4th grade 24 20 14 24 16 3.12 1.45 
         

33. 

I get nervous when the language teacher asks questions which I haven't prepared in advance 

Prep. class 9 20 8 38 23 2.53 1.30 

4th grade 17 26 13 29 13 3.05 1.34 

Average(Prep) - - - - - 3.10 1.34 

Average 

(4th grade) 
- - - - - 3.14 1.37 

 

*SA = strongly agree; A = agree; N = neither agree nor disagree; D = disagree; SD = strongly disagree. 
Reverse scored items are indicated by an asterisk (*). 

 
 
 

Table 2. Minimum, maximum and mean scores in the FLCAS. 
 

Preparatory class N Minimum Maximum M SD 

Overall  FLCAS  98 41 165 102.22 22.04 

Communication apprehension - 13 55 32.97 8.78 

Test anxiety - 19 75 47.15 9.73 

Fear of negative evaluation - 8 35 22.10 5.76 

 

 Fourth grade N Minimum Maximum M SD 

Overall  FLCAS - 52 162 103.59 23.02 

Communication apprehension - 15 55 33.60 9.07 

Test anxiety - 22 72 47.09 9.47 

Fear of negative evaluation - 10 35 22.90 6.13 

 
 
 
Desrochers and Gardner 1981; Elkhafaifi, 2005; Gardner 
et al., 1977;  Gardner et al.,1979; Gardner et al., 1997; 
Hismanoglu, 2013; Liu, 2006; Samimy, 1994).   

For the gender differences in foreign language anxiety 
levels, the analyses indicated that foreign language 
anxiety among male participants was higher than among 
their female counterparts. More specifically, it was higher 
in terms of communication apprehension, test anxiety, 
fear of negative evaluation and the overall FLCAS score 
both in preparatory class and in 4th grade. The reasons 
for this result could be that male students are more 
inclined to feel anxious in the language classroom and 
are worried about making mistakes (Awan et al., 2010). 
The findings of the present study support the results of 
other    studies   which    asserted    that    male   learners 

experienced higher foreign language anxiety than female 
learners (Awan et al., 2010; Aydemir, 2011; Campbell, 
1999; Cui, 2011; Hsu, 2009; Karabey, 2011; Kitano, 
2001; MacIntyre, Baker and Donovan, 2002; Na, 2007; 
Sertçetin, 2011; Sevim and Gedik, 2014, Wang, 2014).    
 
   
CONCLUSION   
 
This study has concluded that over a four and a half year 
period, students studying English Language and 
Literature at Cumhuriyet University, city of Sivas, Turkey 
experienced moderate level of anxiety. It was observed 
that language anxiety levels of the students did not 
decrease  during  this  time  interval.  On  the  contrary,  a  
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Table 3. Independent t test and Mann Whitney U test results of gender and foreign language anxiety. 
 

Preparatory class 

FLCAS N 98 

Female (n= 57; 
58.2 %) 

Male (n= 41; 
41.8 %) 

T &P Values Levene’s test 

M SD M SD t P F P 

Overall scale - 96.75 22.80 109.83 18.68 -3.01 0.003* 0.474 0.49 

Communication apprehension - 30.37 9.13 36.59 6.86 -3.67 0.000* 1.859 0.17 

 Test anxiety - 45.35 10.28 49.66 8.39 -2.20 0.030* .202 0.65 

 Fear of negative evaluation - 21.04 5.77 23.59 5.47 -2.20 0.030* 0.102 0.75 
          

Fourth grade 

 FLCAS N 98 
Female 

(n= 57; 58.2 %) 

Male 

(n= 41; 41.8 %) 
T &P Values Levene’s Test 

 - M Sd M Sd t P F P 

Fear of negative evaluation - 21.93 5.92 24.24 6.24 -1.86 .065 0.393 0.53 
          

Mann Whitney U 

Overall scale N Mean rank Sum of ranks U Z P 

Female 57 44.12 2515.00 862.000 -2.20 0. 027* 

Male 41 56.98 2336.00 - - - 

                                                                                                           Levene’s test     F=5.205         P<0.05 

 

Communication apprehension N Mean rank Sum of ranks U Z P 

Female 57 42.87 2443.50 790.500 -2.72 .006* 

Male 41 58.72 2407.50 - - - 

                                                                                                           Levene’s test     F=4.540         P<0.05 
 

Test anxiety N Mean rank Sum of ranks U Z P 

Female 57 46.27 2637.50 984.500 -1.32 0.185 

Male 41 53.99 2213.50  - - 

                                                                                                           Levene’s test     F=8.796          P<0.05 

 
 
 

slight level of increase was found, particularly in terms of 
both overall FLACAS and dimensions of communication 
apprehension and fear of negative evaluation. As for the 
dimension of test anxiety, a slight decrease was 
observed in the fourth grade.  

Therefore, it can be reported that no changes seem to 
occur between a foreign language learning and anxiety 
depending on long-term effects. It appears to be related 
to some factors leading to anxiety in foreign language 
learning. High expectations from students studying 
English Language and Literature come first among the 
factors that may not only be ineffective but extremely 
discouraging as well although foreign language students’ 
positive expectations for their own performance are 
important predictors of their future success (Daley et al., 
1999). Because they are going to be professionals who 
will be expected to use the target language properly, 
efficiently and fluently.  

Şener (2015) claims that high level of anxiety is a 
general  problem   of  Turkish English  language  learners 

who cannot speak in front of others although they know 
English grammar well due to their being less motivated, 
not having enough self-confidence or practice to speak in 
English.  Additionally, some other factors like lack of 
effort, lack of motivation, poor language learning habits 
and low ability in language learning (Schwarz, 1997) 
seem to be the reason for anxiety and failure. It should be 
noted that a teacher plays an important role in student 
learning choices, experiences and in making learning 
meaningful to students (Wright et al., 1997). It is 
teachers’ duties that should detect the cause of foreign 
language anxiety and try to help their students, or create 
the affective classroom environment so that their learners 
would learn to communicate rather than fear the 
language (Chaokongjakra, 2013). 

However, the results in this study may not be sufficient 
to provide in-depth insights into students’ foreign anxiety 
levels. To this end, further both qualitative and 
quantitative studies with large samples using participants 
who  study  EFL departments of different universities may  



 

 

 
 
 
 
be conducted concurrently. A set of meta-analytic studies 
on the sources of foreign language anxiety in Turkish 
students may be conducted. As Şener (2015) claims 
developing the speaking and listening skills of foreign 
language learners are always neglected in Turkey. For 
this reason, many universities and private high schools 
hire foreign native speakers of English in their English 
departments to overcome students’ communication 
difficulties and anxiety problems (Şenel, 2012).  

Therefore, the main purpose of the EFL teaching in 
Turkey should be based on the development of the four 
skills rather than instilling strict grammar rules on 
students. In this vein, interviewing students about their 
sources of concerns is recommended in order to reveal 
whether it is related to their professional expectations or 
not. Looking into the relation between language 
proficiency of the graduates and their anxiety levels may 
also be recommended whether students who gained 
more skills in L2 are still anxious, or whether they are 
more or less anxious compared to other students.  
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INTRODUCTION 
 
Systematic, disciplined and planned education in schools 
serves two purposes: teaching students the academic 
knowledge they can use in their daily lives and in a choice 
of profession, and more importantly, socializing them. 

Paragraph 1 of Article 26 of Universal Declaration of 
Human Rights (1948) states: ―Everyone has the right to 
education. Education shall be free, at least in the 
elementary and fundamental stages. Elementary education 
shall be compulsory. Technical and professional 
education shall be made generally available and higher 
education shall be equally accessible to all on the basis 
of merit.‖ Paragraph 2 continues: ―Education shall be 
directed to the full development of the human personality 
and to the strengthening of respect for human rights and 
fundamental freedoms.  It  shall  promote  understanding, 

tolerance and friendship among all nations, racial or 
religious groups, and shall further the activities of the 
United Nations for the maintenance of peace‖ 
(http://www.un.org/en/documents/udhr/). Article 26 was 
prepared in the aftermath of the destruction of World War 
II based on the common understanding that human 
beings need to be protected from one another. 

Certainly, the Article’s proposal of compulsory 
education is not related to the ability of future generations 
to acquire academic knowledge in schools, but to the 
necessity of their socialization. World War II had shown 
that there was no limit to how badly people can treat each 
other, that they have very different ways of killing each 
other and that they can easily justify their actions by 
differences  in  races,  political views, religions and sects, 
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geographical locations and the need for raw materials. 

The world’s population is now 7.324 billion people 
(http://populationpyramid.net/world/2015/), each with 
their own different personalities. It is normal to expect 
mutual liking among individuals; however, they also 
have the right not to like each other. Individuals may not 
like each other, but living together in a community, 
country or the world brings with it obligations of mutual 
respect, tolerance and forgiveness. Also, the need to 
produce and share collectively in order to live well and 
prosper requires that people be honest, sharing, helpful 
and productive. The need to possess all these traits at 
the same time means that people have to know each 
other and work together. In brief, the second aim of 
education requires people to socialize and be socialized, 
the primary purpose of which is to give people the 
opportunity to acquire the capacity for empathy. 

People with empathy would not so easily cause the 
type of destruction of humankind seen in World War II. 
For this reason, compulsory elementary education 
became part of the Declaration. School is the only place 
to socialize humankind in a systematic, disciplined and 
planned manner, to get them to know each other, to 
allow them to acquire empathy and to get them to 
produce collectively in society. Belonging to a 
community brings awareness of solidarity and mutual 
attachment among people. This awareness occurs by 
making the contributions and resources available for the 
needs of individuals and groups, developing care and 
empathy, and learning to be interested in diverse 
communities with ethnic, cultural and social differences 
(Gay and Hanley, 1999). 

Empathy, no doubt, is an important skill. It helps 
people to be aware of others’ feelings and thoughts. It 
allows us to understand their intentions, predict their 
actions and experience emotions triggered by their 
emotional experiences. Empathic skills facilitate 
effective communication in the social world. It is like a 
―glue‖ in the community helping us to help others and 
deterring us from hurting others (Baron-Cohen and 
Wheelwright, 2004). 
 
 
Empathy 
 
The English word, empathy, derives from the Greek 
word, empathia. The prefix, em, means within or inside, 
and pathia means feeling (Gülseren, 2001). In the 
twenty-first century, empathy is frequently discussed in 
psychiatry and psychology and a topic of research in 
the fields of clinic, social and communication psycho-
logy. Although many researchers have contributed to 
the comprehension of empathy, the first name that 
comes to mind today is Carl Rogers. Today, Empathy’s 
irreplaceable importance in psychotherapy and 
interpersonal   relations  is  the  result  of  his  persistent 

 
 
 
 
studies (Dinçyürek, 2004). The most commonly 
accepted definition of empathy sees it as the process of 
understanding and feeling accurately what another 
individual is experiencing by placing oneself in another's 
position and letting the other individual know about this 
(Rogers, 1975). 

Emphasizing that the scope of the concept of 
empathy should be limited, Freud defined empathy as a 
practice that plays a role in understanding something 
strange to the self of an individual (Ünal, 1972). 
According to Badea and Pana (2010), empathy is a way 
of understanding the feelings of others, not 
experiencing them. An individual should be sensitive to 
the feelings of other individuals and should recognize, 
understand and interpret these feelings to show 
empathy. Being able to understand other individuals' 
feelings before they express them is the core of 
empathy. Being empathetic means reading other 
individuals in an emotional way (Moller, 2000).  

Zinn (1993) described empathy as: ―the intellectual 
identification with, or experiencing emotions, thoughts, 
or attitudes of another; the imaginative ascribing to an 
object, as a natural object or work of art, feelings, or 
attitudes present in oneself‖ (as cited in Marshall and 
Marshall, 2011).  

Liew et al. (2003) defined empathy as an effective 
reaction caused by fear, anxiety or the expectation 
about what another individual feels or will feel. 

Rota and Reiterer (2009) defined empathy as: ―the 
individual’s struggle to identify themselves in imaginative 
or real life conditions‖ (cited in Dewaele and Wei, 2012). 
 Feshbach (1987), Miller and Eisenberg (1988) claim 
that empathy underlines pro-social behavior, and in the 
absence of empathy, individuals display aggressive and 
acquisitive behaviors while ignoring the rights or 
suffering of others (cited in Marshall and Marshall, 
2011). Empathy includes the notion of understanding 
multiple perspectives on people’s actions, historical 
events and the ability to take an empathic stance 
(Grant, 2001). According to Foster (1990), without 
important aspects of empathy, contrary to common 
sense, empathy is neither synonymous with sympathy 
or imagination, nor is it a skill for understanding the 
world through someone else’s eyes (cited in Grant, 
2001).  

Hoffman (1991) stated that the motivation needed for 
moral actions depends on empathy. Putting oneself in 
the other’s place, understanding his feelings and his 
experiences in every condition is the highest level of 
empathy (cited in Kirsi, 2003). 

There are many elements to be considered for a 
definition of empathy. For example, how do empathy 
and sympathy differ, if they actually do differ? Is 
empathy a cognitive or an affective response to the 
suffering of others? Recent research has conceptualized 
empathy  as having both cognitive and affective aspects 



 

 

 
 
 
 
 (Marshall and Marshall, 2011). 
 
 
Dimensions of empathy 
 
There are many explanations of the multidimensional 
nature of empathy. Social psychologists define empathy 
using two main approaches. The first, cognitive 
empathy, is understanding others’ states of mind with 
the help of the imagination, and the second, emotional 
empathy, is defined as one’s emotional reaction to 
another’s emotional reaction. In the literature, affective 
empathy is used to refer emotional empathy (Lawrence, 
Shaw, Baker, Baron-Cohen and David, 2004). 

Lamm and Majdandzic (2015) stated that since the 
explanation of the concept of sharing another 
individual's feelings (Empathy: Em – inside/internal / 
patheos: emotion, feeling) through neurological 
networks (MR imaging) began approximately 10 years 
ago, empathy is handled in the field of social 
neuroscience (neuroscience in behavior and learning, 
neurology in medicine and neurobiology). Emphasizing 
that the bases of empathy which is a very important and 
complex social skill should be revealed empirically as a 
neurological substructure, Lamm and Majdandzic 
(2015) pointed out how important and determinant 
shared neural activity—especially the relationship 
between empathy and mirror neurons—is for empathy. 

Empathy is a conscious, intrinsic capacity that can be 
caused in two ways. Firstly, empathy can be caused by 
observing one’s emotional state and briefly 
experiencing affective resonance (affective empathy). 
Secondly, it can be caused by intentionally adopting 
someone else’s psychological perspective (cognitive 
empathy) (Decety and Moriguchi, 2007; cited in Segal, 
Cimino, Gerdes, Harmon and Wagaman, 2013). 
Contrary to commonsense, emotional empathy is not 
related to sensitivity against injustice to others. Rather, 
due to individual differences, cognitive empathy and 
empathic concern involve a predictable sensitivity to 
justice for others, in addition to adherence to a moral 
code (Decety and Yoder, 2015). 

In this study, the emotional reactivity sub-factor of the 
survey was conceptualized as a component of emotional 
regulation. Many researchers think that structure of 
emotional regulation potentially indicates that it has a 
unifying effect on maladaptive behaviors. For example, 
Linehan et al. (1993) asserted that the primary 
etiological cause of borderline personality disorder is 
emotional dysregulation (Becerra and Campitelli, 2013). 

In this study, the emotional reactivity sub-factor of the 
survey was conceptualized as a component of emotional 
regulation. Many researchers think that structure of 
emotional regulation potentially indicates that it has a 
unifying effect on maladaptive behaviors. For example, 
Linehan   et    al.    (1993)   asserted   that   the  primary  
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etiological cause of borderline personality disorder is 
emotional dysregulation (cited in Becerra and Campitelli, 
2013). 

Interestingly, cognitive and social neuroscience 
research is increasingly supporting emotional reactivity 
as the primary explanation for individual disposition 
towards sensitivity to justice. In two different studies, 
Yoder and Maya (2014) showed that sensitivity to 
justice was an important element in rating predictable 
approved and disapproved behaviors and moral actions 
(cited in Decety and Yoder, 2015). 

Emotional regulation includes intrinsic and extrinsic 
processes aimed at monitoring, evaluating and 
modifying emotional reactions. Emotional reactions, 
especially their temporal and intensive features, help 
individuals to achieve their goals. In addition, these 
reactions include both voluntary and self-inflicted 
regulation processes (Becerra and Campitelli, 2013). 
Moreover, these processes are specifically responsible 
for changing these reactions to be able to reach certain 
goals (Thompson, 1994; cited in Onat and Otrar, 2010).  

It is obvious that individuals’ emotional reactions differ 
from context to context and, in every context of 
conscious life, play a key role in the personal 
experience of emotions (Nock et al., 2008). 

Several surprising studies examined the effects of 
depression on emotional processes across cultures. 
Many other studies of emotional reactions and 
depression were conducted with European Americans. 
Clinical reports have shown that patients with manic 
depressive disorder suffer from extremely negative 
emotional expressions, experiences and sadness. 
However, scientific findings contradicted the reports 
showing that both depressed and non-depressed 
individuals give the same or only slightly different 
responses to the same negative emotions and 
stimulants (Dutton et al., 2007). 
 
 
Relationship between curriculum and empathy 
 
According to the NCSS (National Council for Social 
Studies) (1994), parents who care about raising their 
children into healthy individuals help create citizens who 
respect other people and their rights, struggle to 
improve public policies by participating in public 
protests and enjoy learning, which is also the aim of 
social studies experts. Activities that contribute to this 
goal include modules that teach empathy, 
assertiveness, anger management and problem-solving 
skills, as well as those that build self-esteem (cited in 
Berson and Berson, 1999). 

Teachers have to assist students to explore beyond 
their personal and national experiences, to learn their 
rights and develop empathy for others, to understand 
issues  with  an  open  mind  and to like their colleagues 
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Table 1. Curricula in Turkey involving direct instruction about empathy. 
 

Course Grade 

Education of Religion and Ethics 4-8 

Education of Religion and Ethics 9-12 

Chess Teaching (Elective) 1-8 

Social Studies 4-7 

Critical Thinking (Elective) 6-8 

Art Activities (Elective) 1-8 

Education for Human Rights, Citizenship and Democracy 4 

Geography 9-12 

Education for Human Rights and Democracy (Elective) 10-12 

Drama Education (Elective) 5-6 

Drama Education (Elective) 10-12 

Thinking Abilities (Elective) 1-8 

Emotional and Social Development (Elective) 1-8 

Aesthetics (Elective) 10-12 

Visual Arts (Elective) 10-12 

Music Education (Elective) 10-12 

Health Information 9 

Analysis of Art Work (Fine Arts High School)  12 

Sports Accident Prevention and First Aid (Fine Arts and Physical Education High School) 9 

Sports Massage (Fine Arts and Physical Education High School) 10 

Social Activities 10-12 

Social Studies/Sociology (Social Studies High School) 9-10 

Sociology of Sports (Fine Arts and Physical Education High School) 12 

Fundamentals of Religion(İmam Hatip Secondary School) 5-8 

Fundamentals of Religion (Islam-I-II) (İmam Hatip High School) 9 

International Relations (Elective) 10-12 
 

Taken from Kaya and Çolakoğlu (2015).Adaptation of Empathy Quotient Scale (EQS).İnönü University Journal of the faculty of 
education, 16(1), 17-30. DOI: 10.17679/iuefd.16127895 

 
 
 
 (Gaudelli and Fernekes, 2004). 

Since 2005, many additional elective courses have 
been added into the curriculum. In 2015, there were 
total of 188 courses (curriculum) at the primary, 
secondary and high school levels, and in 27 of them 
empathy was classified as ―direct instruction‖. These 
curricula are listed in Table 1. 

Developing empathy helps students establish a 
positive relationship with teachers so that they can 
understand problems and find solutions together. When 
students realize that their teachers are trying to put 
themselves in their position and understand what they 
feel, in other words, they notice their teachers’ 
empathetic skill, it is likely that they will feel intimate 
with them, trust them and be impressed by them 
(Kuzgun, 2000). 

According to Checkley (2008), empathy, the ability to 
walk in someone else’s shoes, has been a necessary 
focus in the Turkish Republic’s curricula since 2005. 
Table 1 indicates that  the  social  studies  curriculum  is 

one where empathy is directly instructed. This study 
sought answers to these questions below from pre-
service teachers who will teach social studies in the 
future. 
 
1. Does gender significantly affect the empathy levels of 
pre-service social studies teachers? 
2. Does age significantly affect the empathy levels of 
pre-service social studies teachers? 
3. Does playing an active role in the community 
significantly affect the empathy levels of pre-service 
social studies teachers? 
 
 
MATERIALS AND METHOD 

 
This is a descriptive study using the survey method. The sample 
consisted of 149 pre-service social studies teachers. The 
participants completed the Empathy Quotient Scale developed by 
Kaya and Çolakoğlu (2015). A Likert scale with 13 items and 3 
sub-factors  was   used:   social   skills,   cognitive   empathy   and   
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Table 2. Descriptive analysis results for the empathy quotient scale and 
its sub-factors. 
 

Independent variables N Mean SD 

Social Skills 149 3.07 0.63 

Emotional Reactivity 149 3.26 0.55 

Cognitive Empathy 149 3.21 0.53 

Empathy Quotient Scale 149 3.19 0.42 

 
 
 

Table 3. The t-test scores for gender effects on the empathy quotient scale and its sub-
factors. 
 

Independent variables Gender N Mean SD t p 

Social Skills 
Female 87 3.09 .60 

.375 0.71 
Male 62 3.05 .66 

       

Emotional Reactivity 
Female 87 3.42 .50 

4.281 0.00* 
Male 62 3.04 .56 

       

Cognitive Empathy 
Female 87 3.19 .56 

-.589 0.58 
Male 62 3.24 .50 

       

Empathy Quotient Scale 
Female 87 3.23 .41 

1.366 0.17 
Male 62 3.14 .42 

 

* p<0.05. 

 
 
 
emotional reactivity. Its reliability coefficient (Cronbach’s alpha) 
was found to be 0.776 by Kaya and Çolakoğlu (2015). Its 
reliability coefficient for this study’s 149 participants was 0.794. 
IBM SPSS 13.0 software was used to analyze the data. The 
independent samples t–test was used to compare participants’ 
empathy levels with their demographics. 

 
 
FINDINGS 
 
The sample consisted of 87 females and 62 males 
(n=149). Of them, 63.8% were age between 17 and 21 
years of age, 41.6% were over 22, and 62% played an 
active role in the community. 

The participants’ mean scores on ―empathy level‖ and 
sub-factors as shown in Table 2 indicate that their 
empathy level scores were above the average. In 
addition, the lowest sub-factor score was social skills, 
and the highest was cognitive empathy. 
 
 
Gender effects on students’ empathy level and sub-
factor scores 
 

The first research question investigated whether there 
was  a   difference  between  the  scores  of  males  and 

females on the empathy level scale and its sub-factors. 
The results of the comparisons are shown in Table 3, 
revealing that there was no significant difference 
between scores of males and females on the empathy 
level and its sub-factors, except for the emotional 
reactivity sub-factor scores (t=4.281, p< 0.05). The 
females’ emotional reactivity scores (M=3.42) were 
significantly higher than males (M=3.04), indicating that 
the females’ emotional reactions were more intense. 
 
 
Age effects on students’ empathy level and sub-
factor scores 
 
The second research question investigated whether the 
participants’ age affected their empathy level and sub-
factor scores. The results of the comparisons are 
shown in Table 4: 
 Table 4 shows that there was no significant difference 
between the 17-21 age group and the over-22 age 
group, except in the emotional reactivity sub-factor 
scores (t=2.463, p<0.05). The mean score of emotional 
reactivity for the 17-21 age group was 3.34, and for the 
over-22 age group it was 3.12. Based on the results, 
younger  pre-service teachers were more sensitive than  
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Table 4. The t-test scores for age effects on the empathy quotient scale and its sub-
factors. 
 

Independent variables Age N Mean SD t p 

Social Skills 
17-21 95 3.09 .61 

.400 0.69 
Over 22 54 3.05 .66 

       

Emotional Reactivity 
17-21 95 3.34 .51 

2.463 0.02* 
Over 22 54 3.12 .60 

       

Cognitive Empathy 
17-21 95 3.25 .55 

1.020 0.31 
Over 22 54 3.16 .50 

       

Empathy Quotient Scale 
17-21 95 3.23 .41 

1.435 0.15 
Over 22 54 3.13 .43 

 

* p<0.05. 

 
 
 

Table 5. The t-test scores for playing an active role in the community effects on the Empathy 
Quotient Scale and its sub-factors. 
 

Independent 
Variables 

Playing an Active 
Role in Community 

N Mean SD t p 

Social Skills 
Yes 92 3.10 .63 

.839 0.40 
No 57 3.02 .62 

       

Emotional 
Reactivity 

Yes 92 3.29 .57 
.809 0.42 

No 57 3.22 .53 
       

Cognitive 
Empathy 

Yes 92 3.27 .52 
1.476 0.14 

No 57 3.13 .54 
       

Empathy 
Quotient Scale 

Yes 92 3.23 .41 
1.544 0.13 

No 57 3.12 .42 

 
 
 

older teachers. 
 
 
The effects of playing an active role in the 
community on pre-service teachers’ empathy level 
and sub-factor scores 
 
The third research question investigated whether 
playing an active role in the community affected the pre-
service teachers’ empathy level and sub-factor scores. 
The results are shown in Table 5. 
 There was no significant difference between the 
groups’ empathy level and sub-factor scores, indicating 
that an active role in the community had no effect on 
pre-service teachers’ empathy levels. 
 
 
DISCUSSION AND CONCLUSION 
 
This study concluded that the emotional  reactivity  sub- 

factor of the pre-service social studies teachers' 
empathy levels showed a significant difference by 
gender. The difference was in favor of females. This 
may be due to the fact that, according to Turkish family 
structure, manners, customs and traditions, girls begin 
to prepare for the responsibility of motherhood at early 
ages, to be a mother and housewife by means of their 
playing and toys (baby dolls, kitchen toy sets, etc.), and 
that Turkish society teaches them to behave more 
compassionately and emotionally towards their children 
and husbands in the future. The results of other studies 
conducted in Turkey mentioned below support these 
results. 

A research investigating empathy or empathic 
tendency found similar results. Ekinci and Aybek’s 
(2010) research on pre-service teachers found that 
gender significantly affected pre-service teachers’ 
empathic tendencies in favor of females. Ikiz (2009) 
found that female psychological counselors working at 
primary schools had higher scores  for  empathic  ability  



 

 

 
 
 
 
than males. Akbulut and Sağlam's (2010) research on 
primary school teachers’ empathic ability found that 
female teachers’ mean scores for empathic tendency 
were higher than those of males. Duru (2002) 
researched the effects of some psychosocial variables 
on pre-service teachers’ empathic tendency and found 
that females had significantly different empathic 
tendency scores. Kapıkıran’s (2009) study of the 
empathic tendency and self-monitoring of pre-service 
teachers, found that female teachers scored higher than 
males and that male pre-service teachers were more 
egocentric. 
 Fitness and Curtis’ (2005) research on the effects of 
emotional quotient, empathy, attributional complexity 
and self-control in interpersonal conflicts concluded that 
females had higher mean scores for empathy than 
males. Dereli and Aypay (2012) studied the empathic 
tendency of pre-service teachers in evening education 
programs and found that females had an advantage 
over males. Akyol and Salı (2013) investigated the 
effect of working and non-working adolescents’ 
perfectionist traits on empathic tendency and found that 
females had significantly higher scores. Myyry and 
Helkama’s (2001) research on university students’ 
value priorities and emotional empathy showed that 
gender, in favor of females, accounted for a significant 
difference in empathy. 
 Self-reports give the most reliable and valid results for 
gender differences. According to these reports, females 
are much more empathic than males (Davis, 1983; 
Eisenberg and Lennon, 1983; Mehrabian et al., 1988; 
Rueckert and Naybar, 2008; cited in Rueckert et al., 
2011). In several Master’s theses investigating empathic 
tendency, females had higher empathic tendencies than 
males. 
 Many studies of emotional expressiveness and 
emotional reactivity have found females to be more 
emotional than males, or at least more emotionally 
expressive (Kring and Gordon, 1998). In this research, 
the emotional reactivity of the female pre-service social 
studies teachers was significantly different to that of the 
males. When Demirtaş and Dönmez (2006) researched 
jealousy in intimate relations they found that females 
had more emotional reactions than males. Rueckert et 
al. (2011) conducted a self-report study to investigate 
whether gender differences in empathic tendency are 
caused by differences in emotional reactivity. The 
results showed that women had higher levels of 
empathy. Sharma (2014) investigated the effect of 
gender on the daily life stress and major depressive 
disorders of 60 participants between the ages of 18 and 
40 years, and the results showed that stress-coping 
skills differed with respect to gender. Males were much 
more practical in problem-solving and less affected by 
their emotions than females. Males had significantly 
greater depth of  feelings,  were  less  affected  by  their  

KAYA          235 
 
 
 
own feelings and had a greater control over their 
feelings. Parkins (2012) investigated the emotional 
expressivity of males and females in social networking 
realms, such as Facebook and Twitter and concluded 
that females were much more emotionally expressive in 
face-to-face communication than males. Like much of 
the literature’s findings on empathy, the pre-service 
social studies teachers’ empathy levels, and emotional 
reactivity as a sub-factor, differed by gender. 
 This study also found that pre-service social studies 
teachers’ emotional reactivity was significantly affected 
by age. Younger pre-service teachers had higher 
emotional reactivity than older pre-service teachers. In 
this study, the emotional reactivity of pre-service social 
studies teachers in the age group of 17-21 and in the 
age group of 22 and older was investigated. The results 
showed that the 17–21 age group had higher scores of 
emotional reactivity sub-factor than those of the age 
group of 22 and older, indicating that the younger pre-
service teachers are more sensitive. No research 
investigating the relation between pre-service teachers’ 
empathy levels, age and emotional reactivity was found 
in the literature. 
 Kunzmann and Grühn (2005) investigated the 
emotional reactions of young adults and older adults in 
the presence of emotion-arousing stimulus, but found 
that age did not affect emotional reactivity. Silvers et al. 
(2012) conducted a study with children and young 
adults (10–23-years-old). By showing them negative 
and neutral photos, they attempted to establish the 
effect of age on emotional reactivity, regulation 
sensitivity and rejection sensitivity. The results indicated 
that age had no effect. Gojmerac (2009) investigated 
the relation between emotional regulation and age in a 
doctoral study and found no difference between 
younger and older adults. Ekinci and Aybek’s (2010) 
research into pre-service teachers’ empathic tendencies 
and critical thinking skills found that senior students had 
higher emotional tendencies than freshmen, but in this 
research did not investigate emotional reactivity. Kliegel 
et al. (2007) investigated emotional development in 
adulthood by carrying out a procedure which caused 
negative moods and found that emotional reactivity is 
more intense for older adults than younger people. 
Smith, Hillman and Duley’s (2005) research with 18–23 
year-old participants and 60–71 year-old participants 
examined emotional reactivity by showing participants 
touching pictures. They found that the group of older 
participants had much more intense emotional reactions. 
 This study found no significant relation between 
playing an active role in the community and the 
empathy levels of pre-service social studies teachers. 
However, this may be due to the limitation of having 
only pre-service social studies teachers participating in 
the research. 
 It is  recommended  that  further  research  should  be  
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conducted using the Empathy Quotient Scaledeveloped 
by Kaya and Çolakoğlu (2015), with pre-service 
teachers from different departments in faculties of 
education to compare the results. Due to results of this 
study, the effects of variables other than age and 
gender on emotional reactivity as a sub-factor of the 
Empathy Quotient Scale should also be investigated. 
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This work aims to investigate the reflective thinking instructional model for enhancing empowerment of 
pre-service and in-service educational students in Roi-Et Rajabhat University, Thailand. In this 
research, qualitative methods, observation, interview, short note, and group discussion were used to 
indicate students’ desirable learning outcomes, teaching and learning targets, social system 
relationships, indirect and direct specifications, performances, and specifications. Students’ reflections 
are related to the social system and conceptualizations affecting students’ activities. Persuasive 
thinking and experience reinforce the experimental exchanged report and reflections scales. Students’ 
behaviours and recalling thinking of their experimentation toward their learning outcomes were found. 
Specification problems with their decision and belief positions on empirical data were satisfied. 
Students were able to select and presume the positions of the management existing evidence that 
solved their problems and developments. Students’ skills and strategies of their reflective thinking 
involve increasing desirable outcomes purposeful and solving problems, formulating inferences, 
calculating likelihoods, and making decisions thoughtful and effectively in a particular context. 
  
