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Preface 

This book, contains 32 chapters written by scholars who specialize in their 
subject. The book has 4 sections: educational sciences, geography, management and 
tourism. Brief summaries of these sections are as follows.  

Section one covers the new developments and techniques in educational sciences 
including pre-service teachers' attitudes towards philosophy course, impact of 
internal and external factors in learning a foreign language, the efficiency of mobile 
assisted language learning (mall) in vocabulary learning, an effective tool to deal 
with misconceptions, analysis of preschool and primary school teachers’ opinions 
and practices about school readiness, the effects of interactive reading practices on 
reading comprehension skills and on the attitude towards reading, comparison of 
Turkish course books at primary school's first grade in terms of readability, native 
language inclination of students and teachers at a public secondary school, 
correlation between special education teachers’ teaching motivation and job 
satisfaction, some facts and challenges of curriculum development in lifelong 
learning, early literacy, assessment practices of preschool teachers in terms of 
children and curriculum 

Section two examines some challenges on geography and ecology. The section 
has 4 chapters including, effect of climate on the cultural life of the Russian people, 
examination of postgraduate theses on teaching of climate subjects in turkey, 
evolution of accessibility to educational institutions in city of Kula by network 
analysis, use of some ecology and landscape ecology based approaches in landscape 
planning 

 Section three includes two chapters on management; model proposal for control 
planning with multi-layered artificial neural networks in inspection, glass ceiling 
barriers in front of white-collar women employees.  

Ten chapters in section four identifies and discusses the tourism issues and 
developments including; indoor recreational activities in tourism: case of trans-
Siberian express, bloggers out, vloggers in: a study on the investigation of effects 
on travel perceptions, travel through begging: begpackers, an analysis of customer 
complaints for airline companies in TripAdvisor, food neophobia level against the 
evaluation of food wastes of university students, sector overview of students with 
tourism education, leisure constraints of Turkish housewives: a descriptive study, 
albergo diffuso approach for sustainable tourism planning in historic cities. 

Contributions in each chapter are prepared by experts in the respective fields and 
mirror the advancement in the approach. This book contains important future tasks 
of the particular fields and supplies extensive bibliographies at the end of each 
chapter, as well as tables and figures that illustrate the research findings. All these 
make this book highly useful and a must read for students, researchers and 
professionals in social sciences. 

We particularly wish to express our thanks to the team at Sofia St. Kliment 
Ohridski University Press for preparing the book for publication. 

The Editors
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Chapter 1  

The Relationship Between Pre-Service Teachers' Attitudes 
Towards Philosophy Course and Their Critical Thinking 
Dispositions 

Ali Rıza TERZİ1*, Ayşe Pınar DÜLKER2, Ramazan DERİN3 and        
Abdülbaki TERZİ4 

1*Prof. Dr. Balıkesir University, Necatibey Faculty of Education, Department of 
Educational Sciences, Balıkesir/Turkey, terzioglu53@hotmail.com 
2Balıkesir Provincial Directorate for National Education/Balıkesir/Turkey 
pinarkarauzum@hotmail.com 
3Ülkü-Muharrem Ertaş Anatolian High School/Edremit/Balıkesir/Turkey 
ramazandrn@hotmail.com 
4Batıkent Vocational and Technical High School/Batıkent/Ankara/Turkey 
bakiterzioglu@gmail.com 

 
 

Introduction 
 

Philosophy is one of the fundamental topics that can be associated with 
critical thinking. Because philosophy has an essential place at the center of 
critical thinking. It is not possible for a philosophy education that does not 
focus on critical thinking and a critical thinking activity that ignores 
philosophy to achieve its goals. 

Philosophy and critical thinking have lots of common concepts such as 
being reasoning-based, focusing on deep meaning, love of wisdom, 
curiosity and doubt; systematicity, asking questions, seeking the truth, 
questioning the source of information, generating hypotheses and making 
inferences. The source of this strong relationship is basically that the 
characteristics, rules, methods or concerns of philosophy are similar to the 
principles of critical thinking (Alkın-Şahin & Tunca, 2015; Çalışkan, 2019). 
In this context, teachers' efforts to raise awareness of philosophy and to 
teach philosophy are also an effort that opens up ways to think critically. 

In this study, the relationship between pre-service teachers' attitudes 
towards philosophy course and their critical thinking dispositions has been 
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examined in accordance with the education philosophy course that they 
have taken in the first year of university education. 

The Concept of Philosophy 

When national and international literature is examined, it is seen that 
the definitions made on what philosophy is are different. This is because 
every philosopher and every philosophical school has made a definition of 
philosophy based on its own perspective and its own mental attitudes 
(Terzi, 2008). 

The origin of the word philosophy is based on the word philosophia, 
which is the combination of the Greek words Philo (meaning love) and 
Sophia (meaning knowledge, wisdom). Philosophy literally means “loving 
the knowledge and wisdom” (Gökberk, 1999; Öztürk, 2015). When we look 
at the definitions of the concept of philosophy other than the literal 
meaning, Finocchiaro (1989) defined philosophy as a way of thinking that 
can be applied to many different topics and problems which has been 
applied for centuries. 

According to Sönmez (2008), “philosophy is the process of establishing 
a bond based on the grounds of the reality and the resulting dynamic 
products”. According to another definition, philosophy is seeking the truth, 
being on the road, experiencing a living thought and finding yourself in 
these thoughts (Jaspers, 1981). 

The fact that philosophy is defined and understood in different ways in 
different periods shows that philosophy has many topics, and it has spread 
to different fields (Cevizci, 2007). In addition, philosophy, which constituted 
a whole in its early days, has gained a multi-disciplinary nature which has a 
relation with every field (Mengüşoğlu, 1997). Educational philosophy is one 
of those areas in which philosophy is concerned, and education cannot be 
considered apart from philosophy because philosophy-free education is 
contentless, boring and meaningless. The main factor that guides education 
and opens wide horizons is the richness and diversity of philosophical 
thought (Bilhan, 1991). 

If we mention the definition of educational philosophy, it is the 
application of philosophical thinking to the field of education (Terzi, 2008). 
In other words, the philosophy of education tries to explain the problems 
that impede education and the concepts, thoughts and principles that guide 
education (Ergün, 2015). 
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Students’ Attitudes towards Philosophy  

Attitude is defined as the “behavior of the individual in the face of 
people, events and inanimate beings” by the Turkish Language Institution 
(TDK, 2020) Education Terms Dictionary. There are various definitions of 
the concept of attitude in the literature. The attitude is derived from the 
Latin word "aptus", meaning "fitness, adaptability" or "compatibility", and as 
a secondary meaning, it refers to a subjective or mental state of 
preparedness for behavior (Allport, 1935). İnceoğlu (2010) defines attitude 
as an emotional, mental and behavioral pre-disposition created by the 
person based on his experience, knowledge, emotions and motives related 
to himself or his surrounding objects, social issues and events. 

There are emotional, cognitive and behavioral dimensions of attitude. 
The emotional dimension of attitude in learning philosophy is that students 
love and be interested in philosophy, and the cognitive dimension refers to 
making use of attitude in daily life (Küçükkurt, 2006). 

Students' attitudes towards any lesson can take different forms, and the 
primary opinion about philosophy lessons is that students do not like 
philosophy lessons and have negative attitudes (Tecim, 2015). Some 
researches in the literature show that students do not like philosophy 
lessons, are not interested and have negative attitudes towards the lesson 
(Çuhadar, 2019; Küçükkurt, 2006; Tecim, 2015). Some studies state that 
students have a positive attitude towards the philosophy lesson (Çokan, 
2007). 

It is crucial to determine the attitudes of students towards philosophy 
lesson, because the positive attitudes of the students that they have 
developed towards philosophy can turn into negative attitudes due to the 
stereotypes about philosophy lessons (Çokan, 2007). In addition, knowing 
that attitudes are positive or negative can be useful to ensure that necessary 
measures are taken during the education process (Cabı, 2016). 

Critical Thinking 

Today, the solution to many problems experienced by individuals or 
societies in the world is related to the thinking skills that they have and use. 
Individuals who are dependent on an authority figure about what they 
think, what they believe, and those who do not think critically cannot be 
expected to understand themselves, society or the universe (Alkın-Şahin & 
Tunca, 2015). In an age where knowledge means “power”, it is vital to raise 
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individuals who have the ability to think independently and make 
decisions. In this context, critical thinking is reasonable, reflective, 
responsible and resourceful thinking focused on deciding what to believe or 
what to do in order to reach reliable information (Schafersman, 1991). 

According to Yıldırım (1997), critical thinking is a balanced skepticism, 
an opinion of interest, an argument or a value judgment and it defines 
behavior or phenomena as an activity of objectivity and rationality in terms 
of accuracy or validity by referring to specific criteria. According to Facione 
(1998), critical thinking is a way of thinking that is the exact opposite of 
illogical thinking which is not rational. Gündoğdu (2009) defines the 
necessity of critical thinking as a “mental hygiene” that will protect people 
against the distortions and harms of thinking wrongly. 

Children are not born with critical thinking skills and do not naturally 
develop this ability beyond thinking at the level of survival. Critical 
thinking is a learned skill that must be taught. Most individuals never learn 
this. Critical thinking cannot be reliably taught students by their peers or 
most parents. Trained and knowledgeable instructors are required to gain 
appropriate knowledge and skills (Schafersman, 1991). In order to acquire 
critical thinking skills, the teacher must first adopt the aim of teaching 
students how to think and raise individuals who question them by 
abandoning the traditional understanding of telling students what they 
think (Bozoğlu, 2008). 

In this case, another problem that is experienced is how much the 
teacher, who is a role model for the learner, is aware of their critical 
thinking systematic and how much they can reflect this model to the 
student. In this regard, the teacher's perspective on thinking directly affects 
the learning styles of the learner and constitutes the thought compass that 
they will use to direct their life. 

When the studies on the education of critical thinking skills are 
examined, the existence of different approaches on this issue is seen. It is 
stated that education of thinking skills has three basic elements: "teaching of 
thinking", "teaching to think" and "teaching about thinking". From these 
three basic elements, the teaching of thinking means that teachers and 
administrators prepare learning-teaching environments that will lead 
students to think (Seferoğlu and Akbıyık, 2006). 

In the development and teaching of critical thinking, the following 
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strategies are suggested; preparing a safe environment, making use of what 
is known, working with class members, learning to ask good questions, 
learning about loyalty to classmates, gaining versatile perspective, creating 
sensitivity, creating a future perspective, developing standards and turning 
thoughts into behavior (Berman, 1991; Semerci, 2003). 

Today, many countries aim to create a society that is composed of 
creative and productive individuals by their education systems. Thinking in 
general and critical thinking in particular is given importance in terms of 
bringing together a less problematic society, producing a high quality of 
life, nurturing creativity and productivity, facilitating problem-solving, 
creating intellectual accumulation (Aybek & Aslan, 2017; Karaboğa, 2019). 
Individuals with critical thinking skills question the accuracy of the existing 
information, look at the events from different windows and judge the 
situations (Aybek & Aslan, 2017). At this point, it can be said that 
philosophy came into play. 

Alkın-Şahin and Tunca (2015) state that philosophy and critical 
thinking are similar to the principles they feed on, “philosophy and critical 
thinking” and “wise and critical thinker” are closely related. This 
relationship is essentially concerned with the peculiarities, rules, methods, 
or anxieties of philosophy that are similar to the principles of critical 
thinking. 

 

The Relationship Between Philosophy and Critical Thinking 
 

Philosophy has been considered as an intellectual activity that requires 
trends and critical cognitive skills for centuries (Daniel and Auriac, 2013). 
According to Cevizci (2007), philosophy is an activity based on questioning 
and critical discussion, and there is no pre-acceptance and correctly 
accepted hypothesis in philosophy. Beyer (1990), on the other hand, stated 
that discussion, critical judgment and critical point of view are features that 
improve the thinking of the individual. Thinking is also an important and 
essential activity for philosophy. 

At the intersection of what is said on philosophy, we can say that there 
are concepts such as critical thinking, critical perspective, discussion, 
observation and questioning. Based on these expressions and definitions, it 
can be stated that the concepts of philosophy and critical thinking are 
closely related. According to Alkın-Şahin and Tunca (2015), the relationship 
between philosophy and critical thinking results from the philosophy's 
methods, rules and features that overlap with the principles, dispositions 
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and skills of critical thinking. 
There are a limited number of studies in the literature examining the 

relationship between philosophy and critical thinking. Many of these 
studies find a relationship between philosophy and critical thinking, or that 
philosophy teaching develops critical thinking dispositions and skills 
(Ağdacı, 2018; Alkın-Şahin & Tunca, 2015; Harrell, 2004; Rahdar, Pourghaz 
& Marziyeh, 2018; Tabatabaei & Mousavi, 2012; Solon, 2011; Winstanley, 
2009). Ortiz (2007), in his study, argues that although philosophy develops 
the critical thinking skills very little, this is not the most effective way. 

As a result, philosophy and critical thinking are concepts that are 
intermingled, both of which are important in terms of making significant 
contributions to the development of the individual. In addition, the fact that 
critical thinking is functional depends on the teachers' knowing what 
philosophy is, what it contains and its application areas (Alkın-Şahin & 
Tunca, 2015). In this study, the relationship between pre-service teachers' 
attitudes towards philosophy course and their critical thinking dispositions 
was investigated and answers to the following questions were sought in this 
framework. 

1) What are the levels of pre-service teachers' dispositions 
towards philosophy course and critical thinking? 

2) Do the opinions of pre-service teachers towards philosophy 
course and critical thinking dispositions vary based on; 

a) the gender 
b) departments they study at 
c) the grade they are in? 

3) Is there a relationship between the dispositions towards 
philosophy lesson and critical thinking? 

4) Is the disposition towards philosophy lesson predictive of 
critical thinking? 

Method 

Relational screening model was used in this research, which was 
carried out to describe the relation of pre-service teachers' attitudes towards 
philosophy lesson with critical thinking dispositions. Relational screening 
model is a research model that aims to determine the presence and/or 
degree of co-exchange between two or more variables (Karasar, 2004). 
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Participants 
 

The study group of the research consists of students who took the 
Education Philosophy course in the 1st grade of the Necatibey Faculty of 
Education in the 2018-2019 fall and spring semesters. The study consists of 7 
groups in total. 4 groups consist of second-year students and 3 groups 
consist of first-year students. There are 350 pre-service teachers in the 7 
groups mentioned. Data collection tools used in the research were 
administered to all groups by the first author of the study. In the study, data 
was collected from 183 pre-service teachers in the first grade, 147 pre-
service teachers in the second grade and 330 in the 3rd grade. 

Data Collection Tools 

"Marmara Creative Thinking Dispositions Scale" and "The Attitude Scale of 
Philosophy Course" were used as data collection tools. 

Marmara Creative Thinking Dispositions Scale was developed by 
Özgenel and Çetin (2018). The scale is a 5-point Likert type 28-item scale 
consisting of 6 sub-dimensions. Cronbach Alpha values of the scale 
reported by Özgenel and Çetin (2018) ranged from a=.91 for the overall scale 
and a=.64 for sub-dimensions (systematic sub-dimension) to a=.85 for 
reasoning sub-dimension (Özgenel and Çetin, 2018). 

Cronbach Alpha analysis was made for the reliability analysis for the 
scale in this study. The Cronbach Alpha value found for the overall scale is 
a=.91. As for the sub-dimensions, the Cronbach Alpha values are; a=.82 for 
the reasoning sub-dimension, a=.73 for the reaching judgment sub-
dimension, a=.73 for the searching for evidence sub-dimension, a=.64 for the 
searching for the truth sub-dimension. a=.65 for open-mindedness sub-
dimension and lastly a=.63 for the systematicity sub-dimension. 

The Attitude Scale of Philosophy Course is a 5-point Likert-type scale 
with 5 sub-dimensions and 20 items developed by Tecim (2015) for high 
school students. The reliability coefficient of the scale reported by Tecim 
(2015) varies between a=.91 for the overall scale, a=.70 for trust sub-
dimension and a=.90 for apathy sub-dimension. 

In this study, Cronbach Alpha was used as reliability analysis for the 
scale and Cronbach Alpha values are found as a=.90 for the overall scale, 
a=.88 for the apathy sub-dimension, a=.86 for the utility sub-dimension, 
a=.88 for the affection sub-dimension, a=.84 for the trust sub-dimension, and 
a=.88 for the role of instructor sub-dimension. 
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Findings 
 

Findings Related to the First Research Question 
Findings related to pre-service teachers' philosophy course attitudes 

and critical thinking dispositions are given in Table 1. 
 

Table 1. Average Scores of Philosophy Course Attitude and Critical 
Thinking Dispositions 

Sub-Dimension  N X̅ SD 
Apathy 330 2.20 .92 
Utility 330 2.79 1.09 
Affection 330 1.60 .87 
Trust 330 2.95 1.00 
Role of Instructor 330 4.11 .67 
Total for Philosophy 330 2.51 .39 
Reasoning 330 3.98 .61 
Reaching Judgment 330 3.84 .59 
Searching for Evidence 330 3.95 .64 
Searching for the Truth 330 3.87 .64 
Open-mindedness 330 4.15 .62 
Systematicity 330 4.08 .61 
Total for Critical Thinking 330 3.97 .48 
 

According to Table 1, the average scores of pre-service teachers 
regarding the attitude of philosophy course are; “very low” in affection sub-
dimension (X̅ = 1.60, SD = .87), “low” in apathy sub-dimension (X̅ = 2.20, SD 
= .92) and philosophy total (X̅ = 2.51, SD = .39), "moderate" in utility (X̅ = 2.79, 
SD = 1.09) and trust(X̅ = 2.95, SD = 1.00) sub-dimensions and "high" in the 
role of the instructor sub-dimension (X̅ = 4.11, SD = .67). The average scores 
of pre-service teachers regarding critical thinking dispositions are "high" in 
all sub dimensions as reasoning (X̅ = 3.98, SD = .61), Reaching Judgment (X̅ = 
3.84, SD = .59), Searching for Evidence (X̅ = 3.95, SD = .64), Searching for the 
Truth (X̅ = 3.87, SD = .64 ), Open-mindedness (X̅ = 4.15, SD = .62), 
Systematicity (X̅ = 4.08, SD = .61), critical thinking total (X̅ = 3.97, SD = .48). 

Findings Related to the Second Research Question 
 

Findings of whether there is a difference between pre-service teachers' 
philosophy course attitudes and critical thinking dispositions according to 
gender, departments and classes are presented in Table 2, Table 3 and Table 4. 
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Table 2. T-test results for Philosophy Course Attitude and Critical Thinking 
Dispositions by Gender 
Sub-Dimensions Gender N X̅ SD  t    p 
The role of the 
instructor 

Female 246 4.17 .65 
2.575 .010* 

Male 84 3.95 .70 

Trust 
Female 246 2.85 1.00 

-2.892 .004** 
Male 84 3.22 .95 

Philosophy total 
Female 246 2.47 .37 

-3.441 .001** 
Male 84 2.63 .39 

Searching for the Truth 
Female 246 3.91 .64 

2.092 .037* 
Male 84 3.75 .62 

Critical Thinking Total 
Female 246 4.00 .48 

2.160 .031* 
Male 84 3.87 .46 

*p<.05, **p<.01 
 

Table 2 shows that pre-service teachers' attitudes towards trust (p=.004) 
and total philosophy (p=.001) are significant at the level of p <.01 by gender 
and the role of instructor sub-dimension (p = .010) is significant at the level 
of p <.05. It is observed that this difference is in favor of male participants in 
the trust (X̅ = 3.22, SD = .95) and total philosophy (X̅ = 2.63, SD = .39) sub-
dimensions while it is the role of instructor sub-dimension (X̅ = 4.17, SD = 
.65) for female participants. There is a significant difference in pre-service 
teachers' searching for the truth (p = .037) sub-dimension and critical 
thinking total (p = .031) at p <.05 level. This difference is in favor of female 
participants in the searching for the truth sub-dimension (X̅ = 3.91, SD = .64) 
and critical thinking total (X̅ = 4.00, SD = .48). In other dimensions, the 
attitudes of male and female students are similar. 
 

Table 3. T-test results for Philosophy Course Attitude and Critical Thinking 
Dispositions by Department 
Sub-dimension Department N X̅ SD t p 

Affection 
Science and Math 217 1.69 .92 

2.670 .008** 
Social Sciences 113 1.44 .74 

Trust 
Science and Math 217 3.03 .99 

2.111 .036* 
Social Sciences 113 2.79 1.01 

Philosophy Total 
Science and Math 217 2.55 .40 

2.577 .011* 
Social Sciences 113 2.44 .34 

*p<.05, **p<.01 
As it can be seen in Table 3, the attitudes of pre-service teachers in 

affection (p = .008) sub-dimension differs significantly at the level of p <.01 
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according to the department they study. Also, the trust (p = .036) sub-
dimension and philosophy total (p = .011) are significant at p <.05 level. The 
direction of difference is in favor of science and mathematics departments 
in affection (X̅ = 1.69, SD = .92), trust (X̅ = 3.03, SD = .99) and philosophy total 
(X̅ = 2.55, SD = .40). There was no significant difference in other dimensions. 
 

Table 4. T-test results for Philosophy Course Attitude and Critical Thinking 
Dispositions by Grade 
Sub-
Dimensions Grade  N   X̅ SD     t     p 

Affection 
1 183  1.48 .76 

-2.688 .008** 
2 147  1.75 .98 

Utility 
1 183  2.63 1.07 

-3.092 .002** 
2 147  3.00 1.08 

Philosophy 
Total 

1 183  2.46 .38 
-2.728 .007** 

2 147  2.57 .38 

Reasoning 
1 183  3.90 .64 

-2.684 .008** 
2 147  4.08 .54 

Critical 
Thinking Total 

1 183  3.92 .48 
-2.088 .038* 

2 147  4.03 .47 
*p<.05, **p<.01 
 

In Table 4, it is seen that pre-service teachers' attitude significantly differs 
at p <.01 for affection (p = .008), utility (p = .002) and philosophy total (p = 
.007) based on their grade. Accordingly, the attitudes of 2nd grade students 
differ from 1st grade students in terms of affection (X̅ = 1.75, SD = .98), 
utility (X̅ = 3.00, SD = 1.08) and philosophy total (X̅ = 2.57, SD = .38). The pre-
service teachers' dispositions in the dimension of reasoning (p = .008) shows 
a significant difference at the level of p <.01, and the dispositions in critical 
thinking total (p = .038) at the level of p <.05. This difference is in favor of 
2nd grade students for the reasoning (X̅ = 4.08, SD = .54) and critical 
thinking total (X̅ = 4.03, SD = .47). There was no significant difference in 
other dimensions. 

Findings Related to the Third Research Question 

Correlation analysis results on whether there is a relationship between 
philosophy and critical thinking are given in Table 5. 
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Table 5. Correlation Analysis of Philosophy and Critical Thinking 
Relationship 
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.48** .51** .48** .81** .44** .47*       .68** 

N=330 **p<.01 
 

The relationship between the role of the instructor which is a sub-
dimension of philosophy and the critical thinking of pre-service teachers are 
shown in Table 5. According to this, a positive significant relationship was 
found between the role of the instructor and the sub-dimensions of critical 
thinking as r = .48 (p <.01) for reasoning, r = .51 (p <.01) for reaching 
judgement, r = .48 (p <. 01) for searching for evidence, r = .81 (p <.01) for 
searching for the truth, r = .44 (p <.01) for open-mindedness, r = .47 (p <.01) 
for systematicity and r = .68 (p <.01) for critical thinking total respectively. 
The findings reveal that there is a positive, moderate relationship between 
the role of the instructor which is a sub-dimension of philosophy and 
reasoning, reaching judgement, searching for evidence, open-mindedness, 
systematicity, and critical thinking total which are sub-dimensions of critical 
thinking. Also, high relationship in the positive direction was found 
between the role of the instructor and searching for the truth. 

 

Findings Related to the Fourth Research Question 
 

The findings of multiple regression analysis regarding the predictiveness 
of critical thinking are given in Table 6. 
 

Table 6. Regression Analysis Results of the Role of the Instructor in 
Predicting Critical Thinking 
Variable B R R2 β t F p 
Fixed 1.976 - - - 16.426 - .000** 
Role of 
Instructor 

 
.485 

 
.68 

 
.46 

 
.680 

 
16.807 

 
282.480 

 
.000** 

**p<.01 
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Looking at Table 6, it is seen that the role of the instructor explained 46% 
of the total variance in critical thinking (R = .68, R2 = .46, p = .000). In other 
words, the role of the instructor explains 46% of the changes in critical 
thinking significantly. The total effect of the role of the instructor on critical 
thinking is (β = .680). According to these findings, it can be said that the role 
of the instructor is a significant predictor of critical thinking disposition. 

Discussion and Conclusion 

In this study, which investigates the relationship between pre-service 
teachers' attitudes towards philosophy lesson and their critical thinking 
dispositions, it is found that pre-service teachers have "very low" attitude 
for affection sub-dimension, "low" attitude for apathy and philosophy total 
sub-dimensions, "moderate" attitude for utility and trust sub-dimensions 
and "high" attitude for the role of instructor sub-dimension regarding 
philosophy lesson. Pre-service teachers' philosophy attitudes are ranked as 
affection, apathy, utility, trust and the role of the instructor, from the lowest 
to the highest, respectively. In the study of Tecim (2015), the ranking of the 
pre-service teachers' philosophy attitudes was as affection, utility, trust, 
apathy and the role of the instructor, and the finding that the teacher 
candidates had the lowest philosophy attitude in the “affection” dimension 
and the highest philosophical attitude in "the role of the instructor" 
dimension is consistent with the finding of this study. Critical thinking 
dispositions of pre-service teachers are “high” in all dimensions including 
reasoning, reaching judgment, searching for evidence, searching for the 
truth, open-mindedness, systematicity and critical thinking total. As for the 
arithmetic averages, pre-service teachers tend to have the lowest disposition 
for “reaching judgment” and the highest for“ open-mindedness” 
dimensions. There are studies in the literature that indicate that the critical 
thinking dispositions are high (Deringöl, 2017), moderate (Korkmaz & Yeşil, 
2009; Semerci, 2010) and low (Baran & Balcı, 2017; Sarıtaş & Yıldırım, 2020). 

According to the philosophy results of the study, a significant difference 
was found in the attitudes of pre-service teachers towards trust and 
philosophy total in favor of males by gender, and the role of the teacher in 
favor of females. In studies conducted by Duman (2008) and Kumral (2015), 
it has been reported that the gender variable makes a difference between 
female and male participants in determining the philosophy attitude. 
Unlike this research, Doğanay (2011), Özbaş (2015) and Tecim (2015) 
concluded that the pre-service teachers' philosophy attitudes do not differ 
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by gender. In the results of the research related to critical thinking, it was 
determined that there was a significant difference in searching for the truth 
and critical thinking total in favor of female participants. In the literature, 
there are studies which found that critical thinking dispositions differ in 
favor of female students (Beşoluk & Önder, 2010; Çetinkaya, 2011; Can & 
Kaymakçı, 2015; Ateş & Yavuz, 2018). In the studies of Bökeoğlu and 
Yılmaz (2005), Emir (2012) and Kartal (2012), it was concluded that the 
disposition of critical thinking differs in favor of male students. On the 
other hand, the studies of Piji-Küçük and Uzun (2013), Açış (2015), Yıldırım 
and Şensoy (2017) put that the disposition of critical thinking does not differ 
by gender and shows similarities among girls and boys. 

In the results of the research, a difference was found in favor of science 
and mathematics departments for affection, trust and philosophy total sub-
dimensions according to the department where the pre-service teachers 
study at. In the studies carried out by Duman (2008), Kumral (2015) and 
Aybek and Aslan (2017), it was concluded that there is a significant 
difference in the philosophical attitudes of pre-service teachers according to 
the department they study. In a study conducted by Ekiz (2007), it was 
revealed that pre-service mathematics teachers adopt philosophical 
attitudes more than pre-service social studies teachers. Çetin, İlhan and 
Arslan (2012) determined that the pre-service teachers' philosophy attitudes 
differ according to the department they study and that the difference was in 
favor of social studies pre-service teachers when compared to science pre-
service teachers. Similarly, Üstüner (2008) reported that social studies pre-
service teachers' philosophy attitudes were stronger than science teachers. 

According to the results of the study related to philosophy, it was 
determined that the attitudes of pre-service teachers differ in favor of 2nd-
grade students according to the class they are attending. This result can be 
interpreted as the pre-service teachers' beliefs in philosophy grow in the 
later years of the university. Biçer, Er and Özel (2013) and Öztürk and 
Bilgen (2018) state that the pre-service teachers' philosophy attitudes differ 
according to the level of their class. The results of the research related to 
critical thinking show that the pre-service teachers' dispositions 
significantly differ for 2nd-grade students in reasoning and critical thinking 
total. It has been reported that pre-service teachers' critical thinking 
dispositions differ according to the grade level in the studies carried out by 
Durukan and Maden (2010), Kızıltaş (2011), Karalı (2012), and Yılmaz 
(2017). Unlike the research results, Karaman (2016) determined that pre-
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service teachers' critical thinking dispositions do not differ according to the 
class they are attending. 

In the research results, a positive, moderate relationship was found 
between the role of the instructor and reasoning, reaching judgement, 
searching for evidence, open-mindedness, systematicity and critical 
thinking total; a positive, high relationship was found between the role of 
the instructor and searching for the truth. Considering the results obtained 
in a holistic way, it was understood that the pre-service teachers' attitudes 
towards philosophy course were effective in shaping critical thinking 
dispositions. In the literature, there are studies that overlap with this result 
of the research. Winstanley (2009) states that philosophy is privately 
associated with critical thinking, and critical thinking is the core of 
philosophy. In their studies with elementary school students, Tabatabaei 
and Mousavi (2012) came to the conclusion that philosophy teaching 
developed students' critical thinking dispositions. Hayırsever and Oğuz 
(2017) report that there is a significant relationship between pre-service 
teacher' educational beliefs based on their philosophy of education and their 
critical thinking disposition and their education beliefs affect their critical 
thinking disposition. Rahdar, Pourghaz and Marziyeh (2018) stated that 
teaching philosophy has a positive effect on critical thinking disposition of 
secondary school students. 

The most important result of the research is that the role of the instructor, 
one of the sub-dimensions of philosophy, is a significant predictor of critical 
thinking disposition. When the related literature is examined, it is seen that 
a limited number of studies investigated the relationship between 
philosophy and critical thinking. In a study conducted by Aybek and Aslan 
(2017), the pre-service teachers' critical thinking disposition and educational 
philosophy were examined in terms of various variables, but the 
relationship between educational philosophy and critical thinking was not 
mentioned in the study. Ağdacı (2018), on the other hand, concluded that 
progressive education philosophy is a significant predictor of critical 
thinking disposition in a study conducted with service teachers. Harrell 
(2004) reported that taking the course of philosophy helps students develop 
certain critical thinking skills. Solon (2011) states that the experimental 
group students who were taught critical thinking skills in the philosophy 
course received significantly higher scores than the control group students 
who did not take this course. Ortiz (2007) states that although philosophy 
improves critical thinking skills at a low level, this is not the most effective 
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way. 
In this study, the relationship between pre-service teachers' philosophy 

lesson attitudes and critical thinking dispositions were examined. The 
limited number of studies in which this relationship has been examined in 
the literature is a limitation for the generalizability of the results. It can be 
possible to reach more generalizable results as a result of expanding the 
research pool with the studies in which the relationship in question is 
coordinated with different variables and different analysis methods. 
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Introduction 

Foreign language learning does not occur in vacuum. It is the action or 
process of transmitting of facts related to language or creating rote 
memorization practices and other processes. 

It can provide opportunities in order to interact and communicate 
meaningfully and purposefully with others in the target language. Hence, 
internal and external factors in learning a foreign language are 
recommended to be taken into consideration. 

Shunk (2009) mentioned that learning is an enduring change in 
behavior, or the capacity to act in a given way that results from practice or 
other forms of experience.  

Learning a foreign language is not an easy practice in general for 
learner no matter who the learner is. 

Brown (2000) stated that we as the teachers must have a comprehensive 
knowledge of the entry behavior of the learner, of the objectives we as the 
teachers want to reach, and the objectives learners wish to reach, and 
teachers should be aware of possible teaching methods. 

Broadly speaking, in learning a foreign language we experience and 
face some factors that their impacts cannot be ignored at all namely as 
internal factors and external ones.  

To exemplify some of the internal factors, intelligence and perception, 
self esteem, and learning styles, age, motivation, and aptitude and cognitive 
style can be named. 

Regarding external factors, we can immediately remember curriculum, 
instruction, culture and status, motivation, and accessing to related and 
effective learning aids. 
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Exploring internal and external factors in terms of learning a foreign 
language for people over 60 years old can help the educators to improve 
themselves, expand their educational perspectives, and maximize their 
teaching and learning potential as well as the learners’ potential. This 
exploring internal and external factors can help the learners improve their 
language competency. 

Internal and External Factors In Brief 

Broadly speaking, internal and external factors are referred to the 
elements present inside and outside every human being as an individual.  

Internal factors can be defined as those elements individuals bring with 
themselves to the learning context and these components are affected by 
other issues which maintain in the setting in which learners live.  

In addition to setting, foreign language itself penetrates some other 
factors into the process of foreign language learning.  

Learning a foreign language is not a simple subject. Brown (2000) stated 
that we are supposed to gain a comprehensive knowledge of the entry 
behavior of a person. Also, the objectives expected to be reached through 
possible method should be understood.  

In learning a foreign language, the learner’s whole person is influenced 
as he / she tries to go beyond the limitation of his / her first language and 
apply the accumulation of the first language into a new language (foreign 
language), new culture, new way of feeling, attitude, and acting. 

Huchinson and Waters (1987) expressed that learning a language is an 
emotional experience, and the feeling that the process of learning stimulates 
can have an important relevance on the success or failure on the learning. 

Concerning internal factors, according to Brown (2007), they are 
determined by each individual and student such as motivation, attitude, 
personal practice and study habits. Any of these factors is specified as being 
an element regarding each learners′ ability for acquiring a foreign language. 
Nevertheless, every part interacts with another as well.  

In terms of external factors, they are those factors which originate 
outside the individual / learner. Based on the definition expressed by Brown 
(2007), external factors can be varied for each individual, however, their 
common feature is that all of them are dependent on the outside situations 
which are beyond the learner’s control. 

In the aspect of motivation, extrinsic and intrinsic motivation can be 
highlighted. Harmer (2001) mentioned that although there could be contrast 
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between intrinsic motivation and extrinsic motivation at the first sight, it is 
possible to recognize some circumstances in which both intrinsic and 
extrinsic rewards to be correlated resulting in learning motivation.  

Learners being intrinsically motivated are expected to actively and 
willingly get involved in practicing foreign language learning tasks. 
Consequently, foreign language teachers are advised to use such motivating 
activities to promote their learners’ motivation level as much as possible.  

Regarding attitude toward language learning, needless to say, the 
foreign language learner’s attitude toward the language he / she is working 
on, whether positive or negative, can have a direct effect on learning. 
Actually, if it is positive, it is going to facilitate learning, but if it is negative, 
learning is likely to be hindered and failure might be anticipated.  

Some General Factors Influencing Learning A Foreign Language  

Motivation is absolutely functional in learning a foreign language. 
When a language learner perceives and internalizes the importance of 
learning, understanding, and using a foreign language and its direct 
application and influence on their life, they are supposed to learn better and 
faster. 

It is believed that a contextual, theme-based, relevant, appropriate 
curriculum for specific age group can foster excitement, interest, and 
motivation in learning a foreign language.  

As soon as foreign language learners feel and observe meaningful 
associations of a foreign language learning to their lives, they are 
anticipated to become interested in dealing with the language. This may 
lead to taking risks by the learners in order to produce language. 
Consequently, acquiring the language gets faster and more meaningful and 
effective as well. 

Support is also crucial for learning a foreign language. Foreign 
language learners need to be exposed to language learning supports from 
different ways / sides. This is considered as an important issue for both 
language comprehension and language acquisition. Under any 
circumstances, whenever foreign language learners seek help for their 
language learning, the relevant support should be available and accessible 
as well. 

Prior linguistic knowledge can play an important role to facilitate 
learning a foreign language. Once we, as human beings, studied and 
acquired a language, our skills in terms of learning another language is 
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going to be increased.  
It is accepted that foreign language learners possess the ability for 

translating language learning skills from one language to another. It can be 
actualized due to the fact that language learners can recognize the rules and 
patterns of language despite of the lexical differences. 

Learning environment / settings are also the key points regarding 
learning a foreign language. Language learning environment in general and 
foreign language learning specifically should be comfortable, relaxing, and 
fear free for these language learners as much as possible. This can cause 
positive attitudes and feelings towards their language learning. In other 
words, this positive environment has an impact on the learners’ motivation. 
Needless to say, low anxiety language learning environment is supposed to 
make the chance for acquisition increased. The opposite situation is going to 
result in negative consequences. 

There is no doubt that teaching strategies should be highly considered 
in terms of learning a foreign language. The foreign language teaching 
strategies applied by the teachers are going to be very influential on foreign 
language learning. For instance, how the teachers convey the concepts of a 
language to the learners, how the teachers themselves internalize and 
consider various teaching and learning styles of a foreign language, 
teachers’ understanding and experience regarding the learners’ different 
levels of the language perception, how much the teachers are aware of 
multiple language learning styles, and the teacher’s background concerning 
various teaching and learning language models, approaches, strategies, 
techniques, tactics, and providing feedbacks are absolutely crucial to be 
pinpointed.  

Learner’s personality should not be ignored when learning a foreign 
language is the point of interest. Whether the foreign language learner is 
introverted or extroverted can play an important role in the language 
teaching and learning. 

It seems that it takes longer time and efforts for more introverted 
foreign language learners to acquire a foreign language since these types of 
students are likely to be more hesitant to take risks for producing the 
language and make mistakes. 

On the other hand, extroverted learners are expected to produce the 
language with more confidence and their curiosity can help them to take 
risks when exposed to new foreign language contexts. 

Here, creating suitable and positive foreign language environments / 
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settings / contexts is necessary. These situations are going to help the 
learners observe, understand, internalize, and feel that making mistakes is a 
natural part of learning in the language process. It should also be 
emphasized that perfectness in learning and producing a foreign language 
is not sought. 

Age is assumed to be the fundamental point in learning a foreign 
language. While students of all ages can learn a foreign language, it is 
assumed that certain aspects of a foreign language learning are influenced 
by the learner’s age. Linguistically speaking, it seems to become more 
difficult for foreign language learners to have native pronunciation as they 
get older. In addition, acquiring a foreign language entirely appears to need 
much more efforts and struggle in the course of aging. How much it is true 
for every foreign language learner needs to be researched for a long time 
and from different perspectives. 

Internal and External Factors in Learning A Foreign Language 

It is obvious that English language is the most commonly used 
language in the world.  

Although there are some scientific facts regarding leaning and teaching 
a foreign language in general, appropriate foreign language teaching and 
learning strategies can be different from language to language and age to 
age. 

In terms of learning a foreign language, internal factors can be those 
that the bilingual language learners bring with them to a particular learning 
circumstance / context.  

It is logical to express that each foreign language learner can learn it in 
different ways, speed, and context. In general, some of these learners may 
learn a foreign language more quickly and easily compared to others and 
vice versa. 

Actually, there exist many crucial factors affecting success in learning a 
foreign language which we can neither control nor exhaust them all. 

Broadly speaking, these factors can be classified as internal and external 
ones. They have different functions, mechanisms, and roles in acquiring a 
foreign language for any age group. 

To exemplify some internal factors, they can be intelligence and 
perception, self esteem, and learning styles. Some external factors can be 
motivation and socio cultural status. 

The issues of intelligence, mental maturity, age, and motivation are 
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discussed here. 
Intelligence, as an internal factor, seems to have a significant role in 

learning a foreign language. It seems that people who can speak two 
languages are more intelligent than those who speak one language. 

Regarding mental maturity, it is considered to be one of the internal 
factors which affects language acquisition. For children, mental maturity 
can lead to acquire a new language. 

In terms of age, there is no doubt that the influence of it on foreign 
language acquisition is very crucial. In general, the process of foreign 
language acquisition can be affected by learner’s age. It is claimed that the 
ability to acquire language at a younger age is at higher degree and gets 
more intuitive.  

Olsen and Samuels (1973), (Krashen, Long and Scarcella 1982) stated 
that adults learn faster compared to children and perform better in 
Grammar in the short term. However, Burstall (1975) mentioned that 
children seem to be superior with the learning of pronunciation. 

Concerning motivation, it can be reflected in the personality of the 
learner for learning a foreign language. On the condition that a learner is 
motivated enough and has a strong personality, acquiring a foreign 
language can be facilitated. In addition, motivation can be reflected as a 
type of desire for learning. It seems very difficult to teach a foreign 
language in a learning context and setting when the learner does not have a 
desire to learn the language.  

Basically, external factors are the ones that characterize a particular 
circumstance of learning a foreign language. 

There are particular external factors which are discussed here. 
Curriculum, being one of the external factors, can shape, guide, and 

systematize foreign language learning and teaching experience 
appropriately based on the learners’ needs. 

Instruction is believed to be another external factor in learning a foreign 
language. It is clear that different foreign language teachers can deliver the 
teaching differently. Therefore, the effectiveness of teaching and learning of 
a foreign language can be different as well. 

In fact, if a foreign language teacher has gained and developed a strong 
personality herself / himself accompanied by developing appropriate 
foreign language teaching strategies, the students are going to benefit from 
this situation to a great extent. Needless to say, using a foreign language 
education program is needed by all means.  
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Motivation can also be categorized as an external factor in learning a 
foreign language. It influences foreign language acquisition for sure.  

Foreign language learners who are exposed to continuing and 
appropriate encouragement in realistic manners to learn by their teachers, 
educationalists, friends, peers, and families are going to be more devoted to 
their learning. 

Access to native speakers is considered as another external factor. Since 
native speakers can be linguistic models for foreign language learners, they 
are to provide correct and suitable feedback.  

It is likely that foreign language learners demonstrate slower 
progression concerning oral aspect of a foreign language acquisition.  

Using kinematic games and visual learning are also classified as 
external factors. In learning a foreign language, applying kinematic games 
and visual learning should be noticed well enough since they affect learning 
a foreign language positively and in the long run. It can also be fun. Many 
activities can be included in this way namely drawing design visible 
activities and puzzles through games.  

Educationally speaking, either the transmission of facts for language or 
from a succession of rote memorization drills is not supposed to result in 
learning meaningful and effective a foreign Language. 

According to Collier (1988), successful language acquisition depends on 
the learner’s age.  

There exist many internal factors affecting learning such as age, 
aptitude, motivation, attitude, personality, cognitive style, hemisphere 
specialization, and learning strategies. However, it is claimed that the 
internal factors called age, motivation, attitude and personality factors are 
among the most influential ones regarding learning a foreign language. 

Teacher is noticed as being a crucial external factor. Foreign language 
teachers like any other teacher, learner, and human being have their 
personal characteristics, experiences, and individual differences which are 
going to affect their performances in teaching and delivering their 
knowledge in every aspect, step, and circumstance. Accordingly, their 
learners, no matter whom they address, are under this influence as a whole. 

In teaching a foreign language, some of the teacher’s characteristics can 
affect his / her teaching directly or indirectly. For instance, the teacher's 
social class, ideology and beliefs derived from his / her background likely 
have some impacts on his / her attitudes, behaviours, and performance 
while teaching and contacting the learners, educationally speaking. 
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Particular values and attitudes could be transmitted to the learners of a 
foreign language teaching by the teachers. Consequently, they are likely to 
be the behavior model (s) for the learners to some extent. 

Some Specific Factors Influencing Learning A Foreign Language 

To remind some specific factors affecting learning a foreign language, 
affective factors, intrinsic and extrinsic motivation, learner's personality, 
and cognitive styles can be mentioned. 

In terms of affective factors, it can be said that language learning covers 
emotional reactions by which positive or extreme negative outcomes are 
determined to some extent.  

Foreign language learners can react to their teacher's performance in 
learning and teaching settings in different affective manners. These learners 
may get enthusiastic regarding the contexts in which they are exposed to. 
However, they might reject the teaching situation and be passive receiver of 
the language. 

Regarding motivation, it is obvious that motivation is a critical role in 
terms of perceiving the foreign language learner’s affective state. 
Conceptualization appears to be a widespread problematic issue related to 
motivation. 

Motivation has been reflected and discussed from different viewpoints 
which provide various paradigms. Two of them are intrinsic motivation and 
extrinsic motivation.  

For intrinsic motivation, it can be expressed that in this paradigm, 
motivation is expressed from an inherent interest in the learning activities 
not considering external control or intervention. 

Within this paradigm, the foreign language learner’s perception of 
himself / herself is highly considered. Besides, the learner’s self-esteem is 
the underlying aspect.  

In the sense of extrinsic motivation, motivation is highlighted here as 
being the outcome of external factors. For this reason, the degree of 
motivation is going to be fluctuated based on the intensity of external 
factors.  

Muchnick and Wolfe (1982) stated that it seems impossible for students 
to separate these two kinds of motivation. 

Regarding learner’s personality, it is assumed that some certain 
personality traits can be presented by some foreign language learners who 
achieve success more than the other learners who have not shown these 
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certain personality traits. In fact, proving these perceptions are challenging 
and debatable.  

Concerning cognitive styles, it can be reflected in the manner that 
foreign language learners perceive, process, and organize their learning in 
various ways. As (Brown 1980) verbalised, these special ways in which 
students struggle to learn are named cognitive styles, learning styles or 
cognitive strategies.  

(Harada, Natelson Love, Triebel 2013), (Salthouse 2010) and (Levy 1994) 
stated that if we want to perceive the association of cognition changes with 
normal aging, it is necessary to appreciate some of the limitations being 
inherent in studying both cognition and aging. 

As Harada et al. (2013), Salthouse (2010), Lezak et al. (2012) and 
Salthouse (2012) mentioned, although there exist some limitations in terms 
of studying normal cognitive aging, some research evidence of predictable 
and reproducible changes in cognition realising in the course of normal 
aging can be found. Cognitive abilities can be categorized into crystallized 
abilities and fluid abilities when describing and differentiating which 
cognitive abilities are changed with age and which are not. 

Crystallized abilities can be defined as the cumulative skills and 
memories which originate from cognitive processing happening in the past, 
typically in the form of acquired knowledge.  

Regarding reflecting crystallized abilities, the tests of general 
knowledge namely reading comprehension, math, science can be explored. 
Also, historical information, and vocabulary are important in this sense.  

Fluid abilities need cognitive processing at the time of assessment and 
reflect manipulation and transformation of information for completing the 
test.  

Tests of fluid abilities require the subject to attend to one's environment 
and process new information quickly to solve problems. 

According to Lezak, et al. (2012), cognitive abilities can be classified 
into many specific cognitive domains covering attention, memory, executive 
cognitive function, language, and visuospatial abilities. Measurable declines 
with age can be found in each of these domains.  

Lezak et al. (2012) expressed that executive cognitive function consists 
of decision making, problem solving, planning and sequencing of 
responses, and multitasking. As a matter of fact, through advancing age, 
executive cognitive function of each of these areas decreases. Besides, 
concept formation, abstraction, and mental flexibility reduce with age, 
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particularly in the people older than 70 years old. 
Lezak et al. (2012) also elaborated on speech and language function. As 

they mentioned, speech and language function remain mostly intact with 
advancing age. Vocabulary, verbal reasoning, and speech comprehension in 
normal conversation all remain stable into advanced age. 

In fact, it is significant to recognize and perceive cognition changes with 
age comprehensively since measurable changes in cognition are to be 
realized in the course of normal aging.  

Some Suggestions for Facilitating Teaching and Learning A Foreign 
Language for People Over 60 Years 

The acquisition of a foreign language in the people over 60 years old is 
needed to be monitored closely.  

Initially, The United Nation (UN)’s assumption regarding the definition 
of elderly, in our context over 60 years old people, needs to be specified. 

According to the World Health Organization (WHO 2014, p. 4), the 
United Nations (UN) states that older people are those who are over 60 
years old, even though, the chronological age is not the only factor involved 
in this definition. Health state and social independence are also involved 
(WHO, 2014, p. 4) 

Based on the above statement, other factors such as cognitive and social 
ones and their roles in the learning and teaching process of a foreign 
language to these people are required to be explored comprehensively. 

Memory is the factor which is determined in the category of cognitive 
factors. 

Ortega (2013) and Williams (2012) noticed working memory through its 
relation to second language acquisition in general. 

In addition to cognitive factors, there are affective and emotional issues 
that these learners (older ones) have to struggle with. 

Besides, Lightbown and Spada (1999) stated that in spite of the fact that 
motivation is crucial, there does not exist the complete achievement of 
language acquisition. For instance, some learners can be found highly 
motivated, however, proficiency is not reached by them. 

In terms of language learning strategies, Oxford (1990) believed that 
learning strategies are the steps which are taken by students for the sake of 
promoting their own learning. 

Regarding learning a foreign language, the learners might try different 
learning strategies in order to achieve goals they have already been set. 



40 
 

Although these learners may not be aware of the functionality and 
effectiveness of these strategies, trying them can provide some ideas for 
eliminating ineffective learning strategies and considering the effective ones 
to some extent. 

We should remember that language acquisition is believed as an innate 
process specified by means of biological factors. 

The foreign language teachers who are involved in teaching a foreign 
language to people over 60 years old are recommended to gain some solid 
knowledge concerning the field of geriatrics. 

It should be noted that a foreign language learner over 60 years old 
may require special supports and realistic hopes in teaching and learning. 
The teachers are supposed to be well informed and be aware of these 
specific supports when needed. 

In language learning, it is assumed that all senses should be involved to 
maximize it. 

Different types of activities are going to be functional and effective in 
terms of teaching and learning a foreign language for people over 60 years. 
Some of them can be story telling (some learners can tell their stories and 
also listen to other learners), jokes, and playing appropriate and meaningful 
games with peers, children, young people, and adults. Additionally, the 
learners can video their performances themselves and each other. This can 
be actualized through single, pair or group work. 

Appreciating these learners’ efforts, officially and unofficially, should 
be highly considered. This can affect their motivations positively and lead 
to conducting more future activities. 

Suitable competitions with simple and easy criteria, publicly or inside 
the organizations, can provide feeling of responsibility, discipline, 
cooperation, and management. 

Also creating appropriate and interesting settings, arranging some 
travel, decorations, colouring, feeding, cooking, camping, theatre work, 
movies, plays, and role models can facilitate teaching and learning a foreign 
language for people over 60 years. These learners can be asked and advised 
to offer, design, propose, and manage the activities by themselves. 

In fact, integration of multiple factors should be thought of in terms of 
teaching and learning a foreign language for people over 60 years. 

Educationally speaking, learning during lifetime should be relevant, 
meaningful to the learners involved in the learning process. In addition, the 
age, life experience, and background should be suitable for the type of 



41 
 

learning. 
These groups of learners are supposed to be ready to learn and change. 

Actually, changing habits of life, habits of learning, practice, and lifestyle 
cannot be realised easily. To be realistic, it is going to be different from 
person to person and culture to culture. The educators and teachers should 
provide some examples of people who have already managed these changes 
in real life. 

Fear of learning something new in general and learning a foreign 
language for people over 60 years in particular is a simple fact that all of us 
should be aware of it. 

Conclusion  

The success in teaching and learning a foreign language depends on 
many factors. Two crucial factors, being age and motivation ones, are 
among the most influential important factors that influence the acquisition 
of a foreign language. 

Regarding having a competency in his or her own language, it might be 
true that a foreign language learner may improve the acquisition of a 
foreign language more rapidly compared with those who have little or 
almost no competency in their first language. 

In terms of motivation, it is claimed that motivated students are likely 
to achieve more success in foreign language acquisition when compared 
with the ones who are not motivated.  

Learning is an issue needed to be scrutinized from different 
perspectives and by multidisciplinary fields. Teachers as a whole and 
foreign language teacher in particular are recommended to tackle the factors 
affecting the process of learning profoundly. All internal and external 
factors relevant to foreign language learning should be explored to the 
possible extent. Then, their roles on the process of learning a foreign 
language should be specified. As a result, the foreign language teachers are 
able to consider and apply the theoretical foundation in their teaching and 
select the most effective choice of teaching practice.  

It is claimed that learning a foreign language can promote brain activity 
/ function as well as social interactions. 

It is said that socialization might be a kind of help for improving an 
older individual’s general well-being. 

Learning a foreign language for people over 60 years old can be an 
opportunity through which a whole new world is going to be observed due 
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to the fact that these learners are to be exposed to a new culture.  
Actually, little is explored in terms of learning and teaching a foreign 

language to people over 60 years old. Since the number of this group of 
people is increasing worldwide, it is worth considering this issue more. 

It seems logical and professional, educationally speaking, to 
recommend that foreign language teachers be aware of the internal and 
external factors having impact on the foreign language learning process of 
the people over 60 years old. This awareness is supposed to lead these 
teachers to choose effective and appropriate foreign language 
methodologies, approaches, and practices in the relevant contexts. 

In this sense, it is believed that gaining better perception concerning the 
relationship between the learners of a foreign language over 60 years old 
and the foreign language learning strategies applied to them and practiced 
by them may provide different perspectives for the professionals in this 
field. Accordingly, these learners’ characteristics and learning styles can be 
explored in better ways. 
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INTRODUCTION 

Today, it has become quite easy for people to access information. This 
has deeply influenced the education world, too. Firstly, computer aided 
learning systems were developed. With the proliferation of mobile phones, 
mobile learning has started to spread rapidly. Mobile learning, which offers 
self-learning opportunities without time and space constraints, now has 
become one of the most popular learning tools. For this reason, learning 
vocabulary in a foreign language through mobile applications has been 
examined as a research area. A semi-experimental study was carried out to 
test the effectiveness of Memrise vocabulary learning application. Control 
and experimental groups were formed from students studying in English 
preparatory classes of a public university in İstanbul. In addition to regular 
classes, the experimental group received Memrise vocabulary learning 
application. Students in both groups were inquired about the target words 
in a pretest and posttest before and after each unit. When the results of the 
control group inquired, the study indicated that there was not a significant 
difference between the posttest and pretest results of the control group. In 
the experimental group, on the other hand, majority of the students 
answered most of the vocabulary correctly in the post-tests, and thus, there 
was a significant difference between pretest and posttest results revealing 
the positive effects of the Memrise application. 
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STATEMENT OF THE PROBLEM 

The use of mobile tools in educational practices and mobile learning 
applications have gained significance in modern education and language 
education classrooms with the increasing technological advancements. It is 
important to study the influence of mobile learning applications in EFL 
learning, especially its impact on vocabulary learning, because vocabulary 
learning forms the cornerstone of language learning.  

In this study, an experimental and a control group were formed to 
study the effect of mobile applications on vocabulary learning through the 
use of Memrise mobile application. English preparatory school students of a 
public university constituted the participants of the study. Students were at 
the intermediate level and studied speak out intermediate level course 
book. Students were within the age range of 18-21. The findings of this 
research on vocabulary learning will shed light on Memrise application’s 
effect in vocabulary learning outcomes. The study can also provide 
implications about engaging in more effective language teaching practices, 
especially vocabulary learning in light of changing technologies. 

Mobile learning systems allow new possibilities for more effective 
vocabulary learning. According to Ally (2009), mobile technology provides 
quick and instant access to any educational material and thus facilitates 
autonomous learning. Mobile learning makes learning easier, faster and 
more fun. Boundaries of classroom is stretched so that learning in different 
contexts is possible. Thus, constant exposure to language through mobile 
applications builds on previous learning.  

RESEARCH QUESTIONS 

• What are the contributions of Memrise vocabulary learning 
application in vocabulary learning in comparison to traditional EFL 
teaching and learning practices?  

• Are there any differences between genders in vocabulary learning 
outcomes considering traditional method versus Memrise mobile 
application?  

• What are the differences in terms of performance outcomes between 
the Memrise mobile application group and the traditional vocabulary 
learning group? 
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LITERATURE REVIEW 

This study inquires the effect and potential of Memrise application in 
the teaching of vocabulary in an English preparatory school of a public 
university in İstanbul. Before delving into the concept of learning with 
mobile applications such as Memrise, it is necessary to include the 
antecedent of mobile learning, which is computer aided education. 

The earliest technological process in education was computer aided 
education. Computer Aided Education is the transfer of instructional 
content and activities through software. Similarly, computer assisted 
learning is a teaching system which strengthens the process and student 
motivation by combining students’ learning speed and principles of self-
learning and learner autonomy.  

Although educators have used computers in teaching foreign 
languages since the 1960s, they have become more widespread in recent 
years. Although the use of computers was not fully functional in all schools, 
use of technology in foreign language teaching began much earlier (Lee, 
2000). Computer Assisted Language Learning (CALL) is defined as the 
examination and investigation of computer applications for language 
teaching and learning purposes. According to Egbert (2005), CALL is any 
means of language learning through ICT (Information Communication 
Technology). This definition reveals the large scope of technology assisted 
language learning entails.  

Computer-assisted language education offers different options and 
materials for language learning, such as individualization of learning by 
adjusting input according to the learning speed. This enables the learner to 
control the learning process and optimizes student success and increases 
motivation by making learning enjoyable and interesting. There are some 
limitations to computer assisted language learning, too. Baek (2008: 668) 
specified some challenges for computer assisted foreign language education 
such as financial difficulties, lack of computer hardware and software, lack 
of technical and theoretical knowledge about computers, and resistance to 
technology use. Also, Baek (2008) argued that adaptation to the curriculum, 
and inadequacy of learners in terms of computer literacy and computer-
assisted language education pose some problems. These limitations were 
addressed through technological developments and prevalence.  

Although computers have been used since the first half of the 20th 
century, its use in educational practices did not come until the 1960s with 
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the popularization of CALL and it has become more popular in language 
education after 1970s. According to Levy (1997), Computer Aided Language 
Learning started with the PLATO (Programmed Logic for Automated 
Teaching Operations) Project in 1960 but PLATO could not respond to the 
needs of all learners fully. PLATO emphasized vocabulary and grammar 
exercises based on grammar translation leaving out learners’ speaking and 
listening needs unfulfilled. Computers developed rapidly in the early 1980s, 
both in educational environments and in people's homes. Computer 
Assisted Language Learning software also became more accessible on the 
market (Ittelson, 2000: 92). In order to learn about a subject, students can 
search electronic encyclopedias and watch related films/videos afterwards. 
The computer laboratory has become an integral part of foreign language 
programs in most educational institutions with the popularization of 
computer assisted learning (Hardisty and Windeatt, 1989). According to 
Warschauer and Healey (1998: 63), the history of computer assisted 
language learning can be divided into three stages: Behavioral Computer 
Assisted Language Learning, Communicative Computer Assisted Language 
Learning, and Integrated Computer Assisted Language Learning. Each stage 
corresponds to a certain pedagogical approach which are described in the 
following section. 

Behavioral computer assisted language learning was widely used in the 
1970s. The audio language teaching method and repetition method were 
used in this behaviorist period. Communicative computer assisted language 
learning period was in the 1980s. What was important in in this period was 
not what was done with the computer, but what the students did with each 
other while working on the computer. However, communicative period has 
been criticized since the 1990s. This paved the way for the transition to 
integrated computer assisted language learning. New second language 
acquisition theories and socio-cognitive perspectives have influenced many 
teachers and encouraged them to use more social and student-centered 
methods in this period. Approaches were developed to integrate the 
learners into environments where they are active in the process. Instead of 
visiting the computer labs once a week, students constantly attempt to 
integrate various technological learning skills in any time and any place.  

Due to advances in technology, language learners now have the 
opportunity to access online discourse communities such as forums and 
blogs. Computer assisted language learning allows learners to work at their 
own pace, enables active participation, improves the quality of teaching 
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methods and gives learners the opportunity to study and repeat after school 
hours (Kern, 2006: 191). Learners have the opportunity to view their own 
progress, determine a learning approach according to their learning styles 
and study autonomously. Students who are able to follow their own 
progress can take charge of their learning goals and learning pace. The 
possibility of independent learning free from the boundaries of school and 
books definitely increases motivation for language learning.  

There are also disadvantages to computer assisted language learning. 
For instance, the cost of computers and software systems is higher than 
other learning methods which has made it challenging for its widespread 
use in schools. Also, there is need to human personnel to assist with the 
working of these online systems. Lee (2000) listed the limitations of 
computer aided language learning as monetary barriers, use of computer 
hardware and software, technical and theoretical expertise and adoption of 
technology. In recent years, computers are ubiquitous and software offers 
many more opportunities than before through the internet and rapidly 
developing technology. Therefore, the aforementioned disadvantages have 
been resolved to a considerable extent.  

With the invention of mobile technologies, mobile tools began to 
develop rapidly. Consequently, mobile learning environments have become 
commonplace. Mobile learning applications create individual learning 
opportunities without time and space constraints. Naismith and Corlett 
(2006) stated that mobile learning supports (1) individual learning in which 
students can determine their learning speed, (2) situational learning 
involving a real context, (3) collaborative learning in which individuals 
learn by working in groups and helping each other, and (4) non-formal 
learning approaches, which would not be possible in formal learning 
system In today's world, everyone has mobile devices, and they do not only 
support learning, but also enable learners to communicate with each other 
through various social networks. Mobile learning accesses learning content 
through digital books or networks, and thus enriches the learning process, 
learning resources, learning opportunities and experiences.  

There is no accepted definition of mobile learning. Various educational 
experts have defined mobile learning in different ways. According to 
Geddes (2004), mobile learning is the acquisition of an information or skill 
by using mobile technologies and the formation of behavior change through 
them. Another definition by Traxler (2005: 5) is that mobile learning is the 
preparation of any training with tools that can be used alone or 
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predominantly in the palm of your hand. Quinn (2011), on the other hand, 
stated that mobile learning is the intersection of mobile computers and e-
learning. E-learning is independent of place and time through ever-present 
access as well as strong search capacity and rich interaction scope. It 
strongly supports effective learning with performance evaluation. Hence, 
mobile learning provides continuity and ease in its use without time and 
any place constraints even in the absence of a cabled network connection.  

Since there are numerous benefits to mobile learning such as enabling a 
personalized education without time and space boundaries, mobile learning 
application has become popular in the education world. Also, access to the 
internet has been easy with mobile internet even with no wired connection. 
Mobile devices individualize learning and attract many learners despite the 
cost of owning a mobile device, short battery life and the possibility of being 
distracted by other functions of mobile devices.  

Mobile assisted foreign language learning accelerated in the 2004-2005 
academic year owing to some universities in the US offering free iPods to 
their students (Chinnery, 2006: 12) and the unique mobile device 
functionality seen on Apple's iPhone in 2007 (Godwin-Jones, 2011: 7). 
Mobile assisted language learning was once thought to be a subfield of 
computer assisted language learning. Due to the rapid evolution of mobile 
devices such as mobile phones and tablets, it has developed as a new study 
field. Today, the most widely used mobile language learning devices 
include mobile phones, tablet computers, pocket computers, digital voice 
recorders and personal digital assistants. People and institutions who 
develop mobile learning applications use special programming tools, and 
generally present the applications they produce in the form of different 
applications that can work on both IOS and Android operating systems. The 
largest app vendors, the Apple App Store and Google Play, offer over 
800,000 mobile device apps. There are as many as 1000 applications for 
learning languages. Among many other applications, however, Memrise 
language learning application managed to outperform its competitors and 
has become one of the most downloaded language learning applications 
both on Google Play and the App Store and won the best application award 
from Google Play in 2017. 

 

METHODOLOGY 

In the study, Memrise foreign language teaching application was 
examined. A mixed approach method that includes quantitative and 
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qualitative elements was adopted. The technique is based on a quasi-
experimental research design in order to observe student success in 
vocabulary learning. The experimental group received mobile assisted 
vocabulary instruction in addition to regular classroom instruction, whereas 
the control group followed only regular classroom instruction from the 
instructor. To compare students' vocabulary development, pre-tests and 
post-tests were applied to both groups for each unit at the beginning and 
end of the eight-week instruction. In order to support and enrich students' 
vocabulary learning, pronunciations of each word and expressions were 
added to the application and stronger teaching was offered to the 
experimental group. Age group and gender distribution of the participants 
is listed in Table 1. 

Table 1: Age Group and Gender Distribution of the Participants 

 
Gender 

Experimental Group Control Group All Participants 
Number Percent Number Percent Number Percent 

Female 13 52% 14 56% 27 54% 
Male 12 48% 11 44% 23 46% 
Total 25 100% 25 100% 50 100% 
Age  
18 7 28% 8 32% 15 30% 
19 9 36% 9 36% 18 36% 
20 6 24% 5 20% 11 22% 
21 3 12% 3 12% 6 12% 
Total 25 100% 25 100% 50 100% 
 

The data were collected by taking the results of pre-tests and post-tests 
applied to 2 different classes. For the word test, 50 words and expressions 
were selected in 4 units and applied to control and experimental groups. 
The targeted words in the units were prepared in packs in the Memrise 
application. Prior to each unit, a pre-test was applied to the control and 
experimental groups asking about the targeted words and expressions. The 
control group continued classes as they did before. In the experimental 
group, the Memrise application was used in addition to the regular course 
instruction. At the end of the unit, both groups were applied a post-test by 
changing the order of the words in the pre-test. The students in the 
experimental group spent part of the course hours each week studying 



51 
 

vocabulary activities in the Memrise application, and also the time and 
learning levels of the students were followed by the teacher week by week 
through the application.  