Key words:   Development, instructional model, interview, observation, qualitative method, reflective thinking, 
empowerment, educational student, learning outcome. 

 
 
INTRODUCTION 
 
This paper gives a background of reflective thinking of 
teachers and students’ instructional model. Qualitative 
method was used in this study. Education in Thailand is 
provided mainly by Thai Government through the Ministry 
of Education from pre-school to senior high school. A free 
education of twelve years is guaranteed by the 
constitution, and a minimum of nine years' school 
attendance is mandatory.  Formal education consists of 
at  least   twelve   years  of  basic  education,  and  higher 

education. Basic education is divided into six years of 
elementary education and six years of secondary 
education, the latter being further divided into three years 
of lower- and upper-secondary levels. Kindergarten levels 
of pre-elementary education, also part of the basic 
education level, span 2–3 years depending on the locale, 
and are variably provided. Non-formal education is also 
supported by the state. Independent schools contribute 
significantly to the general education infrastructure.  
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Administration and control of public and private 
universities is carried out by the Office of Higher 
Education Commission, a department of the Ministry of 
Education. A teacher is a professional, which is admired 
by all; he develops people’s economic and social daily 
life, and also provides education for students. The role of 
teacher is often formal and ongoing; it is carried out in 
school or other place of formal education. Teachers, like 
other professionals, may have to continue their education 
after they qualify; it is a process known as continuing 
professional development. Teachers may use a lesson 
plan to facilitate students’ learning, provide a course of 
study, known as curriculum with particular knowledge or 
skills in the wider community setting.  

One of the researchers of this work is an instructor at 
the higher education system, the Training Teacher 
College in Roi-Et Rajabhat University. The student- 
teachers have Bachelor degree; the senior student 
teachers must improve themselves to be able to trainee 
students who will teach in local basic school commission. 
The established Roi-Et Rajabhat University, the higher 
educational committee is under the jurisdiction of the 
Ministry of University Affairs in the government sector. It 
offers excellent programmes especially in the fields of 
education, arts, humanities, and information technology, 
although many students prefer to study law and business 
abroad or those local schools in Thailand. The 
researchers use the reflective thinking model for 
preparing teacher students who have desirable learning 
outcomes toward their teaching. Reflective thinking, that 
is, mentally-engaging in cognitive processes for 
understanding conflicting factors in a situation is a critical 
component of the learning process (Atkins and Murphy, 
1993; Dewey, 1933; Moon, 1999; Schön, 1991). This 
mental engagement results in a person actively 
constructing knowledge about a situation in order to 
develop a strategy to proceed within that situation (Hmelo 
and Ferrari, 1997).  
 According to the Training Educational Teacher 
Commission in Roi-Et Rajabhat University, a teacher 
unlike an ordinary worker, acts as a master, crafts man, 
an artist, a strategist and a powerful motivator. Pre-
service education is education of teachers before they 
enter into service as teachers. During this period of 
teacher education programmes, teaching practice goes 
side by side, while they are getting knowledge about 
theory papers. A good deal of improvement in the teacher 
education programme is needed. Pre-service education 
is carried out for preparing different types of teachers. 
Pre-service teacher preparation is a collection of 
unrelated courses and field experience. Research based 
curriculum development of pre-service teacher  education  
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is yet to take roots. These programmes are intended to 
support and enhance teachers' learning, inculcating in 
them a greater degree of self-confidence. The beginning 
teachers in this case learn from their practice and the 
culture and norms of the unique school settings wherein 
they are placed. It is important for teacher educators to 
learn how to get in touch with the core qualities of a good 
teacher and how they can stimulate these qualities in 
student teachers. This will lead to a deeper involvement 
in the learning process of teacher educators as well as 
student teachers. The inclusion of appropriate content 
knowledge about essential qualities of a good teacher in 
relevant theory papers and practice of effective domain 
related traits in school situation for a longer duration 
could help promote these traits in student teachers. The 
teacher education programme needs to allow the 
development of teachers’ personality as people who are 
reflective, introspective and capable of analyzing their 
own life, so that they can be agent of change. 
 The moment a teacher has completed his training in a 
college of education in Rajabhat Roi-Et University, it does 
not mean that he is now trained for all times to come. A 
teaching degree, like B.Ed. makes him enter into service 
as a teacher. Thereafter his job continues well only if he 
continues his studies everyday in the classroom 
situations and outside the classroom; if he comes across 
problems he is expected to sort them out. There is need 
of more and more knowledge, more and more education 
for making him a better teacher. There are formal an 
informal programmes of in-service education organized 
from time to time. The higher authorities concerned with 
education want to ensure that the standards of education 
are properly maintained. That is possible only if the 
teachers refresh their knowledge and keep it up to the 
mark. The different agencies, therefore, keep on 
organizing teacher education programmes for enriching 
the knowledge of teachers and also for over all 
proficiency and betterment. In-service education is the 
education a teacher receives after he has entered the 
teaching profession and after receiving his education in a 
teacher’s college. It includes all the programmes – 
educational, social and others in which the teacher takes 
a virtual part, all the extra education which he receives at 
different institutions and other professional courses. 
 Schön (1983), in his book titled, ‘Historical background 
of development of reflective thinking’, introduced 
concepts such as reflection-on-action and reflection-in-
action which explain how professionals meet the 
challenges of their work with a kind of improvisation that 
is improved through practice. However, the concepts 
underlying reflective practice are much older. Earlier in 
the  20th  century,  John  Dewey  was  among  the  first to  
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write about reflective practice with his exploration of 
experience, interaction and reflection. Soon thereafter, 
other researchers such as Kurt Lewin and Jean Piaget 
developed relevant theories of human learning and 
development. Some scholars have claimed to find 
precursors of reflective practice in ancient texts such as 
Buddhist teachings and meditations of Stoic philosopher 
Marcus Aurelius. Central to the development of reflective 
theory was interest in the integration of theory and 
practice, the cyclic pattern of experience and the 
conscious application of lessons learned from 
experience. Since the 1970s, there has been a growing 
literature and focus around experiential learning and the 
development and application of reflective practice. Boud 
et al. explained: "Reflection is an important human 
activity in which people recapture their experience, think 
about it, mull it over and evaluate it. It is this working with 
experience that is important in learning" (Wikipedia, the 
Free Encyclopedia, 2014). 

For this exact reason, researchers were interested in 
developing the reflective thinking instructional model of 
student teachers, and to administer three steps of 
methodological research, namely; synthesis in texts, 
references, and reflective thinking, where building up of 
data related to the reflective thinking instructional model 
for student teachers’ learning outcomes is the first step. 
The second step is to develop and synthesis various 
instructional methods, which have been recommended to 
support reflective thinking. Yet the nature of the 
underlying factors in these methods is unclear, such that 
exploratory factor analysis was used to determine the 
factors prompting reflective thinking for their thinking 
skills. The final step is to suggest that student teachers 
perceived three method clusters as supporting their 
reflection, namely:- reflective learning environments and 
reflective teaching methods- development of solving 
problem of students’ satisfaction of their learning 
outcomes and relationships between students’ develop-
ment of their thinking processes and their attitude to their 
professional teacher. How can the methodology of this 
research develop the reflective think instructional model 
of teacher and teacher students?  

Song et al. (2005) said that reflective thinking was 
important to young adolescents as they developed their 
thinking skills. Results of this study suggested that young 
students perceived three clusters of methods as 
supporting their reflection: reflective learning environ-
ments, reflective teaching methods, and reflective 
scaffolding tools. McBrien (2007) reported that reflective 
thinking can be an important tool in practice-based 
professional learning settings where people learn from 
their   own   professional  experiences,  rather  than  from  

 
 
 
 

formal learning or knowledge transfer. It may be the most 
important source of personal professional development 
and improvement. It is also an important way to bring 
together theory and practice. Choy and Oo (2012) 
reported reflective thinking instructional model in Malaysia 
and described that the concept of reflective thinking as a 
precursor for incorporating critical thinking has not been 
adequately researched. Most research has not given any 
effective strategies on how to incorporate these two 
concepts. There is a constant need to incorporate critical 
thinking into the classroom without much success. This 
study would be attempted to show a link between 
reflective thinking and its ability to stimulate critical 
thinking. Teachers often perceive that critical thinking 
skills need to be taught. The use of reflective thinking 
might be a precursor to stimulating critical thinking in 
teachers. The research questions were on the reflective 
thinking skills of teachers and how they perceived 
themselves and their teaching. This study showed that 
most of the teachers did not reflect deeply on their 
teaching practices. According to Boody (2008), teachers’ 
reflection can generally be characterized as: 
retrospection, problem-solving, critical analysis and 
putting thoughts into action. For this review, we 
integrated the theoretical frameworks by Boody (2008), 
Hamilton (2005) and Schon (1987) and will discuss 
reflective thinking based on the following characteristics. 

The importance of need assessment to assess teacher 
students’ reflective thinking is developed from the 
findings of educators and researchers. This is because of 
the starting place in Dewey's philosophy and educational 
theory is the world of everyday life. Unlike many 
philosophers, Dewey did not search beyond the realm of 
ordinary experience to find some more fundamental and 
enduring reality. For Dewey, the everyday world of 
common experience was all the reality that man had 
access to or needed. Dewey was greatly impressed with 
the success of the physical sciences in solving practical 
problems and in explaining, predicting, and controlling 
man's environment. He considered the scientific mode of 
inquiry and the scientific systematization of human 
experience the highest attainment in the evolution of the 
mind of man, and this way of thinking and approaching 
the world became a major feature of his philosophy. In 
fact, he defined educational process as a "continual 
reorganization, reconstruction and transformation of 
experience" (Dewey, 1916:  50); for he believed that it is 
only through experience that man learns about the world 
and only by the use of his experience that man can 
maintain and better himself in the world. This thinking 
interested our teams. 

Overall, critical reflection  is  the  process  of  analyzing, 



 

 

 

 
 
 
 

reconsidering and questioning experiences within a broad 
context of issues like ethical practices, learning theories 
and use of technologies. There are assumptions that 
individuals hold are subject to distortions and may limit 
their views of reality. Many ideas have highlighted that 
critical thinking is social in nature and requires reflection 
on the part of the learner. However, it must also be noted 
that how reflective teachers are toward their lessons 
would also influence students’ critical thinking skills. As 
such, the current investigation focuses on the reflective 
practices of teachers in planning their lessons, the 
perceptions the teachers have of themselves, their 
students and their work. It attempts to study: the reflective 
practice of teachers and how it influences their teaching 
in supporting teacher students in their learning outcomes 
in Roi-Et Rajabhat University, Thailand. 
 
 
Research aims 
 
 1. To develop a methodology for the reflective thinking 
instructional model to enhance both pre-service and in-
service educational student teachers’ reflective learning 
environments and teaching methods. 
 2. To enhance student teachers’ desirable learning and 
teaching outcomes. 
 
 
Research questions 
 
This section analyzes uses the research questions on 
each phase of the research methodology; it focuses on 
developing the reflective thinking model. 
1. What are the effects, procedures, and strategies to 
develop the reflective thinking of student teachers?  
2. How are the designs of the reflective thinking used for 
enhancing student teachers’ desirable learning outcomes?  
3. Do the student teachers use the reflective thinking 
model in teaching their students in school?  
 
 
RESEARCH FRAMEWORK 
 
This study determined the development of reflective 
thinking model for enhancing teachers and student 
teachers’ learning and teaching outcomes, the 
relationships between reflective thinking model and 
syntax teaching phase, associations between student 
teachers’ learning and teaching outcomes and social 
system. Environmental responding principal of learning 
reaction, supporting system to enhance the teaching and 
learning designs that must be  got  to  straighten  learning  
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and teaching goals and the application of using learning 
and teaching positions with the reflective thinking model 
were done.  

The reflective thinking model from previous research 
studies was used to develop the reflective thinking of this 
work, using meta ethnography. Students’ responsibility 
was described using the learning theory of David (1975). 
The Kolb's reflective model was highly influenced by 
earlier research conducted by John Dewey and Jean 
Piaget. Adapted version of the original reflective thinking 
from the single loop of learning of Chris and Dodald 
(1978) was examined. The structured reflection involved 
in Kolb's (2005) experiential learning cycle with Gibbs 
(1988) was discussed.  A structured mode of reflection 
was designed that provides a practitioner with a guide to 
gain greater understanding of student teachers’ practice, 
according to Johns (1995). Brookfield (1998) suggested 
that reflective practitioners should constantly research 
their assumptions by practice through four complementary 
ideas. However, this study follows completely Gary 
Rolfe's reflective model (2001) based on Terry Borton's 
1970 developmental model. Finally, the concept of the 
design cycle describes the reflective and repetitive 
structure of design processes, with this structure 
underlying all such processes of Ganshirt (2007)   

This study involves investigation, interview, and 
observation using both qualitative approach and the 
reflective thinking theories of the followings: Schon’s 
theory, Rolfe's theory, Gibbs’ theory, and Argyris’ theory. 
A sample of lecturers and student teachers of Roi-Et 
Rajabhat University, Thailand was used. 
 

 
METHODOLOGY 
  
The focus on this research study was to analyze and arrange the 
aims of the research target in 3 phases (Table 1): 
  
Firstly: To synthesis previous researches on developing reflective 
thinking and suggesting effects and strategy of student teachers’ 
reflective thinking with the meta ethnography. 
Secondly: To develop the teaching and learning of reflective 
thinking formats to the educational personnel who train student 
teachers with the Participatory Action Research. 
Thirdly: To develop the reflective thinking model for supporting 
students doing internship in schools. The reflective thinking model 
was used to improve their attitude towards teaching and students’ 
responsibilities in schools. Trainee students were assessed of their 
development using the reflective thinking model. 

 
 
Sampling group 
 
1. The research articles are composed of 30 manuscript using the 
Meta ethnography technique. 
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Table 1. Details for research procedure at the research phase.  
 

Property Procedure Targets and goals 

Research Question 

 

To determine, process, and strategy to support thinking development of student 
teachers. 

Purpose 
Synthesis of previous researches of 30 titles that ought to indicate that the student 
teachers develop process of reflective thinking development 

Methodology To synthesis of the application on students’ properties with the meta ethnography 

   

Educational units Sample Reporting previous research in fields of reflective thinking 

Assessment 

Variable  
Determinant, format, strategy of enhancing teacher students of their reflective 
thinking 

Assessing technique Document analysis and recording paper note 

Research instruments 
-Recording data of research property 

-Recording assessment of research quality 

   

Evaluation 

Methodological 
technique/statistic 

-Frequency and percentage 

-Means and standard deviation 

Discussion  
-Comparisons between variables 

-Investigation and conclusion 

 
 
 
2. The Participatory Action Research technique was administered 
on the sample sizes of 126 student teachers in 5 subject 
educational programs, namely; Mathematics, Science, English, and 
Music educations, and 4 participating educational teachers in the 
Trainee Teacher College  in Roi-Et Rajabhat University. 
3. There are 4-experts in field of reflective thinking educators for 
improving learning and teaching designs. 
4. The Case Study Research on the learning and teaching designs 
was done with a sample of 24- sophomore student teachers doing 
Science, English, and Mathematics programs. 
 
 
Accumulating data 
  
The following qualitative research instruments - observation, 
interview, group discussion, and post learning short note 
techniques were administered according to these procedural steps 
(Figure 2).   
 
Step I: Synthesis data  
  
The literature review, texts, documents, thesis reports, and relative 
research were synthesized to build up a model of the reflective 
thinking instructional model for teaching and learning in sample 
classes, and developing the learning skills of student teachers. 
Thereafter scaffolding tools such as interactive journals, question 
prompts, and concept maps also prompted reflective thinking, 
namely the Teaching Model Dummy. 
  
 
Step II: Framework model 
 
Researchers who prefer inquiry-oriented activities help  students  to  

reflect on a situation by asking thoughtful questions. Following 
Joyce and Weil (2010)’s suggestion, who present what is 
considered to be a classic model in the field, this work covers the 
rationale behind the major models of teaching, and applies these 
models using scenarios and examples of instructional materials. 
These models accelerate students’ learning and act as lifelong 
learning tools with the major psychological and philosophical 
framework, namely Reflective Thinking Model for Teaching and 
Learning (Figure 3). 
  
  
Step III: Experimental teaching 
  
Normally, the learning environment might prompt students to 
construct meaning actively and reflectively. The Framework 
Reflective Thinking Model for Teaching and Learning was also used 
with an experimental group of 26 junior Mathematics student 
teachers in Roi-Et Rajabhat University in the first semester, 2011. 
Providing learner-controlled instruction encourages students to 
make their own decisions regarding their learning progress so as to 
improve the Reflective Thinking Model (Figure 4).   
 
 
Step IV: Checking quality of model 
 

Collaborative learning, in which students explore their under-
standings and misunderstandings together, helps students to think 
about what they already know, what they need to know, and how 
they would present and defend their own ideas in reaction to an 
instructional situation. Researchers presented this model for 
adaption, improvement, and advice by the related-senior 
professional educators who were able to check its validity according 
to the IOC (Index  Of Concordance) for efficiency value. This step is  
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Figure 1. Reflective thinking model for developing learning and teaching designs of teacher students. 
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Figure 2. Model of developing reflective thinking model for enhancing teacher students of their self-minding 
desirable learning and teaching outcomes. 
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Figure 3. Framework reflective thinking model for teaching and learning. 

 
 
 

 
 

Figure 4. Reflective thinking model. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3. Framework Reflective Thinking Model for Teaching and Learning. 
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Figure 5. Improving quality reflective thinking model. 
 
 
 

 
 

Figure 6. A quality reflective thinking model. 
 
 
 

called the improving quality reflective thinking model (Figure 5). 
 
  
Step V: Propagandized model   
 
 Complex learning activities requiring student teachers to learn from 
A Quality Reflective Thinking Model of information was adapted. 
Researchers taught this model to the four lecturers taking part in 
the participatory action research (Figure 6).   
 
  
Step VI: Using model for teaching and learning processes 
  
A further investigation on individual difference in student teachers’ 
reflective skills is also needed, so as to discover which underlying 
factors are meaningful. Students may perceive the effectiveness  of 

particular design factors differently according to their individual 
characteristics. A qualitative technique utilizing observation, 
interview, group discussion, and post learning short note 
techniques was developed by the researchers and used because 
no pre-existing instruments were available to measure the 
perceived helpfulness of factors prompting reflective thinking. The 
survey instrument was composed of carefully targeted question 
items, based on an extensive examination of the reflective-thinking 
literature, namely- Reflective Thinking Instructional Model (Figure 
7). 
 
 
Step VII: Conclusion  
  
This study identified five design factors that a sample of student 
teachers perceived as helpful in prompting their  reflective  thinking. 
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Figure 6. A Quality Reflective Thinking Model 
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Figure 7. The reflective thinking instructional model.   

 
 
 

 
 

Figure 8. Three stages of reflective thinking for learning and teaching designs of teacher students. 

 
 
 
Researchers participated with willing researchers to conclude the 
metacognitive model on self-explanation strategies used for specific 
problems connected to students’ understanding of the process of 
reflection (Figure 8). 
Data analysis  

 
To ensure content validity, experts in the area of reflective thinking 
in Training Education College, Roi-Et Rajabhat University,  Thailand  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 7. The Reflective Thinking Instructional Model   

 

 
Experiencing 

The activity phase 

 

Sharing 

Exchanging reactions & 
Observations 

Processing 

Discussing patterns & Dynamics 
Generalizing 

Developing real thing problems 

 

Applying 

Planning effective use of learning 

 

 

 

 

 

 

 

 

 

 

 

 

Three Stages of Reflective Thinking for Learning and Teaching Designs of Students 

Stage 1: Triggering of reflection 

Stage 2: Critical analysis and assessment  

Stage 3: Development of a new reflective thinking model for enhancing students’ 

desirable learning and teaching outcomes 

 



 

 

 

248        Educ. Res. Rev. 
 
 
 
were asked to review the questions and assess the potential 
sample by the following means: recorded field notes, data codes 
and group dynamics.  

Here, data were explained and interpreted to develop the 
Reflective Thinking Instructional Model.  

 
 
RESULTS  
 

The development of the reflective thinking instructional 
model for supporting student teachers is an important 
aspect of departmental education, upholding the funda-
mental belief that all student teachers are able to learn. 
Researchers emphasize on developing the reflective 
thinking model on learning and teaching designs; 
however, students have different learning preferences 
and educational subject status. Therefore, the 
researchers agree with Joyce et al. (2009) that teachers 
must not only be knowledgeable about the content they 
teach, but must also know and be committed to making 
decisions that involve the use of a variety of instructional 
strategies and approaches suited for particular purposes, 
and these must be appropriate to meet the diverse 
learning needs of students. Our argument here describes 
some of the most important models and techniques. The 
reflective thinking instructional model was composed of 
instructional strategies.  
 
 
The reflective thinking instructional model 
 

The five characteristics of the Reflective Thinking 
Instructional Model for supporting teacher students are 
indicated as follows:   
 
 
Characteristic I: Goals of reflective thinking 
instructional model 
 
The reflective thinking instructional model developed the 
ability of reflective thinking instructional processes of 
student teachers; their inner and outer behaviours toward 
reflective thinking abilities. The abilities are students’ 
reflective thinking in learning environments and reflective 
teaching methods.  
 
Step I: Relationship of Reflective Thinking Instructional 
Model. Guidelines for administrating organizers ought to 
be integrated into classroom materials to prompt students 
to learn.  
Step II: Social System Relationship of Reflective Thinking 
Instructional Model. Social learning environments ought 
to prompt collaborative  work  with  peers,  teachers,  and  

 
 
 
 
experts 
Step III: Reflective Learning Responses of Reflective 
Thinking Instructional Model. Questioning strategies 
should be used to prompt the reflective thinking, 
specifically getting students to respond to why, how, and 
what specific decisions are described.   
Step IV: Supporting System of Reflective Thinking 
Instructional Model. Learning experiences should be 
designed to include advice from teachers and co-
learners. Classroom activities ought to be relevant to 
real-world situations and provide integrated experiences. 
Classroom experiences should involve enjoyable, 
concrete, and physical learning activities whenever 
possible, so as to ensure proper attention to the unique 
cognitive, affective, and psychomotor domain develop-
ment of average school students. 
 
 
Characteristic III: Application guideline of reflective 
thinking instructional model 
  
The reflective thinking instructional model is applied to 
administer supporting learning and teaching steps: the 
natural satisfied and flexible course, learners’ response to 
prompt reflective thinking from teachers’ questions of 
why, how, and what. Social learning environments should 
encourage prompt collaborative work with peers, 
teachers, and experts. Students should have ethics 
attitudes, free expression of opinion, their reasons and 
empirical data. Students should do well in their 
assignments, be able to write and discuss through 
reflective thinking and specify their role in learning 
experiences of internal and the external classes.  
 

 

Characteristic IV: Effects of Student Teachers on 
Reflective Thinking Instructional Model 
 

Case I: Direct effects 
 

These include to develop student teachers’ reflective 
thinking abilities, to be able to think reflectively within the 
social learning environments; to have the freedom of 
expression, to have the opportunity to presume and solve 
problems to develop their needs, and create guideline 
data of management. 
 
 

Case II: Indirect effects 
 
Most student teachers ought to develop their self- 
confidence and social skills, to listen to individual 
divergent thinking, and  to  have  a democratic system for 



 

 

 

 
 
 
 
considering management guidelines. Thinking and 
decision foundational processes should be satisfactory in 
theory, and follow the right reason and context. Ethics of 
thinking process should include self-thinking and self- 
performance; written communication and speaking skills 
should be fixed up with the discussion of role-plays and 
self-decision. 
 
 
Characteristic V: Assessing guideline on reflective 
thinking instructional model 
 

Many questions from researchers who are teachers or 
instructors ought to be designed to help students know 
their identity and clarify overall and subordinate 
problems. Many opportunities have to be sought to 
engage students in gathering information to look for 
possible causes and solutions; ideas and activity sheets 
ought to help students evaluate the evidence they gather; 
questions should prompt students to consider alternatives 
and implications of their ideas; questions and activities 
should help students to draw conclusions from the 
evidence they gather and pose solutions. There should 
be opportunities for students to choose and implement 
the best alternative, and to monitor and reevaluate their 
results throughout the entire unit.  
 
 
DISCUSSION       
 

Developing the reflective thinking instructional model for 
student teachers’ outcomes provided them a helpful 
framework for integrating certain models of their teaching. 
Ultimately, the value of the model is derived from the 
extent to which the teachers are able to use it to meet 
their instructional goals effectively and efficiently. Using 
cognitive approaches, Calhoun (2010)’s Information-
Processing Teaching Model consists of techniques that 
are clearly cognitive in nature. They emphasize ways of 
enhancing students' innate desire to make sense of the 
world by acquiring and organizing information, solving 
problems, and developing concepts for conveying them. 
When administering this nature of model to four sample 
classes, it is interesting to reflect on students’ responses, 
which can be seen to reflect from  Vygotsky’s socio-
cultural theory of development, and the position in which 
it still applies to classrooms (Eggen and Kauchak, 2010).   
  With a focus on developing reflective thinking and an 
instructional model for supporting learning outcomes of 
student teachers, Dewey (1933) suggested that reflective 
thinking is an active, persistent, and careful consideration 
of a belief or supposed form of knowledge, of the grounds  
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that support that knowledge, and of the further 
conclusions to which that knowledge leads. It gives 
awareness to students who are controlled by learning by 
actively participating in reflective thinking, assessing what 
they know, what they need to know, and how they bridge 
that gap during learning situations.  

Looking at the development of the reflective thinking 
instructional model, it has been found that this situation 
was often associated with the work of Bruner (1966) and 
Piaget (1960), where discovery learning is one method of 
inquiry-based instruction. This approach often involves 
structured or directed activities that require students to 
formulate and test "hypotheses through hands-on 
experience" (Schunk, 2012, 491). One popular discovery-
based procedure of this study is the three-step learning 
cycle.  
  Derived from Piaget's developmental theory, lessons 
based on this instructional model typically begin with 
exploration that involves a concrete, hands-on activity 
related to the lesson objectives. This concrete experience 
leads to concept invention step, during which students 
discover an important concept or relationship. The third 
stage of the learning cycle, concept extension, requires 
students to "directly apply the concept or skill learned 
during the invention activity" (Hartshorn, 2005: 2). 
  In terms of student teachers’ outcomes using the 
instructional model for the development of reflective 
thinking, this model involves a wide range of thinking 
skills leading toward desirable outcomes and reflective 
thinking. It focused on the process of making judgments 
about what has happened. However, reflective thinking is 
most important in prompting learning during complex 
problem-solving situations, because it provides students 
with an opportunity to step back, to think about how they 
actually solve problems, and to consider how a particular 
set of problem solving strategies is appropriated for 
achievement (Moon, 1999). 
  This research study focused on the development of the 
reflective thinking instructional model for teacher 
students, not only  just about how individuals think, but 
also about how they construct experiences more 
generally, including their thoughts, feelings, and social 
relations. This only requires individuals to reach a level of 
social maturity that allows them to distance themselves 
from social pressures, to take different perspectives, to 
make independent judgments, and to take responsibility 
for their actions.  
 
 

SUGGESSIONS AND IMPLEMENTATIONS 
 

The  research   study   developed  the  reflective  thinking  



 

 

 

250        Educ. Res. Rev. 

 
 
 
instructional model of student teachers using the 
participatory action research. The research methodology 
designed and developed learning and teaching model. 
Group members will then be able to compare and 
contrast their colleagues' interpretations of the project 
experience with their own. Students may learn about the 
strengths and weaknesses of the group, as it comprised 
the competencies and assumptions of its individual 
participants.  

Considering this result, reflective thinking is an excellent 
tool for identifying positive and negative aspects of a 
group work experience. By spending time seriously and 
contemplating the overall process, both during and after 
the project, it is possible for group members to learn from 
their experience, and to work toward improving their 
group work skills for the future.  
  It is important to prompt reflective thinking in educating 
institutional students to support them in their reflective 
thinking. During this time period, students experience 
intellectual, emotional, social, and physical development. 
If they begin to shape their own thought processes and 
are at an ideal time to begin developing thinking, learning, 
and metacognitive strategies, reflective thinking provides 
average level students with the skills to mentally process 
learning experiences, to identify what they learned, to 
modify their understanding based on new information and 
experiences, and to transfer their learning to other 
situations. Scaffolding strategies should be incorporated 
into the learning environment to help students develop 
their ability to reflect on their own learning. 
  Normally, teachers face a myriad of daily choices: how 
to organize classrooms and curriculums, how to interpret 
students' behaviours; how to take individual learning 
process, and so forth. Many choices involve matters that 
a teacher can make and implement decisions auto-
matically. Teachers make other decisions in the midst of 
an evolving situation after quickly reviewing the situation 
and recalling what has worked in similar scenarios. But 
teaching also involves complex choices about difficult 
problems that, if left unaddressed, often escalate. A 
different type of thinking is needed to address such 
choices.  
Tough choices call for teachers to engage in 
sophisticated reflection, including their own self-reflection. 
Expert teachers adjust their thinking to accommodate the 
level of reflection called for in a given situation.  

Their teaching is characterized by an intentional 
competence that enables them to identify and replicate 
best practice; refine serendipitous practice, and avoid 
inferior practice. Because of their ability to reflect, great 
teachers know not only what to do, but also why they do 
it.  
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This study attempted to identify the advantages of using personalized texts for teaching Turkish 
grammar rules to foreigners. The sample comprised two homogenous groups, one experimental and 
one control, who studied at TÖMER (Turkish Language Learning Research and Application Center) at 
Gazi University. The students in the experimental group were taught grammar classes using 
personalized texts based on information obtained from a student-completed personal information form 
(including their age; the names of their parents; their birthday and marital status; the names of their 
children, if any; and their occupation, country, and address). Similarly, the pre- and post-tests 
contained questions that were specifically designed for them. On the other hand, the students in the 
control group were taught grammar classes using the examples included in the grammar textbook. The 
results showed that those in the experimental group exhibited higher achievement in the grammar 
classes and were quicker to make progress in using the language.  
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INTRODUCTION 
 
Human beings express their feelings and ideas using the 
language they acquire first from their family and later 
from their society. In this ever-changing world, it is now 
an obligation to learn a second language. The choice of 
the language to be learned depends on the economic 
benefits of learning the language as well as its political 
influence and prevalence. For example, the reason for 
the great popularity of English is that it is used 
extensively around the world, shaping politics and 
economics. It is obvious that the employment prospects 
for fluent speakers of English are greater than they are 
for other languages.  

With its developing economy, regional power, political  
stability, and universities, Turkey has been an attractive 
destination, especially to young people in Middle East, 
Balkan States, Central Asia, and even in Europe. This, in 
turn, has influenced teaching Turkish as a second 
language (TSL) (this sentence is deleted). Currently, 
there are more than 60 TÖMER (Turkish Language 
Learning Research and Application Center) in official and 
Foundation University who is currently teaching Turkish 
to foreigners in Turkey. This also emphasizes the 
importance of teaching Turkish to foreigners (Bakır, 
2014). Although  teaching  Turkish to foreigners has been  
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Table 1. Basic Turkish level a1 and a2 achievements and content. 
 

S/N Achievement Content 

A1 

1. Understanding information related to a person's name, 
date of birth, nationality, profession, education level, etc. 

2. Understanding basic concepts related to family 

3. Understanding basic concepts and qualifiers related to 
social and physical environment 

1. Country, nationality, city, place and date of birth, profession 

2. Mother, father, siblings, spouses, children, numbers (year, 
month, age, telephone number, date of birth)  

3. City, country, district, avenue, street, house number, parts 
of a house, big, small, crowded, high, low 

   

A2 

1. Understanding letters narrating and questions related to 
basic personal information, situations and feelings 

2. Understanding basic texts narrating what is done in a 
school/work day or holiday 

3. Understanding basic texts narrating leisure time 
activities and hobbies 

1. Profession, surrounding environment, basic and simple 
physical and psychological descriptions (short, long, fat, 
skinny, happy, tired, boring, etc.)  

2. Summer holiday, weekend, working hours 

3. Basic models (I like doing..., I enjoy...); reading book, 
shopping, football, cinema, theater, internet 

 

Source: The common European framework of reference for languages (2009). 

 
 
 
a centuries-old effort, the Turk Institutes, the Presidency 
for Turks Abroad and  Related Communities, and the 
Turkish Language Learning Research and Application 
Centers have been modernizing the way Turkish is taught 
as a second language.  

Programs for teaching Turkish to foreigners, classes 
and textbooks are generally designed according to basic 
language skills such as comprehension (reading-
listening), writing and speaking. According to the Common 
European Framework of Reference for Languages (2009) 
these skills are classified in 6 levels: 
 
- A1 - A1 (Breakthrough): Beginning or exploratory level 
- A2 (Waystage): Middle level or remaining in 
communication level 
- B1 (Threshold): Threshold level 
- B2 (Vantage): Advanced level or independent user level 
- C1 (Effective Operational Proficiency): Autonomous 
level 
- C2 (Mastery): Mastery level 
 
Turkish grammar skills required for the targeted level for 
each of these are different. Due to the nature of the 
Turkish grammar rules are the structures added onto each 
other. If grammar is not taught accurately at A1 level, it is 
not possible for the student to move to C1 level. Turkish 
is different from other languages as it is an agglutinative 
language, it has various types of affixes and these affixes 
form new words by assuming different functions. It is 
necessary to take into account this peculiarity in efforts to 
teach Turkish to foreigners.  

Grasping these structural properties of Turkish 
language is a must for those who intend to teach it to 
foreigners. Because of the agglutinative structure 
mentioned earlier, it is necessary to understand different 
functions of different affixes that are added to stems. 
Many new concepts are expressed  by  same  stems  that 

are combined with different affixes which have different 
tasks. Writing, comprehension and speaking classes 
make students sense the functions that have been 
conferred to the stem by affixes. In grammar classes, 
agglutinative system of the Turkish language is taught as 
auxiliary to other subjects. Possessive, plural, case and 
simple time suffixes are taught at A1 and A2 levels. In 
this way, the purpose is to enable students to use Turkish 
language in daily life together with other classes. The 
Common European Framework of Reference for 
Languages (2009) defines the achievements and the 
contents for A1 and A2 level Turkish in Table 1. 

Personalized texts are used while providing students 
with templates of Basic Turkish at A1 and A2 levels: the 
background for achievements in reading, writing, listening 
and speaking is established with grammar knowledge. A 
student who has not yet learned possessive suffixes 
cannot correctly write or speak about his/her country, 
family, date and place of birth.  

Teaching Turkish as a Second Language (TSL) 
curriculum, courses, and textbooks are primarily focused 
on basic language skills: comprehension (reading and 
listening), writing, and speaking. The core of these skills 
is grammar, since Turkish is an agglutinative language 
and has a mathematical structure. The importance of 
grammar in Turkish is further highlighted by the fact that 
suffixes have different functions in different sentences 
and contexts.  
 
 
Teaching Turkish as a second language (TSL) 
 
The TSL textbooks consist of sections for reading, writing 
and listening. However, there is a separate course for 
grammar. According to Öz (2001), grammar is made up 
of rules that are necessary for a proper and effective use 
of  a  language.   In    other   words,    grammar   supports 
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Table 2. Turkish grammar order of topics. 

 

Level of education Order of grammer topics 

 

A1 

 

1. Phonetics (abc, vowels consonants, syllables, vowel and consonant harmonies, 
consonant softening) 

2. Morphology (nouns, singularity and plurality of nouns, possessive affixes, copula, simple 
present tense, „there is not…‟, sentences  

3. Verb conjugations (present tense, past tense) 
  

 

A2 

 

 

1. Conjugation of nouns (case suffixes and genitive suffixes genitive construction)  

2. What time is it?  

3. Pronouns 

4. Verb conjugations (past tense, future tense, simple present tense) 

5. Can/Could 
  

B1 

1. Moods (Obligation, imperative,  operative moods) 

2. Moods of copula (Past tense, if clauses) 

3. Adjectives  

4. Comparison of adjectives 

5. Adverbs 
  

B2 

1. Gerundials 

2. Direct – indirect expression 

3. Combined Modes 

4. Word construction 
  

C1 

1. Prepositions 

2. Conjunctions 

3. Exclamations 

4. Shift of meaning and time in verbs 

5. Meaning of words  

6. Sentences and Elements of Sentence  

7. Types of sentence 

8. Defects in Expression 
 

Resource: Gazi Tömer (2015), Turkish grammar for foreigners (A1-A2- B) and Turkish grammar for foreigners (B2-C1). 

 
 
 

comprehension and expression. Therefore, teaching 
grammar should involve activities to enable students to 
fully and properly understand what they are listening to or 
reading and to express their feelings and ideas in a 
verbal or written way. 

Memorization of rules should not form the basis for 
language instruction. Instead, the primary focus should 
be on teaching rules using texts and examples. When 
students comprehend language rules from speech 
sounds to meaningful texts, they develop grammatical 
competence. According to the Common European 
Framework of Reference for Languages (2009):  
 
Grammatical competence can be described as the ability 
to know and use the grammatical materials of a language. 
The grammar of a language is generally viewed as the 
principles of constructing a regular and meaningful order 

out of sentence components and phrases. Grammatical 
competence does not mean memorizing sentence 
patterns and then retrieving them, but is the ability to 
comprehend and express phrases and sentences that 
are regularly created. In this respect, the grammar of a 
language is rather complicated, and no study has ever 
been able to produce decisive results or to cover all the 
bases. Order of grammar topics is presented in Table 2. 

In teaching TSL, grammar rules are not governed by 
the learning attainments but by the order in which they 
are taught. In grammar instruction, making rules functional 
is just as important as the order of topics. Özbay (1997) 
defined grammar as an instrument for proper thinking, 
speaking and writing. Grammar instruction allows 
students to unearth the possibilities, limitations, and 
secret power of a language. There is no point in knowing 
the definitions of the terms adjective, preposition, or verb  



 

 

 
 

 
 
by heart. What matters is that students should internalize 
the ability to use Turkish properly, nicely and effectively. 

They should comprehend and perceive ideas and 
feelings discussed in a text or speech and take pleasure 
in doing so. There are several problems in teaching 
grammar. Özbay (2006) identified these problems as 
following: 
 

1. Today, most of the teachers give grammar lessons in a 
traditional way as taught to themselves previously or 
shown in the textbooks unaware of new theorems. 
2. Grammar teaching is based on memorization. 
3. Not learning the language well enough results in 
deficiencies in speaking and writing. 
4. New approaches developed by linguistics (the science 
of language) are not reflected to language teaching or 
Turkish grammar textbooks. 
 

Application of new and contemporary methods to 
grammar teaching in the light of developments in 
linguistics could be a remedy. It is necessary to take into 
accounts these three stages: 
 
1. Making student sense the rule with examples of 
sentences and texts, 
2. Giving information and definition to the student who 
has already sensed the rule. 
 

It is essential to ensure that students turn this knowledge 
into skills. (Temizkan, 2010). Teaching grammar rules to 
foreigners is, needless to say, more difficult than teaching 
them to Turkish students. Different methods and 
techniques are needed during instruction as well as in 
other language teaching for foreigners. Using the 
information of students for giving examples about topics 
enables students to join the learning environment. 
Therefore, this research is an important source to guide 
the lecturers who teach Turkish to foreigners.  
 
 

Using personalized texts 
 

Personalized teaching is based on cognitivism as newly 
learned information is created again, re-organized and a 
new schema is created with the help of cognitive 
structure existing in the mind while, it is also based on 
structuralism as student can become an active part of the 
process, develop his/her own strategies to understand 
the information and contribute to the design of an 
learning environment suitable for himself/herself (Sampson 
et al., 2002). 

Personalization means that students are in the center 
of the instructional material. Texts and examples are 
created in accordance with their background and interests. 

They learn at their own pace; classes are a means of 
motivation,   not    information.   Significant    instructional  
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components include student-teacher communication, 
emphasis on the written word, test administration, 
guidance and social interaction (Keefe, 2007). 

The purpose of personalization is not only to enable 
students to progress at their own pace; the instructional 
content should make reference to their lives, too. This is, 
in effect, an attempt to make the instructional content 
approximate the real world. The key to this is personalized 
instructional content, in which students encounter 
information or problems from their own lives. If the 
instructional content and materials include people, events 
or information that represent students‟ lives (in the form 
of scenarios or simulations), their learning will be 
permanent (Çakır, 2008).  

There are a number of approaches to personalized 
instructional content. Lopez and Sullivan (1992), Lopez 
(1989) and Herndon (1988) used both individual and 
group personalization. In the former, people, events, 
objects, or interests are picked up from a student‟s life 
and embedded in the instructional content. In group 
personalization, these elements are potentially common 
for a group of students. Personalized instructional content 
comprises not only elements from a student‟s personal 
life; students can also be allowed to choose their learning 
content from a set of contents, as was the case in a study 
by Ross et al. (1985).  

Another example of personalized instructional content 
is the personalization of test questions, which will ideally 
make it easier for students to comprehend questions and 
state an opinion about them. Personalization can be used 
in every aspect of instruction and ensures the 
permanency of learned information, since the students 
themselves are involved in it. Language instruction, in 
particular, requires personalization. When students 
encounter examples or texts that are related to their lives, 
they will find it easier to perceive Turkish grammar rules 
and use them to speak and write.  
 
 
The purpose of the study 
 
Grammar instruction is significant because it lays the 
foundation for other language skills. Although grammar is 
a body of rules, one should not attempt to memorize 
them. For agglutinative languages such as Turkish, 
students must be able to perceive, not memorize, the 
suffixes and all the meanings they add to words and 
sentences. The most important material for teaching 
rules-second only to textbooks-consists of example 
sentences. The purpose of this study is to prove that 
examples based on students‟ lives and their physical and 
psychological characteristics will ensure the success of 
instruction and the permanency of learning.  

As a secondary objective, this study attempted to find 
an answer to the following question: Is there a significant 
difference  between   students  who  learn   Turkish  as  a  
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Table 3. Experimental design of the research. 
 

Group Pre-test Process Post-test 

Experimental 
group 

The Turkish test form (Pre-test) 
teaching with a personalized 
learning environment 

The Turkish test form (Post-test) 

    

Control group The Turkish test form (Pre-test) The ongoing process The Turkish test form (Post-test) 
 
 
 

Table 4. The distribution of the sample by country. 
 

Control group  Experimental group 

Country  Language n  Country Language N - 

Afghanistan Afghan 1  Albania Albanian 1 - 

Algeria Arabic 1  China Chinese 1 - 

China Chinese 1  Palestine Arabic 1 - 

Ethiopia Amharic  1  Georgia Georgian 1 - 

Palestine  Arabic 3  Iraq Arabic 2 - 

France French 1  Kosovo Albanian 1 - 

Iraq Arabic 2  Libya Arabic 4 - 

Kazakhstan Kazakh 1  Sierra Leone  English 1 - 

Syria Arabic 1  - - - - 

N - 12  - - 12 ∑ =24 
 
 
 

second language in a personalized instructional environ-
ment and those who learn it using ordinary instructional 
methods? 
 
 
METHODOLOGY 
 
Research model 
 
The study used a pre- and post-test control group, a true 
experimental design employing a univariate model. Experimental 
design is used by researchers to explore relationships between 
variables (Büyüköztürk, 2001). In univariate models, there is one 
independent variable to test. For instance, only one independent 
variable (method A) is tested in the experimental and control groups 
(Karasar, 2005). Research pretest-posttest control group was 
designed according to the experimental design. Split-plot (2x2) is 
defined as pre-test and post-test control pattern group design, one 
repeated measures (pre and post-test), the subjects found in others 
of different categories (experimental and control groups) showing 
two factors is described as an experimental design (Table 3). 
 
 
Sample 
 
The study was carried out in the Turkish Language Learning 
Research and Application Center, Gazi University, during the spring 
of the 2014 to 2015 academic year. The sample was composed of 
24 students for six weeks. Varying nationalities: 12 in the control 
group and 12 in the experimental group. The students were 
randomly selected from among students who studied TSL in 
different groups but at the same level. Table 4 presents the 
distribution of the students by country. Experimental research is 
likely  to   be   patterned   to  a  person  of  the  number  of  subjects 

(Büyüköztürk, 2001). Therefore, the design of the research group is 
limited to 24 students. In addition, the experimental and control 
groups are shown in Table 4.  

The Turkish taken pre-test scores from the Test form, shows 
there is no significant difference between the averages. In line with 
these results between the groups has concluded that there is no 
significant differences in terms of personalized learning environment 
with the dependent variable of the study. Therefore, it was deemed 
appropriate to the research carried out by the group in question 
(Table 4). 

 
 
Data collection instruments 
 
The student-completed personal information form 
 
First, the literature was reviewed to determine what personal 
information would be included in the form. Then, a group of 
specialists were asked to give their opinion. In addition, 45 foreign 
students were asked what three pieces of personal information they 
would like to see in a text. In accordance with the theories in the 
literature and the opinions of the specialists and 45 students, a 
personal information form was created.  

The form contained 19 items calling for personal information, 
such as name and surname, country, date and place of birth, 
names of parents, number of siblings marital status, number and 
gender of the children,  level of education (graduate, postgraduate, 
doctorate etc), the university graduated, profession, height, weight, 
hair color, skin color, place of residence. 

 
 
The Turkish test form (pre- and post-test) 
 
Two  forms,  one for the pretest and the other for the post-test, were  



 

 

 
 
 
 
Table 5. Descriptive data on the homogeneity of the scores of the 
students in the experimental and control groups on the pretest. 
 

Pretest N 
 

SS T Sd P 

Control 12 70.8 7.50 
-1.423 11 0.182 

Experimental 12 76.0 10.47 
 

P=0.01. 
 
 
 

developed for the students. Since they would have moved from A1 
to A2 by the time of the administration of the post-test, the pretest 
involved gap-filling, whereas the post-test consisted of both gap-
filling and open-ended questions. The pretest and post-test were 
piloted and contained 25 and 40 questions, respectively. 
Furthermore, an answer key and rubric were developed for the tests 
and revised in accordance with the advice of the specialists. The 
maximum possible score was 100. Some of the questions based on 
personalized data are provided below:  
 
1. The name of the country was given and asked to write the 
country‟s name suffixed. 
2. The name of the student‟s sister/brother was given and asked to 
write it in a sentence with suffixes according to Turkish grammar 
rules. 
3. The physical appearances were given and asked to write them in 
correct sentences. 
4. The name of the place where he/she lives was given and asked 
to write it with case suffixes. 
 
 
Administration 
 

The students in the experimental group were taught using the 
examples generated on the basis of the information obtained from 
the Student-Completed Personal Information Form. For six weeks, 
normal education continued, forms containing personal information 
were further developed through research and practice and then 
personalized study forms were created. The pretest, which was 
administered six weeks later, was prepared in reference to the 
same information. Primarily, through evaluation and review of 5 
stories, the type of information to be used in the stories was 
determined. Then, two area experts were consulted about the 
adequacy of personal information obtained and the personal 
information form was given its final shape. However, no 
personalized examples were used for the control group. Their 
pretest was based on unreal information. Four weeks later, the 
groups took their post-tests. The one for the experimental group 
consisted of personalized questions, whereas the one for the 
control group contained questions based on unreal information. As 
the grammar topics became more advanced and the students made 
progress in Turkish, more about the students‟ lives also became 
known. Therefore, their weekend activities, tastes, habits, future 
plans, countries, and families were treated as personalized data 
and inserted into the examples.  
 
 
Data analysis 
 
As the benefit of using personalized samples in language teaching 
was theoretically mentioned, a research was designed accordingly. 
The data were analyzed using statistical package for the social 
sciences (SPSS) 18. The analysis involved frequencies (f), 

arithmetic means ( , and standard deviations (sd). In addition, a t-  
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test was performed for single-factor repeated measures and for the 
analysis of the differences between two paired samples. The level 
of significance was 0.01.  

 
 
FINDINGS 
 
The findings including the results of exams prepared with 
personalized data applied to experimental and test 
groups are as presented in Table 6. The students arriving 
to TOMER for learning Turkish take a general test and 
they are classified into subgroups in accordance with 
their level. Students in the classes under experimental 
and control groups, which the researcher teaches, were 
subjected to a grammar exam containing personalized 
questions developed by the researcher. No difference 
was found out between students belonging to 
experimental and control groups before any application 
was made [t (24) = -1.423, p>0.01]. That is to say, it was 
concluded that attending students (both in control and 
experimental groups) were distributed homogenously. 
The fact that both groups were homogenous and they did 
not have any prior knowledge of Turkish contributed to 
the healthy progress of the experimentation. The test 
applied to students without any prior knowledge of 
Turkish was prepared in English and Arabic (Table 7). 

Both the experimental group for which personalized 
teaching was applied and the control group for which no 
personalized information was given in none of the 
examples in class, took an exam in which no personal 
information was used. In control group average academic 
success level was 74.5 while it was 89.3 in experimental 
group for which the same grammar topics were taught. 
According to these results, there exists a statistically 
meaningful difference between experimental group, for 
which personalization was used in classroom and in the 
exams, and control group for which personalization is not 
used [t (24)= -4.465, p<0.01]. Strictly speaking, it was 
found out that in control group where personalized 
teaching was not applied, students did not learn Turkish 
grammar rules sufficiently. Although these students 
learned the Turkish grammar topics to an extent, their 
success level were not as high as those of students in 
experimental group (Table 7). 
 
 

DISCUSSION AND CONCLUSION 
 
Personalized education is a method by which students' 
special qualities, interests and necessities are taken into 
account and the education environment is designed 
accordingly. From this perspective, a good example is 
personalization of content, that is, personalization of 
instruction, exams and questions (Sezer, 2015). 
Personalized education is tempting because it is a sign of 
departure from the education system preparing students 
with standard  knowledge and similar talents. It is obvious  
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Table 6. A comparison of the scores of the experimental group on the pretest 
and post-test. 
 

Pretest/Post-test N 
 

SS T sd p 

Experimental pretest 12 76.0 10.48 
-13.442 11 0.000 

Experimental post-test 12 89.3 9.25 
 

P=0.01. 

 
 
 

Table 7. A comparison of the scores of the students in the experimental 
and control groups on the Post-test. 
 

Post-test N 
 

SS T Sd p 

Control 12 74.5 7.50 
-4.465 11 0.001 

Experimental 12 89.3 10.47 
 

P=0.01. 

 
 
 
that in this approach differences among students are 
respected and dealt with.  

When the literate is reviewed, it is observed that most 
of the applications are developed as web-based. It is 
seen that in some of the applications, data bases and 
ontologies are used to store demographic information, 
contents to be used in teaching processes and 
information on adaptation methods. Information related to 
students entering the system are collected through a 
survey, and then this information is analyzed and directed 
towards content and subjects related to students.  

A great deal of content and material appropriate to 
students‟ learning styles and individual characteristics 
has been developed in practice. Among these, graphic 
animations, videos, presentations, graphics, drawings 
and texts, can be cited as examples. In some of the 
applications developed, students can share their 
problems and questions, thus, peer learning takes place. 
Moreover, these applications do not have a hierarchical 
structure. It is witnessed that work related to personalized 
learning environments generally takes place in secondary 
and higher education. It is suggested that these 
applications should be used in earlier levels as well 
(Şahin and Kışla, 2013).  

While a personalized education environment attracts 
students with use of students‟ own personal information, 
it provides students with a capacity to relate information 
to their own life; to make analysis and synthesis. 
Although majority of the existing work is related to 
mathematics and computer based education, results of 
this study suggest its positive contribution to language 
education as well.  

According to study, meaningful difference between 
experimental and control groups in terms of their pre- and 
post-test success  has  been  recorded.  Thus,  it  can  be 

stated that personalized education could be successful in 
teaching Turkish to foreigners. Teachers should know 
their students very well and construct the teaching upon 
students' knowledge. For this purpose, a data base 
containing all information related to students, such as 
student's age, country, physical properties, his likes and 
dislikes etc., can be established.  

The essence of language teaching is to make best use 
of students‟ efforts. Understanding the language rules, 
writing and speaking according to these rules depend on 
placement of these rules in their world of language. While 
teaching language to foreigners, especially grammar 
teachers should know that rules of a language can be 
taught as a result of students' own efforts under teacher's 
supervision. Teaching grammar with texts containing 
information related students‟ own lives can lead to 
success. 

Preparing individualized texts or exams brings an 
additional work load to teachers. That's why, it may not 
be preferred by teachers. However, results of the study 
show that preparing individualized texts and exams in 
small classes leads to success in teaching of grammar.  
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This study aims to develop an instrument that could be used to measure democratic teacher behavior 
in a valid and reliable manner. The research was carried out in fall semester 2014 to 2015 with a total of 
500 high school students recruited from four different schools. Expert opinions were obtained to 
determine the scale’s content validity and face validity. Additionally, exploratory factor analysis and 
confirmatory factor analysis were performed to assess the construct validity of the scale’s measures. 
Confirmatory factor analysis yielded a construct that is consisted of 17 items and three factors that 
explained 46,85% of the total variance. These factors were: participation, curriculum and Relations. 
Findings obtained from confirmatory factor analysis demonstrated that the construct with 17 items and 
three factors had adequate fit indexes. The reliability of the measures obtained using the three 
subscales were examined via crombach alpha, which produced reliability coefficients that fell within 
acceptable limits. Based on the research results, it can be stated that the scale is an instrument that 
produces valid and reliable measures, and that can be used to determine democratic behavior of 
teachers. Suggestions for future scale development efforts on democratic teacher behavior are 
outlined. 
 
Key words: Democratic teacher, democratic education, behavior, scale, high school. 

 
 
INTRODUCTION 
 
Given the recent social, political and technological 
improvements in the world, geographical borders have 
almost lost their importance. Hence, people can change 
their location easily, communicate with other people 
across the globe as well as share the distinct culture 
globally in pluralistic societies, which make democratic 
education even more significant.  

To date, the notion of democracy and democratic 
education have been documented as universally crucial 
factors  encompassing   the   values   such   as  freedom, 

equality, justice, respect, tolerance, reconciliation, and 
becoming rational (Doğan, 2005; Morrison, 2008; Subba, 
2014; Tannebaum, 2015). Dobozy (2007) defines 
democratic education as a medium where students are 
treated equally regardless of their social background. 
This medium is based on the notion that people are eqaul 
in terms of value and that they should be treated equally 
by law and justice. In this regard, equality in education is 
not only to provide people to attend schools with the equal 
chance  but  to  provide  them  with  equal  opportunity; to   
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enable them to improve their skills and to contribute to 
their accomplishments with the allowance of equal 
chance. Furthermore, Morrision (2009) emphasizes that 
democratic education can be provided by inner-class 
practices in the micro level, and by the practices in the 
school in the macro level. Similarly, Ritter (2010) remarks 
that teaching others how to teach democratic citizenship 
represents a process as teachers are the ultimate 
instruments of change.  

Researchers in this field dealt with the aim of 
democratic education from a range of perspectives. They 
classify the aim in two main categories: the one that 
serves  individual development and the one that serves  
social development. In this sense, the aims such as 
developing personal responsibility (Beane, 2005; Parker, 
2003), developing the abilitiy to solve problems (Barber, 
1998; Goodlad, 2002), developing critical thinking, 
developing self respect and self control (Knight, 2001; 
Mac Math, 2008) fall in the first category. On the other 
hand, the latter category includes the aims such as 
developing social responsibility, developing the habit of 
working together (Vinterek, 2010), the participation in 
decision making, questioning, developing emphathy 
(Aktan and Vural, 2003; Karakütük, 2001), respecting 
others’ opinions, religious belief and gender or spouse 
preferences (Kubow and Kinney, 2000; Lappé, 2006; 
White et al., 2007).  

Democratic medium in a class is an important aspect 
affecting human behavior. The medium in a classroom 
does not only provide the student accomplishment but 
also enables students to improve their democratic 
attitude toward others. The teachers who create a fair, 
tolerant and flexible classroom setting and utilize the 
instructional variables such as feedback, correction, 
reinforce and clue effectively can perform the sort of 
positive class setting. In such a setting, students can 
perform the tasks given at a desired level and they can 
carry on focusing on the subject matter throughout the 
course (Trent et al., 2010). In this vein, democratic 
medium and the visions of democratic teacher have 
interacting roles in students’ conceptions of democratic 
behavior. Yeşil (2003) highlights seven significance in 
democratic education as follows:   
 
1. Physical dimension 
2. Knowledge dimension 
3. Decision dimension 
4. Freedom of expression dimension 
5. Freedom of participation dimension 
6. Social relations dimension 
7. Responsibility dimension 
 
Yeşil (2003) explains each component in detail and he 
points out that “physical” component refers to the medium 
of education that enables students to improve their skills. 
“Knowledge” component refers to the preconception of 
students’ rights, freedom, their  responsibility  as  well  as  
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the outcome of their performances. As the third 
component, “decision” means the precence of the rules to 
follow in a classroom practice and the acceptance of the 
underlined rules by the whole students. The researcher 
divides freedom into two as freedom of expression and 
freedom of participation. While “freedom of expression” 
means that students should be able to express 
themselves based on the norms accepted by human 
rights, “freedom of participation” means students’ active 
participation throughout the classroom practice in the 
process of decision making. Occupying the sixth 
dimension “social relations” is the dimension through 
which the importance of values such as respect to human 
rights, justice, co operation, responsibility in teacher-
student as well as student to student relations is 
emphasized it is also underlined that interaction in a 
democratic education medium should be pursued within 
the framework of democratic rules. “Responsibility”, the 
seventh dimension, refers to the responsibilities inherent 
in freedom and also the balance of freedom and 
discipline. When we consider all the dimensions outlined 
above, it is obvious that the responsibility to foster 
democratic behavior falls upon educators. 

Reseachers have advanced our understanding about 
democratic education by classifying a democratic 
classroom setting into four main components being 
realized in education programs. The first component, 
“participation”, refers to take part in decision making on 
the issues related to them in a society (Dewey, 
1970/2010a; Gutmann, 1999; Kubow and Kiney, 2000; 
Print et al., 2002; Rainer and Guyton, 1999; Riley, 2011). 
The second component, “curriculum”, covers the 
participation of the students into the classroom rules and 
predetermined decisions given in a class. Students reflect 
their opinions both in evaluating and determining the aim 
of the course, selecting the content, method, technique to 
be focused (Arabacı, 2005; Girgin and Gürşimşek, 2004; 
Morrison, 2009; Print et al., 2002; Riley, 2011). The third 
component is “relationships” (Arabacı, 2005; Gimbert, 
2002; Kubow and Kinney, 2000; Mac Math, 2008). The 
fourth component, “teacher”, refers to the person who 
undertakes the crucial responsibility in acquiring 
democratic behavior in a class setting (Print et al., 2002; 
Mac Math, 2008; Riley, 2011).  

The key responsibility for creating a democratic 
education environment at classroom level certainly 
belongs to teachers. Democracy should be an integral 
part of teachers’ instruction in a classroom setting. 
Hence, they should act in line with a democratic ideology, 
and constitute a role model to the students through their 
model role of democratic behavior (Subba, 2014). A 
democratically minded teacher should give equal chance 
to students in determining the rules in a class. In other 
words, students’ equitable access in forming the shared 
norms in education is of great importance (Darling- 
Hammond, 2006; Hostetler, 2012). What is more, the 
teachers should be able to  inform  and  get  the  students  
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the acquire knowledge pertaining the reasons or 
contributions of behavior rather than punishing or 
rewarding them. As a democratic leader, a teacher should 
motivate students, getting them to participate in the 
process of active learning, and they should be able to 
present the variety of activities to students, getting their 
opinions during the practice of teaching (Başar, 2004; 
Parker, 2010).  

In literature, there have been studies on developing 
scales to measure teachers’ democratic behavior. For 
example, Shechtman (2002) developed a scale 
“Teachers’ Democratic Belief” to obtain their democratic 
beliefs. The scale is composed of 34 items and three 
factors named freedom, equiality and justice. Cronbach 
alpha measures of the subscales are in the range of .63 
to 66. Dealing with the teacher- student relations in a 
classroom setting, Drugli and Hjemdal (2013) developed 
a scale called “Factor Structure of Student-Teacher 
Relationship Scale”, yielding three subscales as 
closeness, conflict and dependency. The scolars, Readdy 
et al. (2013) developed a scale of classroom strategies 
consisting of four subscales names as student focused 
on learning and engagement, instructional delivery, 
promoting student thinking, and academic performance 
feedback. Reliability of the scale is reported to be 0.92. 
On the other hand, Kan (2013) conducted a study at a 
secondary school and developed “Scale of Equal 
Behavior İn A Class”. 

The study found four subscales as emphasizing equity 
in a class, equity toward individual differences, 
establishing self confidence, objective behavior. The 
measure’s Cronbach alpha coefficient was found to be 
0.94. In another on teachers’ democratic behavior, 
Gözütok (1995) adapted the scale into Turkish developed 
by Schwarts (1992). It was found out that the measure of 
Cronbach alpha coefficient was 0.87. The scale 
administered to the students using 5- point Likert type 
grading is composed of 50 items. Similarly, Korkmaz and 
Gümüşeli (2013) developed “Scale of Medium of 
Democratic Education” for primary, secondary and high 
school teachers. The scale is composed of 75 items and 
three subscales labelled as decision-making, curriculum 
instruction and teacher-relations. The measure of the 
scales’ Cronbach alpha coefficient was found to be 0.94. 
Dealing with democratic values, Çermik (2013) developed 
“Scale of Democratic Values” composed of 17 items and 
four subscales as checking right for instances, respect to 
differences, justice and equity. The scale was 
administered to pre service teachers, yielded the measure 
of Cronbach alpha coefficient as 0.84. Kıroğlu et al. 
(2012) developed a scale of “in class tolerance” that was 
administered to instructors at a university. The scale was 
composed of 13 items and three subscales, the measure 
of Coronbach alpha was found to be 0.74. Yeşil (2010) 
developed a scale named “Determination of a Democratic 
Teacher Behavior” which was administered to secondary 
school teachers. The scale is composed of one subscale 
and 69 items,  the  measure  of  Coronbach’s  alpha  was 

 
 
 
 
found to be .98.  

Apart from the scale development studies, there have 
been some other studies regarding democratic teacher 
and their behavior.  Studies were conducted in the form 
of surveys, open ended questions as well as the studies 
where the scales are utilized (Bayındır et al., 2010;  
Cavkaytar,  2013; Dündar, 2013; Genç, 2006; Gömleksiz 
ve Çetintaş, 2011; Güven, Kaya and Aslan, 2014; 
Kayabaşı, 2011; Karatekin et al., 2013; Topkaya and 
Yavuz, 2011; Yiğit and Çolak, 2011).  

To the best of the study knowledge, there have been 
succinct studies dealing with democrat teachers in a 
classroom setting. The purpose of this study is to develop 
a valid and reliable scale that could be used to measure 
“Democrat Teacher Behavior” (DTB). The study aim to 
contribute to student centered evaluations of teachers 
and facilitate democratic practice of instruction by 
empowering teachers. Additionally, it will contribute to the 
understanding of teacher profiles in relation to democratic 
behavior in Turkey. 
 