The data obtained in the study were analyzed quantitatively and 
qualitatively. In the quantitative part, data in pre-test and post-test were 
compared and the vocabulary learning rates were represented in 
percentages. The results of the post-tests were examined to study the 
success of the application quantitatively. The results were analyzed by 
using the GraphPad Prism program with the multiple t test of two-way 
ANOVA, applying the Holm-Sidak method. In addition, a qualitative 
evaluation was carried out to support the quantitative evaluation. 
Qualitative evaluations were made by taking into consideration the 
character length of the word items and the periods spent in practice. These 
qualitative characteristics are not possible to represent in quantitative 
medium but still represent significant points of consideration worth taking 
into account. 

FINDINGS 

All students in the study use smartphones with mobile applications. 
With frequent use of applications on smartphones, the efficiency obtained 
from the Memrise application increased and became visible for the 
researcher to assess. 

In the experimental and control classes, the number of female and male 
students are close. The researcher observation revealed that female students 
in the experimental group used the Memrise application more intensively. 
When the general success of all participants was examined, it was 
determined that female students performed better than male students in 
pre-tests and post-tests. Number of female learners slightly outnumbered 
male learners, but it was not a significant difference.  

In the experimental group, none of the students who participated in the 
study were able to answer the entire 50-word test in the pre-tests correctly. 
While some of the students could not answer any items correctly, the 
majority of the students were able to answer only a few words correctly. 
When control group is analyzed, again none of the students answered the 
entire 50-word test correctly in the pre-tests. Yet, the pre-test results 
indicated that some of the students in the control group outperformed the 
experimental group participants. 

The post-test results of the experimental group contain quite different 
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findings than the pre-test results. Most of the students in the experimental 
group answered almost all of the given words correctly. There were no 
students who could not answer any words correctly. In the control group, 
on the other hand, the results in post-test very much replicated their 
previous performance in the pre-test. Surprisingly, the number of correct 
answers given by the control group students to the post-test is the same as 
the number of correct answers in the pre-test. There are also some students 
who could not answer any items in the post-test correctly. 

When the results of the experimental and control groups were 
compared in the pre-tests, the control group showed more successful 
results, yet the difference was not significant. When the results of the post-
tests were analyzed, it was observed that the experimental group made 
significant progress compared to the control group. 

When both experimental and control groups considered, long and 
complex expressions were answered incorrectly by almost all students in 
the pre-tests from both the groups. Most participants answered shorter 
words correctly. However, in the experimental group, the incorrect answers 
given in the pre-tests for the longer and more complex words were 
answered correctly in the post tests, which shows the improvement of the 
experimental group participants. In the case of the control group, the longer 
and more complex words and expressions that had been answered 
incorrectly in pre-tests, were also answered incorrectly in the post-tests, 
showing lack of progress in this group’s participants. Hence, the Memrise 
application increased motivation among students and an increase in 
vocabulary knowledge was observed in the experimental group.  

 
Figure 1: Both Control and Experimental Group Participants’ Pre-test 
Results 
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In the control group, there is no significant increase in the performance of 
the participants dissimilar the experimental group. 

According to the Figure 1 which shows pre-test results, it is seen that 
female students had 22% success rate in all units. Male students showed 
20% success rate in all units. There is an increase of success as we move 
from unit 5 to 8. It is possible to claim that the success of the students 
increased with the knowledge of vocabulary gained from the past units and 
with interest in the Memrise application. 

 
Figure 2: Control Group Pre-test Results 

According to Figure 2, although the average success of the control 
group in unit 5 and unit 6 was higher than the success of the experimental 
group in the pretests, a significant increase was observed in each unit in the 
experimental group participants. There was no such consistent increase in 
the results of the control group participants. When the pre-test results of the 
control group are evaluated according to gender, the average success of 
females was higher than males in each unit. Accordingly, the average 
success of females in all tests was 24%, while the average success of males 
was 19%. 

 
Figure 3: Experimental Group Pre-test Results 

0

5

10

15

UNIT 5 UNIT 6 UNIT 7 UNIT 8

C O N T R O L  G R O U P  P R E - T ES T

FEMALE MALE

0

10

20

UNIT 5 UNIT 6 UNIT 7 UNIT 8

E X P E R I M E N TA L  G R O U P  P R E - T E ST

FEMALE MALE



54 
 

There is a tendency of increase in the success of the experimental group 
using the Memrise application according to the pre-test results, while a 
similar success trend was missing in the pre-tests results of the control 
group. 

 
Figure 4: Experimental Group Post-test Results 

 
According to Figure 4, the success rate for female participants was 40% 

and the success rate for male participants was 33%. When the comparison is 
made according to the pre-test results, the success rate of females increased 
by 81.8% and the success rate of males increased by 65%. It is observed that 
the success rate increased considerably after the application of Memrise for 
both genders.  

 
Figure 5: Control Group Post-test Results 

Figure 5 indicated that, the success of the female participants increased 
only slightly while the success of the male participants did not change at all 
in the post-test results of the control group. There can be several factors for 
the lack of increase in achievement, but one of the factors can be due to not 
having different stimuli in the traditional language classes. 
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Figure 6: Learning Figure of the Students 

 

Number of words= # correct replies to the words in the post test - # of 
correct replies to the words in the pretest (whole class). The graph indicates 
standard error of mean (SEM). Statistical significance is determined using 
the Holm-Sidak method. Experimental group is significantly different from 
control group (p<0,0002, n=25). The effect of Memrise application on the 
overall success is clear. Both groups were given the same content in terms of 
vocabulary. The only difference between the groups was the Memrise 
application for the experimental group participants. The experimental 
group, whose vocabulary knowledge increased considerably, was able to 
obtain the efficiency required from Memrise application.  

CONCLUSION AND DISCUSSION 

Memrise application is a constantly developing application, therefore it 
is hard to estimate the results for future results. Only a limited number of 
participants were involved in the study which makes generalization to 
larger audiences problematic. Since no systematic change could be observed 
in students' success graphs, the research deliberately chose to focus on the 
qualitative evaluation of the results in addition to the quantitative results in 
order to yield more reliable results. 

According to the results, the study can claim that the Memrise 
vocabulary learning application was influential. The students in the 
experimental group were observed to be more motivated after they 
participated in the study throughout the two months period. They felt more 
confident as a result of their increasing success as they continued to be a 
member of the Memrise learning experience. Their attitudes towards the 
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classes changed. They started to participate in the course more actively and 
they were more interested in the subject matter. These are qualitative 
changes that were observed because of the instructor’s first hand 
observation of the experimental group participants. Mobile applications 
such as Memrise can make students more active participants of the learning 
process by sustaining their interest. The instant feedback students received 
from the application encouraged them to be more self-aware, which was 
observed through their classroom participation and general interaction in 
learning. We can say that Memrise application contributed towards more 
autonomous learning behaviors for the experimental group students. 

It is necessary to acknowledge that mobile applications may not teach a 
language on its own. However, educators can take advantage of mobile 
applications as supportive tool in their classes. Mobile applications can 
make regular classroom instruction more understandable and relevant to 
students. Besides, Memrise breaks the restrictions of time and space, and 
becomes a savior of the language teacher in overcrowded traditional classes 
of predetermined curriculum. An application like Memrise may allow 
vocabulary learning activities to be performed at a desired level otherwise 
impossible in traditional language classrooms. Mobile applications can be 
useful and supportive resources for language teachers who want to support 
the learning of their students. Vocabulary learning can be a boring task for 
many learners. Even very motivated learners can get bored trying to learn 
new words and keep them in memory. With applications such as Memrise, 
vocabulary learning can be fun and can be added flexibly to the schedule. 
This gives the student decision making power and increases learner 
autonomy. Also, Learners compete with each other in a relaxed atmosphere 
without fear of making mistake in front of others and enjoy learning 
vocabulary through gamification techniques. 

The education system should be developed and supported with new 
learning models. Mobile learning tools are constantly evolving, so there is a 
need to specify design principles and processes so as to develop mobile 
learning contents expeditiously. Almost everybody uses mobile devices, 
and thus all learners, but especially young learners should be encouraged to 
use these applications in education and in their private learning endeavors. 
These applications are particularly great resources for language instructors 
and language learners of all ages. Foreign language teachers should be 
instructed and motivated through training programs about technological 
devices and applications. In-service training about the use of technological 
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devices could be supplied for educators who may need assistance. Both 
teachers and learners should cooperate collaboratively in online and mobile 
learning practices. Teachers, instructional designers and application 
developers should all cooperate and learn from one another in order to 
attain the best educational possibilities. More research should be geared for 
the analysis and development of mobile applications because they hold a 
great place in the future of teaching in general and language teaching in 
particular. To conclude, a pandemic as Covid 19 proved the importance of 
online systems and distance education in our learning contexts and 
highlighted the importance of developing mobile applications. 
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Introduction 

A good curriculum is a regular and formal program which is 
formulated for the realization of the objectives of education. It should not be 
forgotten that ‘A good product requires a good process’ (Pekel, 2016). Each 
misconception is an obstacle that prevents countries from reaching their 
desired level of education. In order for each country to achieve its desired 
learning goals, each teacher should be able to eliminate every 
misconception that his or her students have and to eliminate the causes that 
are producing misconceptions during teaching. To achieve this, teachers 
need to know what the misconception is and how to deal with it. This 
section provides information on the nature of misconceptions and how to 
deal with them for teachers who want to bring their country to the level of 
contemporary education. 

Perceiving and using a concept differently from its scientific meaning is 
defined as misconception (misunderstanding). The concept is, in general, a 
form of information that represents the common properties of different 
objects and phenomena that can change. More clearly, the concept is the 
imagination of events and facts in the mind. For example, when a teacher 
refers to a tree, a tree figure is formed in the mind of each student. This 
figure is generally imagined with its roots, stem, branches and leaves. This 
image is the concept of tree. If we go deeper, there are many tree species 
that have different characteristics, however when we refer to a ‘tree’ we see 
only the image we have mentioned above. 

However, one should not be mistaken here. The word ‘tree’ is not a 
concept, it is a term. The term is the name of the concept. The concept is the 
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term which is formulated in our minds. 
Previous misconceptions also prevent the acceptance of new 

knowledge to be learned as it fuses with the student's understanding 
structure. In this case, the new information cannot be added in accordance 
with the student's structure and new misconceptions or incomplete 
understandings occur. 

Concepts are the building blocks of knowledge, and relationships 
between concepts are scientific principles. Concepts are not tangible things, 
events or entities, but abstract units of thought that we reach when we 
gather them under certain groups. Concepts exist purely in our thoughts 
and only examples of concepts can be found in the real world. From 
childhood, people learn the concepts that are units of thought and the 
words that are their names; they classify concepts, find relationships 
between them, thereby giving meaning to their knowledge. We reorganise 
them, even creating new concepts and new information. This learning and 
restructuring process in the human mind continues through our lives. 
Understanding the place of concepts in science and human knowledge, 
knowing the ways of learning, teaching concepts gives the teacher valuable 
information and skills (Turgut et al. 1997). 

In addition, everyone has a characteristic concept organization in which 
concepts are structured to enable a new learning configuration. The 
connection between previously established concepts and newly learned 
concepts differs from person to person, and newly learned concepts are 
associated with these individually changing concept organizations (Koray 
and Bal, 2002). 

Among the various studies conducted for science education, the most 
intensive studies are carried out based on the subject of ‘how to learn 
science concepts’ (Canpolat and Pınarbaşı 2002). 

Kaptan (1999) states that there is a three-staged mind process used by a 
person in the development of concepts. These are: 

1. Generalization process: Generalization in the concept development 
process is to gather the assets we are interested in a group according 
to their common characteristics and to name the group. In this case, 
it is necessary to avoid two negative situations, such as the inclusion 
of the bat in the bird class, which can be called excessive 
generalization, as well as the inclusion of the shampoo in the solid 
group, which can be called undue generalization. 

2. Discrimination process: It is as important as the generalization 
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process in the concept development process. Contrary to 
generalization, this process is based on being able to see the 
properties of events and assets that are not alike. For example, the 
concept of ‘citrus’ is reached by generalization due to its common 
features. However, when the differences are seen (such as orange, 
tangerine etc.,) a new concept develops in the mind. 

3. Description: The proposition that describes a concept with words is 
called the definition of that concept. 
Pınarbaşı (2002) states that since the concepts are abstract units of 
thought, there are several mind processes used by the person in the 
development of the concepts. The most important of these are: 
a. Generalization process representing the development of concepts 

by generalizing from a limited number of observations and 
experiences. 

b. Discrimination process based on being able to see the properties 
of assets and events that are not like each other. 

c. The induction process, from which we can draw conclusions 
from specific instances, to a general conclusion by examining the 
special cases. 

d. The deductive process that represents descending into special 
states based on general situations. 

e. It is the identification process in which an unknown concept is 
explained with the help of other known concepts. 

In many science education studies, it has been stated in numerous 
researches about students' learning science, that the basic concepts relating 
to the subject are incorrect, disorderly or incomplete. This has proved a 
fundamental reason why students are not being able to fully learn and solve 
problems. Research has been carried out on students with regards their 
understanding of biological concepts, and it has been observed that 
students' concepts relating to any subject in biology are incomplete or have 
alternatives to these concepts. 

The most important instructional results from research on 
misconceptions are: 

To better understand the difficulties of science learning, to realize 
meaningful learning and to be aware of the necessity of important changes 
in the educational process. In this sense, suggestions made especially on 
scientific comprehension strategies are important. According to these 
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suggestions, many difficulties in learning science may be due to the 
incorrect information that students obtained before their education, and the 
teachers' not being aware of this information (Posner et al. 1982). 

The information in the learning process can be compared to the bricks, 
which are the building blocks of a wall. The strength of the wall depends on 
the strength of each brick itself, as well as its relationship with other bricks. 
For a meaningful learning, all information must be organized separately 
and associated with other information. In addition, students have some 
preliminary information they have created as a result of their interaction 
with the natural and social environment they live in. Often this preliminary 
information may prevent students from reaching scientific truths, and as a 
result, the student may not learn the desired new information. One of the 
aims of today's science education is to identify the preliminary knowledge 
that students have and to determine the most appropriate methods that will 
reach the targeted level of knowledge in the curriculum by determining the 
effects of these on learning. 

According to Novak (1984), one of the important factors that 
determines how well the information is understood is the information 
structure that the student has. Because this information structure affects the 
recall of information and its application to other fields. Novak states that 
there is a hierarchical system relating to concept teaching in the information 
structure. Recently, great importance has been attached to concept 
education in biology, physics and chemistry education. Ayas et al. (1997) list 
the most important reasons for attaching great importance to concept 
teaching as follows: 

1. Today's teaching approach accepts that permanent learning is not 
operational but conceptual. 

2. If the student can apply his or her knowledge to new situations that 
he or she encounters, they will be considered to have learned. 

3. The information that students gain from their daily lives and previous 
experiences, has serious effects on the information they will learn 
later. Especially if students have misunderstandings, this will have a 
negative impact on learning new information. 

4. As a result of the development of science and research, new 
information is discovered every day. These developments are fast 
enough to exceed human perception limits. Therefore, it becomes 
more important to gain basic information conceptually. 

5. Conceptual learning cannot be realized at a scientifically acceptable 
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level, without correcting the misunderstandings that students have 
gained from their previous education and interaction with the 
environment. 

6. Students at different levels (according to Piaget's theory of mental 
development) cannot learn at the same speed. The teacher should 
make a teaching plan suitable for all levels by giving importance to 
concept teaching. 

7. In concept teaching, there is a hierarchical order from simple to 
complex. It would be more effective for the teacher to teach concepts 
by locating students in this hierarchy. 

According to Turgut et al. (1997) traditional method in concept 
teaching; giving the word expressing the concept to the student, making a 
verbal definition of the concept and specifying the defining and distinctive 
qualities of the concept to understand the definition. To also ensure that the 
student finds examples that are not included in the concept. However, this 
method is not sufficiently effective in teaching the concepts since a definite 
verbal definition of many concepts cannot be made. The method has other 
difficulties in terms of effective learning. 

For more effective learning to occur by overcoming these problems, it is 
necessary to know how learning occurs. There are various learning theories 
that try to explain the ways of learning. Cognitive learning theory is the 
most accepted among these. Cognitive learning usually involves learning 
information about concepts, principles, laws, theories, and the problem-
solving process. In real terms learning is divided into three main parts: 
cognitive, affective and psychomotor. However, since there is a very close 
relationship between these three areas, it is exceedingly difficult to separate 
them with certain lines (Pınarbaşı, 2002). 

Researchers such as J. Piaget, J. Bruner, R. Gagne, and D. Ausubel, who 
have significantly influenced science education and are also pioneers of the 
cognitive learning theory and have developed learning theories under their 
own name. Knowing these theories, it is important to understand how 
learning occurs: 

Learning Theory of J. Piaget 

According to Piaget, the child is not a passive receiver. She or he has an 
active role in gaining knowledge. In addition, the world of a child and an 
adult of different ages are different from each other. Piaget studied the 
causes of this difference and tried to explain the cognitive processes and 
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cognitive development that enable the individual to understand the world 
through biological principles. According to Piaget, development is an 
interactive result of heredity and environment (Senemoğlu, 2001). 

According to Ayas et al. (1997) Piaget's greatest contribution to science 
is that it encourages research-based learning by using concrete materials in 
the learning environment. Piaget emphasized the theory that human 
intelligence would function similarly to biological adaptation. Intelligence 
plays a role in adding new knowledge to existing knowledge and the mind 
is always active and organized in the learning process. Piaget sees mental 
development as an age-related process and advocates that it shows 
development from birth to adulthood. 

Another point that Piaget emphasizes in terms of science teaching, is to 
prepare students for learning by surprise. The main point here is to carry 
out an event that will develop before the student's previous knowledge. If 
the teacher picks up two identical mushrooms and hides a metal nail in one 
of them without the students’ knowledge, and then leaves them in a 
container full of water in front of the students, one of them will sink. This is 
an unexpected event for the student and leaves a question mark in their 
mind. (Ayas et al., 1997). 

According to Gagne, teaching should be done in a gradual order from 
simple to complex. According to Gagne, the most used learnings in school 
are distinguishing the types of learning, learning concepts, learning rules 
and problem solving. The most important goal of education is to develop 
problem solving behaviours in students. 

Learning Theory of D. Ausubel 

Ausubel advocates an expository teaching approach (Senemoğlu, 2001). 
Ausubel's learning theory can be expressed with the phrase ‘the most 
important factor affecting learning is the student's existing knowledge, this 
should be revealed, and teaching should be planned accordingly’. Ausubel 
influenced science teaching with the meaningful learning theory he 
developed. According to him, most of the learning takes place verbally and 
the important thing is that the learning is meaningful. Verbal learning can 
be meaningful if it is applied effectively because a large amount of 
information is transmitted to the student verbally in a short time. The 
prerequisite for meaningful learning is to provide the student with 
preliminary information on the subject to be taught. Ausubel briefly 
summarized the psychological principles of verbal learning as follows 
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(Ayas et al., 1997; Akgün, 2001): 

1. The concepts, knowledge and principles to be taught become 
meaningful when they are associated with previously learned ones. 
If the student cannot establish these relations in his mind, he cannot 
grasp the subject. 

2. Each unit of information forms a whole unit within itself. There are 
concepts and relationships between concepts in this unit. If the 
student cannot understand this order and cannot see the relations of 
the new subject, they will have difficulty in understanding the 
subject. 

3. If the new subject to be learned is not consistent in terms of the 
student or contradicts with the previous knowledge of the student, 
likewise the student will have difficulty in understanding and 
adopting the subject. 

4. The mind process, which is effective in learning a cognitive subject, 
is deductive. If the student cannot successfully apply a given rule to 
special situations, he has not grasped it. 

According to Ausubel, the learning that takes place in the mind of the 
individual who encounters various learning situations, constitutes the basis 
for later learning. This learning however may not always be properly 
configured. In other words, among the information that students construct 
in their minds, there may be things they learn incorrectly. For this reason, 
the teacher should firstly identify these misunderstandings and plan their 
teaching to eliminate them. It is known that misunderstandings about any 
concept cause problems in understanding more advanced information 
about the subject and sometimes even prevents the learning of new 
information (Griffiths & Preston, 1992; Özmen, 2004). 

Constructivist Learning Theory 

One of the theories put forward to explain the nature of the learning-
teaching process is the theory, called as ‘Constructivism’, which has been 
the most advocated in recent years. Constructivist learning approach, 
developed by Wittrock and expressed as Ausubel's thought that ‘the most 
important factor affecting learning is the current knowledge of the student’, 
this is basically a learning theory that tries to explain how students acquire 
new knowledge, learn and create unique knowledge by using their existing 
knowledge. (Hand & Treagust, 1991; Turgut et al., 1997). According to this 
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idea, the student reconstructs the newly acquired information with the old 
information in his mind and thus makes sense of the world around him. 
Unlike traditional teaching methods, where teacher-centred and students 
are passive listeners, this model advocates that the student should be 
continually active in learning. In this theory, students do not exactly adopt 
the new information transmitted to them. Instead, after comparing the new 
information with the previous information, the new information is 
structured in a unique way in each student's mind. Therefore, it is 
emphasized that the prior knowledge, personal characteristics and learning 
environment of the individual are extremely important in learning (Özmen, 
2004). 

Bodner, one of the most important advocates of the constructivist 
learning model, emphasized that learning and teaching are not synonyms, 
and that even if teachers are particularly good teachers, students cannot 
always learn. According to him, knowledge is structured in the head of the 
learner, and the information is less likely to pass from the teacher's head to 
the student's head without any change. In other words, the information that 
the students acquire in the educational environments at the school, depends 
on the prior knowledge they have before coming to this environment and 
what the educational environment provides to them. Therefore, students' 
prior knowledge and misconceptions, if any, should be seriously revealed 
and teaching should be planned considering these. Because such 
preliminary information is generally less logical, less precise and less 
common than accepted scientific theories, and the student builds the newly 
acquired knowledge on this preliminary information. Therefore, if the 
preliminary information is incorrect, the information built on them may also 
be incorrect (Özmen, 2004). 

Geelan (1995) and Shiland (1999) express the basic philosophy of 
constructivist learning theory, which defends that knowledge is structured 
in the mind of the learner, in five steps: 

1. Learning is a mental process. The structuring of information requires 
mental processes. In this theory, material or information is not given 
directly to the learner and information is learned in a meaningful 
way. 

2. Previous knowledge of students affects learning, and the new 
knowledge should be given to the student in relation to his previous 
knowledge. There may be various misconceptions in the minds of 
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learners that may hinder teaching new information. The teaching 
process should be performed by replacing the students' 
misconceptions with scientifically acceptable information. 

3. Learning occurs in a healthier way by proving that students' current 
knowledge is not at the incorrect or satisfying level. Students 'prior 
experience can be used to demonstrate that students' current 
knowledge is insufficient and to provide meaningful learning. If the 
student can make accurate predictions about their experiences using 
their current knowledge, meaningful learning will be realized. 

4. Since learning is also a social process, cognitive learning occurs as a 
result of social interactions. Learning takes place even more easily 
with conversational speeches. 

5. Learning requires additional applications related to the concept 
taught. New applications provide the student to reinforce their 
knowledge on the subject. 

Constructivist learning theory is generally looking for answers to the 
following questions: 

1. How does the information obtained from outside fit into our minds? 
2. How do we process this information in our minds and how do we 

evaluate ourselves? 
3. What changes happen when new information that contradicts our 

previous information is being made in our minds? 

According to this theory, learning takes place as follows in summary 
(Turgut et al., 1997; Çepni, Akdeniz & Keser, 2000; Özmen, 2004). 

1. Assimilation: If the information newly acquired by the individual 
does not contradict what they already have, the individual can easily 
accept this new information. 

2. Placement: If the newly acquired information contradicts the 
previous information, the student is confused. This is called mind 
imbalance. The mind goes into restructuring to eliminate this mind 
imbalance. This structuring can take place in three ways: 

a) The individual ignores the newly acquired experience. 

b) The individual accepts the experience he has just gained by 
changing it in his own way. 

c) The individual changes his way of thinking to acknowledge his 
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new acquired experience. 

The intended learning is expected to occur in the third case. 

3. Mental balance: When the placement process is successful, the 
human mind is restructured, thus, the person expands and corrects 
his knowledge with his own efforts. This is called self-adjustment. 

4. Continuous assimilation: Since human beings constantly receive 
external information, assimilation and self-adjustment continues 
throughout life. 

5. Creativity (self-generating questions): The individual can acquire 
new information by producing various questions in his mind and 
finding answers to these questions without getting information from 
outside. 

Various models are proposed for the use of the constructivist learning 
theory in science education, which argues that students make sense and 
assimilate new situations by making use of their previous experiences and 
prior knowledge, but the most important among them is the four-stage 
model. The stages of this model used in the school environment are as 
follows: (Osborne & Wittrock, 1983; Ayas, 1995; Ayas et al., 1997; Özmen, 
2004): 

1. Attracting and introducing stage: In this phase, a promotion is made 
to draw the attention of the students to the subject or concept and to 
understand the student's prior knowledge. Here, false information 
about the subject is revealed. Thus, the teacher has the opportunity 
to plan and prepare the teaching activities according to the level of 
the students. 

2. Focus stage: Experiences relating to the concept to be gained are 
taught to the student with different activities. The teacher takes 
advantage of different teaching methods in which students are 
active (group work, brainstorming, class discussion, gaining 
experience with new tools and equipment, etc.) or to focus the 
students' attention (using video-film, using data show, using 
models, etc.). 

3. Struggle stage: It is the stage where students question and change 
their own thoughts. The teacher becomes a little more active at this 
stage and the concept or subject is given using the method 
determined by the teacher. The teacher makes explanations 
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according to the level of the class, allows students to ask questions 
about the subject and helps students to fully understand the subject. 

4. Application phase: It is the phase where students apply the newly 
acquired knowledge to different situations. In order to achieve this, 
activities such as problem solving, writing composition, connecting 
with daily life events, etc. are carried out in the learning-teaching 
process. This will enable students to make different applications 
related to the learned concepts. In addition, students are reminded 
of their misunderstandings in the first stage and they are made 
aware of what they have learned. The most important feature of this 
phase is that it aims to consolidate newly acquired concepts with 
different applications. 

One of the theories used in science classes in various ways is the 
constructivist learning theory. In various studies carried out with the 
application of this theory, the results have been revealed in the literature 
that students' abilities such as commenting, applying what they learn to 
other fields improve, and with actively participating in learning, taking 
more responsibility in the learning process allows the student a more 
permanent learning (Hand & Treagust, 1991). 

Since this theory allows students to better control what they learn and 
cannot learn, it provides science teachers with various advantages over 
traditional teaching methods. According to traditional teaching methods, 
the role of the teacher in the constructivist learning model varies 
considerably (Nakiboğlu, 1999). Researchers who have adopted the 
constructivist approach state that it is good for teachers to start a new 
subject by revealing the ideas that their students previously had. Sequeira, 
Leite and Duarte (1993) argue that science teachers should perform their 
teaching from a constructivist perspective and use teaching methods that 
consider students' understanding. If the students see that their prior 
knowledge is taken into account by the teachers, they will be more willing 
to combine their knowledge with the information they have just given. 
Teachers are not only responsible for the new information that their 
students want to acquire, but also for the information they have previously 
gained. Since the learner feels that their prior knowledge is taken into 
account, he or she will be open to learning new things (Stern, 1998). 
According to the constructivist theory, each learner structures the 
information individually, that is, in a unique way. Since the private 
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knowledge structured by the individual is influenced by the learner's 
previous experiences and knowledge, in an effective learning, the previous 
knowledge of the learner should be taken into consideration and researches 
aiming to determine such prior knowledge should be done (Driver, 1989; 
Özmen, 2004). 

According to research on learning, meaningful learning occurs when 
the learner uses his existing knowledge to gain new experiences. The 
constructivist learning approach reveals the effect of the learner’s prior 
knowledge and the need for teaching methods that increase active 
conceptual change, rather than the passive transfer of information in the 
process of developing new knowledge (McLure, Won, Treagust, 2020). 

It is known that students who are taught through traditional teaching 
methods do not learn the subjects and concepts at desired levels and 
learning is mostly in the form of memorizing literal information. This 
situation reveals the necessity to prepare a new curriculum which takes into 
account the prior knowledge of the student and thereby enables the student 
to access the information themselves. Therefore, the student will actively 
participate in the learning process and take responsibility for learning 
opposed to the current curriculum that is based on the traditional teaching 
approach and does not take into account the prior knowledge of the 
student. This method does not enable the student to access the information 
for themselves, they do not actively participate in the learning process and 
therefore the student does not take responsibility for learning (İşman et al., 
2002). 

In such curricula, it will be beneficial to focus on laboratory activities, to 
organize these activities according to the constructivist perspective and to 
use the technology, especially computers, in the planning of student 
activities, to ensure the active participation of students and to create a 
permanent track of behavioural changes. The use of technology in teaching 
provides students with richer learning environments, arouses interest, 
increases their motivation and recalls old knowledge on the subject (Özmen, 
2004). 

Technology-assisted education is a useful method in embodying 
abstract science concepts and providing students with rich and self-learning 
activities. It is aimed to avoid knowledge by heart in the constructivist 
learning approach, to combine the information given to students with the 
information they already have, and to try to ensure active participation of 
students in learning. 
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There are findings in the literature that the development and use of 
multimedia-supported teaching activities can activate their visual and 
intellectual structures in teaching the behaviours they have difficulty in 
creating and understanding, thereby producing a deeper and meaningful 
learning (Harwood & McMahon, 1997). 

In addition, there are findings that technology supported teaching 
methods are more effective than other methods in increasing interest 
especially in science lessons (Hounshell & Hill, 1989). In an experimental 
study conducted by Yenice (2003) to determine the effectiveness of 
computer-aided education, it was found that computer-aided science 
teaching positively affected students' attitudes towards science and 
computer (Özmen, 2004). 

When the recent researches about science education are examined, it is 
seen that a new field, which students have acquired during the science 
education and the concepts they have before and after this process, has 
gained importance. Such studies are mostly aimed at qualitatively analysing 
misconceptions, also called alternative concepts. In order to clearly 
eliminate misconceptions, it is very important to know the possible causes 
of misconceptions, how they are determined, as well as the conceptual 
change approaches. 

Causes of Misconceptions 

Widespread misconceptions in learners pose an important barrier to 
biology learning. In order to increase effective and meaningful learning, it is 
extremely important to identify both the causes of misconceptions and the 
ways to correct or eliminate them (Pekel, 2019). 

The misconception may arise in cases where the conceptual change 
cannot be realized in the student's mind. There are some concepts that a 
student must know beforehand to fully grasp a particular concept. If these 
are not available, it will be difficult for the student to comprehend the new 
concept. This situation, unfortunately, is frequently present in crowded 
classes of students with different abilities. A teacher normally plans his 
teaching according to the nature of the subject, for example, based on the 
formerly taught lessons, he supposes that his students already have the 
necessary knowledge. However, this supposition is usually inaccurate. 
Students may have learned this information but will have forgotten it after a 
while, or they may not have learned it in a meaningful way or perhaps 
never learned it at all. Thus, students may not be able to assimilate the 
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information they need to know in advance in their cognitive structures for 
the new subject they need to learn in a meaningful way. 

The above situation shows the importance of not only the informational 
structure of the subject but also the prior knowledge of the student in the 
planning of the curriculum. The teacher cannot assume that the student has 
learned the information required to learn about these lessons, after the 
previous lessons have been taught. He should investigate this before 
starting a new topic. Some preliminary information measurement or 
revision forms may be useful. Experienced teachers give less of a priority to 
the importance of prior knowledge in learning. These teachers think that 
their experiences on the subject will give them a good opportunity of 
expression and motivation to learn will automatically provide meaningful 
learning. In addition, teachers cannot see the objects from their students’ 
perspective, and they need to know the degree of learning difficulties that 
students who have deficiencies in the knowledge have, in the process of 
understanding and understanding the new concept. 

Identifying misconceptions  
The type of measurement frequently used in science education is in the 

form of tests or exams at the end of the semester. These types of assessments 
are suitable for students' grading but is not beneficial as a feedback of 
educational activity. The teachers have no idea how little or how much 
students learn from their teaching. The misconceptions produced by the 
students during the course are not rectified and are not remedied instantly. 
Therefore, these misconceptions negatively affect the student's next 
learning. This is an important factor and a learning problem in schools. 

In order to determine misconceptions at the beginning, different forms 
of assessment, formal or informal, should be used during the lesson. 
Questions and discussions can be used at any time in a lesson. These 
informal forms of exam allow learners to express their ideas openly and 
freely without causing concern or embarrassment. A short test at the end of 
the subject motivates the students to review and question the subject and 
the concepts they have created. 

Class exercises, such as concept maps and flowcharts, can be used at 
any time in a lesson to identify misconceptions about certain topics and 
demonstrate the integration of concepts. Creating them allows students to 
quickly revise their knowledge and the teacher to see the students' 
erroneous concepts. Short questions can be created in an engaging style as a 
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revision practice, and whilst this method takes up little time, it is highly 
motivating. 

Prevention of cognitive conflict, which is one of the factors that cause 
misconceptions in students, is especially important for the success of the 
teaching. In this context, presenting the students with the opposite events 
with their thoughts will force them to critically review their current 
concepts. For instance, learners think that most nutrients and oxygen pass 
from blood to tissue fluid in clusters from the end of the artery at the end of 
the capillary network. To correct this misleading concept, the teacher 
should inform the students that only one fifth of the plasma exits from the 
capillary in this way. Since this fact does not comply with their previous 
knowledge, it forces students to question their previous ideas and to seek 
alternative explanations. Another common misconception is that many 
students believe that most of the water is absorbed into the bloodstream 
through the digestive tract. If they are given the fact that less than 5% of 
water is absorbed from this area in the digestive system, they will notice 
their mistakes and look for more appropriate explanations. 

Many students see science only as a set of facts. They have very few 
ideas about the scientific research process, and they tend to learn 
information from books or teachers as a constant fact. With this state of 
mind, students do not rely very much on their observations or findings, 
which are contrary to the book information, thinking that they made 
experimental errors and tend to refuse them without thinking. 

This situation shows the effect and prevalence of ‘correct answer’ 
syndrome among science students. By accepting the information in the book 
as absolute truth, they see the purpose of the laboratory research as 
‘confirming the correct answer’ and they tend to ignore the true results they 
find in the experiment if they are not actually those that are written in the 
book. This appears to be a important obstacle to critical thinking and 
students should be motivated to demonstrate the flaws of their results and 
to take into account probable explanations of their experimental results. 
This will help them better understand the scientific thinking process and the 
concepts they encounter. 

Some misconceptions seem to stem from students' failure to use 
concepts in new situations. To cope with this matter; teachers should allow 
learners to apply a learned concept in different conditions. For example, 
energy conversions are not 100 percent efficient and some energy is lost as 
heat energy during each energy conversion. For example, while the 
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electrical energy is converted into light energy, the bulbs get a little warm. 
This makes it easier for students to understand why our body sweats more 
by heating when we run. In this way, by using an idea in several situations, 
students' understanding levels can be increased, and the occurrence of 
misconceptions can be prevented. Moreover, this kind of activity provides 
students with excellent learning experiences in integrating different 
concepts and perceiving the issue as a whole. 

Wandersee, Mintzes and Novak (1993) argue that there are eight cases 
of misconceptions based on the review of the relevant literature: 

1. Students come to formal science education with various alternative 
concepts related to natural objects and events. 

2. Alternative concepts that students bring to formal science education 
may change according to age, ability, gender and cultural 
differences. 

3. Alternative concepts are stubborn and resistant to being eliminated 
with traditional teaching methods. 

4. Alternative concepts are in line with the explanations about the 
natural phenomena suggested by scientists and philosophers of 
previous generations. 

5. Alternative concepts derive their origins from various personal 
experiences including direct observation, perception, peer culture, 
and language, as well as teachers' explanations and educational 
materials. 

6. Generally, teachers have the same alternative concepts as their 
students. 

7. Students' prior knowledge may interact with the information 
provided in the formal education process, creating undesirable 
learning products. 

8. Educational strategies that enable conceptual change can help 
increase the degree of effective learning. 

The vast majority of studies for the qualitative analysis of 
misconceptions are studies designed and based on the constructivist 
learning model. Studies based on the constructivist learning model 
especially focus on the conceptual change process. Conceptual change can 
be defined as the change or regulation process in the basic concepts that 
enable the organization of later learning situations (Hynd et al., 1997; 
Pınarbaşı, 2002). 
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The conceptual change approach, which represents an alternative 
model for the effective realization of conceptual learning, was taken as the 
basis in this study and the subject of this book section was determined as 
the study of the effectiveness of the conceptual change approach in science 
education. 

Conceptual change Approach 
Learning is an active process in the mind of the student, from which 

they acquire prior knowledge and experience based on mental 
relationships. Therefore, it is especially useful to use teaching techniques 
that increase active learning. This constructivist approach in learning 
requires students to form their personal meanings based on their prior 
knowledge and experience and to be actively involved in the learning 
process. Although it is extremely important that students are active learners 
and create their own meaning, the concepts they create can often be 
incorrect. Due to misinterpretation of information or pre-existing 
information about a concept, the student can obtain various misconceptions 
about the material. Conceptual change is not only the addition of new 
knowledge to the student, but also the elimination of incorrect information 
in his mind. 

Today, most scientists have found that the reorganization of concepts 
has an important place in science teaching and learning, and as a result, 
they stated that science educators should know the conceptual change 
process well (Çil, 2014). The theory proposed by Posner and his friends in 
the second half of the twentieth century and known as the conceptual 
change model, is considered as one of the most illuminating and 
explanatory models for the conceptual structuring process (Dagher 1994, 
Cobern 1996, Demastes et al 1996, Tyson et al 1997, Beeth 1998, Hewson and 
Thorley 1989, Nussbaum and Ilan 1989, Feldman 2000, Canpolat, 2002). 

According to the conceptual change theory proposed by Posner et al. 
(1982), learning occurs in the light of the student's concepts and previous 
experiences. When students encounter a new phenomenon, they need the 
concepts they have in order to make sense of this phenomenon. Without 
these concepts, the student cannot be expected to ask or answer a question 
about the new phenomenon or to distinguish the characteristics of this 
phenomenon from others by associating it with others. 

According to Posner et al. (1982), learning has two dimensions in the 
learning process. The first of these is called assimilation and it creates the 
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process of associating a new concept with the student's existing concepts or 
adding them onto their existing concepts. The second dimension of learning 
is called conceptual change or accommodation and constitutes the process 
of reorganizing or replacing existing concepts that are insufficient for the 
student to perceive a new concept successfully. The conceptual change 
model put forward by Posner et al. relates to the second dimension of 
learning. 

Conceptual change can also be defined as radical changes in one's 
knowledge structure. However, radical changes in the knowledge structure 
do not occur suddenly. It is unlikely that the student will quickly and 
clearly understand a new concept he or she is facing. Because conceptual 
change takes place slowly and gradually. Conceptual change can be 
considered as the first step that the student takes on the path to learning the 
new concept as a result of the student's adoption of some aspects of a newly 
encountered concept and then gradually organizing other existing 
information as they become aware of the content and meaning of this new 
concept. Accordingly, conceptual change can be considered as the process 
of organizing information gradually. Each arrangement in the information 
process constitutes the ground for the next arrangement, and as a result, 
existing concepts are either reorganized or replaced with new ones 
(Pınarbaşı, 2002). 

Conceptual change requires accommodation, restructuring, replacing, 
or reorganizing a concept (Taylor, 2001). The misconception arises as a 
result of individual misinterpretation of the concept. In order to correct the 
misconception, it is imperative that new and correct information be inserted 
and incorporated into the pre-existing scheme, which contains incorrect 
information. If the concept is completely misunderstood, then it is necessary 
to replace the incorrect concept with the correct information. However, this 
process is a tiring and laborious task that often makes it difficult to modify, 
since misconceptions combine with various features. Misconceptions are 
strictly formed in the student's imagination and are therefore resistant to 
change (Sungur, Tekkaya, Geban, 2001). 

Posner et al. (1982) state that there are four conditions called 
Dissatisfaction, Intelligibility, Plausibility and Fruitfulness, which are 
described briefly below and are in place for conceptual change to occur: 

Dissatisfaction 

At this stage, the student should first realize that his existing concepts 
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are inadequate. In solving a problem, he encounters, unless he feels that his 
current knowledge is inadequate, he will not be able to replace his 
misconceptions with the correct concepts. Therefore, for the student to 
accept a new concept, he should feel that his current concepts are 
insufficient. This situation is mostly caused by the fact that the new concept 
does not match the information structure existing in the student's mind. 
When the student encounters such a situation, there are five alternatives to 
resolve this conflict: 

1. The new concept can be rejected. 
2. If the student cannot associate the new concept with the existing 

information structure, indifference may arise. 
3. The new concept can be accepted without associating it with existing 

concepts. 
4. Try to compare the new concept to existing concepts. 
5. Conclude that there must be radical changes in his existing concepts 

to resolve the dispute. However, this alternative is the most difficult 
and the least likely alternative. 

It can be said that a mismatch between Posner et al. (1982) existing 
concepts and new knowledge caused the student to realize that their 
existing knowledge was insufficient. However, for this: 

1. The student understands the reason for the conflict that arises 
between the new concept and the existing concepts. 

2. The student believes that a reconciliation should be made between 
the new and existing concepts. 

3. The student's effort to eliminate or reduce the discrepancy between 
the existing concepts. 

4. Students should not attempt to compare new concepts with existing 
concepts. 

This conflict phase, called a 'dissatisfaction stage', is the most sensitive 
and most important phase of the conceptual change process, because the 
students will realize that the insufficiency of their current concepts should 
be rearranged or replaced with new ones at this stage. 

Intelligibility 

The second requirement for the conceptual change is 'Intelligibility 
phase'. In other words, for the incorrect concepts of the student to be 
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replaced with the new and correct ones, the student must find that concept 
understandable in order to accept the new concept. However, the fact that 
new information can be considered understandable depends on them being 
understandable both superficially and in detail.  

Superficial understandability means that the symbols and terms used in 
the expression of new information is understandable. 

Understandability in detail means that the new information expressed 
can be expressed in a logical and understandable manner in the whole 
subject. 

Although it is not difficult to provide superficial understanding of new 
concepts, it is very difficult to provide detailed comprehensibility compared 
to providing superficial understanding. It is known that the analogies and 
examples given by the teachers to the students are also particularly 
important in the comprehension of the new knowledge (Pınarbaşı, 2002). 

Plausibility 

The third condition for conceptual change to occur is that the new 
concept is logical, in other words, reasonable. At least the new concept that 
the student will encounter should have the ability to solve the problems that 
the student cannot solve with his current concepts. Otherwise, the new 
concept cannot be said to be ‘plausible’. For the new concept to be plausible, 
it also requires that it be in harmony with other concepts. The higher the 
degree of this harmony, the higher the acceptance level of the new concept 
by the students. 

The higher the capacity of new knowledge with the current knowledge 
structure and past experiences of the student, the higher the capacity of that 
student to visualize the information and solve the problem, thereby they are 
more likely to accept the plausibility of the new concept. 

Fruitfulness 

The new concept, which has plausibility and intelligibility features, can 
be said to be ‘fruitfulness’ as it not only solves the errors caused by previous 
knowledge in the student's mind, but also gives the student a new 
perspective and enables the student to use this information in other areas as 
well. 

The conditions described above (dissatisfaction, intelligibility, 
plausibility and fruitfulness) are the cognitive conditions required to 
provide a full understanding of the concepts that are initially uncertain in 
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one's mind. These cognitive conditions do not express what teachers or 
students should do directly in the classroom. However, these conditions can 
be considered as criteria in the evaluation of science teaching. If students 
make a successful effort in conceptual change, teachers should help 
students to fulfil each criterion of conceptual change (Canpolat, 2002). 

The first and most important condition to realize the conceptual change 
at the highest level is to reveal the previous knowledge of the students on 
that subject. Understandably the new concept presented by the teacher may 
seem reasonable and reasonable to some students, but the opposite may be 
the case for other students. Therefore, the use of different teaching strategies 
in teaching can provide the majority of students with a greater 
understanding of the subject. 

Conceptual change requires techniques of accommodation, 
restructuring, replacing, or reorganizing a concept (Taylor, 2001). Whilst 
teaching the new concept to ensure that students do not confuse the new 
concept with other concepts and learn at a higher level, all similar and 
different aspects should be clearly expressed with other existing concepts. 
Thus, students relate similar concepts to each other and realize the 
privileges of different concepts. If a concept is incorrect, the advantageous 
aspects of the new concept compared to the wrong concept should be 
explained clearly to the student. This strengthens the student's adoption of 
the new concept by excluding the incorrect concept. In addition, embodying 
abstract concepts by using various anecdotes, analogies or reminders will 
positively affect students' learning. 

Science education provides a suitable ground for a conceptual change 
to take place. The radical changes in existing information, called conceptual 
change, include changes in the student's thought and knowledge structure 
and the perspective of the world. However, the occurrence of such changes 
can be both alarming and difficult, especially for individuals who are 
rigidly attached to their previous knowledge. Unless people feel the 
inadequacy of their current concepts and find new information meaningful, 
logical and efficient, they will resist changing their existing concepts. When 
existing concepts are felt to be insufficient, there will be a discrepancy 
between previous and new information, and as a result, a mental conflict. 
For the student to prepare for conceptual change, this conflict should be 
taken seriously and the more that this is realised, students will notice the 
insufficiencies in his or her existing concepts, and ultimately, the conceptual 
change will be easier (Pınarbaşı, 2002). 
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Materials and Methods 

This section provides information on the nature of misconceptions and 
how to deal with them for teachers who want to bring their country to the 
level of contemporary education. This study is based on descriptive model 
and document analysis method was used.  

Discussion and Conclusion 

The purpose of studies in the field of science education is mostly to 
reveal misconceptions, to find out their reasons and to investigate how they 
can be eliminated in the teaching process. Studies show that misconceptions 
about the subject continue even in some students and even adults, even 
after going through an education process (Pekel, 2005; Pekel and Özay 
2005). 

The main causes of misconceptions are; misunderstanding or 
misinterpretation of concept events, relationships and facts previously 
acquired, concepts used in language in daily life having different functions 
in scientific language, not being able to create appropriate learning 
environments while teaching topics and concepts and the presentation of 
the concepts before they are linked and often not associated with everyday 
events (Pınarbaşı 2002). 

Traditional teaching method, which is frequently used in our schools, 
includes teaching lesson topics, solving sample problems and exercises, 
explaining principles, testing laboratory practices and the degree of using 
this information in solving problems. In the conceptual change approach 
proposed by Posner et al. (1982), it is stated that the following activities 
should be performed: 

1. Developing lessons, demonstration experiments, problems and 
laboratory activities in a way that will lead to mental confusion in 
students. 

2. When planning lessons, arranging a significant part of the lesson 
time so that the teacher can reveal the incorrect points 
(misconceptions) in students' thoughts. 

3. Determining the teaching strategies to be chosen by each teacher and 
the techniques by which students can determine their 
misconceptions. 

One of the methods used to eliminate students' misconceptions in 
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accordance with the purpose of the conceptual change approach is the use 
of the conceptual change texts. It is aimed to correct the misconceptions of 
the students by reshaping their knowledge structures by utilizing these 
texts in various examples and explanations, helping students to feel that 
their misconceptions are insufficient in explaining the related events or 
create contradiction and increase the motivation of the student to adopt the 
new concept. 

Conceptual change texts primarily include questions that can activate 
students' misconceptions. Then, the student’s misconceptions regarding the 
subject are stated giving reasons why this information is incorrect. The 
reasons that mislead students to synthesis erroneous conception are 
explained by the teacher. Thus, the student realizes that the knowledge he 
has is insufficient. Finally, new information is explained and reinforced 
with various examples (Uzuntiryaki and Geban 1998; Özdemir and Geban 
1998; Canpolat 2002). 

One of the methods that increase the level of realization of conceptual 
change in students is to use various analogies that provide better 
understanding by exemplifying the subject. The purpose of using a model 
or creating a model related to any subject is to make the facts that are 
difficult to teach and learn understandable by using appropriate metaphors 
and thus to simplify them. For this reason, analogy is an indispensable 
component of the modelling strategy. Analogy is the description of an 
unknown phenomenon by comparing it to a known phenomenon. The 
unfamiliar case is the target; the familiar case is the source. Analogies 
embody the concepts in the student's mind and make them easier to 
comprehend. It explains complex topics that are difficult to understand, 
they are simplified and become more memorable, and increases student 
engagement and participation in the lesson. However, it should not be 
forgotten that in analogies, the source and target never show a hundred 
percent similarity and always have diverging points. Therefore, if the 
analogy remains superficial, that is, if it is not elaborated, it can be 
misleading. But, analogies can be misleading when they are not well 
understood by students, and can even lead to misconceptions. Analogies 
generally may be in the form of metaphors, a story, or in the form of 
schemas (Dagher 1994; Treagust et al 1996; Venville and Treagust 1996 and 
1997; Tyson et al. 1997; Geban et al. 1999; Orgill and Bodner 2004). 

Considering that one of the conditions required for conceptual change 
is intelligibility, if analogy, video and models are used in teaching new 
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concepts, the concepts will become much easier to understand and the level 
of realization of conceptual change will increase. Today, most of our schools 
have computers and interactive whiteboards. For this reason, videos and 
animations will provide great benefits in teaching of subjects relating to 
biology and science lessons because they provide concrete and permanent 
learning by appealing to the visual and auditory senses. Providing video 
teaching in the classroom enhances the teaching of biology and science as it 
makes it possible to experience events which ordinarily are impossible to 
access in a classroom environment. Pekel (2005) stated that the teaching 
method, which consists of analogies, conceptual change approach and 
animated video on teaching DNA gene chromosome concepts, not only 
enhanced the conceptual understanding of students but also eliminated 
their misconceptions. 

Although we have reached the end of the page limit for this section, it 
should be remembered that the conceptual change approach can be used by 
combining with many different teaching techniques today. Concept 
cartoons, argumentation and conceptual change texts are the most popular 
of these techniques in recent years (Pekel 2019). Since these techniques are 
not limited to the content in this section, we advise our readers to increase 
their knowledge by making additional readings from the internet and books 
about methods for eliminating misconceptions. 

Acknowledgment: This chapter has been produced by summarizing and 
updating the first author's unpublished doctoral thesis 
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INTRODUCTION  
Preschool education covers the years from the day the child is born 

until the first day of primary education and plays an essential role in the 
lives of children with physical, cognitive, social, emotional, intellectual and 
language development that is shaped by their personalities, families, and 
education institutions (Aral et al. 2002). Supporting the preschool child's 
holistic development is vital for them to be self-sufficient, independent, and 
positive relationships with individuals (Zembat 2005). Preschool education 
is also critical for preparing children for primary school. The transition from 
early childhood to primary school is considered a vital stage in children's 
development (Zill and Resnick 2009). 

Turkish, Art, Drama, Music, Movement, Game, Science, Mathematics, 
Preparation for Reading and Writing, and Field Trip activities are carried 
out in preschool education institutions. Elementary school preparatory 
studies are the whole of studies in which children are equally supported in 
all areas such as social and emotional, motor, cognitive, language, and self-
care skills during their preschool education institutions. The studies in this 
field should cover all areas of development from the first day the child 
started the preschool education institution and should be integrated. Many 
years are needed for the child to acquire a skill thoroughly. The preschool 
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education program is also a primary school preparation program. School 
readiness can only be achieved in this way (MoNE 2013). 

There are many definitions of school readiness (Yavuzer 1994), which 
means that the child is physically, emotionally, mentally, and socially ready. 
Merritt (1970) stated that "being prepared for reading is the result of 
maturation and learning processes, and it is due to the impact of growth 
and development and the experiences of the child (as cited in Oktay 2004). 
School readiness, which indicates the child's readiness to start school, is a 
condition for a child to be ready to engage in learning experiences (Kagan 
1990, as cited in Rahmawati et. al. 2018). According to Haktanır (2002), the 
child's readiness to receive education in primary school depends on gaining 
preliminary knowledge, skills, and attitudes regarding school life as well as 
school readiness. 

The concept of school readiness or school preparedness was first 
emphasized in 1964 by the National Association for the Education of Young 
Children (NAEYC) and was defined as "the sum of the talents a child 
acquired at the stage before starting school" (Skeete 2006, p.2). The most 
critical duty in the first grade is learning to read and write. From this point 
of view, some of the researchers who discussed being ready for school deal 
with reading, which is the most crucial task of primary school. In various 
studies on this subject, it is observed that the term "being prepared/ready 
for school or reading" is often used together and sometimes 
interchangeably. It is seen that primarily American and British researchers 
deal with “Reading Readiness” while German, Swedish, and Polish 
researchers address “General School Readiness.” Regardless of how it is 
handled, the problem is whether the child is ready to fulfill the desired tasks 
successfully and eagerly at school (Oktay 1999, as cited in Koçyiğit, 1999). 

In their study, Özcan and Arı (2014) found that preschool education is 
useful in terms of students' school readiness levels. The school readiness of 
the students who received preschool education was higher than those who 
did not receive preschool education. Besides, another study found a 
significant relationship between school readiness and age. Age and 
intelligence are the two main variables of maturation. As age increases, so 
does the level of readiness. Even if all students in a class are 80 months old, 
students may inevitably have different levels of school readiness due to 
individual differences (Çalışkan and Gündüz 2013). 

When school readiness and literacy skills were compared, it was 
determined that students’ literacy skills increased in parallel with their 
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school readiness. The literacy skills of the students who were rated as weak 
in school were low compared to other groups; however, the other groups' 
literacy skills were close to each other. Accordingly, it can be said that 
students who are considered weak in school readiness cannot make up the 
difference between students in other groups, which affects their literacy 
skills (Özcan and Arı 2004). Yangın (2009) also examined whether there was 
a relationship between the readiness of primary school students in the first 
grade and their reading and writing achievement. To the study results, 
readiness and school readiness are a significant variable in reading and 
writing achievement. 

The first literacy education in Turkey is conducted in the first grade of 
primary school. Initial literacy teaching is not limited to essential level 
reading and writing skills. Early literacy teaching has a vital function in 
developing mental skills such as thinking, understanding, sorting, 
classifying, questioning, associating, analyzing, synthesizing, and 
evaluating. Besides, it aims to teach the first reading and writing skills to 
use Turkish correctly, accurately, and effectively (MoNE 2018). It can be 
mentioned that there are considerable differences between preschool 
education institutions and primary schools in Turkey. This difference can be 
observed both in teacher attitudes and curriculum content, as well as in the 
physical environments of the two institutions. However, both institutions 
should be integrated to ensure a healthy transition (Oktay 2013). 

In her research, Yüce (2014) aimed to determine the competencies of 
primary school teachers in conducting the first literacy teaching and 
associating it with children's school readiness. Teachers mostly associate 
school readiness with characteristics such as age, height, weight, rules, and 
school compliance, and the teachers who thought that the school readiness 
could also be determined stated that observation could be made for this 
purpose. They regarded the school readiness as physical preparation by 
associating them with activities such as pencil grasp, drawing, and painting. 
A different study aimed to specify the skills and competencies required for 
"school readiness" from the perspective of primary school teachers and 
parents and to reveal the preschool outcomes (Koçyiğit 2009). Erkan and 
Kırca (2010) examined preschool education's effect on primary school 
students' readiness skills according to gender, education level of the mother, 
and father. In a similar study, the effect of first-grade students’ school 
readiness levels on learning to read and write was examined (Arı and 
Özcan 2014). In different studies, the effect of preschool education on school 
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readiness has been investigated (Güzel and Özyurt, 2020; Adams 1998; 
Liubica, Simona and Katia 2008; Cinkılınç 2009; Zill and Resnick 2009), 
which emphasized the importance of preschool education. It was examined 
in a different study whether there was a difference between the groups in 
terms of the levels of 60-66, 66-72, 72-84-month-old children gaining school 
readiness and literacy skills (Gündüz and Çalışkan 2013). Ülkü (2007) and 
Rahmawati et. al. (2018) tried to reveal parents' and teachers' opinions 
regarding the concept of school readiness. Another study was carried out to 
evaluate preschool and primary school teachers' opinions regarding the 
effect of preschool education on the concept of school readiness (Koçak and 
İncekara 2020). Bolat (2017) aimed to investigate parents of 5-6 years old 
children who received preschool education about school readiness 
behaviors and school preparedness. Some studies examined and compared 
preschool and first-grade teachers' opinions about the preparation for 
primary education (Dereli 2012; Altun et. al. 2014; Şahin et. al. 2013). 

In light of those findings, it is seen that various studies were carried out 
using qualitative or quantitative methods by working with parents, 
teachers, and children for the concept of school readiness and school 
preparedness. These studies are generally conducted in public schools 
(Altun et. al. 2014; Arı and Özcan 2104; Canbulat and Yıldızbaş 2014; Dereli 
2012; Koçyiğit 2009; Ülkü 2007; Şahin et. al. 2013; Taşkın et. al. 2014; Yapıcı 
and Ulu 2010; Yüce 2016), while the studies examining the opinions of both 
primary and preschool teachers on the concept of school readiness are 
limited (Koçak and Incekara 2020). In this study, preschool and primary 
school teachers were asked questions about the skills and behaviors of 
children regarding school readiness, but what they did in practice and how 
they operated the process was not determined. This study aimed to 
determine preschool and primary school teachers' opinions and practices 
working in private and public schools under the Provincial Directorate of 
National Education in Adana city center. Thus, the study tried to determine 
how preschool and primary school teachers define school readiness, what 
kind of studies they do to improve it, how children understand the school 
readiness, and preschool and primary school teachers' expectations from 
each other. It also examined whether they know about each other's activities 
and whether there are differences and similarities between the practices in 
private and public schools. This research is thought to be significant and 
contribute to the literature in that it investigates whether there is a 
difference between the opinions of teachers in private and public schools 
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and to test similar research findings. 
To this end, this study aims to find answers to the following research 

questions: 
1) What are the opinions of preschool and primary school teachers about 

the concept of school maturity? 
2) What are the activities that preschool teachers do to make children 

attain school readiness? 
3) What are the opinions of primary school teachers about the 

characteristics of children who started their first year in terms of school 
readiness? 

4) How do preschool teachers evaluate whether children are ready for 
primary school? 

5) What are the opinions of primary school teachers about the areas in 
which children who started primary school have difficulty in school 
readiness? 

6) What kind of strategy do the primary school teachers follow for the 
students they think are not ready for primary school? 

7) What are the expectations of primary school teachers from preschool 
teachers preparing children for primary school? 

MATERIALS AND METHODOLOGY 

The case study method, one of the qualitative research methods, was 
used in the research. The purpose of case studies is to reveal results related 
to a particular situation. Qualitative research is defined as the research in 
which qualitative data collection methods such as observation, interview, 
and document analysis are used, and a qualitative process is pursued to 
reveal perceptions and events realistically and holistically in the natural 
environment (Yıldırım and Şimşek 2011). In this study, semi-structured 
interviews were conducted with preschool teachers and primary school 
teachers. A series of appropriate questions were prepared for use in semi-
structured interviews. The questions were presented to the expert opinion, 
and their feedback was received. By interviewing two teachers outside the 
research scope, it was confirmed whether the questions were 
understandable, sufficient for the purpose and scope of the research. Lastly, 
they were allowed to answer the questions with the details they wanted to 
share. 
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Study Group 

The research participants were selected from the teachers working in 
private and public schools in Adana's central districts. The school principals 
and teachers determined with convenience sampling methods were 
informed about the content and purpose of research, and the volunteer 
teachers were chosen. Participant teachers who differ in terms of variables 
such as school type (private and public school), educational status (associate 
degree, bachelor degree), and professional experience were preferred in the 
selection of the study group. Twelve of the teachers participating in the 
research are preschool teachers, and 11 are primary school teachers. All of 
the preschool teachers are female, while 91.7% have (n=11) undergraduate 
degrees, and 8.3% (n=1) have an associate degree. While 58.3% (n=7) of 
preschool teachers work in private schools, 41.7% (n=5) work in public 
schools. 66.7% (n=8) of preschool teachers have 1-10 years, and 33.3% have 
professional experience between 11-20 years. Ten of the primary school 
teachers in the study group are female, and one is male. All of the teachers 
are undergraduate graduates, while 36.4% (n=4) work in public schools, 
63.6% (n=7) work in private schools. 18.2% (n=2) of primary school teachers 
have 1-10 years of professional experience, followed by 36.4% (n =4) have 
11-20 years, 36.4% (n=4) have 21-30 years, and 9.1% (n=1) has 31 years and 
more of professional experience.  

Data Collection and Analysis 
Research data were collected through semi-structured interviews. 

Appointments were made for meetings with volunteer participants. The 
interviews took approximately 30-45 minutes, and interviews were 
recorded with the voice recorder. Voice recordings were transcribed into 
text. In order to conceal the teachers’ identities and avoid confusion, the 
preschool teachers were given codes as PreST1 and numbered based on the 
interviewing order (“PreT2”, “PreT3,” …, “PreT12"). 

The primary school teachers were coded similarly (“PriT1”, “PriT2,” …, 
“PriT11”). After the interview data were transcribed into text, it was sent to 
the participant teachers via e-mail, and after the participants' approval, the 
data were analyzed through descriptive analysis, in which interview 
questions were accepted as the central theme. The answers were grouped 
according to their similarities and differences. In the analysis of the data, the 
interview data of two participants were coded together by three researchers. 
Then, the codes were compared by the researchers, and the consensus was 
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reached in the coding. Direct citations are included to increase 
transferability. 

RESULTS 

This chapter includes findings from interviews with preschool and 
primary school teachers. 

Findings on the Preschool and Primary School Teachers’ Knowledge 
on the Concept of School Readiness 

In defining the school readiness of preschool and primary school 
teachers, it was seen that their perceptions were based on the children's 
level of competence/improvement in development areas, and some 
development areas were explicitly emphasized. It was found that preschool 
teachers mainly focused on children's proficiency in motor development, 
while primary school teachers focused on cognitive and social development.  

When preschool teachers explained the concept of school readiness, 
they mentioned the awareness of school rules (n=3), child's independence 
from the family (n=2), number writing skill (n=2), pen-holding skill (n=5), 
receptor and expressive language development (n=2), and age (month 
interval) (n=5). Besides, four preschool teachers emphasized to possess a 
particular proficiency in all development areas, and one teacher stressed 
literacy awareness. 

Primary school teachers, on the other hand, define school readiness 
with the concepts of the awareness of school and community rules (n=9), the 
concentration of the child’s attention (n=5), perception (n=3), concept 
knowledge (n=2), age (month interval) (n=5) and the importance of getting 
preschool education (n=3). 

One of the preschool teachers expressed the concept of school 
readiness: “At the same time, readiness is a positive disconnection from the 
mother. Children must not experience separation anxiety at school.” (PreT2), 
while another one says, “It comes to my mind in the first place whether children 
can hold the pencil and they can use it properly” (PreT6). Another expressed 
their thoughts, “School readiness can be interpreted as many children doing what 
they want to attain a certain level in terms of social cognitive, physical and 
emotional aspects by covering development areas.” (PreT8). 

 One of the primary school teachers stated about the concept of school 
readiness: "I think, before the first grade, they should gain the ability to comply 
with the society, the rules of the social movement, rather than academic success. 
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Students may not develop their numerical skills nor know the square or rectangle, 
but I think they must learn how to behave in society, how to act in the classroom” 
(PriT1). Another teacher added: “Another important factor is that you know in 
the early months that there is a certain month interval to start school, which 
inevitably affects the psychological dimension. So, those who start younger can be a 
little bit more nervous. It is very important for us. We always emphasize that 
readiness is very critical.” (PriT5). 

Findings on the Activities of Preschool Teachers to Make Children 
Acquire School Readiness 

Preschool teachers emphasized that studies should be carried out in all 
developmental areas in order for children to attain school readiness, and 
they are mostly working on fine motor skills (n=10). In order for the 
children to reach school readiness, teachers organize orientation activities 
(n=3), pencil holding activities (n=9), activities to help students meet their 
own needs (n=6), concept activities (n=6), and activities to develop attention 
skills (n=3), in addition to that they talked about trust and independent 
behavior development (n=7) and self-expression activities (n=5). 
Accordingly, a teacher stated that she was working on developing 
awareness of writing. 