 
METHODOLOGY 
 
Participants 
 
The present study was administered to a total of 500 students from 
two different state schools selected by random sampling method, 
located in Bolu, in Turkey, in the fall semester of the 2014 TO 2015 
academic year. 400 students formed the first test group. Exploratory 
factor Analysis (EFA) was performed on scale items based on the 
students’ answers. In order to verify structure validity of the 20-item 
scale, the scale items were given to another group of students 
consisting of 100 high school students for the second test group. 
Confirmatory factor Analysis (CFA) was conducted on the scale 
administered. A total of 18,675 students attended  high schools in 
Bolu during the 2014 to 2015 academic year (8,816 female, 9,859 
male) www.meb.gov.tr. Regarding the number of participants that 
should be included in factor analysis studies, Yazıcıoğlu and 
Erdoğan (2004) states that when the sampling ratio of the 
population is about 10.000 to 25.000, and that it is in the range of 
sampling error of 0.05, 270 to 280 participants could be acceptable. 
On the basis of meeting the citeria, it can be acceptable to recruit a 
total of 500 students, which make up the sampling of this study. 
The distribution of students both in the first test and the second test 
application of the scale are shown in Table 1. As seen in Table 1, 
there were 87 girls (36.4%) and 61 boys (38.4%) in the first school, 
71 girls (29,7%) and 46 boys (28,9%) in the second school, and  81 
girls (33,9%) and 52 boys (32,7%) in the third school. CFA was 
conducted in the fourth school for which 41 girls (41%) and 59 
males (59%) participated.   

 

 
Developing items of the scale 
 
Initially, literature in this field was reviewed to form the items that 
would take place in the scale. Based on the review, democratic 
teacher behavior was summarized under the headings of 
democratic school, democratic class setting and dimensions 
(Dewey, 1970/2010a; Hostetler, 2012; Kubow and Kiney, 2000; 
Print et al., 2002), democratic belief and democratic attitude 
(Korkmaz and Gümüşeli, 2013; Selvi, 2006; Subba, 2014; Yeşil, 
2010). While writing the items of the scale, key concepts related to 
democratic teacher  behavior were verbalized. Furthermore, 28 high  
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Table 1. Study group  
 

 
First test group  Second test group 

I. School II.School III.School Total IV. School 

Gender 

Female 87 71 81 239 41 

 36.4% 29.7% 33.9% 100.0% 41% 

Males 
61 46 52 159 59 

38.4% 28.9% 32.7% 100.0% 59% 

Total 
148 117 135 400 100 

37.0% 29.3% 33.8% 100.0% 100% 

 
 
 
school students, representing the group for scale application, were 
requested to answer an open ended question “how should a 
democratic teacher treat the class?” The answers obtained from 
those students gave insights on developing the items of the scale. 
The students’ answers were combined with the data in literature, 
and a pool of items was established, consisting of 40 items. In order 
to obtain the content validity and face validity, five experts’ opinions 
at the university level were obtained: one from the field of 
democracy and human rights, three experts from program 
development and another expert in the field of program evaluation. 
On evaluating the feedback provided by the experts, the scale that 
initially was composed of 40 items was reduced to 30 items, and 
the final form of the scale was obtained for the test application. For 
the items in the scale, a 4-point Likert-type   scale was used: None 
of them behaves so (1), Some of them behave so (2), Most of them 
behave so (3), All of them behave so (4). 
 
 
Exploratory factor analysis and findings 
 
Factor analysis is a statistical analysis method to summarize data 
so that patterns and relationships can be interpreted. This method 
is used to regroup variables into limited set of clusters based on 
shared variance. Thus, it helps to isolate constructs and concepts. 
Factor analysis utilizes mathematical procedures in simplifying 
interrelated measures to enhance patterns in a set of variables 
(Bartholomew et al., 2011; Child, 2006). There are different 
opinions regarding the number of the participants that should be 
included in factor analysis studies. Comrey and Lee (1992) suggest 
that 100 participants is an insufficient number, 200 is mediocre, 300 
is good, 500 is very good, and 1000 is perfect (Akbulut, 2010). On 
the other hand, Kline (1994) argues that 200 is generally 
satisfactory to obtain reliable results from the factor analysis, but in 
cases where the factor structure is clear and small, this can be 
reduced to 100; however, working with large samples is more 
appropriate. In estimates of appropriate sample sizes for use in 
factor analysis, meeting at least two of the criteria available in the 
literature is recommended (Cokluk et al., 2012).  

Cattell (1978) suggests in his factor analysis studies that the 
participants as many as 3 to 6 folds of the number of items in the 
scale should be included in the study group, and characterizes that 
200 participants is acceptable for factor analysis. Hair et al. (1979) 
find it sufficient that the participants as many as 20 folds of the 
number of items in the scale are included in the study group. In the 
present study, 400 participants for the first study group were 
recruited for the EFA. According to criteria given earlier, it can be 
stated that the number of partcipants in this study is sufficient for 
factor analysis. Another operation that needs to be performed for 
the same purpose is the examination of the Kaiser- Meyer- Olkin 
(KMO) value as well as Barlett’s test. The data are deemed suitable 
for factor analysis when KMO values are above 0.60., and when 
Barlett’s test is statistically significant (Buyukozturk, 2013). A  factor 

Table 2. KMO and Bartlett Test 
 

KMO 0.88 

Bartlett's Test of Sphericity  2443.631 

Df 435 

Sig. 0.000 

 
 
 
load value of 0.45 or higher -an important value in factor analysis- is 
acceptable value for the selection. However, this value could be 
decreased until the level of 0.30 in application for low number of 
items (Büyüköztürk, 2013).   

In the present study, as a result of the first analysis based on 
EFA, the items whose factor load values were over 0.40 were 
included in the scale. In addition, the items whose values were 
close to one another in two factors were excluded from the scale. 
Therefore, 20 items remained in the scale. The 20 scale items were 
included in factor analysis again by using varimax changing 
technique, which is a vertical changing technique. Varimax and 
Quartimax, which are vertical changing techniques, are used in 
social sciences in scale development generally (Büyüköztürk, 
2013).  

As shown in Table 2, the KMO value is 0.88. This value is quite 
higher than 0.60 limit value which is found appropriate for the KMO 
value. This indicates that the research data are appropriate for 
factor analysis. According to Bartlett test result, p= 0.000<0.05. This 
value is a significant value for 0.05 of significance level.  

 
 
Determination of the themes in the scale 

 
According to the result of EFA test conducted based on KMO and 
Barlett test, a 20-item structure was obtained along with three 
factors. By examining the contents of these items and by 
considering the literature on democratic teacher behavior, factor 
names were decided. The factor loads and factor common 
variances of the items that were obtained in the fundamental 
components analysis are shown in Table 3 and Figure 1. 

As seen in Table 3, the scale about the 20 questions is made of 
three factors. There are 10 items in the sub factor, 6 items in the 
second sub factor, and 4 items in the third sub factor. The factor 
loads of the items in the participation sub factor are between 0.43 
and 0.70. Factor common variance varies between 0.23 to 0.55. 
The factor load values of the items in the program factor are 
between 0.42 to 0.72. Factor common variance changes 
between0.43 to 0.56. The first of the three factors in the scale 
explains 21.45% of the total variance about the scale, and the 
second factor explains 13.06% and the third factor explains 12.33%. 
The total  variance  explained  by  the  three  factors is 46.85%. The  
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Table 3. Factor analysis results of democratic teacher behavior scale (DTBS). 
 

Items Factor common 
variance 

Factor 
load Participation 

They consider the needs of the students when planning their lessons 0.55 0.69 

They direct them to be tolerant to different opinions in their classes 0.55 0.70 

They determine class rules together with their students 0.33 0.53 

They give an opportunity to their students in their classes to express themselves clearly  0.23 0.43 

They are open to criticism about themselves and their classes 0.53 0.56 

They care for us to make critical and logical comments in their classes 0.50 0.43 

They care that we study in collaboration when studying class subjects. 0.41 0.45 

They give the right to defend themselves to the students who violate class rules 0.28 0.47 

They are careful to give equal right to speak in class to everyone 0.48 0.49 

They give an opportunity to recognize different sides of ours by inner class activities. 0.36 0.52 

   

Curriculum   

They treat students better or worse according to success level of the students 0.54 0.72 

They are more understanding towards students they have sympathy with 0.52 0.68 

They divide students into groups according to their success levels 0.48 0.65 

They ignore mistakes of successful students 0.58 0.61 

They are prodigious in many matters against students 0.51 0.59 

They discriminate against girls and boys as teaching a lesson 0.55 0.42 

   

Relations   

They are respectful to our ethnic culture 0.56 0.71 

When we act in class reflecting our believes, they don’t offend us 0.50 0.65 

They are objective when they grade students who have unfavorable behavior in class. 0.43 0.63 

They are respectful about matters that we are personally sensitive to 0.50 0.58 

 
 
 
common variances of the three factors defined about the items 
change between 0.23 to 0.58. 

 
 
Confirmatory factor analysis and findings 

 
CFA was applied to asses whether the second group’s data would 
justify the EFA results obtained from 20 items and three factors. It 
was observed that the conformity indexes of the scale reached the 
acceptable values when the first and ninth item in the participation 
factor and the second item in the program factor were excluded. 
The road scheme shows the loads of each item in the three factors 
by the standardized solution. There are eight items in the 
participation factor, and item load values change between 0.36 to 
0.72, and there are five items in the program factor and their item 
load values change between 0.51 to 0.64, and in the relationships 
factor there are four items the load values of which change between 
0.57 to 0.77. In addition, it is observed that t values of the items 
change between 3.52 to 6.90. t values greater than 2.56 show that t 
values are significant at the level of 0.01 level (Jöreskog and 
Sörbom, 1996). In CFA, testing of a hypothesis or theory is 
performed to asses the relationship between the variables 
(Büyüköztürk, 2013). 
Fit indexes of the model obtained were examined in CFA 
performed, and it was observed that DTBS’s fit index values were 
as follows: χ2/sd =1.137, GFI= 0.86, CFI= 0.98, RMSEA= 0.044, 
p=0.08, AGFI=0.81, NFI=0.91, NNFI=98, IFI=0.98,  PNFI=0.79  and 

PGFI= 0.65, RMR=0.06. As  shown in Table 4, CFA results range 
from perfect fit to acceptable fit. Table 4 demonstrates the 
acceptable and perfect fit values, which were examined in  order  to 
test the adequacy of the model; also shown are the fit index values 
obtained from the CFA, as well as the relevant results. The criteria 
used for acceptable and perfect fit indicate that the model with three 
factors obtained from the CFA fits (as shown in Table 4). (Byrne, 
2001; Hooper, Coughlan and Mullen, 2008; Kline, 2011; 
Schermelleh-Engel and Moosbrugger, 2003; Sümer, 2000). Table 5 
shows that the correlation values between the factors change
between -0.450 to 0.757. Pearson Correlation coefficient (r) 
between 0.00 to 0.25, there is a very weak relationship between the 
factors, a weak relationship between 0.26 to 0.49, moderate 
relationship between 0.50 to 0.69, a high relationship between 0.70 
to 0.80, and a very high level of relationship between 0.90 to 1.00 
(Kalaycı, 2005). There is moderate relationship between the factors 
according to this table.  
 
 

Reliability of the measurement instrument  
 

Another characteristic that needs to be present in a measurement 
tool is the reliability coefficient showing the consistency of the 
measurement tool. Crombah alpha reliability coefficient of 20 items 
was as a result of the second application being 0.85 in the 
participation factor, 0.78 in the program factor, and 0.85 in the 
relationships factor and 0.68 in total. On the basis of the 
resultsrevealed,  it  can  be  stated  that  the  scale  is reliable.
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Figure 1. Confirmatory factor analysis results for DTBS 

 
 
 

Table 4. Confirmatory indexes and confirmatory criteria obtained from confirmatory factor analysis (CFA).  
 

Fit indexes Perfect fit Acceptable fit Obtained index Result 

χ2/sd  0 ≤ χ2/sd ≤ 2 2 ≤ χ2/sd ≤ 3 1.37 Perfect fit 

GFI  0.95 ≤ GFI ≤ 1.00 0.90 ≤ GFI ≤ 95 0.86 Acceptable fit 

AGFI  0.90 ≤ AGFI ≤ 1.00 0.85 ≤ AGFI ≤ .90 0.81 Acceptable fit 

CFI  0.95 ≤ CFI ≤ 1.00 0.90 ≤ CFI ≤ .95 0.98 Perfect fit 

NFI  0.95 ≤ NFI ≤ 1.00 0.90 ≤ NFI ≤ .95 0.91 Acceptable fit 

NNFI  0.95 ≤ NNFI ≤ 1.00 0.90 ≤ NNFI ≤ .95 0.98 Perfect fit 

IFI  0.95 ≤ IFI ≤ 1.00 0.90 ≤ IFI ≤ .95 0.98 Perfect fit 

RMSEA  0.00 ≤ RMSEA ≤ .05 0.05 ≤ RMSEA ≤ .08 0.044 Perfect fit 

PNFI  0.95 ≤ PNFI ≤ 1.00 0.50 ≤ PNFI ≤ .95 0.79 Acceptable fit 

PGFI  0.95 ≤ PGFI ≤ 1.00 0.50 ≤ PGFI ≤ .95 0.65 Acceptable fit 
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Table 5. Mean, standard deviation and correlation values of the subscales. 
  

Sub factors Participation Curriculum Relations 

Participation 1.00 -.577** 0.757** 

Curriculum 0.577** 1.00 0.450** 

Relations 0.757** 0.450** 1.00 

M                      23.87 12,48 10,76 

SD. 6.47 4,12 3,17 
 

*p<0.05, **p<0.01 N=100. 
 
 
 

RESULTS 
 

This   study   aimed   to   develop   a   scale   to  measure 
democratic behavior levels of high school teachers. EFA 
and CFA were conducted to measure the construct 
validity of the scale. CFA yielded a construct that is 
consisted of 17 items and three factors that explained 46, 
85% of the total variance. These factors were named as 
“participation”, “curriculum” and “relations”. Fit indexes of 
the model obtained were examined in CFA performed, 
and it was observed that DTBS’s fit index values were as 
follows: CIMIN/DF, 1.147, GFI; 0.87, CFI; 0.97, RMSEA; 
0.039’. Crombah Alpha coefficient of the scale with its 
final form was 0.85 in the participation factor, 0.78 in the 
program factor 0.85 in the relationship factor and 0.68 as 
a total.  

These results are in the range of 0.60 to 0.80, which is 
aligned with Alpar’s (2001) statement of quite reliable. On 
the basis of the results, it can be stated that quartet likert 
type scale that was developed has the validity and 
reliability to measure democratic behavior of teachers 
serving in high schools in Turkey. 
 
 
DISCUSSION AND CONCLUSION 

 
This study aimed to develop a scale to measure teacher 
behavior in relation to their being democratic. Teachers 
who have not adapted democratic behavior style cannot 
be expected to raise democratic students. A number of 
reserachers emphasized that teacher behavior has an 
important impact on students (Jeans, 1995; Wenglinsky, 
2000) yet, no studies were found scrutinizing democratic 
behavior of teachers based on student evaluations. 
Aydoğan and Kukul (2003) argued that elementary and 
secondary school teachers referred to students’ opinions 
at an “intermediary” level in the selection of lessons 
taught in the classroom and target, content, method and 
tools of other activities. They remarked that elementary 
school teachers were more democratic for considering 
the opinions and suggestions of the students who were 
minority in the classroom in terms of thought.  

Duman and Koç (2004) pointed out that the democratic 
behavior was quite moderate or in poor level. Angell 
(1998) stated that the students’ understanding of 
expressed opinion about the democratic teacher behavior 

reflected the key entities such as information sharing, 
respect, creating opportunity for the development of 
skills, empathy, and being equal and fair. Pohan (2003) in 
a similar study, asserted that characteristics such as 
making   a   decision    based    on    participation,   liberal 
approach, and sensitivity to sociological phenomena are 
the attributes of a democratic teacher. Pryor and Pryor 
(2005) concluded in their research that acceptance of 
differences, creation of safety feeling, honesty, ethic 
norms, and equal and fair act were the foundation of 
democratic teacher behavior. Saraçoğlu et al. (2004) 
emphasized that although the instructors agreed on 
democracy principles, they were not able to reflect these 
principles in class, which indicates that further studies of  
democratic teacher behavior is called for. 

In the present study, democratic behaviors of teachers 
based on student perception were questioned and it is 
thought that the study will contribute to the field as 
teachers should adopt democratic behavior in the context 
of education and pursue the attitude for the future 
generations. Furthermore, evaluation of teacher behavior 
by students seems to be worthwhile as a part of its 
democratic nature inherent within itself. Additionally, 
secondary school teachers’ employing democratic 
behavior in Turkish context will add to the growing body 
of literature and shed light on developing better democrat 
behavior of teachers in diverse societies.  

As it is the case in many studies, this study had some 
limitations. Because the scale was conducted with the 
students in four secondary schools in a city of Turkey, it 
may not be generalized to all cities in the country. 
Therefore, further studies with greater number of sample 
including several other regions and cities in the country 
are suggested so as to increase the scale’s external 
validity.  
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The purpose of this study is to determine the Facebook connection styles of physical education (PE) 
teacher candidates. The participants were composed of 626 (age = 21.21± 2.024) physical education 
teacher candidates from the departments of Physical Education and Sports. They teach in five different 
universities. It was done in 2014-2015 academic year. Research data were collected using Facebook 
Connection Styles Scale (FCSS). The mean scores obtained from the subscales and the total scale 
indicated that PE teacher candidates achieved the highest mean score on the subscale of “initiating”. It 
was also discovered that Facebook connection styles of PE teacher candidates differed in terms of 
gender, frequency of connection, the number of people in the friend list and whether the people in the 
friend list exist in the social circle.         
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INTRODUCTION 
 
Developing and changing rapidly, technology today has 
become an essential need for the people of information 
age (Akkoyunlu, 2002). In the 21

st
 century – the age of 

information and technology – the developments in 
information and communication technologies have 
affected social life politically, culturally, economically and 
socially (Erkoç and Erkoç, 2011). Communication has 
played a key role especially in the educational life and 
most people have been reported to widely use technology 
resources for communication purposes (Yalcin, 2012).    

Of these developments occurring in the field of 
information and communication, the internet technology 
definitely is the most important one (Yaman and Erdoğan, 
2007). A large number of people have started  taking  the 

advantages of the internet since access to the internet 
has become easier, cheaper and naturally more 
common. They can access information and make the 
best of various services on the internet.   

The ongoing developments, transformations and 
opportunities provided by the internet have affected 
communication channels, socialization of individuals and 
the areas of online interaction among people, and 
particularly the young ones. Changing into a leading and 
a preferred environment for social interaction, 
communication and information, the internet has been 
increasingly involved in the lives of communities (Gemmill 
and Peterson, 2006; Wang et al., 2010).   

Today  educational  environments cannot any longer be 
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considered independent of technology, and the 
developing technological resources, leading to changes 
in the scope of education environments, have 
necessitated that educational institutions need to keep up 
with the changing technology. Individuals around the 
world keep in touch by means of network-based 
technologies, and using the internet (world wide web) 
they can communicate with each other as a part of a 
network (Ekici and Kıyıcı, 2012).   

The internet has entered a new era with the Web 2.0 
applications that connect people to each other and 
facilitate access to information (Warschauer, 2009). 
Social networks are considered an important component 
of Web 2.0 technology and one of the most popular social 
sharing sites (Karal and Kokoç, 2010).       

Social networking sites, having a central place in the 
internet use (Aksüt et al., 2012), represent another type 
of reality occurring on the internet, which allows users to 
share their opinions in the direction of a common goal 
and facilities their interaction with each other. Social 
networking sites have replaced face-to-face commu-
nication, and people started to leave their traditional way 
of commuting. Social networks have certainly played the 
key part in shaping how individuals communicate and 
form social groups (Erkoç and Erkoç, 2011).        

Social networks are the websites that allow individuals 
to construct a public or semi-public profile within a 
bounded system, share a connection and view their list of 
connections and those made by others in the system; 
these are also the places where people in the online 
communities share their likes and activities and send 
each other messages, e-mails and videos, join discussion 
groups and live chats and do file sharing (Boyd and 
Ellison, 2007).   

First appeared with Classmates (1995) and SixDegrees 
(1997), social networking sites have continued their 
development along with sites such as Ryze (2001), 
Friendster (2002), Hi5 and MySpace (2003), Bebo 
(2005), Facebook (2006) and Twitter (2008), all of which 
have new and unique designs and functions (Boyd and 
Ellison, 2007; Kim et al., 2010) 

Among all these, Facebook is the leading online social 
sharing software through which young people can easily 
express themselves and it is mainly used by these young 
people to find friends (Kobak and Biçer, 2008), meet new 
people and make contact with others (Ellison et al., 
2006). Facebook provides electronic data that allows 
young people to socially interact in a quick, com-
prehensive, dynamic and enjoyable manner (Golder et 
al., 2007). Therefore, several studies performed on 
university students in Turkey revealed that Facebook is 
the most commonly used one (Genç, 2010; Göker, Demir 
and Doğan, 2010; Öztürk and Akgün, 2012) with a higher 
frequency of use (Göker et al., 2010; Öztürk and Akgün, 
2012; İşman and Hamutoğlu, 2013).  

Turkey  is  ranked the  5
th 

 in  the  world in terms  of  the 

 
 
 
 
number of total Facebook users. In 2008, there were 
3.464.640 Facebook users, and only after three years in 
2011, this number grew up to 29.459.200 (Nickburcher, 
2011). It is seen that the number of Facebook quadrupled 
in 4 years.           

Numerous features of Facebook could be the reason 
behind such a high rate of preference, including providing 
users with a rich variety of multimedia; easy sharing via 
other websites; the chance of making contact with large 
communities by offering options such as group, activity 
and practices; online and offline chat; an infrastructure 
that supports mobile devices to run various games; rich 
visual contents; and the language support for Turkish 
(Karademir and Alper, 2011) 

Blackey and Chew (2009) reported the advantages of 
social networks for higher education students, academic 
staff, and teaching institutions in order to support learning 
and teaching experiences Gülbahar et al. (2010) suggest 
that compared to other learning management systems, 
social networking sites are easier to use as they are 
flexible and user friendly. To communicate and get 
feedback, they provide great convenience to students 
and researchers as these networking sites let them 
create a group by following some easy steps and share 
things among themselves.  

Facebook receives a great deal of attention from 
university students as it is free and used by lots of people 
so the use of Facebook in higher education has become 
a need that should be fulfilled in certain situations. This 
software encourages cooperative learning due to an 
increased student to content, student to student and 
student to teacher interaction (Kalafat and Göktaş, 2011). 
Such networking sites bring a new dimension to 
interpersonal communication in academic environments 
(Yu et al., 2010). Moreover, knowledge about the reasons 
for using social networking sites is believed to guide 
researchers who want to use them for educational 
purposes since they are regarded as a pedagogical tool 
stimulating cooperative learning (Lee and McLoughlin, 
2008; Lockyer and Patterson, 2008).  

Within this context, the purpose of this study is to 
determine how PE teacher candidates use Facebook to 
establish and improve their social relations, and also to 
find out their opinions about the role of Facebook in the 
educational domain.         

 
 
METHOD 

 
Research design 

 
The present study was planned and performed based on general 
survey methodology (Karasar, 2009; Büyüköztürk et al, 2010) in 
order to determine Facebook connection styles of PE teacher 
candidates and find out their opinions on the use of Facebook in the 
educational domain.  

Research  data was collected using Facebook Connection Styles  
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Table 1. Basic information about the participants. 
 

 Variables  F % 

Gender 
Female 232 37.1 

Male 394 62.9 
    

Grade  

1
st
 Year 136 21.7 

2
nd

 Year 193 30.8 

3
rd

 Year 135 21.6 

4
th

 Year 162 25.9 
    

Access Facebook via 
 Mobile Phone & Tablet 455 72.7 

 Computer 171 27.3 
    

 

Frequency of Facebook use 

Once a day 169 27 

More than once a day 237 37.9 

A few times in a week 155 24.8 

Once a week 65 10.4 
    

Number of people in the friend list 

100 or less 46 7.3 

101-200 129 20.6 

201-300 206 32.9 

301-400 148 23.6 

401- or more 97 15.5 
    

Whether the people in the friend 
list are in social circle or not 

Almost most of them are not in my social circle  37 5.9 

More than half of them are in my social circle  78 12.5 

Almost all of them are in my social circle  294 47 

All of them are in my social circle   217 34.7 

Total 626 100 

 
 
 
Scale (FCSS) and the data was evaluated using SPSS statistical 
package programme.     
 
 
Participants 
 
The participants were composed of 626 PE teacher candidates; 
232 (37.1%) females and 394 (62.9%) males, selected randomly 
from first to fourth grade students attending Physical Education and 
Sports Teaching departments in five different universities in Turkey 
(namely Gazi University, Kirikkale University, Bartin University, 
Sakarya University, and Selcuk University) during 2014-2015 
academic year. Out of these 626 PE teacher candidates, 136 
(21.7%) were first-year students, 193 (30.8%) were second-year 
students, 135 (21.6%) were third-year students, and 162 (25.9%) of 
them were the fourth and last year students at the university (Table 
1).  
 
 
Data collection instruments  
 
Two instruments were used to collect data about the participants; 
―Personal Data Form‖ and ―Facebook Connection Styles Scale‖.  
 
Personal Data Form: This form was developed by the researcher 
himself  to  collect  data   on   the   demographics   of    PE   teacher 

candidates. Previous research studies were reviewed and expert 
views were sought to develop the form.    
 
 
Facebook Connection Styles Scale 
 
―Facebook Connection Strategies Scale‖, originally developed by 
Ellison et al. (2011), was adopted to Turkish by Aktürk et al. (2014). 
The scale, designed as a 5-point Likert-Type Scale, includes 13 
items and three subscales; ―initiating, information seeking, and 
maintaining‖.   

The first 9 items of the scale have response options as ―not likely 
at all, not likely, not sure, likely and very likely‖ and the last 4 items 
requires selecting one of five possible answers - ―strongly disagree, 
disagree, not sure, agree, strongly agree‖. The internal consistency 
coefficients for the subscales are as follows: 0.82 (information-
seeking), 0.89 (maintaining), 0.80 (initiating). The analysis 
performed showed that the Turkish version of the scale was valid 
and reliable.   
 
 
Data analysis 
 
Independent variables of the study included gender, frequency of 
Facebook use, the number of people in the friend list and whether 
the  people  in  the  friend  list  exist  in  the  social circle. ―Facebook  
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Table 2. Mean scores of the Facebook Connection Styles Scale (FCSS) for PE teacher 
candidates. 
 

Variables  N M SS 

Information-seeking 626 2.79 1.089 

Maintaining 626 2.94 1.105 

Initiating 626 3.10 1.001 

Facebook Connection Total 626 2.95 .912 

 
 
 

Table 3. Comparison of the FCSS mean scores by gender. 
 

Variables  Gender N M SS t Sd p 

Information 

-seeking 

Female 232 2.40 .993 
-7.158 624 .000 

Male 394 3.02 1.079 

        

Maintaining 
Female 232 2.63 1.057 

-5.510 624 .000 
Male 394 3.12 1.094 

        

Initiating 
Female 232 2.95 .938 

-2.896 624 .004 
Male 394 3.19 1.030 

        

Facebook Connection Total 
Female 232 2.66 .810 

-6.144 624 .000 
Male 394 3.11 .928 

 

p< 0.05. 

 
 
 
connection styles (FCS)‖ was defined as the only dependent 
variable in the study. The statistical analysis of the data was 
designed in a way to discover the effects of independent variables 
on the dependent variable. The distributions of the scores derived 
from the scale were transferred to the computer by coding them 
according to the independent variables.        

Research data were analysed using SPSS 17.0. For the personal 
data, statistical values such as percentage and frequency were 
used to analyze the data concerning PE teacher candidates. 
Facebook connection styles were determined using the statistical 
techniques of ―arithmetic mean‖ and ―standard deviation‖.      
Independent samples t-test was performed to find out if there were 
any differences between the variables of the groups. And the 
differences between the variables with multiple groups were tested 
using the one-way analysis of variance (ANOVA). A Tukey post hoc 
test was conducted to ascertain the source of the difference. For 
statistical analyses, the level of significance was set at 0.05.   
 
 

FINDINGS  
 

This section of the study presents the interpretations of 
the findings of the research.  

Table 2 shows the mean scores of PE teacher 
candidates obtained from each subscale of FCSS and 
from their total scale scores. PE teacher candidates 
obtained a mean score of M= 3.10 on the initiating 
dimension and M= 2.94 and M= 2.79 on the maintaining 
and information-seeking dimensions respectively.  

A t-test was performed in order to compare the FCSS 
mean scores by gender. The results are presented in 
Table 3.  

The mean scores that PE teacher candidates obtained 
on each subscale of FCSS and on the entire scale were 
compared by the gender variable and the comparison 
results were presented in Table 3. FCSS means of PE 
teacher candidates indicated a significant difference in 
favor of male teacher candidates (p<0.05).   
The study also examined the connection styles of PE 
teacher candidates by comparing how often they connect 
to Facebook. The findings are shown in Table 4.   

The results revealed significant differences in the 
Facebook connection styles of PE teacher candidates (p< 
0.05). Those who connect ―more than once a day‖, ―once 
a day‖ and ―every few days‖ achieved higher mean 
scores compared to ones connecting ―once a week‖. 
The number of people in the friend list was another 
variable measured using one-way analysis of variance to 
compare the Facebook connection styles of PE teacher 
candidates. The results of the comparison are given in 
Table 5.    

According to these results obtained in Table 5, 
significant differences were observed in terms of the 
number of people in the friend list of PE teacher 
candidates. 
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Table 4. Comparison of the connection styles by the frequency of Facebook connection. 
 

Variables N M SD Sd F p Difference Tukey 

Once a week 65 2.52 .888    1< 2 

Every few days 155 2.90 .869 3   1< 3 

More than once a day 237 3.08 .872 622 6.699 .000 1< 4 

Once a day 169 2.97 .967 625    

Total 626 2.95 .912     
 

p< 0.05. 

 
 
 

Table 5. Comparison of the connection styles by the number of people in the friend list. 
 

Variables N M SD Sd F p Difference Tukey 

100 or fewer 46 2.4891 .91247    1< 2 

101 - 200  129 2.9587 .92216 4   1< 3 

201 - 300  206 2.9292 .86822 621 4.530 .001 1< 4 

301 - 400  148 3.1306 .87914 625   1< 5 

401 or more  97 2.9278 .97276     

Total 626 2.9503 .91218     
 

p< 0.05. 

 
 
 

Table 6. Comparison of the connection styles in terms of whether the people in the friend list are from their own social circle or 
not. 
 

Variables N M SD Sd F p Difference Tukey 

Almost most of them are not in my social circle  37 2.36 1.012 3 5.934 .001 1< 2 

More than half of them are in my social circle  78 2.90 .844 622   1< 3 

Almost all of them are in my social circle  294 3.02 .864 625   1< 4 

All of them are in my social circle   217 2.96 .949     

Total 626 2.95 .912     
 

p< 0.05. 

 
 
 

Finally, Facebook connection styles were compared in 
connection with whether the people in the friend list are 
from their social circle or not. The related results are 
presented in Table 6.   

As can be seen from the table, a significant difference 
was found in favor of those who had more people in their 
friend list.   
 
 
DISCUSSION AND CONCLUSION 
 
This section presents the study results in relation to the 
Facebook connection styles of PE teacher candidates 
and the comparisons of the connection styles in terms of 
gender, year in school, frequency of Facebook 
connection, the number of people in the friend list and 
whether the people in  the  friend  list  exist  in  the  social  

circle.  
The mean scores of PE teacher candidates provided by 

the subscales and the entire scale demonstrated that PE 
teacher candidates achieved the highest mean score on 
the subscale of ―initiating‖. Also, it was seen that PE 
teacher candidates had lower mean scores on the 
subscale of ―information-seeking‖ when compared to 
those obtained from the subscales of ―initiating‖ and 
―maintaining‖ and also from the entire scale. The total 
mean score on the FCSS might suggest that Facebook 
connection styles of PE teacher candidates differed to 
some extent. Based on the scores PE teacher candidates 
obtained from the subscale of initiating, it could be 
argued that PE teacher candidates adopt behaviours that 
aim to meet new people or strangers, communicate and 
make friends with them. A similar result reported by 
Ellison  et   al.  (2011)  suggested  that  Facebook  covers  
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many features that can be used to create new contacts 
as well as strengthen the existing social ties. In a similar 
study, Aksüt et al. (2012) emphasized ―making friends‖ as 
the primary purpose of using Facebook among primary 
and secondary school students. Another study conducted 
by Şener (2009) revealed that communicating with 
friends was the main reason underlying Facebook use, 
followed by tracking down the friends and acquaintances 
and sharing favourite videos and photos. It is suggested 
that Facebook is mainly used to share favourite videos/ 
photos because it gives them a chance to get to know 
each other better. Engin and Sarsar (2015) reported that 
technology and media tools are not efficiently used in a 
goal-oriented way. They stated that teacher candidates 
spend considerable time—as much as 6 hours or more 
each day – watching TV or using the internet and they 
use the social media tools such as Facebook and 
Instagram just as to know about the lives of others in their 
immediate environment and share photos of foods and 
drinks.     

The data resulting from the subscale of initiating 
indicated that PE teacher candidates use Facebook 
mostly for meeting new and different people as well as 
searching for close friends, adding as a friend, making 
contact and meeting. It could also be suggested that 
Facebook is used least for searching for someone they 
meet in their social life and getting more information 
about the classmates and those living in the vicinity.  

The study found that the comparisons between the 
FCSS scores of PE teachers and the variable of gender 
yielded significant differences. This finding suggests that 
Facebook connection styles, in other words the purposes 
of using Facebook, are different among male and female 
PE teacher candidates.    

Erkoç and Erkoç (2011) reported that the majority of 
female and male students (84.37% and 93,88%) use 
Facebook to message each other. It was also underlined 
that a great proportion of male students use Facebook to 
play games in comparison with the females. It is 
noteworthy that male students much prefer Facebook to 
find their friends. In general, it could be asserted that 
males and females prefer to use Facebook for different 
purposes. This finding seems to be in agreement with the 
one reported in this study.       

Another result revealed in the present study is related 
to the frequency of Facebook use and Facebook 
connection styles of PE teacher candidates. The result 
showed that there were significant differences in the 
Facebook connection styles of PE teacher candidates in 
terms of frequency of their Facebook use. PE teacher 
candidates who use Facebook ―more than once a day‖, 
―once a day‖ and every few days‖ had higher mean 
scores than those who use it ―once a week‖. Therefore, it 
might be suggested that teacher candidates using 
Facebook less often display different connection styles.   
Torlak ve Ay (2015) reported that 71.7% of the individuals  

 
 
 
 
login to their Facebook account more than once every 
day. In addition, it was underlined that individuals in the 
research sample spend approximately 2 h and 40 min on 
Facebook. Another study conducted by Göker et al. 
(2010) asked questions about the patterns of internet use 
and a large number of participants reported that they go 
online and take a look at their Facebook pages once a 
day at least. Accordingly, it is clear that the frequency of 
Facebook use seems really high. Based on the finding 
reported in the present study, it could be argued that 
frequency of Facebook use among PE teacher candidates 
is influential in their Facebook connection styles; in other 
words, it diversifies their Facebook connection styles.        

There were also differences observed in the Facebook 
connection styles of PE teacher candidates in respect of 
the number of people in the friend list. Teacher 
candidates who have less friends conveyed lower 
Facebook connection styles compared to those who have 
more friends. Thus, it can be said that an increase in the 
number of people in the friend list or having a lot of 
friends in the list makes differences in the Facebook 
connection styles. Şener (2009) emphasized that 
increased number of Facebook friends leads to spending 
more time on Facebook. Also, another study (Öztürk and 
Akgün, 2012) reported that the average number of people 
on social networks is 246, which seems consistent with 
the result found in the present study.        

Given that the number of people in the friend list 
actually mirrors the social circle of a person, a long list 
crowded with contacts is considered a privilege. 
Nevertheless, having a great number of people in the 
friend list is not enough to assume that the person 
maintains an active relationship with all the people in the 
list. Another study found the number of friends one of the 
major indicators for the Facebook activity. The more 
friends the user has, the more messages s/he receives 
and therefore the more people s/he shares the messages 
with. So, it was reported that the activity of Facebook use 
of a Facebook user changes mostly based on the number 
of friends (Göker et al., 2010).        
The study finally compared Facebook connection styles 
of PE teacher candidates in connection with the variable 
of whether the people in the friend list are also in their 
own social circle. A significant difference was found in 
favor of those who have more people in their friend list.  

Regarding the people in the friend list, PE teacher 
candidates who reported ―more than half, almost all and 
all of them are in my social circle‖ had higher mean 
scores than those who responded ―almost most of them 
are not in my social circle‖. Consequently, it might be 
asserted that differences arise in the connection styles as 
fewer people in the friend list exist in the social circle of 
the teacher candidates, or, in other words, as the gap 
widens between the number of virtual friends and the 
friends in the real world. The social transformation 
triggered  by  the  advanced   communication  technology 



 

 

 
 
 
 
(Uslu and Karahan, 2007) has changed how individuals 
communicate and build a social circle (Erkoç and Erkoç, 
2011). Göker et al. (2010) considered it important 
whether the Facebook friendships have a connection to 
the social circle and found that a considerable number of 
university students in their study sample reported that 
people in their friend list were also a part of their social 
circle. This is in line with the result of the present study. 
Moreover, they came to the conclusion that social ties are 
strengthened when the people in the friend list come from 
their social circle.    

Facebook connection styles of PE teacher candidates 
were determined in the present study.  Over and above 
this, Facebook connection styles were investigated in 
view of the variables of gender, frequency of Facebook 
use, the number of people in the friend list and whether 
the people in the friend list exist in their own social circle, 
all which are considered potentially influential in 
Facebook connection styles. Results of the study point to 
the conclusion that PE teacher candidates use Facebook 
commonly and also for different purposes as evidenced 
by the different Facebook connection styles of PE teacher 
candidates. Further research should be conducted to 
explore Facebook connection styles of PE teacher 
candidates using larger samples and different variables.    
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INTRODUCTION 
 
Indeterminate forms are special cases of limits that occur 
when it is not possible to determine the limit value of an 
expression solely by recognizing the limiting behavior of 
its subexpressions. Possibly the most important 

indeterminate forms are the types 0

0
 and 


, because to 

calculate the limit of the others, one should transform 
them to these types in order to apply L’Hopital’s theorem. 
Instruction on types of indeterminate forms and how to 
use  L’Hopital’s  theorem  to  compute  their  limit value is  

covered in analysis courses at the university level. On 
several occasions during teaching, it has been seen that 
most of the students who were able to use L’Hopital’s 
theorem to calculate the limits of indeterminate forms 
were unable to correctly grasp the meaning of what they 

stand for. Namely, most students cannot interpret 


 as 

the ratio of two quantities that increase without bound, or 
0

0

 as the ratio of two  quantities  both  approaching  zero.

 

Email: erdemcekmez@yahoo.com. Tel:+90536 430 98 56. Fax: +90462 248 73 44. 

 

Authors agree that this article remain permanently open access under the terms of the Creative Commons Attribution 

License 4.0 International License 

 

 

 

file://192.168.1.24/reading/Arts%20and%20Education/ERR/2014/sept/read/Correction%20Pdf%201/ERR-17.04.14-1816/Publication/Creative%20Co
file://192.168.1.24/reading/Arts%20and%20Education/ERR/2014/sept/read/Correction%20Pdf%201/ERR-17.04.14-1816/Publication/Creative%20Co


 
278       Educ. Res. Rev. 
 
 
 
Instead, they tend to regard these symbols as a division 

operation on two numbers, such as 3

5

 or 0

1
. It was 

concluded based on the fact that in almost every teaching 
session involving this topic, students ask questions such 
as:  
 
“We know that any number multiplied by zero is zero; if 
this is so, why then do we regard 0.∞ as indeterminate? 
Should not the result be zero?” or “Division by zero is 
meaningless, so why are we searching for the limit value 
of a meaningless expression?” or “Is not the division of 
zero by a number zero? So why do we call it 
indeterminate?”  
 
Although no study have specifically focused on students’ 
understanding of indeterminate forms, or one that reports 
similar observations, there is an extensive body of 
research about the concepts of limit, infinity, and division 
by zero; which together constitute indeterminate forms. In 
relation to the limit concept, one major difficulty reported 
in the literature is students’ belief that the limit of a 
function at a point is the same as the value of the function 
at that point or the point where the limit to be taken must 
belong to the domain of the function (Przenioslo, 2004; 
Bezuidenhout, 2001; Elia et al., 2009).  

Another common difficulty that students face is the 
belief that a function can never reach its limit value. In 
other words, they see the limit as an endless process that 
approaches a certain value, but never reaches it (Cornu, 
1991; Szydlik, 2000). One possible reason for this 
inaccurate reasoning about limit seems to be lack of 
comprehension of the distinction between potential and 
actual infinities. The research on this distinction has 
shown that the concept of infinity is mainly seen as a 
process, rather than an object; and consequently, this 
influences students’ ability to cope with problems that 
deal with actual infinity (Monaghan, 2001; Tirosh 1991). 
An additional factor that might impede the comprehension 

of the indeterminate form 0

0
 is the difficulties that 

students experience in the case of division by zero. 
For instance, Ball (1990) interviewed 19 (10 elementary 

and 9 secondary) prospective mathematics teachers 
about a fictitious student’s question asking for the 
quotient of 7 divided by 0. The findings showed that only 
four students could give a satisfactory explanation as to 
why this operation is undefined. Seven other students 
explained the division by zero in terms of a correct rule, 
but they could not justify their answers; and five other 
students’ responses were based on the incorrect rule 
“anything divided by zero is zero”. In another study that 
focused on 35 in-service mathematics teachers, Quinn et 
al. (2008) used the same question that was applied in 
Ball’s study. The findings revealed that only thirty-one 
percent of the teachers could give the correct answer and 

 
 
 
 
understood the underlying concept. Tsamir and Tirosh 
(2002) suggested that one reason for students’ difficulty 
in understanding why dividing by zero is undefined is the 
intuitive belief that every mathematical operation should 
result in a number.  

In sum, teaching experiences indicate that students 
cannot grasp the meaning of indeterminate forms, and 
the earlier mentioned studies offer some explanations for 
this situation. To address this issue, the study designed a 
teaching activity that would help students in 
comprehending the meaning of indeterminate forms. The 
activity relies on the understanding that teaching should 
lead from concrete to abstract; therefore, it aims first to 
embody the indeterminate forms in geometrical context 
and to have students experiment on geometrical 
constructs; and then to have students link their actions to 
the algebraic context. This study reports the 
implementation of the teaching activity and students’ 
classroom experiences during the activity. Specifically, 
the study seeks to answer the following question:  
 
Is the designed teaching activity effective in conveying 
the meaning of indeterminate forms to students?  
 
At this point, to avoid any misinterpretation of the aim of 
the present study, the study wish to clarify the preference 
for the word “meaning” instead of “understanding” in the 
research question. In this sense, philosophers have 
differing interpretations of the link between understanding 
and meaning. While some expound meaning in terms of 
understanding, others explain understanding in terms of 
meaning (Sierpinska, 1994). For the researcher, the 
understanding of indeterminate forms requires, at least, 
the knowledge to answer why L’Hopital’s theorem works. 
However, the intention in designing the activity was not to 
present any formal knowledge about indeterminate forms 
to students, but rather to help students to comprehend 
the mathematical process that is represented by 
indeterminate forms. Thus, the term “meaning” was 
considered to be more appropriate to reflect the aim of 
the study. 
 
 

Menelaus’ theorem as a window on the meanings of 
indeterminate forms   
 

Menelaus’ theorem, named for Menelaus of Alexandria, 
is a theorem in plane geometry (Figure 1). The theorem 
states:  
 

Let ABC be a triangle, and F, E are two points on ]AC[ 
and ]AB[ respectively. If D is the intersection point of FE 

and CB, then . . 1
CF AEDB

EBDC FA
 ………..                        (I) 

 

Although the theorem seems to be static on paper, it has 
a   dynamic   nature.   This   dynamism   results  from  the  



 
 
 
 
 

 
 

Figure 1. The depiction of Menelaus’ theorem. 

 
 
 
arbitrariness of the positions of the points F and E. As a 
consequence of this arbitrariness, the theorem includes 
some of the indeterminate forms in its structure. First, 
imagine that, holding point D as fixed and keeping points 
D, E, and F collinear, point F gets closer and closer to 

point A. Then the ratio 
CF

FA
 increases without bound, and 

the ratio 
AE

EB
 decreases continuously to zero. Therefore, 

as F approaches A, the limit of .
CF AE

FA EB
 yields the 

indeterminate form ∞.0. Because the equality (I) holds 
irrespective of the positions of F and E, that limit is equal 

to the ratio
DC

DB
. In a similar manner, as point F 

approaches point A, the limit of 
CF

FA

EB

AE

yields the 

indeterminate form 



. However, for the same reason, 

the limit is equal to the ratio
DC

DB
. Lastly, the indeterminate 

form 
0

0
 comes from the ratio 

AE

FA
 as point F approaches 

point A; as a result of equation (I), the limit of this ratio is 

equal to 
|  | |  |

|  | |  |
. As a result of possessing these 

indeterminate forms in its structure, the researcher 
considered Menelaus’ theorem to be an appropriate 
context to concretely represent these abstract concepts 
in order to help students grasp their meaning.  
 
 
METHODOLOGY 
 
Participants and setting 
 
The research sample for this study consisted of 40 (12 male and 28 
female) pre-service elementary mathematics teachers. The 
participants were in their second year at the university and had 
taken a Euclidean Geometry course in which Menelaus’ theorem 
had been introduced, as well as a Calculus-1 course in which 
indeterminate forms and L’ Hopital’s theorem had been introduced, 
prior to  the  onset  of  the  study.  The  structure  of  the  Calculus-1  
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course was traditional, and the examples given for indeterminate 
forms were all in the form of operations on algebraically 

represented functions (i.e.       
 

    
); no examples in the form of 

geometrical constructions were given. Moreover, the Turkish 
calculus textbooks recommended to the students by their instructor 
for the Calculus-1 course did not include examples of indeterminate 
forms in the form of geometrical constructions; nor had the 
researcher encountered any Calculus textbooks written in Turkish 
that included examples in the form of geometrical constructions up 
to the time of the study.  

The teaching activity reported in this study was administered in 
an elective course titled Graphical Calculus that was offered in the 
third semester of the teacher education program. The general aim 
of this course, of which the researcher was the instructor, was to 
introduce students to the geometrical representations of basic 
calculus concepts. The teaching session took place in a computer 
laboratory equipped with a projector that was connected to the 
instructor’s terminal. The students formed pairs, and each pair had 
a computer on which the supplementary GeoGebra file was 
installed for the completion of the student worksheet (see Appendix 
1). The instruction took place during two consecutive sessions. The 
first session lasted 80 min, followed by a 20 min break; and the 
second session lasted 40 min. All of the students had enough 
technical knowledge about the software to complete the worksheet.  
 
 
Data collection tools 
 
The data collection tools used in this study consisted of an open 
ended test, the researcher’s classroom observation notes, and a 
homework assignment in which the students were asked to 
generate examples for indeterminate forms using geometrical 
constructions. Before the classroom intervention, in order to reveal 

the students’ existing knowledge about the indeterminate forms 



,

0

0
 and ∞.0, an open-ended test was administered. The questions 

on the test asked students to explain why these limit forms are 
called indeterminate.  

While students were completing the worksheet in the classroom, 
the researcher was available for assistance and guidance if 
needed. During this time, the researcher took notes on important 
issues discussed between the partners, as well as between the 
pairs and the researcher himself. These field notes were used as a 
data source. After the instruction took place, the researcher 
assigned an individual homework task in which students were 
asked to generate at least one example for each type of 
indeterminate as a geometrical construction. The aim of this 
homework assignment was to assess whether the students had 
correctly grasped the meanings of these indeterminate forms. As a 
hint, the researcher recommended that students re-think the 
geometry theorems that they had covered in their Euclidean 
Geometry course in terms of whether they possess any of these 
indeterminate forms in their structures, as with Menelaus’ theorem. 
The students were given one week to finish and return the 
assignment. The data presented in this paper were translated from 
Turkish into English while trying to maintain the essence of the 
meaning. 

 
 
Classroom activities and implementation sequence 
 

The teaching activities took place in two back-to-back sessions. The 
first session lasted approximately 80 min, and after a 20 min break, 
the  second  session  began  and  lasted approximately 40 min. The  
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Figure 2.  Screenshots for parts A and C in step 1.  

 
 
 

 
 

Figure 3. Screenshots for different assigned values for the lengths of the construction. 

 
 
 
first session was devoted to the implementation of the student 
worksheet. In the second session, the researcher gave a 
presentation in which he investigated the limits in the student 
worksheet in the Cartesian coordinate plane by focusing on a 
specific case. The aim of the second session was to get students to 
link their actions in Euclidean geometry to the algebraic context. 
The implementation of these sessions is detailed below.  
 
 
Implementation of the first session 
 

In the first session of the teaching activity, the students were asked 
to complete the worksheet, which consisted of three phases: 
exploration, experimentation and generalization. The first three 
questions constituted the exploration phase, and in this phase, 
students did not make use of the software. The questions in this 
phase asked students to predict the indeterminate forms that would 
emerge as a result of point F approaching point A. The aim of these 
questions was to embody these rather abstract indeterminate forms 

into geometrical entities in order for students to gain comprehension 
of their meaning.  

The next three steps following the first three questions on the 
worksheet constituted the experimentation phase. After students 
had completed the first three questions, they opened the GeoGebra 
file developed by the researcher. In the first step, the students were 
asked to determine the results of the limits by making experimental 
observations with the software. At this point, students were able to 
check the predictions that they had made in the exploration phase. 
The students had the opportunity to change the position of point F 
and consequently observe the results of the calculations on the 
screen simultaneously. In Figure 2, screenshots of the software with 
the default lengths for parts A and C of step 1 are shown. 

In steps 2 and 3, the students were asked to assign new integer 
values for the indicated lengths of the construction and re-
investigate the associated limits. In Figure 3, screenshots for 
different assigned values are shown. Once a new value for a length 
using the input bars at the top left corner of the screen was 
assigned,  the  construction was changed accordingly (Figure 3a). If  
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Figure 4. The construction for the figure in the worksheet. 
 
 
 

the assigned value for a length did not suffice for triangle inequality, 
a warning message indicating that the triangle inequality was 
violated appeared on the screen (Figure 3b). 

In step 2, assigning new values to AB  and AC  affects the  

result of the limit in part C; but it does not affect the results of the 
limits in parts A and B, because of the equation (I). However, in 
step 3, assigning new values to CB and DB  does affect the 

results of all limits. Following several experimentations in steps 2 
and 3, students were expected, at minimum, to notice that the 
results of the limits in parts A and B were equal to the same value, 

which is the ratio 
DC

DB
, and also to comprehend that the results of 

the limits might be a consequence of Menelaus’ theorem. 
The final step on the worksheet constituted the generalization 

phase. In this step, students were asked to find expressions for the 
results of the associated limits when the lengths in the construction 
were given as variables. After all of the groups completed the 
worksheet, a class discussion about the results of the limits in step 
4 and the relation between these results and Menelaus’ theorem 
took place.  

 
 
Implementation of the second session  

 
In the second session of the teaching activity, the instructor gave a 
presentation that aimed to help students link the actions they had 
performed in the previous session in Euclidean geometry to the 
algebraic context. To this end, the researcher focused on a specific 
case of the construction and investigated the limits given on the 
student worksheet in the Cartesian coordinate plane. During the 
presentation, the students were not simply passive listeners; the 
instructor also asked questions as appropriate to ensure their active 
participation.  

However, as they do not pertain directly to the study itself, these 
questions are not included here. In the course of the presentation, 
in order to make the calculations simpler and hence to make the 
content easier for the students to comprehend, the instructor chose 
a right triangle whose perpendicular sides lay on the coordinate 
axes in constructing the figure on the worksheet. The content of the 
presentation was as follows. The figure investigated in the 
worksheet was constructed in the Cartesian coordinate system as 
seen in Figure 4 (Let the arbitrary point F be on ]CA[ and its 
abscissa be represented by α).  

First of all, let’s determine the coordinates of point E  in  terms  of 

α. Point E lies at the intersection of AB and DF; therefore, we need 
to find the equations of these lines and then specify their 
intersection. By using the two-point form of a line, we get: 
 

   ⃡     
   

   
 

   

   
   

  

 
   and    ⃡     

   

   
 

   

   
   

  

 
     

 
If we find the intersection of these lines using their equations, we  
get: 
 

   ⃡        ⃡      
  

 
   

  

 
      

  

   
 

 
This gives us the abscissa of point E in terms of α. To get the 

ordinate of point E, we can use the equation of    ⃡    ; thus, we get: 
 

  
   

   

 
   

    

   
 hence   

  

   
 
    

   
 . 

 
Now that we have specified the coordinates of E, we can find the 
expressions for the lengths of the segments in terms of α. By using 
the formula for the distance between two points, we get: 
 

|  |    |  |      |  |  
 √       

   
 |  |  

√   

   
 

 
Now let’s transform the limits that we dealt with on the worksheet by 
using the variable α in algebraic form. 
 
Part a) 

 

3

.0

lim . lim
CF AE

FA EBF A 







 3 

2 10 (3 )

.



6 

10
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3

2 10
lim 2

10

DC

DB 
  

 

 
Part b) 
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Part c) 

0

0

3

2 10 (3 )

lim lim
F A

AE

FA 










6
3





 3

2 10 2 10
lim .

6 3

DC AB

DB CA 
  



 
 

FINDINGS  
 
In this study, the data were gathered from three sources: 
an open-ended test implemented before the instruction, 
the researcher’s observation notes, and student-
generated examples. The findings that emerged from 
these sources are presented in separate sections below.  
 
 

Findings from the test 
 

Before the classroom intervention to reveal the meaning 

that students attached to the indeterminate forms 


, 0

0
 

and ∞.0, an open-ended test was administered. The 
students were asked to explain why each of these limit 
forms are called indeterminate. After analyzing the 
students’ written responses, it was seen that the students’ 
explanations as to why these limit forms are called 
indeterminate had similarities and differences. Based on 
these similarities and differences, the researcher assigned 
categories for the students’ explanations. In Table 1, the 
categories, an excerpt of students’ explanations for each 
category, and the number of students that fell in each 
category are presented.  

The analysis of the responses showed that the students 
could not interpret the symbol “∞” as describing the 
process in which a quantity is increasing without bound. 
Instead, as seen from Table 1, students interpreted the 
symbol “∞” as an object to which they attached different 
meanings, and as a result, they used fallacious rationales 
in explaining why this limit form is called indeterminate. 

The findings also indicate that the students interpreted 

the number zero in the indeterminate form 
0

0
 as an 

object; and hence, almost all of the students who 
provided an explanation proposed the impossibility of 
division by zero as a rationale to explain why it is called 
indeterminate. The students could not interpret the 
number zero as a process in which a quantity decreases 
to zero. 

According to the data in Table 1, the frequency of 
students who did not provide an explanation for the 0.∞ 
type was the highest among the others. In line with the 
previous cases, the students interpreted the symbol “∞” 
and the number zero as objects. Therefore, as shown in 
the last excerpt, the students expressed that the number 
zero might not absorb the number infinity  because  of  its 

 
 
 
 
incomprehensibly large value.  

In summary, the findings that emerged from the 
students’ responses did not contradict the researcher’s 
expectations, because they are consistent with his 
previous experiences as outlined in the introduction.  
 
 

Classroom observations during the teaching sessions 
 

While the students were making their experimental 
observations, using the software to complete the 
experimentation phase of the worksheet, some of the 
groups had difficulties in answering the questions in Step 
1 and asked for help from the researcher. The dialogues 
occurring during the interactions between these groups 
and the researcher revealed two difficulties regarding the 
limit concept. 

The first difficulty is related to the limit given in part C of 
step 1. Some of the groups could not arrive at a solution 
for that limit and asked for help. The result of that limit is 

.
DC AB

DB CA

, which is equal to 4, according to the default 

lengths. The dialogue between these students and the 
researcher showed that, although these students moved 
point F very close to point A by using the zoom feature 

and observed the value of AE

FA

 becoming very close to 4 

(Figure 5), they still denied that the limit exits. To justify 
their conclusion, the students proposed that one could 
always make point F closer to point A, and hence make 
the value of the quotient larger; therefore, this quotient 
would never reach a constant value. Whereupon the 
researcher attempted to help the students realise that the 
value of the quotient could be made as close to 4 as 
desired; but the students seemed to be reluctant to agree 
that this limit exists. However, after the content of the 
second session was presented, these students, without 
being asked, told the researcher that they had changed 
their decision about the existence of the limit and realised  
their fallacious reasoning.   

While the researcher was monitoring the students’ 
activities in the classroom, he noticed that some groups 
concluded that the limits in parts A and B of step 1 did not 

exist. The result of these limits is 
DC

DB
, which is equal to 

2, according to the default values. Moreover, because the 

ratio 
DC

DB
 is independent of the position of point F, the 

numerical values of the expressions in these limits 
remain fixed (as can be seen in Figure 2a and Figure 3a) 
as point F moves. The researcher asked these students 
to explain the reasoning for their decisions. According to 
their understanding, these limits did not exist because the 
values of the expressions in these limits remain 
unchanged;  and therefore, they do not approach a value. 
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Table 1. The categories that emerged from students’ responses and the frequencies of students in each category. 
 

Type  Categories Student excerpts f(40) 




 

Interpreting the symbol “∞” as an 
incomprehensibly large number 

If we divide the number infinity into the number infinity, 
it does not correspond to a real number. That is why it 
is called indeterminate 

8 

Interpreting the symbol “∞” as a 
collection of very large numbers 

In this case, the functions in the numerator and the 
denominator can take on an infinite number of high 
values. Therefore, we cannot calculate the result of this 
division.  

6 

Interpreting the symbol “∞” as an 
unknown quantity 

Because we do not know what infinity is, we cannot 
make calculations with it; hence this quotient called 
indeterminate 

12 

No explanation 14 

   

0

0
 

Division by zero is undefined or 
meaningless 

The denominator of a fraction cannot be zero; 
therefore, this quotient is called indeterminate. 

21 

The numerical value of 0/0 is 
unknown 

This is called indeterminate because we do not know 
the numerical value of 0/0 

3 

No explanation  16 

   

0.∞ 

∞ is inconceivable 
Because we do not know the number by which we 
multiply zero; in other words, because we do not know 
what infinity is, this is called indeterminate.  

8 

Interpreting the symbol “∞” as an 
incomprehensible large number 

Normally, zero is the absorbing element for 
multiplication; but in this case, because we do not know 
how big infinity is, we cannot say the result is zero. 
Therefore, it is indeterminate 

10 

No explanation  22 

 
 
 

 
 

Figure 5. The screenshot of the software when point F is close to point A. 

 
 
 

These students believed that in order for an expression in 
a limit to approach a value, it must change. Although they 
had encountered the limit of a  constant  function  in  their 

Calculus-1 course, they could not transfer this knowledge 
to the present context. However, after the researcher 
prompted  these  students to recall the theorem about the  
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limit of a constant function, they were able to overcome 
this misconception. 

At the end of the instruction in the second session, one 
student asked a pedagogically valuable question out loud 
in the classroom. This student complained about the term 
“indeterminate” as used to designate these limit forms, 
and the other students backed him up in this idea. 
Because this issue may be context-bound, it would be 
beneficial to clarify the meaning of the term in Turkish 
that corresponds to “indeterminate.” Namely, the Turkish 
word used to designate these limit forms is “belirsiz,” 
which has the same meaning as the word “indeterminate”; 
and, as in English, it is the antonym of the word “belirli”, 
which has the same meaning as the word “determinate”.  

The student asked, “If we can determine the value of 
these limit forms, why then do we call them 
indeterminate”? This question indicates that the term 
used to designate these limit forms does not convey the 
essential meaning of the forms to students.   
 
 
Selected examples of indeterminate forms from 
students 
 
To evaluate the effectiveness of the activity designed for 
teaching students the meaning of indeterminate forms, 
the researcher used an individual homework assignment 
in which students were asked to generate examples of 
indeterminate forms in as geometrical constructions. The 
students were asked to turn in the assignment to the 
instructor in person, so that he would have the opportunity 
to ask them to explain their examples and thereby ensure 
that they had correctly grasped the meaning of a 
particular indeterminate form.  

Moreover, if a student turned in an example that had 
been previously submitted by another student, the 
instructor asked the second student to change his/her 
example. By this means, the instructor aimed to prevent 
students from copying each other’s homework. In total, 
sixteen students provided an admissible example with 
their homework assignments; however, among these, two 
turned in examples that had been previously been 
submitted by other students. These students were asked 
to change their examples and re-submit their homework, 
but they failed to do so. All 14 of the students who turned 
in admissible examples were able to explain them and to 
justify the results of the limits that they had constructed. 
Furthermore, although they had not been asked to do so, 
ten students had also constructed their examples using 
the software and had checked their results experimentally 
before submitting the assignment.  

Four of these students’ examples can be seen in Table 
2. The first and second examples in the table belong to 
two of the students who had experienced the first and 
second difficulties related to the limit concept that are 
accounted   respectively   in   the   section  on  classroom 

 
 
 
 
observations.  
 
 
Conclusion 
 
The present study addresses the question “is the 
designed teaching activity effective in conveying the 
meaning of indeterminate forms to students”? The 
researcher’s informal interviews with the students about 
the effectiveness of the activity and his observations with 
respect to their success in interpreting the limit forms in 
subsequent lessons indicate a positive answer to this 
question. However, the proportion of the students who 
actually completed the homework assignment fell short of 
the researcher’s expectations. In total, fourteen out of 40 
students provided an example and showed confidence in 
explaining the meaning of the limit forms that they had 
formed. Two reasons for this shortfall were identified. 
First, eight of the 40 students did not attend the second 
session of the teaching activity, and none of these 
students completed the homework assignment. Second, 
the assignment was not graded, and it did not contribute 
to the final grade in the course. Having discussed this 
with the students, the researcher realized that this 
adversely affected students’ motivation to complete the 
assignment. 

The responses to the open-ended test that was 
administered prior to the teaching activity revealed that 
none of the students could correctly explain the meanings 
of the indeterminate forms, although they had 
encountered this topic in their calculus courses. It was 
found that the students interpreted the symbols 0 and ∞ 
as objects, rather than as representing two processes. 
Consequently, they suggested the impossibility of division 
by zero and the impossibility of determining the value of 
infinity as rationales for referring to these limit forms as 
indeterminate. One possible cause for students’ 
understanding of infinity as an object representing a 
tremendously large number may be statements such as 
“x approaches positive/negative infinity” that are used in 
discussing limits involving infinity in the classroom. In this 
respect, due to the meaning of the verb “approach”, this 
statement seems to suggest that there is a number called 
infinity and that the variable x gets closer to it. To 
alleviate this misconception, the researcher recommends 
that it would be more appropriate to say “as x increases/ 
decreases without bound”, instead. However, further 
investigation is needed to clarify this issue.   

In addition to this misunderstanding, the students’ 
responses to the worksheet revealed two difficulties in 
grasping the limit concept. First, some of the students 
were unable to comprehend the distinction between 
potential and actual infinities. These students conceived 
of the limit as an endless process that approaches a 
certain value, but never reaches it; this misconception 
has also been  reported  by  researchers  such  as  Cornu  
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Table 2. Selected examples from the students for indeterminate forms. 
  

Theorem 0/0 ∞/∞ 0.∞ 

 
ABC is a triangle; if M and K are 
the areas of ABD and ADC 

respectively, then 
 

 
 

|  |

|  |
 (I) 

As D approaches B along 

[BC], lim
M

BDD B
 yields the 

indeterminate form 0/0. 
However,  

lim lim
M K

h
BD CDD B D B

 
 

 

h  is the height of the altitude 

to the base BC. 