One of the preschool teachers expressed their views on the activities 
they do to make children gain school readiness: “In the beginning, I allow for 
many contacts with the mother, I am not against it. There is such a perception now: 
‘Mothers are kept outside.' However, I disagree. I ensure that mothers can enter 
whenever they want, and I make sure that children go to their mothers whenever 
they want. I give the students the message that “I am good at school; they did not 
separate me from my mother. I am safe and secure here.” (PreT2). Another 
teacher's ideas are as follows: "Motor skill is crucial, pencil holding, doing 
something with fine motors such as working with the fingers. That is why I focus 
on those activities.” (PreT7). The thoughts of another teacher are as follows: 
“Towards the end of the activities, I make them realize their names. I print out the 
name and have it painted. My aim is not to teach letters, but to prepare for reading 
and writing by recognizing the name. I think I achieved this goal in this way.” 
(PreT12). Another teacher added: “Especially psychomotor activities should be 
designed according to all skills of the children. They are already in the age of so 
much technology that they see everything; they know everything from videos, even 
the English words. However, that does not mean the kid is ready for 1st grade, or he 
is smart. He knows the video, he knows the colors, and he knows the English. 
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Nevertheless, it does not work like that. It does not mean that the child has achieved 
school readiness. Cognitive intelligence is formed in some way, but emotional, 
motor, and language development are critical. Language development, in particular, 
is very important” (PreT9). 

 

Primary School Teachers’ Opinions about the Characteristics that the 
First Grade Children Should Acquire in Terms of School Readiness 

The majority of the primary school teachers (n=9) indicated that 
children starting the first year should have the ability of pencil holding in 
terms of school readiness. When they start primary school, students are 
expected to have gained community and school rules (n=6) to establish 
positive peer relationships (n=6), to possess a well expressive language 
(n=6), and not to have school adaptation problems (n=9). Besides, a teacher 
with PriT3 code deems it appropriate for children to start primary school by 
recognizing letters. One of the primary school teachers explains her 
opinions as follows: “For example, now basically we start with life science, 
Turkish, and math lessons. First of all, we have some adaptation activities. If we 
think that child has general standard things first, he should have gained the ability 
of pencil grasp. It is essential for us.” (PriT5). Another teacher's views are: "It is 
very important for us that the child comes to school knowing the class rules.” 
(PriT3). Another teacher added: “The child starting the 1st grade should be good 
about toilet training. Cleaning and self-care should have developed, including some 
habits such as hand wash. The ability to complete and finish certain tasks on time 
must have developed. Attention and perception should be improved. Eating habits 
should be good because we teach full-time in schools. He must have gained ground 
direction concepts, such as right and left. He needs to know simple concepts like 
front and back.” (PriT1). 

Findings on the Preschool Teachers’ Assessment of whether Children 
are ready for Primary School 

Regarding the opinions of the preschool teachers about how they assess 
whether children are ready for primary school or not, half of the teachers 
assessed by looking at all the areas of development, while preschool 
teachers evaluated children according to their number recognition skills 
(n=4), perceptions (n=4), expressive and receptive language skills (n=5), and 
the ability to meet their physical needs (n=3). A teacher also said that he 
made his decision based on children’s age (month interval) and success at 
the end of the year. One of the preschool teachers explained: “Firstly, I do not 
decide at the beginning of the year and until the end of the year because even one 
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month can make much difference. The child may not hold a pencil at the beginning 
of the year but may hold it in the end, learn the numbers, and buy something from 
the canteen. I wait for the end of the year.” (PreT3). Another teacher highlighted 
that: “There are some developmental expectations, and children must have acquired 
them.” (PreT5). Finally, the opinions of another teacher are: “Physical 
development and motor development are critical. I look at motor development for 
the pencil holding skills. In the 1st grade, I care about the development of fine motor 
skills, because they deal with the pencil so much.” (PreT1). 

Preschool teachers were also asked if they had any children that caused 
hesitation about being ready to start primary school, and what strategy they 
followed. The vast majority of preschool teachers (n=11) stated that they 
were hesitant about whether children were ready for a primary school. The 
teacher with the code PreT11 mentioned that he did not hesitate in this 
regard. Participant teachers (n=8) also expressed that children were 
undecided mainly because of their lack of cognitive development. Besides, 
it was observed that most of the teachers (n=10) asked for help from the 
Psychological Counseling and Guidance department of school during the 
decision-making process and that some consulted to the parents (n=9), 
taking opinions of other teachers at the school (n=3). A teacher working at 
the private school said that they made decisions based on the school 
readiness test results.  

One of the preschool teachers expressed their thoughts on the situations 
in which children hesitate about whether they are ready to start primary 
school, “Sometimes I have hesitations too. Can children do it in class order, or can 
they do the task we assign? How is the attention span during the activity? Does 
s/he comply with the rules? I look at the way of sitting, standing, eating, and 
behaving” (PreT7), while the other expressed their views as follows: “Is it 
going to be emotional in the long run? Cognitive and motor skills and many things 
are perfect, but they can be emotionally bad. In this case, I talk to the family. I leave 
the final decision to the family. They may be a little upset about the negativities 
about friends, their emotional part can be weaker, but if you support the children, 
we guide the family that they might be better by explaining their deficiencies. 
Alternatively, vice versa, we are informing the family in the same way, saying that 
everything is completely cognitive. We say the family that if you support children, 
they can do it.” (PreT9). Another teacher said, “I am talking to the teachers who 
will teach the 1st year in our school. We have such students, and we ask them what 
we should do because sometimes the child starts primary school and returns to 
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preschool.” (PreT6). A different teacher added that “No, I am not hesitant. 
Moreover, now the kids are very clever. If he gets a good education, if the teacher 
can give it, the child will be catching up immediately” (PreT11). 

Findings on the Strategies of Primary School Teachers for Students 
That are not Prepared for Primary School 

The vast majority of primary school teachers (n=7) stated that when 
they met the student whom they thought was not ready for primary school, 
they went to cooperate with the family and believed that the child could do 
it in time (n=7). One of the teachers expressed his opinion saying, “This is a 
fine and sensitive issue. The child does not develop muscle skills, the child cannot do 
certain things, or there is mental retardation in this child. However, if we are a little 
patient and wait, we can do it. We need to be more patient. However, what I do is 
getting them to the level of their peers with special attention. You have to be a little 
patient." (PriT1). One of the three teachers working in public school and 
stating that they recommend going to the preschool in case they think the 
child will have difficulty in the first grade explains their strategy: "I had one 
student. He continued for three weeks, but I did not feel him ready for the first 
grade, and I saw that it would be difficult. We directed him to the preschool with the 
approval of his family” (PriT3). 

All of the teachers working in the private school said that the children 
were enrolled according to the school readiness test results before starting 
the first grade. One of the teachers said, “In our institution, the children take 
tests before they start school, and according to the result, they start the first grade. 
So, this means that the child has performed at a level that made him pass to the first 
grade” (PriT7). 

Findings on the Opinions of Primary School Teachers Regarding the 
Problems of Primary School Children in Terms of School Readiness 

Primary school teachers indicated that children who started primary 
school had difficulty in concentrating their attention (n=9) and writing (n= 
8). Also, they suggested that children need support in terms of obeying the 
rules (n=2), taking responsibility (n=2), and organizational order (n=2). The 
following paragraphs show some of the primary teachers' statements about 
the issues that children who started primary school and had difficulty. 

One of the primary school teachers expressed as follows: “The child gets 
used to the multi-colored environment on tablets and phones. When they start 
school, they perceive it ‘colorless.' We are weak about drawing the attention of the 
child. The child says, "I have already watched that, I know that." If I try to teach a 
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song, "I know this song, I heard it from Pepe, and I heard that." We need to add 
many stimuli, such as new motivators, remarkable stimuli, and new colors with 
extra work. Now we have a hard time getting their attention even on a 
straightforward matter. In a simple rule game, like duck goose, we cannot draw the 
children's attention.” (PriT1). Another teacher added that saying, “Children 
have a serious distraction problem. Attention spans are very short. Computers and 
tablets negatively affected them. There is no control over TV time at home. 
Watching TV series, late-night bedtime, and nutritional disorders cause 
distraction.” (PriT2). A teacher also suggested that “Children do not want to do 
things that challenge them. They do not want to write. Some of the things we use 
prevent it like smart notebooks. In other words, children think that they will not use 
the text because they can do everything through technology. The children think it is 
unnecessary to write, so they have difficulties in writing.” (PriT8). 

Findings on the Expectations of Primary School Teachers from 
Preschool Teachers in Preparing Children for Primary School 

Primary school teachers stated that it would be better for children to 
start primary school without learning how to read and write (n=7), mostly 
due to wrong teaching in the preschool period. However, one teacher 
mentioned that teaching child to read and write would make their job 
easier. Similarly, primary school teachers were asked about their 
expectations from preschool teachers when preparing children for primary 
school. Preschool teachers highlighted that the primary school teachers 
predominantly expect them to develop fine motor skills of children (n=7) 
and sound exercises (n=5). They also stated that they wanted children to 
meet their physical needs (n=2) and learned the rules (n=2) when they 
started the first grade. Preschool and primary school teachers expressed that 
they mostly exchange ideas about the education of children. Primary school 
teachers indicated that preschool teachers asked for help in sound exercise 
(n=3), line-drawing exercises (n=2), and correct number writing (n=2). 
Preschool and primary school teachers working at the private school stated 
that they often meet by cooperating, primarily through orientation 
activities. 

One of the preschool teachers said, “We exchange ideas; of course, I get 
information about how I can convey about the letters and lines. How can I teach?” 
(PreT3), and another teacher expressed, “In March or April, our 6-year-old 
group does its work once a week in the first grade. The primary school teacher does 
it on their own. If there is time, we try to keep the break there. Since there is a 
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cafeteria, we have a meal there. We have orientation studies. The 2nd semester is the 
preparation period for the elementary school under the age of six. 1st-grade teachers 
come to the observation. What they give, what they expect from us, all these are 
discussed. This year we also plan to visit them. When they arrived, they were 
mostly concerned about the breaks. We, two teachers, were more concerned about 
their care during the break. We are now flexible in terms of self-confidence.” 
(PreT7). One of the teachers also expressed that “We are orienting with 1st-
grade teachers. The children enter classes, experience the 1st-grade moment, and 
meet the primary school teacher. Then, we send a detailed development report to the 
primary school teacher, and we are very pleased with it.” (PreT9). Another 
primary school teacher indicated that “They should not teach letters. Preschool 
teachers do not consult us much. If they consult, we can support line-drawing 
exercises because it is tough to correct the learned mistakes.” (PriT2).  

DISCUSSION   
According to findings and teachers' opinions regarding the concept of 

school maturity, the results indicate that the expressions of the teachers 
were not predominantly in the form of descriptive statements. However, the 
teachers made explanations by mentioning the features in the development 
areas. This situation can be interpreted as there is a lack of knowledge of 
teachers about the concept. In the literature, there are similar research 
findings investigating preschool teachers' opinions. The study conducted by 
Güzel and Özyurt (2020) with teachers determined that the majority of the 
participants explained the concept of school readiness by emphasizing some 
development areas and that the teachers used the expressions of 'showing 
physical, cognitive, developmental characteristics expected from their age 
stage to start school,' and 'meeting their needs.' Ülkü (2007) revealed that 
preschool teachers do not see primary school readiness as a qualification in 
all development areas. In a similar study, although most of the participant 
teachers stated that all development areas are included in the definition of 
primary school preparation, they emphasized that some areas should be 
prioritized (Şahin et. al. 2013). School readiness refers that the child can 
learn quickly and adequately without any emotional confusion, which is not 
a situation that can only be achieved through readiness. The children can 
achieve this preparation by completing the "preschool period," Pre-learning 
can be the basis for new learning tasks (Oktay 2004). All the objectives from 
the beginning of preschool to primary education will make a significant 
contribution to the child’s school readiness. 
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Preschool teachers stated that they integrate all the development areas 
into their classroom activities to attain school readiness and that they 
mostly worked on the development of fine motor skills. The majority of 
primary school teachers expressed that children who started the first grade 
should have the ability to hold a pencil properly and learn the rules of 
school and society. The study concludes that primary school teachers' 
expectations overlap in some respects with the practices that preschool 
teachers’ design for children to gain school readiness. Güzel and Özyurt 
(2020) concluded that studies should be carried out in preschool education 
to 'provide the ability to hold the pencil,’ ‘gain the ability to start first 
grade,’ ‘adapt to school,’ ‘do group and independent works' and 'make self-
expression' in their research with preschool teachers. A similar study found 
that primary school teachers request children to have self-care skills to meet 
their basic needs without help such as the toilet needs and to possess 
physical skills such as pencil holding and tying shoes (Koçyiğit 2009). 
Hence, the activities that develop hand skills in the preschool period can be 
said to have a facilitating effect on children's writing in the first grade. 
These activities include cutting with scissors, tearing, drawing, and pasting 
(Bayhan and Artan 2004). Another suggestion is that primary school 
teachers give importance not only to children's motor skills but also to their 
social and emotional development. The fact that children can take 
responsibility in the classroom and follow the rules may allow the teacher to 
include more academic studies in the classroom. 

Preschool teachers act according to specific criteria when evaluating 
whether children are ready for primary school, and they are sometimes 
hesitant about whether children should start primary school. Some teachers 
focus on all areas of development, while others focus on specific 
development areas. Within the framework of the research findings, 
differences in the application in private and public schools are noteworthy. 
Primary school teachers at the private school indicated that children start 
school as a result of school readiness tests administered by the guidance 
service. It is evident that teachers, especially those working in public 
schools, need support in this sense. However, in recent years, the 
introduction of guidance teachers in state kindergartens has supported 
teachers in ensuring that children are more accurately assessed in terms of 
school readiness. In the evaluation of the readiness to start primary school, 
the child's progress in some development areas, the school age, and the 
preschool teacher's observations should not be adequate for a complete 
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assessment. A team of family, guidance service, child development 
specialist, preschool teacher, and primary school teacher can evaluate the 
children in detail and decide the transition to primary school. In their study, 
Özcan and Arı (2014) found that when school readiness and literacy skills 
were compared, students’ literacy skills increased in parallel with school 
readiness. Thus, for preschool children to enroll in primary school, all 
developmental areas should be examined during school readiness 
evaluation.  

Based on the research findings, primary school teachers stated that 
children who started primary school had difficulty in focusing their 
attention and that children could not sit tight during the lessons, which may 
cause problems. Primary school teachers indicated that the reason for not 
focusing their attention is the increased use of technological devices. In a 
similar study, considering the precondition of primary school teachers for 
children who are starting primary school and what should be done to fulfill 
this prerequisite in the preschool period, Yapıcı and Ulu (2010) concluded 
that teachers had thoughts on improving attention skill. The attention 
period of preschool children is short, and the need for movement is high 
due to their developmental features such as curiosity, desire to research, 
explore and play, and endless energies. Preschool education activities are 
planned, including action, short-term, and playful actions considering 
children’s characteristics. It is the reason for that children are likely to 
experience problems mentioned by primary school teachers in the first 
grade of primary school. In order for primary school teachers to get through 
it smoothly and to enable children to overcome these problems, they can 
make some adjustments during the lessons. Instead of waiting for children 
to sit in class for 40 minutes without moving and designing activities that 
need to be focused for a long time, exercises during which games are used 
as a method, allowing them to move in class without disturbing others, and 
involving extracurricular activities between exercises can be useful. The use 
of games in teaching activities will prevent children from getting bored in 
class. Thus, primary school teachers should organize activities with a focus 
on games (Babayiğit and Gültekin 2019). 

According to the research findings, preschool and primary school 
teachers in private schools exchanged more ideas than teachers working in 
public schools. The frequent meetings of teachers at a private school during 
the transition from preschool to primary school may be due to the 
institution's approach to education or because most of the children attend 
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school at the same institution. Teachers, especially those working in 
independent kindergarten, may have difficulty in meeting primary school 
teachers. Chan (2010) found no practical communication between preschool 
and primary school teachers and that they did not know each other's 
curricular programs.  

CONCLUSIONS 
Conclusion and Implications 
When the study results were examined, it was determined that the 

teachers lacked knowledge about the concept of school readiness, preschool 
teachers attached importance to some development areas for school 
readiness activities, and preschool and primary school teachers working in 
public schools communicated less with each other than teachers working in 
private schools. In line with the results obtained above, some suggestions 
are presented below. 

If this study is conducted with a larger sample group and using more 
different methods, it may produce more useful results. 

 Preschool and primary school teachers should be given training and be 
informed about school readiness and transition to primary school. 

Primary school integration and orientations should be prioritized in 
schools. 

In private schools, it is suggested that the orientation activities, 
organized to facilitate the adaptation of preschool children to the first grade, 
should also be disseminated in public schools. Children should be given a 
smooth transition from kindergarten to first grade. 

The school readiness of the child should be determined by applying the 
Ministry of National Education's standardized tests in Turkey and receiving 
the preschool teacher's opinions and the family. For students who have not 
attained the required readiness, the guidance service should investigate the 
reasons behind it, and cooperation with the family should be established at 
this stage. 

Primary school teachers should focus on in-class game activities and 
group work.  

The first-grade environment can be designed in a similar way to the 
kindergarten environment, especially in the early days of the school. 
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INTRODUCTION 
 
In this century, in line with the developments in technology, science 

and various other fields, the amount of information individuals are required 
to acquire has increased. However, the means by which individuals can 
obtain information have also diversified. For this reason, the level of the 
reading and listening skills an individual has, and his or her competence in 
these skills is of utmost importance. Reading is the first skill to be acquired 
for meaningful learning (Coşkun, 2011). As reading awareness is raised, 
more value is attached to books, and the rate of literacy is increased, the 
number of people who think and produce will also increase, and thus the 
level of development will be higher (Güneyli, 2007). Therefore, reading has 
a social power. Thanks to reading skills, individuals develop different 
perspectives and view things from different angles (Sert, 2010). There is a 
positive correlation between the habit of reading and variables such as 
economic development, power, success in business life, and life in general, 
while a negative correlation exists between reading and variables like crime 
rate and school drop-out rate (Tosunoğlu, 2002). 

Reading is a concept and an action that conveys different meanings 
depending on the purposes for which it is done. Reading is a fundamental 

 
* This Chapter is based on a master’s thesis completed by first author under the supervision 

of the second author.  
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skill required for all areas of development (mental, social, intellectual, etc.) 
and learning that are needed for lifelong learning (Özçelik, 1987; 
Bamberger, 1990; Kutlu, 2004; Nas, 2004; Erman Aslanoğlu, 2007; Yıldırım, 
2017; Sever, 2011). Grabe & Stoller (2002) define reading as the ability to 
draw meaning from the printed page and interpret this information 
appropriately. Reading is a complex activity in which the reader recognizes 
symbols and words in a piece of writing, and perceives, makes sense of, and 
interprets the feelings and thoughts in a text; it is a complex activity which 
has physiological, mental and psychological dimensions (Koçyiğit, 2003; 
Cain, Oakhill & Bryant, 2004; Sever, 2004). Reading has a cognitive 
dimension in terms of the comprehension, analysis and evaluation of the 
text in the material read (Ede, 2012); it has a kinesthetic dimension in terms 
of the motions of the organs that are at work when reading (Güleryüz, 
1999), and it has an affective dimension with respect to the development of 
a positive attitude towards reading and the reading material (Güleryüz, 
1999). 

When a person is reading, words and sentences go through certain 
processes in the brain and form meaning (Luma, 2002; Elder & Paul, 2003; 
Ocak, 2004; Calp, 2005; Tazebay, 2005; Sert 2010; Özbay, 2014; Epçaçan, 
2018). Badrawi (1992) states that reading is a process and that at the end of 
the process, a product, what is defined as comprehension, comes out. In the 
opinion of Aukerman (1981), Akyol (1997) and Kurudayıoğlu (2011), what 
is important is the meaning drawn at the end of the reading process. It is 
seen that the definitions in the literature commonly share the idea that 
reading involves a mentally complex process and its main purpose is the 
comprehension of what is read. Reading comprehension is a process that 
involves the interpretation of the content of the reading material and 
applying the information that is acquired when needed. In a study carried 
out by Fidan & Baykul (1994), it was revealed that there was a high 
correlation between the students’ success in reading comprehension tests 
and their achievements in other academic areas.  

After an individual acquires the ability to read, which is required for 
lifelong learning, the most important achievement is to develop a positive 
attitude towards reading. The reason for this is that with a positive attitude, 
the ability to read gains functionality. Primary education is the first and 
most important step both in terms of acquiring and developing reading 
skills and adopting and developing a positive attitude towards reading (Ün 
Açıkgöz, 1992; Tavşancıl, 2005; Ateş, 2008; Belet & Yaşar, 2007; Erman 
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Aslanoğlu, 2007; Yıldız & Akyol, 2011). When the primary school Turkish 
language curriculum is examined, it is seen that raising individuals who 
can put their knowledge into practice, who can understand what they read 
or listen correctly is the general goal set. The overall goals of the Turkish 
language classes in primary school education can be summarized as 
improving individuals’ comprehension and expression skills, and having 
them acquire the habit of enjoying reading and listening (MEB, 2019). In the 
primary school second grade Turkish course curriculum, which is the 
subject of this study, there are a total of 19 statements of achievement 
related to reading and reading comprehension. These account for 41% of 
the achievements aimed by the Turkish course. Therefore, activities and 
practices carried out within this course are of great importance for the 
development of reading comprehension skills and a positive attitude 
towards reading. 

Many methods and practices have been suggested to contribute to the 
development of reading skills, reading comprehension skills, and a positive 
attitude towards reading. One of them is the interactive book reading 
practices. Interactive book reading (IBR) is the method of reading in which 
the reader and listener change roles in the reading process, and the reader 
stops at predetermined periods and involves the listeners in the process, 
thereby creating a context for interaction (Whitehurst, Falco, Lonigan, 
Fischel, DeBaryshe, Valdez-Menchaca & Caulfield, 1988; Akoğlu, Ergül & 
Duman, 2014; Ergül, Akoğlu, Sarıca, Tufan & Karaman, 2015). Interactive 
book reading (IBR) is a type of reading that was introduced by Whitehurst 
et al. in the 1970s, and it includes the mutual reading of illustrated 
children's books with an individual or a group. (Bulunuz & Koç, 2018). The 
most important way IBR differs from the traditional book reading activity is 
the presence of active participation. This is because in a traditional reading 
process, the individual always has the role of a listener. In IBR, however, 
there is a continuous change in listener and reader roles, which ensures that 
students participate actively in the process (Flynn, 2011).  

IBR practices are a whole process, with all the processes carried out 
during and after reading. IBR practices involve many tasks such as 
introducing illustrations in the material being read, providing descriptions, 
discussing words with unknown meaning, making connections with 
existing information, making predictions, summarizing, and drawing 
inferences (Neuman, 1999; Tabord, Beals & Weizman, 2001). There are main 
steps in relation to IBR practices and directions to be followed within the 
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scope of these steps (Er, 2016; Ergül, Sarıca Kesiktaş & Akoğlu, 2016; Efe & 
Temel, 2018; Acar Şengül, 2019). The IBR process allows the development of 
all reading related components. While explaining target words during 
reading makes it easier for individuals to learn new vocabulary (Brett, 
Rothlein & Hurley, 1996) and at the same time reinforces and increases the 
number of newly learned words (Biemiller & Slonim, 2001), the 
incorporation of open-ended questions during the process supports the 
individual’s language skills and multi-faceted thinking skills (Erdoğan & 
Akay, 2015). Through the interaction between individuals during reading, 
the skill of story-telling develops and, as a result, individuals acquire the 
skill of expression (Vygotsky, 1978). One of the skills developed by IBR 
practices has to do with vocabulary. In their studies, Hangrave & Senechal 
(2000) and Çetinkaya, Öksüz & Öztürk (2018) found out that the practice 
expanded children's vocabulary. An individual who enriches vocabulary 
expresses himself more accurately and understands what he reads and 
listens to better and right (Güney & Aytan, 2014; Karadüz & Yıldırım, 2011; 
Özbay & Melanlıoğlu, 2008). As a result of a study they carried out, Ergül, 
Akoğlu, Karaman & Sarıca (2017) found out that IBR practices had a 
positive effect on students’ reading time of meaningful words and on their 
reading comprehension performances. A study by Çelebi Öncü (2016) 
revealed that IBR made a significant difference in terms of understanding 
the social contexts in the story, suggesting solutions to the social problems, 
and completing the stories in an appropriate way. 

When the related literature was reviewed, many studies related to IBR 
practices were found and it was seen that the studies were mostly carried 
out as experimental studies aiming to reveal the effect of IBR on different 
variables. In the literature, there are studies which have revealed that IBR 
practices contribute to children’s vocabulary (Hangrave & Senechal, 2000; 
Çetinkaya, Öksüz & Öztürk, 2018), level of reading comprehension (Ergül, 
Akoğlu, Karaman & Sarıca, 2017), language development (Lever & 
Senechal, 2011; Akoğlu, Ergül & Duman, 2014; Maul & Ambler, 2014), and 
that these practices also support children’s performances with regard to 
their awareness of writing (Efe & Temel, 2018). Within this framework, 
determining the impact of IBR practices on reading comprehension skills 
and the attitude towards reading is considered a necessity to bridge a gap in 
the related literature. In this respect, it is believed that, by giving an account 
of the current situation and presenting suggestions, this study will 
contribute to students and teachers as well as the related literature.  
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The purpose of this study is to investigate the effects of interactive 
reading practices on primary school 2nd grade students’ reading 
comprehension skills and on their attitude towards reading. Within this 
framework, answers to the following research questions were sought: 

1. Is there a significant difference between the experimental group, in 
which IBR was employed in Turkish instruction, and the control group in 
terms of the pre-test scores the students got in the reading comprehension 
achievement test? 

2. Is there a significant difference between the pre-test and post-test 
scores obtained in the reading comprehension achievement test by the 
experimental group, in which IBR was incorporated into Turkish 
instruction? 

3. In Turkish instruction, is there a significant difference between the 
pre-test and post-test scores obtained in the reading comprehension 
achievement test by the control group students? 

4. Is there a significant difference between the experimental group, in 
which IBR was employed in Turkish instruction, and the control group in 
terms of the post-test scores the students got in the reading comprehension 
achievement test? 

5. Is there a significant difference between the experimental group, in 
which IBR was employed in Turkish instruction, and the control group in 
terms of the pre-test attitude scores the students achieved from the attitude 
scale for reading? 

6. Is there a significant difference between the pre-test and post-test 
attitude scores obtained from the attitude scale for reading by the 
experimental group, in which IBR was adopted in Turkish instruction? 

7. In Turkish instruction, is there a significant difference between the 
pre-test and post-test attitude scores the control group students got from 
the attitude scale for reading?  

8. Is there a significant difference between the experimental group, in 
which IBR was employed in Turkish instruction, and the control group in 
terms of the post-test attitude scores the students achieved from the attitude 
scale for reading? 
 

METHOD 

Research Model 
The research, which was conducted to investigate the effects of 
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interactive reading practices on primary school 2nd grade students’ reading 
comprehension skills and on their attitude towards reading, is 
experimental. Experimental models are adopted to investigate cause-effect 
relationships and they are those in which the data to be observed are 
obtained under the direct control of the researcher (Karasar, 1994). Since it 
was not possible to have a role in the formation of classes in the school 
where this research was to be conducted, quasi-experimental design, one of 
the experimental models, was adopted, and of the quasi-experimental 
design models, the non-equivalent control group design was chosen. In 
accordance with this design, analyses were performed in two groups, which 
were considered impartially as experimental group and control group. 

Study Group  

The study group in this research consisted of a total of 40 students (20 
experimental group students, 20 control group students) studying during 
the 2018-2019 education year in Hatice Fahriye Eğinlioğlu Primary School 
located in Altıeylül district in Balıkesir province. The school where the 
research was to be carried out was determined through convenience 
sampling, a non-random sampling technique. The reason for the adoption 
of convenience sampling is that subjects of the study can participate in the 
research process without difficulty and they are easily accessible by the 
researcher (Ekiz, 2015). In line with its purpose, the study was carried out 
with second-graders. The reason for choosing second grade students is that 
this is the first step in which they improve and reinforce the reading skills 
which they acquire in the first grade. 

In accordance with the non-equivalent control group design, to achieve 
equivalence between the groups, the researchers administered an 
equivalence test, which consisted of a text with 7 text-based open-ended 
questions as well as a story map designed to measure reading 
comprehension achievement. The data obtained as a result were analysed 
performing an independent samples t-test and it was found out that there 
was no statistically significant difference (p>0.05) between the groups in 
terms of their equivalence scores. Thus, it was concluded that the groups 
were equivalent. Of the four second grade sections that were determined to 
be equivalent, two sections were randomly chosen for the study, namely 
Section 2-A (20 students) as the control group, and Section 2-G (20 students) 
as the experimental group. 
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Data Collection Tools  
In accordance with the experimental design adopted in the study, an 

“Equivalence Test” was used to achieve the equivalence between the 
groups. In order to determine the effect of the experimental process on the 
students’ reading comprehension, a “Reading Comprehension Achievement 
Test” was administered. Finally, so as to determine the effect of the practice 
on the change in student attitudes, an “Attitude Scale for Reading” was 
employed. 

Equivalence test: An “Equivalence Test” with 7 open-ended questions 
and a story map were developed for the study to test in advance the 
equivalence between the experimental group and the control group. In this 
data collection tool, which aimed to measure reading comprehension 
achievement, there is a text with three paragraphs entitled “The Farmer and 
His Sons”. There are text-related questions in the test which question the 
characters in the text, the reasons and results of the events that occur in the 
story as well as the story map. The tool was shared for feedback with a 
teacher of Turkish, a classroom teacher and a field specialist in the 
education of first-graders, who were asked to assess the items in the scale in 
terms of their capacity to measure reading comprehension, content validity, 
intelligibility, and suitability for the grade level. Based on expert opinion, 
some of the items were revised and necessary changes were made. The test 
was administered to 15 second grade students out of the study group for 
the assessment of its clarity and intelligibility. The test time was set as 40 
minutes and during the administration of the test no problems emerged 
concerning the intelligibility of the questions. The final version of the 
equivalence test with 7 open-ended questions and a story map were 
prepared accordingly. 

Reading Comprehension Achievement Test: In this study, a “Reading 
Comprehension Achievement Test” (RCAT) was developed to be used as 
pre-test and post-test and to determine students’ level of reading 
comprehension achievement in an IBR practice. A pool of items with 30 
questions was created taking into consideration 12 achievements (MEB, 
2019) chosen with a focus on the purpose of the study from listening / 
monitoring skill area, speaking skill area, writing skill area, reading skill 
area, and vocabulary and comprehension sub-skill areas. In order to ensure 
the content validity of the achievement test, 3 classroom teaching field 
specialists, a Turkish language education field specialist, a teacher of 
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Turkish and a classroom teacher were consulted and asked for feedback 
about whether the questions were clear and easy to understand, whether 
they were free of spelling and punctuation mistakes or whether they 
reflected the achievements targeted. Each of the items were categorized by 
experts as “can be used”, “must be changed”, “can’t be used”. Based on 
expert opinion, a content validity ratio (CVR) was determined for each item. 
An average of the content validity ratios for the items was obtained and 
content validity index (CVI) for the whole of the achievement test was 
calculated. It was concluded that the content validity of CVI >CVR (.99) was 
statistically significant. Taking into consideration the CVR values obtained 
in line with expert opinions, items 2, 5, 16, 22 and 23 were removed from the 
achievement test and a draft achievement test with 25 questions was 
obtained. The draft test was administered to 15 second grade students not 
included in the study group to check if the questions were clear and easy to 
understand for the target audience. After making the necessary changes, the 
25-item achievement test was finalized. Cronbach’s alpha values for the 
achievement test were calculated as 0.74 for the experimental group pre-
test, 0.75 for the experimental group post-test, 0.85 for the control group 
pre-test and 0.81 for the control group post-test. Based on these values, it 
was concluded that the test was reliable.  

Attitude Scale for Reading: In order to find out whether students’ 
attitude towards reading changed following IBR practices, an “Attitude 
Scale for Reading” (ASFR) was used. The scale was developed by McKenna 
and Kear (1990) and was adapted into Turkish by Kocaarslan, who also 
carried out the validity and reliability studies of the scale. There are 20 items 
in the scale, which consists of two factors, namely reading for pleasure and 
reading for academic purposes. The scale had 20 items and was composed 
of two factors, namely reading for pleasure and reading for academic 
purposes. Items 1-10 in the scale are part of the reading for pleasure factor, 
while items 11-20 are related to the reading for academic purposes factor. In 
terms of internal consistency, the reliability coefficient for these two factors 
were computed as 0.88 and 0.78 respectively. The reliability coefficient for 
the whole scale was calculated as 0.88. Also, the Cronbach’s alpha internal 
consistency coefficient for the Turkish version of the scale was 0.88. In this 
study, the Cronbach’s alpha coefficient for the scale was found to be 0.90. 

Data Collection  

The study was conducted with 40 students studying during the 2018-
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2019 education year in Hatice Fahriye Eğinlioğlu Primary School located in 
Altıeylül district in Balıkesir province. To be able to carry out the research in 
the school, necessary permissions were obtained from Balıkesir Provincial 
Directorate of National Education. In order to ensure the equivalence 
between the groups, an “Equivalence Test” with reading comprehension 
questions was administered before the practice. A “Reading 
Comprehension Achievement Test” (RCAT) and an “Attitude Scale for 
Reading” (ASFR) were used in line with the purpose of the study. These 
tools were administered before and after the practice to the experimental 
group and the control group as pre-test and post-test. 

Experimental Practice Material 
In accordance with the purpose of this study, to be able to determine 

the experimental process material, a group of experts was formed, which 
consisted of a second grade classroom education field specialist, a Turkish 
education field specialist, a curriculum development specialist, a teacher of 
Turkish, and a classroom teacher. A list of 12 books, selected among 
illustrated children's books which have recently attracted the attention of 
children, has been created. The books were presented to the expert group 
and their opinions were obtained in terms of the conformity of the books to 
the achievements aimed by the Turkish education curriculum, the 
properties the books should have, and the suitability of the books to the age 
of the children. Based on expert opinion, 5 illustrated children’s book were 
selected. Among the criteria for selection were the related achievements, the 
purpose of the study, suitability to the students’ age and characteristics, as 
well as the potential for attracting children’s attention and encouraging 
them to read more. As only one illustrated children’s book was to be used in 
this study, the ultimate choice was left to the children. To this end, 15 
second graders, who were not included in the experimental group or the 
control group, were consulted. The students had a look at each of the books 
and made their choices taking into account the title of the books and the 
illustrations they contained. Of the 5 books, “A Sick Day for Amos McGee” 
(Stead, 2014), which was preferred by 10 students, was selected as the 
experimental practice material. 

Experimental Practice Process 
Planning was the first step of the experimental implementation of this 

study, which was carried out the investigate the effects of IBR practices on 
second grade primary school students’ reading comprehension skills and 
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their attitude towards reading. In line with the purpose of this study, at the 
planning stage, a reading plan was prepared based on the related 
achievements put forward in Turkish education program (MEB, 2019), the 
grade level, and IBR implementation principles (Er, 2016; Ergül, Sarıca 
Kesiktaş & Akoğlu, 2016; Efe & Temel, 2018; Acar & Şengül, 2019). The draft 
plan was shared with experts for feedback. Based on their opinions and 
suggestions, necessary changes were made and the reading plan was 
finalized. The reading plan consists of steps for the pre-reading, while-
reading, and post-reading stages. In addition, each one of the activities to be 
carried out before, during and after reading was included in the plan. 

The pilot practice, which was the second stage of the implementation 
process, was carried out with 15 second grade students who would not be 
involved in the actual practice. For this, first of all, the classroom layout was 
rearranged for the implementation and a U-layout was preferred for 
increased interaction. Following the classroom arrangement, the necessary 
technological equipment was also provided and the classroom was made 
suitable for the pilot practice. Before the pilot practice, the students were 
informed about the process. The practice started with pre-reading activities, 
continued with while-reading activities as set out in the reading plan, and 
ended with post-reading activities. The pilot study was carried out once a 
week for two class hours and lasted four weeks.  

Based on the results obtained from the pilot practice, the reading plan 
to be implemented with the experimental group was finalized. The 
implementation lasted six weeks. In the experimental group, IBR activities 
were carried out, while in the control group activities suggested as part of 
the current Turkish education program were employed. During the IBR 
practices, an active and rich learning environment was created with the 
incorporation of a smart board, computer, video, various activities and 
applications. In the control group, the text was read aloud following the 
same page numbers as in the experimental group, but the flow was 
continuous and uninterrupted. Special attention was paid to make sure the 
reading was not interrupted by the students during the practice. No 
activities were carried out during the while-reading stage. The post-reading 
stage featured a dictionary study, in which the students noted the new 
vocabulary items, and new words were used in sample sentences. In the 
experimental group, the practice included activities such as finding words 
in the text and guessing their meaning, expanding sentences and enacting 
the story, while in the control group such activities were not incorporated 
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into the practice. 
Data Analysis 
The answers provided by the study group in the RCAT were coded as 2 

if they were correct, as 1 if they were wrong, and as 0 if the question was 
left unanswered. As far as the ASFR is concerned, the student responses 
were coded as follows: “I would be very happy”, 4; “I would smile a little”, 
3; “I would feel a bit sad”, 2; and “I would be very sad”, 1. 

While the normality assumption of the data was being investigated, 
Kolmogorov-Smirnov and Shapiro-Wilks tests were performed, and 
histogram and P-P plot graphs and kurtosis-skewness values were 
examined. In the analysis of normality assumption, for kurtosis and 
skewness, the kurtosis and skewness values are divided by their standard 
errors. Then it is checked if the result is between the values of -3 and +3 
(Kline, 2005). It was found out that the experimental and control group pre-
test and post-test achievement and attitude scores were normally 
distributed according to Kolmogorov-Smirnov test (p>0.05). Also, it was 
found that histogram and P-P plot graphs were normally distributed, that 
the kurtosis-skewness values were significant, and that the distribution of 
data was normal. As a result, it was concluded that all the data were 
normally distributed and parametric tests were used in the data analyses. 

Based on the data obtained from the ASFR, for which the lowest score 
was 20 and the highest 80, in the interpretation of the attitude mean scores, 
values between 20-40 were considered an indication of “low” level of 
attitude. While values between 40-60 were considered to show “medium” 
level attitude, those that fell between 60-80 were accepted to point to “high” 
level of attitude. The scores that fell on the border were interpreted as 
belonging to a higher category. 

In the analysis of data, a dependent samples t-test was used for intra-
group comparisons, while for comparisons between groups, an 
independent samples t-test was performed. 

RESULTS AND INTERPRETATION 
Findings for the First Sub-Problem and Interpretation 
In order to provide an answer to the first sub-problem of the research 

and to find out if there was a significant difference between the pre-test 
scores of the experimental and control group students in relation to the 
RCAT, an independent samples t-test was performed. The results are 
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presented in Table 1. 
 

Table 1. Comparison between Experimental and Control Group Pre-Test 
Scores in the Achievement Test 

                   Group N Mean Ss t p 
                     Control 20 21,90 7,73   

Achievement Pre-test    0,472 0,640 
                               Experimental  20 20,85 6,26   

When the mean scores in Table 1 are examined, the experimental group 
mean score in RCAT is seen to be 20,85, while the control group pre-test 
mean score is 21,90. According to the results of the independent samples t-
test, which was performed to see if the difference between the pre-test mean 
scores is significant, it was revealed that there was not a significant 
difference between the experimental and control groups (p>0.05). Based on 
this finding, it may be said that the experimental and control groups were 
equivalent before the implementation in terms of their reading 
comprehension skills. 

Findings for the Second Sub-Problem and Interpretation 
In order to answer the second sub-problem of the research and to find 

out if the difference between the pre-test and post-test mean scores of 
experimental group students in the RCAT was significant, data were 
analysed through dependent samples t-test. The results are given in Table 2. 
 
Table 2. Comparison between Experimental Group Pre-Test and Post-Test 
Scores in the Achievement Test 

 Mean N Ss sd t p 
Pre-test 20,85 20 6,26    

    19 -11,762 0,000* 
Post-test 40,75 20 5,23    

  *p<0.05 

As can be seen from Table 2, the mean score the experimental group 
students obtained in the pre-test of the RCAT is 20,85, while their post-test 
mean score is 40,75. From the results of the dependent samples t-test, which 
was performed to find out if the difference between the pre-test and post-
test mean scores of the experimental group students in the RCAT was 
significant, it was observed that the mean scores showed statistically 
significant difference in favour of the post-test (t= -11,762; p<0.05). Based on 
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this finding, it may be stated that the method used in the experimental 
group played a role in the success these students achieved in the reading 
comprehension test. 

Findings for the Third Sub-Problem and Interpretation 

In order to solve the third sub-problem of the research and to find out if 
the difference between the pre-test and post-test mean scores of the control 
group students in the RCAT was significant, data were analysed through 
dependent samples t-test. The results are given in Table 3. 
 
Table 3. Comparison between Control Group Pre-Test and Post-Test Scores 
in the Achievement Test 

 Mean N Ss sd t p 
Pre-test 21,90 20 7,73    

    19 -3,920 0,000* 
Post-test 25,75 20 7,91    

                    *p<0.05 
 
As can be seen from Table 3, the mean score the control group students 

obtained in the pre-test of the RCAT is 21,90, while their post-test mean 
score is 25,75. From the results of the dependent samples t-test, which was 
performed to find out if the difference between the pre-test and post-test 
mean scores of the control group students in the RCAT was significant, it 
was revealed that the mean scores showed statistically significant difference 
in favour of the post-test (t= -3,920; p<0.05). The fact that the control group 
went through the process with someone other than their class teacher, that 
an illustrated children’s book which was different from what they typically 
read was incorporated into the process, and that all these attracted the 
attention of the students despite the absence of any interference with the 
process may be interpreted as the reasons for this result. 

Findings for the Fourth Sub-Problem and Interpretation 
In order to provide an answer to the fourth sub-problem of the research 

and to find out if there was a significant difference between the post-test 
scores of the experimental and control group students in relation to the 
RCAT, an independent samples t-test was performed. The results are 
presented in Table 4. 
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Table 4. Comparison between Experimental and Control Group Post-Test 
Scores in the Achievement Test 

                   Group N Mean Ss t p 
                     Control 20 25,75 7,91   

  Achievement Post-test    -7,068 0,000* 
                               Experimental  20 40,75 5,23   

*p<0.05 
 

When the mean scores in Table 4 are examined, it is seen that, in 
relation to the RCAT, the post-test mean score of the experimental group is 
40,75, while that of the control group is 25,75. According to the results of the 
independent samples test, which was carried out to find out if the difference 
between the post-test mean scores of the experimental and control group 
students in the RCAT was significant, the post-test scores show statistically 
significant difference in favour of the experimental group (t=-7,068; p<0.05). 
The fact that there is a significant difference between the post-test mean 
scores of the experimental and control groups in the RCAT may be 
attributed to the effectiveness of the method employed in the experimental 
group. 

Findings for the Fifth Sub-Problem and Interpretation 
In order to answer the fifth sub-problem of the research and to find out 

if there was a significant difference between the pre-test mean scores of the 
experimental and control group students in the ASFR, an independent 
samples t-test was performed for analysis. The results are presented in 
Table 5. 
 

Table 5. Comparison between Experimental and Control Group Attitude 
Pre-Test Scores  

                   Group N Mean Ss t p 
                     Control 20 59,20 12,35   

Attitude Pre-test    -0,320 0,751 
                               Experimental  20 59,65 16,04   

When the mean scores in Table 5 are examined, it is seen that attitude 
pre-test mean score of the experimental group in relation to the ASFR is 
59,65, while that of the control group is 59,20. From the pre-test attitude 
mean scores obtained in the ASFR, it is observed that both groups had a 
medium-level attitude. In order to determine if the difference between the 
pre-test attitude scores achieved in the ASFR was significant, an 
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independent samples test was conducted. According to the results obtained, 
there is no significant difference between the pre-test scores obtained in the 
ASFR by the experimental group and control group students (t= -0,320; 
p>0.05). Based on this result, it could be interpreted that the experimental 
and control groups were equivalent before the implementation process in 
terms of their attitude towards reading. 

Findings for the Sixth Sub-Problem and Interpretation 

In order to address the sixth sub-problem of the research and find out if 
the difference between the pre-test and post-test attitude scores of the 
experimental group students in ASFR was significant, data were analysed 
through dependent samples t-test. The results are given in Table 6. 
 

Table 6. Comparison between Experimental Group Pre-Test and Post-Test 
Attitude Scores 

 Mean N Ss sd t p 
Attitude Pre-test 59,65 20 16,04    
    19 -7,049 0,000* 
Attitude Post-test 69,55 20 11,33    

            *p<0.05 
 

As can be seen from Table 6, the pre-test attitude mean score of the 
experimental group students in the ASFR is 59,25, while their post-test 
attitude mean score is 69,55. The pre-test attitude scores that the 
experimental group students obtained in the ASFR reflect a “medium” level 
of attitude, while their post-test scores show they had a “high” level of 
reading attitude. The significance of the difference between the pre-test and 
post-test attitude scores was analysed using a dependent samples t-test, and 
it was found out that the attitude mean scores of the experimental group 
students showed statistically significant difference in favour of the post-test 
(t=-7,049; p<0.05). Taking into account this result, it can be stated that the 
method employed in the implementation played a role in the development 
of a positive attitude towards reading. 

Findings for the Seventh Sub-Problem and Interpretation 

To provide an answer to the seventh sub-problem of the research and 
find out if the difference between the pre-test and post-test attitude scores of 
the control group students in the ASFR was significant, data were analysed 
through dependent samples t-test. The results are given in Table 7. 
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Table 7. Comparison between Control Group Pre-Test and Post-Test 
Attitude Scores 

 Mean N Ss sd t p 
Attitude Pre-test 59,20 20 12,35    

    19 -6,201 0,000* 
Attitude Post-test 61,80 20 12,34    
       *p<0.05 

 
As Table 7 shows, the pre-test attitude mean score of the control group 

students in the ASFR is 59,20, while their post-test attitude mean score is 
61,80. While the pre-test attitude scores that the control group students got 
in the ASFR indicate a “medium” level of attitude, their post-test scores 
show a “high” level of reading attitude. The significance of the difference 
between the pre-test and post-test attitude scores was analysed by 
performing a dependent samples t-test. According to the results, the 
attitude mean scores of the control group students showed statistically 
significant difference in favour of the post-test (t= -6,201; p<0.05). That the 
control group went through the reading process with a different person, 
that a different illustrated children’s book was incorporated into the 
process, and that all these attracted the attention of the students and 
increased their motivation are thought to be the reasons for such a result. 

Findings for the Eight Sub-Problem and Interpretation 
In order to address the eight sub-problem of the research and 

investigate whether the difference between the post-test attitude scores of 
the experimental and control group students in the ASFR was significant or 
not, an independent samples t-test was performed. The results of the 
analysis are given in Table 8. 

 

Table 8. Comparison between Experimental and Control Group Post-Test 
Attitude Scores 

                   Group N Mean Ss t p 
                     Control 20 61,80 12,34   

Attitude Post-test    -2,068 0,042* 
                               Experimental  20 69,55 11,33   
             *p<0.05 

When the mean scores in Table 8 are examined, it is seen that the 
experimental group has a post-test attitude mean score of 69,55 in the ASFR, 
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while the mean score of the control group is 61,80. Based on these mean 
scores, the control and experimental groups can be said to have a high level 
of attitude. In order to find out whether the difference between the post-test 
attitude scores was significant, an independent samples t-test was 
conducted. As the results indicate, the post-test mean scores obtained by the 
experimental and control group students in the ASFR show a statistically 
significant difference in favour of the experimental group students (t= -
2,068; p<0.05). Based on this finding, the method employed can be said to be 
effective in changing the level of attitude in a positive way. 

RESULTS, DISCUSSION AND SUGGESTIONS 

As a result of this study, which was conducted to investigate the effects 
of interactive reading practices on primary school 2nd grade students’ 
reading comprehension skills and on their attitude towards reading, it was 
determined that, compared with the practices carried out as part of the 
current program, the IBR practice was more effective in supporting and 
developing students’ reading comprehension skills. Consistent with this 
finding, there are many studies in the literature that have revealed that the 
IBR method supports and develops children’s reading comprehension and 
questioning skills (Akoğlu, Ergül & Duman, 2014; Er, 2016; Ergül, Akoğlu, 
Karaman & Sarıca, 2017; Whitehurst, Falco, Lonigan, Fischel, DeBaryshe, 
Valdez-Menchaca & Caulfield, 1988). Bayreli & Amanvermez İncirkuş 
(2018), in their study, reached the conclusion that the IBR method best helps 
and supports reading comprehension. In addition, studies carried out by 
Çeçen (2007), Ergül, Sarıca Kesiktaş & Akoğlu (2016), and Er (2016) reached 
conclusions that support this. Similarly, Karatay (2007), Özbay & 
Melanlıoğlu (2008), and Sever (2011) revealed that the IBR method 
contributed to vocabulary development and as a result helped students to 
comprehend any material better. Zevenbergen & Whitehurst (2003) found 
out that those individuals who undergo a reading experience through the 
IBR practices are more successful than those who have the experience 
through a read-aloud. In the most recent IBR-related studies, researchers 
have reached the conclusion that by using the IBR method in the book 
reading process, parents can support their children’s reading skills as well 
as their language development (Ergül, Akoğlu, Sarıca, Turan & Karaman, 
2015; Efe & Temel, 2018).  

Another result of the study is that IBR practices contribute to children’s 
development of a positive attitude towards reading. In other words, IBR 
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practices develop and support students’ reading attitude. Consistent with 
this finding, Kotaman (2008) and Lever & Senechal (2011), state that IBR is 
an effective method in developing a positive attitude towards reading. 
Also, Kush, Watkins & Brookhart (2005) state that individuals who are 
given an opportunity to speak, who get listened to and are valued for their 
ideas, who hold a leadership role and acquire new knowledge during the 
practice develop a positive attitude towards reading. Similarly, Pillinger & 
Wood (2014) concluded that book reading activities conducted in line with 
IBR, positively affect an individual’s love for reading books and his attitude 
towards reading. 

Finally, the results obtained in this research show that IBR practices 
positively affect, develops and support students’ reading comprehension 
skills and their attitude towards reading. 

The following are suggestions made in relation to the results obtained 
in this study and for the studies to be conducted in the future: 

1. IBR, which is an activity that places the individual at the centre, gives 
him a chance to speak, and involves many activities and tasks for the 
individual to actively express himself, should be used more often 
during the education process. By doing so, substantial contribution 
can be made at the end of the process to the achievements as well as 
to the students’ social and intellectual development. 

2. IBR could be used not only during the education process at school but 
also at home by parents, thereby widening the sphere of influence and 
ensuring the permanence of the achievements obtained during the 
education process. 

3. This study can be done again with more groups and over a longer 
period of time. Moreover, the study, which was carried out with 
second graders, can be repeated with students from different age 
groups and grade levels. 

4. In addition to these, the effects of IBR on different variables and 
aspects of learning such as creative thinking and problem solving 
skills can be investigated. 

5. Also, for an efficient implementation of IBR, teachers’ level of 
knowledge, skills, and attitude can be researched, and if deemed 
necessary, in-service training activities can be provided to increase 
quality. 
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Introduction  

In (educate. Etymonline.com 20119), education etymologically is 
defined as the word which is derived from the Latin word ēducātiō ("A 
breeding, a bringing up, a rearing") from ēducō ("I educate, I train") which 
is related to the homonym ēdūcō ("I lead forth, I take out; I raise up, I erect") 
from ē- ("from, out of") and dūcō ("I lead, I conduct"). 

Education can systematize the process of receiving or giving 
instruction, formally, the setting can be a school or university. 

According to Wiktionary (2020), there are some definitions of 
philosophy: the love of wisdom; an academic discipline seeking truth 
through reasoning rather than empiricism; a view or outlook concerning 
fundamental principles underlying some domains; a comprehensive system 
of belief, a general principle when moral is the focused issue; and a broader 
branch of science considered as non-applied one. 

Education, as we understand it here, is a process of inviting truth and 
possibility, of encouraging and giving time to discovery. It is, as (John 
Dewey, 1916) explained, a social process – ‘a process of living and not a 
preparation for future living’. In this view, educators look to act with people 
rather on them. Their task is to educe (related to the Greek notion of 
educere), to bring out or develop potential.  

(Smith and Smith, 2008) stated that education is more than fostering 
understanding and an appreciation of emotions and feelings. It is also 
concerned with change, with how people can behave with understanding 
and sensitivity for improving their lives and those of others.  
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Philosophy of Education in Brief 

A philosophy of education can be a statement or set of statements 
which provide clarification of beliefs, values and understandings of any 
individual or groups concerning education. It also provides the ground for 
managing educational planning, programs and processes in specified 
settings. 

A philosophy of education can determine, both implicitly and 
explicitly, the basic and main subjects and topics to be instructed, the way 
they are going to be delivered, and penetrating the underlying beliefs, 
values, and lifestyles which are desired. These issues are framed within the 
educational curriculum and models.  

There have been many questions regarding philosophy of education 
which are the centers of discussion for a long time. Some of them are mainly 
around the following issues: 

- The aim of education, 
- The people / individuals whom they should be educated, 
- The content of education: What should be taught and what should 

not, 
- The position of interests and abilities of the receiver of education,  
- The delivery of education: Methods, approaches, settings, etc. 
If improvement of any educational system is the aim, the ways 

educators or the ones who set the rules for education think and interact 
with each other should be scrutinized before planning for any educational 
reforms and changes. 

In fact, it is philosophy of education that makes next generation ready 
or able to do or deal with almost all the challenges in life. It is going to 
shape next generation’s belief, thinking, attitudes, and behaviors for their 
lives. That means what education implies. 

In order to understand philosophy of education deeply, we need to 
educate / train the whole of the human being. Educational systems, 
planning, curricula, evaluation, and the like should focus on the 
accumulation and practices of basic, necessary, and specialised knowledge 
in multiple fields. As these fields grow and develop, new means of 
providing, accessing, gaining, delivering, and new / novel knowledge and 
experience are absolutely required.  

Broadly speaking, it is said that the fundamental emphasis of 
educational philosophies is on what educators / teachers teach, which is the 
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curriculum aspect in its broad sense.  
Educational philosophy is the chief support for effective and 

systematized education, teaching, learning, teachers, learners, and 
individuals. In fact, it covers the essential principles, thinking styles, and the 
beliefs for us in our life. Educationally speaking, it is educational 
philosophy that provides educators with the ground and framework by 
which defining, describing, and justifying teaching issues, desired 
curriculum, teaching methods and approaches, organizational structures of 
teaching settings, and the like are realized. 

It seems vital that educators in any level develop a personal educational 
philosophy for themselves. 

It is obvious that everybody (as a human being) possesses some sort of 
philosophy which (Rand, 1943) called it a sense of life. 

Every individual has a philosophy which is shaped through his / her 
worldview that (Colson and Pearcey, 2011) named it as being the sum total 
of our beliefs regarding the world, the big picture that our daily decisions 
and actions are directed by it. 

As Combs (2010) noted, it is crucial that educators be aware of their 
own educational philosophy. This awareness enables educators to pay 
particular attention to the purposes as well as reasons in terms of decision 
making process, teaching, planning for instruction, implantation, and 
evaluation of their educational work. 

Needless to say, both exploring and clarifying the philosophy as being 
the fundamental aspect of educational practice are absolutely necessary for 
all individuals. In other words, through life as we live, educate, and 
struggle to be survived, this is philosophy that guides us to think and act. 

In the sense of education, it is anticipated that educators are to develop 
a coherent personal educational framework in the course of education 
which means in the course of life. 

According to (Conti, 2007; Walks 2008; Knight, 2008; Ozmon and 
Craver 1981; Ugwuozor and Anih, 2011), although developing a personal 
educational philosophy is not easy, it is going to be an important step 
concerning advancing as a professional educator.  

The Concept of Education  

It is obvious that education is very important in our life and within 
society in which we live. Broadly speaking, it is the basis for different 
cultures lasting for a long time, it provides logical, formal, informal, and 
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sometimes self-instruction and awareness of individuals, for the betterment 
of society, world, and for many other reasons. 

Education can be categorised in levels and modalities. Some levels can 
be named as pre school, primary school, secondary school, and university. It 
should be remembered that each nation or country can have its own 
educational system and philosophy with many variations in itself. 

Some modalities can be listed as school education, professional and 
technological education, education for youth and adults, and distance 
education. 

It is a fact that digital transformation has already had big changes 
throughout education worldwide.  

When we think about education, it occurs to us that teaching and 
learning cannot be realised without it. Education is the means by which 
human being can facilitate socialization and maximize his / her potential 
and development as well. 

It seems that education is more bound to moral rules which are moral 
based compared to knowledge. Actually, knowledge is based on broader 
continuum. 

Education is believed as a broad system which covers various methods, 
procedures, and tools.  

Regarding various methods, teaching is one of the main key points. 
There can be school education to be divided into basic and college / 
university. 

Concerning special education, it tries to focus on people who may have 
some disabilities or mental illness. 

Professional and technological education emphasises on workforce 
training. 

When people have not completed the basic schooling at the 
prearranged age, education for youth and adults can provide support and 
necessary education for them.  

Technology advancement has led to distance education. It is one of the 
educational programs which is getting more and more noticed due to 
emergence of digital-oriented educational needs. In higher education, 
distance learning has been applied in recent years and it is expected to be of 
more use in the future. However, some fields of study such as medical 
school cannot provide full online trainings for their trainees since practical 
trainings need to be conducted face to face, individually, in small groups or 
large groups.  
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Hybrid instruction is realised when two programs / models are applied. 
It encompasses both technological advances and applying on site teaching 
form. 

Concerning informal trainings, online courses on various issues can be 
arranged to deliver specific knowledge on the specified subjects on the 
internet. Their platforms can include some educational supports through 
broadcasting some virtual lessons accompanied by relevant complementary 
materials. These can be realised within interactive environments. 

Some Facts of Education 

The true function of education might be created through the integration 
of all science fields and disciplines. 

Everybody should be educated on the basic sciences to have enough 
and real understanding of himself / herself, human being, the nature, the 
environment, and the world. Individuals should be able to analyze, 
interpret, and judge the main phenomena occurring in the world. 
Fundamentally, this can be realised through education. 

When we consider how fast knowledge about human development and 
learning has increased, it is observed that more opportunities in order to 
form more productive education are also provided. 

Education implies that all advances in the world are needed to integrate 
different insights across multiple educational fields of study. It is suggested 
to include all learning sciences including the biological and neuroscience to 
psychology, sociology, developmental and learning sciences. 

Education implies that all advances in the world are needed to integrate 
different insights across multiple educational fields of study. It is suggested 
to include all learning sciences including the biological and neuroscience to 
psychology, sociology, developmental and learning sciences. 

In fact, all learning sciences are required to be connected, relevant, and 
applicable to knowledge of successful educational methods, models, 
modalities, approaches, curricula, and settings. 

All the evidences and observations from the learning sciences and 
several branches of educational research should be analyzed to make us 
able to have effective educational strategies. These can support multiple 
educational relationships and opportunities which are absolutely necessary 
to improve human being as a whole person in life. Accordingly, more 
positive pathways are to be established for current and future human life. In 
fact, mutually effective relations between individuals and the settings 
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should be built. 
Education can also imply that individual’s improvement and learning 

can be established through interactions with various factors such as 
environmental ones, the relationships and learning opportunities 
individuals experience in every context (in and out of school, college, 
university, training center, etc.), together with physical, psychological, 
cognitive, social, and emotional processes. These processes can influence 
one another not only biologically but also functionally as they enable or 
undermine learning (Fischer and Bidell, 2006; Rose et al, 2013).  

Effective education implies that integrated approach is suggested to be 
practiced. It can support the whole person in every context and setting. This 
should be functional both coherently and consistently to establish strong 
relationships and learning opportunities in communities. Human 
developments such as social, emotional, and cognitive one need to be 
supported by means of systematic needs analysis in every aspect of life. It 
can lead to more and productive educational progress. 

In this sense, education through holistic approach implies that all the 
forces like family and community are to develop mutual (strong and 
respectful) relationships. This helps us to understand life, each other, our 
needs, logical solutions, and doable practices. Consequently, not all but 
most of the aspects regarding the individual, educational, community, and 
world developmental system are tackled.  

(Stafford-Brizard, 2016) mentioned that students need positive 
mindsets about self and school, together with social awareness and 
responsibility when becoming productive citizens within and beyond the 
context of school is expected. 

Educational implications for practice for the interrelated systems 
mentioned above can highlight major developmental needs as well as 
educational ones. Within this framework, knowing about human 
development as a whole person should be addressed. In addition, changes 
which are natural phenomena of the world, life, and human being are to be 
followed continuously and adapt educational reforms, revisions, 
adaptations, and planning accordingly. 

Education Development and Practice 

Educational settings in any form or framework should be safe 
physically and psychologically as well. In education, individuals, in any 
from of learners, need to have a sense of physical and psychological safety 
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for being educated. The reason is that these two factors are two main 
barriers regarding educating, being educated, learning, teaching, and life in 
a broad sense. In fact, both fear and anxiety can be two fundamental 
barriers which can lead to lessening the effectiveness of cognitive capacity 
and development process, especially in learning process. 

Application of what has been gained in the course of education is one 
of the means of development in any aspect. Human beings once considered 
as learners are supposed to learn in optimal manner when they can 
integrate what happens in the training setting, for instance school, to the 
contexts of their cultures, backgrounds, and experiences. In this 
circumstance, educators / teachers are going to be responsive to learners’ 
needs, shortcomings, and when their environment is called identity safe 
(Steele and Cohn-Vargas, 2013), reinforcing their value and belonging. 

In terms of education practice, personalizing the educational setting 
should be considered. By means of creating appropriate opportunities for 
educators and who are educated, both trainers and trainees (teachers and 
learners) can know each other / one another well enough. They can be 
aware of the needs, discuss the solution to meet the needs, and explore how 
to achieve the success. 

Regarding educational development, educational structures are 
significant. They are going to be the bases for various kinds of coherent, 
consistent, and continuous relationships that the people involved in 
education need for development in general. Within these structures, the 
nature of the relationships and the resulting educational experiences should 
be planned, defined, and delivered clearly. In this sense, the peoples’ 
attitudes, beliefs, qualifications, backgrounds, skills, and capacity, as 
educators or receivers of education, are the key points when education 
development plans are devised. 

Education and learning are interrelated. In terms of learning, Felner et 
al. (2007) stated that learning is a transactional process. In this process, 
students and teachers as well learn how to perceive and communicate with 
each other. Also, in this situation, trust produces circumstances for reduced 
anxiety, and greater motivation, and struggling. 

The science of learning shows that human beings can learn less 
effectively once they are exposed to anxiety, fear, or any internal or external 
distractions, or negative concerns. However, if their learnings are 
meaningful and relevant to their prior knowledge and experience, more 
productive achievement is anticipated to be reached. And of course, 
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whenever the learners are actively engaged in the process of teaching and 
learning, in other words in education with having their reasons for 
educating, learning, involvement and contribution, effective education can 
be realised for a long time. 

It is claimed that there exist various kinds of learning that demand 
various kinds of teaching. Educational goals increasingly stress the 
problem-solving and interpersonal skills which are truly required for 
success in our time. These educational goals are not to be created, 
developed, and realized through passive, rote-oriented learning which non-
relevant facts memorization is highlighted. 

With reference to (Goldman and Pellegrino, 2015); (NRC, 2012), it is 
worth noting that the goals of our time (today) need the ways for deeper 
understanding which can support the conveying of skills and application of 
knowledge in new circumstances. 

Educational practices can reflect a lot to individual, society, and 
educators. They can remind all of their responsibilities. The practices of 
what has been accumulated in the course of education provide some 
opportunities for the educators and trainees (teachers and students) in order 
to exercise their educational experiences. These can contribute to the school 
and local community as well (Hamedani et al, 2015); (Noguera et al, 2017). 
In any education context, trainees / instructors / teachers are supposed to be 
aware of the fact that how their attitudes toward their trainees / learners / 
students can affect their addressees. 

(Ladson-Billings, 2009); (Nieto, 2002) mentioned that acknowledging 
the attitudes conveying confidence in students’ abilities, for instance, has 
been indicated to support students’ achievement. 

For creating productive instructional strategies, all the relevant forces 
and factors, namely curriculum designs, instructional approaches, and 
assessment practice, should be noticed as much as possible.  

Concerning the development of habits, beliefs, and mindsets in 
education, it can be said that different kinds of habits, beliefs, and mindsets 
can have impact on both education and learning. These habits, beliefs, and 
mindsets together or each of them separately is / are believed to contribute 
to forming educators’ and trainers’ (learners’) approaches, engagement, 
interpretations, responses, and actions when they face any challenges in real 
life which is directly related to their educational experiences. 
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Conclusion 

Educational contexts and settings are ways to coordinate cognitive 
processes and systems. What education implies can be addressed from 
different perspectives. In fact, education has direct influences on human 
being’s philosophy of life which is also directly reflect on human’s habit 
forming, attitudes, behaviours, changes, economic situations, social status, 
personality, and characteristics. 

Needless to say, background, family, environment, safety, motivation, 
reason for life and learning or improvement or development, and fears of 
changes are affected by individual’s life philosophy. Actually, psychological 
barriers towards changes during different periods of life depend on our 
philosophy of life. Taking risks, accepting responsibility, learning new 
things, and practice of our knowledge are also under the influence of 
individual’s philosophy of life. We should bear in mind that changing our 
habits needs time. 

Application of what has been achieved in the passage of education can 
provide us with diverse perspectives and philosophies toward life and the 
way we encounter and act toward various phenomena under different 
circumstances. 

Society / Community attitudes toward education can be distinct from 
culture to culture. 

Genetics, possibilities, opportunities, purpose in life, peace in oneself 
(peace in ourselves as human beings), self-confidence, and believe in change 
and development are key points when education is tackled. In real sense, 
life educates us and we get educated through life. 
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INTRODUCTION 

The diversifying demands of individuals in social life has revealed the 
social responsibility of the marketing and led up to emerge the social 
marketing understanding by affecting the marketing activities (Bayın and 
Akbulut 2012). The emergence of social marketing as a discipline has been 
occurred by Kotler and Zaltman who have claimed the idea that marketing 
strategies will be used so as to develop the ideas, attitudes and behaviors 
which are useful for the society, together with being successful in selling 
both products and services (Evans and McCormack 2008). On the other 
hand, it is important to state that social marketing and societal marketing 
are not same concepts. According to Bozpolat and Cömert (2016), while the 
main purpose in social marketing is to change the certain idea and 
behaviors of an individual and institution on the basis of social benefit, the 
purpose of creating social change in the consumers cannot be aimed in 
societal marketing. Ethical principles lead the social marketing practices 
(Morgan 2012-2018). 

When the literature is examined, it is clear to see that there are different 
definitions on social marketing. For instance, according to Evans (2006); 
social marketing is a type of marketing that applies the commercial 
marketing strategies so as to improve public health and that impacts on 
population with the contribution of healthcare providers. According to Ilter 
and Bayraktaroğlu (2007), social marketing is an approach to use marketing 
information and techniques as a planned tool so as to find solutions to social 
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problems and to develop solutions about that matter. However, Unal (2011) 
has mentioned that it is not a real expectation to hope that social marketing 
will overcome all social problems.  

According to Tweneboah-Koduah et al. (2019), the purpose of social 
marketing is to understand the behavior of the target audience and to 
provide the behavior changes but, it is important to conduct the behavior 
changes voluntarily in social marketing (Silva and Mazzon 2016). That’s 
why, this situation may be effective in marketing success or failure. The 
success of social marketing depends on the ability of individuals to change 
their behavioral patterns and to provide more value from their old 
behavior.  

According to Chou et al. (2020), the basic features of social marketing 
are as follows: i) to develop strategies based on customer needs, ii) to 
change the customer behaviors, iii) to provide strategies that consider the 
cost-effectiveness, iv) to consider market segmentation, v) to implement 4p 
strategies that include product, price, location and distribution, vi) to 
evaluate the findings, vii) to analyze in terms of strong and weak aspects.  

When we consider historically, it is thought that social marketing is 
useful and available to change the individual behaviors that concern public 
health because social marketing strategy has based on the assumption that 
people are responsible for their own health quality (Wymer 2011). Even if 
the target audience of the social marketing consists of consumers, it is also 
used to influence policy makers who consider the wider social and 
environmental determinants of health (Grier and Bryant 2005).  

Social marketing has integrated public relations, advertising and 
marketing research strategies in order to educate and inform the society on 
social issues and has maintained its activities by using basic marketing 
principles (Ozgen and Bahadır 2019). Although the social marketing 
applications have a long history around the World, they had been started to 
conduct in Turkey in the 1980s. It is known that social marketing is different 
from social advertising but it has started with the examples on social-related 
advertising in Turkey. It is known that the first studies carried out for this 
purpose were educational advertisements which were shot by toothpaste 
brands by year 1984 (Kurtoğlu 2007). 

The social marketing discipline has shown success among the regions 
which have different development level in the World. For instance, it is 
known that this discipline is often used in the struggles against AIDS, 
condom use and malaria in Ghana. Firestone et al. (2017) has examined 140 
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studies on the effect of social marketing in the global health in both low and 
middle-income countries. It has been determined that 45 of them suffer 
from AIDS, 40 have reproductive health problems, 35 of them are about 
survival, 17 suffer from malaria and 3 of them have tuberculosis. Salazar et 
al. (2019) have referred that social marketing is widely used in smoking and 
family planning. Tengilimoğlu et al. (2013) have carried out an 
implementation about “Smokeless Air Campaign” in the study, which has 
consisted of 528 people in Isparta. As a result of the study, it has stated that 
the campaigns have a positive effect on smoking cessation behavior. The 
awareness of e-pulse application has been examined within the social 
marketing in another study which has been conducted by Ekiyor and Çetin 
(2017) with the participation of 273 people. As a result of the study, it has 
determined that that application has higher awareness for both healthcare 
providers and receivers.  

MATERIALS AND METHODS 

The main purpose of this study is to reveal the general trends and 
profiles in the graduate theses on social marketing by evaluating them. As a 
result of the literature review, it has been determined that there is not any 
profiling study about the social marketing so that study has a great 
importance in that field. In this context, it can be thought that this study will 
contribute to the current literature and give graduate students an idea about 
writing thesis on social marketing. The access to the theses has been 
provided from the database of the Higher Education Board. Some keywords 
such as “social marketing”, “public spot”, “social behavior change”, “health 
campaigns” by testing with the conjunctions “And” and “Or”. Theses which 
have been evaluated under this study have categorized in terms of years, 
types, universities, institute types, languages, subjects, research designs, 
sample volumes, data collection methods and statistical analysis. Moreover, 
it has been evaluated that how many social marketing practices in the theses 
have permanent social behavior change or not. These evaluations have been 
carried out by considering the important findings stated in Table 6. 117 
theses have been listed as a result of the scanning between 11 and 15 May 
2020. However, totally 25 theses have been evaluated since 76 theses have 
not been related to the research topic and 16 of them have not been 
accessible as a result of the examination of the abstracts of the theses. While 
scanning, the theses have been listed from the newest to the oldest because 
no time interval has been stated. The data has been gathered with document 
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analysis and the analysis of data has been conducted with content analysis 
in this qualitative research. Document analysis is defined as the 
examination of documents in the access to the data considering the 
objectives of the research (Aydoğdu et al. 2017). The content analysis which 
is used for both qualitative and quantitative data is defined as just analysis 
or breakdown method. The main purpose of content analysis which is used 
by different science branches is to gather similar data or patterns in terms of 
specific themes and to submit them in the way that the reader can perceive 
(Alkar and Atasoy 2020). Some descriptive statistics such as percentage, 
frequency, average, minimum and maximum have been used in the analysis 
of the obtained data and Microsoft Excel 2016 office program has been used 
so as to create related graphics. The most important limitation of this study 
is created by using only Higher Education Board Thesis Database. Theses 
which are not allowed to access by using this database can be thought as 
another limitation fort his study. In addition to this, the research design and 
analysis method in this study are other limitation because they cannot be 
suitable for further comments.  

RESULTS 

When Figure 1 is examined, it is clear to see that 25 theses have been 
written until May 2020; and the maximum number of theses belongs to 2019 
(f: 5) and 2018 (f: 5); and the years , respectively, 2014 (f: 3), 2020 (f: 2). ), 
2016 (f: 2), 2015 (f: 2), 2012 (f: 2), 2017 (f: 1), 2010 (f: 1), 2007 (f: 1) and 2004 (f: 
1) follow the process. 

 
Figure 1: Theses in terms of years 

 
When Table 1 is examined, it is seen that 76% (f: 19) of the publications 

are postgraduate theses and 24% (f: 6) are doctoral theses.  
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Table 1: Theses in terms of types 
Types Frequency Percent (%) 

Postgraduate 19 76 
Doctoral 6 24 
Total 25 100 

 

When Table 2 is examined; it is clear to see that maximum theses 
belong to state universities consisting of Marmara (f: 2), Ege (f: 2) and 
Selçuk (f: 2), while the minimum theses belong to foundation universities 
such as Maltepe (f: 1), Istanbul Ticaret (f: 1), Turk Hava Kurumu (f: 1), Toros 
(f: 1) and Hasan Kalyoncu (f: 1). The other part which includes 56 % refers 
to the total of a thesis written at different state universities. 

 

Table 2: Theses in terms of university type  
Foundation 
Universities Frequency Percent 

(%) 
State 

Universities Frequency Percent 
(%) 

Maltepe 1 4 Marmara 2 8 
İstanbul Ticaret 1 4 Ege 2 8 
Türk Hava 
Kurumu 

1 4 Selçuk 2 8 

Toros 1 4 Other 14 56 
Hasan Kalyoncu 1 4 Total 25 100 

 
When Figure 2 is examined, it is determined that most of the theses 

have been written within the social sciences institute (f: 21), and then health 
sciences (f: 2), education sciences (f: 1) and graduate education (f: 1) 
institutes have followed this ratio. 

 

 
Figure 2: Theses in terms of institute types  
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When Figure 3 is examined, It is stated that the present subjects in 
theses are anti-smoking (f: 9), obesity (f: 4), effects of social marketing (f: 3), 
cancer (f: 2), organ donation (f: 2), rational drug use (f: 1), AIDS ( f: 1), blood 
donation (f: 1), sports habit (f: 1) and seat belt (f: 1). 
 

 
Figure 3: Theses in terms of their subjects 

 
When Table 3 is examined, it is determined that 84% (f: 21) of these are 

quantitative, 8% (f: 2) are qualitative and the other 8% (f: 2) are in mixed 
design.  

 

Table 3: Theses in terms of research design  
Research Design Frequency Percent (%) 

Quantitative 21 84 
Qualitative 2 8 
Mixed 2 8 
Total 25 100 
 

When Table 4 is examined, 28% (f: 7) of the theses have samples 
between 301-400 and 16% (f: 4) have at least 601 samples. It has been 
determined that the volume of the lowest sample is 8% and this volume has 
belonged to the theses with 101-200 samples. The average of overall sample 
volume of theses has been calculated as 392.3, minimum sample volume as 
30 and maximum sample volume as 1167.  
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Table 4: Theses in terms of sample volume 
Sample volume Frequency Percent (%) 

≤ 100 3 12 
101-200 2 8 
201-300 3 12 
301-400 7 28 
401-500 3 12 
501-600 3 12 
≥ 601 4 16 
Total 25 100 

Minimum 30 
Maximum 1167 
Average 392.3 

 
When Table 5 is examined, it is seen that the survey method has been 

used in 84% (f: 21) of theses as a data collection tool. Following this, it has 
been found that 4% of focus group and in-depth interview, 4% of content 
analysis and in-depth interview, 4% of questionnaire, focus group and in-
depth interview, and 4% of questionnaire and neuroimaging (EEG) have 
been used. 

 

Table 5: Theses in terms of data collection method  

Data collection method  Frequency Percent 
(%) 

Only questionnaire 21 84 
Focus group and in-depth interview 1 4 
Content analysis and in-depth interview 1 4 
Questionnaire, focus group and in-depth 
interview 

1 4 

Questionnaire and neuro-imaging (EEG) 1 4 
Total  25 100 

 
When Figure 4 is examined, the types of analysis that have been used in 

theses are descriptive (f: 25), t-test (f: 18), Anova (f: 16), Correlation (f: 11), 
Explanatory Factor Analysis (f: 9), Regression (f: 8), Chi-Square (f: 4), Mann 
Whitney-U (f: 1), Kruskal Wallis-H (f: 1), Confirmatory Factor Analysis (f: 
1), Cross Tabulations (f: 1) and Neuro-Imaging (f: 1).  
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Figure 4: Usage frequency in terms of analysis types* 
* The usage of frequencies has exceeded 25 because it has been used more than one 
analysis in the studies. 

 
Theses which have been evaluated within the scope of study are listed 

chronologically, from the recent to the old one in Table 6. At the same time, 
essential findings and / or results obtained in the theses are summarized 
and each thesis is categorized as effective, partially effective or ineffective in 
terms of behavior change of social marketing practice. As a result, it is 
found that 11 (44%) of these are effective in terms of behavior change, 10 
(40%) are partially effective and 4 (16%) are ineffective.  

 
Table 6: The essential findings of theses 

Author Year Essential Findings 

Emine  
Avcı 

2020 

It has been found that written / visual materials which 
have been used in the framework of social marketing are 
ineffective for women to perform early diagnosis 
behaviors related to breast cancer. 

Burak  
Kars 

2020 
It has been determined that there is a moderate and 
positive relationship between obesity public spots and 
healthy lifestyle behavior. 
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Ayşe  
Oktay 

2019 

It has been concluded that some social marketing 
practices such as anti-smoking and alcohol, rational 
antibiotic use, blood and organ donation in the health 
sector have positive effects on students. 

Aysel 
Kurt 

2019 

It has been determined that public spots should be 
created considering the benefit, not intimidation. 
Moreover, the opinions of women that public spots can 
contribute to solve social problems, find more effective 
solutions and increase social awareness are found more 
than men’s opinions.  

Burcu  
Güner  
Diri 

2019 

It has been determined that the elements in public spots 
are generally thought as negative. It can be deficiency 
not to include the issue of reaching healthy food even if 
the issue of healthy nutrition is mentioned in the public 
spots. It is found that opportunities are not stated despite 
mentioning the importance of physical activity. 
Therefore, the general idea is that public spots cannot 
create a behavioral change by itself. 

Yasin  
Sever 2019 

A positive and significant relationship as 0.802 have been 
found between the approach to health communication 
campaigns and conversion to behavior. It has been 
calculated that health communication campaign on 
rational antibiotics use has nearly 65% of clarification on 
conversion to behavior.  

Gamze 
Samyeli 
Canpolat 

2019 

It has been determined that public spots do not have the 
expected impact on smoking individuals. This impact on 
the individuals who stopped smoking has been found to 
decrease the re-starting of smoking.  

Sanem  
Zelal 
Türkmen 

2018 

It has been found that AIDS-related campaign awareness 
is seriously weak, however, people have high perception 
of seriousness and have tendency to create behavior 
change. On the basis of this, it has been concluded that 
people can change behavior under the condition that a 
social marketing campaign is carried out for AIDS by 
using certain channels.  

Mustafa 
Kaplan 

2018 
The effect of social marketing practice on blood donation 
has been calculated as 9%. 
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Cem 
Işıkdoğan 

2018 
The participation to the social marketing practices that 
are conducted on social media has been determined as 
high. 

Şakir 
Şen 

2018 

It has been determined that public spots have 
clarification as 27% on the intention to stop smoking. On 
the other hand, the attitude towards public spots has 
clarification as 25% on smoking cessation behavior.  

Tülin 
Parmaksız 

2018 
It has been found that the "Give up Smoking Not Living" 
public spots in the audiovisual media have a deterrent 
impact on smoking over university students. 

Bedriye  
Melek 
Önderoğlu 

2017 

It has been concluded that the public spots which are 
shown for both tobacco and tobacco products are not 
very effective on consumers, but it is more effective for 
those who do not smoke. 

Rufen  
Oral 

2016 

It has been found that the participants are aware of some 
public spots such as obesity, smoking, heart health, 
vaccination and rational drug use and they follow these 
spots; it has been determined that these positively affect 
the attitudes and behaviors of participants. 

Deniz  
Özer 

2016 

It has been determined that the items in public spots 
about anti-smoking have caused to move the negative 
emotions of individuals and these emotions are more in 
women than in men; and more in non-smokers than 
smokers.  

Ceylan 
Bozpolat 

2015 

It has been found that social marketing practices carried 
out within the scope of the “Struggle with Obesity” have 
21.7% impact on the behavior about adopting healthy 
diet and active life philosophy. The impact of walking 
events, the informative public spots on TV, reducing 
food portion on both health nutrition and active life 
philosophy has been calculated as 70%.  

Songül 
Mollaoğlu 

2015 

The majority of obese individuals have determined that 
public spots did not change their behavior and create 
awareness about the negative effects of obesity. Obese 
individuals have stated that the visuals in obesity-related 
public spots are incomprehensible and such public spots 
and their visual design cannot reach to the target 
audiences, spots are not interesting in terms of visual 
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design, and visuals do not meet the expectations and 
desires of target audience. There is no significant 
difference between the attitudes and beliefs of obesity 
compared to those who did not watch the public spots 
on television. 

Derya  
Erol  
Zorsu 

2014 

It has been observed that the majority of participants are 
aware of the social advertisements on seatbelts and are 
affected by these advertisements. The level of response to 
the social advertisements on seatbelt use has a significant 
difference in terms of marital status and having child. 

Nurcan 
Doğru 

2014 

It has been determined that the knowledge and 
awareness level of the medical students about organ 
donation is inadequate. Therefore, it is thought that 
social knowledge related to organ donation should be 
increased by using social marketing campaigns.  

Tuba  
Çevik  
Ergin 

2014 

It has been concluded that public spots, which have a 
controversial advertising approach and fear, and are 
designed to keep in mind, will have a significant effect 
on stopping smoking in individuals. 

Nihal  
Tomris  
Küçün 

2012 

It has been found that the participants disagreed with the 
idea that the legal warnings on the cigarette packs do not 
motive them to stop smoking. Briefly, it has been 
concluded that legal warnings cannot make them think 
about stopping smoking.  

Başak  
Doğan 2012 

The findings have showed that awareness about the 
harms of cigarette consumption has increased, and that 
the legal sanctions, the media and the 18th age limit have 
an impact among the participants. The warnings and 
pictures on cigarette pack have been found to have the 
least effective factor so as to stop smoking.  

Nilgün 
Açıkalın 

2010 

While it is clear to see that the warnings on the cigarette 
pack are not accepted as a very good strategy by men 
and women, it has been found that smoking ban is 
accepted in the most closed places in the struggle against 
smoking. It is thought that religious belief is more 
important factor than parent education in anti-smoking. 
It has been determined that the addiction to smoking 
decreases as the religious belief increases; and, the rates 
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of smoking by young people increase as the monthly 
income of the family increases. It has been determined 
that the smoking habits of their siblings and friends are 
more important than the habits of the parents while 
considering a university student.  

Mehpare 
Tokay  
Arğan 

2007 

It has been concluded that, the awareness of students on 
organ donation increases thanks to the concepts that help 
social marketing such as public spots and campaigns and 
this has a significant impact on the organ donation 
intention.  

Dilşad 
Çoknaz 

2004 

The social marketing program, designed for a group of 
university students has been conducted for 10 weeks. After the 
pretest-posttest, it has been stated that there is a significant 
difference among the attitudes of students in the target 
audience towards regular spots. 

CONCLUSION AND RECOMMENDATIONS 
 

The main purpose of this study is to collect postgraduate theses on 
social marketing in the health field and to reveal the general trends and 
profiles in these theses. On the basis of this purpose, 25 theses have been 
included in the study. As a result, the obtained findings as follows:  

 

∇ 40% of theses which have been written on the subject belong to 2018 
(f: 5) and 2019 (f: 5), 

∇ Most of theses (76%) belong to postgraduate thesis type, 
∇ Most of theses have been written by state universities such as 

Marmara (f: 2), Ege (f: 2) and Selçuk (f: 2),  
∇ Most of theses (84%) have been published under social science 

institute,  
∇ Anti-smoking (f: 9) and obesity (f: 2) have been mentioned mostly in 

the theses,  
∇ Most of theses (%84) are quantitative,  
∇ The sample volume average of theses is 392, 
∇ The most preferred data collection method is questionnaire (84%), 
∇ The first three statistical analyses which have been used in theses are 

t, Anova and Correlation except for descriptive statistics,  
∇ Moreover, it has been concluded that social marketing practices are 

“effective” in behavior change of 44% of theses, “partially effective” of 40% 
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and “ineffective” of 16% of theses.  
It can be possible to write more doctoral theses, to use the qualitative 

and quantitative patterns together in the theses, and to diversify healthy 
related practices on social marketing in the following years. It is essential to 
state that more empirical study findings are needed to address and detail 
both issue of health and social marketing. To design the public spots in both 
written/visual media and social media considering the reaching the right 
target audiences and changing their behavior positively has a great 
importance. Many subjects such as blood and organ donation, struggle 
against smoking, alcohol and drug addictions, use of seat belts, balanced 
nutrition against obesity, and sports habits, and rational drug use can be 
suggested to be included in the curriculum from preschool period. 
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Chapter 9 

Comparison of Turkish Course Books at Primary School's 
First Grade in Terms of Readability 

Metin BOZKURT  

Dr., MEB, Turkey 
 
 
 

INTRODUCTION 

Textbooks are “the books that are found appropriate to be taught in 
formal and non-formal education and training institutions” (MEB, 2012) 
and “are the basic resources used for both education and training 
purposes”. Textbooks are defined as printed education and training 
materials consisting of rich texts equipped with cognitive and affective 
skills suitable for the age and knowledge level of the student, prepared in 
line with the principles based on the curriculum and transmitting the 
information it contains to the student"(Çiftçi, Çeçen & Melanlıoğlu, 2007, p. 
206). Teaching material that is prepared in accordance with the objectives, 
content, teaching-learning process and assessment and evaluation 
dimensions of the educational programs and is used for learning purposes 
is called a textbook (Şahin, 2008, p. 133). 

While textbooks are the most important course tool for teaching 
language skills in Turkish lessons (Demirel, 1998, p. 149), texts are also used 
to gain students language skills (MEB, 2019, p. 16). 

Text is “a tool to communicate with language at different levels and to 
concretize the language” (Güneş, 2013, p. 250). The text is “the whole of the 
words that constitute a text with its form, narration and punctuation 
features” (TDK, 2020). 

The following features should be included in the texts of the books to 
be written for the 6-8 age group: The texts should consist of one hundred 
words most frequently used by children. The number of words in sentences 
should be between three and seven words. Metaphors and second meanings 
of words should not be used in narration. Narration style should be single 
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and care should be taken not to use compound tense verbs. It should be 
avoided from place and time concepts which the child's imagination cannot 
be grasped. In the narration of the subject, the author should put himself in 
the child's place and he/she should pay attention to whether the subject 
he/she chose is suitable for the interests, emotions, values and abilities of 
that age group. Depictions should be made in accordance with children's 
understanding levels. If speech and dialogue will be more effective in 
narration, dialogue should be included more frequently in the texts. While 
creating texts, rhyme style should be used (Aytaş, 2001). 

When choosing appropriate texts for student level factors such as 
difficulty degree of the text should also be considered. If the text is difficult, 
it makes reading difficult, and if the text is easy, it reduces the interest in 
reading. In this respect, some readability formulas developed for text 
selection can be used (Temur, 2002, p. 172). Dale Cale formula, Gunning Fog 
Index, Flesch-Kincaid Readability formula, Fry readability chart and 
Ateşman (1997) readability formula developed for Turkish are most of the 
readability formulas which are used to determine the level of readability 
(Temur, 2003).  

Readability is the easy or difficult comprehension of the texts by the 
reader (Ateşman (1997, p. 71). Readability is the level of quick reading and 
understanding the material that the student reads. The number of words in 
sentences in a text, the number of syllables in words, the number of ideas 
that are given in the sentence and the continuity of the ideas are among the 
characteristics that determine readability (Tekbıyık, 2006, p. 442). According 
to Göğüs (1978), readability is that a student at a certain level can read and 
understand a text. In addition, he states that "readability is a very important 
feature in teaching reading because children and young people cannot read 
every article, and even if they read, they do not reach the goals expected 
from it; readability is more important for younger students because they are 
still insufficient in terms of word and mind power to understand and 
evaluate the writing and they have little experience of reading and 
comprehension” (Çiftçi, Çeçen and Melanlıoğlu, 2007, p. 2008). 

Readability is of greater importance for children. Because the text to be 
read affects the linguistic and mental development of the child. The texts 
that affect the mental skill of the child are mostly the texts that he enjoys 
reading and understands reading (Kayabaşı, Yılmaz, Doyumğaç, 2016, p. 
331). 

Considering that the readability of the texts is an important factor in the 
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students' comprehension of the reading, it is determined that the researches 
about the readability of the texts in the textbooks are generally related to the 
books used in secondary school and secondary education. Researches about 
textbooks used in primary school are limited. These were conducted on 
evaluation of word and sentence lengths and readability levels of tales in 
Turkish textbooks (Zorbaz, 2007); on the effect of sentence length, word 
length and vocabulary on readability in Turkish texts at the four and fifth 
grade levels of primary education (Solmaz, 2009); on readability and 
evaluation of some texts in the first grade of primary education Turkish 
textbook in terms of readability (Tosunoğlu & Özlük, 2011); on readability 
of narrative children's books prepared for the fourth and fifth grade of 
primary education (Özgü Koçağan, 2012); on evaluation the readability 
levels of texts in primary school Turkish textbooks in terms of students with 
learning disabilities (Çakıroğlu, 2015); on examination the text in the second 
grade Turkish textbook in terms of readability (Baş & İnan Yıldız, 2015) and 
on evaluation the readability of fourth grade textbooks in primary school 
(Özbek & Ergül, 2018). However, there is no study comparing the texts in 
different Turkish textbooks at the first grade level in terms of readability. In 
this respect, it is aimed to compare the readability levels of the texts in 
different Turkish textbooks used in the first grade of primary school in the 
research. 

METHOD 

This study, which aims to compare the texts in the first grade Turkish 
textbooks in terms of readability, is a descriptive survey research. Survey 
models are “a research approach that aims to describe a situation that exists 
now or in the past as it exists" (Karasar, 2012, p. 77). 

Data Collection Tools and Data Analysis 

In the research, the texts in the Turkish textbooks of the two publishing 
houses published at https://www.eba.gov.tr/ and decided to be taught as 
textbooks in the 2019-2020 academic year were examined. The readability 
level of 23 texts was examined. Including free reading texts, 12 of them are 
in the first Turkish textbook and 11 of them are in the second Turkish 
textbook. Listening texts and poems are not included in the research. 

The readability formula adapted by Ateşman (1997) to Turkish was 
used to analyze the texts in primary school first grade Turkish books in 
terms of readability. The number of syllables, words and sentences of the 
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examined texts were determined. The formula "Readability Score = 198.825 - 
40.175X1 - 2.610X2" is used in calculating readability. “X1” means the 
average word length by dividing the total number of syllables by the total 
number of words, and “X2” is the average sentence length by dividing the 
total number of words by the total number of sentences. In the readability 
formula adapted by Ateşman (1997, p. 74), texts with a readability score of 
“90-100” are very easy; “70-89” are easy; “50-69” are in medium difficulty; 
“30-49” are difficult and “1-29” are very difficult to read. 

FINDINGS 

In this part of the study, the findings related to the average word and 
sentence lengths and readability levels of the texts in the first grade Turkish 
textbooks are presented. 

 

Table 1. The readability levels of the texts in the first Turkish textbook used 
in the first grade of primary school. 
 

The First Turkish Course Book 

Texts 
Average 

Word 
Length 

Average 
Sentence 
Length 

Readability 
Score 

Readability Level 

1. Text 2,56 5,26 82,24 Easy 
2. Text 2,35 6,25 88,10 Easy 
3. Text 2,35 6,66 87,03 Easy 
4. Text 2,57 7,14 76,94 Easy 
5. Text 2,4 6,23 86,14 Easy 
6. Text 2,75 4,76 75,92 Easy 
7. Text 2,86 6,66 66,54 Medium Difficulty 
8. Text 2,76 5,88 72,80 Easy 
9. Text 2,67 4 81,11 Easy 

10. Text 2,53 6,25 80,87 Easy 
11. Text 2,73 4,54 76,93 Easy 
12. Text 2,65 4,54 80,51 Easy 
 

When Table 1 is examined, it is seen that there are 12 texts in the first 
Turkish textbook. The average word length of the texts in the first Turkish 
textbook is 2.35 to 2.65; average sentence length 4 to 6.66; readability scores 
are between 66.54 and 88.10. In addition, 11 of the texts are "easy" and one is 
in "medium difficulty" reading. 
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Table 2. Readability levels of the texts in the second Turkish textbook used 
in the first grade of primary school. 
 

The Second Turkish Course Book 

Texts 
Average 

Word 
Length 

Average 
Sentence 
Length 

Readability 
Score 

Readability Level 

1. Text 2,72 3,84 79,52 Easy 
2. Text 2,59 4,16 83,91 Easy 
3. Text 2,71 5 76,90 Easy 
4. Text 2,58 5,26 81,44 Easy 
5. Text 2,64 5,26 79,03 Easy 
6. Text 2,93 4,54 69,26 Medium Difficulty 
7. Text 2,93 4,76 68,69 Medium Difficulty 
8. Text 2,51 5,26 84,25 Easy 
9. Text 2,23 6,66 91,85 Very Easy 
10.Text 2,76 5,26 74,21 Easy 
11.Text 2,63 5,88 77,81 Easy 

 
The readability information for the 11 texts in the second Turkish 

textbook is shown in Table 2. The average word lengths of these texts are 
between 2.23 and 2.93; average sentence lengths are between 3.84 and 6.66. 
Readability scores range from 68.69 to 91.85 points. One text is "very easy" 
level of readability; eight texts are identified at "easy" readability level and 
two texts at "medium difficulty" level. 

When the readability levels of the texts in both Turkish textbooks are 
compared, there is more texts at "easy" readability level in the first Turkish 
textbook. In the second Turkish textbook, it is noteworthy that there is a 
"very easy" level of text beside the "easy" readability level. Although both 
Turkish textbooks have “medium difficulty” texts, it is determined that 
more texts are in “medium difficulty” reading level in the second textbook. 

DISCUSSION and DISCUSSION 

Results and discussion of the research findings are included in this 
section. The word length of the texts in the Turkish textbooks examined in 
terms of readability is between 2.35 and 2.93. Ateşman (1997) states that the 
average word length in Turkish should be 2.6 syllables. Considering that the 
simple and short syllable structures provide ease of perception in Turkish 
(Acarlar, Ege & Turan, 2002, 71), it can be stated that the average word 
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length of the texts in Turkish textbooks is suitable for the first-grade level. 
The texts in the Turkish textbooks are on average 4 to 7 sentences long. 

According to Ceyhan and Yiğit (2005), the number of words in the sentences 
in the text should be 6 at most for the first grade of primary education 
(Tosunoğlu and Özlük, 2011). In terms of average sentence length, the texts 
are at the first grade of primary school. 

A total of 23 texts are included in both Turkish textbooks. One of the 
texts (in the second Turkish textbook) is “very easy”, 19 of them (10 in the 
first Turkish textbook, six in the second Turkish textbook) are “easy”, and 
three of them (one in the first Turkish textbook, two in the second Turkish 
textbook) are in medium difficulty level of readability. The majority of the 
texts in the Turkish textbooks examined within the scope of the research are 
at the "easy" level of readability. The findings of the study are similar to 
other studies. Zorbaz (2007) found that the tales in the Turkish primary 
school textbooks are at the level of "easy" readability, Özlük (2011) found 
that proses in the Turkish primary textbook are also at the level of "easy" 
readability. Çakıroğlu (2015) determined that the texts in the first grade 
Turkish textbook are at the level of "easy" readability, too. 

Considering that the word and mind power of younger students are 
insufficient (Göğüs (1978), transmitter. Çiftçi, Çeçen, and Melanlıoğlu, 2007) 
in order to understand and evaluate a text, the importance of the readability 
of the texts examined in the first-class Turkish textbooks is also revealed. 
The fact that the texts in the first grade Turkish textbooks in primary school 
are easy to read means that students can read these texts both willingly and 
comprehendingly. 

In line with the results of the research, the following suggestions can be 
made: 

• In the Turkish Lesson Curriculum (MEB, 2019, p. 18), no criteria 
regarding the readability of the texts are included. Among the features of 
the texts in the textbooks, criteria related to readability can also be 
included. 

• Attention should be paid to include texts at "very easy" and 
"easy" readability level in Turkish textbooks that will support the 
development of reading skills of elementary school first-year students 
and that the students will read by loving and understanding. 

• These texts, the readability of which calculated with the 
readability formula of Ateşman (1997), can be evaluated again by taking 
the expert opinion. 
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INTRODUCTION 

In recent years drawings have been the major data collection tool for 
exploring children’s ideas about the human body (Andersson et al. 2020). 
Reiss and Tunnicliffe (2001), for example, designed a cross-sectional study 
to investigate students’ understandings of the human organs and organ 
systems in the UK. They asked 158 students in different age groups ranging 
from four-year-old students to first-year undergraduates to draw what they 
thought was inside themselves on a blank piece of A4-sized paper. From 
these drawings they constructed a seven-level scale, which deliberately 
shied away from artistic and ambiguous assessments of the drawings. Level 
1 was for a drawing with no representation of internal structure and Level 7 
for a drawing with comprehensive representation with four or more organ 
systems. They used eight organ systems with their corresponding 
definitions. For example, they defined the nervous system as comprised of 
the brain, spinal cord and some peripheral nerve. They found that the mean 
level stabilised at around 4.5 after Year 2 (aged 6 or 7) with the exception of 
the biology specialists, and there was no statistically significant gender 
effect on the students’ performance on the drawing task. The most complete 
systems in the drawings were the digestive system (22%) and the gaseous 
exchange system (18%). The nervous system, for example, was drawn by 
about 6% of the sample. In terms of organs, rather than the organ systems, 
93% of the drawings included at least one organ of the circulatory system, 
followed by the skeletal and nervous systems. They concluded that students 
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had a poor understanding of the relationship between organs and organ 
systems, e.g. that students might know about the brain but fail to relate it to 
the central nervous system. The authors advised to teach organ systems 
after individual organs.  

A number of studies adopted Reiss and Tunnicliffe’s analytical 
framework to investigate students’ and teachers’ understandings of the 
human organs and organ systems (Dempster and Stears 2013, 2014; Havu-
Nuutinen and Keinonen 2010; Manokore and Reiss 2003; Óskarsdóttir et al. 
2011; Patrick and Tunnicliffe 2010; Prokop and Faněoviěová 2006; Prokop et 
al. 2009; Reiss et al. 2002; Stears and Dempster 2017). Some findings of this 
line of research are that (a) the scoring rubric is useful, especially for 
international comparative studies, (b) students perform better on the 
drawing tasks involving a single organ system, compared to organ systems 
in general, (c) students’ personal and cultural experiences affect their 
drawings and (d) drawings should be used in conjunction with written 
responses or interviews to elicit students’ expressed mental models (Gilbert 
et al. 2000) of the human body.  

With the advances in computing technology anatomical sciences 
educators have begun to develop and use interactive three-dimensional 
(3D) simulations of the human anatomical structures (Rea 2019; Trelease 
2016). The research on the use of this technology in anatomical education 
revealed that it is useful for many anatomical tasks and medical students 
have a positive attitude towards it (Hackett and Proctor 2016; Hilbelink 
2009; Nicholson et al. 2006; Triepels et al. 2020; Yammine and Violato, 2015). 
However, high degrees of student control and multiple viewpoints may 
demand high cognitive load (Mayer 2009) and lower the claimed 
educational value of interactive 3D anatomical simulations, especially for 
those with poor spatial ability (Levinson et al. 2007). To the best of our 
knowledge this innovative technology has not been used in investigating 
primary or secondary school students’ understandings of the human organs 
and organ systems. In this chapter, we will describe the development of a 
research instrument to explore sixth-grade students’ ability to recognise the 
basic components of the human nervous system (HNS) from their 3D 
representations depicted in an interactive anatomical simulation. We will 
also report the findings from the use of the instrument with 86 Turkish 
sixth-graders and the association of the instrument with a spatial ability 
test. The English version of the instrument is available at 
https://tinyurl.com/y9p6dx47. The instrument was developed as part of a 



167 
 

mixed-methods study, in which two student groups were instructed with 
the BioDigital Human software (Qualter et al. 2012) and one student group 
was instructed with the illustrations taken from the same software to 
examine the effectiveness of interactive 3D anatomical simulations in the 
teaching and learning of the basic components of the HNS.  

When students from varying age groups were asked to draw what they 
thought was inside themselves the brain was the most common organ 
drawn of the HNS and students did not depict the spinal cord in their 
drawings (Andersson et al. 2020). Aydın (2016) asked 244 high school 
students (Grades 9, 10, 11 and 12) to list the organs they knew and relate 
them to the organ systems to which they belonged. The brain was the only 
HNS organ listed by 7% of the students and they mostly related it to the 
HNS. Pre-service biology teachers, on the other hand, found the brain, 
spinal cord, cerebellum, heart, liver and kidney very difficult and important 
biology topics to teach at high school level (Köksal and Çimen 2008). 
Bartoszeck and Bartoszeck (2012) state that creating physical models of the 
brain with clay or Styrofoam, exploring a commercial human skull model, 
for example with 8-part brain, and observing an actual human brain 
preserved inside a jar may help students learn the brain anatomy. In this 
chapter, we advocate the incorporation of interactive 3D anatomical 
simulations into the teaching and assessment of human organs and organ 
systems. This chapter is produced from master’s thesis of the first author 
and has not been published or submitted elsewhere.  

MATERIALS AND METHODS 

Participants 
The investigation was carried out in a public secondary school in İzmir, 

Turkey. In the academic year 2018/2019, there were 360 sixth-grade students 
(ages 11-12 years) in the school and 86 of them were included in the current 
study. The students were from three classrooms taught by one of the science 
teachers who agreed to participate in the study. Of the 86 students, 39 were 
female and 47 male. The first author was responsible for carrying out the 
classroom activities and data collection in the study. The study was 
approved by both the Ege University Ethics Committee and the Ministry of 
Education.  
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Research Instruments 

Purdue Visualization of Rotations Test (ROT) 
The ROT test was developed to investigate the relationship between 

spatial ability (mental rotation) and students’ performance in introductory 
chemistry courses (Bodner and Guay 1997). In each of the 20 multiple-
choice items, students were told to (1) examine the rotation of the object on 
the top line of the question, (2) imagine how the object in the middle line of 
the question would look like when rotated in the same manner, and (3) 
choose an answer from the five drawings provided in the bottom line of the 
question. The test was administered to more than 4800 undergraduates, and 
they were given 10 minutes to complete the test. Bodner and Guay (1997) 
found that the split-half and Kuder-Richardson 20 (KR-20) reliability 
coefficients for the sub-groups ranged from .78 to .85, and the test had 
sufficient construct validity to measure spatial ability.  

Karaçöp (2010) translated the ROT test into Turkish and used it to 
measure 115 first-year prospective secondary school science teachers’ 
spatial ability. We obtained the necessary permission from the author who 
translated the test into Turkish to use it in our study and piloted it with 
sixth-grade students who did not involve in the main study. We 
interviewed four (two female and two male) students to examine the clarity 
of the questions for sixth-graders. The students indicated that they found 
the directions and the example question at the beginning of the test hard to 
comprehend. As a result, during the administration of the test in the main 
study, the directions and the example question were discussed with the 
students before they began to answer the 20 questions. Given that the test 
was originally designed for undergraduate students, we gave about 17 
minutes, instead of 10 minutes, for the sixth-grade students to complete it. 
The test was administered prior to the intervention (see the introduction 
section) and the students attempted to answer all 20 questions. Questions 15 
and 18 were dropped from the test since their correlations with the total 
scores were poor (.10 and .11, respectively). Therefore, the ROT total scores 
in the main study were calculated over the remaining 18 questions.  

Human Nervous System Recognition Test (HNSRT) 
As part of the research study mentioned in the introduction, we 

devised a nervous system test to measure sixth-grade students’ ability to 
recognise the basic components of the human nervous system (HNS) from 
their 3D representations taken from the BioDigital Human, which is a web-
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based, interactive software platform enabling individuals to explore and 
visualize the human body (Qualter et al. 2012). The software allows users to 
highlight, remove, isolate and rotate components of the human body in 3D. 
We used these features to design a four-option multiple-choice test asking 
students to recognise the place and shape of the basic components of the 
HNS. Two experienced secondary school science teachers who reviewed the 
initial test suggested a few changes on the stem and options of some 
questions. Following the revisions, the test was tried with 45 sixth-graders 
who did not take part in the main study. The questions related to the pons 
were not included in the analysis of the trial data since the pons is not 
taught at sixth grade in Turkey. However, in the mixed-methods study 
described in the introduction we instructed students about the pons, so the 
questions related to the pons were analysed in the main study. After the 
pilot study, we removed one question from the initial test due to its low 
item-total correlation and made few changes in the wordings of some 
questions to improve their clarity. KR-20 reliability of the initial test was .71, 
suggesting that it could be used in the main study. We administered the test 
to the 86 sixth-grade students in the main study after the intervention. The 
questions were presented in turn on smartboard and the students had one 
minute to answer each question. Each correct answer was worth one point. 
After the removal of the poorly performing questions as evidenced by a low 
item-total correlation, the final test comprised of 22 questions, of which one 
was about the nervous system in general, 18 about the central nervous 
system (CNS) and three about the peripheral nervous system (PNS).  

Table 1 presents the description of the questions, which may be 
grouped into three main categories according to their context; (1) 
contextualized, (2) decontextualized and (3) preserved. For instance, Q1 
expected student to recognise the brain isolated from the CNS (i.e., the brain 
was taken out of its immediate upper context, which is the CNS). Therefore, 
it was envisaged as a decontextualized question. Q2, on the other hand, was 
a contextualized question since the pons was highlighted in its immediate 
upper context, which is the brain. For similar reasons, Questions 3, 4, 5 and 
6 were also considered as contextualized. In Turkey, sixth-graders are 
introduced to the HNS after they learn about the human circulatory system 
(HCS), the human skeletal system (HSS), the human muscular system 
(HMS). However, when they learn about the HNS they draw inappropriate 
parallels between the HNS and these three systems. In an attempt to 
construct compelling distractors we incorporated the components of the 
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HCS and/or the HSS in Q6. A similar strategy was employed in Questions 1, 
11, 16, 17, 18, 19, 20 and 21 as well.  

Questions 7-11 were all contextualized questions. However, this time, 
instead of highlighting the components, we removed them from their 
immediate upper context. In Questions 12-16 the components were 
presented in isolation, which indicated that these questions were 
decontextualized. Finally, in Questions 17-22 the CNS and/or the PNS were 
presented as a whole without any highlighting, removing or isolating. 
Therefore, we conceptualised these questions as preserved.  

Table 1: Description of the questions 
Q Student needed to recognise; Distractors 

1 the isolated brain Skull, spine and spinal cord 
2 the highlighted pons  Cerebellum, cerebral cortex and 

medulla oblongata 
3 the highlighted cerebral 

cortex  
Cerebellum, medulla oblongata and 
pons 

4 the highlighted cerebellum  Cerebral cortex, medulla oblongata 
and pons 

5 the highlighted medulla 
oblongata  

Cerebellum, cerebral cortex and pons 

6 the highlighted spinal cord  Blood vessel, vertebra and spine 
7 the missing cerebral cortex  Cerebellum, medulla oblongata and 

pons 
8 the missing cerebellum  Cerebral cortex, medulla oblongata 

and pons 
9 the missing pons  Cerebellum, cerebral cortex and 

medulla oblongata  
10 the missing medulla 

oblongata  
Cerebellum, cerebral cortex and pons 

11 the missing spinal cord  Brain, blood vessels and nerves 
12 the isolated cerebellum Cerebral cortex, medulla oblongata 

and pons 
13 the isolated pons Cerebellum, cerebral cortex and 

medulla oblongata 
14 the isolated cerebral cortex Cerebellum, medulla oblongata and 

pons 
15 the isolated medulla Cerebellum, cerebral cortex and pons 
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oblongata 
16 the isolated spinal cord Vertebra, spine and medulla oblongata 
17 the nerves in the PNS Capillaries, arteries and veins 
18 the CNS Peripheral nervous system, circulatory 

system and muscular system 
19 the nerves in the PNS Veins, arteries and heart 
20 the PNS Circulatory system, muscular system 

and central nervous system 
21 the HNS Medulla oblongata, cerebral cortex and 

nerves 
22 the CNS Cerebral cortex, cerebellum and spinal 

cord 

Data Analysis  
The mean ROT score did not differ for the three student groups in the 

main study. Therefore, the individual ROT scores from each group were 
combined. The same was the case for the HNSRT. We calculated the 
difficulty and discrimination indices for each question. The difficulty index 
is the proportion correct for a question, ranging from 0 to 1, with higher 
values representing easier questions. Item-total correlation (rpb) was used to 
determine the discriminating value of a question, i.e. the higher the value 
the better the question discriminates between students with high or low 
scores. In this study we considered a question with a discrimination value 
above .20 as discriminating and kept it. A low or high difficulty value was 
not a reason for dropping a question from one of the tests as long as it had a 
discrimination value above .20. KR-20 internal consistency reliability above 
.60 was considered acceptable (Blerkom 2009). The relationship between the 
ROT and the HNSRT was determined with Spearman's rho (rs) since both 
tests showed a significant departure from normality.  

 

RESULTS 

Psychometric Properties of the ROT and the HNSRT 
The ROT total scores had a mean of 6.86 with a standard deviation of 

3.73, suggesting that the students found the test somewhat difficult. The 
item-total correlations ranged from .25 to .64, indicating that the questions 
were able to discriminate between the students in terms of their spatial 
ability. KR-20 reliability of the test was .76, suggesting that it was internally 
consistent. A Shapiro-Wilk test showed a significant departure from 
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normality, W(86) = 0.97, p = .02.  
In terms of the HNSRT test, the difficulty index was between .37 - .98 

(M = .69). The item-total correlations were in the range of .28 - .63 (M = .45). 
The KR-20 reliability of the test was .81. These results suggest that on 
average the 86 students in the main study found the test easy, the questions 
were able to discriminate between students on the basis of how well they 
recognised the basic components of the HNS and the test demonstrated 
sufficient internal consistency for use as a measure of sixth-grade students’ 
ability to recognise the basic components of the HNS. A Shapiro-Wilk test 
showed a significant departure from normality, W(86) = 0.96, p = .02.  

Relationship between the ROT and the HNSRT 
We found that spatial ability has a statistically significant, but weak 

association with the ability to recognise the basic components of the HNS 
from 3D representations (rs(84) = .245, p = .023). This indicates that spatial 
ability accounts for only 6% of the variance in the HNSRT total scores. In 
other words, students’ spatial ability scores provide little information about 
their performance on the HNSRT test.  

Students’ Performance on the Contextualized Questions  
These questions were constructed either by highlighting or by 

removing a component of the CNS. On average, 60% of the sample 
provided the correct answer to these questions. Overall performance on the 
highlighted components was 61%. The same figure was 59% for the 
removed components. It appears that highlighting or removing a 
component did not make a difference in the students’ overall performance 
on the contextualized questions.  

The students found the pons difficult to recognise. The percentage 
correct was 37% for Q2 and 43% for Q9. In Q2, the medulla oblongata and 
the cerebellum were chosen by 48% and 12%, respectively. In Q9, the 
medulla oblongata, the cerebellum and the cerebral cortex were chosen by 
24%, 16% and 16%, respectively. The response percentages for Q9 do not 
add up to 100% due to rounding.  

The students found the medulla oblongata easy to recognise. The 
percentage correct was 63% for Q5 and 65% for Q10. In both questions, the 
most common incorrect answer was the pons (31% for each question).  

The students found the cerebellum easy to recognise. The percentage 
correct was 73% for Q4 and 67% for Q8. In both questions, the most 
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common incorrect answer was the pons (12% for each question).  
The students found the cerebral cortex easy to recognise. The 

percentage correct was 63% for Q3 and 79% for Q7. In Q3, the cerebellum 
and the pons were chosen by 12% and 15%, respectively. In Q7, the most 
common incorrect answer was the cerebellum (14%).  

The highlighted spinal cord question was easier than the missing one. 
The percentage correct was 67% for Q6 and 40% for Q11. The most common 
incorrect answer in Q6 was the spine (22%). In Q11, blood vessels and 
nerves were chosen by 14% and 42%, respectively.  

In summary, many students had difficulty in differentiating between 
the pons, medulla oblongata, cerebellum and cerebral cortex. Additionally, 
students; (a) confused the spinal cord with the spine and (b) thought that 
nerves and blood vessels were part of the CNS, indicating that students’ 
knowledge of the PNS, the HSS and the HCS were influencing their 
thinking in relation to the CNS.  

Students’ Performance on the Decontextualized Questions  
These questions were constructed by isolating a component of the CNS. 

On average, 75% of the sample provided the correct answer to these 
questions. Ninety-eight percent of the students were able to recognise the 
brain (Q1). When this exceptionally easy question was withdrawn from the 
total scores, overall performance on the decontextualized questions 
dropped to 70%, which is still considerably higher than overall performance 
on the contextualized questions. It appears that contextualization was a 
factor affecting students’ recognition of the basic components of the CNS.  

The pons was the most difficult decontextualized question. The 
percentage correct was 45% and the most common incorrect answers were 
the medulla oblongata (23%) and the cerebellum (19%). The percentage 
correct was 70% for Q15 (i.e., the isolated medulla oblongata) and 67% for 
Q12 (i.e., the isolated cerebellum). In both questions, the most common 
incorrect answer was the pons, (27% for Q15 and 20% for Q12). It seems that 
differentiating between the pons, medulla oblongata and cerebellum proves 
to be a special difficulty for students in both contextualized and 
decontextualized questions. The percentage correct was 86% for the isolated 
spinal cord question (Q16) and 84% for the isolated cerebral cortex question 
(Q14).  
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Students’ Performance on the Preserved Questions  
In these questions the CNS and/or the PNS were presented as a whole 

without any highlighting, removing or isolating. On average, 78% of the 
sample provided the correct answer to these questions. Ninety percent of 
the students correctly identified the nerves in the PNS (Q17). Eighty-four 
percent of the students were able to recognise the PNS (Q20). With a 
difficulty value of .55, Q19 was the most difficult question, in which the 
PNS was embedded in the HCS. In this question, 45% of the students 
thought that the veins, the arteries or the heart was part of the PNS, 
indicating that students’ knowledge of the HCS was influencing their 
thinking in relation to the PNS.  

Eighty-six percent of the students recognised the CNS (Q18). In Q22, 
the percentage correct was 83%, indicating that many students were able to 
differentiate between the CNS and the PNS. In Q21, 73% of the students 
correctly thought that the spine was not part of the HNS. Surprisingly, 13% 
of the students in this question indicated that the nerves were not part of the 
HNS either. Perhaps, these students assumed that Q21 was about the CNS 
in particular instead of the HNS in general.  

DISCUSSION AND CONCLUSIONS 

The human body is composed of three-dimensional structures. When 
students are asked to draw what they think is inside themselves in a limited 
time and space they find it difficult to transform these structures into a two-
dimensional drawing (Andersson et al. 2020). In this chapter, we described 
the development of a multiple-choice instrument to explore sixth-grade 
students’ ability to recognise the place and shape of the basic components of 
the human nervous system from their 3D representations depicted in an 
interactive anatomical simulation. We also reported the findings from the 
use of the instrument with 86 Turkish sixth-grade students and the 
association of the instrument with a spatial ability test.  

We classified the questions in the HNSRT test into three main 
categories; contextualized, decontextualized and preserved. In the 
contextualized questions, a nervous system component was highlighted in 
or removed from its immediate upper context. In the decontextualized 
questions, a nervous system component was isolated from its immediate 
upper context. In the preserved questions, however, the CNS and/or the 
PNS were presented as a whole without any highlighting, removing or 
isolating. We suggest this classification to be used for constructing and 
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analysing questions with 3D illustrations from anatomical simulations.  
The HNS has two major divisions: the central nervous system (i.e., the 

brain and the spinal cord) and the peripheral nervous system (i.e., all the 
neural tissue outside the central nervous system such as the cranial and 
spinal nerves). The main sections of the brain are the cerebrum, the 
brainstem and the cerebellum. While the cerebral cortex (i.e., gray matter) is 
outer layer of the cerebrum, the pons, the medulla oblongata and the 
midbrain are three of several sections of the brainstem (Rogers 2011). One 
striking finding of this study is that presenting a question in context either 
by highlighting or by removing a component of the CNS may increase its 
difficulty (i.e., it may lower its difficulty value as described in the data 
analysis sub-section) in comparison with its counterpart presenting the 
component in isolation. One might attribute this difficulty to additional 
spatial ability demand of the contextualized questions, assuming that 
students needed to mentally rotate the 3D representations in order to 
recognise the highlighted or removed components. However, there was a 
weak association between the ROT and the HNSRT. Therefore, we need to 
look at somewhere else to form a fuller interpretation of this finding. In 
Q18, 86% of the students correctly recognised the preserved CNS. The same 
figure was 98% for Q1 (i.e., the isolated brain) and 86% for Q16 (i.e., the 
isolated spinal cord). However, the percentage correct was 40% for the 
missing spinal cord in Q11 and 67% for the highlighted spinal cord in Q6. It 
seems that many students recognised the CNS, brain, and spinal cord 
individually, but failed to relate the spinal cord to the CNS. This may be a 
reason for the relatively low overall performance on the contextualized 
questions. This interpretation is consistent with Reiss and Tunnicliffe’s 
conclusion in 2001 that students have a poor understanding of the 
relationship between organs and organ systems. As it is discussed in the 
next paragraph another interpretation of this finding may well be that 
students simply confused the components of the CNS with the components 
of the HCS, the HSS and/or the PNS. This remains as an issue which needs 
to be clarified in future research.  

In Q6, 22% of the students confused the spinal cord with the spine. In 
Q11, 56% of the students incorrectly indicated that the nerves or the blood 
vessels were part of the CNS. On the other hand, 45% of the students in Q19 
incorrectly thought that the veins, the arteries or the heart was part of the 
PNS. It seems that knowledge of other human body systems is a source of 
confusion. Interactive anatomical simulations like BioDigital have the 
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functionality of presenting each human body system separately or in 
combination. This feature can be utilised to help students differentiate 
between human body systems. For example, the human circulatory system 
can be superimposed on the peripheral nervous system to discuss the 
structural and functional differences between them. Anatomical simulations 
may also be useful for checking the scientific accuracy and completeness of 
human body illustrations found in science textbooks or on the internet. For 
example, in one of the sixth-grade science textbooks published by the 
Ministry of Education of Turkey in 2019, the spine and the spinal cord were 
shown together in an illustration depicting the CNS and the spine was 
labelled as the spinal cord. In another sixth-grade science textbook, the 
spine was represented in an illustration of the CNS without the spinal cord. 
A quick search in Turkish on the internet revealed that in some illustrations, 
the pons was labelled as the medulla oblongata. Science teachers can use 
anatomical simulations in the classroom to point out that some human body 
illustrations in science textbooks can be scientifically inaccurate and/or 
incomplete and they need to be cautious about online human body 
illustrations.  

In this study, many students found it difficult to differentiate between 
the sections of the brain. The poor understanding of the place and shape of 
the pons was a major contributor to the confusion. Perhaps, the proximity of 
the pons to the medulla oblongata and cerebellum made it difficult to 
differentiate it from them. In the mixed-methods study, the students in the 
two experimental groups had a limited opportunity to personally interact 
with the simulation since they experienced difficulties to operate it on 
smartboard. Mostly, the first author was responsible for operating the 
simulation during the intervention. On the other hand, the students in the 
alternative experimental group (Shadish and Clark 2004) were instructed by 
the 3D illustrations from the simulation. The students in the experimental 
and alternative experimental groups could have a better understanding of 
the sections of the brain if they were given appropriate training and enough 
opportunity to interact with the simulation through a personal computer or 
a tablet (Henssen et al. 2020). In addition to the use of the simulation, 
assembling the sections of the brain into a commercial human skull model 
could provide a tactile experience and help students better understand the 
relative place, shape and size of the sections (Bartoszeck and Bartoszeck 
2012).  

Information obtained from the written instruments with 3D anatomical 
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illustrations can supplement the data gathered by drawings, which allow 
students to express their mental models of the human body from scratch 
without any visual stimuli such as 3D illustrations. Interactive anatomical 
simulations allow test designers to highlight, remove, isolate and rotate the 
human body components. Therefore, they can build custom-tailored written 
instruments for the needs of learners of varying age groups. Although we 
used these illustrations to design multiple-choice questions, there is no 
reason why they should not be used in open-ended questions. For instance, 
students can be asked to label the sections of the brain on a 3D illustration 
printed from an anatomical simulation and write the corresponding 
functions next to each label.  

In conclusion, 3D anatomical illustrations can be used to construct valid 
and reliable written instruments to elicit students’ understandings of 
human organs and organ systems. Furthermore, interactive anatomical 
simulations may facilitate the teaching and learning of these organs and 
organ systems.  
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INTRODUCTION  

There are different opinions about the use of L1 (mother language) in 
the English language classrooms. Some are positively oriented towards L1 
use in the classroom, while others argue for avoiding L1 in the language 
classes. In the process of teaching a foreign language, the role, necessity or 
obligation of the first language (L1) are issues for debate. Different kinds of 
methodologies and approaches have been referred to in order to inquire the 
role of the native language in second language teaching and learning. This 
research inquiry re-visits an ongoing controversy of the native language use 
in hopes to evaluate the changing position of L1 in English language class, 
and give more informed and conscious decisions about L1 (native language) 
use in the English language classroom. The study aims to get a closer 
understanding of this topic by consulting students and teachers in an 
English language class at a public secondary school. Views of secondary 
school students and English language instructors were sought and their 
views on mother tongue use have been evaluated. Several researchers such 
as (Spada and Lightbown, 1999; White and Ranta, 2002; Spada, Lightbown 
and White, 2005; Forman, 2012) have examined the use of native language 
as a methodological device to assist foreign language learning. They assert 
that L1 can have an indispensable role in foreign language learning but 
excessive use may cause some problems and thus, prevent learners from 
getting adequate exposure to the second language and consequently may 
decelerate the language learning process. This view cautions against 
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excessive use of the native language which can result in negative effects of 
L1 such as syntactic, phonetic, and morphological confusions due to the 
different structures of L1(first language/Turkish) and L2 (second 
language/English). If the foreign language is similar to the native language 
of the learner, then the use of L1 may have a positive effect through the use 
of cognates which resemble the learners’ L1. This is a ‘de facto’ explanation 
with contrastive approach that includes both the positive and negative 
effects of L1 when learning a foreign language. Researchers (Hammerly, 
1991; Atkinson, 1987; Krashen, 1982, Nunan and Lamb, 1996; Stanley, 2002; 
Chambers, 1991; James and Bourke, 1996) contend that the use of L1 should 
not have any place in the foreign language learning experience (cited in 
Erdogan, 2015:18). The primary focus of the study is inquiring whether L1 
supports the foreign language learning process and helps learners to 
acquire language more effectively or not. Views of learners and instructors 
will provide valuable insights. There are few studies which examine both 
learners’ and teachers’ views on the issue. Studying their views will help us 
learn more about the tendency to use L1 in English language classes and its 
consequences for learners and teachers.  

LITERATURE REVIEW 

In order to better understand the practices of English language today, it 
is necessary to consider the historical positioning of English in the world. 
English has global importance today as a consequence of social, economic, 
and political changes and changing power dynamics globally. Today, 
English is the most common spoken and studied language, but several 
hundred years ago Latin was the dominant language in the western world 
(Richards and Rodgers, 2001: 1). And English is predicted to be even more 
popular and commonly in the world of the future. Increasing globalization 
of the world made the significance of English even more prominent. It is a 
practical tendency to learn English due to increasing globalization as well as 
the impossibility of learning several languages at once for global 
communication. In the past centuries, English has been taught through 
mother tongue in the classroom. L1 (native/mother tongue) was the primary 
source of language instruction. The following section highlights three 
different approaches that dominated the English language teaching world 
in order to better position the discussion of L1 use in language pedagogy 
from different perspectives.  
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L1 (Turkish) Dominated Language Teaching Context 

In the past Grammar Translation Method (GTM) was used heavily and 
oral performance was not encouraged. Speaking was not a necessary skill to 
excel then. English was taught through structural grammar study and 
translation from L2 (second language) to L1 (first language) and vice versa. 
The basic objective of learning a language was to gain written literacy, and 
literary sophistication (Larsen-Freeman & Anderson, 2011: 11). But this 
method had some deficiencies such as lack of real life language exposure 
and scarcity of communicational practice. Predominantly monolingual 
approach (Turkish) was utilized in language teaching. They would not be 
learning to speak the language so-to-speak. L1 supporters in language 
teaching argue that liberal L1 use can help save time, explain some 
important points more easily, clarify instructions during the activities, and 
maintain discipline efficiently. L1 use supporters claim that mother tongue 
can be used to support learners’ learning process by creating appropriate 
scaffolding for learners. Vygotsky (1962) refers to any guidance and 
temporary assistance given to a learner is valuable in learning outcomes. 
Vygotsky also highlighted the importance of individualized scaffolding 
(personalized support) in learning in order to address individual learning 
needs and maximize learning potential. Scaffolding is a process that a 
teacher or a more-knowledgeable individual provides to the student until 
they become self-sufficient on their own in order to speed-up their learning 
process and increase their learning potential. However, people who have 
been receivers of grammar-only language instruction, have simply not had 
the chance to acquire much of the second language because of receiving 
inadequate foreign language input (Krashen 1982: 19). In the second half of 
the 20th century, this language learning trend slowly shifted towards the 
English-only movement due to the rapid development in industry and 
technology in Europe and in the US. Thus, a new tendency and need 
occurred; “communication” which required learners to put their speaking 
skills into practice and this created the ground for English-only era. 

L2 (English-Only) Approach in Language Teaching (Monolingual 
Approach) 

Popularization of communicational practice as a new goal of language 
teaching gave rise to new methodologies in language teaching. As Cook 
(2008) states in the twentieth century many teaching methods such as the 
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Direct Method, Task-Based Learning Method and Audio-Lingual Method 
came into existence and refrained from the mother tongue use in the 
classroom. This movement goes along with the “Monolingual Approach” 
where the target language is “the core” of the teaching process. L2 learning 
is linked closely to Krashen’s “comprehensible input theory” (1982). The 
advocates of this notion argue that learners of second language acquire L2 
in the same way as they acquired their L1 (Cook, 2001: 408). Just like L1 
learning, L2 learners learn the language naturally as a baby does without 
needing any translation for acquiring the language. The main principle is 
actually to discriminate L2 from L1 during the learning process. Thus, 
English-only framework argues that L2 learning should happen through 
second language instead of relying on L1 (Kahraman, 2009: 20).  

Monolingual thinking advocated the notion that “the native speaker 
teacher is the ideal teacher”. Even though this assertion is instinctual and is 
without any proof, it still received a lot of acceptance in the teaching world. 
The shift to the English-only approach in language teaching also created a 
dichotomy of native language speaking teacher (NEST) and non-native 
English speaking teacher (Non-NEST). As a result, NEST teachers gained an 
unjust privilege over Non-NEST teachers in the US and all over the world. 
Thus, native speaker teachers were considered to be the best models in 
speaking, pronunciation and listening and thus seen as qualified to develop 
the pronunciation and other speaking elements of students (Benke & 
Medgyes, 2005). From another view, NESTs’ pronunciation and accent 
might be hard for learners to understand and there could emerge a 
linguistic and cultural gap between learners and native-speaker teachers 
because of having different linguistic and cultural backgrounds. With these 
in mind, there are prejudices against Non-NESTs for having poorer 
speaking skills and having less knowledge of Western culture in 
comparison to native English speaker teachers. It is necessary to remind the 
advantages non-native teachers bring to the teaching context such as being 
the best models for their students because they went through the language 
learning process first hand and know all the possible challenges their 
students may face. The wisdom that comes from this knowledge can be 
utilized to comfort learners, create deeper interactions and respond to 
instant needs of learners quicker when compared to the NESTs. Several 
studies indicate that students do care about the quality of teaching 
environment including well prepared lessons, exams, homework and 
grammatical teaching more than an ideal accent or advanced speaking 
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skills. Accordingly, student views indicate that they care about teachers’ 
personality rather than teachers’ nationality. All these details make valuable 
contributions to the discussion L1 use in the language classroom. 

L1 & L2 Approach in Language Teaching (Bilingual Approach) 

In reaction to the “English only” the mother tongue inclusion appeared 
in the language pedagogy discussions. This reactionary movement rejected 
the use of English-only in the language classroom and supported the 
assisting role of the L1 in the language classroom. They defended that non-
native English teachers are most probably better language teachers because 
of going through similar steps of language learning as their students. Since 
there is not any tentative evidence to back up the notion that a native 
teacher is the optimal teacher (Phillipson, 1992: 185. And for the use of L1 
Auerbach (1993) states that the inclusion of L1 in the classroom “has been 
theoretically justified, verified by research, and pedagogically accepted, 
while its exclusion is based on unexamined assumptions” (as cited in 
Brooks-Lewis, 2009: 217). Also, beginning the course with the L1 gives a 
sense of security to learners and allows expressing one’s opinions which 
encourages taking part in the learning process without hesitation (Schweers, 
1999: 7). Thus, in the context of the study, learning English can benefit from 
the planned inclusion of L1 in the classroom. According to Levine (2003) 
lesson content in terms of chosen activities and language materials 
determine whether L1 or L2 use would be most appropriate in one’s class or 
if they should be both combined. Kim and Elder (2005) also state that the 
type of classroom activities impacts the language choice of the teacher. 
Discussion activities and theme-based communication are generally more 
likely to be engaged in L2 than L1 (Levine, 2003: 351). According to Cook 
(2001) different reasons can be given for utilizing L1 in an English class such 
as to “convey and check the meanings of words or sentence, explain 
grammar, organize tasks, maintain discipline, communicate with students 
individually and implement tests” (cited in Güneş, 2015; 13). Cook (2008) 
supports L1 use in the language classroom reminding that code-switching is 
a normal process of second language learning. MacDonald, C. (1993) points 
out that only when teachers count too much on L1, the target language is 
then obstructed. Thus, teachers need to be careful about the amount of L1 
use and how frequently they employ L1 and opt for a harmonious L1 and 
L2 co-existence in their language classes for best outcomes.  
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METHODOLOGY 

This study poses to ask the attitudes of learners and teachers towards 
the use of L1 in language classroom, “Is L1 a necessity or an obligation?” is 
a question directed to students and teachers at a public secondary school. 
Since these two groups are main actors of language practice, their views are 
significant for this inquiry. Thus, 120 secondary school students at a public 
school answered the questionnaire designed by the researcher and 4 English 
teachers working at that school were interviewed. Combination of both of 
these data collection mediums allow comparing the responses of students 
and teachers by going beyond the numerical data for more in-depth 
understanding of the two groups in relation to each other. Findings of the 
study also can guide teachers in terms of selection of methods and 
approaches in their language classes to better their language practices. Also, 
the outcomes of the study can enlighten us to encourage their pupils to take 
part in the classroom activities more actively and willingly. The aim of this 
study is to answer the questions below: 

1. Do secondary school English teachers view L1 as un/necessary in the 
process of teaching English in EFL classes? 

2. According to the secondary school English teachers to what extent they 
prefer to use L1 in their classroom? 

3. Where/when and why do the secondary school English teachers tend to 
use L1 during the lesson? 

4. What are the opinions and attitudes of the secondary school learners 
towards the use of L1in the classroom in English lessons? 