As D approaches B 

along [BC], lim

CD

BD

K
D B

M


 

yields the indeterminate 
form ∞/∞. Because of the 
equation (I), the limit is 
equal to 1.  

As D approaches B 

along [BC], lim .
CDM

K BDD B
 

yields the indeterminate 
form 0.∞. Because of the 
equation (I), 

lim . 1
CDM

K BDD B



 

    

 
ABC is a triangle and [AD] is 

angle bisector. 
CA AB

CD BD
  (II) 

As A approaches C along 

[CA, lim
CA

CDA C
 yields 0/0 

indeterminate form. 

However, as both AB  and 

BD  approach to BC  

lim lim 1
CA AB

CD BDA C A C
 

 
 

 As A approaches C 

along [CA, lim

AB

CA

BDA C
CD


 

yields ∞/∞ indeterminate 
form. Because of the 
equation (II), the limit is 
equal to 1.  

As A approaches C 

along [CA, lim .
BD

CA
CDA C

 

yields 0.∞ indeterminate 
form. Because of the 
equation (II), 

lim . lim
BD

CA AB BC
CDA C A C

 
 

 

    

The points 
B, T, A, 
and S are 
on the 
circle. P is 
the 

intersection of the chords. 

PT PA

PB PS
  (III) 

As B approaches T along 

the circle, lim
PT

PBB T
 yields 

the indeterminate form 0/0. 
Because of the equation (III), 

lim lim
PT PA AT

PB PS STB T B T
 

 
  

As B approaches T along 

the circle lim

PS

PB

PAB T
PT


 yields 

the indeterminate form 
∞/∞. Because of the 
equation (III), the limit is 
equal to 1 

As B approaches T along 

the circle, lim .
PT PS

PA PBB T
 

yields 0.∞ indeterminate 
form. Because of the 
equation (III), the limit is 
equal to 1 

    

D, G, and C are collinear. E 
and F are tangency points. 

. .DE FG EG DF  (IV) 

As D approaches E along 

the circle, lim
DE

EGD E
 yields 

indeterminate form 0/0. 

However, as both DF  and 

FG  approach EF , 

 lim lim 1
DE DF

EG FGD E D E
 

 
 

As D approaches E 
along the circle, 

lim

DF

DE

FGD E
GE


 yields the 

indeterminate form ∞/∞. 
Because of the equation 
(IV), the limit is equal to 1 

As D approaches E 
along the circle, 

lim .
EG DF

FG DED E
 yields the 

indeterminate form 0.∞. 
Because of the equation 
(IV), the limit is equal to 1 

 
 
 
(1991) and Szydlik (2000). Second, as a result of the 
meaning of the verb “approach”, some of the students 
believed that an expression that evaluates to a constant 
value does not have a limit. In this  case,  the  researcher 

has not come across any reports in the literature with 
similar findings. On the other hand, while the researcher 
did not aim to remedy these misconceptions in designing 
the  teaching  activity,  it  was   found   that   the  teaching  
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sessions did aid students in both realizing and 
overcoming their misconceptions. Thus, it may be argued 
that providing students first with the opportunity to 
investigate these limits in geometrical context by allowing 
them to experiment on geometrical entities, and then to 
establish a link to the algebraic context, was the main 
reason for this positive outcome. 

Another important finding of this study is that the term 
“indeterminate” as used to designate these limit forms 
does not truly represent their meaning. As the students 
expressed in their complaints at the end of the teaching 
session, this terminology caused them to erroneously 
believe that the limit forms cannot have a limit value. 
Therefore, the researcher contends that using the term 
“ambiguous”, rather than “indeterminate”, to designate 
these limit forms would more accurately convey their 
meaning.  

The teaching activity discussed in the study requires 
both a substantial investment of time in the classroom 
and students who have a certain degree of technical 
knowledge of the software used in implementing it. For 
these reasons, it may not be suitable for introducing 
students to these limit forms in calculus courses. 
However, the researcher recommends that beginning this 
topic with a discussing of a geometry theorem that 
possesses ambiguous forms and then translating them 
into algebraic expressions and re-investigating them 
might help students to gain a better understanding of 
their meanings.  
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Appendix 1 
 
Student worksheet  
 

In the figure to the right, ABC is a triangle, E        ,        , D is a fixed point on the 
extension of [CB], and points D, E, F are collinear. 
 
 
Answer the questions below concerning the given information. 
 

Q1. Which indeterminate form does the product 
CF AE

.
FA EB

yield as point F approaches closer and closer to point A?   

Answer: ..... 

Q2. Which indeterminate form does the ratio 

CF

FA

EB

AE

 yield as point F approaches closer and closer to point A? Answer: 

...... 

Q3. Which indeterminate form does the ratio 
AE

FA
 yield as point F approaches closer and closer to point A? Answer: 

...... 

Open the GeoGebra file named Work. You will find the above figure constructed on the opening window. By clicking on 
the input boxes at the upper left corner of the graphical window, you can assign new values for the given parts of the 
construction (leave them in default until you move to step 2). By clicking on the question buttons, you will make visible 
the associated values on the screen. Point F lies on [AC] and can be dragged; as you drag it, you can monitor the 
values of the resulting segments on the screen. Try to answer the questions below.  
 
Step 1. Drag point F as close to point A as you can (use the magnification tool) and monitor the values of the product 
and the ratios in the above questions. Based on your experimentations, try to determine the results of the limits below. 

a) lim .
CF AE

FA EBF A



              b) lim

CF

FA

EBF A
AE




            c)  lim
AE

FAF A



    

Step 2. Assign new integer values to AB and AC and then reinvestigate the limits above. 

Step 3. Assign new integer values to CB and DB and then reinvestigate 

the limits above. 
Step 4. Let the lengths of the segments in the construction be given as variables, as 
seen in the figure to the right. Based on your experiments so far, and considering 
Menelaus’ theorem, can you determine the results of the above limits in terms of 
these variables?  
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The purpose of this study is to investigate the differences in anger traits of university students and 
teacher candidates studying in various social and cultural regions, of Batman and Denizli, Turkey.  
Modelling anger and anger expression style scale according to some variables such as age, gender, 
education level, number of siblings, parents’ education level was used. The study was carried out in the 
academic year of 2014-2015. The study population consists of a total of 551 students: 263 are from 
Batman University; of these, 166 are females and 97 are males; 114 are between the ages of 16-20, and 
121 are between the ages of 21 and 24, and 28 are over 25. 288 are from Pamukkale University; of this, 
169 are females and 119 are males; 134 are between the ages of 16-20, and 135 are between the ages of 
21 and 24, and 19 are over 25. Demographic characteristics and trait anger-anger expression style scale 
was employed as measurement tools in data collection. In order to test whether the structure of Trait 
Anger and Anger Expression Styles Scale (TAAESS), defined as 4 factors, was verified in 
predetermined participation group, Confirmatory Factor Analysis (CFA) (Garson, 2005) was conducted 
using LISREL program (Joneskog and Sorbom, 1998) and its Turkish version that was translated by 
Ozer (1994). After TAAESS validity and reliability study was carried out, first level 4 factor Robust ML 
model was developed in reliability study. Result of this study showed that 4 factors of scale can bring 
out more consistent results even with 30 items as well. Differences in anger subscales including trait 
anger, anger-in, anger-out, anger control level differences were found statistically meaningful. It can be 
proposed that the origin of these differences is probably from the participants’ different social and 
cultural environments. Among suggestions given for professionalization of university students, and 
future educators against anger, it is proposed that model of 4 factor Robust ML with 30 items should be 
employed in researches by increasing social and cultural activities, raising awareness of society 
against anger and utilizing TAAESS. 
 
Key words: Anger behaviours, education, Robust ML Model. 

 
 
INTRODUCTION 
 
Recently,   technology   has   advanced and  improved  at  unprecedented levels. With this development, it has been 
 

E-mail: fethiarslan23@gmail.com. 

 

Authors agree that this article remain permanently open access under the terms of the Creative Commons Attribution 

License 4.0 International License 

 

 

 

file://192.168.1.24/reading/Arts%20and%20Education/ERR/2014/sept/read/Correction%20Pdf%201/ERR-17.04.14-1816/Publication/Creative%20Co
file://192.168.1.24/reading/Arts%20and%20Education/ERR/2014/sept/read/Correction%20Pdf%201/ERR-17.04.14-1816/Publication/Creative%20Co


 
 
 
 

observed that human values and time shared with others 
have decreased dramatically. That these values have lost 
their importance causes people to spend less time 
together, not to listen to each other and unable to control 
their anger. Among these feelings, anger is one of the 
most crucial feelings we suffer from and we have difficulty 
controlling it. Anger can change from a slight depression 
to a high state of anger. If expressed properly, anger is 
extremely important for one’s health. When it is out of 
control, it may cause problems with personal relations at 
school or work. There lies anger at the root of many 
problems (Wilde, 2006). Anger is defined as a feeling one 
has when his requests, needs, plans are hindered or 
when he feels there is a threat against him as injustice 
(Kısac, 1999). Anger may stem from inner and outer 
factors. Inner factors are feelings, while outer factors are 
threats such as physical injuries, frustrations, exposure to 
offense and injustice. When all these feelings combine, 
anger occurs (Kokdemir, 2004).    

The behaviours of individuals are explained in three 
ways: when individuals are exposed to injustice, their 
level of anger increase; and when they are angry, and 
express their anger orally or with their behaviour, they 
express external pulse anger; however, when the 
individual keeps his anger in him, it represents the inner 
anger; and when he gets angry with others, how he 
controls himself is called anger control (Starner and 
Peters, 2004). It is necessary that individuals be taught 
that people who can control their anger can be healthier. 
The healthiest environments where these emotions can 
be taught are schools. Education programmes are 
needed at schools so that anger control can be taught 
(Adana and Aslantas, 2011). 

The feeling of anger should be perceived as harm to an 
individual himself and others. Anger can be converted 
into a healthier tool by means of good education 
(Tatlilioglu and Karaca, 2013). 
The anger of some individuals is directed to their inner 
world. These individuals do not show their anger; 
however, they exhibit their reactions as crossing and 
sulking. The case can change into suffering or resentment 
at the end. Individuals with inner anger do not put their 
anger forth immediately when they get angry. Never-
theless, they think about the type of reactions to people 
whom they get angry with. They wait for the proper time 
to display their inner anger (Lulofs and Cahn, 2000). An 
individual who experiences feelings such as anger, fear 
and worry in an environment where his/her children are 
present may have behavioural problems in similar conflict 
environments. It is stated in the literature that the feeling 
of anger is intensive during this period (Sahin and 
Batıgun, 2009). When anger levels of parents are high, it 
leads to the raising up of highly risky children together 
(Reid et al., 2002). 

In general, assessing anger negatively results from the 
expression style of anger. In order to cope with anger, it is 
necessary for a person to define anger instead of 
suppressing  it (Morriz, 2002). If  parents  cannot  tolerant 
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each other, their children become intolerant as well 
(Ozmen, 2004). It is established that students with 
constant anger either express their anger more or 
suppress it; and these students feel lonely. It can be 
considered that students who exhibit constant anger and 
cannot control their anger can be set away from friendly 
atmosphere since they establish inappropriate 
behaviours (Kaya at al., 2012). Anger and expression of 
anger is a result of cultural, mental and biological 
backgrounds (Soykan, 2003).         

In recent years, when the studies are examined, it is 
clearly seen that anger researches have been increasing 
every passing day. As the results of the studies 
conducted, it has been witnessed that realistic steps have 
not been put forward about solution to anger. In both 
groups, based on many variables, the statistics of anger 
subscale levels (anger within, anger trait, anger outburst, 
anger control) have been found meaningful. For the 
reasons of the differences between both groups, they 
may stem from social and cultural diversities of the 
regions where the universities are situated. It is possible 
to state that social and cultural development may have 
positive influence on anger level. It is suggested that next 
generation teachers utilize first level 4 factor Robust ML 
model. It will help them with their future studies to cope 
with their anger more professionally, increase the number 
of cultural and social activities and raise the awareness of 
their community against anger. This study will help the 
youths in society to understand anger in, anger out, trait 
anger and anger under control. Such a study will guide all 
institutions and organizations in arranging students’ and 
families’ oriented education programs. 
 
 
METHODS 

 
Personal information form 

 
In order to determine the ages, genders, education levels, number 
of siblings, education levels of their fathers, trait anger and anger 
styles of university students in two different regions, an information 
form prepared by the researcher is employed. In this study, on 5-7 
November 2015, "International Dynamic, Exploratory and Active 
Learning (IDEAL) Conference" organized by the University of 
Amasya was presented as a verbal statement. 

In Table 1, the distribution of demographic properties of university 
students is examined. In this study, according to the university 
variable, there are 288 (52.3%) students attending Pamukkale 
University, and 263 (47.7%) students attending Batman University. 
When the gender distributions of the students are examined, there 
are 335 (60.8%) females and 216 (39.2%) males. When the age 
distributions of the students are studied, there are 248 (45.0%) 
students at “16-20” age clearance and 256 (46.5%) students at “21-
24” age clearance and 47 (8.5%) students at “25 and over” age 
clearance. When the distribution of students studying at Pamukkale 
University is examined, it can be seen that the population consists 
of 169 (58.7%) female and 119 (41.3%) male students. On the other 
hand, when the distribution of students studying at Batman 
University is inspected, it can be seen that the population consists 
of 166 (63.1%) female and 97 (36.9%) male students. When the 
age distribution of Pamukkale University students is examined, it is 
seen  that there are 134 (46.5%) students between the ages of “16- 
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Table 1. Frequency and percentage distributions of university students according to demographic  
properties. 
 

Properties Categories f % 

Universities 
Pamukkale University 288 52.3 

Batman University 263 47.7 

Genders 

Female  335 60.8 

Male 216 39.2 

Pamukkale University Female 169 58.7 

Batman University Female 166 63.1 

Pamukkale University Male  119 41.3 

Batman University Male 97 36.9 

    

Age 

16-20 248 45.0 

21-24 256 46.5 

25 and more 47 8.5 

Pamukkale University 16-20 134 46.5 

Pamukkale University 21-24 135 46.9 

Pamukkale University 25 and more 19 6.6 

Batman University 16-20 114 43.3 

Batman University 21-24 121 46.0 

Batman University 25 and more 28 10.6 

    

Education level 
Associate Degree 181 32.8 

Undergraduate Degree 370 67.2 

    

 

Number of siblings 

1 29 5.3 

2 130 23.6 

3 122 22.1 

4 71 12.9 

5 55 10.0 

6 and more 144 26.1 

    

Father education level 

Primary education 327 59.3 

High School Education 159 28.9 

College and University Education 65 11.8 

Total  551 100.0 

 
 
 
20”, and 135 (46.9%) students between the ages of “21-24”, and 19 
(6,6%) students over 25; while at Batman University there are 114 
(43.3%) students between the ages of “16-20”, and 121 (46.0%) 
students between the ages of “21-24” and 28 (10.6%) students 
“over 25”. 

When the education levels of the students are investigated, there 
are 181 (32.8%) students having associate degree, and 370 
(67.2%) students have undergraduate degree. When the students 
are examined based on the number of siblings they have, 29 (5.3%) 
students have 1 sibling; 130 (23,6%) students, 2 siblings; 122 
(22.1%) students, 3 siblings; 71 (12.9%) students, 4 siblings; 55 
(10.0%) students, 5 siblings and 144 (26.1%) students, 6 and more 
siblings. When the distributions of the students based on their 
fathers’ education level are studied, there are 327 (59.3%) students 
whose fathers are primary school graduates, 159 (28.9%) students 
whose fathers are high school graduates, and 65 (11,8%) students 
whose fathers are university graduates. Considering the general 
population, there are 551 (100.0%) university students in the study. 

Data collecting tool 
 
The validity and reliability of the tool was carried out by Ozer 
(1994). The scale consists of 30 items and it has trait anger, anger 
under control, anger-out, and anger in sub-scales. In the study of 
validity and reliability, Chronbach Alpha values were as 0.79 for 
anger trait scale, 0.84 for anger under control scale, 0.78 for anger 
out scale, and 0.62 for anger in scale. Anger trait subscale can be 
obtained via total of the first 10 items in the scale; and anger in 
subscale via items 13, 15, 16, 20, 23, 26, 27 and 31, and anger out 
subscale via items 12, 17, 19, 22, 24, 29, 32 and 33, and anger 
control subscale via items 11, 14, 18, 21, 25, 28, 30 and 34, 
respectively. The high points obtained from trait anger show that 
anger level is high; the high points obtained from anger under 
control scale show that anger can be controlled; the high points 
obtained from anger out scale show that anger can be easily 
controlled, and the high points obtained from anger in scale show 
that anger is suppressed (Savasir and Sahin, 1997).  



 
 
 
 
Study of confirmatory factor analysis (CFA) of the scale of trait 
anger anger style scale (TAAESS) 
 
Validity of the study 
 
Confirmatory factor analysis (CFA) is used in confirming 4 factor 
structures obtained as a result of exploratory factor analysis 
predefined scale utilized in this study. When the following values 
are studied, related analysis results are analyzed to know whether 
the scale can provide multivariate normality assumption or not. 
According to these values, Relative multivariate Kurtosis=1.108. 
The fact that this value is bigger than 1.00 shows that normality 
assumption is not provided. Besides, when skewness and kurtosis 
values are observed, it can be seen that multivariate normality 
assumption is not provided since it is meaningful according to 
p<0.05. 
 
 
Test of multivariate normality for continuous variables   
 
          Skewness                                       Kurtosis                                         
Value      Z-Score    P-Value        Value    Z-Score   P-Value                
25.817     21.171     0.000           996.519   13.334     0.000                        
 
        Skewness and Kurtosis 
   Chi-Square         P-Value  25.817 
    626.011                        0.000        
 
According to these results, had the variable normality assumption 
been provided, it would have used Maximum Likelihood (ML) 
parameter estimation method. However, since it did not provide this 
and our sampling was smaller, and since it was not related to 
sampling, Robust Maximum Likelihood (Robust ML) parameter 
estimation method was employed. This model is first Level 4 factor 
Robust ML method. 
 
 
Confirmatory factor analysis (CFA) 
 
To uncover the anger and furry reactions of individuals, whether 
trait anger anger style scale 4 factor and 34 item structure is 
confirmed or not was examined via CFA. CFA aims to evaluate how 
much a factorial model, a form of factor of numerous observable 
variables (secret variables), shows compliance with real data. The 
model was determined by employing the data of an empirical study 
or was defined as a manipulated structure depending on a specific 
theory (Sumer, 2000). In order to assess the validity of CFA, a 
number of conformity indexes are employed. Of these, the mostly 
used ones are: Chi-Square Goodness, (Chi-Square Goodness, χ2), 
Comparative Fit Index (Comparative Fit Index, CFI), Non- Normed 
Fit Index (Non-Normed Fit Index, NNFI), Normed 
Fit Index (Normed Fit Index, NFI), Goodness of Fit Index 
(Goodness of Fit Index, GFI) (Cole, 1987; Sumer, 2000).  

The fact that the values observed in scale model are between the 
clearance of Χ2/d<3; 0<RMSEA<0.05; 0.97≤NNFI≤1; 0.97≤CFI≤1; 
0.95≤GFI≤1 and 0.95≤NFI≤1 shows it is a perfect fit; and the 
clearance of 4<Χ2/d<5; 0.05<RMSEA≤0.08; SRMR≤0.08; 
0.95≤NNFI≤0.97; 0.95≤CFI≤0.97; 0.90≤GFI≤0.95 and 
0.90≤NFI≤0.95 shows it is an acceptable fit (Kline, 2005; Sumer, 
2000). 
 
 
The validity of the scale 
 
In order to evaluate whether 4 factor and 34 items of the scale are 
confirmed or not, CFA was applied. In the first applied CFA, the 
items not having non-significant t values were examined 
statistically. CFA analysis was  repeated  after  12th,  17th,  19th,  and  
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31st items having non-significant t values were removed from the 
scale. The obtained path diagram is shown in Figure 1. 

The fit indexes were found as χ2=1162.28, sd=377, X2/sd= 3.08, 
CFI=0.96, NNFI=0.95 and NFI=0.93, GFI=0.90 RMSEA=0.080, 
SRMR=0.072. When the coefficients of the relations between 
variables of the model exhibiting factorial structure of the scale 
were examined, the fit indexes were at sufficient levels. When fit 
index values and error values of RMSEA and SRMR were 
observed, an acceptable fit was reached. When fit statistics 
calculated via CFA were taken into consideration, it was decided 
that 4 factor structures defined before were generally in line with 
data collected. When Figure 1 is examined, it is seen that the scale 
whose final state is given consists of 30 items and 4 factors. 
Regression and t values belonging to the items are given in Table 2. 

When Table 2 is examined, it is determined that the obtained 
regression coefficients and t values are significant and that the 
model is verified. While first factor of m6 is seen to be the most 
important item with R2=0.47, it is concluded that m8 is the least 
important item with R2=0.09. While second factor of m13 is seen to 
be the most important item with R2=0.42, it is concluded that m27 is 
the least important item with R2=0.023. While third factor of m32 is 
seen to be the most important item with R2=0.19, it is concluded 
that m29 is the least important item with R2=0.038. While the fourth 
factor of m28 is the most important item with R2=0.4, it is concluded 
that m11 is the least important item with R2=0.05. Generally, it is 
concluded that m6 is the most important item of the scale with the 
value, R2=0.05; however, m27 is the most unimportant item of the 
scale with R2=0.023. 
 
 
Reliability study of Scale of Trait Anger Anger Style Scale 
(TAASS) 
 
For the reliability of the scale, items determined for each factor are 
shown in Table 3 showing Cronbach alpha inner coefficient 
consistency. When taking all questions into consideration in 
calculation, this coefficient is the coefficient number best reflecting 
the general reliability structure of the test according to other 
coefficients (Ozdamar, 2004). 

According to Table 3, Cronbach alpha internal consistency 
coefficients are determined that reliability coefficient and high level 
of reliability are found to be 0.82 for 1st Factor; 0.62 for 2nd factor; 
0.70 for 3rd Factor and 0.79 for 4th Factor, respectively. These 
coefficients prove that the scale has acceptable level of internal 
consistency for all factors. The fact that the items have high level of 
reliability within themselves is determined by means of reliability 
coefficients. Tezbasaran (1997: 47) states that a reliability 
coefficient to be accepted as sufficient in a Likert type scale should 
be close to 1 as much as possible. According to these results, it can 
be said that all of the factors of the scale used for this study have 
high reliability level.     
 
 
Data analysis 
 
The data collected in line with the purpose of the study are 
processed by IBM SPSS-21 program. The frequency and 
percentage distributions of demographic properties of the university 
students are inspected. To find out the levels of perception of anger 
related to Trait Anger Anger Style Scale sub factors, descriptive 
statistics (mean, standard deviation, minimum and maximum 
scores) are looked into. With the help of independent sample t-test 
analysis, the differences between the perception levels of anger 
obtained from sub-factor of scale used are observed according to 
university, gender and education states of students. On the other 
hand, with the help of One-Way Anova analysis, the differences 
between perception levels of anger obtained from the sub factors of 
the scale  used  are  looked  at  according  to  the  ages,  number of 
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Figure 1. Path diagram based on level 4 factor Robust ML Scale Method. 
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Table 2. Regression and t values for CFA. 
 

First factor  Second factor  Third factor  Fourth factor 

m R
2
 T  m R

2
 t  m R

2
 t  m R

2
 

m1 0.41 11.83  m13 0.42 10.46  m22 0.16 7.10  m11 0.05 

m2 0.36 10.85  m15 0.16 6.37  m24 0.10 5.83  m14 0.23 

m3 0.45 12.45  m16 0.24 7.86  m29 0.038 3.10  m18 0.12 

m4 0.17 6.99  m20 0.04 3.13  m32 0.19 7.47  m21 0.27 

m5 0.10 5.08  m23 0.042 3.14  m33 0.17 7.12  m25 0.25 

m6 0.47 12.64  m26 0.07 4.09      m28 0.41 

m7 0.45 12.40  m27 0.023 2.31      m30 0.10 

m8 0.09 5.07          m34 0.33 

m9 0.32 10.07            

m10 0.22 8.14            

 
 
 

Table 3. Alpha reliability coefficients of factors. 
 

 1
st

 Factor 2
nd

 Factor 3
rd

Factor 4
th

 Factor 

Number of items 10 7 5 8 

Cronbach α 0.82 0.62 0.70 0.79 

 
 
 

Table 4. Descriptive statistics for perceptions of students for sub factors of scale applied. 
 

 N Minimum Maximum 
 

S 

Trait anger 551 11.00 31.00 20.87 4.50 

Anger in 551 8.00 21.00 13.91 3.25 

Anger out 551 5.00 16.00 9.78 2.49 

Anger control 551 14.00 31.00 21.33 4.08 

 
 
 
siblings and education levels of fathers of the students. CFA is 
carried out employing LISREL program to test whether the 
described trait anger anger style scale with 4 factor structure is 
confirmed or not in participants’ group determined. In order to test 
the reliabilities of sub factors of scale, Cronbach Alpha internal 
consistency analysis is checked. 

 
 
FINDINGS 

 
In Table 4, it is seen that when the perception levels 
belonging to “Trait Anger” sub-factor of university students 

are compared with ( =20.87) maximum (31.00) and 
minimum (11.00) values, it approximately has medium 
level perception; that is to say, the anger level is at 
medium level. It is seen that when perception levels 

belonging to “anger-in” sub-factor are compared with (
=13.91) maximum (21.00) and minimum (8.00) values, it 
approximately has medium level perception; that is, its 
levels of transferring anger in are at medium level. When 
perception levels belonging to “anger-out”  sub-factor  are 

compared with ( =9.78) maximum (16.00) and minimum 
(14.00) values, the students approximately have medium 
level perception; that is, the anger is not controlled and its 
levels of diverting out or other objects are at medium 
level. 

It is seen that when perception levels belonging to 

“anger-in” sub-factor are compared with ( = 21.33) 
maximum (31.00) and minimum (11.00) values, it 
approximately has medium level perception; that is, its 
levels of anger controllability are at medium level. Based 
on the students’ university, when the differences between 
the perceptions of sub factors of trait anger anger style 
scale are examined, under “Trait Anger” sub-factor, there 
is no significant difference between the anger levels of 

the students attending Pamukkale University ( =20,92) 

and Batman University ( = 20.82), according to t(549)= 
0.26, p=0.796>0.05 (Table 5). 

With regard to sub-factor of “Anger-in”, there is 
significant difference between the levels of anger 
suppression of students attending  Pamukkale  University  

X
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Table 5. Independent-sample T-test results of differences between perceptions of applied scale sub-factors 
of students according to attended university variables. 
 

 University N  S t sd p 

Trait Anger 
Pamukkale University 288 20.92 4.51 

.26 549 0.796 
Batman University 263 20.82 4.49 

        

Anger in 
Pamukkale University 288 13.59 3.16 

2.48 549 0.014* 
Batman University 263 14.27 3.31 

        

Anger out 
Pamukkale University 288 9.75 2.47 

0.34 549 0.738 
Batman University 263 9.82 2.52 

        

Anger control 
Pamukkale University 288 20.82 3.97 

3.10 549 0.002* 
Batman University 263 21.89 4.13 

 

*p<0.05. 
 
 
 

Table 6. Results of independent sample T-test for difference between perceptions related to 
sub-factors of scale applied according to genders of students. 
 

Parameter Gender N 
 

S t sd p 

Trait Anger 
Female 335 20.87 4.47 

0.03 549 0.973 
Male 216 20.86 4.55 

        

Anger in 
Female 335 14.04 3.23 

1.19 549 0.235 
Male 216 13.71 3.28 

        

Anger out 
Female 335 9.78 2.54 

0.02 549 0.982 
Male 216 9.79 2.42 

        

Anger 
control 

Female 335 21.18 3.90 
1.09 549 0.277 

Male 216 21.57 4.35 

 
 
 

( =13.59) and the levels of anger suppression of 

students attending Batman University ( =14.27), 
according to t(549)=2.48, p=0.014<0.05. This significant 
difference stems from the fact that the levels of 
transferring anger in and suppression of the students 
attending Batman University are higher than those of 
Pamukkale University. In relation to sub-factor of “Anger-
out”, there is no significant difference between the levels 
of not controlling but directing anger out among the 

students attending Pamukkale University ( =9.75) and 

Batman University ( =9.82)according to t(549)=0.34, 
p=0.738>0.05. 

In relation to sub-factor of “Anger-control”, there is a 
significant difference between the levels of controlling 
anger with the students attending Pamukkale University 

( =20.82) and Batman University ( =21.89), according 
to t(549)=3.10, p=0.002<0.05. This significant difference 
stems from the fact that the students receiving education 
in Batman University have higher anger control levels 
than those of Pamukkale University. 

In   Table   6,   the   differences    between   perceptions  
belonging to sub factors of trait anger anger style scale 
are examined according to the genders of the students; 
there is no significant difference between the female 

students’ anger level heights ( =20.87) and the male 
students’ anger level heights ( =20.86) in relation to sub 
factor of “Trait Anger” according to t(549)=0.03, 
p=0.973>0.05. In relation to sub factor of “Anger-in”, 
there is no significant difference between the female 

students who supress their anger levels ( =14.04) and 

male students who supress their anger levels ( =13.71) 
according to t(549)=1.19, p=0.235>0.05. 

In relation to sub factor of “Anger-out”, there is no 
significant difference between the levels of female 
students’ not controlling their anger and expressing it out 

with ( =9.78) and the levels of male students’ not 

controlling their anger and expressing it out with (
=9.79), according to t(549)=0.02, p=0.982>0.05. 

In relation to sub factor of “Anger control”, there is no 
significant difference  between  the  levels  of  the  female  

X

X
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Table 7. One way ANOVA results of differences between perceptions related to sub factors of 
applied scale according to ages of students. 
 

Parameter Age N 
 

S F (2/548) p 

Trait Anger 

16-20 248 20.77 4.60 

0.114 0.893 21-24 256 20.96 4.49 

25 and more 47 20.89 4.04 
       

Anger-in 

16-20 248 13.91 3.21 

0.02 0.982 21-24 256 13.90 3.34 

25 and more 47 14.00 2.99 
       

Anger-out 

16-20 248 9.66 2.45 

0.61 0.544 21-24 256 9.90 2.57 

25 and more 47 9.81 2.27 
       

Anger control 

16-20 248 21.43 3.75 

0.13 0.879 21-24 256 21.25 4.29 

25 and more 47 21.26 4.58 
 

*p<0.05. 

 
 
 

Table 8. Independent-sample T-test results of differences between sub-factors of applied scale  
according to students’ education. 
 

Parameter Education N 
 

S t sd p 

Trait Anger 
Associate degree 181 21.19 4.30 

1.18 549 0.237 
Undergraduate degree 370 20.71 4.59 

        

Anger-in 
Associate degree 181 14.31 3.27 

2.04 549 0.042* 
Undergraduate degree 370 13.72 3.22 

        

Anger-out 
Associate degree 181 10.23 2.68 

2.93 549 0.003* 
Undergraduate degree 370 9.57 2.37 

        

Anger control 
Associate degree 181 21.03 3.91 

1.23 549 0.218 
Undergraduate degree 370 21.48 4.16 

 

*p<0.05. 
 
 
 

students’ controlling their anger ( =21.18) and the levels 

of male students’ controlling their anger ( =21.57) 
according to t(549)=1.09, p=0.277>0.05. When the 
differences between the perceptions belonging to TAASS 
sub factors are examined according to the ages of the 
students,  in relation to the “Trait Anger” sub factor, there 
is no significant difference between the anger levels of 
the students’ ages according to F(2/548)=0.11, 
p=0.893>0.05 (Table 7). 

In relation to “Anger-in” sub factor, there is no 
significant difference in anger suppression levels of the 
students in terms of age according to F(2/548)=0.02, 
p=0.982>0.05. 