5. How do learners feel (anxious or relaxed etc.) if and when they are 
exposed to L1? 

6. Is there any correlation between “success in Turkish lesson and success in 
English lesson” for secondary school learners? 

Qualitative and Quantitative Data Collection Instruments 

In order to discover the answers of the questions, this study employs 
two types of data collection instrument including qualitative and 
quantitative methods. Both research methods go beyond numbers and 
percentages and try to find answers to questions “why and how” a 
phenomenon occurs. Quantitative data is collected through a questionnaire 
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given to secondary school students. Qualitative research data is collected 
via an interview engaged with English teachers at the secondary school. 
Qualitative research supplies an opportunity for further interpretation and 
allows making inferences to reveal underlying thoughts of the participants 
(Punch, 2005: 242). Using both types of data collection instruments also 
increases the reliability of the research. Quantitative methods might not 
always be suitable in reflecting opinions deeply and might be limited in 
studying large data sets with numerical results. Qualitative research 
instruments such as interviews with face to face interaction enables 
researchers to understand participants’ opinions directly and fully, but is 
very difficult to apply with large groups of participants. For these reasons, 
an interview is conducted with the teachers at their workplace at Havsa 
Atatürk Secondary School. The interview questions consisted of two parts. 
The first part of the interview contains demographic questions about the 
participating teachers. The second part of the survey consists of 10 open-
ended questions where the participants are free to answer the questions as 
they interpret.  

The other data collection instrument used for the study is a 
questionnaire where numerical information was gathered by using a Likert-
scale, close-ended, open-ended multiple-choice questions. The 
questionnaire is prepared by the researcher himself instead of a nationally-
accepted questionnaire because he as their teacher thought a customized 
questionnaire for this secondary school context better reflect their views and 
realities. This questionnaire was applied to 120 public secondary school 
students at 5th, 6th, 7th, and 8th grades in the same school. The questionnaire 
originally was created in English but translated into Turkish in order to 
avoid any hesitation and misunderstanding for learners who have varying 
language proficiencies.  

 
Participants 

In order to investigate and find answers to the research questions 
proposed in this study, 120 learners from Havsa Atatürk Secondary School 
were chosen randomly and voluntarily with ages 10 to 14 years, from the 
5th, 6th, 7th, and 8th grades, and 30 learners from each grade level 
participated in the study. 15 of the student participants were male in each 
grade level and the other 15 were female. Proficiency levels of participants 
were A1 level for the 5th and 6th grades and A2 level for the 7 and 8th 
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grades. In this study the views of students were as important as the 
teachers, if not more. They represented a large scale of participation with 
120 students. Also, their demands and preferences can help teachers to 
better serve their learners. Four teachers from the same school were selected 
voluntarily to answer the interview questions. There were only four 
teachers to participate, so if there had been more teachers teaching t this 
school, the researcher would definitely request their participation.  

Table 1: Background Information about the Teachers Participating in the 
Interview 
 Gender Age Department 

graduated from 
Years of teaching 

experience 
Teacher 1 Female 38 ELT (certification 

program) 
13 

Teacher 2 Male 32 ELT 8 
Teacher 3 Female 36 ELT 15 
Teacher 4 Female 31 ELT 4 

 
Procedure of the Study 

This study was conducted in Havsa Atatürk Secondary School, and was 
completed with the aim of determining learners’ and teachers’ views 
regarding tendency, usage, and attitudes towards L1 in foreign language 
classes. All information was shared with the administration and all the 
necessary permissions were obtained from the authorities to apply the data 
collection instruments in the target school. After creating the questionnaire, 
before applying it to students, a pilot study had been applied for 100 
students chosen randomly to supply the necessary requirements of the 
instrument (reliability and validity). After conducting the questionnaire, it 
was checked by the expert, 5 items were removed and 2 were changed to 
ensure reliability and validity of the instrument. Some necessary changes 
were made to the questionnaire by revising and re-writing some items in 
order to avoid any ambiguity. Results of the study were evaluated by 
studying 120 students’ questionnaire responses and interviews of 4 
teachers. Necessary information was given prior to the application of the 
questionnaire. Students were told that there was no time limitation in 
answering the questionnaire. Also, they were told that there were no correct 
or wrong answers. They were also informed that the answers to the 
questionnaire would be evaluated only within the scope of this study and 
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the results would be kept confidential so that they would feel relaxed and 
free to answer the questions sincerely. It took about 15-20 minutes for the 
students to complete the survey. Questionnaires were delivered to the 
learners in the classroom by their teachers. All the classrooms were visited 
in case of any possible questions or problems likely to occur. 

Data Analysis 

The collected data was examined both qualitatively and quantitatively. 
The quantitative data was analyzed via Statistical Packages for Social 
Sciences (SPSS 20). One-Way ANOVA was used for the items compared 
with 2 variables T-Test, and for more than 2 variables. Pearson Correlation 
Coefficient was used to understand the correlation between Turkish Lesson 
score and English Lesson score. The qualitative data was investigated 
through a coding method. Teachers’ interviews were coded as teacher1, 
teacher2, teacher3 and teacher4 in order to take note of the emerging themes 
and concepts. The analysis hoped to reveal the use of Turkish in the English 
classes and students’ attitudes towards mother tongue use as well as 
cognitive effects of L1 use. Also, students’ opinions on mother tongue use in 
the classroom are sought, as well as their opinions about how L1 affects 
their learnings socially, cognitively and psychologically. In order to learn 
the correlation between learners’ Turkish Lesson score and English Lesson 
score the expert employed Pearson Correlation Coefficient and the alpha 
score was p=0.000<alpha=0.05 which means there is a high correlation. 

Analysis of the Learners’ Questionnaire 

Table 2: Questionnaire Questions and Responses of Participants to the 
Questionnaire  

I strongly 
disagree 

I 
disagree 

I’m 
not 
sure 

I 
agree 

I 
strongly 

agree 

1. I never use Turkish during 
speaking activities. 

      1      2     3     4        5 

2. I can understand clearly 
whenever our teacher explains 
grammar in Turkish. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

3. I understand better when our 
teacher explains new vocabulary 
items in Turkish. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 
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4. I understand and memorize 
better when the words are 
similar to Turkish. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

5 I understand better when our 
teacher translates the reading 
passages/texts into Turkish. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

6. I can understand easily when 
our teacher presents the 
classroom activities and 
instructions in English. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

7. I can understand better when 
our teacher gives clues in L1. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

8. When switching to a new topic 
I can understand better if our 
teacher explains in Turkish.  

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

9. In group work activities 
during the lesson I speak 
Turkish with my classmates. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

10. At any part of the lesson 
whenever I hear Turkish I pay 
more attention and feel the 
desire to participate. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

11. I feel more comfortable when 
I have the opportunity to speak 
Turkish in the classroom 
activities. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

12. I have difficulty in making 
sentences in English whenever I 
think of it in Turkish. 

 
       1 

 
     2 

 
    3 

 
    4 

 
       5 

For the 1st statement, 34 students (28.4%) disagreed that they never use 
Turkish during speaking activities while 43 students (35.8%) agree and 43 
students (35.8%) abstained. The 2nd statement of students indicates that 
77.5% of them think that they can understand clearly whenever their 
teacher explains grammar points in Turkish; out of these responses 48.3% 
agreed strongly and 29.2% agreed that grammar points understood much 
more clearly if the teacher switched to the mother tongue. The next two 
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statements presented that of the students, 80.7% agreed with the idea that 
they understand better when they were taught vocabulary items in L1. 
79.3% of students stated that they understand and memorize better when 
they came across similar words in Turkish; out of these responses 43.3% 
totally agreed and 36% agreed that use of L1 enabled them to learn new 
vocabulary easier than English instruction. The 5th question revealed that of 
participants, 73.3% agreed that they understand better when teachers 
translate the reading passages/texts into their mother tongue and out of 
these responses 37.5% totally agreed, and 35.8% agreed. 61.8% of 
participants stated that they can understand easier when teachers present 
the classroom activities and instructions in Turkish. For the 6th statement 
27.5% of the participants totally agreed that they understand better when 
teachers present classroom activities and instruction in L1 and out of these 
responses, 34.3% of them agreed while 13.3% disagreed and 22.5% were not 
sure. The next information proved that of students 65.8% understand better 
when their teacher gives clues in L1; out of them 35% percent totally agreed 
and 30.8% of them that teacher should switch to Turkish and give clues in 
L1 to better understand the text. 71.7% of learners; 35% totally agreed and 
36.7% of them agreed the idea in 8th statement that when they switch to a 
new topic, they can understand better if their teachers makes it clear in 
Turkish. 62.5% of students agreed with the ninth statement; Out of the 
responses 34.2% totally agreed and 28.3% of them agreed that in group 
work activities they tend to use Turkish with their classmates, while 22.5 % 
did not have the same idea. Out of these 22.5 % responses 16.7 disagreed 
and 5.8 strongly disagreed about using L1 during group work activities. For 
the 10th statement 59.2% of the students agreed that they pay more attention 
and feel desire to participate in the activities when they hear Turkish. Out of 
them 24.2% totally agreed and 35% agreed while 21.7% of the learners were 
not sure about this. For the 11th statement 32.5% totally agreed and 25.8% 
agreed that they feel more comfortable when they have the opportunity to 
speak Turkish in class totaling up to 58.3 % of the responses. For the 12th 
statement 61.8% agreed that they had difficulty in producing sentences in 
English whenever they think of it in L1. Of learners 27.5% totally agreed 
and 34.3% agreed while 22.5% of them were not sure. 
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Students’ Attitudes towards the Use of English-Turkish in the 
Classroom 

The students were asked 5 close-ended questions as true-false. To find 
whether there is a significant difference among the variables, the question 
was “Is there any significant relationship between the weekly English class 
hours the students take, years of learning English and the use of English in 
the classroom?” To find the answer, One-Way ANOVA was done and the 
data was measured as p=0.227>alpha=0.05 for the weekly English class 
hours and p=0.611>alpha=0.05 values for the years of learning English 
which means there is no significant difference.  

Table 3: Students’ Attitudes towards L2 in Terms of the Weekly English 
Class Hours and Years of Learning English 
Weekly English Class 
Hours 

N Mean Sig. 

3-4 
5-6 
7 hours or more 
Total 

61 
49 
10 
120 

1.6426 
1.6000 
1.5800 
1.6200 

 
.227 

Years of Learning 
English 

   

1-2 
3-4 
5 years or more 
Total 

3 
72 
45 
120 

1.6667 
1.6167 
1.6222 
1.6200 

 
.611 

 
The next question was “Is there any relationship between age, grades 

and the use of English in the classroom?” The responses according to the 
measure of One-Way ANOVA was p=0.004<alpha=0.05 for age and 
p=0.002<alpha=0.05 for grades that means there is a significant difference. 
The mean score for the students aged 10 years old was m=1.4667, while it 
was m=1.7267 for 14 year-old students. This means the older students want 
to hear more English than the younger students because their proficiency 
levels are higher and they are more capable of participating in the English 
discourse while the younger students need more L1 in the classroom due to 
their lower language proficiencies. The mean score for the 5th grade was 
measured as m=1.5267, while for the 8th grade this was m=1.7333 that 
means the higher the grade is, the more students want to hear English. 
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Table 4: Students’ Attitudes towards the Usage of English in the Classroom 
in Terms of Ages and Grades 

Age N Mean Sig. 
    

10 
11 
12 
13 
14 

Total 

3 
26 
22 
39 
30 

120 

1.4667 
1.5154 
1.6182 
1.6103 
1.7267 
1.6167 

 
 
 

.004* 

Grade    
5 
6 
7 
8 

Total 

30 
30 
30 
30 

120 

1.5267 
1.6200 
1.5867 
1.7333 
1.6167 

 
 

.002* 

 

Classroom Applications of English–Turkish by Students-Teachers 
and Advantages & Disadvantages of L1 

This section tries to find the views of students about their teachers, the 
use of L1 in some parts of the lesson, the percentage of L2 used in the 
classroom by students and teachers, and the correlation between English 
language scores and Turkish scores of learners. Thus, students were asked 9 
close-ended questions with answers of multiple-choice. As the first question 
the participants were asked whether their teachers should be native or non-
native speakers or not. 60.8% of them stated that they do not have a 
preference. Only 20% of students stated that a language teacher should be 
native and 19.20 % preferred a non-native speaking teacher. Majority of 
learners, regardless of their age and proficiency levels do not care about 
their teachers native or non-native status. The second question was “When 
do you need more L1 during the lesson?”. 48.30% of the students stated that 
they need L1 during vocabulary activities, 46.70% stated that they didn’t 
need L1 in any activity while 5% stated that they need L1 during speaking 
activities. Students couldn’t come to a common agreement on the idea about 
whether they need L1 or not in the class. The third question was “Does your 
teacher refer to L1 to maintain discipline in the classroom?” 98.4% of 
learners replied that their teachers use L1 for maintaining discipline. 
Specifically, 56.7% of participants expressed that sometimes and 41.7% of 
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participants expressed always their teachers refer to L1 for maintaining 
discipline, while 1.6% of participants stated never for their teachers’ L1 use 
in maintaining discipline. The fourth question was “When does L1 provide 
an advantage for you?” 42.5% of the students stated that L1 is an advantage 
when they interact with their friends and when they wanted to make sure 
that they understood the instructions, while 28.3% of them stated that L1 is 
essential in interacting with their friends and 29.2% of them stated L1 is 
advantage in checking their understanding of instructions. The fifth 
question was “When does L1 provide a disadvantage for you?” 27.5% of the 
students stated that use of L1 is a disadvantage while producing English 
sentences, 19.2% of the respondents stated that it was a disadvantage while 
speaking English. 53.3% of them stated that L1 is disadvantageous both for 
producing sentences and speaking in English. So, despite participants 
encourage L1 use in the classroom, they interestingly think it is a 
disadvantage for their language development. Thus, thinking in Turkish is 
seen as hindrance in creating syntactically correct sentences, and cause 
wrong usages in L2 (due to the negative transfer from L1). The seventh 
question was “How much do you use L1 in the classroom?” with 16.7% of 
the participants stating about 0-29% of the time, 38.3% stating about 30-69% 
of the time and 45% of them stating they use L1 in the classroom about 70-
100% of the time during the lesson. This means that learners use L1 most of 
the time in the lesson, yet they also express that this is not good for their 
development in English. The 8th graders want to hear more English than 
other learners as their answers indicate, however, they are the ones who 
will take the high school entrance exam in the near future. Thus, motivation 
to speak English at higher language proficiencies come to a halt with the 
reality of exam situation.  

The next question was “How much do you think L1 should be used in 
the classroom by teachers and learners?” with 18.3% of the students circling 
the option for 0-29% of the time, 32.5% of them stating 70-100% of the time 
and 49.2% of them stating 30-69% of the time L1 should be used in the 
classroom during the lesson. Even though this table shows 49.20% and 
32.50% of the participants wants to hear Turkish in the class most of the 
time, this survey presents that the higher the level of students the less likely 
they are to want L1 use. The last statement tried to find views of learners 
about the amount of English use in the classroom through asking “How 
much do you think English should be used in the classroom?” 52% of the 
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students stated that they think the amount of Turkish should be less than 
English, while 48% of them stated that the amount of Turkish should not be 
less than English. They are almost equally divided on this issue. 

Teachers’ Interview Questions and Responses  

Four English language teachers participated in the study. These 
language teachers work at the same public school. There are four language 
teachers who work at this school, that’s why the number of interviewees is 
limited to four. However, this part of the research focuses on qualitative 
aspects of teacher responses and that’s why the number of language 
teachers is not a disadvantage. The following part includes the questions as 
well as the responses given to each question by the language teachers, as 
well as what these responses imply for the language teaching practice from 
the viewpoints of teachers.  

1.  Is L1 a necessity or obligation in teaching foreign language? 

Two out of the four teachers believe that the usage of L1 in the 
classroom is an obligation because of the nation-wide centralized 
examination system is mandatory in order to enroll in a qualified high 
school, while the other two teachers think that using L1 in the classroom is 
extremely vital due to differences in the students’ proficiency levels. All of 
the teachers agreed that L1 use in the classroom is essential. Their reasoning 
highlighted different realities of the secondary school context. One is the 
centralized exam which all secondary school students need to take and 
perform a high score in order to get into a good high school. Another reason 
is not having a homogeneous language proficiency with differing levels, 
which makes L2 instruction very challenging.  

2. Does the use of L1 provide advantages or disadvantages for the 
teachers in teaching foreign language? Why? 

Three of the participants think that L1 provides some advantages for 
teachers in some aspects such as making classroom instructions clear for the 
lower level students and contribute to student understanding in general. L1 
use in the classroom also provides positive attitudes towards English and 
their teachers both in and outside of the classroom according to teachers. 
One teacher expressed that it is not easy for the students to learn another 
language without knowing their first language well. Therefore, L1 is used 
by this teacher to support students’ L1 which would contribute to the target 
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language development. But of course, caution is necessary for overuse of L1 
which might prevent the exposure of L2. 

3. Does the use of L1 provide advantages or disadvantages for the 
learners in teaching a foreign language? Why?  

All the participants advocate that L1 is advantageous in maintaining 
discipline in the classroom and making the instructions clear for lower 
grades and lower proficiency levels, establishing positive attitudes for 
English, their friends, the activities in and outside of the class. Also, L1 
provides while teaching grammar and vocabulary. In the previous 
questions, teachers highlighted some disadvantages of L1 use for learners. 
Yet, in this question, they chose to hold a more positive outlook for L1 use 
for learners. This makes us realize an inconsistent /confused outlook of L1 
use by the teachers. 

4. In which cases do you need L1? 

Two out of four of the participants expressed that L1 is beneficial 
especially in teaching grammar points. Also, code-switching is seen as 
necessary by them in L2 learning. One thinks that L1 is beneficial while 
teaching vocabulary items especially at the beginning of the units for lower 
levels groups for saving time. One teacher also stated that s/he uses L1 to 
clarify the instructions and maintain discipline more efficiently. Clearly, all 
teachers see L1 use as necessary especially for grammar instructions and 
vocabulary points in order to clarify, save time and maintain discipline. 
None of the teachers argued otherwise on this issue. Instead they 
highlighted why they use and should continue to use L1 in their classes.  

5. Does the proficiency level of the classroom affect your rate of L1 
use? 

All of the participants agree that the level of the class affects the amount 
of L1 use with an exception of 8th grade class, since L1 is the main language 
of instruction for this group due to the centralized exam preparation. Thus, 
teachers save time and give information in a deductive way through L1 use. 
One teacher indicated that no matter what the level of the class is s/he 
speaks Turkish more than English. Other teachers stated that the usage of 
L1 increases in lower levels and decreases in higher level classrooms. 
Teachers said that they use L1 because it is a necessity. We see that teachers 
in general prefer to use L1 whether it is demanded by students or not.  
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6. To what extent do you think L1 should be used in the classroom in 
teaching foreign language? Why? 

Though the percentage of L1 use is different for all teachers, all of the 
participants agree that the usage of L1 is inevitable and they state that it 
must be used judiciously and not more than the target language. The point 
that teachers highlight is that L1 use should not be more than the L2 use, 
because then it goes against the objective of a language classroom. 

7. Do you refer to L1 in the classroom to maintain discipline? 

Asserting various views, reasons and frequencies for the usage of L1 for 
discipline in the classroom, all of the participants agree that they benefit 
from L1 to maintain discipline, though one of the participants utilized it the 
least frequently among the 4 participants. L1 is expressed to be essential in 
classroom management and discipline.  

8. In which language skill(s) do you need more L1 when teaching 
foreign language? 

Three of the teachers participating to the study state that L1 is useful 
when teaching grammar and writing skills, two of them stated also that the 
use of L1 is helpful for teaching vocabulary items. Thus, all the participants 
use L1 during either grammar or vocabulary instruction. We can conclude 
that L1 is used in the teaching of language skills, and it is an important part 
of English language instruction.  

9. Who do you think should teach foreign languages, native or non-
native teachers? Why? 

Three of the teachers think that native speakers should teach the 
classroom to create more positive attitudes about English for learners 
besides teaching the cultural points of L2 better. One stated native speakers 
can only be beneficial for students in Turkish education system if they start 
from the 2nd grade and keep teaching till the end of 8th grade. Contrary to 
these view, one teacher claimed that non-native speakers should teach the 
students as they need to clarify instructions and save time in teaching the 
predetermined curriculum and there might be a cultural gap between the 
students and teacher if the teacher is a native speaker (foreigner). These 
responses are contradictory because all teachers claimed that L1 use is 
necessary for English instruction, but they also expressed that the English 
teacher should be a native speaker instead of a Turkish teacher. So, these 
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two ideas negate each other.  

10.  Is the effect of L1 positive or negative for the students when 
learning a foreign language?  

The participants put forward different views about the positive and 
negative effects of L1 when learning foreign language. Two of the four 
participants think L1 affects learning positively because of the cognates and 
some common grammar points. On the contrary, one believes that L1 has a 
negative effect on learning English because of the different syntactical 
system in English. One thinks that it has both positive and negative effects 
on learning English. But they highlight that the amount of Turkish use 
should be carefully planned, because these students need to have adequate 
English input to further their English skills. And one teacher expressed that 
L1 use should be kept to a moderate degree because outside of the class 
students are affected negatively because they do not have the opportunity 
of the target language exposure.  

DISCUSSION 
The modern world required language speakers who are proficient in 

oral performance. That’s why since 1980s incrementally communicative 
based language teaching practices became more and more valued unlike 
GTM. In this reactionary movement, L1 instruction has been demonized in 
language classes. Thus, language teachers expressed that it would be a big 
sin to speak L1 in the classroom until the direct method was developed and 
a new debate started whether only English or English with some L1 would 
be a better choice for effective English language practices. This has become 
an ongoing debate until the role of L1 is re-evaluated in the teaching world. 
The latest research indicated that L1 use in language classrooms might not 
be a sin after all. It might even prove to be useful if used cautiously. Deller 
& Rinvolucri (2002) stated that “to advocate for the judicious use of mother 
tongue is to swim with the resistible flow of common sense, but against the 
tide of 30 years of western, Direct Method orthodoxy” (cited in Kılavuz, 
2014: 93). Instead of the argument for pro or against native language use in 
the language classroom, we should be discussing, how much L1 use is 
beneficial for our unique teaching contexts. .  

The study provided both students and teachers ideas about L1 use in 
their English classes. Two of the English teacher participants believe that L1 
is a necessity due to the proficiency levels o students while the other half 
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believe that it is actually an obligation due to the centralized examination 
system of Turkey. All of the participants in the study agree that L1 provides 
some advantages in terms of maintaining discipline in the classroom, 
making the instructions clear for the lower grades and proficiency levels, 
establishing positive attitudes towards the lesson, their friends, the activities 
in the class, and making it easy to express themselves.  

Three of the participating teachers stated that native speakers should 
teach English classes instead of a non-native teacher because this can create 
more positive attitudes for students, and cultural points of L2 can be taught 
better. One of the participating teachers also pointed out that native 
speakers can only be beneficial for students if native speaking teachers 
continue teaching throughout the school system starting from the 2nd grade 
and continue till the 8th grade. These teachers continue to further the 
argument that otherwise shorter term native teacher exposure will not be 
beneficial for the learners at all. This was a contradictory statement because 
it reveals the dilemma of the English teacher who tries to both prepare 
his/her students in the best way for the centralized exams and at the same 
time hope to create the best English speaker required of today’s world. 
These two competing goals contradict each other. Contrary to this opinion, 
one of the teachers claimed that non-native speakers should teach the 
students because they need to clarify instructions and save time due to the 
curriculum and there might be a cultural gap between students and 
teachers if a native speaking English teacher teaches the class. 

The survey conducted with students showed that learners can 
understand easier when they are taught some difficult grammar points in 
L1. Also, students state that they can understand better when they are 
taught vocabulary items in L1. They learn easily when similar vocabulary 
items are presented in Turkish and translation of passages/texts is beneficial 
for them, especially in reading activities. Clarifying instructions, responding 
to misunderstandings and presenting classroom activities through L1 also 
help students understand better from the viewpoints of teachers. They point 
to the fact that they pay more attention and feel a desire to participate in the 
activities whenever they hear L1 and feel more secure and comfortable 
when they have the opportunity to speak Turkish in the classroom. 
Students also agreed that L1 has positive effect on their comprehension, 
memorization of vocabulary items, understanding the important points of 
grammar. For the social effect of L1, the students state that they use L1 to 
interact with their classmates during classroom activities so they create 
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better relationships and maintain the conversation with others. For the 
psychological effect of L1, students state that they feel more comfortable 
and avoid anxiety when they use L1. Teachers should try to increase the use 
of L2 but at the same time they must use L1 when needed in order to make 
students feel more comfortable (Nazary, 2008: 145). The older students and 
the higher proficiency level students want to hear more English than 
younger students. Thus, the more proficient a student is in English, the 
more likely they are to demand English exposure and an increased L2 
participation can be observed. So, grade level and overall proficiency of a 
classroom is a determining factor in the L1 and L2 preference by students. 
The study also showed that there is a positive correlation with students’ 
Turkish marks and English marks. So, this reveals that Turkish inclusion in 
English Language classes is not disadvantageous if used properly and 
cautiously. Students in the study did not have a preference for native or 
non-native English teachers. The openness of learners for either group of 
teachers, native or non-native is a positive response, because it shows that 
learners are open for both teaching options in their learning context.  

CONCLUSION 

 Views of teachers and students together have provided their realities, 
conceptions and expectations in day-to-day English language lessons. Their 
responses clearly have shown that one’s mother tongue is not an enemy in 
the language classroom. L1 is not a sin to be avoided in the language class. 
Instead it is a helping-hand for language teaching practices if used properly 
by teachers. So, the argument to support or oppose L1 use in the language 
pedagogy needs to be reformulated in light of such studies as this one. It is 
valuable to listen to language learners and language teachers in terms of 
their needs and expectations, and hear what they need to voice–up in terms 
of their language preferences. In this study, they candidly expressed that 
they view the mother tongue as a resource contributing to their language 
teaching and learning efforts. We need further research in order to better 
understand teachers and students as two major actors of language teaching 
and learning. In the meantime, we can accept the necessity of L1 use in 
language classes, but also caution against misuse or over-use of the native 
language at the expense of the L2 practice. This leaves a great responsibility 
on the shoulders of teachers to balance the use of Turkish for their learners 
to best serve their L2 needs. Use of the native language (Turkish) in the 
classroom is a planned pedagogic tool which should be used only when 
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necessary through careful consideration. Being a good teacher means 
knowing one’s learners individually as well as their learning needs. Thus, 
both languages should be utilized according to the teaching goals, learning 
needs and contextual realities of the specific teaching context. Before 
defending or avoiding L1 inclusion, we should consider educational 
realities and centralized exam system of Turkey and situate our teaching 
agenda in line with these realities. This study shared informed views about 
L1 use which highlighted L1 as a necessary tool to effectively and efficiently 
support language journey of learners. These views envisioned L1 as a 
cushioning device with appropriate scaffolding strategies in order to serve 
learners the best. Language argument in the language classroom will not 
come to an end, but more planned and careful inclusion of L1 will continue 
to inform the practices of teacher. In conclusion, language teachers should 
embrace their native language (L1) and incorporate their mother tongue to 
their language instruction judiciously and responsibly to perform the best 
English teaching and learning performance in their language classes.  
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Introduction 
 

Ensuring high motivation levels in teachers is one of the purposes that 
needs a great emphasis by the school management. Additionally, special 
education teachers serve to a group which has the most complex 
educational requirement in the field of education. Therefore, the 
effectiveness of teaching and education provided for making positive 
changes in behaviors of those individuals of special physical or mental 
needs is closely related to the teaching motivation of special education 
teachers. Construction of a psychologically comfortable environment for the 
education of handicapped students is a requisite for both students and 
teachers. This will allow for teachers to reach job satisfaction and for 
students to adapt to the environment. This research investigates the 
correlation between special education teachers’ teaching motivation and job 
satisfaction. 

Motivation and Teaching Motivation 

Harmer (2001) defines motivation as a type of internal drive that 
pushes the individual to do certain things to achieve something. In another 
definition, motivation is depicted as the choices towards which we direct 
our energy to best meet our needs (Pritchard & Ashwood, 2008). According 
to Shanks (2007), motivation can be defined under three main constituents 
as follows: the energy that triggers one to take action, the type of the action 
or its suitability to organizational purpose, and the will toward the 
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continuity of action. Moreover, Maehr and Zusho (2009) describe 
motivation as everything that affects the beginning, direction, size, 
continuity and quality of the goal-driven behavior. That individuals with 
high motivation levels are more productive and successful at their 
professions (Lindner, 1998), that high motivation level is the determiner of 
actualizing the goals that the individual wants to reach (Jonett, 2009) and 
that motivation is among the prerequisites to be a good teacher (Aypay, 
2011) are supported by the research in the literature. Reeve (2001) states that 
motivation has two factors as internal and external. Internal motivation is 
defined as satisfaction and contentment felt as a result of achieving an 
action (Gagne et al., 2010), which constitutes a source for interest, 
inquisition, knowing, understanding, proficiency and development feelings 
in the individual (Akbaba, 2006). Whereas internal motivation stems from 
the nature of the profession, the assigned task, work environment or job 
design, external factors are in motion in external motivation (Ryan & Deci, 
2000). To Burton (2012), as internal motivation is related to self-satisfaction, 
the prize is normally within the action itself, and no external factor is 
needed to affect the behavior. This natural and intuitive disposition that the 
individual shows in developing social and physical skills highlights internal 
motivation (Ryan & Deci, 2000). On contrary to internal motivation in which 
the action is included, result or prize can be separated from the action itself 
(Re’em, 2011). Factors such as salary, bonus and promotion that are not 
related to the job alone but emerge as a reward resulting from the job are 
concerns for external motivation (Amabile, 1993). Although the concept of 
motivation includes external motivation, it can be said that it is generally 
related to target-oriented behaviors within the context of internal conditions 
(Terzi, Uyangör & Dülker, 2017). It is acknowledged that teachers with 
internal motivation tend to get busy with teaching, are satisfied with this 
and have reached job satisfaction about teaching. This has significant effects 
on teaching activities and student learning outcomes. Teachers with internal 
motivation tend to support more advanced learning objectives and exhibit 
better teaching performance by using adaptable teaching strategies 
(Malmberg, 2006; Roth, Assor, Kanat-Maymon & Kaplan, 2007). Moreover, 
they choose to participate in teaching activities without expecting any 
external reward and are more patient and persistent in struggling with 
difficult situations (Kauffman, Yılmaz Soylu & Duke, 2011). On the other 
hand, using traditional instructional methods in educational environments, 
failure to include alternative teaching strategies in lessons and monotonous 
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lecturing are regarded as factors that adversely affect teaching motivation 
(Colbeck, Cabrera & Marine, 2002). It is remarked that teachers’ internal 
motivation about teaching greatly contributes to students’ learning interests 
by transforming them into individuals who enjoy learning (Hyunjin & Cho, 
2014). Indeed, the main concern of teaching motivation is the student since 
teaching motivation aims at making deliberate changes in students’ 
behaviors, teaching new concepts, guiding students to develop their 
existing knowledge and supporting them to find the meaning of their lives 
(Whitcomb, Borko & Liston, 2008). Bailey (1999) pinpoints that teachers 
have higher teaching motivation levels in educational institutions where 
students’ motivation, lesson attendance and academic achievement are 
higher. In addition, it is known that the level of job satisfaction another 
determiner in teaching motivation, and it is reported that teachers with high 
job satisfaction are more motivated in teaching (Calkins, 2018).  

 

Job Satisfaction 
 

Job satisfaction can be particular to the individual; that is, a job that is 
satisfying for someone might not invoke similar perception in another. In 
other words, a job quality that carries employees to satisfaction and the 
perceptions vary. In addition, satisfaction coming from the job quality may 
change in time, and the same quality may deter in satisfying the person 
(İmamoğlu, Keskin & Erat, 2004). Emphasizing that job satisfaction is a 
concept of emotional quality and can only be felt, Luthans (1992) states that 
job satisfaction is correlated with variables such as salary, quality of the job, 
work conditions, management policies and colleagues. Burhan (2016) poses 
that the satisfaction gained by a job is the most solid criterion for the 
individual’s attitude towards the job. Aziri (2011) defines job satisfaction as 
meeting the employees’ work-related physical and mental wants, 
expectations and needs; completion of psychological, physiological and 
environmental conditions that allow them to genuinely declare “I am 
content with my job”; and the combination of their positive and negative 
feelings toward the job. Regarded as an attitude, job satisfaction is handled 
in two constituents as a cognitive dimension that involves beliefs and 
judgements and an affective dimension that comprises of emotions such as 
excitement and satisfaction (Bowling, 2014). Job satisfaction in teachers is, 
on the other hand, the correlation between the teacher’s expectation from 
instruction and what s/he perceives from it (Zembylas & Papanastasiou, 
2005). Job satisfaction is teacher’s state of contentment or discontentment 
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towards the school and students, and job satisfaction is only possible when 
the wants of teacher and school are aligned (Vural, 2004). Beside allowing 
teachers to offer students an efficient teaching and education, job 
satisfaction affects teachers’ social lives, psychological and physical health, 
and productivity (Sönmez, 2019). Considering the field of special education, 
teachers who work one-on-one with medium- and high-incidence special 
education students have more difficulties than their colleagues working 
with normal students, which makes them feel pressure and stress more 
intensely (Girgin & Baysal, 2005). As meeting the educational needs of 
special education students requires more dedication and patience compared 
to their peers, this situation can prove more challenging and back-breaking 
for special education teachers (Çokluk, 1999), and teachers feeling incapable 
of meeting their students’ needs may diminish their job satisfaction (Telef, 
2011). In addition to the typical problems that teachers working in normal 
schools experience, there are unique problems that affect special education 
teachers’ professional development, job satisfaction and motivation such as 
taking care of students’ cognitive, physical, affective and personal needs, 
and adapting the syllabus as to meet the needs of the students (Wheeler, 
2017).  

 

Teaching Motivation and Job Satisfaction Correlation 
 

Motivation, which is defined as the voluntary participation of teachers 
and students to teaching and learning processes, is a student/teacher-
oriented approach with its responsibility-taking, sharing and enjoyment 
from learning dimensions and requires willingness and enthusiasm (Aydın, 
2000). Since teachers who have not achieved materialistic and spiritual 
satisfaction in their jobs cannot be expected to focus on their jobs and be 
productive, their job satisfaction levels are expected to be high to maintain 
their willingness and enthusiasm levels in their teaching activities (Yiğit, 
2007). Job satisfaction represents considerations that are economically and 
socially significant to explain the elements that support the motivation of 
teachers and administrators in the management of educational institutions. 
Furthermore, the analysis of motivational elements and professional 
satisfaction in educational institutions allows for identifying teachers’ 
behaviors and attitudes in various stages of their professional lives. In the 
literature, it is highlighted that teaching motivation and job satisfaction are 
dynamic constituents that are impacted by a series of variables such as 
gender, age, rank, salary, work stress, etc. (Anghelache, 2015). Therefore, 
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this study investigates the correlation between special education teachers’ 
teaching motivation and job satisfaction to contribute to the related 
literature in the light of the following research questions: 

1) What are the levels of special education teachers’ teaching 
motivation and job satisfaction? 

2) Is there a difference between special education teachers’ teaching 
motivation and job satisfaction levels in terms of gender? 

3) Is there a difference between special education teachers’ teaching 
motivation and job satisfaction levels in terms of professional ranks? 

4) Is there a difference between special education teachers’ teaching 
motivation and job satisfaction levels in terms of the time they have spent in 
their schools? 

5) Is there a difference between special education teachers’ teaching 
motivation and job satisfaction levels in terms of their area of graduation? 

6) Is teaching motivation the predictor of job satisfaction? 

METHOD 

In this research that was conducted to investigate the correlation 
between special education teachers’ teaching motivation and job satisfaction 
in a descriptive way, a correlational survey model (Karasar, 2016) that aims 
to determine the existence of collective change among two or more variables 
was used. 

 

Study Group 
 

The study group of the research comprises of special education teachers 
working in private education institutions under the jurisdiction of Ministry 
of National Education in 19 towns of Balıkesir province such as Altıeylül, 
Ayvalık, Balya, Bandırma, Bigadiç, Burhaniye, Dursunbey, Edremit, Erdek, 
Gömeç, Gönen, Havran, İvrindi, Karesi, Kepsut, Manyas, Marmara, 
Savaştepe and Sındırgı during the 2017-1018 academic year. The said 
private education institutions were categorized as special education schools 
(1st, 2nd, and 3rd grade special education schools, special education practice 
centers, special education business practice centers), counselling and 
research centers and primary and secondary schools which harbored a 
special education classroom. Teachers working at these schools were the 
graduates of special education and primary education departments of 
universities. All the graduates of primary education held a certificate titled 
“Course for Training Specialist Educators to Teach Support Education in the 



209 
 

Field of Special Education in Special Education Institutions”. As of the time 
of the research, 85 special education institutions were functional in these 
town centers. 16 of these institutions were special education schools, three 
were counselling and research centers, and 66 were primary or secondary 
schools which offered education in special education area. Within these 
institutions, 140 (58.9%) female and 98 (41.1%) male teachers, making up to 
238 teachers in total worked as special education teachers. All special 
education teachers were involved in the research. However, due to 16 
teachers failing to fill out the data collection tools, 222 data collection tools 
were obtained at the end of the research. That is why, the study was carried 
out with 222 special education teacher participants. This number 
represented the 93.28% of the study group. 

 

Data Collection Tools 
 

To measure special education teachers’ teaching motivation, “Teaching 
Motivation Scale” developed by Kauffman, Yılmaz Soylu and Duke (2011) 
and adapted to Turkish by Güzel Candan and Evin Gencel (2015) was 
utilized in the study. Güzel Candan and Evin Gencel (2015) reported that 
the scale that included 12 items used a 6-point Likert type, comprising of 
two components as internal motivation (items 2, 5, 6, 9, 10, 11, 12) and 
external motivation (items 1, 3, 4, 7, 8). Reliability scores were calculated as 
α=.90 for the internal motivation, α=.79 for the external motivation, and 
α=.92 for the whole scale. In the sense of this research, the reliability 
analyses of the scale were repeated by the researchers, and as a result of the 
run Cronbach’s Alpha, reliability coefficients were calculated α=.80 for 
internal motivation, α=.68 for external motivation, and α=.79 for the entire 
scale. Another data collection tool that was used in the study was “Job 
Satisfaction Survey” adapted from Hackman and Oldham’s (1975) “Job 
Diagnostic Survey” and translated to Turkish by Basım and Şeşen (2009). In 
the scale that included 5 items with 5-point Likert type, all times were 
accumulated under one dimension. In addition, the reliability coefficient 
reported by Basım and Şeşen (2009) was α=.78. According to the repeated 
analysis of the scale for this study, Cronbach’s Alpha value for the entire 
scale was calculated as α=.91.  
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FINDINGS 

Findings Regarding the First Sub-Problem 
 

Findings regarding special education teachers’ teaching motivation and 
job satisfaction were presented in Table 1. 
 

Table 1. Teaching Motivation and Job Satisfaction Mean Scores 
Sub-Dimensions N X̅ Sd 
Job Satisfaction 222 3.70 .90 
Internal Motivation 222 3.96 .99 
External Motivation 222 3.06 .88 
Teaching Motivation 222 3.59 .84 

 

According to Table 1 that presents special education teachers’ teaching 
motivation and job satisfaction scores, special education teachers chose 
“somewhat agree” choice in internal motivation (X̅=3.96, Sd=.99), while in 
external motivation, they preferred “somewhat disagree” (X̅=3.06, Sd=.88). 
Regarding special education teachers’ teaching motivation mean scores, 
their responses were accumulated around “somewhat agree” choice 
(X̅=3.59, Sd=.84) whereas they mostly preferred “agree” (X̅=3.70, Sd=.90) 
option with regards to job satisfaction mean scores. 

 

Findings Regarding the Second Sub-Problem 
 

Findings concerning whether there was any difference in special 
education teachers’ teaching motivation and job satisfaction levels in terms 
of gender were presented in Table 2. 
 

Table 2. t-test for Perceived Teaching Motivation and Job Satisfaction in 
terms of Gender 
Sub-Dimensions Gender N X̅ Sd t p 

Job Satisfaction 
Female 161 3.81 .87 

2.736 .007** 
Male 61 3.44 .96 

Internal Motivation 
Female 161 4.05 1.00 

2.132 .034* 
Male 61 3.73 .91 

External 
Motivation 

Female 161 3.10 .92 
0.929 .354 

Male 61 2.97 .77 
Teaching 
Motivation 

Female 161 3.65 .88 
1.853 .065 

Male 61 3.42 .73 
*p<.05, **p<.01 
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 In Table 2, considering special education teachers’ job satisfaction 
levels, a significant difference on the level of p<.01was detected while a 
significant difference level of p<.05 was found in internal motivation 
dimension of teaching motivation in the sense of gender. The difference was 
in the favor of females in job satisfaction dimension (X̅=3.81, Sd=.87) just as 
it was for the dimension of internal motivation (X̅=4.05, Sd=1.00). No 
significant difference was detected in either external motivation or teaching 
motivation dimensions in terms of gender. 

 

Findings Regarding the Third Sub-Problem 
 

Findings concerning whether there was any difference in special 
education teachers’ teaching motivation and job satisfaction levels with 
regards to their seniority were presented in Table 3. 
 
Table 3. ANOVA for Perceived Teaching Motivation and Job Satisfaction 
Difference in terms of Seniority 

Sub-
Dimensions 

Seniority N X̅ Sd F df p Scheffe 

Job 
Satisfaction 

(1) 1-10 years 86 3.75 .93 

.445 219 .641  (2) 11-20 
years 90 3.64 .94 

(3) 21+ years 46 3.75 .79 

Internal 
Motivation 

(1) 1-10 years 86 3.96 .94 

.005 219 .995  (2) 11-20 
years 90 3.97 1.04 

(3) 21+ years 46 3.95 .99 

External 
Motivation 

(1) 1-10 years 86 3.17 .81 

4.712 219 .010* 1-3; 2-3 (2) 11-20 
years 90 3.14 .96 

(3) 21+ years 46 2.71 .77 

Teaching 
Motivation 

(1) 1-10 years 86 3.63 .80 

.948 219 .389  (2) 11-20 
years 90 3.62 .91 

(3) 21+ years 46 3.43 .79 
*p<.05 
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Considering the values in Table 3, a difference based on the seniority is 
observed in special education teachers’ external motivation sub-dimension 
of teaching motivation. The said difference is between seniority groups of 
(1-3; 2-3). There were no differences among job satisfaction, internal 
motivation and teaching motivation in terms of seniority. 

Findings Regarding the Fourth Sub-Problem 
 

Findings regarding if there was any difference in special education 
teachers’ teaching motivation and job satisfaction levels in the sense of 
school seniority were presented in Table 4. 
 
Table 4. ANOVA for Perceived Teaching Motivation and Job Satisfaction 
Difference in terms of School Seniority 

Sub-
Dimensions 

School 
Seniority 

N X̅ Sd F df p Scheffe 

Job 
Satisfaction 

(1) 1-3 years 139 3.72 .89 
1.011 219 .365  (2) 4-6 years 57 3.59 .94 

(3) 7+ years 26 3.89 .89 

Internal 
Motivation 

(1) 1-3 years 139 4.10 .90 
3.680 219 .027* 1-2 (2) 4-6 years 57 3.71 1.08 

(3) 7+ years 26 3.78 1.14 

External 
Motivation 

(1) 1-3 years 139 3.15 .83 
1.960 219 .143  (2) 4-6 years 57 2.95 .97 

(3) 7+ years 26 2.84 .91 

Teaching 
Motivation 

(1) 1-3 years 139 3.70 .76 
3.571 219 .030* 1-2 (2) 4-6 years 57 3.39 .95 

(3) 7+ years 26 3.59 .96 
*p<.05 

 

In Table 4, a difference depending upon special education teachers’ 
school seniority was detected on the levels of their internal motivation and 
teaching motivation. The found differences were between the groups of (1-
2) for both dimensions. In terms of job satisfaction and external motivation, 
however, no difference was found based on the teachers’ school seniority. 

 

Findings Regarding the Fifth Sub-Problem 
 

Findings of whether there was any difference in special education 
teachers’ teaching motivation and job satisfaction levels in terms of their 
field were presented in Table 5. 
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Table 5. t-test for Perceived Teaching Motivation and Job Satisfaction in 
terms of Teachers’ Field 
Sub-
Dimensions 

Teachers’ Field N X̅ SD t p 

Job Satisfaction 
Special Education 156 3.66 .92 

-1.253 .212 
Primary Education 66 3.82 .87 

Internal 
Motivation 

Special Education 156 3.76 1.01 
-5.401 .000** 

Primary Education 66 4.43 .75 
External 
Motivation 

Special Education 156 3.01 .91 
-1.397 .164 

Primary Education 66 3.19 .79 
Teaching 
Motivation 

Special Education 156 3.45 .89 
-4.368 .000** 

Primary Education 66 3.91 .64 
**p<.01 

 

Based on Table 5, there was a significant difference between special 
education teachers’ internal motivation and teaching motivation dimensions 
in terms of teachers’ field on the level of p<.01. Regarding both internal 
motivation (X̅=4.43, SD=.75) and teaching motivation (X̅=3.91, SD=.64), the 
difference was detected in favor of primary education field. However, no 
difference was found between job satisfaction and external motivation 
dimensions in terms of teachers’ field. 

Findings Regarding the Sixth Sub-Problem 

Multiple regression analysis to predict job satisfaction was presented in 
Table 6. 
 

Table 6. Multiple Regression Analysis for Predicting Job Satisfaction 
 

Variable B SE β t p Paired r Partial r 
Fixed 2.182 .234 - 9.342 .000 - - 
Internal 
Motivation 

.514 .067 .561 7.662 .000 .466 .460 

External 
Motivation 

-.166 .075 -.162 -2.208 .028 .169 -.148 

R= .484 
F= 33.421 

R2=.234 
      

p=.000 
*p<.05, **p<.01 

 

Considering the values in Table 6, it can be seen that teaching 
motivation explained 23% of the total variance in job satisfaction (R=.484, 
R2=.234, p=.000). According to the standardized regression coefficients, 
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predicting variables’ ranking of importance on job satisfaction are as 
follows; internal motivation (β=.561) and external motivation (β=-.162). 
Upon examination of significance tests of regression coefficients, it can be 
deduced that internal motivation (p<.01) and external motivation (p<.05) are 
both significant predictors. Regarding the correlations between predictor 
variables and job satisfaction, it can be observed that correlations with 
internal motivation (r=.466) [when other predictor variables are controlled, 
(r=.460)] and external motivation (r=.169) [when other predictor variables 
are controlled, (r=-.148)] were found. Based on the regression analysis 
results, regression equation that predicts job satisfaction can be constructed 
as follows: Job satisfaction = 2.182 + (.514 x internal motivation) - (.166 x 
external motivation). 

DISCUSSION AND CONCLUSIONS 

In this study that aimed to determine the correlation between special 
education teachers’ teaching motivation and job satisfaction, whether there 
was any difference in special education teachers’ perceptions regarding the 
variables of gender, professional ranks, work experience in the present 
schools and area of graduation was investigated. 

Based on the results obtained from the research, special education 
teachers’ teaching motivation was rated “in the upper limit of moderate level” 
for the total of internal motivation and teaching motivation dimensions 
whereas it was rated “in the lower limit of moderate level” for external 
motivation dimension. In studies conducted by Evin Gencel and Ilıman 
(2019), Çelik and Terzi (2017) and Ayık and Ataş (2014), it was reported that 
participants’ teaching motivation was in moderate levels. Distinct from the 
results of the study at hand, Erdem and Gözel (2014) and Gömleksiz and 
Serhatlıoğlu (2013) pointed out that pre-service teachers’ motivation levels 
were quite high. Based on the research findings, special education teachers’ 
internal motivation was higher than their external motivation. This outcome 
of the study aligns with the findings of the research carried out by Evin 
Gencel and Ilıman (2019) and Ertürk (2016). The outcome that special 
education teachers’ internal motivation levels were higher than their 
external motivation is a positive and expected result. The reason for this is 
that special education is a field in which feelings are saturated, extra effort 
and devotion are required; therefore, it cannot be sustained via an external 
reward-oriented motivation process. Moreover, in a study conducted by 
Gençay and Gençay (2007) on school of physical education and sports 
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students’ motivation toward teaching profession, it was found that 
students’ external motivations were higher than their internal motivation. 
Regarding the job satisfaction dimension of the research, special education 
teachers’ job satisfaction levels appeared as “high”. This outcome of the 
research is consistent with the findings of the study conducted by Tunç 
(2019). In addition, Sevimli Deniz (2016) found in her study conducted with 
teachers working in Special Education and Rehabilitation Centers in Van 
that teachers’ job satisfaction levels were on a moderate level. Similarly, 
Aksoy Zor (2019) and Tuti (2018) reported that primary education teachers’ 
job satisfaction levels were on moderate level.  

Female teachers in the research had higher internal motivation and job 
satisfaction compared to males. The result of the study conducted by Ertürk 
(2016) indicating that female teachers’ perceptions of internal motivation 
were higher than male teachers is consistent with the outcome of this study. 
This can be resulting from female teachers’ better understanding of the 
differences and needs of individuals with special needs due to the effect of 
motherhood instinct, thusly giving more importance to the job and 
internalizing it. As opposed to the results of the research, Argon and Ertürk 
(2013) reported that teachers’ internal motivation perceptions were similar 
in terms of gender. Evin Gencel and Akyüz (2019) and Çelik and Terzi 
(2017) stated that pedagogical certificate program pre-service teachers’ 
motivation toward teaching did not indicate difference with regards to 
gender. In a research that partially supports the result of this study related 
to job satisfaction, Gönen (2020) remarked that female teachers’ internal 
satisfaction perceptions were higher than male teachers and that external 
satisfaction and job satisfaction total scores showed similarities in both 
genders. Additionally, stating that male teachers’ external satisfaction 
perceptions were higher than female teachers, Yürüten (2019) detected no 
gender-related difference in internal satisfaction and job satisfaction total 
scores. In their study that focused on job satisfaction of primary education 
teachers of pre-school and mentally challenged students, Öğülmüş and 
Avşaroğlu (2015) found out that male teachers had higher level perceptions 
of job satisfaction than female teachers. On contrary, Tunç (2019) reached to 
the conclusion that teachers’ job satisfaction perceptions did not show 
difference in terms of gender. 

It was found in the research that there was a difference in special 
education teachers in the sub-dimension of external motivation with 
regards to their professional ranks, generating the result that special 
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education teachers in lower professional ranks had higher levels of external 
motivation. In a research conducted by Ertan and Ağça (2008), it was found 
that employees of hotel businesses were affected by professional ranks in 
terms of their internal motivation perceptions. In a study by Ertürk (2016), it 
was concluded that teachers’ perceptions of internal motivation, external 
motivation and work motivation indicated differences depending upon 
professional ranks. Similarly, Kılıç and Yılmaz (2019) stated in their study 
that professional ranks led to a difference in teachers’ both internal and 
external motivation. Ertürk and Aydın (2015), on the other hand, found no 
significant difference in teachers’ internal motivation perceptions in terms 
of professional ranks. According to the research results, no difference was 
spotted in special education teachers’ job satisfaction levels with regards to 
professional ranks. This outcome aligns with the findings of the studies 
conducted by Gönen (2020), Yürüten (2019) and Tunç (2019). 

It was detected in the research that special education teachers’ working 
durations at their present schools caused a difference in their total internal 
motivation and teaching motivation. In their study in which they handled 
teaching motivation in internal, external and administrative dimensions, 
Kılıç and Yılmaz (2019) found that teachers’ working durations in their 
schools impacted all three dimensions, leading to differences. Saracel and 
Taşseven (2016) reached to the conclusion that participants of the study 
indicated difference in motivation levels based on the working experience 
in their present workplace. The results of this study indicated that duration 
of work in their present schools did not impact special education teachers’ 
job satisfaction perceptions. This outcome coincides with the research 
carried out by Diri and Kıral (2016), Yılmaz and Kıral (2014) and Ertürk and 
Keçecioğlu (2012). 

Participating special education teachers’ internal motivation and 
teaching motivation levels indicated difference in terms of the area of 
graduation in favor of primary education graduates. Yıldırım (2015) stated 
that teachers’ motivation levels differed depending upon the branch 
variable. Yenilmez, Balbağ and Turğut (2018) detected that there was a 
significant difference between teaching motivation levels of science pre-
service teachers and primary education math pre-service teachers in terms 
of external motivation in favor of primary math education branch. As 
distinct from this outcome of the research, Argon and Ertürk (2013) and 
Ertürk and Aydın (2015) reported that teachers’ perceptions of internal 
motivation did not generate a significant difference in terms of branch 
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variable. In addition, Argon and Cicioğlu (2017) pinpointed that branch 
variable did not cause a significant difference in teachers’ teaching 
motivation in terms of the scale’s sub-dimensions and total scores. The 
results of the study indicated that special education teachers’ area of 
graduation did not have any impact on their job satisfaction perceptions. 
This outcome of the research is in line with the studies of Çağlar and 
Demirtaş (2011) and Demirtaş and Nacar (2018). 

It was found in the research that teaching motivation predicted job 
satisfaction. Therefore, determining suitable teaching motivation factor can 
promote a high-level job satisfaction. Although there are studies that deal 
with the relationship between motivation and job satisfaction in the related 
literature, only a limited number of studies that used regression analyses 
can be found. This study is distinct from other similar research in the 
literature on the grounds that it focuses on teaching motivation and the 
correlation of teaching motivation and job satisfaction was identified 
through regression analysis in the context of special education teachers. 

In their study that investigated the effect of internal and external 
motivation on job satisfaction, Edrak, Yin-Fah, Gharleghi and Seng (2013) 
found that there was a positive correlation between job satisfaction and 
internal and external motivation; that internal motivation contributed to job 
satisfaction more than external motivation; and that internal and external 
motivation was the predictor of job satisfaction. Yılmaz and Kıral (2014) 
detected that there was a positive and low-level correlation between 
teachers’ total motivation and total job satisfaction while there was a 
positive and high-level correlation between their total motivation and 
internal and external satisfaction. Saracel and Taşseven (2016) reached to the 
conclusion that there was a positive and moderate-level correlation between 
job satisfaction and internal motivation, that there was a positive and 
extremely high-level correlation between job satisfaction and external 
motivation, and that job satisfaction levels of employees increased as their 
motivation levels elevated. Furthermore, Doğan and Aslan (2018) remarked 
that internal motivation positively impacted job satisfaction. In a study 
conducted by Anghelache (2015) on teachers, it was found that there was no 
statistically significant difference between teachers’ teaching motivation and 
job satisfaction. 

This research investigated the correlation between special education 
teachers’ teaching motivation and job satisfaction. The lack of research in 
the literature regarding the aforementioned study group can be evaluated 
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as this paper’s contribution to the literature. The research is limited in the 
sense of explaining causal relationships as it is based on cross-sectional 
data. 
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The position of curriculum development in lifelong learning is getting 
more important. Since lifelong learning focuses on the spread of the 
opportunities for learning during our life, having a systematic program for 
it seems to be needed. 

Diversified instructional strategies and organizational methods are two 
most significant factors which should not be ignored when curriculum 
development is the issue. Once achieving optimal learners’ development 
and learners’ learning outcomes in the course of their life are highlighted, 
curriculum development for lifelong learning seems to be very meaningful 
and important as well. 

It should be noticed that different types of knowledge, skills and 
attitudes that a human need to be survived should be included in the 
curriculum. In addition, there are some other abilities and skills which are 
to be mastered for the sake of self-improvement and development in the 
passage of life for everyone. Accordingly, the people who are involved in 
curriculum development in lifelong learning are advised to consider the 
relevant facts and challenges.  

(Hansen et al. 1992) expressed that curriculum development 
encompasses different levels and processes as being local, regional, or state / 
provincial. These levels and processes are needed to be comprehended by 
both teachers and students. 

Besides, exploring different approaches in terms of learning and 
teaching, teaching methods, and related educational philosophies are great 
assets for developing a curriculum in lifelong learning. 

Through scrutinizing general and different fundamental guidelines and 
framework regarding curriculum development for lifelong learning, various 
ideas and perspectives can be achieved. 
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Jarvis (2009) defined lifelong learning as being the process of learning 
occurring throughout life. Bryce et al. (2000) described lifelong learning as 
the development of human potential in the course of a continuously 
supportive process. This not only stimulates but also empowers individuals 
in order to acquire all the knowledge, values, skills, and understanding they 
will require throughout their lifetimes. Individuals can apply these skills 
with confidence and under different circumstances. 

Some Different Aspects of Lifelong Learning  

The concept of lifelong learning can reflect the activities individuals 
doing in the course of their life in order to promote their knowledge, skills 
and competence in a specific field, in which some personal, societal or 
employment related motives are provided (Field 2001and Aspin et al. 2000).  

Since it can be assumed that education is diverse which needs to be 
adapted to the individual, lifelong learning needs to be the center of 
attention. Education is supposed to be accessible in any available form in 
the passage of human life.  

Green (2002) stated that the learning society is the vision of a society in 
which there exist recognized opportunities for learning available for every 
individual no matter where they are and how many years they experience 
in life (age).  

(Walters 2010) believed that the planet we live in will not survive 
without learning. It is learning in the course of life which leads to 
sustainable development.  

In terms of learning, it can be verbalised that it is a process that makes 
us be aware of multiple phenomena happening around us all the time 
without interruption. It is the framework of reference. Within this reference, 
our thinking, interpretations, and actions are shaped. It makes us become 
conscious of different reasons, sources, and underlying causes of different 
events occurring in the world and the ones related to us. Developing more 
effective frames of reference as being more inclusive and behave 
accordingly can be realised through learning. (Fleming 1997) called this as 
being the most significant kind of adult learning and it is lifelong. 

Different forms of learning, namely formal, informal and non-formal 
learning can be associated to actualize lifelong learning. Some of the main 
concepts are defined by The Cedefop glossary (Tissot 2004). 

In terms of formal learning, it is said that it includes the type of learning 
which is realised in a prespecified organized and structured context. 



225 
 

There are some characteristics of formal learning. (Eraut 2000) 
mentioned some of the main features of formal learning within the frame of 
a prescribed learning framework. They can be organized as learning event 
or package, the presence of a designated teacher or trainer, the award of a 
qualification or credit, and the external specification of outcomes. 

(Marsick and Watkins 1990, 2001) also stated the definition of formal 
learning as being structured learning happening ‘off the job’ and not inside 
the working environment. Generally, it is conducted in formal educational 
settings such as classroom-based setting. 

In addition, (Beckett and Hager 2002; Hager 2004a, 2004b) specified 
formal learning recognised as standard paradigm of learning, a form of 
learning within traditional educational pedagogical frameworks, based on 
didactic interaction.  

Regarding informal learning, (Marsick and Watkins 1997) stated that 
informal learning should cover four broad organizing principles as context, 
cognisance, experiential, and relationship. 

Regarding context, it encompasses learning realising outside of 
classroom-based formal educational settings.  

For cognisance, intentional / incidental learning is the focal point. 
Practice and judgement are highlighted in experiential learning. 

Implementation of what has been learned is emphasized here. 
Learning through mentoring and team working are two basic issues 

dealt with in learning through relationship. 
Non-formal learning consists of different structured learning 

circumstances without covering the level of curriculum, syllabus, 
accreditation and certification related to formal learning. However, it can 
include more structure compared to informal learning. 

(Reddy 2003) stated that non-formal learning covers the activities 
outside the formal learning setting. These activities can be categorised by 
voluntary ones compared to the learner’s obligatory participation. 

Besides, (La Bella 1982) believed that nonformal learning can be 
realised within the framework of extra-curricular activities in schools. 

Considering structure and intention of the three types of learning 
mentioned above, (Colardyn and Bjonavold 2004) stated that formal 
learning can be recognised as intentionally planned learning activity. Non-
formal learning is shaped through intentionally planned activities. Informal 
learning reflects on non-intentional without planning. In fact, in lifelong 
learning, this is the learner who is the center within the learning process. 
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Lifelong learning penetrates the idea that learning needs to be with 
human being in entire life from birth to death. Various skills, knowledge, 
qualifications, and experiences are supposed to be constructed during 
human being’s life in a continuous manner. 

Based on (European Commission 2007), in lifelong learning it is tried to 
provide second opportunities in order to update basic skills. Additionally, 
chances of learning at more advanced levels are encouraged. Accordingly, 
all learning systems and opportunities should be equally available and at 
the same time flexible enough for all learners in their lifetime. If it is truly 
realised, lifelong learning can be tailored as expected. 

General View on Lifelong Learning in Different Periods of Life  

Lifelong learning includes stages and periods of life in all places. 
Regarding the period of 0-5 years, learning habits and talents seem to be 
shaped for coming periods in future. Most informal learning is realised at 
this stage because of the fact that children imitate, generally, everything 
from parents, peers, and their environment in which they communicate.  

Learning at the level of age 6-24 years can be witnessed mainly in 
educational institutions, broadly from primary and secondary to tertiary 
levels. Needless to say, the factors namely family life, social organizations, 
cultures, digital world, and mass media are very influential during this 
period.  

When we think about the age 25-60 years, informal learning is observed 
a lot. This informal learning is recognised by means of instructional media, 
most of which are provided throughout the people’s professions, work-
places, colleagues, touring, mass media, information technologies, 
environment, and nature.  

In this sense, on account of the fact that adults are included in this age 
group, the people are anticipated to learn from experiences and problem 
solving more. As a result, continuous development of intellect, capability 
and integrity are needed to be dealt with by these people. 

Finally, elderly people who are considered over 60 years old can be 
exposed to a variety of learning activities appropriate for them. Art, music, 
sports for the elderly, handicrafts, and social work can be some of these 
learning activities. The assumption that these people have accumulated a lot 
of knowledge and experience, formally, informally, or in non-formal way 
should not be ignored. Rojvithee (2005) mentioned that these age group can 
also perform different kinds of voluntary work in community 
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organizations, clubs, and associations.  
(Lewis-Fitzgerald 2005) is of the opinion that gaining skills enabling us 

to survive is an important point in lifelong learning. These skills can assist 
us while we are doing different work or activities in our daily lives.  

Motivation, either intrinsic or extrinsic, is an important factor for 
lifelong learning. Despite the fact that motivation existence and its level can 
be changed periodically, if there is a logical and realistic purpose, 
determination, and hope, positive motivation can be created. 

There is no doubt that having a goal for learning is the fundamental 
factor for life learning. This issue should always be considered in 
curriculum development in lifelong learning. 

Lifelong Learning Skills and Curriculum Development of Lifelong 
Learning  

It is believed that the roles of integrating lifelong learning skills are 
beyond specific knowledge or occupational areas.  

In one aspect, it seems that these skills are transferable ones which 
should be accompanied by an individual. They can help individuals to 
achieve intellectual, physical, and emotional success.  

It is taken for granted that basic skills have already been acquired by 
the individuals. Acquiring core skills which are broad-based general 
education outcomes can be different from individual to individual based on 
what each individual needs for chosen interests, professions, or fields of 
study. These skills can prepare and develop individuals to be more capable 
in life in general. 

In fact, it seems difficult to say for certain that lifelong learning skills 
are always arranged, planned, and acquired at the course level or pre-
specified one. Therefore, how they can be planned into the curriculum is 
debatable. Since content-specific competencies have been the focus of 
attention more, explicitly stating and assessing these skills are not easy 
tasks. 

Once we believe that we can do something realistically, we are going to 
learn about it. Although in different periods of life it can be varied 
according to the level of difficulty of issues, our abilities as a whole, 
possibilities, and facilities, lifelong learning systematized curriculum can be 
an effective guide for us. 

In spite of the fact that doing and learning some skills are better 
realised at specific periods of life, dealing with those tasks might be worth 
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of trying some other time in life when possible. 

Curriculum in The Context of Lifelong Learning  

Lifelong learning concept has drawn educators’ and curriculum 
planners’ attention in recent years. Some of the issues explored are different 
ways of teaching and learning processes, human needs through lifetime in 
different ages, effective curriculum and instructions for the target group of 
learners, multidisciplinary work, and following changes and advancement 
in the world continuously. 

Many efforts are devoted to ensure that lifelong learning becomes 
actualised in various settings in real sense. In fact, it is not to be limited just 
to formal educational and training arenas. 

Curriculum is believed to be a dynamic framework guiding teaching 
and learning processes and an educational tool for providing quality. 

Broadly speaking, empirical research findings reflect that curriculum 
relevance is a circumstance to maximize human potential in terms of 
education and training in the course of lifetime. This can promote lifelong 
learning.  

The specific irrelevance of curriculum seems to be one of the important 
challenges when encountering development a curriculum in lifelong 
learning. 

Adopting a learning outcomes approach in the process of developing a 
curriculum for lifelong learning needs devoting a lot of attention form 
diversified aspects. Some of the points such as valuing what an individual 
(a learner) knows, perceiving and analyzing individual’s background in 
every aspect of life can be effective mechanisms which help curriculum 
developers in order to avoid any possible mismatches to a great extent. 
Besides, the probability of promoting active learning as well as inclusive 
teaching are to be increased. However, in practice, how this curriculum is 
going to be delivered in different learning settings is the key point and 
worthy of complete attention. 

Morgan et al. (2007) addressed the changes in economy, society and 
technology occurred all over the world in the late twentieth century. 
Considering these situations, Edwards et al. (2002 and Jarvis (2008) are of 
the opinion that nations are supposed to convert to learning society for 
providing the relevant opportunities for the individuals to be lifelong 
learner. This can lead to adaptation with the changes. 

It seems logical to claim that all educational organizations, universities 
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included, have crucial roles to make lifelong learning realised. The aspect of 
learning opportunities should be taken into consideration in the course of 
curriculum development in lifelong learning. To have more effective 
curriculum and improve the quality of lifelong curriculum, all educational 
organizations are to develop the curriculum based on the lifelong learning 
principles. The needs of the learners / individuals should be understood and 
analysed profoundly. 

Actually, the success of this curriculum is closely related to some 
requirements. As Longworth (2004) and Candy et al. (1994) mentioned, 
many obstacles and challenges encountered by university are related to the 
requirements of the curriculum design with learning society.  

Owing to the fact that information technology has developed rapidly, 
different issues of teaching and learning are needed to be explored. These 
can include self-indirect learning, heterogeneous learners’ population, and 
non-traditional students' contribution, standardized guidelines, and 
particular curricula.  

In developing a curriculum for lifelong learning, individual learners 
and individual educators are key elements to support lifelong learning. 
Since educators are familiar with the educational settings, learners’ needs, 
and educational programs, they can identify learners’ real needs. They also 
can help promote learning in learners' motivation. However, there are some 
issues which may make it difficult for educators to participate actively in 
curriculum development in lifelong learning. Some of them are lack of 
practical and professional readiness, not receiving relevant and suitable 
curriculum training programs / workshops, not having enough confidence 
and time, and not having motivations and reasons for contributions. 

Another issue in the curriculum development, in general, is student / 
learner. Longworth (2004), Sabar (1994), Duke (2002) stated that motivation, 
readiness, capacity, effort, and students’ objectives influence the design, 
implementation, and evaluation of the curriculum. 

Lifelong learning curriculum is seen as a dynamic framework which 
provides educational guidelines in terms of teaching and learning 
processes.  

In the context of curriculum development in lifelong learning, defining 
and specifying learning outcomes in the course of life are indispensable. 
Understanding and valuing what different learners / individuals know, 
what they have experienced educationally, their ways of learning, their 
educational interest and purposes can be a great help to curriculum 
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developers. These issues can promote active learning and teaching 
processes. However, realizing the above assumptions is related to various 
factors, mainly the way (s) lifelong learning curricula are delivered in 
different learning environments / settings and for different learners / 
individuals. Besides, how the world, societies, and different people with 
different perspectives reflect on lifelong learning is of importance. 

Expecting logical and realistic achievement should be based on 
different factors and on the basis of the period’s learners live in. 

Individual’s / Learner’s past life, experiences, dreams, success, failure, 
and knowledge during lifetime are supposed to be explored to the possible 
extent while developing a lifelong learning curriculum. 

In lifelong learning curriculum development, the curriculum 
developers themselves should be realistic. The points affecting learning and 
teaching during different life periods needed to be tackled. To exemplify, 
these points might be as what can and cannot be done and learned, different 
ways of learning, learner’s mental, physical, genetical and individual 
differences, entry behaviours, educational experiences, environment, 
country, culture, possibilities, and facilities.  

 Some Important Facts and Challenges of Curriculum Development 
in Lifelong Learning 

Some challenges of curriculum development in lifelong learning can be 
tackled from different aspects. One important issue is the availability of 
sources and professional educators. Another point is having any form of 
education. Obviously, providing formal and informal learning 
opportunities for people throughout their lives can help the continuous 
knowledge and skills development and improvement as well. 

One of the facts which cannot be ignored is that due to globalization, 
fast-changing knowledge, and various communication channels, people feel 
the need of upgrading what they have already accumulated regardless of 
place and time. This seems quite necessary for people to be able to follow 
worldwide progress and changes continuously.  

Curriculum development in lifelong learning requires active 
contributions of many groups of people from different professions and the 
ones who have different responsibilities in the society and life. For instance, 
they can be teachers, teacher educators, policy-makers, families, disciplinary 
experts, medical educators, psychologists, sociaologists, and the like. All 
need to provide ideas and practical solutions in order to overcome the 
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challenges faced in this work. If this cooperation is practiced systematically, 
the continued functioning of educational systems for lifelong learning can 
satisfy social, educational, physical, physiological, and personal individuals’ 
needs to a great extent. 

Educationally speaking, it is required for educational organization, 
institutions, schools, and universities to plan and adapt special curriculum 
and instruction, structures, cultures, and programs which are appropriate to 
accommodate and meet the needs of diverse age groups in the course of life 
centralized for lifelong learning. As a matter of fact, as (Lafer and Aydin 
2012) mentioned, these programs and adaptations are not going to merely 
provide help in terms of serving students. They also provide support 
society development in many ways such as social and economic 
development. 

One of the major challenges in terms of developing a curriculum for 
lifelong learning is globalization with diversity which requires devoting a 
particular attention from different perspective. (Herrera 2012) proposed that 
the future of this nation may depend on the extent to which students 
acquire the skills, knowledge, and dispositions necessary to become 
responsible global citizens.  

Broadly speaking, another fact and challenge in developing a 
curriculum in lifelong learning can be the identification of the real needs 
from different aspects (physical, emotional, psychological, economic, social, 
motivational etc.) of learners in different periods of life time. Another point 
is the way in which this curriculum is going to be developed in order to suit 
the changing needs in the course of time. 

Besides, communication among different levels of education for this 
curriculum development (particularly higher education) is another 
challenge. 

Flexibility in curriculum and contributors’ participations (students, 
families, stakeholders, educators, and the like) in this curriculum 
development is another challenge. 

One more challenge is whether there are curriculum experts in the field 
of lifelong learning curriculum to plan, implement, and evaluate the 
curriculum effectively or not. 

In a broad sense, educational organizations and institutions encounter 
various challenges regarding developing a curriculum in lifelong learning. 
The main facts and challenges can be as incomplete identification of the 
individuals’ / learners’ needs through different lifespan, real needs of 
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societies, revising (reforming) the existing the lifelong learning curriculum 
(if exists at all) to comply with the changing needs, poor communication 
among different levels in educational organizations, lack of flexibility in the 
curriculum to cope with real requirements and changes, insufficient / 
ineffective contributions of curriculum experts, and lack of or inadequate 
learners’ / indindividuals’ contributions in curriculum development in 
lifelong learning. 

To clarify the fundamental fact regarding curriculum development in 
lifelong learning, it can be said that the most important point is the 
educational philosophy of educational organizations. Of course, it is not 
easy to deal with this issue profoundly and immediately. It needs great 
effort, debate, and various perspectives. In addition, this point is going to be 
attacked by different experts specialised in different fields of studies. This a 
collective matter. The viewpoints form many scholars and education 
professionals from various disciplines should be scrutinized as much as 
possible. Accordingly, appropriate paradigms of education / learning and 
teaching of lifelong learning are to be considered profoundly.  

As a matter of fact, new missions, visions, concepts, and elements are 
going to be emerged when developing a curriculum in lifelong learning is 
dealt with. 

Another important fact is the cooperation of all the people engaged in 
education in any form and in any setting. Here, societies should be well-
informed and aware of the fact that curriculum development in lifelong 
learning cannot be realized without citizen’s active contributions. To fulfill 
this task, continuous learning is needed for all individuals which is lifelong 
learning. 

To mention another fact, it can be the accumulation of adequate 
knowledge, experience, qualifications, and skills regarding curriculum 
development. 

Consequently, in order to develop a curriculum aimed at fostering 
lifelong learners, educational organizations (for example, schools, 
universities, and training centers) are supposed to gain and enhance 
specialized knowledge of curriculum areas in general and curriculum 
development in lifelong learning in particular. 

Conclusion 

Curriculum for lifelong learning should offer programs aimed to satisfy 
the needs of learners at different levels of competence in the course of life 
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for all individuals. Appropriate learning facilities are supposed to be 
provided by the educational organizations, institutions, and schools in any 
format. 

Lifelong learners should be encouraged and welcomed to actively 
contribute to the whole process of lifelong learning in every aspect as much 
as possible. As (Fischer and Ostwald 2002) mentioned, lifelong learners are 
not just considered being the consumers of learning facilities. At the same 
time, these learners are going to be active contributors to the facilities as 
well. 

Lifelong learning is reflected through the integration of formal, 
nonformal, and informal learning in order to create ability regarding 
continuous lifelong development accompanied by producing higher life 
quality. When various definitions and frameworks of lifelong learning are 
taken into consideration, it is accepted as a common point that lifelong 
learning is to be realised at all times in each place, and in the passage of 
everybody’s life. It seems indispensable for individuals to refresh and 
increase their knowledge, skills, and qualifications throughout their lives 
especially adult lives. These accumulations / gainings can be a great help for 
individuals to cope with modern life in different settings such as 
workplaces and private lives. This can be called learning, more specifically, 
lifelong learning. 

The curriculum in lifelong learning should be developed in the manner 
in which it ensures its implementation effectively. If so, shaping society, 
developing and improving lifelong learners are expected. 
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1. INTRODUCTION 

From the moment they are born, children interact with their 
environment with a sense of wonder and discovery. Therefore, they begin 
to be affected by the stimuli around them. Some of the stimuli they 
experience introduce them to a world associated with literacy. The first six 
years, including early childhood, are critical because development and 
learning performance is highest in human life. The development of the 
child's literacy skills during these years significantly affects his/her literacy 
in adulthood. With the increasing interest, attitude, and motivation of 
individuals towards reading and writing skills, an individual associates 
literacy with lifelong learning activities. Therefore, being a good literate in 
adulthood is founded with the skills acquired in early childhood 
(Altınkaynak and Akman, 2016). 

The difficulties experienced by children in the process of learning 
reading and writing in primary school and the studies identifying these 
difficulties have brought up the importance of reading and writing skills 
development during the preschool period. It has been suggested that more 
priority should be given to preschool children’s reading and writing skills 
(Büyüköztürk et al., 2015; Lesiak, 1997). Emergent literacy skills of young 
children draws great attention in the field of foreign literature in recent 
years (Büyüköztürk et al., 2015). 

Literacy readiness skills include early literacy studies to facilitate the 
transition of children to reading in primary school and to increase their 
level of primary school readiness. In the light of all this information, the 
section covers the concept of early literacy, sub-skills of early literacy which 
are vocabulary, phonological awareness, letter knowledge and writing 
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awareness using national and international studies. 
 

2. EARLY LITERACY 
 

Literacy is a developmental process which does not start with school. 
This developmental process is founded within the first six years, depending 
on certain premises. Prior to be literate, prerequisites like knowledge, skills 
and attitudes expected for children for reading and writing are expressed as 
early literacy (Whitehurst and Lonigan, 1998) The goal of early literacy is 
not to teach reading, but rather to establish the necessary basis for reading 
(MacLean, 2008). 

Early childhood years, when development and learning performance is 
highest in human life, are crucial for the acquisition of early literacy skills. 
Learning to read and write is an important component for success both in 
daily life and school. Providing early opportunities for children to gain 
these components eases the transition to both reading and writing (Rohde, 
2015). Therefore, it is very important to support these skills from an early 
stage. 

In recent years, many studies based on literacy skills have revealed that 
there is a relationship between children's early literacy skills alongside their 
reading and academic success in the following years, as well as early 
literacy skills have a positive effect on the development of literacy skills. 
(Coyne and Nam, 2006; Cunningham and Stanovich, 1997; Ergul et al., 2016; 
Lonigan et al., 2000; Nelson, 2005). 

The improvement of individual literacy skills in early childhood also 
has a major impact on their literacy in adulthood. With the increase of 
interest, attitude and motivation of individuals towards reading and 
writing skills, an individual associates literacy with lifelong learning 
activities. Therefore, being a good literate in adulthood is founded with the 
skills acquired in early childhood (Altınkaynak and Akman, 2016). Children 
who have not acquired early literacy skills suffer great difficulties in the 
process of learning to read and are lagging behind their peers throughout 
their school life. (Ergül et al., 2013).  

There is also a strong connection between the skills that children have 
at the beginning of school and their academic performance in the following 
years. There is a high possibility of a failure repetition in the later years if a 
child fails to read in first grade of primary school. In addition, failing 
experiences of children may cause them to develop a negative perception of 



238 
 

themselves. If we look at it from another angle, it is emphasized that social 
acceptance of children with low academic performance in primary school is 
also more difficult, and that this may have a negative impact on the child.  

 

3. EARLY LITERACY BY AGE 
 

Identifying the deficiencies in the early literacy skills of children and 
implementing intervention programs for this can positively affect future 
reading success before proceeding to formal reading. Therefore, it is 
important to know early literacy skills by age along with developmental 
characteristics in order to prevent possible reading problems. The skills of a 
child related to early literacy by age in early childhood are briefly described 
below (Çetin, 2019; Ergül et al., 2014) 

At the first three years, children recognize certain books from their 
covers, pretending to read the books. They like puns and rhymes. They 
listen to stories. They produce drawings similar to text. 

Three to four year old children realize that alphabet letters have names 
and that the letters are different from pictures. They recognise some 
environmental writings. They pay attention to rhyming words. 

Children aged five or six can both recognize and name uppercase and 
lowercase letters. They realize that the order of letters in a written word 
represents the order of sounds in the verbal expression of the same word 
(alphabetical principle). They can name some book titles and authors. They 
make predictions based on stories or portions of stories. They can write 
their own name, as well as some letters and words. 

It is important to support the early literacy skills of children by age 
considering their early literacy skills, developmental characteristics and 
interests. Supporting these skills from an early age will contribute to 
minimizing the problems related to literacy skills that may arise in 
subsequent years. 

 

4. EARLY LITERACY SKILLS 
 

In order to be a good reader, children need rich language skills, 
conceptual knowledge background, a rich and deep vocabulary, and verbal 
reasoning skills to understand written messages (Neuman, 2014). Their 
development begins in early childhood and the basis of these skills is 
founded during this period. Early literacy skills develop not in a row, but 
together and influenced by each other. Studies show that children's reading 
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success in primary school is closely related to vocabulary (Greene and 
Lynch-Brown, 2002; Hart and Risley, 2003), phonetics (Griffith and Olson, 
1992; Lundberg et al., 1988; Maclean et al., 1987), writing awareness (Lesiak, 
1997; Lomax and McGee 1987; Pullen and Justice 2003; Riley, 1996), and 
letter knowledge (Badian, 1995; Riley, 1996) acquired in early childhood. 
Based on these studies, early literacy skills are explained below, which are 
discussed under the titles of vocabulary, phonological awareness, writing 
awareness and letter knowledge. 

 

4.1. Vocabulary 
 

Vocabulary is one of the most important determinants of the process of 
learning to read (Ergül et al., 2014; Silverman, 2007). Many studies have 
shown that there is a strong connection between reading skill and 
vocabulary (Aguiar and Brady, 1991; Beck and McKeown, 2007; Metsala, 
1997; Pullen et al., 2010). Due to being one of the most important indicators 
of early literacy skills, lexicography skill is directly associated with the 
ability of using the language (Viersen et al., 2017). It is thought that lexical 
knowledge should be acquired as a basic skill prior to advanced language 
skills such as morphological and grammatical awareness (Torppa et al. 
2010). 

Vocabulary mediates literacy skills such as phonology (phonological 
awareness), letter knowledge, writing awareness. It is also important for the 
child to have the ability to load the correct meanings into words for gaining 
the ability to understand what he or she is reading, which is the ultimate 
goal of reading along with reading correctly (Lee, 2011; Nation and 
Snowling, 2004). The ability of understanding is closely related to 
vocabulary. Children with insufficient vocabulary, also have inadequate 
vocabulary of meaningful words. On the other hand, a child with advanced 
vocabulary also has improved comprehension, perception and evaluation 
skills (Sever, 1995). While rich vocabulary contributes to understand what 
people read and listen, inadequate vocabulary negatively affects reading 
speed and understanding (Dickinson and McCabe, 2001; Kayhan, 2010). The 
relationship between vocabulary and reading comprehension gets stronger 
with age (Dinç and Parpucu, 2018). Verbal language skills of a five-year-old 
child, may be a preliminary indicator of child’s reading success at the age of 
seven (Güleç, 2008). It is emphasized that the vocabulary of children at the 
beginning of the school is effective in subsequent reading success (Pullen et 
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al., 2010). It has been revealed in the studies that the words gained by the 
method of reading audio stories contribute to children's lexical knowledge 
(Blewitt et al., 2009; Collins, 2010; Greene and Lynch-Brown, 2002; Justice, 
2002; Wasik and Bond, 2001). 

In order to improve the vocabulary, expression language and listening 
comprehension skills of children in early childhood, highlights to be 
considered are listed as follows (Israel, 2008): 

 

• Children should be spoken to and they should be encouraged to 
participate in the conversation. 

• Children should be helped with naming objects. 
• Children should be told stories and they should be repeated. 
• Children should be given the opportunity to describe their 

experiences and explain their ideas. 
• Children should be provided environments for interacting with 

others. 
• Children should be given the opportunity to express themselves in 

their games. 
  

4.2. Phonology (Phonological Awareness) 
 

Phonology (phonological awareness) is a verbal language skill that has 
a significant impact on reading comprehension, which is the ultimate goal 
of reading. Phonetics is defined as being aware that verbal language will be 
divided into smaller units by different methods(throwing sounds, splitting 
the beginning and ending sound, reaching sounds from words, separating 
all sounds of the word, adding and creating new words, etc.), perceiving 
what is said as independent sound series and using phonemes effectively 
(Chard and Dickson, 1999).  

Related studies emphasize that phonology skills are strong predictors 
for a successful reading performance during the reading acquisition process 
(Kjeldsen et al., 2014; Rakhlin et al., 2014). Phonological awareness is 
underlined to be the most effective skill for gaining reading skills (Karakelle 
2004). 

The ability of phonological awareness of children can develop 
simultaneously in different stages. Phonological awareness skill is not a 
sequential, phased model in which a complete mastery at one skill level 
must be exhibited and the child must complete the skill at the sub-stage in 
order to move on to the next (Anthony et al. 2003).In a study conducted by 



241 
 

Anthony et al. (2003), it was pointed out that it will be more effective to set 
small goals simultaneously while trying to gain phonetic (phonological 
awareness) skills, and argues that children learn in an overlapping process. 
Children can begin to learn a more difficult skill before they specialize in an 
easier skill. The developmental continuity of phonology skills is presented 
in Figure 1. 

 
 

Figure 1. Developmental continuity of phonetic (phonological awareness) 
skill (Phillips et al., 2008)  

 
As seen in Figure 1, the continuity of development of phonology skill 

stems from its capacity to manipulate words. The conflicts between the 
stages in the figure shows that the child experiences the initial skills of an 
upper stage while trying to master the skills in the lower stages (Phillips et 
al., 2008). 

Phonology skills develop rapidly between the ages of three and five, 
rather than two, three years old, and becomes stable after the age of five or 
six (Paris, 2011). It is therefore an important process in terms of evaluating 
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this skill between the ages of three and five. During the developmental 
course of phonological awareness, children recognize broader holistic 
sound structures before recognizing smaller sound structures (Anthony et 
al., 2003; Phillips et al., 2008; Vloedgraven and Verhoeven, 2007). Therefore, 
the awareness develops from the whole to the part. First, phonological 
awareness is gained in sentence level, then a transition to the word level 
occurs. When children notice the words that make up a sentence, they show 
phonological awareness at the sentence level. For example, they can count 
words in a sentence and clap hands as many as the number of words (Cetin, 
2019) 

A child who acquired phonetic skills can be expected to be known that 
sentences are composed of words (word awareness), words can be rhymed 
(awareness), words' initial and secondary sounds may be the same (sound 
similarity awareness), words' last sounds may end up same (sound 
similarity awareness), words can be separated into phonemes (separation) 
when new syllables or sounds are extracted, new words can be formed 
(sound combining), the words can be categorized in terms of their first and 
last sounds (categorizing), one syllable of a word can be taken and be used 
as a syllable of another word (Justice and Pullen, 2003)  

Baddeley (1992) states that phonology awareness research strengthens 
children's mental skills and also suggests some activities, which are listed as 
follows: 

• Recognition of sounds, distinguishing, combining sounds, changing, 
making syllables, 

• Selecting, classifying, sorting, associating words according to their 
first and last sounds, 

• Combining syllables to form words, separating them, singing their 
voices, 

• Selecting words according to syllables, classification, sorting, 
• Adding, removing, changing syllables in a word (akt. Güneş, 2007). 
 

Besides progressing from whole to piece, studies on phonology 
awareness also follow a sequence from simple to complex. Accordingly, it 
is thought that it would be correct to start to gain phonetic skills over 
sentences. An example study is as follows;  

• "Alice went to school.” Let's give a round of applause for each word 
in this sentence (to be able to separate the sentence into words). 

• Let's clap for every syllable in the word” Alice " (to be able to 
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separate words into their syllables). 
•  Showing Dish - Book pictures and asking "which of these do you 

think is similar to “fish”? (Rhyme awareness). 
• Showing Pyjamas-Slipper pictures and asking, “which of these 

pictures do you think starts with the same voice as the word “Pencil”? (To 
distinguish the initial sound of the word). 

• “Do you think the words "carrot" and "apple" start with the same 
sound? (To distinguish the initial sound of the word). 

• Showing Daisy - Rose pictures and asking “Which of the pictures do 
you think ends with the same voice as the word “Desk"? (To distinguish 
the last sound of the word). 

• Do "Bag “and "Table" end with the same voice? (To distinguish the 
last sound of the word). 

• If the sound at the beginning of the word "Snail" is removed, which 
word remains? 

• Can you tell me a word that starts with the last sound of the word 
"Ball"? (Erase, discard, relocate sounds)  

 

4.3. Writing Awareness 
 

Writing awareness refers to making sense of the function, shape and 
relationship of writing with verbal language by children. It includes skills 
such as how the book should be kept, the appearance and meaning of the 
text, how the pages should be translated, reading from left to right, where to 
start, reading the text from top to bottom (Bayraktar and Temel, 2015). 
Writing awareness skills include what children know about writing before 
they officially gain reading skills (Pence, 2006). According to the literacy 
approach developing in children, writing awareness is referred as a basic 
knowledge of the development of literacy skills in preschool period 
(Karaman, 2015). There are three reminders of the writing consisting of 
direction, harmony, and sequencing. A written language must be read in a 
certain direction. Symbols and letters have a special harmony. There is a 
special order in translating verbal language into written language (Clay, 
2005). 

Researches revealed the relationship between writing awareness and 
reading skills(Chaney, 1992; Day and Day, 1991; Dickinson and Tabors, 
1991; Ehri and Sweet, 1991; Hecht et al., 2000; Justice and Pullen, 2003; 
Nichols et al., 2004; Piastan et al., 2012; Share and Gur, 1999; Whitehurst and 
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Lonigan, 1998) and that writing awareness positively affects reading skills. 
(Hecht et al., 2000; Justice and Pullen, 2003; Nichols et al., 2004; Piasta et al., 
2012) 

The development of writing awareness in children begins with birth 
and although this skill starts to develop spontaneously in the preschool 
period, the child must be supported by an adult for a complete and correct 
acquisition. The adult's task at this point is to provide opportunities for the 
child to acquire writing awareness skills in a rich stimulating environment 
(Justice et al., 2005). Writing awareness in children can be enhanced by 
adults by providing written materials that allow adults to see, learn and use 
symbols of writing. The skills gained through written materials are the 
ability to keep the book right, the bottom and top of the page, the place to 
start reading (left to right), the first and last words to be read, what to do at 
the end of the page, the last and first letter of the word, the meaning of the 
words, the beginning and the end of the story (Büyüktaşkapu, 2012). 
Interactive book reading is one of the most important activities in terms of 
gaining all these skills. 

 

4.4. Letter Knowledge Awareness 
 

Letter-phoneme knowledge is the knowledge that every letter has a 
sound (Armisted et al., 2005). Children with letter awareness may realize 
that words are composed of letter units, how to distinguish letters from 
each other, letter sounds are used to transmit words to the verbal language, 
and different letters come together to form different words. Children first 
become aware of the meaning of words written on signs or on boxes. Later, 
when they learn to write their names, they begin to recognize the letters in 
the alphabet. For example, child remembers a letter which is in his name 
such as "This letter is in my name." 

A child with letter awareness may be expected to recognize the 
uppercase and lowercase letters in the alphabet, recognize all the lowercase 
letters in his / her name, show the letters he / she knows in the surrounding 
written materials, begin to associate the letter sounds and shapes, say words 
without their first letter sounds and to recognize frequently repeated words 
visually (Morrow, 2007; Schickedanz, 2004). 

Related research indicate that letter knowledge is one of the most 
important early literacy skills that help children with learning how to read 
and write when they start formal education and positively support reading 
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skills (Ecalle et al., 2008; Foulin, 2005; Hammill, 2004; Justice et al., 2006; 
Lonigan et al., 2000; Piasta et al., 2010; Schatschneider et al., 2004; 
Whitehurst and Lonigan, 1998).  

Beauchat et al. (2010) indicate that letter knowledge of children 
develops incrementally, they first begin to obtain information about the 
names of letters by singing songs and poems written for alphabet, thereafter 
children communicate with letters with the help of materials such as letter 
blocks and alphabet books, so that they become familiar with the shapes of 
letters and lower and uppercase, finally children learn the sounds of letters 
in consequence of several activities involved in letter and sound matching 
(Akt. Çetin, 2019). 

For a successful acquisition of letter knowledge, it is important to 
include activities involving the teaching of letter names, sounds and written 
symbols in a short and clear way as well as showing the uppercase and 
lowercase of the letters together (Jones et al., 2013). 

 

5. CONCLUSION AND RECOMMENDATIONS 
  
 In the field of literacy, the success or failure of children in the first year 

of formal education can continue in the following years of education. When 
research on early literacy studies are examined, it can be clearly understood 
that there is a relationship between early literacy skills and reading in 
formal education process. It has been proven that early literacy skills 
positively affect the development of literacy skills. Children who start 
primary school with emergent literacy skills learn both reading and writing 
more quickly. In the light of these, we can make the following suggestions 
for the development of early literacy skills in early childhood; 

 It may be more appropriate to evaluate the early literacy skills of 
children before starting primary school, to identify deficiencies if there are 
any, to implement intervention programs and to start primary school after 
the child is equipped.  

 Since early literacy skills develop together and influenced by each 
other, it may be recommended to include all skills in a spiral way in the 
education programs to be prepared in preschool period. 

 Based on the fact that vocabulary affects the ability of reading and 
understanding during the formal education process, children who 
experience speech delay may be considered to be at risk in terms of this 
issue. For this reason, even if they have the same skills as their peers, it may 
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be useful to apply an individualized intervention program for children 
having delayed speech in their history, before they start formal education. 

 Studies can be done to raise awareness of educators and parents about 
early literacy. 
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INTRODUCTION 

Early childhood is a period during which children’s skills, knowledge, 
and abilities develop rapidly. Adult guidance must be presented, 
supported, and observed to children in the most effective way to support 
this developmental process (Kagan and Shepard 1998, as cited in Buldu and 
Tantekin Erden 2017). It is essential to obtain in-depth information about 
children in the preschool period, to determine the potentials of children, to 
make a brief developmental assessment, and informed decisions about their 
needs (Apple 2000). Also, the determination of the preschool educational 
needs, designing curriculum, identifying the children from a developmental 
perspective, monitoring progress over time and providing feedback to 
parents are significant (Bayhan 2017; Borgholm-Petka and Pipkin 2008; 
Bowers 2008; Southern Early Childhood Association [SECA] 2000). 
Assessment can be explained in a fundamental sense as an ongoing process 
in which information about children, classrooms, and education is collected, 
synthesized, and interpreted (Meisels 2001). Assessment includes observing 
and documenting children’s development, their relationship to learning 
experiences, and how they interact with them (McFarland 2008). Therefore, 
the evaluation criteria must be broad and comprehensive to know the child 
and plan the educational process (Bentzen 2005). Recent studies highlight 
the importance and originality of assessment processes (Losardo and 
Notari-Syverson 2001; McConnell 2000). In the assessment of young 
children, it is necessary to emphasize the development of children in all 
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areas of development, focus on the individual strengths and uniqueness of 
children. It is also required to be in accord with education, based on 
performance, process, and product, be carried out continuously in many 
contexts, take into account different areas of intelligence and learning styles, 
and it should reflect their development correctly (SECA 2000). 

Assessment of children's behavior, development, and learning 
processes in the preschool period are carried with different measurement 
tools (Bayhan 2017). The main assessment techniques in early childhood 
education are classified as formal and informal. Formal assessment refers to 
standardized tests that allow educators to individually compare a child’s 
performance on a test with similar characteristics. These tests are generally 
valid and reliable (Bowers 2008; Puckett and Black 2000; SECA 2000; Venn 
2000). The majority of standardized tests are intended for use by people 
who have been exceptionally capable in their use and interpretation 
(Bowers 2008). Formal evaluation techniques should only be used for young 
children as they focus on the product rather than the process and are only 
interested in the final product of a development area (Bagnato et al. 1997, as 
cited in Buldu and Tantekin Erden 2017). 

The second category of early childhood education assessment is 
informal assessment, which uses multiple resources in an ongoing process 
to observe the child’s educational and developmental progress. This type of 
assessment focuses on the performance of children at specific time intervals 
and in various contexts, the processes they experience, and the products 
they produce. This procedure includes direct observation, interviews, rating 
scales, surveys, checklists, rubrics, and study examples. Informal 
assessment techniques produce more comprehensive, objective, and 
detailed data than formal methods (Keith and Campbell 2000, as cited in 
Buldu and Tantekin Erden 2017; SECA, 2000). Informal assessment 
techniques are often based on observations and interviews involving 
routine classroom experiences, the results obtained are not usually based on 
a scoring system, nor are they compared to standard norms or averages 
(Bowers 2008; Puckett and Black 2000; Venn 2000). 

Observation, one of the most commonly used techniques and tools of 
this assessment in the preschool period, is a technique adopted to gather 
information about others and to recognize and assess individuals 
(Yeşilyaprak 2002). Observation in the preschool period is a technique used 
to monitor, interpret, and assess children's developmental processes. 
Besides, the observation technique is preferred when designing educational 
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activities in the curriculum, recording learning objectives, and monitoring 
more specific situations (Bredekamp 2015). The observation technique can 
be classified differently by considering specific criteria (Özgüven 2002). One 
of them is the classification of naturalistic observation and systematic 
observation. Random observation includes observations in natural 
environments where no planning is done before the observation (Erözkan 
2014). On the other hand, systematic observation involves structured and 
deliberate observations that possess particular purposes (Bakırcıoğlu 2000; 
Kuzgun 2000; Nichols 2007).  

The anecdotal record, an observation-based technique, is the record in 
which short sections of the child’s behavior are recorded and kept to 
compare behavior change over time. The most crucial advantage of 
anecdotal recording, which is known and used by many preschool teachers, 
is its ease of use, and it can be recorded in almost any medium with very 
few materials (Bowers 2008). Other commonly used observational 
techniques are time samples, checklists, rating scales, audio, and video 
recordings (Bowers 2008), activity records, time records, and activity 
samples (Özen Altınkaynak 2018). All of these techniques should include 
the frequency of observed behavior, duration of behavior or event, when 
and where the observation occurred, date, and time (Bowers 2008). 

Portfolios are a method of demonstrating the skills of the child in 
performance assessment methods (Notari-Syverson and Losardo 2004). 
Portfolios are development files that contain samples of the child’s activities 
and that the teacher periodically assesses these samples. These files contain 
examples of children’s studies, stories they created, anecdotes, photographs, 
audio recordings, information about parents, and applications (Bayhan 
2017; Bencik Kangal 2015; Bowers 2008; MEB 2015). The portfolio is seen as 
advantageous in preschool as it assesses children’s performance and effort, 
compiled without intervention, in children’s natural learning environments 
(Appl 2000; Bencik Kangal 2014). The child's benefits include providing the 
child with a choice, developing decision-making skills, offering concrete 
experiences, comparing their developmental process, and supporting social 
and emotional developments during the presentations (Bredekamp 2015; 
MEB 2015; McAfee and Leong 2012). In terms of teachers, they must be able 
to see and prepare for children’s interests and needs, to present a new 
perspective to the teacher, to assess the curriculum, and to guide them to 
make new decisions (Jarret et al. 2006; McAfee and Leong 2012). With 
regards to parents, it is valuable to provide comprehensive and concrete 
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information about the child’s development process, to motivate the parent, 
and to give opportunities for strengthening communication between the 
teacher, child, and family (Laski 2013; Wortham 2005). 

One of the methods used to learn about children in preschool education 
and assess their development is the interview. Interviews can be described 
as a technique of acquiring people’s feelings and thoughts about a 
particular topic (Sönmez and Alacapınar 2017). Interviews can be applied to 
collecting information, obtaining information, personal assistance, and 
performing behavior changes. The interviewer's purpose is to explain the 
interviewee’s experiences and how they make sense of those experiences. 
Therefore, the interviewer should focus on the stories, impressions, feelings, 
and thoughts of the interviewee (Balaban Salı 2012). In addition to collecting 
information, the interview provides the opportunity to observe a person’s 
behavior and characteristics without intermediaries. Especially in preschool 
education, it is vital to gather information from children to observe the 
attitudes, gestures, and facial expressions that children use as well as the 
language that they express themselves in conversations with young 
children (Sop 2018). The characteristics that distinguish the conversation 
with the children from the daily speech are that it is carried out in a certain 
period, in a specific place, by a determined purpose and order (Köksalan 
2012). 

Preschool education is important because it prepares children for 
primary school, so it must be planned and programmed. Assessment in 
preschool education is one of the essential elements of the educational 
process. It is vital to prepare educational activities in line with the 
curriculum's objectives and to monitor the extent to which the expected 
learning objectives are achieved in the process and, ultimately, in children. 
In the curriculum, assessment is discussed in aspects such as detailed and 
holistic observation of child development in all development areas, 
reporting of observation results, assessing qualified and applied education 
plans with all dimensions, and self-evaluation of the teacher. In the 
Preschool Curriculum, it explains how to assess every dimension, and it is 
stated that teachers should make an assessment in these three dimensions 
and note it in the general assessment section in the education flow within 
the framework of the educational activities they perform at the end of each 
day (MEB 2013). 

It is essential and recommended that the process of monitoring the child’s 
development be recorded with the development observation form in the 



256 
 

Preschool Curriculum. Recording information about the areas in which 
children are thriving and robust during school life and the areas that need 
improvement will also give the teacher clues about their success or failure. 
Recording the observation data into the development observation form 
allows the teacher to assess each child by looking at their previous and 
subsequent skills and behaviors, rather than comparing their development 
with that of other children. In light of the information in the development 
observation form, writing development reports at the end of the semester 
will guide families in understanding how children are affected by preschool 
education and the learning process. Examples of children’s activities during 
the year, documents from families, development observation forms, and 
development reports collected in the development file (portfolio) and 
shared with families are also recommended in the curriculum for the 
assessment of children (MEB 2013). 

The assessment of the curriculum is also highly critical in the preschool 
curriculum. They expect teachers to consider all the dimensions in the 
monthly plan and daily education plan they have prepared and 
implemented, to determine the consistency between planned and 
implemented activities and new requirements and to record them in the 
general evaluation section. The assessment of the daily education process 
and activities is a crucial stage in which the daily education flow is made at 
the time of the day evaluation, the learned information is reinforced, the 
process is reviewed, and children can talk about the activities and share 
their experiences in various ways such as presenting, painting, and 
preparing poster/banner. In the assessment of the daily educational 
activities, it is suggested that children should be asked questions that are 
descriptive, affective, attainable, and related to daily life. It aims to evaluate 
the monthly plans through these assessments made in the daily education 
flow and to reach the general evaluation of one year as a result of the 
monthly assessments made during the academic period (MEB 2013). 

In the Preschool Curriculum, the teacher's self-assessment is also 
significant for raising awareness about the teacher's success and taking the 
necessary measures. Teachers are expected to carefully analyze the data 
obtained from the assessments regarding the curriculum and children, to 
determine their interests, abilities, and orientations, and to review their 
personality traits. When teachers assess themselves, this will lead to 
professional development by enabling them to be motivated, increase their 
creativity, and strengthen them by seeing their drawbacks (MEB 2013). 
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Preschool learning is high-speed, and various variables shape it. Even if 
they are very carefully designed, assessment tools alone fail to reveal the 
complexity of the child’s learning and understanding. Therefore, rather than 
collecting information from a single source using a single tool, it is more 
useful to gather and analyze information from multiple sources with more 
than one instrument. However, preschool teachers' beliefs, who have a 
primary role in observing and assessing children, can affect the classroom's 
assessment practices. Therefore, it is essential to look at the consistency and 
quality of the assessment practices that preschool teachers place on their 
beliefs about the assessment of children and the curriculum. 

In the literature, during the review of studies about the assessment in 
preschool education, limited research was found aimed at determining the 
development of preschool teachers and the practices used by children in the 
assessment of curriculum (Buldu and Tantekin Erden 2017; Brown and 
Rolfe 2005; Johnson and Beauchamp 1987; Pretti-Frontczak et al. 2002; Sezer 
2010). Two of these studies (Johnson and Beauchamp, 1987 as cited in 
Brown and Rolfe 2005; Pretti-Frontczak et al. 2002) were conducted in the 
United States. Both studies examined what assessment practices early 
childhood teachers used, why they chose these practices, and the factors 
affecting the selection process. In both studies, the participants are specialist 
teachers working in special education programs. These programs have 
required teachers to evaluate children’s development as part of the system 
regularly. Few of the participants work in schools that implement the 
general preschool program. 

 Brown and Rolfe (2005) investigated teachers working in general 
preschool programs in Australia use which formal and informal practices to 
evaluate the development of children, what the reasons affecting their 
preferences are, and what assessment practices senior preschool teachers 
plan to use in the future. Research carried out by Buldu and Tantekin Erden 
(2017) and Sezer (2010) focused on preschool teachers' opinions about the 
practices used in assessing children's development and assessment 
practices. 

Some studies address the "assessment" competence area within the 
scope of the studies aimed at determining the Special Field Competencies of 
Preschool Teachers. Türkeç Aktaş (2012) investigated the level of preschool 
teachers’ opinions regarding the “development areas” and “assessment” 
competence areas in the Preschool Teacher Special Field Competence of the 
Ministry of National Education. The research results indicate that the 
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participant teachers perceived themselves as highly qualified in evaluating 
the development of the children and the education program they 
implemented. In the research conducted by Günay Bilaloğlu and Abbak 
(2016) on preschool teacher particular field competencies, the practices of 
teachers in the areas of “development," “communication with families, 
family participation, and family education” and “assessment” were 
examined. The research concludes that the practice of participant teachers 
evaluating the education program is insufficient and irregular; the most 
frequently used technique in evaluating children's development is 
observation and the interviews with the child and parents, portfolio, and 
children’s paintings. 

This research was regarded as necessary due to the limited number of 
studies in Turkey to determine the preschool teachers’ development of 
children, what practices they use to assess the program, and the lack of 
examining how assessment practices are performed in the research. 
Therefore, this research aims to examine the beliefs of preschool teachers 
about the assessment practices they use for the developmental assessment 
of the children and the activities they perform. For this purpose, this study 
aims to investigate preschool teachers’:  

• Opinions about the practices used in the assessment of the 
development of children and the frequency of use, 

• Opinions about the assessment practices for the activities they 
perform in the daily education flow, frequency of use, and 

• how they perform their assessment practices and the nature of their 
practices.  

MATERIALS AND METHODOLOGY 

This research adopted the case study model, which is one of the 
qualitative research models. A case study is an in-depth and detailed 
identification and analysis of one or more cases (Johnson and Christensen 
2014). Case studies can be used to identify and see the details that create an 
event, to develop possible explanations, and to assess an event (Gall et al. 
1996, as cited in Büyüköztürk et al. 2014). This method was preferred to 
examine preschool teachers' opinions about the importance of the 
techniques that can be used to assess the development and activities (in 
terms of the curriculum) of children, the assessment techniques they use, 
and how they perform them.  
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Study Sample 

The study group consists of 157 female teachers (127 at MoNE, 30 at 
private schools) working in 21 schools, 17 independent kindergartens, and 
four private colleges affiliated with the Ministry of National Education in 
the central districts of Adana province. This study uses the maximum 
variation sampling. In the selection of the participants, the variables of 
different schools where teacher work (private and state school), 
socioeconomic level of the school’s location (lower, middle, and upper), 
school type (distance education, formal education), the education level 
(undergraduate, graduate), and professional experience (1-33 years) were 
preferred. The selection of participants was based on volunteerism. 

Data Collection Tools  

The researchers used personal information form, questionnaire, and 
semi-structured interview form to collect the research data. 

Personal Information Form: Researchers prepared the form. It consists 
of questions that determine the age, gender, professional experience, 
graduated school, and type of school of the teachers involved in the 
research. 

Assessment Practices of Preschool Teacher Questionnaire: The 
questionnaire was adapted from the Preschool Education Teacher 
Assessment Beliefs and Practices Questionnaire developed by Buldu and 
Tantekin Erden (2010). The questionnaire consists of two parts, and there 
are 25 assessment practices in each part. Preschool teachers were asked to 
share their opinions on the importance of assessment practices in the first 
part, and in the second part to indicate the frequency of using these 
practices in the classroom. 

Interview Form: In the interview form, there are 15 questions to 
determine which assessment techniques teachers prefer to use, how often 
and how they use these assessment techniques, and which assessment 
techniques they think are more functional to assess the development of 
children and the activities they perform in the daily education practices. The 
Preschool Teacher Assessment Practices Questionnaire in the literature was 
used in the preparation of interview questions. 

Data Collection 

The research data was collected between October and April 2018. 
Questionnaires were distributed to 200 teachers working in 21 schools, 
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including 17 independent kindergartens and four private colleges affiliated 
to the Ministry of National Education in the central districts of Adana 
province on April 1-15, 2018, and 157 questionnaires filled out completely 
were collected back and included in the analysis. Between May and October 
2018, 17 volunteer teachers (12 independent kindergartens, five private 
schools) who worked at eight schools (7 independent kindergartens, one 
private school) were interviewed using a semi-structured interview. 
Interviews were conducted with both researchers at the teachers’ school or 
the researchers' offices. Interviews were both recorded with a voice 
recorder, and researchers took notes to prevent data loss. The interviews 
lasted between 30-60 minutes. 

Data Analysis 

Descriptive analysis was carried out on the data collected through the 
questionnaire. After the interview data was recorded with the voice 
recorder combined with the researcher’s notes and converted into text (80 
pages) on a computer environment, the collected data were analyzed using 
descriptive and content analysis techniques. In the analysis of the data, 
firstly, the two participants' data were coded together by the two 
researchers, and then the other interview data were coded separately. For 
the research, the codes were sometimes constructed based on the meanings 
and sometimes directly based on the data. The researchers' codes were 
compared, and it was determined that there was no differentiation in the 
coding. The codes were then grouped based on similarities and differences, 
and the codes that are related to each other were grouped to realize 
thematic coding. 

RESULTS 

Firstly, the findings regarding the importance of teachers' assessment 
practices from the questionnaire and frequency of the assessment practices 
in their classrooms were presented. Then, the findings of data conducted in 
the interview regarding how the teachers carried out the assessment 
practices they used in classrooms were given. 

 

Findings of the Teachers’ Opinions on the Importance of Assessment 
Practices and the Frequency of Using Assessment Practices in 
Classrooms 
In this section, firstly, teachers’ opinions on the importance of 
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assessment practices used in the overall developmental assessment of 
children and their frequency of using these practices are given. Then, 
teachers' opinions about the importance of the dimensions of the general 
assessment and the types of questions used in the activities and daily 
evaluation practices used in the daily education flow and the frequency of 
including these practices are presented comparatively. 

In the first part of the questionnaire, teachers were asked about the 
importance of assessment practices in the overall developmental assessment 
of children and the daily education flow. The frequency distribution of the 
first five evaluation practices that teachers consider to be the most 
important of the assessment practices used in the overall developmental 
evaluation of children and the first five assessment practices that they 
consider to be the most insignificant are presented in Table 1. 

 

Table 1. Frequency distribution of teachers’ opinions on the importance of 
assessment practices used in children’s general developmental assessment 
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Interview 12 9 11 54 71 4.04 
Game 15 12 15 49 66 3.89 
Concept maps 19 9 16 47 66 3.84 
Tests for readiness to primary 
education 

14 11 14 67 51 3.83 

Information gathering from 
parents, teachers, and experts at 
school 

21 10 14 45 67 3.81 

The most insignificant 
practices 

      

Checklist 14 22 34 57 30 3.43 
Audio and video records 17 20 27 48 45 3.54 
Guidelines prepared by the 
teacher to evaluate children's 
knowledge and comprehension  

22 18 21 43 53 3.55 

Grading scales 12 13 37 62 33 3.58 
Rubrics  16 19 33 52 37 3.59 
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When Table 1 is examined, it is seen that the most critical assessment 
practice in the general developmental evaluation of the children was the 
interview, followed by the game, concept maps, and tests for readiness to 
primary education, and information gathering from parents, teachers, and 
experts at school. It is seen that the assessment practice, which is considered 
as the most insignificant in the developmental assessment of the children by 
the teachers, is the checklist, followed by the teacher’s instructions, grading 
scales, and rubric applications to measure the children’s knowledge and 
understanding. 

In the second part of the questionnaire, teachers were asked about their 
frequency of using the overall developmental assessment of children and 
the assessment practices included in the daily education flow. The 
frequency distribution of the first five assessment practices that teachers 
frequently use among the assessment applications used in the general 
developmental assessment of children and the first five assessment practices 
that they use rarely are presented in Table 2. 
 

Table 2. Frequency distribution of teachers' frequency using the assessment 
practices used in the general developmental assessment of children 
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Interview 9 18 45 53 32 3.52 
Development observation form 19 13 41 64 20 3.33 
Information from parents, teachers, 
and experts at school 

20 17 38 56 26 3.32 

Exercise books and worksheet 22 15 40 52 28 3.31 
Guidelines prepared by the teacher 
to evaluate children's knowledge 
and comprehension 

26 16 35 48 32 3.28 

The least applied assessment 
practices 

      

Rubrics 54 36 41 24 2 2.26 
Audio and Video Recordings 52 37 34 27 7 2.36 
Grading Scales 45 43 34 24 11 2.45 
Behavioral Tests 39 37 45 27 9 2.55 
Checklist 37 42 31 29 18 2.68 
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When Table 2 is examined, the assessment practices that teachers most 
frequently use in the general developmental assessment of children are 
interviews, followed by the teacher’s instruction to measure the 
development observation form to determine the children’s knowledge and 
understanding, information from parents, teachers, and experts at school, 
exercise books, and exercise papers. It is observed that teachers' assessment 
practices, at least in the overall developmental assessment of children, are 
rubrics, followed by audio and video recordings, grading scales, behavioral 
tests, and checklist, respectively. 

Comparison of the first five assessment practices that teachers consider 
the most important among the assessment practices and the first five 
assessment practices they consider to be the least important, and the first 
five assessment practices they use in the classroom used in the general 
developmental assessment of children are presented in Table 3. 

 

Table 3. Comparing the teachers' opinions about the importance of 
assessment practices in the general developmental assessment and the 
frequency of assessment practices  

 Teacher opinions about 
assessment practices 

Frequency of using assessment 
practices 

The most critical 
assessment practices 

Avg. 
Score 

The most frequently used 
assessment practices 

Avg. 
Score 

Interview 4.04 Interview 3.52 
Game 3.89 Development observation 

form 
3.33 

Concept maps 3.84 Information from parents, 
teachers, and experts at 
school 

3.32 

Readiness tests for 
primary education 

3.83 Exercise books and 
worksheet 

3.31 

Information from parents, 
teachers, and experts at 
school 

3.81 Guidelines prepared by 
the teacher to evaluate 
children's knowledge and 
comprehension 

3.28 

The most insignificant 
assessment practices 

Avg. 
score 

The least frequently used 
assessment practices 

Avg. 
score 

Checklists 3.43 Rubrics 2.26 
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Audio and video records 3.54 Audio and video records 2.36 
Guidelines prepared by 
the teacher to evaluate 
children's knowledge and 
comprehension 

3.55 Grading scales 2.45 

Grading scales 3.58 Behavioral tests 2.55 
Rubrics 3.59 Checklists 2.68 

 
Based on the analysis of Table 3, it is seen that there is a difference 

between assessment practices that teachers consider to be important in the 
overall developmental assessment of children and the assessment practices 
that they often use in their classrooms. The assessment practice that teachers 
use most frequently in their classroom is the interview technique that ranks 
first among the top five assessment practices that they find most important 
in the overall developmental assessment of children. However, it was 
determined that they did not use three of the other four assessment 
practices they found most valuable. Besides, it was found that the teacher’s 
instructions for measuring children’s knowledge and understanding, which 
are among the top five assessment practices that teachers find most 
insignificant, are among the assessment practices that are most frequently 
used by teachers in their classrooms. 

Table 4 shows a frequency distribution of teachers' opinions about the 
importance of question types in daily education flow and the overall 
evaluation practice dimensions.  
 

Table 4. Frequency distribution of teachers’ opinions on the importance of 
assessment practices used in the daily education flow 
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Activity and day 
assessment 

      

Descriptive questions 15 6 17 48 71 3.98 
Daily life questions 11 16 15 48 67 3.91 
Achievements questions 14 12 14 53 64 3.90 
Affective questions 22 12 14 48 61 3.73 
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Overall assessment       
Teacher’s role in 
making/writing an overall 
assessment 

15 9 15 58 60 3.89 

Student’s role in 
making/writing an overall 
assessment 

18 12 14 49 64 3.82 

Program’s role in 
making/writing an overall 
assessment 

16 15 23 47 56 3.71 

 
When Table 4 is analyzed, it is seen that the types of questions that 

teachers consider most important for evaluating activity and day in the 
daily education flow are descriptive questions, followed by daily life 
questions, achievements questions, and affective questions, respectively. 
The teachers think that the most essential assessment/writing is the most 
critical aspect of the overall assessment in the daily education flow. 

In line with the data obtained from the second part of the 
questionnaire, table 5 presents the frequency distribution of question types 
used in the activities and daily evaluation practices of teachers and the 
frequency of including the dimensions of overall assessment practices. 
 
Table 5. Frequency distribution of the frequency of teachers’ assessment 
practices used in the daily education flow 
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Question types to assess activity 
and the day 

      

Affective questions 13 11 32 66 35 3.63 
Daily life questions 13 16 31 57 40 3.61 
Achievement questions 21 16 16 51 30 3.33 
Descriptive questions 23 15 15 51 29 3.30 
General Assessment Dimensions       
The general assessment/writing 18 13 36 61 29 3.45 
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from the perspective of the child 
The general assessment/writing 
from the perspective of the 
program 

20 18 18 47 24 3.24 

The general assessment/writing 
from the perspective of the teacher 

28 7 65 32 25 3.12 

 

When Table 5 is examined, it is seen that the types of questions that 
teachers use most frequently to assess the activity and day in the daily 
education flow are affective questions, followed by questions related to 
daily life, questions about achievements, and descriptive questions, 
respectively. It is seen that the most frequent dimension of the general 
assessment in the daily education flow of teachers is the overall 
assessment/writing for the child, followed by the overall assessment/writing 
in terms of the curriculum and the teacher, respectively. 

Teachers’ opinions on the importance of the types of questions used in 
the activity and day assessment practices included in the daily education 
flow and their views on the importance of the dimensions of the general 
assessment practice and the frequency of the types of questions used in the 
activity and day evaluation practices and the frequency of the dimensions 
of the general evaluation assessment are compared and presented in Table 
6. 
 

Table 6. Comparison of teachers' opinions on the importance of assessment 
practices used in daily education flow and the frequency of using 
assessment practices. 
 

Opinions about assessment 
practices 

Frequency of using assessment 
practices 

Question types to assess 
activity and the day 

Avg. 
score 

Question types to assess 
activity and the day 

Avg. 
score 

Descriptive questions 3.98 Affective questions 3.63 
Daily life questions 3.91 Daily life questions 3.61 
Achievement questions 3.90 Achievement questions 3.33 
Affective questions 3.73 Descriptive questions 3.30 
The dimensions of the 
general assessment 
practices 

 The dimensions of the 
general assessment 
practices 

 

The general 3.89 The general 3.45 
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assessment/writing from 
the perspective of the 
teacher 

assessment/writing from 
the perspective of the 
child 

The general 
assessment/writing from 
the perspective of the child 

3.82 The general 
assessment/writing from 
the perspective of the 
program 

3.24 

The general 
assessment/writing from 
the perspective of the 
program 

3.71 The general 
assessment/writing from 
the perspective of the 
teacher 

3.12 

 

Table 6 shows differences between teachers' opinions about the 
importance of the question types used in the activities and assessment of the 
day practices used in the daily education flow and the frequency of 
including these question types in their classrooms. While teachers stated 
that they found the descriptive questions most prominent among the types 
of questions included in the activities and assessment of the daily practices, 
they found the affective questions the least important, while in the 
classroom practices, they used the affective questions the most and 
descriptive questions the least in the classroom. Similarly, while teachers 
stated that they found the most important to assess/write general 
assessment from the perspective of teachers among the dimensions of the 
general assessment practices, they stated that they performed the general 
assessment/writing from the perspective of the child more frequently. They 
made assessment/writing from the perspective of the teacher the least. 

Considering the teachers' opinions about the importance of assessment 
practices and the frequency of the assessment practices, it reveals that the 
assessment practices that teachers consider most important are different 
from the assessment practices they frequently use in their classrooms. Their 
beliefs and assessment practices are inconsistent. 

Findings Regarding How Teachers Perform Assessment Practices in 
Their Classes 

In the presentation of the findings obtained from the analysis of the 
data collected from the teachers interviewed in the research, teachers' 
assessment practices for general developmental assessment of children and 
how they perform these practices are discussed. Then, teachers' assessment 
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practices for the educational activities they perform and how they perform 
these practices are given. 

The interviewee teachers were asked what assessment practices they 
used in the overall developmental assessment of children. Table 7 shows the 
frequency distribution of the assessment practices that teachers use. 
 

Table 7. Frequency distribution of assessment practices used in the general 
developmental assessment of children 
 

Theme Code f 
 
 
 
 
Assessment practices 

Observation  17 
Development report 17 
Portfolio  12 
Children drawings 9 
Interview 5 
Worksheet 5 
Question-answer 2 
Concept maps 1 
Case study 1 
Sentence completion 1 
Demonstration 1 

 

When Table 7 is examined, it is seen that all of the teachers used the 
observation technique in the developmental assessment of children, and at 
the end of the semester, they completed the development report in light of 
the information they obtained from the observations. In contrast, the 
majority (12) used the portfolio technique, and a half (9) used the pictures 
made by the children for assessment purposes. Other assessment practices 
that teachers prefer to assess children’s development are interview (6), 
worksheet (5), question-answer, concept map, case study, sentence 
completion, and demonstration. 

In terms of the practices in developmental assessment, it is observed 
that there are differences between teachers and the preferred assessment 
practices. The majority of the teachers who participated in the survey found 
that the most important and most used practice in assessing the 
development of children was the interview, while all of the teachers 
interviewed found that the most preferred assessment practice was the 
observation. Only a third of the teachers interviewed found that the 
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interviewing technique was used to assess children in the classroom. While 
it was determined that the majority of teachers interviewed benefited from 
the portfolio in assessing children’s development, it was determined that 
there was no portfolio among the top five assessment practices that the 
teachers surveyed found most important and included most frequently. 
Although the pictures of children were used by half of the teachers 
interviewed to assess children’s development, they were not among the top 
five assessment practices that the teachers surveyed found necessary and 
often preferred. 

Teachers were asked how often they used the observation technique, 
the practice in the children's developmental assessment, how they 
performed it, and how and how often recorded the information they 
obtained about children in observations. The findings collected as a result of 
the analysis of teachers’ answers are presented in Table 8. 

 

Table 8. Findings on how the observation technique is applied 

Theme Category Code f 
 
 
 
 
Observation 

Observation 
techniques 

Random observation 17 
Systematic observation 14 

 
 
 
Observation  
records 

Teacher’s notebook 10 
Development observation form 10 
Institution specific recording form 5 
Diary  2 
Anecdote record 1 
Video record 1 
No record 1 

The frequency of 
observation 
 records 

Once a month 9 
Once every two or three months 5 
once in a semester 1 

 

When Table 8 is analyzed, it is seen that all of the teachers make 
random observations, and also, 14 teachers made systematic observations. 
One of the teachers made the following statements regarding this situation: 
“The observation is what we use most often because we are constantly spending 
time with the children and we always observe them. Half an hour or forty minutes 
during an activity, we observe them anyway… However, of course, sometimes, we 
also make a systematic observation. For example, the child is sometimes distracted, 
unable to do the activity. What is the reason for that distraction? Did I discover 
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this? Is the child distracted, or does he dislike doing that? Of course, we observe 
children with such characteristics more purposefully” (T14). Another teacher 
said: “I observe the children during the activity and make an assessment based on 
their performance. Let’s say one of the kids is different from the other kids at first, I 
observe him first” (T1), expressing that they use both random and systematic 
observation. 

More than half of the teachers recorded the observations in their 
observation books and development observation form. Five teachers 
(working in a private school) recorded them in the observation record form, 
two teachers wrote their observations in diaries, and one teacher used the 
anecdote record and video record. In contrast, one teacher did not record 
the observations. It is observed that the frequency of recording observations 
is expressed once a month by nine teachers, once every two or three months 
by five teachers and once in a semester by one teacher. 

There are differences between teachers about the tools to record 
observations and the frequency in which observations are recorded. They 
noted that they recorded the observations in their development observation 
form and their observation books and that they did not regularly follow 
these records, only recording them when there was a difference in 
children’s performance. The teachers stated that the observation notes they 
wrote on the development observation form were not detailed but 
contained only a few descriptive sentences relating to the activity, situation, 
or behavior they observed. Two of the teachers stated that they filled out the 
development observation form only when needed, concerning recording 
observations on the development observation form. One of our teachers 
clarifies the situation: "I was filling out a development observation form for each 
child individually until this year. 

Nevertheless, then I found out that it is only filled in case you need it. I filled 
in this year only when I needed” (T17), while another expresses: “I use the 
development observation form but not always. I usually try to keep the observations 
in mind, but now I write when I realized that I forget some of them... I do not write 
for every child, if there is a problem in that direction, I write for that child” (T1). 

Teachers who stated that they used notebooks to record observations 
stated that they wrote notes on the situations they observed in school as 
well as took detailed notes related to the child and the family. One of the 
teachers said: “Every child has a separate page in the notebook. I am also writing 
notes on my interviews with parents. If you are handing the child over to another 
teacher, you are handing over the book. When you look at the book, you can see what 
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the child has, what problems the parents have, and everything else. It is like 
anecdotes, but I write more deeply. Let’s say I saw a bruise on the kid, and if it is 
because his father hit him, I’m writing it down. So it can be seen and known that 
there is violence in the family” (T4). 

Teachers stated that they prepared a development report to inform 
parents about their children’s development at the end of both the first and 
second semester with the information they obtained from the observations. 
Teachers noted that they benefited from the recorded observation data and 
the not recorded observation data in the preparation of the development 
reports. One of the teachers clarified the situation by saying: “I spend five or 
six hours together with the children here. I mean, I know them. I take advantage of 
everything when I write the development report. From both the observation notes I 
recorded and the ones I did not record” (T1). 

It was determined that three of the teachers interviewed had negative 
thoughts about the development reports, stated that the development 
reports were insufficient in content, and did not reflect the child's reality. 
One of these teachers expressed his thoughts on development reports: "I 
have very negative opinions because I do not think we can give enough information. 
Alternatively, I do not think we are using terms that parents can understand. For 
example, we cannot write what we need because of the character limitation in the 
system. It is minimal. We cannot write the truth... A teacher uses stereotypes and 
writes good ideas to everyone, which is what it means to please, make happy. When 
we write severe things out there and write down the kid’s shortcomings, you get 
reactions like, ‘what kind of things have this teacher written?’ I think most teachers 
worry about that because we are not all doing the same thing. I mean, I think a 
teacher should be able to write everything, but we cannot. Alternatively, let’s just 
say we are just writing about the right things, not the negative ones.”(T2). 
Another teacher (T11) expressed similar thoughts but stated that the 
development reports were filled from the official website of the Ministry of 
National Education and that the development reports that were filled on the 
system this academic year were deleted from the system the following year, 
not stored, and therefore not functional. 

Teachers interviewed were asked how often they used the portfolio, 
which is another practice that they often use in assessing children’s 
development, who contributed to creating the content, which played a role 
in determining the content, and how the presentation of the portfolio was 
realized. The findings obtained as a result of the analysis of teachers’ 
responses are presented in Table 9. 
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Table 9. Findings on how the portfolios are used 
 

Theme Category Code f 
 
 
 
 
 
 
 
 
Portfolio 

The frequency 
of portfolio 
presentation 

Never 5 
Once a year (end of the year) 7 
Once a semester 5 

 
 
The content of 
the portfolio 

Parents’ contributions (information 
forms, examples from home) 

4 

Child’s contribution (activity samples, 
interest inventories, academic study 
products) 

12 

Teacher’s contribution (Anecdotal 
record, video record) 

2 

The description 
of the portfolio  

By teacher 12 
By child 2 

 
 
 
The 
presentation of 
the portfolio 

Child’s presentation to parents 6 
Children’s portfolio presentation to all 
parents (English songs, dances, games) 

5 

Station technique (alternating studies at 
activity desks) 

5 

The presentation of the child's works 1 
The teacher’s video presentation to 
parents 

1 

 

When Table 9 is analyzed, it is seen that seven teachers prepare a 
portfolio file once a year, and five teachers prepare and make presentations 
once a year, and five teachers do not prepare a portfolio file to assess 
children’s development. Besides, all of the teachers in the portfolio include 
children’s studies, four teachers also included products from parents, and 
two teachers included records of their observations about the child in the 
file. 

The teachers stated that the products in the portfolio file consisted of 
the samples of the work they did in the classroom and at home with their 
parents, the interest inventories they applied to the children, the 
information forms they sent to the parents to fill in, and anecdotal and 
image records related to their observations. Regarding the content of the 
portfolio file, a teacher used the following statements; "I collect children’s 
activity examples. There is one paperwork cutting with scissors, one painting work. 
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There is one preparation for reading and writing. From time to time, there are 
activities they do at home that they brought to me. There are pictures. I want the 
parents to take photos of the activities I gave to be done at home and send them to 
me; they are in the file” (T17). Another stated as follows: “I choose one of the 
children’s activity examples every month and put it in the file. I ask the kids 
individually what makes them the happiest, the situations where he is the most 
upset, we fill out an interest inventory, I put in their examples. I put it on file from 
pictures we make on special occasions and activity samples” (T2). One of the 
teachers explained the contents of the portfolio file: "I do not just put art 
activities in the portfolio file. It can be something special about the kid. For example, 
last year I did something like this. I put together videos of the kids that I thought 
were special. We watched these videos with the parents, and they could see their 
children’s progress.” (T11). 