In    relation   to   “Anger-out”  sub-factor,   there   is   no  

significant difference between not controlling  their anger 
but directing it out in terms of the age of students 
according to F(2/548)=0.61, p=0.544>0.05. 

In relation to “Anger Control” sub-factor, there is no 
significant difference between keeping their anger under 
control in terms of their ages according to F(2/548)=0.13, 
p=0.879>0.05. When differences between perceptions 
belonging to sub-factors of TAASS according to students’ 
education levels, in relation to “Trait Anger” sub factor, 
there is no difference between the anger level of those 

with associate degree ( =21.19) and those with 

undergraduate degree level ( =21.19), according to 
t(549)=1.18, p=0.237>0.05 (Table 8). 

In relation  to  “Anger-in”  sub-factor,  there is significant  

X

X
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Table 9. One-way ANOVA results of differences between perceptions related to sub-factors of scale applied according to 
students’ siblings number. 
 

Parameter Siblings number N 
 

S F (5/545) P Post Hoc (Turkey) 

Trait Anger 

1 Sibling 29 20.17 4.62 

1,95 0.085  

2 Siblings 130 20.76 4.52 

3 Siblings 122 21.41 4.56 

4 Siblings 71 20.96 4.33 

5 Siblings 55 22.02 4.24 

6 and more siblings 144 20.17 4.50 
        

Anger in 

1 Sibling 29 14.69 3.86 

1,14 0.340  

2 Siblings 130 13.64 3.30 

3 Siblings 122 14.08 3.06 

4 Siblings 71 13.99 3.23 

5 Siblings 55 14.45 3.41 

6 and More siblings 144 13.62 3.16 
        

Anger out 

1 Sibling 29 9.45 2.64 

3,79 0.002* 
3 Siblings> “6 and 

More siblings 

2 Siblings 130 9.83 2.52 

3 Siblings 122 10.43 2.47 

4 Siblings 71 10.01 2.44 

5 Siblings 55 9.78 2.52 

6 and More siblings 144 9.15 2.35 
        

Anger Control 

1 Sibling 29 21.62 4.63 

4,03 0.001* 

3 Siblings< “6 and 
More siblings” 

4 Siblings< “6 and 
More siblings” 

2 Siblings 130 21.27 3.95 

3 Siblings 122 20.75 3.66 

4 Siblings 71 20.15 3.87 

5 Siblings 55 21.22 4.14 

6 and More siblings 144 22.46 4.28 
 

*p<0.05. 

 
 
 
difference between anger suppression levels of students 
with associate degree education ( =14.31) and those 

with undergraduate degree ( =13.72), according to 
t(549)=2.04, p=0.042<0.05.  This significant difference 
stems from the fact that the levels of anger-in or anger 
suppression in students with associate degree are higher 
than those with undergraduate degree. 

In relation to “Anger-out” sub-factor, there is a 
significant difference between the levels of not controlling 
anger but expressing it out of students with associate 

degree ( =10.23) and those of undergraduate students 
( =9.57) according to t(549)=2.93, p=0.003<0.05. This 
significant difference stems from the fact that the levels of 
not controlling anger but expressing it out with the 
students receiving associate degree education are higher 
than those of undergraduate students. In relation to 
“Anger Control” sub-factor, there is no significant 
difference between the levels of anger control of students 

with associate degree ( =21.03) and undergraduate 
students ( =21.48), according to t(549)=1.23, 
p=0.218>0.05. 

With reference to Table 9, when the students’ 
perceptions belonging to sub-factors of TAASS according 
to the number of the siblings that the students have, 
under “Trait Anger” sub-factor, there is no significant 
difference between anger levels of the students in terms 
of sibling number according to F(2/545)=1.95, p=0.085>0.05. 

In relation to “Anger-in” sub-factor, there is no 
significant difference between anger suppression levels 
of students in terms of sibling number according to 
F(5/545)=1.14, p=0.340>0.05. In relation to “Anger out” sub 
factor, there is significant difference between the levels of 
not taking their anger under control but directing them out 
with students based on the number of siblings they have,  
according to F(5/545)=3.79, p=0.002<0.05. This significant 
difference stems from the fact that the levels of not taking 
under control their anger but directing it out with students 

who have 3 siblings ( =10.43) are higher than those of 

having 6 and more siblings ( =9.15). 
In relation to “Anger Control” sub-factor, there is a 

significant difference between the levels of taking their 
anger  under  control  in  terms   of   number   of  siblings,  

X
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Table 10. One-way ANOVA results of differences between perceptions related to sub-factors of scale applied according to 
education levels of students’ fathers. 
 

Parameter Father’s education N 
 

S F(2/548) p Post Hoc (Tukey) 

Trait Anger 

Primary education 327 20.70 4.60 

1.75 0.175  High school education 159 21.41 4.50 

College-university education 65 20.38 3.88 
        

Anger In 

Primary education 327 13.60 3.06 

4.34 0.013* 1<3 High school education 159 14.23 3.40 

College-university education 65 14.72 3.60 
        

Anger Out 

Primary education 327 9.45 2.39 

7.89 0.000* 1<2, 1<3 High school education 159 10.17 2.46 

College-university education 65 10.52 2.81 
        

Anger  
Control 

Primary education 327 21.60 4.14 

2.24 0.107  High school education 159 20.77 3.76 

College-university education 65 21.38 4.44 
 

*p<0.05. Categories: Primary school education = 1; high school education = 2; college-university education = 3. 
 
 
 
according to F(5/545)=4,03, p=,001<,05. This significant 
difference stems from the fact that the levels of taking 
their anger under control with students who have 3 

siblings ( =20.75) are found to be smaller than those 

having 4 siblings ( =20.15), and those having 6 and 

more siblings ( =22.46). 
In Table 10, in the differences between perceptions 

belonging to TAASS sub-factors according to the 
education levels of students’ fathers, under “Trait Anger” 
sub-factor, there is no significant difference between 
anger levels in terms of fathers’ education levels, 
according to F(2/548)=1.75, p=0.175>0.05. 

In “Anger In” sub-factor, there is a significant difference 
between anger suppression levels of their fathers’ 
education levels according to F(2/548)=4.34, p=0.013<0.05. 
This significant difference stems from the fact that the 
levels of anger suppression of the students whose fathers 

are primary school graduates ( =13.60) are lower than 

those of college and university graduates ( =14.72). 
In “Anger Out” sub-factor, there is a significant 

difference between the levels of not taking their anger 
under control but directing it out in terms of education 
levels of students’ fathers according to F(2/548)=7.89, 
p=0.000<0.05. This significant difference stems from the 
levels of not taking their anger under control but directing 
it out with students whose fathers are primary school 

graduates ( =9,45) are lower than those of whose 

fathers are high school graduates( =10.17); and those 

whose fathers are college and university graduates(
=10.52). In “Anger Control” sub-factor, there is no 
difference between the levels of being able to control their 
anger  in  terms    of    their    fathers’    education   levels,  

according to F(2/548)=2.24, p=0.107>0.05. 

 
 
RESULTS AND DISCUSSION 

 
The aim of this study, according to some variables, is to 
compare the TAASS model for students attending 
universities in different social and cultural regions. TAASS 
was applied to university students in South-eastern 
Anatolian and Aegean Regions, where Batman and 
Pamukale Universities are located, respectively.  

According to the results of the study, when the 
differences between perceptions belonging to sub-factors 
of TAASS are examined according to their gender and 
age variations, there is no significant difference in “ Trait 
Anger, Anger In, Anger Out, Anger Control” sub factors. 
The results of this study and those of other researchers in 
the literature are parallel to each-other. Rice et al. (2008) 
searched whether there were any differentiations in terms 
of race and gender between school connectedness and 
anger expression styles. At the end of the study, they 
could not find any differences in terms of gender of trait 
anger scores. In their study carried out in 2007, Kesen et 
al. observed that there was an increase in trait anger and 
anger out in adolescents’ ages. In the present study, it 
can be seen that anger is insignificant in respect to age 
between both groups. The reason could be as an 
individual gets older, s/he increases the awareness to 
responsibility and also, that the roles families give males 
and females have the same values in all parts of the 
society. 

According to university variable, when perceptions 
belonging to TAASS sub-factors are compared, there is 
no significant  difference  in  trait anger and anger out sub  

X
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factors; conversely, there is a significant difference in 
anger in and anger control. According to university 
variable, the fact that anger in and anger control factors 
have significant differences is thought to stem from the 
social and cultural life quality of Aegean Region, which is 
more developed compared to South-eastern Anatolian 
Region, socially and culturally. In 2014, in a study carried 
out with Physical Education teacher candidates studying 
in a university, Cengiz et al. found that one of the 
problems found in school environment is that some 
students have difficulty expressing their anger. The above 
study displays parallelism with our study.     

When perceptions about sub-factors of TAASS are 
compared according to education levels of university 
students’ father, there is no significant difference in trait 
anger and anger control factors; on the contrary, there is 
a significant difference in anger in and anger out factors. 
According to Boulter (2004), Gorman-Smith et al. (2004) 
and Tolan (2001), problems between parents and 
miscommunication between a child and his/her child-
minder have some connections with violent behaviours 
witnessed with adolescents. In their study conducted with 
adolescents, Esre and Ustun (2011) found that 
adolescents expressed their anger out higher than their 
parents. In our study, the reasons why there is a 
significant difference in anger in and anger out factors of 
fathers’ education level are because of the education 
parents give to their children. 

According to the number of siblings that the university 
students have, there is no significant difference in sub 
factors of trait anger and anger in; on the contrary, there 
is a significant difference in anger out and anger control 
factors. Gok (2009) showed that the adolescents 
oppressed and mistreated by their families could not 
keep their anger, so they express their anger out. In this 
study, students who have few siblings can develop 
jealousy instinct for each other since they cannot share 
their parents. On the other hand, with students who have 
more siblings, it is possible to think that they can express 
out their anger and control it due to the fact that their 
parents do not show them enough love. Caglayan (2014) 
pointed out that those who are most violent to sportsmen 
were trainers in his study, where he evaluated sportsmen 
exposure to violence and their anger levels. It was stated 
that trainers should receive education on anger and 
violence. The studies carried out show that anger 
expression styles can be controlled in a positive way.       
Generally, anger subscale level (trait anger, anger in, 
anger out and anger control) differences were found to be 
statistically significant according to various variables in 
both groups. The reasons for these differences between 
both groups may stem from social and cultural 
differences of the regions where both universities are 
located, and lack of education. It can be said that social 
and cultural development affects anger level positively. It 
is suggested that first Level 4 factor Robust ML model 
developed for future educators to be professionalized 
against anger should be used in subsequent studies. 
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The purpose of the present research is to define global citizenship levels of pre-service physical 
education teachers and investigate whether their global citizenship levels vary by various variables. A 
total of 485 pre-service teachers, studying at 3

rd
 and 4

th
 grades of undergraduate programs of physical 

education teaching at thirteen different universities participated in the present research. The research is 
a descriptive study in survey model. In order to collect data, Global Citizenship Attitude Scale, 
developed by Şahin and Çermik was utilized. Obtained data were analysed through descriptive 
statistics (Mean, standard deviation), t-test, ANOVA test, and finally Tukey test for multiple 
comparisons. According to the findings obtained in the present research, global citizenship of pre-
service physical education teachers is medium level and can be developed; additionally global 
citizenship level does not vary by gender and YGS (The Transition to Higher Education Examination) 
scores; while increase in total family income, daily Internet use and foreign language proficiency 
increased global citizenship level, but not at a statistically significant level. An interesting finding of the 
present research is that, the university, the number of foreign friends, and having athlete licence 
variables are effective on global citizenship level.  
 
Key words: Physical education, pre-service teacher, global citizenship attitude. 

 
 
INTRODUCTION 
 
Due to technological advances, the world has become a 
borderless world. The concepts of  globalisation, global 
interaction, and global citizenship have attracted 
continued debates in the modern era. An event occurring 
in one part of the world affects the other parts of the 
world as well (Lim, 2008). As this interaction becomes 
more distinct, these concepts are debated more in every 
area from education to economy, from politics to 
sociology and from sport to art.    

Although  there   have   been  many  definitions,  global  

citizenship refers to realizing the powers and the effects 
of these powers on human life, understanding cultures 
and cultural differences, analysing the problems of the 
world from different perspectives, and producing new 
ideas for the world (Burrows, 2004). Additionally, global 
citizenship is a multi-dimensional structure formed of 
social responsibility, global competency and global civil 
participation (Ogden, 2011). Carter (2001) explained 
global citizenship in three dimensions; first is that the 
citizens are  consumers  with  individual  rights  and  their 
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Table 1. Responsible global citizen. 
 

 Knowledge and understanding Skills Values and attitudes 

1 Social justice and equity Critical and creative thinking Sense of identify and self-esteem 

2 Identity and diversity Empathy Commitment to social justice and equity 

3 Globalisation and interdependence Self-awareness and reflection Respect for people and human rights 

4 Sustainable development Communication Value diversity 

5 Peace and conflict Cooperation and conflict resolution Concern for the environment and commitment to sustainable development 

6 Human rights Ability to manage complexity and uncertainty Commitment to participation and inclusion 

7 Power and governance Informed and reflective action Belief that people can bring about change 

 
 
 
duties and responsibilities are emphasized; 
second is the role of citizens in their nations 
based on 19

th
 century liberal thinking, and this 

dimension highlights rights besides the concepts 
of duties and social responsibilities and universal 
democratic values; and finally the third is the 
citizen‟s role as an activist, who is interested in 
issues, such as global economic discussions, 
environmental problems, social justice and 
poverty.  

The advocates of global citizenship, which is  
wide-spread claim that the conceptual 
development of global citizenship is prevented by 
exclusivist developments of modern nation state 
perception with the concern that it may result in a 
weakening and separation in the sense of unity 
and belonging within the project of national 
citizenship (Purcell, 2003). On the other hand, 
national citizenship education in the changing 
world conditions should provide students with 
necessary skills, talents and attitudes required in 
their own nation state, besides skills related to 
getting to know groups of different ethnic, cultural, 
religious and language structures so that they can 
endeavour for a more fair world (Banks, 2004). In 
terms of the development of global citizenship and 
national citizenship, it is important that traditions 
of   global   citizenship   education    and   national 

citizenship education, which are separate 
historically, come together (Davies et al., 2005). A 
global citizen is a model, who does not underrate 
the national values; on the contrary respects 
them, and does not have any problems with 
adopting universal values (Kan, 2009). Intercultural 
education raises awareness among students on 
the life styles of cultures and societies other than 
theirs, while enables them learn the values of their 
own culture (Trede et al., 2013). 

With the rapid changes in the world, there is a 
conversion from being a citizen of a country 
towards being a world citizen. Educational 
systems should be renewed in this context, and 
contribute to the process (Kan, 2009). Global 
citizens should accept all people, protect 
environment, help the indigent, and pay effort for 
peace (Miranda, 2010), and the knowledge, skills, 
values and attitudes, which are important from this 
perspective are presented in Table 1, as stated by 
Oxfam (2015).  

Today, living together in peace has become an 
ethical, social and political necessity in the 
globalizing and interactive world. In this new world 
order, it is important to raise individuals not as 
passive observers of events, but as active world 
citizens who can live in changing and more 
complex  society,   and   catch  up  with  the  rapid 

changing knowledge. Education plays an 
important role in this task shared by whole world 
(Lim, 2008; Stavenhagen, 2008), and improving 
the human potential in accessing global 
citizenship can be attained best through schools 
(Takkac and Akdemir, 2012). Therefore, the role 
of teachers is of utmost important in raising 
individuals as world citizens. Teachers need to 
avoid stereotyped judgements and acknowledge 
cultural differences, and make their students do 
so (Haydon, 2006). In the multicultural world 
society, teachers should develop their students‟ 
cultural, national and global identities in order to 
help them become thoughtful, concerned and 
responsive citizens (Banks, 2001). Additionally, as 
the pioneers of global citizenship education, 
Holden (2000) and Hicks (2003) draw attention to 
the difficulties in presenting this movement to 
conservative teachers. Besides these difficulties, 
among the objectives of internationally recognized 
universities, which train teachers, are raising their 
students as global citizens who can make their 
students actively participate in national, regional 
and global events (Thanosawan and Laws, 2013). 
Physical education is a field that has a long 
history in education and it is known with its 
contribution to students‟ social development in 
addition  to    many    different    learning  domains 
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Table 2. Personal information of the participants. 
 

Variables Sub-categories n % 

Gender 

Male 289 59.6 

Female 196 40.4 

Total 485 100 

    

Athlete License 
No 246 50.7 

Yes 239 49.3 

    

Number of Foreign Friends 

None 239 49.3 

Only 1 45 9.3 

2-4 friends 104 21.4 

5-9 friends 46 9.5 

10 or more friends 51 10.5 

 
 
 

Table 3. Number of participants by universities. 
 

University City n % 

9 Eylül University İzmir 40 8.2 

AfyonKocatepe University Afyon 29 6.0 

Ağrı İbrahim Çeçen University Ağrı 36 7.4 

Akdeniz University Antalya 33 6.8 

Erzincan University Erzincan 40 8.2 

Gazi University Ankara 34 7.0 

Gaziantep University Gaziantep 33 6.8 

Harran University Şanlıurfa 27 5.6 

Karabük University Karabük 35 7.2 

Mehmet AkifErsoyUniversity Burdur 40 8.2 

Mustafa Kemal University Hatay 52 10.7 

Sakarya University Sakarya 40 8.2 

Selçuk University Konya 46 9.5 

Total  485 100 

 
 
 
(Dowling and Kårhus, 2011). Accordingly, development 
and investigation of global citizenship levels of 
individuals, who are trained to become teachers of this 
field, will affect tendency to global citizenship and global 
citizenship levels of next generation. According to Shultz 
and Abdi (2008), adapting the attainments of global 
citizenship to other courses, instead of giving it as a 
separate course in the curriculum can be more effective. 
For this reason, global citizenship levels and perceptions 
of pre-service physical education teachers is very 
important for the present research. The purpose of the 
present research is to investigate global citizenship levels 
of pre-service physical education teachers, and analyse 
the variation of this level depending on gender, university, 
YGS (University Entrance Exam) scores, foreign 
language proficiency, being an athlete, family total 
income, spent time in the internet daily and the number of 
foreign friends.  

METHODOLOGY 

 
The present is a descriptive study in survey model. The work group 
consists of 485 pre-service teachers, whose personal information is 
presented in Table 2, and who study at undergraduate program of 
physical education teaching at thirteen different universities 
presented in Table 3 in 2014-2015 academic year.  

In order to define the global citizenship attitudes of pre-service 
teachers, Global Citizenship Scale (GCS), which consists of 30 
items and three dimensions, was developed by Morais and Ogden 
(2011) and adapted to Turkish by Şahin and Çermik (2014), who 
also tested validity and reliability (α=0.76), was utilized as data 
collection tool.      
 The scoring of the 5-point likert type scale is as “totally disagree 
(1) and totally agree (5)”. The items in the “Social Responsibility” 
dimension of the scale are scored reversely. Cronbach alpha 
reliability coefficient of the scale was calculated as .83 in the 
present research. Statistical analyses were conducted on SPSS 22 
packaged software. Significance level was taken as 0.05 for 
statistical calculations. Kolmogorov-Smirnov normality test results 
showed that collected  data  were  suitable  for  parametric  analysis  
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Table 4. Analysis of global citizenship level in terms of gender variable. 
 

Gender N Mean Std. Deviation df t p 

Male 289 98.3633 15.19604 
483 1,548 .122 

Female 196 96.1990 14.98704 

 
 
 

Table 5. Analysis of global citizenship level in terms of university variable. 
 

Source of Variance Sum of squares df Average of Squares F P η
2
 

Between groups 8079.295 12 673.275 

3.092 0.000 0.07 Within groups 102771.893 472 217.737 

Total 110851.188 484  

 
 
 
Table 6. Analysis of global citizenship level in terms of YGS score variable. 
 

Group N mean Std. Dev. Source of Variance Sum of squares df Average of squares F P 

180 and less 12 95.58 15.94 Between groups 1811.048 4 452.762 

1.993 0.094 181-230 75 93.25 12.45 Within groups 109040.140 480 227.167 

231-280 149 99.07 15.35 Total 110851.188 484  

281-330 189 97.83 14.63 
      

331 and more 60 98.13 18.21 

 
 
 
methods (p > 0.05). Quantitative data were analyzed by using 
descriptive statistics, namely frequencies and percentages, means 
(M) and standard deviations (SD). To do analysis, Independent 
Sample T-Test and one-way analyses of variance (ANOVA) were 
performed. When statistical difference was found, analysis of the 
difference was determined by post hoc analysis of Tukey. Statistical 
analyses were conducted on SPSS 22 packaged software. 
Significance level was taken as .05 for statistical calculations. 

Table 2 presents the personal information of the pre-service 
physical education teachers who participated in the present 
research.  

Table 3 presents the distribution of pre-service physical 
education teachers, who participated in the present research, by 
the universities they study at.   

 
 
RESULTS 

 
As can be seen in Table 4, independent samples t test 
was conducted in order to find out whether gender 
variable had significant effects on global citizenship 
levels; and accordingly there is not a significant 
difference (t(483) = 1.548, p > 0.05) between male 

students‟ average ( ̅= 98.36, SD=15.19) and female 

students‟ average scores ( ̅= 96.19, SD=14.98). Gender 
variable does not have a significant effect on global 
citizenship levels.  

As can be seen in Table 5, there are significant 
differences between participants‟ global citizenship score 
averages in terms of the university they study at (F(12-472)= 
3.092,  p < .05).  The  calculated   effect   size  (η

2
 = 0.07) 

shows that this difference is medium level. According to 
the Tukey multiple comparison test results, there are 
significant differences (p < .05) between the score 

averages of Sakarya University ( ̅= 107.49)-

AfyonKocatepe University ( ̅= 93.65) (p < 0.05), Sakarya 

University ( ̅= 107.49)-Ağrı İbrahim Çeçen University ( ̅= 

93.50) (p < 0.05), Sakarya University ( ̅= 107.49)-

Erzincan University ( ̅= 95.52) (p < 0.05), Sakarya 

University ( ̅= 107.49)-Harran University ( ̅= 94.51) (p < 

0.05), Sakarya University ( ̅= 107.49)-Selçuk University 

( ̅= 93.15) (p < 0.05) and Sakarya University ( ̅= 107.49)-

Mustafa Kemal University ( ̅= 96.67) in favour of Sakarya 
University.  

As Table 6 presents, there are no significant differences 
between global citizenship score averages in terms of 
YGS score variable (F(3-480)= 1.993, p > 0.05). 

As can be seen in Table 7, there are no significant 
differences between global citizenship score averages in 
terms of foreign language proficiency (F(3-481)= 2.176, p > 
0.05).   

As is presented in Table 8, according to the 
independent samples t test conducted to find out whether 
having an athlete license has a significant effect on global 
citizenship, there is a significant difference between the 
score average of participants who do not have a license 

( ̅= 95.70, SD=13.86) and the score average of 

participants who have a license ( ̅= 99.32, SD=16.16). 
Calculated effect size showed that the effect was low 
(t(468) = 2.646, p < 0.05, r = 0.12). 
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Table 7. Analysis of global citizenship level in terms of foreign language proficiency variable. 
 

Group N mean Std. Dev. 
Source of 
Variance 

Sum of 
squares 

df 
Average of 

squares 
F P 

Beginner 213 96.29 14.95 Between groups 1484.424 3 494.808 

2.176 0.090 Elementary 199 97.29 15 Within groups 109366.763 481 227.374 

Intermediate 56 101.37 14.06 Total 110851.188 484  

Advanced 17 101.88 20.18       

 
 
 

Table 8. Analysis of global citizenship level in terms of having athlete license variable. 
 

License N Mean. Std. deviation df t p r 

Yes 246 95.7033 13.86397 
468 2.646 0.008 0.12 

No 239 99.3264 16.16207 

 
 
 

Table 9. Analysis of global citizenship level in terms of total family income variable. 
 

Group N mean 
Std. 
Dev. 

Source of Variance 
Sum of 
squares 

df 
Average of 

squares 
F P 

1-1000 TL 115 96.22 15.23 Between groups 1031.842 3 343.947 
1.506 

 

0.212 

 
1001-2500 TL 231 96.80 15.09 Within groups 109819.346 481 228.315 

2501-4000 TL 112 99.27 15.28 Total 110851.188 484  

4001 TL and more 27 101.25 13.85       

 
 
 

Table 10. Analysis of global citizenship level in terms of internet use variable. 
 

Group N mean 
Std. 
Dev. 

Source of 
Variance 

Sum of 
squares 

df 
Average of 

squares 
F P 

1 hour and less 105 96.93 13.87 Between groups 553.954 4 138.488 
0.603 

 

0.661 

 
2-3 hours 226 98.12 15.96 Within groups 110297.234 480 229.786 

4-5 hours 97 95.94 15.03 Total 110851.188 484  

6-9 hours 37 99.70 15.02 
      

10 hours and more 20 96.55 12.85 

 
 
 

Table 9 shows that there are no significant differences 
between global citizenship score averages of participants 
in terms of family income variable (F(3-481)= 1.506, p > 
0.05). 

As presented in Table10 there are no significant 
differences between global citizenship score averages of 
participants in terms of Internet use time variable (F(4-480)=  
0.603, p > 0.05).  

As can be seen in Table 11, in order to find out whether 
number of foreign friends affected global citizenship 
scores, global citizenship score averages of the groups 
formed according to number of foreign friends were 
compared with one-way variance analysis for independent 
samples, and statistically significant differences (F(4-480) =. 
7.178, p < 0.05) were found between al least two of the 

averages of participants who had  no  foreign  friends  ( ̅= 

94.30), participants who had only one foreign friend ( ̅= 

98.95), participants who had 2-4 foreign friends ( ̅= 

98.47), participants who had 5-9 foreign friends ( ̅= 
103.15), and participants who had 10 or more foreign 

friends ( ̅= 104). Calculated size effect was (η
2 

=0.05), 
which showed the difference was medium level. Tukey 
multiple comparison test showed that the significant 
differences were between the participants who had no 
foreign friends and the participants who had 5-9 friends; 
and between the participants who had no foreign friends 
and the participants who had 10 or more friends. 
 
 
DISCUSSION AND CONCLUSION 
 

According   to   the    findings    obtained  in   the  present  
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Table 11. Analysis of global citizenship level in terms of number of foreign friends variable. 
 

Group N mean 
Std. 
Dev. 

Source of 
variance 

Sum of 
squares 

df 
Average of 

squares 
F P η

2
 

Significant 
difference 

None 239 94.30 14.35 Between groups 6256.725 4 1564.181 

7.178 0.000 0.05 
none – 5-9 friends 

 

none – 10 and 
more friends 

Only 1 friend 45 98.95 15.43 Within groups 104594.462 480 217.905 

2-4 friends 104 98.47 13.68 Total 110851.188 484  

5-9 friends 46 103.15 15.21        

10 and more friends 51 104 17.51        
 
 
 

research, global citizenship levels of students who 
study at university programs, which train physical 

education teachers, is medium level ( ̅= 97.48). 
This finding reveals the necessity to increase the 
courses, extra-curricular activities, international 
students exchange programs and projects in 
undergraduate physical education teacher training 
programs to raise awareness on global 
citizenship. Engle and Engle (2003) state that 
abroad studies help individuals to know different 
societies, respect cultural differences and easily 
adapt to different cultures, while Behrnd and 
Porzelt (2012) report in their study conducted on 
German students that abroad experiences have 
positive effects on cultural adaptation and 
improving global citizenship values.   

The findings of the present research showed 
that global citizenship levels of pre-service 
physical education teachers did not vary by 
gender, YGS score, family income level, and daily 
Internet use time at a statistically significant level, 
while global citizenship levels increased with 
increase in foreign language proficiency and total 
family income. Additionally, global citizenship 
levels of pre-service physical education teachers 
varied by their universities, the number of foreign 
friends, and having an athlete licence at a 
statistically significant level. Accordingly, global 
citizenship levels of students who study at 
Sakarya University are higher than students who 
study  at   AfyonKocatepe,   Ağrı   İbrahim  Çeçen, 

Erzincan University, Harran University, Selçuk 
and Mustafa Kemal University, and this difference 
may have resulted from geographical and socio-
cultural differences, different base scores used in 
student selection examinations or other criteria. 
The difference could be correlated with level of 
the foreign and Erasmus students. Another 
significant finding obtained through analyses was 
that global citizenship levels of pre-service 
teachers who had more foreign friends were 
higher than the others. Accordingly, it can be 
concluded that having more foreign friends and 
increasing communication with foreigners can 
contribute to global awareness and global 
citizenship. Similarly, Gibson et al. (2008) stated 
that cooperation with people in other parts of the 
world was important in developing knowledge, 
skills and attitudes about world citizenship, and 
experience based education and developing 
communication technologies should be used to 
this end.  

Another result of the analyses conducted within 
the present research was that pre-service 
teachers with athlete licence had higher levels of 
global citizenship. Taking into consideration that 
sports improve universal values and sport 
education supports individual social development 
(Roche, 2002; Rees and Miracle, 2000; Miller et 
al., 2001). This finding is more than natural. Sport 
education, which is multi-cultural in nature, can 
provide   important   contributions   to   developing  

global citizenship.   
The literature includes some previous studies 

on the global citizenship levels of pre-service 
teachers and university students. Karaca  (2015) 
reported that pre-service social sciences teachers 
had positive global citizenship attitudes, while 
their attitudes did not vary by gender, geographical 
region, following politics, and parents educational 
background variables, while their global citizenship 
attitudes varied by class grade variable. Another 
study conducted by Chui and Leung (2014) found 
that university students‟ global citizenship levels 
did not vary by demographic variables, but global 
citizenship levels were higher among students 
who took part in non-governmental organizations, 
international voluntary help organizations, 
international educational institutions and 
international exchange programs. Another study 
conducted on pre-service primary school teachers 
reported that most of the pre-service teachers 
wanted to world citizens, but teacher training 
programs and their field experiences were not 
enough (Gallavan, 2008). Another study 
conducted by Ceylan (2014) on pre-service pre-
school teachers found that pre-school teacher 
training program school include more about global 
citizenship, and similarly Gallavan (2008) stated 
that pre-service teachers wanted to teach global 
citizenship to children but teacher training 
programs and field experiences did not prepare 
them  enough.    Robbins    et    al.    (2003),   who 



 
 
 
 
conducted a research in order to define pre-service 
maths, physical education, history, music, religious 
education, English, information technology, science, art, 
design and technology, and geography teachers‟ 
opinions about global citizenship education and reported 
that their participants thought that global citizenship 
education should be included in all courses as well as 
social education.   

We cannot exactly foresee how the world will be in the 
next decade, however societies‟ desires to have a say in 
many areas, such as economy, politics, sport, art and 
education result in their effort to raise a generation who 
will be close to global issues, and will not have cultural 
adaptation problems. As can be seen in literature, there 
are many studies on raising individuals who can adapt to 
cultural climate, so for the present research it is 
considered important to investigate global citizenship 
levels of pre-service physical education teachers in terms 
of some variables at thirteen universities, as teachers 
have the most important role in shaping the next 
generations. Consequently, it was found that global 
citizenship level of pre-service physical education 
teachers was medium, their global citizenship level did 
not vary by gender and YGS score, while it increased in 
accordance with total family income, daily Internet use, 
and foreign language proficiency even not at a 
statistically significant level. Finally, the university where 
the participants study, the number of their foreign friends, 
and whether they have athlete license were variables that 
had statistically significant effects on their global 
citizenship levels. 
 
 
Suggestions 
 

Considering the findings obtained in the present 
research, the following suggestions can be provided in 
order to increase global citizenship levels among pre-
service physical education teachers.  
 