When Table 9 is examined, it is seen that all of our teachers who use 
portfolio files to assess children’s development determine the contents of 
the portfolio themselves, while only two teachers include children in the 
content determination process. One of the teachers explained this as 
follows: “Sometimes I choose, but we choose together. Especially if there are a few 
pictures that the kid has made beautifully and he wants to add them to the file, I add 
them. If there is a difference that reflects the child's development, I add it so that I 
can present it visually in my sharing with the parent.” (T11). A teacher 
explained that he had chosen the contents of the file and why: “I choose the 
products that I will put in the file. I put together examples of the child’s activities 
when he first arrived and his activities later on. He cannot do it right at first, but he 
is starting to get better at the end. This development is already noticed by whoever 
looks at the activities” (T16). 

When examining how portfolio presentations are conducted, it is seen 
that teachers perform different applications. Six of the teachers stated that 
they presented the children’s portfolio files to their parents. Five teachers 
working in kindergarten of a private school stated that portfolio 
presentations were made in the form of children performing songs in 
English that they had learned to parents, performing dance performances, 
and working together with the child and parent at various activity tables 
prepared by teachers, which they called “station technique.” A teacher 
reported that a portfolio presentation takes place to explain the children’s 
work on display in the schoolyard or classroom to their parents and present 
the teacher’s video records about the child.  

Teachers interviewed were asked how often they did the overall 
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assessment of the activity and the day and the general assessment from the 
assessment practices included in the daily education flow. The findings 
obtained as a result of the analysis of teachers’ answers are presented in 
Table 10. 

 

Table 10. Findings on the evaluation practices used in the daily education 
flow 
 

Theme Category Code f 
 
Activity 
assessment 

 
Question 
types 

Descriptive questions 10 
Achievement questions 8 
Affective questions 7 
Daily life questions 5 

Products Art (drawing, play dough) 6 
Drama 1 

 
Daily 
assessment 

Question 
types 

Descriptive questions 6 
Affective questions 2 

 
Frequency 

Everyday 10 
Sometimes 2 
Never 5 

 
General 
assessment 

 
 
Frequency 

Never 6 
Once or twice a week 8 
Everyday 3 

 

When Table 10 is examined, all of the teachers interviewed assess at the 
end of the activity they perform, they generally perform the assessment in 
the form of questions and answers and are the descriptive questions (10) 
which are the most frequently included in the process, and this is followed 
by questions regarding the course objectives (8), valid field (7), and daily life 
(5). It is noteworthy that six teachers benefited from art activities during the 
assessment of the effectiveness, and one teacher benefited from drama. It 
was also found out that the assessment of the activities performed all day 
long at the end of the day was made by the majority of the teachers (12) but 
not by five teachers. It is seen that assessing the day is generally carried out 
by asking questions about the descriptive and affective fields, and the 
teachers (10) who regularly use this process make up the majority of the 
participants who realize this process regularly. It is seen that the general 
assessment practice is either never done by the teachers (6) or once or twice 
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a week (8), and every day only by three teachers. 
During the interviews, the teachers were asked about the reasons for 

not conducting a general assessment and writing their daily education 
plans. Some of the teachers (5) stated that their school management decided 
to write and store their daily education plans electronically (on the 
computer) and not to print from the printer to prevent waste of paper, and 
they applied this decision. The same teachers stated that they did not make 
and write a general assessment of the education plan they applied to this 
situation.  

One of these teachers' statements is as follows: “We are no longer asked to 
plan and assess daily. For example, this year we will give monthly plans to the 
school, we will print out our daily plans if we want so that we can have it and 
implement it in the classroom. We are not even asked to print it out 
anymore.”(T12) 

Five teachers in a private school said that they did the general 
assessment orally, if not every day, but once or twice a week, but they did 
not put it into writing. When other teachers stating that they did not make 
an overall or daily assessment at the end of the day were asked the reason 
for this situation, they expressed to possess negative thoughts about the 
purpose and function of the overall assessment based on their statements. 
One of the participant teachers reported that the overall assessment was 
unnecessary, dysfunctional and that what was written was not read by 
anyone but the teacher himself: “I rarely do general assessment because I can 
only pack up and get out at the end of the day. I do the overall assessment weekly. I 
sometimes do it every 2-3 days. For example, if there is an important thing I should 
write, I write down the top of the daily plan. I think that I can write it down in my 
assessment report whenever I need it. I wonder that we do this, but does its function 
work? Does this serve anything? I find some things so ridiculous that when we talk 
to friends, I talk to my manager. Yes, in the past, you had the condition to sign the 
report until last year. We never got it signed this year. All we do is waiting in files. 
For what and who is waiting? Yes, I am writing the reports, but these are things I 
already know. So I am writing down on paper what I know. However, I am curious 
who sees what I put on the paper, as I do not give it to the parents nor the manager” 
(T2). Another teacher, who has negative thoughts about the general 
assessment, expressed his views on this subject as follows: “… We assess 
ourselves, yes, we did this; let’s not make mistakes here; these are thoughts, but you 
cannot record them while you are constantly recording. You already write ordinary 
things. That was achieved, and that was unsuccessful, and so on… Indeed, nothing 
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prevents us from writing them. Nevertheless, I do not know why we do not write. 
For example, while giving a concept, you could not use this glass as intended, as 
you would like to use. It is so difficult to write this here that it is not something I 
can explain in 3-5 sentences. This expression is powerful here. So, for example, a 
half-page, one-page assessment should be written. … It is sometimes unnecessary to 
transfer those sentences there rather than being time-consuming. The person who 
reads says why that was necessary. So if it was, it was given, it was not, it was not” 
(T13). 

In the interviews, it was determined that the majority of teachers did 
not prepare daily plans themselves, and used ready-made daily plans 
obtained from various web sites or publishing houses. One of the teachers 
said about ready-made education plans: “We use ready-made plans. Let’s say 
the ready-made plans show us the way. We redesign them according to ourselves. 
For example, when I do not like the activity there, I can use a different activity. If 
we have found a much different way of reinforcing it if that concept is given, we can 
add activity if it is not enough for the child. So there are constant changes and 
differences.” (T13). Another teacher explained his thoughts as follows: “We 
use ready-made plans, but they are open-ended. You know, the plan says that the 
rabbit will be drawn, but it does not say how it will be drawn with that color.' 
Alternatively, it does not matter how it is done. You ask the kid, ‘do you want to do 
it with a glass, or do you want to do it with a plate? What shape do you want to 
reveal? Alternatively, do you just want to paint?’ The kid’s answers there, and we 
are doing that activity” (T1).  

DISCUSSION AND CONCLUSIONS 

This research investigates the beliefs of preschool teachers about the 
assessment and the assessment practices that they use to assess the 
children's developmental assessment and the activities they perform. 

The research concluded results that were considered essential and 
noteworthy. One of the most significant results is that there are differences 
between teachers’ beliefs about assessment practices and their assessment 
practices. Although the assessment practice, which the majority of teachers 
think is the most important and states that it is the most frequently included 
in the class, is the interview, assessment practice such as games, concept 
maps, primary school or upper-class readiness test, which are considered to 
be distinguished by teachers, are not among the practices that teachers 
frequently use in their classes. The fact that concept maps are not frequently 
used can be explained by the fact that teachers consider concept maps 
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essential but do not find themselves sufficient and competent in using 
concept maps. Applying the readiness tests to primary school or a senior 
class may not be used often by teachers as it requires expertise. The lack of 
frequent use of play can be interpreted as the fact that although it is 
considered necessary for the assessment of children, it creates an 
environment where children's behavior is directly observed, where the child 
has the opportunity to reflect on his or her inner world. In other words, 
children are observed by the teacher during the play, and information about 
the child is acquired. The teacher records this observation data in various 
tools such as the development observation form, which is the second most 
common practice of teachers. In summary, when the play is considered an 
environment in which children are observed, and a development 
observation form is a tool used for recording observation data, it can be 
concluded that observation is done. In short, the assessment practice that 
teachers find most important after the interview and that it is frequently 
used in the classroom is observation. 

While most teachers benefited from the portfolio and drawings in the 
assessment of children's development, the absence of the portfolio and 
drawings among the top five evaluation practices revealed the difference 
between their beliefs and practices. 

It was also found out that there were differences between the teachers’ 
opinions on the importance of the types of questions used in the activities 
and daily assessment practices included in the daily education flow and the 
frequency of using these types of questions in their classrooms. Although 
teachers found descriptive questions to be the most critical and affective 
questions to be the least important one, it was determined that they 
included affective questions in their classroom practice the most, and 
descriptive questions the least. Similarly, it was concluded that while 
teachers found it most important to make general assessment/write for the 
teacher among the dimensions of the general assessment practice, they 
performed general assessment/write for the child more often in practice and 
less performed general assessment/write for the teacher. This finding also 
suggests that there are differences between teachers’ opinions and practices 
in terms of assessment. However, there are also research results (Buldu 
2010; Erdiller and McMullen 2003) that support the relationship between 
preschool teachers' beliefs and practices regarding assessment in the 
literature. 

Another important acquired from the research is that preschool 
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teachers often engage in informal assessment practices, such as observation 
and interviewing, in their classrooms. There are studies in the literature 
supporting the frequent informal assessment practices of preschool teachers 
(Brown and Rolfe 2005; Gündoğdu et al. 2008; Yılmaz Topuz 2015). The 
reasons for informal assessment practices to be preferred by teachers can be 
that teachers can prepare and use them in almost any environment and with 
little material, and they do not require particular expertise. 

Regarding the question types used in assessing their activities, the 
questions regarding the course objectives are in the lower ranks in terms of 
their importance and frequency of usage, suggesting that the teachers do 
not understand that the activities should be towards the determined 
objectives. This situation can be evaluated as a result of teachers' using 
ready-made daily plans. 

Another significant result of the research is that teachers are incapable 
of performing assessment practices, which may stem from teachers not 
having sufficient knowledge and experience about assessment practices. 
Research conducted by Gürsoy (2018) also revealed that preschool teachers 
were incompetent in familiarization with the children and assessment 
practices, and those teachers had requests for expert support. 

Another significant result obtained in the research is that teachers have 
negative opinions about the purpose and function of the general 
assessment, which is an essential practice in the assessment of the 
curriculum. It can be stated that teachers do not have sufficient knowledge 
and understanding about why it is necessary to assess the program they 
apply and what purpose they serve. It can also stem from teachers' 
perceptions of assessing overall assessment/writing as a burden and time-
consuming job. It was also determined in studies in the literature that there 
are teachers who find the assessment process necessary and useful, on the 
other hand, there are those who find this process unnecessary and detailed 
(Gündoğdu et al. 2008). 
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Introduction 

The time and place we live in are two situations that we do not 
determine, and are within the limits of fate. Others are our parents, our 
children, our gender, our geography and our nationality. These are features 
that we cannot change. They are the codes of our nature. We consciously or 
unconsciously determine what we can do with our abilities, the attributes 
given to us, our family and our environment in time and space. The 
expectation is that within these limits, we can make as conscious decisions 
as possible with a life with high awareness.  

The century we are in causes us to experience different things and 
produce new solutions with its many features. We are trying many of these 
solutions for the first time. It is because of this that we have been struggling. 
Mother's work outside (the woman has always worked and produced for 
her home, for her loved ones. Changing, now working both at home and 
outside), changing and weakening male role, weakening of family ties, 
ready nutrition, living based on show off rather than need-based, 
immigration, epidemic diseases, uncertainties-loneliness-desperation 
experienced because of departure from religion and tradition, technological 
developments turning it into a big village, etc. 

When we look at events only through logic, we ignore the other half of 
the person. Whether a person is aware of it or not, he lives and makes 

 
1 Relationship between emotional intelligence levels of Primary School Teachers 
and students' perception of unwanted behavior and coping methods. Istanbul: 
Marmara University Institute of Educational Sciences. This study is quoted from 
unpublished doctoral dissertation. 
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decisions under the influence of his emotions. Emotions are not a feature 
that can be underestimated, only female. Everyone who carries life has 
feelings. When we are aware of our emotions, we are also aware of how it 
guides us. If we recognize the emotions we have or realize at what intensity 
we live in, it will be easier for us to direct, control, and understand the 
messages he is trying to give us. 

Emotional intelligence is the ability of an individual to observe the 
feelings and emotions of oneself and others. In other words, emotional 
intelligence has two aspects, namely personal and social. Understanding 
emotions well is part of personal intelligence. Social intelligence, on the 
other hand, includes the mood, temperament, and ability to predict future 
behavior of others. Emotional intelligence particularly focuses on defining 
the emotional states of oneself and others for problem solving and behavior 
regulation (Salovey & Mayer, 1990: 189). 

Let's start with the first and most important dimension of emotional 
intelligence, self-consciousness, which is the basis of other dimensions. 

1-Self-knowledge  

Being able to recognize an emotion as it develops - is the basis of 
emotional intelligence. 

The ability to be aware of emotions at all times is essential for 
psychological intuition and self-understanding. Not being able to recognize 
our true emotions leaves us at their mercy. People who know their emotions 
manage their lives better. They are much more confident than what they 
think in matters that require personal decisions, such as which school to 
graduate, which job, where and how to live (Goleman, 2000: 61-62). 

Often times we are unaware of our thoughts, feelings, emotions, 
behaviors. Breaking this chain happens when the right actions are done 
consciously and persistently. Correct behavior causes positive emotions, 
and positive emotions cause positive thoughts. Let's observe the thoughts 
that flow from our mind, often unconsciously. What is he whispering to us? 
Jealousy, envy, arrogance, self-humiliation, constantly thinking / visualizing 
bad memories. These things pass through everybody's mind. The important 
thing is to stop and say, “This is not me. Today is a new day and I am 
someone new”. When this is done frequently, over time, negative thoughts 
will decrease or remain specific to certain moments. This improvement can 
sometimes take months or years. Patiently, one must continue to speak 
positive to himself. Over time, the facial muscles soften; back, shoulder and 
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neck muscles are not as tense as before. 
In addition, a self-conscious person has the chance to realize the aspects 

that he / she needs to improve and act on this issue. Knowing ourselves is 
not an easy thing at all. There are a lot of right and wrong things that are 
placed in our subconscious starting from our infancy. Without us realizing 
it, perception shapes our world. Emotions such as anxieties, fears, 
frustrations cause muscle tension in the body. For example, a person who 
goes to an invitation after a violent quarrel with his mother or wife at his 
home tries to look cheerful among his friends and other guests, and makes 
jokes. However, he may not be aware of the excessive contraction of his 
teeth, wrists, neck or stomach muscles. The continuity of such conditions 
causes the tension in certain places such as the chin, shoulders, waist and 
abdominal muscles to become chronic. With the increase of tensions in the 
inner muscles, numbness and bulges appear in some parts of the body. 
Fears, anxieties, external pressures and the tension resulting from conflicts, 
frustrations, frustrations and dissatisfaction freeze in the body and muscles 
of the person (Sü Eröz, 2011: 184-185). 

Self-conscious people live like an amoeba (Liff, 2003). They are open to 
any influence from outside. You hear something coming from the outside. 
The sound that came from outside interrupted her thoughts. Organisms of 
living beings give specific signs of what is beneficial for them. Everyone's 
sign is unique. If we meet ourselves, understand ourselves and read the 
reactions correctly, it will be a bit easier to cope with the difficulties of life. 
Today, many psychotherapists believe that being aware of the biological 
messages is an effective way to solve mental problems and healthy 
personality development. 

But how am I going to do this? We always have a mother, a father, a 
teacher ... We are waiting for someone to tell us what to do. We just can't 
grow up and become adults. We are always in anticipation like a child. 
However, there is a mind and a heart given to us. When we knead them 
with knowledge, love and values we believe in, they will whisper what 
should happen to us. The following lines are from Hazrat Ali: 

 
 "You will not be aware of the medicine,  
You have trouble too, but you do not see 
 You think you're just a little object.  
However, you are the greatest realm rolled up. " 
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While knowing ourselves, the logic of "let's live according to what we 
find inside us", "I am like this, what should I do" causes us to go wrong. 
Right and wrong, beauties and ugliness exist together in all of us. We have 
to decide which one to highlight, which one to use and how to develop it. 
Our beliefs and values will guide us while making decisions. 

Be careful, when our work is over our heads, when the number of tasks 
to be done in a day increases, even when the rhythm of the music becomes 
too fast, in unexpected situations, when we feel obliged to be perfect, we 
lose ourselves, we cannot be ourselves. The hustle and bustle of city life, 
traffic, lack of business, and mishaps will prevent us from being us. The 
color of our faces, our looks change, our hair becomes thinner, our eating 
habits are broken. When we say NO to people and issues that don't concern 
us, then we are relatively comfortable. When we bring urgent things to the 
fore, and postpone those that need to be postponed, we exist, we become. 
So let's take the ropes. Then... How? Without breaking, spilling. 

 “This situation is beyond my time and strength. I cannot spare time for 
the things I need to complete, and for my family. But if you want, it can be 
in this time period.  

That’s just who you are. This is it! But they get offended, I am left 
without friends. Don't be without you either ...Because there will always be 
someone who wants to use it. 

I hear very often; I can't say no to people. I run around, but I still can 
not benefit. 

Well my darling (vallahi I dreaded). Why? Because we cannot say no to 
their faces, but we all say NO, loudly shouting. We are with them but we 
are nervous. That's why fatigue, uneasiness and disappointments never 
end. It does not end that we can be us. For years, we have a burden on our 
back and a sound in our minds. It's good to set limits. We draw borders to 
our garden; we build steel doors to our apartment and house. These are all 
physical boundaries. Everyone agrees when it should be. Now everybody 
agrees. Why is it a problem when I put limits on the outside world with our 
emotional world, with our soul on the outside world? 

When we are not aware of our feelings or / or cannot express it, we 
either carry our past experiences and feelings to the moment, or we stop 
thinking about our expectations for the future at the moment ... 

In other words, we cannot give our sincere responses to the event / 
people. What happens next… Either somatic diseases or anger attacks with 
the effect of trapped emotions ... Then the imprisonment of anger, regrets, 



287 
 

accusations.  
Let's face ourselves, let's get to know ourselves. Admission is difficult, 

we will be bored, we will have regrets, we will say is this me. But it is worth 
getting acquainted with ourselves. This is not something that will happen in 
a day. This is a process. As long as we can be on the road. As long as we are 
aware that we are avoiding ourselves, our emotions. Just trust yourself. As 
long as we put ourselves in our minds, we cross that limit. “Why am I 
having this feeling now? What bothered me? What's wrong? What am I 
angry about? "Meanwhile, we can get angry, and we can resent. The 
problem is that these emotions (anger, anger) are not expressed the way 
they should be, but vomited up in anger.  

The most difficult stage of emotional intelligence is self-awareness. Isn't 
it weird? We are with ourselves every moment. But we don't know about 
ourselves. It is quite troublesome to meet. It will take a long time to 
accomplish this stage. Because we are very crowded inside. So many voices, 
lots of requests, lots of complaints, lots of regrets, lots of expectations. Some 
are right and some are wrong. We need stillness and silence to meet 
ourselves. When we are caught in the flow of events, when we react to the 
effect, we CANNOT BE OWN. In such periods / situations, we quickly get 
away from ourselves. It is difficult for a person to meet himself. We cannot 
be ourselves without overcoming this difficulty.  

Let's get to know and love ourselves first. This is not selfish. It will be 
easier to understand and love others if we can handle this side of the 
business.  

To Develop Self-Awareness;  

1-Moments of silence: If you haven't tried it before, you may get bored 
at first. Increase every day, starting at 10 minutes. It can be good for 1 hour 
a day. Being quiet, alone with yourself without dealing with anything 
(book, knitting, phone, computer, music…). Being able to hear what your 
inner voice is whispering to you. It's too hard. But it’s worth a try… 

2-Meet yourself: Maybe this is what you do for the first time will sound 
strange. What makes you happy, what upset, what anger, what excites 
you… How do you define yourself when you are alone, in the crowd? How 
do you sound like? Can you use silence as a form of communication? Or do 
you have a reaction to every effect?  

3-Observe yourself in different environments. Are you relaxed or 
nervous? When you are alone, think about the reasons for your tensions and 
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fuss. 
4- Observe your reactions: Are your reactions personal or situational. 

Are they sudden reactions with anger or conscious responses given in 
mind? The reactions given at first are usually sudden reactions. As your 
self-awareness increases, your stay time will increase, so you will be able to 
give appropriate natural reactions to the situation.  

5-Read a book.  
6-Observe people who behave naturally around you, are self-aware and 

able to manage themselves.  
7-Watch the documentary.  

2. Managing Emotions-Being Able to Manage 

Broadening your repertoire of behavior in managing emotions will help 
you think flexibly when facing problems. Think about the events that you 
experienced and that upset you and the reactions you gave. Couldn't you 
have reacted the same way in different ways? Please imagine. Expand your 
alternatives. How would you solve the problem in different ways without 
putting your anger aside and hurting yourself and the other person? It's 
hard, isn't it? When the negative event comes to mind even when you are 
alone, one falls into a whirlpool of anger. Are the causes of anger at the 
other party's attitude, our reaction, or both? To live so that what needs to be 
done is done and what needs to be said is said. To achieve this, it is 
necessary to think in a multifaceted way and to try different ways. There is 
always a situation where the same word will be said softer.  

When we encounter a problem, "Why did this happen to me?" we begin 
to whine. The reactions we give change according to the emotional intensity 
we feel. It is one thing to recognize emotions and respond accordingly, and 
emotional response is another. When we react emotionally, we are reactive. 
This wears us down over time. However, when we encounter a problem, 
being aware of and managing emotional reactions and focusing on 
problem-oriented thinking and solution will bring a lot to us and our 
environment.  

Average people breathe fire when they are angry or stop working when 
they feel unhappy. 
But emotionally intelligent people understand their own mood and know 
how to manage their emotions even though they may feel unhappy or 
angry. Managing your own and other people's emotions plays a big role in 
who is successful. Knowing that you are angry, tired or unhappy won't help 
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you much. But if you can be aware of your emotions and replace them with 
calmness or effort and enthusiasm, then you will be able to use your 
emotional intelligence (Yeung, 2009). 

Managing and managing emotions, self-soothing include the ability to 
get rid of intense anxiety, pessimism, irritability. While people with weak 
this ability struggle with constant restlessness, the strong ones can recover 
more easily after encountering the unpleasant surprises and adversities of 
life (Goleman, 2000: 61-62). 

Uncomfortable emotions can be edited and changed. To avoid feeling; 
whatever we do, it is necessary to continue what we do. Every work going 
on is a serious therapy. 

“I'm sorry today I won't get out of bed, “I'm sorry today I won't cook”, 
“I’m sorry today I can't write books, articles”, “I’m sorry today I can't take 
care of children”. 

What will you do?  
I'll keep thinking about the same problem all day. I’ll cry. I will never 

talk etc. 
In other words, our brain will ruminate, skid on the same subject. Has it 

helped so far? The primitive side of our body and mind really wants it this 
way. But if we allow this vicious circle, we will lose. It will heal us to 
continue on the road, whether it is sad or angry. 

Knowing emotions is important to know, understand and organize 
ourselves. Otherwise, it is not to say that we live according to what our 
emotions want (Sayar, 2019: 28-33). Everyone has a starting point in life. 
Knowing this and walking with values makes life and our personal journey 
more meaningful. 

To Manage Emotions;  

1-Try to be yourself in the crowd. Try to live in the moment, without 
the need for appreciation, approval, and admiration.  

2-Reduce your expectations from people and reset them if possible. So 
you won't get hurt easily.  

3-Imagine people and situations that strain you in a calm environment. 
Is the reminiscence of memories (the meaning you attribute to the event / 
person) or what you actually live that strains you? Please don't be 
defensive. This awareness will be very useful in organizing and managing 
your emotions.  

4-Beware of manipulative people. Do not answer everything they say. 
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Observe.  Don't get carried away. It may even be an option not to meet these 
types of people until you have some success in regulating your emotions.  

5-Do not take responsibilities that exceed you. Say "NO" or delegate 
power. Excessive fatigue facilitates loss of control.  

6-Pay attention to your eating and sleeping patterns. Emotions are more 
difficult to control when hungry or sleep deprived. Likewise, people who 
are overly full or sleep late at night and wake up late in the morning may 
also experience problems in concentrating attention and controlling 
emotions because the biological rhythm is disrupted. 

7-Even when your emotions hit rock bottom, be sure to continue your 
job, your occupation, your hobby, cooking, cleaning the house, whatever job 
it is. This will get you together. As long as you don't stop working. 

8-Don't take every word on you. Don't be offensive. Let the river of life 
flow by you. Make a smile and continue with your life without your face 
falling.  

9-Don't mess with people, don't try to change them. Stay away from 
unnecessary and pointless tensions.  

10-Take control of your life. Make the decisions you need to make in 
consultation, but you make the final decision. Make the final decision so 
that it is easier to manage your emotions when you have problems, and you 
can find the inner strength to cope with events more easily.  

11-Stay as calm as possible. A leisurely, quiet life. If you live as slowly 
as possible without running, you will be aware of what is happening and 
manage more comfortably. A book recommendation: Kemal SAYAR 
“SLOW”. It is worth reading. It will be very useful for you. 

3. Motivating Emotions – Motivation 

Noise, hunger, insomnia,… none of them will affect you if you have a 
situation that you need to overcome while doing a job you love very much 
or achieving your goals. As long as you believe in the accuracy of your 
work.  

The motive comes from the Latin word meaning "to move". So motive 
means activating behavior. Motivation includes any behavior that is 
directed towards a goal.  

Motivation has three distinct aspects: 
• The motivating situation that pushes the person to a certain goal. 
• The behavior done to achieve the goal. 
• achieve goal  
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These three aspects of motivation occur in a cycle. 
The motivating situation leads the behavior, the behavior leads to the 

goal. When the goal is reached, the motive is at least temporarily eliminated 
(Morgan, 1995: 190-191). 

We can compare motivation to the dynamo of a bicycle. As you turn the 
pedal (movement), energy is formed, as the energy is formed, the 
movement accelerates. Being motivated is not about waiting for inspiration 
where you sit. It is necessary to pursue things, to learn and to strive to 
produce. As it deepens on the same subject, details that have not been seen 
before begin to appear over time. It is noticed that the same subject has 
different dimensions. Sometimes it happens that we feel helpless. We say "I 
don't know, what will I do, not a living soul to ask", we eat our heart out. 
Then suddenly another voice said, "Walk, the roads open as you walk." "Do 
what you know, what you do not know is taught". What kind of comfort… 

You know, you will enter the apartment. It's pitch black everywhere. 
Then as you walk, the lights start to turn on and your path becomes lighter. 
Life is just such a thing. Let's work, try, make an effort. Let's be on the 
move.  

Are you tired or disgusted with? Turning to another job that will 
relieve you, but not necessarily busy. No staying empty. If you are tired at a 
mental job, you may turn to a physical job.  

Another important issue is that unfinished jobs also reduce motivation. 
It even puts a strain on the back, on the mind. Do not leave the knitting, 
even the book you started halfway, spread it over time but finish it. So, your 
mind will be relaxed, just like cleaned rooms, organized closets.  

For Motivation; 

1-Write down positive adjectives you are targeting about yourself.  
2-Set a goal. Short, medium and long term. Let your short goals be daily 

and / or weekly. Getting results early helps build and increase your 
motivation. 

3- Write down what you will do daily and weekly and at what time to 
achieve this goal. 

4-Even if you don't feel like it at the time you set, sit back to work. You 
will see that you have started to work after a while.  

5-Leave distractions (such as a cell phone) in the other room, quiet if 
possible. 

6-Be awake, say "NO" to your impulses. “The weather is very nice, 
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come out.”, “You will do it tomorrow. The days don't end.”, “You are tired 
today. Then you do it”, “You're bored. Spend time with your friends. "Say 
no to just or unjust deceptions such as, and continue working. Once you 
start getting results, you'll feel motivated and excited to do new things. But 
it is up to you to continue to work patiently, carefully and diligently until 
you get the first results. You have this power.  

7-In periods when you feel your energy falling, return to item 1 and 2 
and refresh yourself. 

4. Understanding Others’ Feelings – Empathy 

Empathy, another ability that develops on the basis of self-knowledge, 
is the basic ability to relate to people. 

Empathic people are more sensitive to vague social signals that indicate 
what others need and want. This makes them successful in professions 
related to human care, teaching, sales and administration (Goleman, 2000: 
61-62).  

Empathy is the process of putting himself in the position of the other 
person, understanding his feelings, thoughts, perceptions and feelings 
correctly and communicating this situation to him. Empathy has a cognitive 
and emotional dimension. Its cognitive dimension is thought, perception 
and comprehension skills. Emotional empathy is defined as understanding 
someone else's emotion, that is, understanding what one feels and 
responding appropriately to that emotion. 

If both dimensions of empathy are at a high level, the level of 
awareness of the individual increases and the desired level of relationship is 
established. In other words, high levels of both cognitive and emotional 
empathy affect our understanding of the other person positively. Some 
prerequisites are necessary for empathy. These are as follows (Öz, 1998). 

• Moving away from being self-centered and taking the role of the 
other person (sensitivity), 

• Creativity (creativity requires natural behavior and spontaneity; for 
this, one must proceed in the dimension of self-consciousness), 

• The ability to convey that the given message is understood. 
The foundation of empathy is listening. To listen with all our being. 
Listening without giving advice, without thinking about what to say, 

without trying to strengthen our own position, by trying to understand. It is 
so hard. Just like a therapist. Then repeat what you understand to the other 
person. Show understanding. Understanding and being understood is the 
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most beautiful sign that we are human beings and that we are valued. You 
need a feeling heart for empathy. He becomes aware of other souls who are 
aware of his own soul. To realize that human beings, cats, dogs, insects and 
violets have a soul. A person who is able to understand himself can 
understand others more easily. So, let's start by listening.  

We had to understand our emotions to manage ourselves. In order to 
live with other people, we need to empathize and be aware of their 
thoughts and feelings. Steps of empathy and harmony to communicate with 
people: 

1-Listening: If you think what to say while listening, you can try 
summarizing or interpreting what was said instead.  

2-Reading emotional clues.  
3-Asking questions:  
4-Give appropriate feedback. 
5-Making eye contact.  
These few items will be useful to start with (Yeung, 2009). 

For Empathy;  

1-If you find it difficult to empathize; I recommend that you grow 
flowers and feed cats. They express their needs in such a beautiful way 
without speaking at all. After a while, your ability to understand needs 
improves without realizing it. As you understand them and meet their 
needs, such a conversation develops between you, which is good for you 
again.  

2-To give to those in need. Even giving you a size that hurts you. After 
a while, you realize that your hardness and sharpness have been filed.  

3-To observe. Observing the positive and negative events in our 
environment and trying to understand what people and animals feel. Over 
time, you begin to learn some lessons from these observations. Your efforts 
to stay away from mistakes and add right behaviors to your life begin to 
increase.  

4-Keeping a diary that reflects the perspectives of both sides about the 
events can also help to develop empathy.  

5-Hosting guests, friendly visits, and chat with friends can also help 
develop empathy. 

6-Reading biography and autobiography, sociology and anthropology 
can also be useful for understanding the era and people lived in. 

7-The traits of many different personality types used to be experienced 
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in large families in the past. Now nuclear families are embedded in the 
screen, each in one room. Spending time and chatting with the family can 
help family members get to know each other, understand each other, 
empathize and be sensitive to their needs and expectations. 

It also contributes to the development of social skills. 

5. Social Skills 

The art of relationship is largely the ability to manage the emotions of 
others. But for this we must have managed to control our own emotions 
again. Social skills; it is a process in which self-consciousness, emotion 
regulation and empathy are intertwined. One needs to be careful and alert. 
İsmet ÖZEL tells the story of the "Fighting Rooster" Even if I talk about this 
subject over pages, it still cannot contain and taste the wisdom that this 
story gives. 

FIGHTING ROOSTER 

There was an experienced birdman who trained fighting roosters for 
the Hsuan King. This man named Chi Hsing Tzu once attempted to train a 
precious rooster. The king was insistently asking if the rooster was ready for 
the fight. 

-Not this rooster's time to fight yet. This animal is full of fire. As soon as 
he sees another rooster, he wants to get into a fight. He is confident in his 
own strength and proud of his strength. Ten days later, when the King asks 
the breeder whether the rooster is ready for the fight, the answer is again 
negative. -Not ready yet. Whenever he hears the crowing of another rooster, 
it flashes.  

Ten days later birdman still emphasizes the rooster's incompetence. He 
can't fight yet, because he looks angrily at the roosters, and when he sees a 
rooster, he fluffs his feathers.  

After another ten days are the words of the experienced birdman: Now 
this cock is considered ready to fight. When a rooster crowing, he doesn't 
even blink his eyes. It remains motionless like wild roosters in the forest. 
He's a mature warrior now. The other roosters will look at him once and 
run away from him (Özel, 2015: 517).  

…….. 
Spence (1995) examines social skills at two levels, micro and macro, 

with the idea that social interaction plays an important role in determining 
the results. Nonverbal communication elements such as eye contact, body 
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posture and distance, tone of voice and facial expression are among micro 
skills. Participating in the group, being able to say no, dealing with sarcasm, 
expressing negative emotions such as anger, initiating, continuing and 
ending a conversation, and being able to compromise are macro-level skills 
(cited in: Çetin, Bilbay, & Kaymak, 2003: 28). 

Social skills are acquired first in the family, then at school, last in life. 
Children who are accepted, valued and loved in the family then believe that 
they have the right to demand these positive qualities from every person 
and behave and earn that way. Children who gain this skill in the family are 
lucky. Children who have a good teacher at school can develop this skill by 
participating in play groups (children who do not participate should be 
guided by the teacher), interaction in the classroom environment, fair and 
loving attitudes of the teacher, and participation in playgroups. Otherwise, 
it will fall on you in adulthood. Even if you find it difficult at first, force 
yourself to talk to people. Over time, you will find that they are no different 
from you. If you are uncomfortable with one-on-one relationships, you can 
participate in group activities. You can take part in non-governmental 
organizations (NGOs) and attend arts and sports courses.  

Living together is inherent in being human, it cannot be otherwise. If it 
does, it will be a bird with one wing. You have no chance to say, "I was not 
taught in time, I was raised like this"..Just as our muscles stretch as we 
work, our brain is also elastic. As we go through new experiences, new 
connections are established between neurons and our world of mind and 
emotion gets richer. After a while, we realize that the relationships we 
overestimate and the walls we build between us and people actually limit 
ourselves and are the walls we build ourselves with our own hands. Come 
on, relax, everyone has their hurt, brokenness. See how to navigate. Grow, 
nurture yourself.  

 
 
 
 
For Social Skills;  

1-As always when communicating with people, we must exist as 
ourselves. It is natural, confident, dignified and secured. So self-consciously. 

2- We should behave according to our own values, not according to the 
other.  
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3-We must be alert to manipulative behavior.  
4-We must be open to one-to-one and group communications. We don't 

have to be perfect. But let's try persistently.  
5-Let's be a good listener. 
6- Let's pay attention to body language, use of voice and posture. 

Resources about these can be viewed.  
7-Let's try to manage our emotions without losing our mood in every 

negative expression from people. Keeping smiling, smiling is good for the 
brain as well as a challenge to the manipulative person. 

 The Limits of Emotional Intelligence 

In the light of the studies on emotional intelligence, the limits of the 
concept are stated below: 

• Emotional intelligence is not being associated with or ignoring 
emotions. Having emotional intelligence means having the ability to 
manage emotions so that they can be expressed appropriately and 
effectively. The problem is not in emotionality, but in the correspondence of 
emotions and expressions. 

• Emotional intelligence does not simply mean being "nice" all the time. 
Sometimes it requires going against unwanted realities that the individual 
avoids. Before applying the methods to reduce the individual's stress, it is 
necessary to be aware of negative emotions and express them clearly. 
Denying negativities and ignoring them prevents the individual from 
finding a solution to their emotional turmoil.  

• Emotional intelligence does not mean suppressing emotions or 
keeping them under constant control. Emotional intelligence means using 
the right emotions in the right way at the right time. Aristotle placed the 
importance of controlling emotions in Nicomus Ethics 2000 years ago. 
“Everyone can get angry, it's easy. But it is not easy to get angry at the right 
person at the right extent, at the right time, for the right reason and in the 
right way. " 

• Emotional intelligence is not a simple program in which differences 
can be noticed immediately. Individuals can learn the word processor in an 
hour, but acquiring skills such as managing their anger are very practical 
and time-consuming exercises. 

• EQ skills that define emotional intelligence are not the opposite of IQ 
or cognitive skills. 
They are in a dynamic interaction mostly at the conceptual level and in the 
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real world. Ideally, you can achieve excellence with both cognitive skills 
and social and emotional skills. 

• The reason for the emergence of emotional intelligence is not the 
diminution of logic, but the work of the human heart. 

• Emotional intelligence is not the innate abilities of individuals. It is 
learned later and can be developed at any age. 

EQ, which defines emotional intelligence, is not the fate of the 
individual like IQ (Güllüce, 2006:71). 

 

References 

Çetin, F., Bilbay A. ve Kaymak D. (2003). Çocuklarda Sosyal Beceriler. 
İstanbul: Epsilon Yayınları. 

Goleman, D. (2000). Duygusal Zekâ. (17. baskı). (B.Seçkin Yüksel, Çev.) 
İstanbul: Varlık/Bilim.  

Güllüce, A.Ç. (2006). Mesleki Tükenmişlik ve Duygusal Zekâ Arasındaki 
İlişki. Yayınlanmamış Yüksek Lisans Tezi, Atatürk Üniversitesi Sosyal 
Bilimler Enstitüsü, İşletme Anabilim Dalı, Erzurum. 

Liff, S. B. (2003). Social and Emotional Intelligence: Applications for 
Developmental Education. Journal of Developmental Education, Vol: 26, 
Number 3. 

Morgan, C.T. (1995). Psikolojiye giriş. Ankara: Hacettepe Üniversitesi, 
Psikoloji Bölümü Yayınları, Yayın No:1. 

Öz, F. (1998). Son Sınıf Hemşirelik Öğrencilerinin Empatik Eğilimleri, 
Empatik Becerileri ile Akademik Başarıları Arasındaki İlişki. C. Ü. 
Hemşirelik Yüksekokulu Dergisi, 2 (2), Ss.31-32. 

Özel. İ. (2014). Üç Zor Mesele. Tiyo Yayınları. İstanbul. 
Salovey, P. and Mayer, J.D. (1990). Emotional Intelligence. Imagination, 

Cognition, and Personality”, Vol 9, Pp. 185-211. 
Sayar, K. (2018). Yavaşla. Kapı Yayınları. 
Sayar, K. (2019). Kendi Önünüzden Çekilin. NEFES Üç aylık Psikoloji 

Dergisi. Uyum. NUN Eğitim ve Kültür Vakfı. Sayı:6. Ss.28-33. 
Sü Eröz, S. (2011). Duygusal Zekâ ve İletişim Arasındaki İlişki: Bir 

Uygulama. Uludağ Üniversitesi Sosyal Bilimler Enstitüsü İşletme 
Anabilim Dalı Yönetim ve Organizasyon Bilim Dalı. Yayınlanmamış 
Doktora Tezi. 

Yeung, Rob. 2009. Emotional Intelligence: The New Rules. 13,15-40. London: 
Marshall Cavendish International (Asia) Pte Ltd. 



298 
 

 
 
 

Section II 
 
 

GEOGRAPHY AND ECOLOGY



 
 

299 
 

Chapter 17 

Effect of Climate on the Cultural Life of the Russian 
People 

Gaye ERTİN 

Assist. Prof. Dr.; Istanbul University, Faculty o f  Let ters , Department  o f  Geography , 
Istanbul, Turkey 

 
 

INTRODUCTION 
Specific cultural characteristics of a certain country are also a result of 

its natural environmental conditions such as topographical, climatic, 
territorial and hydrographic characteristics as well as interactions of the 
ethnical communities living in that country. One of the countries posing 
best example for this definition is Russia. In Russia, interaction of 
climate among the environmental conditions with life ethnical 
communities living in this country has striking mark on the people’s life. 
Today, although Russia is cited among the most developed countries 
worldwide in technological sense, harsh and cold climatic conditions 
have been the most important fact, shaping the borders of life for the 
Russian. 

Such harsh winter conditions, sometimes positive, but mostly 
disadvantageous effect on life and activities of the people have 
particularly restricted development of agriculture and agriculture-based 
industrial sectors. This restriction is not limited only to agriculture. 
Despite of the advancing technology, all human factors such as transport, 
settlements, industrial, etc., take their share from the restrictive effect of 
climate on life. Furthermore, climate considerably determines many 
cultural characteristics of the country, namely, national cuisine, novels and 
painting to dressing style. 

Effect of Climate on Russian Literature: 

In Russian literature, climate or to put it by other words, long 
winters, snow, darkness and cold are either among the protagonists or 
have effect on the author’s mood and story. In this way, season of 
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winter, which dominates eight months of the year becomes both part of 
the literature and gives direction in a sense, concentrating its 
expression. Behind the characters watching serene snow falling outside, 
struggling with snow and cold and questioning their very existence during 
the long-lasting winter nights we see most of the time climate and 
famous winter of Russia. When Tolstoy “covers everything with snow at the 
station” in his famous Anna Karenina or when Pasternak instructs ‘Lara 
and Dr Zhivago to wander in the summerhouse, which turned into a fantastic 
ice palace through miracle created by snow” in his Dr Zhivago, both use 
aesthetical white power of snow (Gürses, S.2016). 

While snow is a fantastic, romantic, beautiful and magnificent 
element for many writers, it, with all its coldness, becomes a striking 
element in the struggle of man with nature. In the stories of Blizzard, 
Captain’s Daughter and Eugene Onegin written by Pushkin, the legendary 
poet of the Russian people, snow itself is the protagonist. In Dead Souls 
and Coat by Gogol, Hero of Our Time by Lermontov, Notes from 
Underground and Crime and Punishment by Dostoyevsky and War and 
Peace by Tolstoy, the characters try to get to somewhere in time or find 
each other when it snows or feel their poverty inside when it is cold and 
snowy, experience mercilessness of war more deeply with the cold Russia, 
and the freezing coldness accompanies them in their isolation during the 
exile days in Siberia. 

In the long poem Red-Nosed Frost by Nekrasov, which has become 
the most striking snow poems of Russia, while a peasant woman takes 
over all works in connection with home, field and children upon death 
of her husband, she is accompanied by snow all the time (Gürses, S, 
2016). In his Pushkin House, Andrei Bitov impressively describes effect of 
climate on the Russian people. As it is, snow and climate in the centre of 
the most striking stories have played significant role in making the 
Russian literary works take place among the classics of the world literature. 

Effect of Climate on the Russian Cuisine Culture 

That the climactic characteristics of the geography in which the 
Russians live do not allow growing a great variety of vegetables and fruits 
determines their dietary habits and foodways and marks of climate 
immediately are easily distinguished in the Russian cuisine. In Russian, 
being not rich in terms of vegetables and fruits, cabbage, beet, turnip, 
carrot, potato, Russian turnip and yellow squash, resistant against harsh 
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climactic conditions are most-widely used vegetables. Of these vegetables, 
when roots are digested, body needs more energy, thus increasing body 
heat and enhancing endurance to cold winters in Russia. And climate also 
determines food material used in the soups, which are essential to the 
Russian cuisine as they are nutritive and quick to heat. While the soups 
are understandably called “soup meals” as they contain rich 
ingredients ranging from fish, beet, cabbage to potato and meat and have 
more consistence than usual, soups like “Borch” and “Schi” are among the 
famous dishes of the world cuisine. 

Climatic restriction on vegetable cultivation has also increased 
variety of meat based dishes. While mostly beef, poultry and mutton are 
consumed, presence of animals such as rabbit, gazelle, deer, wild duck 
and wild goose in the wide taiga forests make Russian cuisine rich in 
terms of hunting animals. Meat preference may also vary depending on 
the geographical structure. For example, while Asian part of the country 
prefers horse, goat and cow meat, native groups of Siberia prefer bear 
and deer meat and fishes hunted from fresh and salt waters and, of 
course the first thing to come to mind, caviar and fish species are also 
consumed for breakfast (Mack and Surina 2005). They put the Russian 
cuisine in a distinguished place among the world cuisine, imparting 
original characteristics to the traditional Russian cuisine. Aromatic herbs 
and mushes growing almost everywhere in the country also represent 
tastes added to the national cuisine by the plants made available under the 
cold climate umbrella of Russia. Relation between the climate and Russian 
cuisine immediately evokes in the mind vodka as national spirit of the 
country. With a wide variety such as lemon vodka “Limonnaya”, foam 
vodka “Kovskaya”, paprika vodka “Pertsovka”, juniper, ginger and 
clove flavoured vodka “Ohotnicya” and sweet vodka “Stolicnaya”, 
vodka as well as “Ryabin Cognac” made from rowan berry, “Starka” 
made by mixing vodka and porto and keeping them in oak casks, low 
alcohol “Kvas” made from barley and rye, slightly sweet Georgian wine 
and “Ararat” also known as Armenian cognac and tea brewed in “Urn” 
just like the one in Turkey in form, name and use all are the drinks 
preferred by the Russian to get warm during the cold days (G,R.Mack and 
A.Surina 2005). 

Effect of Climate on Clothes: 

Climate has also affected clothing habits of the Russian people just as 
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the whole life. Essential thing for dressing is protection. Although clothing 
has changed in colour, design and form for cultural reasons (fashion, 
religion, etc.) over time, the basic element, “protection”, is determined by 
climate. In other words, if the climate requires wrapping up, this rule does 
not change. Also applicable for the Russian people, this rule brings “fur” 
into the mind in the first place. Thick furry coats, calpacs made from fur 
are inevitable clothes of the Russian people. Although donkey jackets and 
coats resistant to the harshest climatic conditions are produced today, 
there is no “top garment” better than fur to wear in the cold winter 
season for the Russian. There are many Russians who wear only T-shirt 
under the fur when going outside. However, when a thick coat is worn 
instead of fur, it is almost not possible to protect oneself against cold 
without wearing other clothes and pullovers one on the other under it. 
For the Russian people, therefore, there is no other clothing article to 
substitute natural warming property of the fur. In other words, fur is “a 
necessity of the Russian winter”. 

As the fur is a luxury decorating wardrobes of the rich in the 
western world is a vital necessity for the Russian, it had not been seen as 
luxury consumption article even in the communist rule in the Soviet 
Union. Although there are people who save money for ears to purchase a 
full-length fur, fur is categorized into two, namely, “rare” or 
“common”, determining borders between the social classes in Russia 
and becomes a clothing article which anyone from any class may easily 
obtain. 

A dressing style imposed by the climate unto the Russian, fur has 
brought significant gains to the national economy. It even caused the 
Russian hunters to go beyond their territorial borders into US territory 
by using Bering Strait in pursuit of otters and established commercial 
post company “Fort Ross” on US territory, first in Kodiak Island, Alaska 
in 1784, and in the area North of San Francisco bay in 1812. These lands, 
currently called as “Russian Hill”, in the US territory were purchased from 
the Russians by a strategic decision given by Willian Seward, Secretary of 
the United States of America and became possession of US people again 
(Blij, et.da.1992.) and it is a good example how the Russians may go to 
far areas for the sake of wearing and marketing furs. 

Dependence of the Russian on fur is also reflected in the economic life 
and spatial use, leading to establishment of animal farms for fur. These 
farms are located in the North of Russia and, especially, around Irkutsk, 
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which contains the biggest fur warehouse worldwide. Breeding mink, fox 
and small number of ermine and lynx, these farms have resumed prestige 
which was lost during 1990s because of increased interest in the fur on 
global scale today (Yemelyanovna 2017). Thus, today, St. Petersburg is the 
biggest auction place in Russia with its choice of sable, mink and fox furs 
today. In the auctions made in English at the Soviet-style amphitheater 
built in 1930s, Russian furs are sold at more favourable prices than those 
of its rivals in Helsinki, Copenhagen and Toronto, although they are 
much better in quality than them, thus bringing high income (530 
thousand for fur brought USD14 million in 2018). Of course, fur 
production and St Petersburg fur market is another example of the effect 
of the cold climate in the country on the living style of the Russian people. 

Effect of Climate on Other Cultural Characteristics: 

Wood and woodworking is at the forefront among the Russian 
traditional handcrafts. Matryoshka dolls, wooden trays and kitchen 
utensils are actually indirect effect of the climate. The reason is that 
climate has made it possible for the Russian people to have 1/5 of the 
forests worldwide. Tundra without trees in the arch zone and on the 
summits of the mountains; taigas running uninterruptedly from Europe 
to the Pacific Ocean under this zone; grassy steppes from Black Sea 
region to the north of Mongolia in further south, and mixed forests and 
broad-leaved trees located in the western and southern margins 
between two extreme points consisting of taiga and steppes all are 
actually effect of climate on the natural flora. Large part of the trees is 
consisted of conifers such as pine, larch and spruce, and of softwood and 
broad-leaved trees. Rich vegetation formation of the country has made it 
possible for the people to improve themselves in the art of woodworking, 
indirectly increasing effect of the climate on the human life. 

Climatic effect also shows itself in the Russian popular culture. 
Visual folkloric figures such as Ded Maroz (Blizzard Grandpa) and 
Sneguroçka (Snow Girl) are typical examples of it. “Maslenitsa Festival” 
held between 6-12 February to welcome the seaon of spring, “International 
Snow and Ice Festivel” in January, “Russian Winter Festivel” in 
December-January are again marks of the climate on the Russian culture 
(Mihayloviç 2007. 

As in the Russian literature, the climate has also inspired the Russian 
art of painting, sometimes as subject and sometimes as background. 
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Some of the canvas dealing with climate as subject include “Early 
Spring” by Savraso (1890), “Sprig” by Ivanov, “Boyarınya Morozova” 
(1887) and “Conquest of Snowy City” (1891) by Surikov, “Winter” (1894) 
by Korovin, “Autumn in the Country Road” (1877) by Levitan, “Winter 
Morning” (1903) by Ryabushkin, “After Rain” (1873) by Vasilyev, 
“Autumn in Amramsev” (1890) by Polenov, (Uzelli, 2002), “Last 
journey” (1865), “Trio” (1867), “Last Inn at the Exit Gate” (1868) by 
Polenov (Küçük, 2012) and “Snow Storm” (1855) by Ayvazovskiy. 

Russia attaches great importance to the sports since the period of 
Soviet Union. As a result of it, Russian sport teams have been 
considerably successful in many sport branches. However, success of the 
Russians particularly in the winter sports in global scale is undisputed. 
For example, one of the most powerful ice hockey countries worldwide, 
Russia has both natural and artificial ice for playing and practicing ice 
hockey in the indoors stadium and special outdoor rinks during the 
winter months. Snowy and icy conditions for skiing, snowboard and 
skating are generally available throughout the country. With respect to 
22 gold medals won by the ice skaters of the country, including the 
Soviet era, making the country a leader in the ice-skating branch 
worldwide, share of the climate cannot be disputed. 

CONCLUSION 

Authoritative chars, communist revolution, wide lands and frontiers 
are the unchanging elements about the Russian image from the past to 
today. However, climate is essential factor in this image. It is certain that 
climate powerfully affects daily life, clothing, cuisine, history and 
traditions of the Russian people. 

Climate of the country restricts human life because of short 
cultivation period around North Arctic Sea, cold summers, long period 
when effect of sun is weak, temperature not reaching to +100C in 
average even in the warmest month, ice not thawing for 8-10 months, 
temperature ranging from –300C to –600C. It even affects character and 
culture of the people. 

While ethnical characteristics are still protected by the basic genotype 
of Nordic people from Arkhangelsk in the north where foundation of 
Russia was laid to Caucasia in south, we see that Russia has cold and 
quiet character dominant in the northern countries, in opposition to the 
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characteristic mild and lively characters of the southern sunny countries. 
This fact also reflected in the folkloric dances. In contrary to the 
assertive and dynamic dances of the Kazakhs living in milder areas, 
Russian folkloric dances are calm and heavy, reflecting coldness of the 
north. 

Despite of struggle of the Russian people with nature and climate, 
possible early drought or frost which destructs all their labour has made it 
easy for them to believe in miracles. Such belief also affects folkloric and 
tale characters; and all Russian tale characters inflict joy of life and hope 
narrated by such marvelous words that cannot be properly translated to 
other languages In addition, climate finds itself place among the 
characters of those stories written by Tolstoy, Dostoyevsky, Pasternak, 
Gogol, Nekrasov, Pushkin, Bitov, etc., all are cited as writer of the best 
novels written so far in the world, contributing to the comprehensive and 
rich Russian literature in a sense. And sometimes climate constitute main 
subject in the works of the painters such as Savrasov, Ivanov Surikov 
Korovin, Levitan, Ryabushkin, Vasilyev, Polenov, Perov and Ayvazovskiy. 
Likewise, relation of Borch, fur, vodka, wooden decorative articles, some 
symbols and concepts associated with the Russia and Russian people to 
the climate cannot be ignored. 

Climate, which the Russians rightly calls as “stepmother”, has made it 
possible for them to have a second dwelling in this territory, proper to 
this people. While climate determines cultivation of products such as 
Russian turnip, radish and cabbage which are resistant to cold and do not 
require much care, the people deal with farming in the cultivation 
period lasting 140 days a year in average, mostly in summer, and they 
work as artisan in the remaining long winter season. Another effect of the 
climate is horticulture performed today in the second dwelling called 
“Dacia” around the cities. Such type of agriculture has transformed into 
a tradition that climate has forced upon the Russian people. 

Throughout history, life of the Russian peasants has been shaped 
depending on fertility of the land and limits defined by climate. For 
centuries, is it the most distinguishable difference between Russia and 
West. Despite of low agricultural yield and low living standard, the state 
has managed to survive by imposing taxes on the Russian peasants, 
thus creating a despotic governmental character. Peasants have seen 
Bolsheviks promising collectivism and aid as a relief to save itself from 
this despotic structure. While Russian climate has played a part in the 
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preparation of Communist revolution in a sense, it also created communist 
culture in the life of the Russians. 
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Chapter 18 

Examination of Postgraduate Theses on Teaching of 
Climate Subjects in Turkey 

Öznur YAZICI 

Assist. Prof. Dr., Karabuk University, Faculty of Letters Department of Geography, 
Karabuk, Turkey 
 

INTRODUCTION 

Climate and air are among the most important factors that regulate 
human life. It is the main criterion in selecting and determining basic needs 
such as nutrition, shelter and dressing. As the climate draws the main 
framework of people’s livelihoods (agriculture and animal husbandry), 
settlement and housing types; it also directs land-air-sea transportation 
preferences and tourism-oriented plans. By using news programs, web 
pages of meteorology or applications on smart phones, information about 
the weather forecast is frequently obtained. Weather, seasons and climate 
are very important especially for farmers, pilots, ship captains and other 
occupational groups working outdoors. 

Aguado and Burt (1999) describe the climate as statistical properties 
that reflect the long-term and typical conditions of the atmosphere. The 
World Meteorological Organization is of the opinion that this long term is at 
least 30 years (Adhikari, Shah, Baral and Khanal, 2011). According to Riedy 
(2016), climate is the average of weather conditions at a certain point in the 
world based on historical observations.  

Depending on the interactions between water-land and air, large-scale 
climate models have emerged in different parts of the earth. Today, various 
climate zones with different features prevail in different parts of the world. 
During the geological periods, climates have changed many times as a 
result of the displacement of the continents and oceans due to the plate 
tectonics and the other tectonic movements such as doming-dimpling-
folding and faulting. According to Rahman (2012), climate change refers to 
the long-term change of the statistical properties of air, such as temperature 
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and precipitation. 
Climate change and climate variability (climatic variability) may occur 

over time, due to the evolution of the natural internal processes of the 
climate system, as well as due to natural and human (anthropogenic) 
external forces (Türkeş, 2019). In order to determine the effects of 
greenhouse gas emissions on climate changes in the past, the simulations of 
various climate models were compared by climatologists, and the possible 
natural effects of the Sun and volcanic activity were evaluated. With these 
studies, they concluded that there is strong evidences that human activities 
have had a significant impact on warming in the past decades, and they 
have called it anthropogenic climate changes (McMichael, Campbell-
Lendrum, Kovats, Edwards, Wilkinson, Wilson, Nicholls, Hales, Tanser, Le 
Sueur, Schlesinger and Andronova, 2004; IPCC, 2001; Riedy, 2016). Among 
the assumptions (predictions) of the possible consequences of climate 
changes; direct impacts such as rising sea level and natural disasters due to 
extreme weather events (drought, excessive precipitation, storms, etc.) can 
be counted. In addition to these; thirst, hunger caused by damage to 
agricultural products, decreased biodiversity, spread of infectious diseases 
due to floods, mixing of seawater into groundwater in the coasts are among 
the possible indirect effects. 

The inclusion of climate topics in the curriculum makes important 
contributions to students. Among them; to understand that climate, which 
is one of the physical systems of the earth, is a dynamic process rather than 
a static process, to correlate the causes and consequences of the climate, to 
learn that there are different types of climates on the earth, to compare the 
different types of climates and to identify similarities and differences, to 
analyze charts, graphs (climograph, hythergraph, histogram etc.), shapes 
and maps correctly, to predict climatological disasters caused by climate 
elements and to discuss preventive ways, to access scientific data on climate 
change, to interpret the impact of climate change on river and lake systems 
and to raise awareness for the protection of freshwater, to evaluate the 
interaction of climate and human, etc. can be counted. 

Climate-related issues are taught by starting from pre-school, in life 
studies, social studies and science courses in elementary education, in 
biology and geography courses in secondary education. In this respect, the 
issue of climate has an interdisciplinary place. Considering the general 
objectives of the Curriculum of Secondary Education Geography Course 
(MoNE, 2018); the following determinations have been made regarding the 
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teaching of the climate: It is aimed to enhance responsibility and protection 
awareness of the students by synthesizing information such as human-
nature relationship, the basic elements of the universe, the functions and 
changes of the natural and human systems, the process of ecosystem, 
nature-compatible spatial planning, saving consciousness, natural disasters 
and environmental problems, locational features of Turkey. All of the 
geographic skills given in the program such as the geographical observation 
and questioning, perception of changing and continuity, the ability to read 
climate-maps, using evidence, interpreting the tables-graphics-diagrams, 
working in the field, perception of the time by correlating with the 
geological past can be gained through climate education. Climate subjects 
are generally included in the ‘Natural Systems’ unit in the 9th and 10th 
grades in the Curriculum of Secondary Education Geography Course. 

Teaching climate subjects in pre-school, elementary and secondary 
education means that those teachers teach these subjects were trained in this 
framework during their higher education. Moreover, prospective teachers 
learn both climate issues and how to teach them. Among the departments 
that train these teacher candidates are involve in preschool teaching, 
classroom teaching, social studies teaching, science teaching, biology 
teaching and geography teaching. In addition, some of the teacher 
candidates in different branches who continue their postgraduate education 
focus on climate education in more detail and do their theses on this subject. 

The choice of master’s and doctoral thesis topics is quite important and 
should focus on current issues. Bakioğlu and Gürdal (2001) determined the 
ideal thesis subject features for students as follows: Topics that are original 
point of view, can produce solutions, can be completed within the certain 
time, and interesting. Postgraduate studies, the beginning of academic life, 
are part of the collection that creates thesis databases developed with 
technology. In this context in this research; it is aimed to clarify how climate 
education is handled in scientific researches and especially in postgraduate 
theses, by taking into consideration the tight connection of climate with the 
current life and the great effects of global climate changes to the world. 
Thus, it is thought that it can be a source and provide a perspective for 
future researches on climate and climate education, which has gained great 
momentum in recent years. In the literature, there are several studies that 
examined the graduate theses written in different areas or issues in Turkey. 
Below are some examples of those related to education: 
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• Kantorski and Stegman (2006): Postgraduate theses on music 
education 

• Uğur-Erdoğmuş (2009) and Tümer (2014): Postgraduate theses on 
computer and instructional technology education 

• Sarı (2011): Master’s theses on chemistry education 
• Kaya (2013) and Çifçi (2017): Postgraduate theses on geography 

education 
• Canbulat, Avcı and Sipahi (2016): Postgraduate theses on social 

studies education 
• Göker and Tekedere (2016): Postgraduate theses on e-learning 

environments for disabled people 
• Göksu (2016): Articles and postgraduate theses on writing skills at 

primary level 
• Öner and Öner (2017): Postgraduate theses on geography subjects 

within the scope of social studies education 
• Özdemir (2018): Postgraduate theses on reading 
• Toptaş and Gözel (2018): Postgraduate theses on math anxiety 
Today, it has become an obligation to perceive climate change which is 

one of the most critical issues for both in Turkey and the whole world and 
take social measures. Weather events, which are the most important part of 
our daily life, control everything from clothing to agricultural production 
and nutrition, from the settlement chosen for living to the supply of 
drinking and utility water. It has the same importance not only for humans, 
but also for plants and animals. Due to this importance, it is also a need to 
have general information about the climate. In the literature review, it was 
not encountered any analysis of theses on climate education. So in this 
research, it was aimed to determine how it is given place the subject matter 
mentioned at the postgraduate level, to see that are tending to problems 
related to which aspects of the climate mostly and to reveal the missing 
aspects, if any. 

METHODOLOGY 
Research Design 

The mixed method was used in the solution and analysis of the sub-
problems of this research. While statistical data are presented 
quantitatively; qualitative methods were used in their interpretation. In the 
mixed method, quantitative and qualitative components are used together 
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and integrated (merged) (Teddlie and Tashakkori, 2009). “Mixed methods 
research is used only when the complexity of the research problem cannot 
be addressed from the unique perspective of a quantitative or qualitative 
study” (Ponce and Pagán-Maldonado, 2015, p. 114). It can be said that this 
research is also a bibliometric analysis research. The bibliometric technique 
has a mainly descriptive focus and is based on statistical analysis of 
bibliographic features (authors, date of publication, type of publication, 
journal, publisher, etc.) (Martínez-Gómez, 2015).  

Literature review and document review methods were used to collect 
the data of the research. Qualitative thematic analysis was used to evaluate 
the results obtained in the frequency and percentage tables, and 
comparisons were made with other thesis reviews encountered at the 
literature review stage. With this research, which is built with a mixed 
method, it is aim to determine the current landscape of theses on climate 
education and to help develop a strategy for future research. 

Data Collection Tool 

Research data was obtained by scanning in the database of the National 
Theses Center of Turkish Council of Higher Education. In order to collect 
the data, searches were made on the basis of area, subject and index by 
using various keywords. As keywords, various Turkish and English terms 
were scanned related to climate education. Some of these keywords are 
climate, climate education, weather, weather conditions, weather events, 
weather forecast, atmosphere, temperature, precipitation, rain, snow, 
pressure, climate change, global warming, greenhouse effect, acid rain, 
ozone layer, season. Related theses were downloaded as pdf files and 
examined in terms of the qualifications determined in the sub-problems of 
the research. Catalog search is limited to postgraduate theses taken into the 
database until April 2020. 

Data Analysis 

A ‘Thesis Evaluation Form’ was created to list the various features of 54 
postgraduate theses that are the data source of the research in accordance 
with each sub-problem. 5 postgraduate theses randomly selected in the 
research were independently reviewed by 4 experts from the field of 2 
geography and 2 educational sciences and 2 doctoral students in order to 
provide reliability. According to the Miles and Huberman’s formula 
[Consensus / (Consensus + Disagreement) x 100] of (1994), the reliability 
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rate is calculated as 91.66%. Coşgun-İlgar and İlgar (2014) state that the 
lower limit of coding reliability is 70%. Descriptive (thematic) analysis 
method was used to analyze the obtained data. In this method, the analysis 
process should serve to improve the overall quality of the data. Because in 
reality, descriptive analysis goes beyond open words and focuses on 
identifying implicit ideas in data (Guest, MacQueen and Namey, 2012).  

A total of 54 postgraduate theses on climate education has been 
described and interpreted in line with the criteria set (degree level, 
university, institute, year, department, sampling type, working group, 
research model, data collection tool, data analysis technique and research 
subject) in the Thesis Evaluation Form.  

Problem Statement 

The problem statement of the research is arranged as ‘How is general 
trend in the graduate theses on teaching of climate subjects in Turkey?’ In 
accordance with this purpose, theses written up to date determined have 
been handled and evaluated in various ways. During the research process, 
answers to the following sub-problems were sought: 

Graduate theses written on the teaching of climate issues in Turkey; 
1. How is the distribution in terms of the type of degree level (master’s 

or doctorate)? 
2. How is the distribution in terms of the university? 
3. How is the distribution in terms of the institute? 
4. How is the distribution in terms of the year? 
5. How is the distribution in terms of the department? 
6. How is the distribution in terms of the sampling type? 
7. How is the distribution in terms of the sampling size/studying 

group? 
8. How is the distribution in terms of the method/research design? 
9. How is the distribution in terms of the data collection tool? 
10. How is the distribution in terms of the data analysis technique?  
11. How is the distribution in terms of the research topic/climate 

subtopic (theme)?  

FINDINGS  

In this section, information on the postgraduate theses written about 
the teaching of climate issues in Turkey was given in tables and evaluated. 
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Findings regarding the Type of Theses’ Degree Level  

Statistical results related to the first sub-problem of the research are 
given in Table 1 as frequency and percentage. 