1. Practical courses should be included in undergraduate 
physical education teacher training programs in order to 
develop global understanding.  
2. Student clubs at universities should be encouraged to 
global activities and partnerships.  
3. Participation in global activities should be encouraged 
through grading and credit systems.  
4. Abroad projects should be encouraged to increase 
international experience.  
5. Students should be encouraged to have foreign pen 
pals though course and field projects.   
6. The number of licenced athletes among students 
should be increased.  
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The present study aimed to determine the competency levels of geography students in their fields of 
study and reveal the relationship between their levels and some variables. Totally, 650 senior 
geography students studying in the faculties of arts and science in 10 different universities in 2013-
2014 school term participated in the research. The results of the study suggested that sufficient level of 
knowledge in this field constituted statistically significant difference according to variables such as 
academic achievement, participation in social activities and field study, following scientific publications 
and activity in conferences, living with family in the same city and field of study in secondary school, 
while no significant differences were seen according to gender, choice of program, thought of teaching, 
anxiety, the school graduated from and the program followed in high schools. While increasing level of 
participation in field study influences positively level of competency, those not following any scientific 
publication in their field of study were reported to have lower levels of competency as compared to 
those who followed relevant publications.  
 
Key words: Geography, education, candidate teacher competencies. 

 
 
INTRODUCTION 
 
Borders of science are expanding day by day, technology 
changes rapidly and 21st century, which is the age of 
knowledge, more are expected from individuals, 
consequently. Education sector needs to be in 
reconciliation with technology and must form competitive 
individuals in order to adapt to these rapidly changing 
conditions. In this respect, the role of teacher in 
education gets more and more important, which is the 
fundamental factor of  education  system since the quality 

of education is in directly proportionate to qualities of 
teachers and their qualification in this system and 
functions accordingly.   

To be a teacher is to take responsibility of educating a 
young generation on behalf of the community as teaching 
demands many good daily activities in the field of 
education (Sumbul, 2006). Teacher’s understanding of 
generalization and inference in his/her own field, 
comprehension    of     differences     from    other   fields, 
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knowledge of these discrepancies between scientific 
thinking and criticizing or commenting about on art may 
lead to distinction in teaching and learning process (Ball 
and Cohen, 1999). Educational reforms conducted in the 
1990s and 2000s suggested that in almost all of the 
countries, teachers passing through different types of 
education and teaching systems should have certain 
standards (Ozturk and Eroglu, 2013), which has become 
a hot topic in which various national and international 
researches are conducted and reports are prepared 
within the framework of educating teachers of the 
century, which is regarded as a future-based task.  

Competency is defined as the core set of outcomes to 
be possessed (Sisman, 2000), ability needed, knowledge, 
skills and attitudes in order to overcome a task 
successfully (Alkan and Hacioglu, 1997; Sahin, 2004). 
Competency can be explained as the level of qualification 
in any field.  

The competencies expected from teachers in our 
country as in the rest of the world are one of the most 
controversial and studied topics. General competencies 
include knowledge, skills and attitudes in all teachers 
while professional qualifications are knowledge, skills and 
attitudes related to the relevant fields of study in order to 
implement duties of teaching effectively and efficiently 
(MEB, 2008). Teaching competency is an important 
factor that directly influences quality of education. 
Knowledge of teaching necessitates liberal arts and 
pedagogical knowledge and skills (Cakan, 2004). An 
individual who becomes a teacher as a result of reception 
of education in these fields is thought to have acquired 
competency in pioneering education of next generations 
(Kilic and Acat, 2007). In XI

th
 national education council 

meeting, it was decided that 5/8
th
 of teacher education 

curricula should be allocated for content knowledge (62, 
5%); 2/8

th
 for professional knowledge of teaching (25%) 

and 1/8
th
 for liberal arts courses (12, 5%) (MEB 2006), 

which puts emphasis on the place of content knowledge. 
Content knowledge is regarded as a core component of 
teaching knowledge in all phases of education. All 
teachers, specifically, geography teachers are expected 
to give education defined by macro policies of the state. 
Therefore, geography teachers are strongly advised to 
have certain competencies and in case of lack of such 
competencies, they should be able to acquire them.   

Content knowledge is the knowledge of teachers 
learned about the subject (Mishra and Koehler, 2006). A 
teacher whose content knowledge is sufficient is able to 
create necessary interest on the students, improve 
his/her own teaching method and strategies, and make 
the course more enjoyable. Teacher is responsible for 
several tasks such as selection of activities worth 
spending time, teaching in an explicative way, asking 
prolific questions, evaluating the students. Implementing 
these activities requires sufficient  content  knowledge  on  

 
 
 
 
the subject to be taught (Ball and McDiarmid, 1989). 
Shulman (1986) stated that the most distinguishing 
shortcoming to educate qualified teachers is the lack of 
content knowledge. Individuals are supposed to learn 
best about field in order to realize teaching activities. 
Being good in one’s field is not a condition to be an 
influential teacher on its own but content knowledge is 
one of the most important elements.   

The practice of teacher training at the faculty of arts 
and science first began at New York University and after 
criticisms against schools of education, it was decided 
that problems could be solved by giving the schools of 
arts and science the right to train teachers. In training 
teachers of primary and secondary schools, students are 
to get strong background in their fields at the schools of 
arts and science and teachers must know the topic to be 
taught, which would be possible only through the schools 
of arts and science (Carnegie Forum, 1986; Holmes 
Group, 1986; NCTAF, 1996). 

The schools of arts and science increase students’ 
level of knowledge in liberal arts and help students to 
improve their skills in questioning, analysis, critical 
thinking and decision and allow them to acquire content 
knowledge as well as teaching methods of teaching 
effectively (Petrie, 1986). 

For Turkey to reserve its place in globally competitive 
arena and become competitive, “Geography Teacher 
Competencies” was published which consisted of 122 
performance indicators with three principal areas of 
competency as well as teacher competencies in other 
fields in parallel with geography curriculum. 
“Competenciesin Geography” were determined by 
Ministry of National Education (MEB) (2010) as follows: 
 
1. Content knowledge 
2. Knowledge of geography education  
3. Possession of value and attitude of geography 
 
Competency in content knowledge includes the use of 
geography methodology, doing position analysis, making 
applications related to climate, seizing geological 
formations, analyzing existence of water, evaluating 
existence of soil, comprehension of biogeography 
elements and demographic characteristics, analyzing 
inhabitance characteristics, assessment of economic 
system and processes and tourism phenomenon, and 
conducting culturally spatial analysis. 

Geography curriculum (CDOP) was revised in 2005. 
Geography curriculum covers approaches depending on 
the developments in other countries such as student 
based learning, learning by experience, constructivist 
teaching,  multiple intelligence theory based learning, 
active learning, research based teaching, problem-solving 
based learning and use of information and communication 
technology  in  geography  (CDOP,  2005).   Kent   (2004) 



 

 
 

 
 
 
 
argued that training of geography teachers is an 
academically controversial topic while no one pays 
enough attention to it. Kent states that the future of 
geography would be complicated unless there are 
“energetic, enthousiastic, inspiring and influential 
geography teachers”. In this respect, one should have 
very strong content knowledge to be a good geography 
teacher. Knowledge in geography teaching based on 
information consists of sub-competencies such as 
teaching knowledge, curriculum knowledge, organization 
knowledge and approach to geography of people to be 
taught geography. Candidate geography teacher receives 
background knowledge during his bachelor’s degree 
education (Karabag, 2007). 

Advisable and useful geography education is possible 
only by means of well-trained geography teachers. 
Training people for teaching knowledge and skills and 
knowing what kind of competencies they have are 
essential since the most important dimension in 
functionality of geography is geography teachers 
(Karabag, 2002).  

Most students that choose the schools of arts and 
science are candidate teachers of geography and 
therefore their level of competency in content knowledge 
is to reach a reasonable extent. Geography is not static 
but continuously changing and developing so it is 
necessary for geography teachers to get training in order 
to keep pace with such improvements. Contemporary 
and functional geography education is supplied only by 
well-trained teachers. What kind of knowledge, value and 
attitude to be taught in geography is crucial in which 
competencies are to be possessed or what kind of people 
to train as geographical consciousness appears in core 
content knowledge and what type of relations to have. 
Geographical consciousness can be acquired only 
through well-trained geography teachers (Karabag, 2007). 

 
 
Aim and importance of the study  
 
Most of the studies on education have concentrated on 
the students of the faculties of education. Although, most 
students studying at the faculties of arts and science 
prefer teaching as a profession, their reception of 
formation related to attitude, opinion and competency 
concerning teaching is very limited (Acat et al., 2005; 
Ozturk et al., 2005; Gurbuz and Kisoglu, 2007; Karagol et 
al., 2011; Tuna, 2013; Akar, 2014; Sezginet al., 2014). 
The present study was conducted to reveal competency 
in content knowledge of the senior geography students 
studying at the faculties of arts and science and who plan 
to work as teachers of geography after graduation. This 
study is expected to fill the gap in this field and contribute 
to the research on this subject and to teacher education 
programs    at    higher    education   institutions   through 
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assessment of the role of major area course.  
 
 

METHODOLOGY 
 

Survey method was used in this study, a research approach 
generally used to describe an existing situation as it is, compare the 
relations between the variables and collect data at a given time 
(Karasar, 2008). 
 
 
Participants  
 

Totally, 650 senior geography students at the faculties of arts and 
science in 10 different universities studying in 2013-2014 school 
year voluntarily participated in the research. The faculties of letters 
of Ataturk University, Ege University, Istanbul University and the 
faculties of arts and science of other universities (Kahramanmaras 
Sutcu Imam University, Kilis 7 Aralık University, Afyon Kocatepe 
University, Harran University, Canakkale Onsekiz Mart University, 
Ondokuz Mayıs University and Balıkesir University) were enrolled in 
the study. The fact that the study is limited to senior students is as a 
result of the fact that they are the last year students because the 
field competencies of these candidates to pedagogical training in 
the last year are to be examined according to the objectives of the 
study before they become teachers.  
 
 
Data collection tools 
 

Personal questionnaire 
 

The personal questionnaire contain gender, the reason for the 
choice of the department, thought of teaching, anxiety level, alma 
mater, program at high school, grade point average, participation in 
social activities and field study, follow-up of scientific publications, 
participation in conferences, the place of residence inhabited with 
family and field variables at secondary school.  
 
 

Special field competency scale 
 

Taking geography curriculum put into act in 2005 and geography 
field competency criteria of MEB as fundamental criteria, “Pre-
service Teacher’s Knowledge Competency in Geography” scale 
developed by Karademir (2013) was used. 5 point likert type scale 
was used and each item was scored as 5 for “strongly agree”, 4 for 
“agree”, 3 for “somewhat agree”, 2 for “disagree” and 1 for “strongly 
disagree”. The data were analyzed depending on their properties 
and SPSS program was used for the analysis.   
 
 

Data analysis 
 

Analyzing the data collected in the study, independent sample test 
(t-test) was used for binary comparisons in which independent 
variables are based on dependent variables while one-way 
variance analysis (ANOVA) was conducted for group comparisons. 
In analysis of variables that are not to meet parametric test 
assumptions for binary comparisons, Mann Whitney U test and for 
group comparisons, Kruskal Wallis test were used.   

In the case of difference between groups, to find the source of 
this difference, LSD and Mann Whitney U test were used. Cronbach 
Alpha reliability coefficient of the data obtained for field knowledge 
was found to be 0.949. Statistical significance level was assumed 
as p<0.05. 
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Table 1. Distribution of students and their scores in content competence in the participating universities. 
 

 Name of the University n % Mean SD 

 

KahramanmarasSutcuImamUniversity 89 13.7 141.70 19.16 

Kilis7 AralikUniversity 39 6.0 143.28 13.64 

AfyonKocatepeUniversity 85 13.1 145.70 22.93 

Harran University 60 9.2 148.76 18.77 

Ataturk University 119 18.3 153.27 20.36 

EgeUniversity 38 5.8 148.42 24.56 

Istanbul University 38 5.8 142.94 24.16 

CanakkaleOnsekiz Mart University 35 5.4 150.80 15.26 

OndokuzMayisUniversity 63 9.7 148.25 23.97 

BalikesirUniversity 84 12.9 137.53 21.14 

Total 650 100.0 146.14 21.29 

 
 
 

Table 2. Results of analysis (t-test) of the participants according to program. 
 

Program  n Mean SD t p 

Content Knowledge 
Daytime education 404 146.09 21.77 

-0.078 0.938 
Evening education 246 146.22 20.52 

 
 
 

Table 3. Results of analysis (t-test) of the participants according to gender. 
 

Gender n Mean SD t p 

Content Knowledge 
Female 261 144.51 20.73 

-1.598 .111 
Male 389 147.23 21.62 

 
 
 
RESULTS 
 
The findings related to the data collected from the 
participants are given the tables. 

In Table 1, totally, 650 geography students from the 
schools of arts and science of which 89 are from 
Kahramanmaras Sutcu Imam University (Mean = 
141.70), 39 from Kilis 7 Aralık University (Mean = 
143.28), 85 from Afyon Kocatepe University (Mean = 
145.70), 60 from Harran University (Mean = 148.76), 119 
from Ataturk University (Mean = 14153.27), 38 from 
EgeUniversity (Mean = 148.42), 38 from Istanbul 
University (Mean = 142.94), 35 from Canakkale Onsekiz 
Mart University (Mean = 150.80), 63 from Ondokuz Mayıs 
University (Mean = 148.25), 84 from Balıkesir University 
(Mean = 137.53), participated in the study.  

According to Table 2, no statistically significant 
difference was found in content knowledge average 
scores according to program variable of the participants 
(p>0.05). Students in both daytime education and 
evening education have very similar scores. According  to 

Table 3, no statistically significant difference was found in 
content knowledge average scores according to gender 
of the participants (p>0.05). 

According to Table 4, the findings show that most are 
gradutes of general high school while the least are 
graduates of Anatolian High School. No statistically 
significant difference was found in content knowledge 
average scores according to type of alma mater of the 
participants (p>0.05). Table 5 shows that statistically 
significant difference was found in content knowledge 
average scores according to program at high school 
(X

2
=11.285; p<0.05). Those who are graduates of social 

sciences program are reported to have most content 
knowledge as compared to others. 

Table 6 suggests that statistically significant difference 
was found in content knowledge average scores 
according to place of residence (F(2.647)=3.080; p<0.05). 
The test showed that the source of this difference is the 
average scores between the inhabitants in the district 
(Mean=148.86), in the center of the county 
(Mean=144.78) and village (Mean=144.26).  



 

 
 

Karademir          311 
 
 
 

Table 4. Results of analysis (ANOVA) of the participants according to secondary alma mater. 
 

Alma mater n Mean SD F p 

Content 
Knowledge 

Anatolian teacher high school 15 145.20 13.12 

0.704 0.550 

Anatolian High School 66 142.63 21.16 

General High School 526 146.63 21.84 

Others 43 145.81 16.41 

Total 650 146.14 21.29 

 
 
 

Table 5. Results of analysis (Kruskal Wallis) of the participants according to program at high school. 
 

Program n Mean SD X
2
 p 

Diff. 

U test 

Content 
Knowledge 

1. Social Sciences 580 146.87 21.03 

11.285 .014* 1>3 
2. Turkish-Mathematics 50 142.56 18.14 

3. Others 20 134.05 30.93 

Total 650 146.14 21.29 
 

*p<0.05. 

 
 
 

Table 6. Results of analysis (ANOVA) of the participants according to their place of residence. 
 

Place of residence n Mean SD F p 
Diff. 

LSD 

Content 
Knowledge 

1. Village 157 144.26 22.69 

3.080 0.047* 2>1.3 
2. District 236 148.86 19.37 

3. County 257 144.78 21.91 

Total 650 146.14 21.29 
 

*p<0.05. 

 
 
 

Table 7. Results of analysis (ANOVA) of the participants according to participation in conferences. 
 

Status of participation  n Mean SD F p 
Diff. 

LSD 

Content 
Knowledge  

a) Never 84 138.38 20.95 

7.429 0.000* 
a<b,c,d 

b<c,d 

b) 1-3 times 280 144.63 20.26 

c) 4-6 times 169 149.50 22.37 

d) More than 7 times 117 150.48 20.62 

Total 650 146.14 21.29 
 

*p<0.05 

 
 
 

According to Table 7, statistically significant difference 
was found in content knowledge average scores 
according to participation in conferences (F(3.646)=7.429; 
p<0.05). The difference is (Mean= 138.38) for those who 
stated “never”; (Mean=144.63) for those who stated 1-3 
times (Mean=149,50), 4-6 for those who stated times and 

(Mean=150,48) more than 7 times. It can be concluded 
that increasing number of participation in such activities 
as conferences related to their professional competency 
would contribute to their content knowledge.  

Table 8 shows that statistically significant difference 
was   found    in    content    knowledge   average   scores 
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Table 8. Results of analysis (ANOVA) of the participants according to their following academic publications. 
 

Status of Following Scientific publications n Mean SD F p 
Diff. 

LSD 

Content 
Knowledge 

1. Not following  155 138.92 22.66 

9.228 0.000* 1<2.4 

2. Only Academic Journal 392 148.93 19.99 

3. Only Magazines 48 143.10 24.59 

4. Others 55 149.25 18.46 

Total 650 146.14 21.29 
 

*p<0.05. 

 
 
 

Table 9. Results of analysis (ANOVA) of the participants according to participation in field study. 
 

Participation in field study  n Mean SD F p 
Difference 

LSD 

Content 
Knowledge 

a) Never 65 139.72 18.40 

4.990 0.002* 
a<c,d 

b<c 

b) 1-3 times 289 144.34 20.51 

c) 4-5 times 186 149.72 22.55 

d) more than 6 times 110 148.61 21.55 

Total 650 146.14 21.29 
 

*p<0.05.  

 
 
 

Table 10. Results of analysis (ANOVA) of the participants according to anxiety level. 
 

Anxious n Mean SD F p 

Content 
Knowledge 

Yes 454 146.28 20.31 

2.304 0.101 
No 96 142.51 26.26 

Partial 100 148.98 20.02 

Total 650 146.14 21.29 

 
 
 
according to following scientific publications (F 
(3.646)=9.228; p<0.05). In a study to find which groups 
difference exists, it was found that those who are not 
following any scientific publication have less average 
score of competency than those who follow academic 
journals and others.  

Table 9 suggests that statistically significant difference 
was found in content knowledge average scores 
according to their participation in field study 
(F(3.646)=4.990; p<0.05). In the LSD test conducted to 
find the source of this difference, it was found that 
significant difference was in favor of those who had the 
opportunity to participate more in field studies. 

Table 10 shows that those who had the highest score 
in content knowledge were the ones that experience 
partially the anxiety of finding a job considering average 
scores in anxiety of finding a job variable (Mean=148.98) 
but  no   statistically   significant   difference    was   found 

between average scores in content knowledge according 
to anxiety level (F(2.647)=2.304; p>0.05). 

According to Table 11, no statistically significant 
difference was found between average scores in content 
knowledge according to their plan to teach (p>0.05). 534 
participants stated their willingness to teach while only 
116 students asserted their plan to conduct academic 
studies or work in private sector. Table 12 suggests that 
no statistically significant difference was found between 
average scores in content knowledge according to the 
reason for the choice of specific program (F(5.644)=1.166; 
p>0.05). 

Table 13 shows that statistically significant difference 
was found between average scores in content knowledge 
according to the status of participation in social activities 
(F(2.647)=10.467; p<0.05). In the LSD test to find the 
source of difference, significant increase in competency 
in content was found in  favor  of  those  who  participated 
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Table 11. Results of analysis (t-test) of the participants according to their intention to teach. 
 

Plan to teach n Mean SD t p 

Content Knowledge 
Yes 534 146.39 20.72 

0.634 0.527 
No 116 145.00 23.82 

 
 
 

Table 12. Results of analysis (ANOVA) of the participants according to the reason for selecting the 
geography program. 
 

Reason for that choice n Mean SD F p 

Content Knowledge  

My parents want it 61 144.68 20.20 

1.166 0.325 

To be a teacher 278 145.36 22.31 

To be socially beneficial 53 142.73 19.04 

OSS score history 185 147.20 18.89 

Respected job 30 152.80 26.71 

I like it 43 148.25 23.92 

Total 650 146.14 21.29 
 

OSS= University admission score.  
 
 
 

Table 13. Results of analysis (ANOVA) of the participants according to the status of participation in social 
activities. 
 

Status of participation  n Mean SD F p 
Difference 

LSD 

Content 
Knowledge 

1. Never 33 132.27 25.20 

10.467 .000* 
1<2,3 

2<3 

2. Sometimes 418 145.48 21.12 

3. Often 199 149.82 19.94 

Total 650 146.14 21.29 
 

*p<0.05 
 
 
 

more in social activities.   
Table 14 suggests that statistically significant difference 

was found between average scores in content knowledge 
according to GPA (X2 = 14.424; p<0.05). To find the 
source of this difference, U test was conducted and the 
difference was between those whose GPA was below 
2.00 (Mean = 140.97) and between 2.00 – 2.50 (Mean = 
145.25) and those with 3.01-3.50 (Mean = 147.40) GPA 
and 3.51-4.00 (Mean = 164.75).  
According to Table 15, total score of professional 
competencies of the participants is “3.74”, which is equal 
to “agree” in the scale. This may be shown as very good 
in the geography students who plan to teach geography 
in the future with higher score of competency in content 
knowledge.   
 
 
DISCUSSION 
 
The data of the present study suggest that no  statistically  

significant difference exists in content knowledge average 
scores according to gender of the geography students at 
the faculty of arts and science (Table 3). Coskun et al. 
(2009, 2010) found in their studies similar results. This 
may be due to the same curriculum followed in all 
faculties of arts and science oblivious of gender 
difference. It can also be expressed that emotional 
qualifications for gender do not have so much functions 
as to have an impact on the field competency.   

In the study, the same curriculum conducted and 
teachers teaching the courses in both daytime and 
evening education may account for the lack of statistically 
significant difference between average scores in content 
knowledge according to curriculum. Coskun et al. (2010) 
found significant difference in favor of Turkish teacher 
candidates following evening education while 
Kahramanoglu and Ay (2013) stated significant difference 
in favor of classroom teacher candidates receiving 
daytime education.  

The  findings  in  the  present  study  suggest  that most  
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Table 14. Results of analysis (Kruskal Wallis) of the participants according to academic grade point average. 
 

Academic GPA n Mean SD X
2
 p 

Difference 

U test 

Content 
knowledge 

a) Below 2 37 140.97 20.60 

14.424 0.006* 

a<d,e 

b<e 

c<e 

d<e 

b) Between 2-2.5 139 145.25 20.47 

c) Between 2.51-3.00  291 145.95 19.80 

d) Between 3.01-3.50 175 147.40 24.25 

e) Between 3.51-4.00  8 164.75 10.93 

Total 650 146.14 21.29 
 

*p<0.05 

 
 
 

Table 15. Scaled average scores of competency level of the participants in content knowledge.  
 

Scale Frequency Score Total 

Absolutely disagree 515 1 515 

Disagree 1740 2 3480 

Somewhat agree 7065 3 21195 

Agree 10343 4 41372 

Absolutely agree 5686 5 28430 

Total 25349  94992 

Score in content knowledge 146.14 

Average score in content knowledge 3.74 (Agree) 
 

Content knowledge (CK) score = (total score/total subjects); Average score in content knowledge= 
(total score/total frequency). 

 
 
 
geography students are graduates from general high 
school while only a small number is from Anatolian 
teacher high school according to their alma mater (Table 
4). Taking into consideration alma mater of the students, 
common curriculum and equal education provided may 
account for the lack of statistically significant difference 
between average scores in content knowledge regardless 
of the alma mater of geography students at the faculties 
of arts and science. Researches showed that alma mater 
did not make any difference (Coskun et al., 2009, 2010; 
Eraslan and Cakici, 2011; Karademir, 2013). It can be 
concluded that generally, graduates from general high 
schools prefer to choose geography departments, and 
science high school and Anatolian high school graduates 
select the programs which require higher scores in 
university placement examination and that successful 
students graduating from general high schools prefer to 
choose programs run by the schools of arts and science 
for which medium level of score in the exam is required. 

Statistically significant difference was found between 
average scores in content knowledge according to 
program at high school (Table 5). This may be due to the 
fact that geography course is not compulsory in science 
program  at   high   school,   duration   of    instruction   of 

geography in Turkish-Mathematics program is not 
sufficient and that geography is required and the hours of 
instruction are more than required in social sciences 
program. In the present study, it was found that the 
student profile reflects this reality and graduates from 
social sciences program are more than those from 
Turkish-Mathematics program and students from science 
program do not choose this department. Ozgen and 
Bindak (2009) reached similar results in the research. 
Considering the instruction of geography as a social 
science course at high schools, this difference is thought 
to be an expected result of the study.     

Average scores in content knowledge vary whether the 
place of residence is village, district or county (Table 6). 
That the level of education and study opportunities in 
county are good enough while living with geographic 
environment in the village may result to similarity 
between average scores in content knowledge in terms of 
county and village. Sophisticated education conditions in 
county ensure theoretically geographic information while 
in village such information is acquired by living nature. 
This may be the reason why content competency level of 
students living in both settlements shows similarity. Cin 
(2008) argued that  geographic information of  children  is  



 

 
 

 
 
 
 
closely related with their direct interaction with geographic 
environment they live and students in rural areas like 
geography more, accordingly. In addition, Ozgen and 
Bindak (2009) pointed out that children with rural life 
background have more interest and attitudes toward 
geography.  

Statistical differences between average scores in 
content knowledge vary from those who never participate 
in conferences, those participating in these conferences 
1-3 times, 4-6 times and more than 7 times (Table 7). 
The more the number of participation of geography 
students in conferences related to their field of study, the 
more their content knowledge increases. Participation in 
conferences contributes to geography students’ 
professional experience and helps them dominate their 
field.  

The results of the study show that those who are not 
following any publication have lower scores of 
competency than those following academic journals and 
other publications (Table 8). Elmas (2006) and Turker 
(2008) in their studies reached similar results: those 
reading books and journals are more competent in 
content knowledge. 

It is highly difficult for one to learn a discipline in closed 
settings, which gets at least 50% of its “theme” from 
natural environment. Therefore, geography courses 
should be supported by trips, observations and 
specifically field studies (Ozgen, 2011) because the 
laboratory of geographic researches is nature itself 
(Garipagaoglu, 2001). In the present study, professional 
competency difference was found to be statistically 
significant between average scores in content knowledge 
according to participation in field studies during their 
education (Table 9). As compared to those who never 
had experience in field study or participated 1-3 times in 
the study, those who experienced the field study 4-5 
timer or more than 6 had higher professional competency. 
Korkmaz (2006), Cagliyan and Ozan (2004) in their 
researches found similar results. The increase in 
participation in field study suggested a positive impact on 
competency level.  

In Turkey, 33 departments of geography and geography 
education exist, 17 of which have evening education. In 
addition, there are other 15 that plan to admit students 
after having enough lecturers. In the coming years, 40 
departments of geography are expected. Educated 
unemployed youth and unemployment become more and 
more common among the graduates of geography and 
geography education in Turkey (Kaya, 2014). Lack of title 
of geographer as a profession, what the graduates of 
geography do after school, what qualifications and 
missions they should have are not clarified before the 
laws, which is effective on unemployment. The number of 
geography teachers appointed remains too low as 
compared to that of graduates (Ilhan et al., 2013). The  
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limited number of employment opportunities for 
geography graduates (Unaldi ve Alaz, 2008) make the 
students have very important employment problems 
(Gokce, 2009; Ilhan et al., 2013; Sandal and Karademir, 
2013; Kilinc and Ates, 2014). Just as university students 
are anxious about job opportunities after school, so the 
geography students have anxiety over finding a job and 
profession in the future (Karakuyu, 2008; Kilinc, 2013; 
Kilinc and Ates, 2014). Besides, the exams like public 
personnel selection examination, academic personnel 
and postgraduate education entrance exam, foreign 
language examination after graduation lead to an 
increase in such anxiety (Kaya et al., 2014). In this study, 
no statistically significant difference was found between 
average scores in content knowledge according to 
anxiety level of finding a job (Table 10), but considering 
average scores, those who experience partial anxiety 
have the highest average score of competency in content 
knowledge. Yilmaz and Cokluk (2010) stated that 
research anxiety level of graduates from the faculty of 
arts and science was not high. This may be related to the 
fact that the right of teaching has not been given 
periodically for the graduates of the schools of arts and 
science and after 2014, this right was reserved for those 
who met certain criteria. 

Most participants in this study stated preference for 
teaching, only a small number wanted to do academic 
work or find a job in private sector (Table 11). Since most 
prefer to teach, it is clear that their objective is to become 
teachers and this is why they prefer the faculty of arts 
and science.  

No statistically significant difference was found between 
average scores in content knowledge according to the 
reason for the choice of the program (Table 12) but the 
fact that students stated they selected this department to 
become a teacher right before the university entrance 
exam suggests they study in this department with the aim 
of teaching. Gurbuz and Kisoglu (2007) found similar 
results. 

Statistically significant difference between average 
scores in content knowledge according to participation in 
social activities is important in that it shows an increase in 
field competencies (Table 13). Participation not only in 
field courses but also other social activities may make 
students change their social opinions and look at 
geography from a wider perspective.  

Statistically significant difference was found between 
average scores in content knowledge according to GPA 
(Table 14) and students’ level of competency was in 
parallel with their GPA. Saracaloglu et al. (2009) and 
Kahramanoglu and Ay (2013) found similar results while 
Coskun et al. (2010) reported no statistically significant 
difference between their competency perception 
according to teacher candidates’ academic achievement. 
Higher GPA suggests higher motivation for geography  
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students to learn and master their field of study. 
Therefore, the higher their GPA is, the more competent 
they acquire regarding teaching profession. Quality of 
education received during higher education and individual 
efforts may also be effective on the competency. 

Competency in content knowledge helps teacher to be 
confident and enjoy the class answering the questions of 
the students (Kucukahmet, 2008; Davis, 2003). To be a 
competent teacher is to be competent in content 
knowledge (Mendro, 1998). In terms of professional 
levels of the participants, total score in content knowledge 
obtained is equal to 3.74, which means “yes, I participate” 
in the competency scale. In this case, geography 
students at the schools of arts and science seem 
“competent” in content knowledge (Table 15). 
Competency of students in content knowledge is 
important in that they command the course. 
 
 

Conclusion 
 

Content knowledge is the basic for all teachers. In the 
present study, the level of participants’ content knowledge 
was found “competent”. In this context, educational 
curriculum prepared to train geography teacher 
candidates to pedagogical training at the faculties of arts 
and science achieved its objective. In addition, gender, 
the reason for the choice of geography discipline, plan to 
teach, anxiety and the high school alma mater as well as 
the type of program at high school did not have any 
significant difference in content knowledge of geography 
students while academic GPA, participation in social 
activities, field studies and conferences, follow-up 
scientific publications, place of residence with family, 
programs at high school led to significant difference.    

All geography students are taught common curriculum 
and provided equal level of education regardless of 
gender differences, daytime or evening education, and 
type of their alma mater. Therefore, gender, the reason 
for the choice of geography discipline, plan to teach, 
anxiety and the high school alma mater as well as the 
type of program at high school do not affect their content 
knowledge. However, their participation in conferences 
related to their field of study, field studies and in all social 
activities, reading books and journals, higher GPA led to 
an increase in the level of their content knowledge. A 
variety of education cycles and opportunities of education 
in county, living together with geography in village help 
students from these areas to have higher level of content 
knowledge. It was found that geography students prefer 
to teach in this department most after school.  
 

 
Recommendations 
 

Geography students should be encouraged to  participate  

 
 
 
 
from time to time more in conferences, field studies, and 
social activities and follow related scientific publications 
during their bachelor’s degree period so that the level 
“competent” in content knowledge gets advanced. In 
addition, they are advised to be updated by the 
professional advances, catch up with the time and have a 
geographic perspective.  

Since it is possible for students at the faculties of arts 
and science to become teachers, activities and 
opportunities must be created during the process. The 
studies in the coming years must focus on teaching 
geography and be conducted on different variables and 
greater groups. For instance, attitudes of geography 
students towards teaching may be researched and 
competencies of academics in the departments of 
geography at the schools of arts and science are to be 
examined.   
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