Table 1: Distribution by the type of degree level (master’s or doctoral) of 
postgraduate theses written on the teaching of climate issues in Turkey  

Degree level f % 
Master’s 44 81.48 
PhD 10 18.52 
TOTAL 54 100 

44 (81.48%) of the 54 theses dealing with the teaching of climate 
constitute master’s level (Table 1). The remaining 10 theses are at the 
doctoral level and have a rate of 18.52%. The master’s degree quotas of 
universities are more than the quota of doctorate education. Those who do 
not have academic career goals or those who do not have sufficient 
knowledge of English do not continue their PhD. 

Findings regarding the University where Theses were Done  

Statistical results related to the second sub-problem of the research are 
given in Table 2 as frequency and percentage. 

Table 2: Distribution according to the university of the postgraduate 
theses’ written on teaching of climate issues in Turkey 

 Master’s PhD Total 
University f % f % f % 
Gazi University 9 16.67 5 9.26 14 25.93 
Middle East Technical University 5 9.26 1 1.85 6 11.11 
Aksaray University 3 5.56 - - 3 5.56 
Mehmet Akif Ersoy University 2 3.70 1 1.85 3 5.56 
19 Mayıs University 3 5.56 - - 3 5.56 
Ahi Evran University  2 3.70 - - 2 3.70 
Fırat University 1 1.85 1 1.85 2 3.70 
İnönü University 2 3.70 - - 2 3.70 
Necmettin Erbakan University 2 3.70 - - 2 3.70 
Adnan Menderes University 1 1.85 - - 1 1.85 
Anadolu University - - 1 1.85 1 1.85 
Ankara University 1 1.85 - - 1 1.85 
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Atatürk University 1 1.85 - - 1 1.85 
Boğaziçi University 1 1.85 - - 1 1.85 
Celal Bayar University  1 1.85 - - 1 1.85 
Çukurova University 1 1.85 - - 1 1.85 
Erciyes University 1 1.85 - - 1 1.85 
Giresun University 1 1.85 - - 1 1.85 
Hacettepe University 1 1.85 - - 1 1.85 
Kastamonu University 1 1.85 - - 1 1.85 
Marmara University 1 1.85 - - 1 1.85 
Muğla Sıtkı Koçman University 1 1.85 - - 1 1.85 
Niğde Ömer Halisdemir 
University 

1 1.85 - - 1 1.85 

Uludağ University - - 1 1.85 1 1.85 
Yüzüncü Yıl University 1 1.85 - - 1 1.85 
Zonguldak Karaelmas University  1 1.85 - - 1 1.85 
TOTAL 44 81.48 10 18.52 54 100 

It was determined that postgraduate theses have been written on 
teaching of climate issues in 26 universities (Table 2). Among them, it was 
written at Gazi University (n=14, 25.93%) at the greatest number of theses 
both in master’s degree (n=9, 16.67%) and doctorate level (n=5, 9.26%). 
Middle East Technical University ranks second with a total of 6 theses 
(11.11%). 3 theses (each of them 5.56%) on climate were encountered at 
Aksaray, Mehmet Akif Ersoy and 19 Mayıs universities. 

The following two theses can be given as examples to the theses at Gazi 
University which is one of the oldest universities in Turkey: Akyüz’s (2006) 
master’s thesis entitled ‘The examples of activities, based on multiple 
intelligences theory can be used to teach climate and vegetations’ and 
Karakuş’s (2006) doctoral dissertation entitled ‘The effect of experimental 
method on success in teaching climate issues in geography’. 

Findings regarding the Institute where Theses were Done  

Statistical results related to the third sub-problem of the research are 
given in Table 3 as frequency and percentage. 
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Table 3: Distribution according to the institute of the postgraduate theses’ 
written on teaching of climate issues in Turkey 

 Master’s PhD Total 
Institute f % f % f % 
Educational 
sciences 

26 48.15 8 14.81 34 62.96 

Social sciences 13 24.07 2 3.70 15 27.77 
Natural sciences 5 9.26 - - 5 9.26 
TOTAL 44 81.48 10 18.52 54 100 

Table 3 shows the institutes where theses on climate education were 
written. A total of 34 theses (62.96%) were prepared at the institute of 
educational sciences which is in the first rank.  

26 of them are master’s (48.15%) and 8 (14.81%) are at the level of 
doctorate. A total of 15 theses (27.77%) at the institute of social sciences in 
the second rank and a total of 5 theses (9.26%) at the institute of natural 
sciences in the third rank are related to the teaching of climate issues. For 
example, Yalçın (2010) wrote her master’s thesis entitled ‘A study on 
determining the knowledge levels and misconceptions in the subjects of 
global warming and greenhouse effect of the elementary school students’ at 
Gazi University Graduate School of Educational Sciences. Another example 
is the master’s thesis that belongs to Kelleci (2014). The name of the thesis 
prepared at the Institute of Social Sciences of Giresun University is ‘An 
examination of preservice classroom teachers’ perceptions related to climate 
concept via metaphor.’ Kale-Öksüz’s (2019) master’s thesis, ‘Effect of 
academic achievements and awareness towards climate change in human 
and environment unit of secondary school 7th grade students of activities 
based on scientific argumentation’, was conducted at Aydın Adnan 
Menderes University Institute of Science. 

Findings regarding the Year in which Theses were Written 

Statistical results related to the fourth sub-problem of the research are 
given in Table 4 as frequency and percentage. 
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Table 4: Distribution according to the year of the postgraduate theses’ 
written on teaching of climate issues in Turkey 
 Master’s PhD Total 
Year f % f % f % 

2003 - - 1 1.85 1 1.85 
2006 1 1.85 2 3.70 3 5.56 
2007 2 3.70 - - 2 3.70 
2008 1 1.85 - - 1 1.85 
2009 - - 1 1.85 1 1.85 
2010 6 11.11 - - 6 11.11 
2011 3 5.56 - - 3 5.56 
2012 1 1.85 1 1.85 2 3.70 
2013 2 3.70 - - 2 3.70 
2014 7 12.96 1 1.85 8 14.81 
2015 1 1.85 2 3.70 3 5.56 
2016 2 3.70 - - 2 3.70 
2017 1 1.85 - - 1 1.85 
2018 5 9.26 1 1.85 6 11.11 
2019 10 18.52 1 1.85 11 20.37 
2020 2 3.70 - - 2 3.70 

TOTAL 44 81.48 10 18.52 54 100 

When looking at the distribution table of the theses on climate 
education according to the years; it is seen that the highest total was in 2019 
with 11 theses (20.37%) (Table 4). The year of 2014 takes a place with 8 
postgraduate theses (14.81%) in the second row and the year of 2010 takes a 
place with 6 postgraduate theses (11.11%) in the third row. There is a 
decrease and a subsequent increase between these 3 values. In parallel with 
this year’s ranking; 10 of the 44 master’s theses (18.52%) belong to 2019, 7 of 
them (12.96%) belong to 2014, and 6 of them (11.11%) belong to 2010. As for 
in doctoral theses, 2006 and 2015 are in the first rank with 2 theses (3.70% 
each). Global climate changes, which are among the climate issues, have 
attracted attention in recent years. For this reason, various theses have been 
prepared in which subjects such as teaching of global warming, greenhouse 
effect, acid rain, and ozone layer depletion are handled. Theses titled as 
‘Effects on the conceptualization process of global climate change of a 
course design based on the Frayer model’ (Kardaş, 2019) and ‘Investigation 
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of the knowledge and perceptions of secondary school students towards 
global warming’ (Mahanoğlu, 2019) are some examples of 2019 is the year in 
which most theses were written. 

Findings regarding the Department in which Theses were Written  

Statistical results related to the fifth sub-problem of the research are 
given in Table 5 as frequency and percentage. 

Table 5: Distribution according to the department of the postgraduate 
theses’ written on teaching of climate issues in Turkey 

 Master’s PhD Total 
Department f % f % f % 
Department of elementary 
education 

21 38.89 4 7.41 25 46.30 

Department of secondary social 
studies education 

5 9.26 1 1.85 6 11.11 

Department of Turkish and social 
studies education 

3 5.56 1 1.85 4 7.41 

Department of secondary science 
and mathematics education 

3 5.56 1 1.85 4 7.41 

Department of mathematics and 
science education (elementary) 

4 7.41 - - 4 7.41 

Department of elementary 
education 

1 1.85 1 1.85 2 3.70 

Department of educational sciences  2 3.70 - - 2 3.70 
Department of computer and 
instructional technologies 
education 

1 1.85 1 1.85 2 3.70 

Department of geography 
education 

-  1 1.85 1 1.85 

Department of geography teaching 1 1.85 - - 1 1.85 
Department of education programs 1 1.85 - - 1 1.85 
Department of elementary science 
education 

1 1.85 - - 1 1.85 

Department of elementary science 
teaching 

1 1.85 - - 1 1.85 

TOTAL 44 81.48 10 18.52 54 100 
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The departments where the theses were written on climate education 
are gathered under 13 headings (Table 5). Among these, the department of 
elementary education (n=25, 46.30%) took the first place both in master’s 
level (n=21, 38.89%) and the doctorate level (n=4, 7.41%). In the second rank 
is the deartment of secondary education social studies education (n=6, 
11.11%). After that, the same number of theses (4 for each one) were 
identified in the departments of Turkish and social sciences education and 
secondary science and mathematics education (7.41% rate for each one). In 
the departments of geography education and geography teaching, one 
thesis was prepared in each on climate education and each has a share of 
1.85%. This diversity can be attributed to the correlation of climate issues, 
and global climate changes, which is a particularly important world 
problem, to different disciplines. Examples of such departments can be 
given as follows: Alkış (2006) has prepared her doctoral thesis titled ‘A 
study on the primary school students’ perceptions of precipitation concept’ 
in Uludağ University Institute of Social Sciences-Department of Elementary 
Education. The master’s thesis titled ‘Teaching the factors affecting Turkey’s 
climate with induction technique which is one of the preorganizatives’ by 
Aydındoğan (2007) belongs to Gazi University Graduate School of 
Educational Sciences-Department of Geography Teaching. On the other 
hand, Gökhan (2011) have submitted her master’s thesis titled ‘The effect of 
teaching with animation on academic success in the subjects of greenhouse 
gas effect, acid rain and ozone layer perforation in secondary education’ to 
Çukurova University Institute of Social Sciences-Department of Computer 
and Instructional Technologies Education. As can be seen, teaching of 
climate issues can also be searched by the different disciplines. 

Findings regarding the Sampling Type of Theses  

Statistical results related to the sixth sub-problem of the research are 
given in Table 6 as frequency and percentage. 

 

 

 

 

 



 
 

320 
 

Table 6: Distribution according to the sampling type of the postgraduate 
theses’ written on teaching of climate issues in Turkey 

 Master’s PhD Total 
Sampling type f % f % f % 

St
ud

en
t 

Preschool 1 1.85 - - 1 1.85 

El
em

en
ta

ry
 e

du
ca

tio
n 

3rd grade 1 1.85 - - 1 1.85 
4th grade 1 1.85 - - 1 1.85 
5th grade - - 1 1.85 1 1.85 
6th grade 3 5.56 - - 3 5.56 
7th grade 6 11.11 - - 6 11.11 
8th grade 1 1.85 - - 1 1.85 
Elementary 
education mixed 

6 11.11 - - 6 11.11 

SUBTOTAL 18 33.33 1 1.85 19 35.19 

Se
co

nd
ar

y 
ed

uc
at

io
n 

9th grade  2 3.70 2 3.70 4 7.41 
10th grade 2 3.70 1 1.85 3 5.56 
Secondary 
education mixed 

2 3.70 - - 2 3.70 

SUBTOTAL 6 11.11 3 5.56 9 17.65 

U
ni

ve
rs

ity
  

Faculty of 
education  

10 18.52 4 7.41 14 25.93 

Faculty of 
education + 
Other faculties 

- - 1 1.85 1 1.85 

SUBTOTAL 10 18.52 5 9.26 15 27.77 
Elementary school 
students + Faculty of 
Education 

1 1.85 - - 1 1.85 

SUBTOTAL 36 66.67 9 17.65 45 83.33 
 
Teacher 

Elementary school 1 1.85 - - 1 1.85 
Secondary school 1 1.85 - - 1 1.85 
SUBTOTAL 2 3.70 - - 2 3.70 

Teacher 
+ 
Student 

Teacher + Elementary 
school students 

1 1.85 - - 1 1.85 

Teacher + Secondary 
school students 

1 1.85 - - 1 1.85 

Academician 1 1.85 - - 1 1.85 
Expert 1 1.85 - - 1 1.85 
Academician + Expert - - 1 1.85 1 1.85 
Theoretical/Object 2 3.70 - - 2 3.70 
TOTAL 44 81.48 10 18.52 54 100 
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Students (n=45, 83.33%) constitute the highest number of samplings in 
postgraduate theses on climate education (Table 6). Students have been 
classified as pre-school, elementary, secondary, mixed and university 
students. Elementary school students (n=19, 35.19%) took the first place 
among them. There are university students in the second rank (n=15, 
27.77%). The vast majority of this group are prospective teachers. The 
studies involving teachers are only 4 and the rate is 7.41%. In addition, 
academics and experts were selected as samplings in 3 theses (5.56%). The 
rate of theses studied in theoretically is 3.92%. As an example of the thesis 
on teaching of climate subjects, where students in education faculties were 
taken as sampling, a master’s thesis titled ‘Pre-service teachers’ plausibility 
perceptions of global climate change: The role of cognitive, behavioral and 
personal variable’ written by Ceyhan (2016) can be given. The only example 
where Teachers + Secondary school students were selected together as 
sampling is the master’s study entitled ‘The views of eighth grade students 
and science teachers on global warming’ written by Koca (2019). 

Findings regarding the Sampling Size/Study Group of Theses  

Statistical results related to the seventh sub-problem of the research are 
given in Table 7 as frequency and percentage. 

Table 7: Distribution according to the sampling size/studying group of the 
postgraduate theses’ written on teaching of climate issues in Turkey 

 Master’s PhD Total 
Sampling size/Studying group f % f % f % 
1-10  3 5.56 - - 3 5.56 
11-30  6 11.11 - - 6 11.11 
31-50  7 12.96 1 1.85 8 14.81 
51-100  7 12.96 6 11.11 13 24.07 
101-300  10 18.52 - - 10 18.52 
301-500  3 5.56 1 1.85 4 7.41 
501-750  4 7.41 1 1.85 5 9.26 
751-1000  1 1.85 - - 1 1.85 
1000 + 1 1.85 1 1.85 2 3.70 
Other (Theoretical/Object) 2 3.70 - - 2 3.70 
TOTAL 44 81.48 10 18.52 54 100 
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In Table 7, where the distribution of graduate theses prepared on 
climate education is given by sampling size/study group, it is seen that the 
numerical values between 51-100 are the highest (n=13, 24.07%). This 
number range is the same for doctoral theses (n=6, 11.11%). However, the 
highest number of working groups in graduates is between 101-300. 
However, the highest number of working groups in master’s level is 
between 101-300 (n=10, 18.52%). This number range (i.e. 101 to 300) is also 
the second highest group in total (n=10, 18.52%). The third largest sampling 
size is between 31-50 with 8 theses (14.81%). The least preferred sampling 
size is between 751-1000 (n=1, 1.85%). The rate of theoretical studies is 3.70% 
with 2 theses. According to the table, the master’s thesis of Öncül (2010) can 
be given as an example of theses with 51-100 working groups that are most 
preferred. The sampling number of this thesis which is named as 
‘Perceptions of 7th grade students in rural area about global warming and 
climate changes’ is 60. In addition, in doctoral dissertation of Altıntaş (2018), 
‘The effect of augmented reality applications on teacher candidates’ 
scientific epistemological beliefs and misconceptions: Global warming’, the 
study group consists of 64 pre-service teachers.  

Findings regarding the Method/Research Design of Theses  
Statistical results related to the eighth sub-problem of the research are 

given in Table 8 as frequency and percentage. 

Table 8: Distribution according to the method/research design of the 
postgraduate theses’ written on teaching of climate issues in Turkey 

 Master’s PhD Total 
Method/Research design f % f % f % 

Q
ua

nt
ita

tiv
e Survey 10 18.52 1 1.85 11 20.37 

Experimental (Pre test/Post test) 9 16.67 2 3.70 11 20.37 
Survey + Experimental - - 1 1.85 1 1.85 
SUBTOTAL 19 35.19 4 7.41 23 42.59 

Q
ua

lit
at

iv
e 

Case study 7 12.96 1 1.85 8 14.81 
Phenomenology 4 7.41 - - 4 7.41 
Document analysis 2 3.70 - - 2 3.70 
Action research 1 1.85 - - 1 1.85 
SUBTOTAL 14 25.93 1 1.85 15 27.77 

Mixed (Quantitative + Qualitative)  11 20.37 5 9.26 16 29.63 
TOTAL 44 81.48 10 18.52 54 100 
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In Table 8, method/research models of theses examined are given. It is 
seen that quantitative studies take more place with 54 theses (n=23, 42.59%). 
The number of survey (n=11, 20.37%) and experimental (n=11, 20.37%) 
studies in quantitative methods are equal. According to the table, the rate of 
qualitative studies is 27.77% with 15 theses. Mixed studies in which 
quantitative and qualitative patterns are used together belong to 16 theses 
with a rate of 29.63%. As an example of quantitative studies, a thesis named 
‘Identifying determinants of pro-environmental behaviors: A case for 
climate change’ of Hiğde (2014), which applied a questionnaire to 1277 
prospective teachers, can be given. Çakmakçı (2020), who worked with 10 
secondary school students in her master’s thesis entitled ‘Examining the 
opinions of secondary school students on the effects of climate and 
landforms on culture: Rize sample’, have used phenomenology from 
qualitative models. 

Findings regarding the Data Collection Tool of Theses  

Statistical results related to the ninth sub-problem of the research are 
given in Table 9 as frequency and percentage. 

Table 9: Distribution according to the data collection tool of the 
postgraduate theses’ written on teaching of climate issues in Turkey  

 Master’s PhD Total 
Data collection tool f % f % f % 
Achievement test 9 16.67 1 1.85 10 18.52 
Questionnaire 8 14.81 1 1.85 9 16.67 
Interview form 7 12.96 - - 7 12.96 
Documents 4 7.41 - - 4 7.41 
Questionnaire + Interview form 3 5.56 1 1.85 4 7.41 
Achievement test + Scale 3 5.56 1 1.85 4 7.41 
Scale 1 1.85 2 3.70 3 5.56 
Questionnaire + Achievement test 2 3.70 - - 2 3.70 
Interview form + Scale 2 3.70 - - 2 3.70 
Questionnaire + Interview form + 
Observation form 

2 3.70 - - 2 3.70 

Questionnaire + Scale  - - 1 1.85 1 1.85 
Observation form 1 1.85 - - 1 1.85 
Questionnaire + Observation form 1 1.85 - - 1 1.85 
Interview form + Observation form 1 1.85 - - 1 1.85 
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Questionnaire + Achievement test + 
Interview form 

- - 1 1.85 1 1.85 

Interview form + Scale + Observation form - - 1 1.85 1 1.85 
Questionnaire + Achievement test + 
Interview form + Scale 

- - 1 1.85 1 1.85 

TOTAL 44 81.48 10 18.52 54 100 

Table 9 shows the data collection tool or tool group used in the theses 
written on 54 climate education subjects. It is also shown here which data 
collection tools are applied together. Among the theses examined, the most 
used data collection tool is the achievement test (n=10, 18.25%) which was 
used singly. Achievement test is also the most preferred data collection tool 
for master’s theses (n=9, 16.67%). In the second rank takes place the 
questionnaire with a total of 9 theses (16.67%). Interview form (n=6, 11.76%) 
follows them. Subsequent data collection tools which are the number of 
documents, questionnaire + interview form and achievement test + scale are 
equal, and all three are included in 4 theses (for each) and each one has a 
ratio of 7.41%. The highest rate in doctoral theses is determined as scale use 
(n=2, 3.70%). According to the table, it is seen that at most 4 data collection 
tools are used together which are questionnaire + success test + interview 
form + scale (n=1, 1.85%) quartet. The study, in which this quartet data 
collection tool was used together is doctoral dissertation titled ‘The effect of 
augmented reality applications on teacher candidates’ scientific 
epistemological beliefs and misconceptions: Global warming’ written by 
Altıntaş (2018). 

Findings regarding the Data Analysis Technique of Theses  

Statistical results related to the tenth sub-problem of the research are 
given in Table 10 as frequency and percentage. 
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Table 10: Distribution according to the data analysis technique of the 
postgraduate theses’ written on teaching of climate issues in Turkey  

 Master’s PhD Total 
Data analysis technique f % f % f % 

Q
ua

nt
ita

tiv
e 

 

Descriptive 29 26.60 8 7.34 37 33.94 

In
fe

re
nt

ia
l 

H
yp

ot
he

si
s Comparison 12 11.01 5 4.59 17 15.60 

Variance 10 9.17 5 4.59 15 13.76 
 
SUBTOTAL 

 
22 

 
20.18 

 
10 

 
9.17 

 
32 

 
29.35 

Correlation 5 4.59 2 1.83 7 6.42 
SUBTOTAL 27 24.77 12 11.01 39 35.78 

SUBTOTAL 56 51.37 20 18.35 76 69.72 

Q
ua

lit
at

iv
e Content 15 13.76 2 1.83 17 15.60 

Thematic 11 10.09 5 4.59 16 14.68 
 
SUBTOTAL 

26 23.85 7 6.42 33 30.28 

TOTAL 82 75.23 27 24.77 109* 100 

* In some theses, more than one data analysis technique has been used. 

A total of 109 data analysis techniques are used in 54 theses examined 
(Table 10). This rate is slightly more than twice the number of theses 
evaluated (2.02 times). Out of a total of 109 analysis methods, 82 (75.23%) 
are applied in master’s theses and 27 (24.77%) in doctoral dissertations. 
According to the table; quantitative inferential (n=39, 35.78%) is in the first 
rank, quantitative descriptive (n=37, 33.94%) is in the second rank, and 
qualitative analysis (n=33, 30.28%) is in the third rank. Analyzes such as 
frequency, percentage, arithmetic mean, standard deviation, mode, and 
median used in the theses examined constitute descriptive analysis. The 
total of the comparison tests such as chi square, t test, Mann-Whitney U and 
the variance analysis tests such as ANOVA, MANOVA, ANCOVA are 32 
(29.35%). The inferential tests used for the correlation are 7 and have a ratio 
of 6.42%. In qualitative analysis, the ratio of content (n=17, 15.60%) and 
thematic (n=16, 14.68%) analyzes were quite close to each other. According 
to the table, as an example of the master’s theses (n=29, 26.60%) that was 
used of the quantitative descriptive analysis that constitutes the highest 
value alone; the study entitled ‘High school students’ views and attitudes 
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on global warming’ written by Bayram (2014) can be given. 

Findings regarding the Research Topic/Climate Subtopic (Theme) of 
Theses 

Statistical results related to the eleventh sub-problem of the research 
are given in Table 11 as frequency and percentage. 

Table 11: Distribution according to the research subject/climate subtopic 
(theme) of the postgraduate theses’ written on teaching of climate issues in 
Turkey  

  Master’s PhD Total 
Research subject Climate subtopic (theme) f % f % f % 
 
 
Perception-
opinion-attitude 

Climate change, global 
warming, greenhouse effect 

19 35.19 2 3.70 21 38.89 

Climate 2 3.70 - - 2 3.70 
Precipitation - - 1 1.85 1 1.85 
The influence of climate on 
culture 

1 1.85 - - 1 1.85 

SUBTOTAL 22 40.74 3 5.56 25 46.30 
 
The effect of 
contemporary 
method-
technique-
activity 
examples on 
success 

Global warming, climate 
change, greenhouse effect, 
acid rain and ozone layer 
perforation 

6 11.11 4 
 

7.41 10 18.52 

Climate and weather events 2 3.70 1 1.85 3 5.56 
Temperature 2 3.70 - - 2 3.70 
Climate of Turkey 2 3.70 - - 2 3.70 
Four season 1 1.85 - - 1 1.85 
Climate and human 
relationship 

1 1.85 - - 1 1.85 

SUBTOTAL 14 25.93 5 9.26 19 35.19 
 
Measurement-
evaluation 
(Knowledge 
level, effect on 
skills, 
proficiency) 

Global warming, climate 
change, greenhouse effect 

4 7.41 1 1.85 5 9.26 

Air pressure 1 1.85 - - 1 1.85 
Weather symbols 1 1.85 - - 1 1.85 
Climate literacy proficiencies 
by delphi technique 

- - 1 1.85 1 1.85 

SUBTOTAL 6 11.11 2 3.70 8 14.81 
Curriculum-
textbook review 

Climate change (Social 
studies) 

2 3.70 - - 2 3.70 

TOTAL  44 81.48 10 18.52 54 100 
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Distribution according to research topics of prepared theses on teaching 
of climate subjects in Turkey is given in Table 11. Theses formed 4 groups 
according to the research subject. Subtopics from the most studied to the 
least are respectively; (1) perception-opinion-attitude (n=25, 46.30%), (2) the 
effect of contemporary method-technique-activity examples on success 
(n=19, 35.19%), (3) measurement-evaluation (knowledge level, effect on 
skills, proficiency) (n=8, 14.81%), and (4) curriculum-textbook review (n=2, 
3.70%). It is seen that the topics of climate change, global warming and 
greenhouse effect are mostly covered in theses. Besides these, it is 
determined that the subjects such as climate and weather events, 
temperature, pressure, Turkey’s climate, the seasons, climate-human 
relationship, weather symbols, climate literacy was also studied. Some 
examples of theses related to ‘perception-opinion-attitude’ which is the 
most studied research topic according to the table are as follows: Alkış’s 
(2006) doctoral dissertation entitled ‘A study on the primary school 
students’ perceptions of precipitation concept’, Hiğde’s (2014) master’s 
thesis entitled ‘Identifying determinants of pro-environmental behaviors: A 
case for climate change’ and Gedik’s (2018) master’s thesis entitled ‘Student 
views on global warming (As a socioscientific issue) in social studies 
course’. The sample thesis titles on the subject of ‘The effect of 
contemporary method-technique-activity examples on success’, which are 
in the second place, are as follows: Çelik’s (2018) master’s thesis entitled 
‘The effects of teaching life on earth unit climate and human relationship 
issues with in terms of some variables material assisted instruction on the 
academic achievement in social studies course’ academic achievement in 
terms of some variables’ and Gökhan’s (2011) master’s thesis entitled ‘The 
effect of teaching with animation on academic success in the subjects of 
greenhouse gas effect, acid rain and ozone layer perforation in secondary 
education’. Some of the postgraduate studies on the third research subject 
‘measurement-evaluation (knowledge level, effect on skills, proficiency)’ 
are: Yalçın’s (2010) master’s thesis entitled ‘A study on determining the 
knowledge levels and misconceptions in the subjects of global warming and 
greenhouse effect of the primary school students’ and Yakar’s (2019) 
doctoral dissertation entitled ‘Determination of the climate literacy 
competencies at the secondary level with Delphi technique’. The theses 
examples related to the ‘curriculum-textbook review’ item, which 
constitutes the fourth and last research subject, are as follows: Aktaş’s (2019) 
master’s thesis entitled ‘An examination of primary education programs in 
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the dimensions of environmental education and climate change in the terms 
of sustainable development goals’ and Demir’s (2019) master’s thesis 
entitled ‘Climate change in 2018 social studies curriculum and textbooks’. 

DISCUSSION  
The evaluation results of the sub-problems discussed in this research 

are given below.  
For this research, a total of 54 theses on climate education which have 

been written were examined. Of these, 44 (81.48%) are master’s and 10 
(18.52%) are doctoral students. Doctoral theses are more than a quarter of 
master’s theses. Because doctorate programs are a process that is much 
more selective in academic terms, provides more specialization in the field, 
requires more labor, and expected to be overcome more difficulties. Some 
other studies where the number of doctoral theses is lower than the master’s 
theses in the other studies that have previously been examined are: Uğur-
Erdoğmuş (2009), Sarı (2011), Tümer (2014), Göker and Tekedere (2016), 
Çifçi (2017), Dündar and Hareket (2017), Kan (2017), Köseoğlu (2018), 
Özdemir (2018), Toptaş and Gözel (2018) and Varnacı-Uzun (2018). 

As a result of the research, it was observed that postgraduate theses on 
climate education was made in total 26 universities. This number is one in 
7.96 of Turkey’s 207 universities as of today. Most theses were found in 
Gazi University in this research (n=14, 25.93%). In addition, as in the overall 
total, Gazi University ranks first only among master’s theses (n=9, 16.67%) 
and only among doctoral theses (n=5, 9.26%) at the same time. Middle East 
Technical University is the second university that was finished the most 
theses about climate education (n=6, 11.11%). There are three theses in each 
of in 3 universities following it. These 3 universities are Aksaray, Mehmet 
Akif Ersoy and May 19, each of them has a rate of 5.56%. There is only one 
thesis on climate education in each of in 17 universities except the first 9 
universities (1.85% each). Located in the three big cities of Turkey Gazi 
(Ankara), Marmara (Istanbul) and Dokuz Eylül (Izmir) universities have 
both education faculties and institutes of educational sciences for a long 
time. Despite this, it is surprising that only one thesis has been found about 
climate education at Marmara University and no thesis has been found at 
Dokuz Eylül University. In the study of Mısır (2018), Gazi University ranks 
first and 19 Mayıs University ranks third, and it is the same as this research. 
In the studies of Çelik (2016) and Kan (2017), Middle East Technical 
University is in the 2nd place. In the analysis of Daşdemir, Cengiz and Aksoy 
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(2018), the number of theses prepared in Gazi and Middle East Technical 
universities which share the first place is equal. In the study of Gündoğar-
Uçar (2003), as in this research, 19 Mayıs University ranks third. Again, as in 
this research, other studies that Gazi University took first place are as 
follows: Sarı (2011), Tarman, Güven and Aktaşlı (2011), Kaya (2013), Ataş 
(2015), Çal (2016), Çifçi (2017), Öner and Öner (2017), Tereci (2017), Karaca 
(2018), and Köseoğlu (2018).  

The institutes that have been written theses on research were gathered 
in 3 groups. The institute of educational sciences ranks at the top among 
these (n=34, 62.96%). This conclusion was highly plausible for theses on 
teaching. The number of master’s theses (n=26, 48.15%) prepared at the 
institute of educational sciences is the highest value of this group. Institutes 
of social sciences (n=15, 27.77%) and natural sciences (n=5, 9.26%) follow 
this. The rate of theses in educational sciences institutes is 2.25 times of 
social sciences and 6.8 times of natural sciences. As in this research, other 
studies that fully fit the institutes of educational, social and natural sciences 
rankings belong to Akın (2016); Tayfun, Küçükergin, Aysen, Eren and 
Özekici (2016) and Özçakmak (2017). Similarly in their studies, Tarman et al. 
(2011) and Çal (2016) determined that the institutes of education and social 
sciences were in the first two places. Kaya (2013), Canbulat et al. (2016) and 
Toptaş and Gözel (2018) have determined that theses are mostly written in 
the institutes of educational sciences. 

In terms of years, it has been observed that theses have been written 
about teaching climate issues in 16 different years. Among these, the year of 
the most theses writing is in 2019 (n=11, 20.37%). The highest number 
among total 54 graduate theses belong to master’s theses (n=10, 18.52%) 
written in 2019. Afterwards, the years of 2014 (n=8, 14.81%) and 2010 (n=6, 
11.11%) come. Two of the 10 doctoral theses on climate education were 
prepared in 2006 and 2015 (each of 3.70%). The first thesis related to 
research subject belongs to 2003. No other study, in which 2019 was 
determined as the most theses written year, is encountered. In the studies of 
Tayfun et al. (2016), Karaca (2018) and Özdemir (2018), 2014 was the year in 
which the most theses were written in the second place. In the study of 
Toptaş and Gözel (2018), 2014 is the second and 2010 is the third as in this 
research. In addition, according to the study results of Akın (2016), Çal 
(2016) and Çelik (2016), 2010 was the third year in which the most theses 
were written. 

Theses examined have been prepared in 13 different departments, 
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mostly in the department of elementary education (n=25, 46.30%). 
Approximately half of the 44 master’s theses (n=21, 38.89%) belongs to the 
department of elementary education and constitutes 4.2 times of the 
master’s theses (n=5, 9.26%) in the department of secondary education social 
studies. Turkish and social sciences education and secondary science and 
mathematics education departments have an equal ratio with a total of 4 
theses (7.41% each). One of the remarkable points in the research results; 
despite in each of 2 theses (each of 3.70%) on climate education are 
encountered in the departments of basic education, educational sciences, 
computer and instructional technologies; only in each of one thesis (1.85% 
each) in geography education and geography teaching departments have 
been written. 

The subject of climate of geography is among the topics that are 
difficult to teach. Especially as the grade level grows, the climate contents 
become more difficult. Likewise, the teaching of numerical contents of 
climatology forces students who come to the geography department with 
verbal scores. In addition, global climate changes are among the major 
world problems. Nevertheless, it is a surprise that this subject was chosen 
too few as a thesis topic in geography teaching departments. As it is known, 
thesis topic selection is a very sensitive matter. During the literature review, 
new synthesis or improvements can be made by influenced the previous 
study topics, or thesis topics can be determined in line with the suggestion 
of the advisor. 

In very few of the studies in which theses related to different fields and 
subjects have been examined so far, the distribution of the departments has 
been discussed. For this reason, in the only thesis analysis study of Öner 
and Öner (2017), it is determined that the department of elementary 
education ranked first and the department of secondary social studies 
education ranked second. Tarman et al. (2011) also encountered in their 
theses analysis that the theses written mostly in the department of 
elementary education. As a result of this research; in many theses it is seen 
that it was moved away from the fundamental field due to the 
interdisciplinary subjects were chosen, and that different points of view 
contributed to the theses. 

It was determined that it was studied with students in 45 (83.33%) of 
the postgraduate theses evaluated in terms of sampling type. In the student 
sampling; preschool, 3, 4, 5, 6, 7, 8, 9 and 10th grades, elementary education 
mixed, secondary education mixed and university students are included. 
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Among the 54 theses on climate education, the highest sampling group of 
students is elementary school students with 19 theses (35.19%). Among the 
elementary school students, 7th grade and mixed elementary school students 
are chosen as sampling mostly. Both of these have been selected as 
sampling 6 theses for each and they have a rate of 11.11% each. University 
students (n=15, 27.77%) are the second majority in the research. The 
majority of the university group consists of solely students of the education 
faculty (n=14, 25.93%). Another important result of this research is that 
teacher participation is very low in theses on climate education. Among the 
54 postgraduate theses, in only 2 (3.70%) were received opinions from 
teachers, and in 2 (3.70%) teachers and students were handled together. 
According to the findings obtained from the study, only 1 thesis (1.85%) 
was chosen as a sampling size between 750-1000 and there are 2 theses 
(3.70%) that have been studied theoretically. Some studies supporting these 
results can be exemplified as follows: The top 3 rankings (elementary, 
university and secondary education) determined by Uğur-Erdoğmuş (2009) 
are fully compatible with this research. In the theses’ analysis, Köseoğlu 
(2018) determined that elementary education was the first and the 
university was the second. According to Akça-Üstündağ (2009), Salbacak 
(2011), Yağmur-Şahin, Kana and Varışoğlu (2013), Yavuz (2016), and 
Dündar and Hareket (2017), the most chosen group as sampling is the 
students. Similarly, Tereci (2017) found that students were in the first place 
and prospective teachers were in the second place. Ataş (2015) and Öner 
and Öner (2017) state that the largest group was the students in the theses 
that they have examined. 

In the theses examined in the study, it was determined that a maximum 
of 51-100 study groups/sampling sizes were applied (n=13, 24.07%). In 
addition, although a maximum of 51-100 people were studied in a total of 6 
doctoral theses (11.11%), a maximum of 101-300 people were sampled in 10 
master’s theses (18.52%). The highest sampling size chosen among the type 
of degree level (master’s or doctorate) is 101-300 with 10 theses. There are 3 
theses (5.56%) between 1-10 interval which is the smallest sampling, and 2 
theses (3.70%) in 1000 and above which is the biggest sampling. In studies 
on climate education, between 751-1000 people groups are the least chosen 
value (1.85%). The number of theoretical graduate theses is 2 (3.70%). There 
are some studies in literature with similar results. For example; it is given 
the largest sampling size as 51-100 by Sarı (2011) and Akkus, Sari and Uner 
(2012), and as 31-100 by Yağmur-Şahin et al. (2013). In five different theses’ 
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analysis studies, the sampling sizes in the first two rows (31-100 and 101-
300) and the results of this research (51-100 and 101-300) are similar. These 
are belong to Uğur-Erdoğmuş (2009), Tümer (2014), Çifçi (2017), Dündar 
and Hareket (2017), and Özdemir (2018). 

Another result of the research is that the quantitative method based on 
descriptive survey (n=11, 20.37%) and experimental (n=11, 20.37%) models 
was used both in the most and equally in climate education theses. The total 
ratio of quantitative method types preferred in theses is 42.59% with 23 
theses. In the second rank, mixed studies in which qualitative and 
quantitative models are used together (n=16, 29.63%) locates in. 15 theses 
which were used only qualitative methods have a share of 27.7%. In the 
previous theses’ analysis, there are other studies proving that quantitative, 
qualitative, and mixed studies were in the third place, as in this study. Some 
of these are those: Akça-Üstündağ (2009), Akkus et al. (2012), Yağmur-Şahin 
et al. (2013), Akyol and Yavuzkurt (2016), Doğan (2018), Krueger (2018), 
Mısır (2018), Özdemir (2018), and Tosun-Sümer and Güven (2018). Again, 
as in this research, examples of the studies which shows that the 
quantitative methods take the first place are belong to Sarı (2011), Keskin 
(2014), Göksu (2016), Dündar and Hareket (2017), and Toptaş and Gözel 
(2018). In addition, in the analysis of Kantorski and Stegman (2006), Uğur-
Erdoğmuş (2009) and Öner and Öner (2017), it is observed that the most 
case study model was used among the qualitatively studied theses. 

Of the 54 theses examined in the research, in 34 of them were used only 
one data collection tool, and in 20 of them were used more than one data 
collection tool. It was observed that 2 data collecting tools were used 
together in 15 theses, 3 in 4 theses and 4 in 1 thesis. The most common data 
collection tool is achievement test with 10 theses (18.52%). After that, the 
questionnaire was used in 9 theses (16.67%) and the interview form were 
used in 7 theses (12.96%). The quartet of survey + success test + interview 
form + scale (n=1, 1.85%) constitute the data collection tools were used 
together at the same time in a doctoral thesis. According to the total number 
of theses, it is seen that there are two studies which were found out that 
achievement test was used. According to the total number of theses, there 
are two different studies on theses’ analysis that achievement test was the 
most used data collection tool. Both of these studies are on chemistry 
education and belong to Sarı (2011) and Akkus et al. (2012). 

The number of data analysis techniques used in theses on climate 
education are above the number of theses like data collection tools. It has 
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been determined that there are 109 analysis techniques for a total of 54 
theses which are more than double the value (2.02 times). In parallel with 
the high number of master’s theses, 82 analyzes (75.23%) were made at the 
master’s level and 27 analyzes (24.77%) were at the doctorate. The most 
used analysis technique is quantitative inferential (35.78%) with 39 theses. 
Quantitative descriptive analysis has a share of 33.94% with 37 theses, while 
qualitative analysis followed it with 33 theses (30.28%). There are some 
studies in the literature that have similar results. For example, Akça-
Üstündağ (2009), who examined master’s theses in the field of computer 
and instructional technologies, determined that the most quantitative 
inferential analysis technique was used in theses. As in this research, 5 
similar studies in which the first order is inferential and the second is the 
descriptive statistical analysis are: Uysal (2013), Akkus et al. (2012), Özdemir 
(2018), and Tosun-Sümer and Güven (2018). Similar to this research, 
Özdemir also (2018) found that content analysis was used more than 
thematic analysis among qualitative analysis methods. 

Postgraduate theses on climate education are combined under 4 titles 
according to the research topic. Researches on perception-opinion-attitude 
took the first place both in the overall total (n=25, 46.30%) and in master’s 
theses (n=22, 40.74%). The subjects of ‘the effect of contemporary method-
technique-activity examples on success’ are the second in the overall total 
(n=19, 35.19%) and first in the doctoral theses (n=5, 9.26%). The total number 
of theses in which research topics related to measurement-evaluation 
(knowledge level, effect on skills, proficiency) was studied is 8 and it is in 
the third place (14.81%). In only 2 master’s theses (3.70%), the subject of the 
curriculum-textbook review was discussed. As it is known, the climate 
subject includes a wide variety of subtitles. Some of them are atmosphere 
and its layers, weather and climate, climate elements, temperature 
distribution on earth and climate types, Turkey’s climate, albedo, 
temperature inversion, global climate change, climatological disasters (such 
as hurricanes, tropical cyclones, tornadoes, El Nino). Mostly, it was focused 
on climate change, global warming and greenhouse effect in theses. There 
are available theses which were studied about temperature, pressure, 
rainfall, climate and weather events, seasons, climate of Turkey, climate 
literacy, weather symbols and the climate-human relationships, and so on. 

In terms of research topics, it seems very difficult to come across large 
similarities among different disciplines in the classification of the 



 
 

334 
 

postgraduate theses. For example, the researches on attitude review took 
the top ranks in Dağdeviren’s (2017) evaluation of the postgraduate theses 
was done in the field of preschool music education. Çifçi (2017) who 
evaluated postgraduate theses in the field of geography education with 
content analysis found out that ‘approach, strategy, technique, application, 
method’ topics were the first rank and ‘attitude, success, opinion’ topics 
were the second. The researcher handled the subject of ‘attitude, success, 
opinion’ separately for the students, teachers and prospective teachers 
separately. In this research, in which we discussed the teaching of climate 
issues, all of them are combined. If Çifçi’s data are evaluated together, it is 
completely overlapping with this research.  

CONCLUSIONS AND SUGGESTIONS 
In this research, graduate theses written on the teaching of climate 

issues in Turkey was evaluated in terms of various criteria. These criteria 
were determined as degree level, university, institute, year of submission, 
department, sampling type, sampling size/working group, method/research 
model, data collection tool, data analysis technique and research 
subject/climate subtopic (theme). A total of 54 graduate theses written about 
climate education in Turkey was prepared in 26 different universities. The 
fact that the most theses writing is in 2019, which is very close to today, can 
be associated with the negative effects of global climate changes recently. It 
is seen that teaching of many important climate topics have been handled 
too little in the theses. Moreover, some have not been handled at all. Some 
of those; Earth’s energy balance and global temperature distribution, 
atmospheric circulation, atmosphere-ocean interaction, temperature 
inversion, air masses and fronts, condensation and its types, major wind 
systems, atmospheric moisture, usual and unusual cloud types, artificial 
cloud seeding, lightning safety, analysis of synoptic weather maps and 
satellite images, extreme weather events, light and color events in the 
atmosphere, climate classifications. 

Based on these conclusions, the following suggestions can be submitted 
at the end of the research: 

• It is thought that keeping the English summary sections of theses on 
climate education wider than now can contribute to getting more place in 
the international platform. 

• In the theses on climate education, teachers have been given very 
little place as a sampling so far. However, teachers are one of the 
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cornerstones of the educational process and can contribute more to theses 
on climate education. Likewise, while a lot of work was done with 
undergraduate students, very few studies with faculty members were 
encountered. Particularly in the teaching of relatively difficult subjects of 
climatology courses, it is of great importance to use the perspectives of 
academicians graduated from the department of physical geography. 
Moreover, in theses, there is no study in which graduate students were 
sampled and it can be suggested to include them. 

• Considering the preparation years of theses, it is understood that the 
theses on climate subject with the highest number belongs to 2019. This may 
be due to the fact that the effects of climate change have been felt much 
more recently. Thesis studies, in which interest in teaching climate issues is 
increasing, can be further enriched with a more interdisciplinary approach. 

• Among thesis topics; it is seen that the topics that are at the top of 
the world problems such as climate changes, global warming and 
greenhouse effect were addressed the most. The number of studies 
conducted to teach very important concepts such as temperature, air 
pressure, precipitation and humidity are few. It is thought that there is a 
need especially for the teachers’ opinions on measuring and evaluating of 
the students. Especially in climate education, studying the alternative 
assessment-evaluation types very little was seen as an important deficiency. 
There are no postgraduate studies on how climate issues are tackled in 
other countries. Postgraduate theses can be prepared much more 
comprehensive and detailed than research articles and there is no limit on 
the number of pages. Therefore, it can be suggested that to perform 
comparative researches on the place of climate teaching in the curriculum 
for both in Turkey and in other countries.  
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INTRODUCTION 

Urban population in Turkey is increasing every day. Cities grow 
spatially and spread towards the periphery as a result of ongoing 
population accumulation processes. Population growth and urban area 
expansion bring many problems with them. Especially, the workloads of 
institutions and organizations providing the services to the people living in 
the city centers are increasing. Moreover, the expansion of urban space has 
caused the increase of the responsibility areas in the institutions that offer 
various services. Thus, it became evident that geographically institutions 
should be able to provide services to wider areas. 

As a result of the rural to urban migration process, differences began to 
emerge in the distribution of the population in urban areas. Moreover, the 
density of the population differs as well as the distribution of the 
population in the city center. The reason for this occurrence is the wide 
variety of service functions in urban areas. Different distribution of the 
sectors such as industry, education, health, trade and transportation are 
among the main determinants of dwelling density in the city center. 

It is possible to observe that a socio-spatial segregation becomes more 
evident in the cities day by day (Yüceşahin and Tüysüz, 2011). In spatial 
segregation, it is possible to state that the differentiation of the services 
offered by growing urban areas as well as the effect of the economic 
conditions of individuals are effective. Therefore, people find a place in the 
city according to these services provided in the city. Thus, the multitude of 
services offered in cities and accessibility to these services become even 
more important. 
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The most important purpose of transportation policies and planning is 
to increase accessibility (Borzacchiello, Nijkamp and Koomen, 2010. In this 
respect, transportation and accessibility are complementary to each other. 
Especially in urban areas, relations between transportation and land use 
affect accessibility. The concept of distance has also been found important in 
accessibility. Because distance is the most important determinant in human-
oriented planning practices in cities expanding spatially. Services provided 
in growing and developing urban areas should be accessible. 

Urban transport planning is increasingly recognized as an integral 
element of general urban land use planning. In this context, accessibility is 
considered as the main component in analyzing the efficiency of 
transportation systems, programming transportation investments, and 
hence in planning of slopes as well (Liu and Zhu, 2004; Borzacchiello, 
Nijkamp and Koomen, 2010). Accessibility is a topic that has been widely 
discussed and addressed in the literature regarding both its conceptual 
aspect and its classification and measurement (Zondag and Pieters, 1990; 
Ahlfeldt and Wendland, 2010; Stahle, Marcus and Karlström, 2005; 
Borzacchiello, Nijkamp and Koomen , 2010; Liu and Zhu, 2004; Güray and 
Kemeç, 2016; Mamatoğlu, 2015; Kwan, 1998). The interest in research on 
accessibility is increasing day by day. The increase in this interest is due to 
the fact that it is the main determinant of many researches on sustainable 
development, land use and transportation planning, especially in recent 
years (Borzacchiello, Nijkamp and Koomen, 2010). The concept of 
accessibility helps explaining the mutual and complex relationships 
between urban land use and the transportation system. The publications 
which emphasize indicators and measures related to accessibility in the 
literature provide some empirical ideas in solving this complexity (Song, 
1996; Handy and Niemeier, 1997; Ahlfeldt and Wendland, 2010; Stahle, 
Marcus and Karlström, 2005). 

Creating urban transportation projects and policies related to the 
sensitivity of accessibility is considered important in the context of 
planning. For example, when explaining the accessibility to social and 
economic services which are spatially distributed in different areas in the 
city for the population, it is imperative to establish a rational base in 
accessibility axis. In this respect, spatial analysis has an important place in 
accessibility. 

Generally, there are three known main approaches to accessibility 
(Ettema and Timmermans, 2007; Geurs and Ritsema, 2001). These 
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approaches are; infrastructure-based approach, activity-based approach, 
and benefit-based approach. In the infrastructure-based approach, the 
performance of the transportation system is taken into consideration, while 
in the activity-based approach, the spatial distribution of the activities is 
taken into account. In the benefit-based approach, it focuses on the benefits 
that individuals get from accessibility for a particular goal (Borzacchiello, 
Nijkamp and Koomen, 2010). This study focuses on accessibility in the 
context of the distribution of services offered in the urban area. 

In the new urban space in which mobility towards the periphery has 
emerged, accessibility to certain basic needs has started to gain importance. 
It is possible to state that accessibility to educational institutions is very 
important in this context. In the related literature, studies that show a 
negative relationship between student success and distance to school are 
outstanding (Lin, Huang and Ho 2014). The right for education and thus 
access to educational institutions emerge as an important problem for those 
living in the city. The aim of the study is to analyze the accessibility of 
educational institutions in order to provide a better education. In this 
context, one of the areas where spatial analysis can be utilized is to reveal 
the geographical accessibility of buildings where public services are 
provided (Deniz, 2018). In this study, the accessibility status of public 
educational institutions in which pre-school, primary, secondary and high 
school education is provided is analyzed. 

Location and Main Characteristic of Studied Area 
Kula is a district of Manisa province in the Aegean Region. This study 

area is surrounded by Selendi, Demirci and Köprübaşı in the north, 
Alaşehir in the south, Salihli in the west and Uşak and Eşme in the north 
(Figure 1). Kula city is located on a small plain in the south of the Divlit 
mountain (200 m. high) with a steep slope. Since the city is located in an 
area where young volcanic processes are effective, it has been developing 
on rough and damaged land. This situation also determined the spatial 
development process of the city.  

There is D-300 (E-96) İzmir-Uşak-Afyon highway in the research area. 
This highway, which is an important road in terms of transportation, passes 
roughly in the southern part of the city and played an active role in 
transporting the crops grown in Western Anatolia to the ports in the past. 
While the number of neighborhoods for the city of Kula was 7 in the past, 
the villages were converted into neighborhood status with the Law on 
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Metropolitan Municipalities numbered 6360 in 2012 and so the number of 
neighborhoods increased to 60. Although the villages converted into the 
status of the neighborhood by law, it is obvious that these settlements have 
rural characteristics both scientifically and socio-economically. In addition, 
the settlements that show the characteristics of a village in terms of 
settlement integrity are far from being a part of the city of Kula. For this 
reason, only people populated neighborhoods within the borders of the city 
of Kula was taken into consideration for this research. The population of 
Kula city has been increasing continuously since 1927. The total population 
of the city was 24,468 in 2012 before the big city law came into effect. In the 
same year, the total population of the district became 46,433. However, after 
2012, when all the villages in the district were connected to the city of Kula 
as a neighborhood, the city population increased significantly. While the 
total population of Kula in 2019 was 44,001, including rural neighborhoods, 
the city center population was 24,931. It is understood that the city 
population of Kula has decreased compared to the total population of the 
district. 

 
Figure 1: Location Map of the Study Area 
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Purpose and Limitations 
In this study, it is aimed to determine the accessibility of public schools, 

which are used in education at various levels from kindergarten to high 
school in Kula city, by Network Analysis. Thus, spatial accessibility 
conditions are tried to be determined with the help of Geographic 
Information systems. In the research, only the accessibility status of the 
schools in the city of Kula are analysed, other schools are not included. 
Using the information about the number of public schools subject to the 
study, the situation of education in Kula city is tried to be revealed, and 
some conclusions have been made as a result of analyzes made with GIS. In 
the research area, distribution data of the population by residence at the age 
of school and from the TURKSTAT were not obtained. This situation is 
considered as the most important limitation in making the research more 
rational. It has also been determined that there are deviations in some areas 
related to building locations in the zoning plans. Considering all these 
issues, it is assumed that the entire school age population is distributed 
equally to the buildings. 

METHOD 

Data Sets 
In this study, descriptive analysis method is used. In this context, 

statistical data are mapped, numerical vector data is structured and some 
results are reached with the help of Network Analysis. In the study, the 
location data of the kindergartens, pre-school and primary schools, 
secondary schools and high schools, road network data that allows to 
measure access and distance and the number of buildings in the 
neighborhoods are determined. The road data covering the street used in 
this study was utilized from the basic maps produced by 
www.openstreetmap.org as in similar studies. (Sezer, Deniz and Topuz, 
2018; Sezer, Deniz, Kocaman and Topuz, 2018; Deniz, Kocaman and Topuz, 
2018; Deniz, 2018; Deniz, Topuz and Akbay, 2019). In order to make the 
analysis in the study, neighborhood data and age data of the population 
were obtained from Turkish Statistical Institute. Building information was 
obtained from the municipality of Kula. When Network Analyzes are 
evaluated in spatial dimension, the distance between objects reveals the 
size. Using this method, in Turkey, it is seen that the analysis of a variety of 
educational and health institutions were made (Deniz, Topuz and Akbay, 
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2019; Yasak, 2019; Deniz, 2018; Deniz, Kocaman & Topuz, 2018; Sezer, 
Deniz, & Topuz, 2018; Güray & Kemeç, 2016; Duman & İrcan, 2020). 

Data Analysis 

The vector data provided and produced from using ArcGIS 10.5 
package program was collected in the created database. Network Analysis 
has been made by taking the walking distance specified in the Spatial Plan 
Construction Regulation and the alternative distances discussed in previous 
works as reference (Sezer, Deniz, Kocaman and Topuz, 2019; Deniz, Topuz 
and Akbay, 2019). According to the relevant regulation, it is stated that in 
the zoning plans, a distance of approximately 500 m for kindergarten and 
primary schools, approximately 1,000 m for secondary schools and 
approximately 2,500 m for high schools should be taken into account (Resmi 
Gazete, 14.06.2014, no. 29030). Network Analysis was applied to the schools 
considering the distances specified in the study. In the city of Kula, the 
accessibility of public schools providing education within the Ministry of 
National Education has been determined. Network Analysis of 32 schools 
including 2 kindergarten, 7 pre-school, 8 primary, 7 secondary and 8 high 
schools in Kula have been applied in borders of distances and alternative 
distances specified in the legal legislation. As a result of the analysis, the 
buildings in accessible areas are grouped by neighborhood. School age 
populations and neighborhood populations obtained from Turkish 
Statistical Institute are distributed equally to the residences. With this 
method, it has been tried to determine not only the accessible structure but 
also the accessible school age population. 

FINDINGS 

According to the Network (Network) analysis applied to the city of 
Kula, the accessibility of the public schools affiliated to the Ministry of 
National Education was also examined within the scope of the legal 
regulations and other alternative distances. Building data obtained from the 
zoning plan taken from Kula Municipality was rearranged by using 
ArcMap base maps. According to this data, there are 7947 Building in the 
Kula City. Zaferiye (1780), 4 Eylül (1477) and Seyitali (1244) Neighborhoods 
are the places with the highest number of dwellings. At the same time, these 
neighborhoods contain more than half of the city's population. 

When the addresses of the schools taken from the District National 
Education Directorate are examined, it is seen that there are 32 educational 
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institutions in the city. When the positions of educational institutions are 
examined, it is seen that they are not spread homogeneously to the city. 18 
of the 32 educational institutions in the city gathered in the 4 Eylül 
Neighborhood. There are 2 kindergarten and 7 pre-schools in the area. 

 

Table 1: Accessibility of Kindergartens in Kula City 

Neighborhood 
Name 

Preschool 
Population 

Total 
Number of 

Building 

Number of 
Accessible 
Building 

Accessible 
Building 
Rate (%) 

Accessible 
Population 

   0-500 
(m) 

500-
1000 
(m) 

0-
500 
(m) 

500-
1000 
(m) 

0-
500 
(m) 

500-
1000 
(m) 

4 Eylül 503 1477 514 783 34,8 53,0 175 266 
Akgün 79 1048 0 291 0,0 27,8 0 21 
Bey 111 1199 16 649 1,3 54,1 1 60 
Camii Cedit 26 809 27 709 3,3 87,6 0 22 
Kızılkaya 26 390 0 56 0,0 14,4 0 3 
Seyitali 143 1244 76 741 6,1 59,6 8 85 
Zaferiye 172 1780 0 50 0,0 2,8 0 4 
TOTAL 1060 7947 633 3279 8,0 41,3 84 437 

 

 
Figure 2: Distribution of Kindergartens and Accessibility to Kindergartens 
in Kula City 

When analysis is applied at 500 meters, which is the legal distance to 
kindergartens, the rate of accessibility remains at 8% (Table 1). When the 
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analysis was applied by increasing the distance to 1000 meters, the 
accessibility rate increased to 49.3%. Considering that there are 1060 
children in kindergarten age in the city, only 84 children can reach the 
schools on foot. At a distance of 1000 meters, 521 children remain in the 
accessible area. It was found that the problem disappeared in the 4 Eylül 
(87.8%), Camii Cedit (90.9%) and Seyitali neighborhoods (66%), while there 
was an access problem in all neighborhoods within 500 meters. When the 
analysis was applied to pre-schools, the rate was seen as 54.4% at 500 
meters and 90.8% at 1000 meters (Table 2). Again, 577 of 1060 children of 
pre-schools age are within legal reach and 963 of them are within an 
accessible area (Figure 2). 

Table 2: Accessibility of Pre-schools in Kula City 

Neighborhood 
Name 

Preschool 
Population 

Total 
Number of 

Building 

Number of 
Accessible 
Building 

Accessible 
Building 
Rate (%) 

Accessible 
Population 

   
0-

500 
(m) 

500-
1000 
(m) 

0-
500 
(m) 

500-
1000 
(m) 

0-
500 
(m) 

500-1000 
(m) 

4 Eylül 503 1477 503 694 34,1 47,0 171 236 
Akgün 79 1048 666 380 63,5 36,3 50 29 
Bey 111 1199 726 473 60,6 39,4 67 44 
Camii Cedit 26 809 526 283 65,0 35,0 17 9 
Kızılkaya 26 390 187 203 47,9 52,1 12 14 
Seyitali 143 1244 822 111 66,1 8,9 94 13 
Zaferiye 172 1780 893 751 50,2 42,2 86 73 
TOTAL 1060 7947 4323 2895 54,4 36,4 577 386 

 
It has been determined that there are some problems related to 

accessibility to primary schools, but not as much as kindergartens. When 
500 meters analysis specified in law was applied to primary schools, the 
accessibility rate was calculated as 56.4% (Table 3). At this distance, the 4 
Eylül (44.6%), Kızılkaya (47.9%) and Zaferiye (50.2%) neighborhoods are 
those with an accessibility problem. When the analysis is applied over 1000 
meters, accessibility increases to 91.9%. The district with the lowest 
accessibility at this distance is Seyitali District with 75%. 859 of 1524 
children in primary school age. In the city center there are 500 meters and 
1400 1000 meters distance to these schools on foot (Figure 3). 
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Figure 2: Distribution of Pre-School Schools and Accessibility to Pre-Schools 
in Kula City 
 

Table 3: The Situation of Accessibility to Primary Schools in Kula City  

Neighborhood 
Name 

 6-9 Age 
Population 

Total 
Number 

of 
Building 

Number of 
Accessible 
Building 

Accessible 
Building Rate 

(%) 

Accessible 
Population 

   
0-500 
(m) 

500-
1000 
(m) 

0-500 
(m) 

500-
1000 
(m) 

0-500 
(m) 

500-1000 
(m) 

4 Eylül 682 1477 659 619 44,6 41,9 304 286 
Akgün 136 1048 666 380 63,5 36,3 86 49 
Bey 169 1199 726 473 60,6 39,4 102 67 
Camii Cedit 59 809 526 283 65,0 35,0 38 21 
Kızılkaya 47 390 187 203 47,9 52,1 23 24 
Seyitali 191 1244 822 111 66,1 8,9 126 17 
Zaferiye 240 1780 893 751 50,2 42,2 120 101 
TOPLAM 1524 7947 4479 2820 56,4 35,5 859 541 

 

When the analysis is applied to secondary schools, it is determined that 
the accessibility rate at 1000 meters distance is 89.4%, and when it is applied 
to 2000 meters, the rate is 92.5 (Table 4). 1307 of 1462 children of secondary 
school age can reach secondary schools at a distance of 1000 meters and 
1352 of them can reach to schools at a distance of 2000 meters (Figure 4). 
These results reveal that there is no major access problem in the 
neighborhoods on the field. However, secondary schools are concentrated 
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in the central part of the city. Therefore, it makes it difficult for the buildings 
on the periphery of the city to access the school. 

 

 
 Figure 4: Distribution of Primary Schools and Accessibility to Primary 
 Schools in Kula City 
 

Table 4: Accessibility to Secondary Schools in Kula City 

Neighborhood 
Name 

10-13 Age 
Population 

Total 
Number 

of 
Building 

Number of 
Accessible 
Building 

Accessible 
Building Rate 

(%) 

Accessible 
Population 

   0-1000 
(m) 

1000-2000 
(m) 

0-1000 
(m) 

1000-
2000 (m) 

0-1000 
(m) 

1000-
2000 (m) 

4 Eylül 587 1477 1262 74 85,4 5,0 502 29 
Akgün 150 1048 1041 7 99,3 0,7 149 1 
Bey 170 1199 1199 0 100,0 0,0 170 0 
Camii Cedit 60 809 809 0 100,0 0,0 60 0 
Kızılkaya 41 390 309 0 79,2 0,0 32 0 
Seyitali 192 1244 831 130 66,8 10,5 128 20 
Zaferiye 262 1780 1656 36 93,0 2,0 244 5 
TOTAL 1462 7947 7107 247 89,4 3,1 1307 45 

 

Considering the age of children at school age in high schools, the 
distance specified in the law is determined as 2500 meters. When the 
analysis was performed at a distance of 2500 meters, it was found that the 
accessibility rate is 93.3% (Table 5). Although there are no major problems 
in the neighborhoods in the city center, Kızılkaya (79.2%) and Seyitali 
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(80.1%) are the neighborhoods with the lowest rate.  
 

 
Figure 5: Distribution of Secondary Schools in Kula City and Accessibility to 
Secondary Schools 

 

1350 of the 1447 population in high school age has appropriate access to 
educational institutions on high school level. Although the distance 
specified in the law at high school level is high, high schools concentrate in 
the central part, such as primary and secondary schools, but they result in 
higher accessibility results than schools at other levels. Besides the positive 
results of the analysis, the concentration of the schools in the center makes it 
difficult for students to reach the center from the neighborhoods on the 
edge of the city. 

Table 5. Availability of High Schools in Kula City 

Neighborhood 
Name 

14-17 Age 
Population 

Total 
Number 

of 
Building 

Number of 
Accessible 
Building 
(2500 m) 

Accessible 
Building 
Rate (%) 

Accessible 
Population 

4 Eylül 587 1477 1355 91,7  530 
Akgün 150 1048 1048 100,0 153 
Bey 170 1199 1199 100,0 184 
Camii Cedit 60 809 809 100,0 52 
Kızılkaya 41 390 309 79,2 25 
Seyitali 192 1244 997 80,1 136 
Zaferiye 262 1780 1698 95,4 265 
TOTAL 1462 7947 7415 93,3 1350  
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DISCUSSION AND CONCLUSIONS 
It is understood that the population does not have a regular increase in 

urban areas with the increasing total urban population. Accessibility to 
certain basic needs has become an important factor in the new urban space, 
where mobility towards the periphery has emerged. It is possible to state 
that accessibility to educational institutions is very important in this context. 
The right for education, and hence accessibility to educational institutions, 
is an important problem for those living in the city. The aim of the study is 
to analyze the accessibility of educational institutions in order to provide a 
better education. 

In this research, accessibility to educational institutions was determined 
by Network Analysis applied in the city of Kula. Using the ArcMap 10.2 
program, the locations of public schools providing education within the 
Ministry of National Education in the city of Kula were determined. Only 
public schools are included in the research. Network Analysis has been 
carried out in accordance with the distances and alternative distances 
specified in the legal legislation for 2 nursery schools, 7 kindergartens, 8 
primary schools, 7 secondary schools and 8 high schools in the city. The 
findings as a result of the analysis in this research appear to yield similar 
results with the previous studies (Güray & Kemeç, 2016; Deniz, Topuz & 
Akbay, 2019; Sezer, Deniz, Kocaman & Topuz, 2019; Sezer, Deniz & Topuz, 
2018). When the positions of educational institutions are examined, it is seen 
that they are not spread homogeneously to the city. 18 of 32 educational 
institutions in the city gathered in only one neighborhood. 

As a result of the analysis, it was determined that the most important 
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problem in the area for accessibility is for kindergartens. The main reason 
for this problem is that there are only two kindergartens in the field. These 
kindergartens are located only in the 4 Eylül neighborhood. Within the 
scope of the analysis, only 8% of the 1061 students in the kindergarten age 
can access education at the distances specified in the regulation. In the 
related literature, the publications in which kindergartens with accessibility 
problems are noteworthy (Deniz, Topuz & Akbay, 2019). It is understood 
that this problem occurring in kindergartens in the city of Kula is tried to be 
eliminated with opening new kindergartens in primary schools. 

There are kindergarten classes in 7 of 8 primary schools in the field. In 
the city of Kula, about half of the 1554 primary school students face the 
problem of accessing to schools. As it is difficult for people of this 
educational age to walk long distances, it becomes compulsory to benefit 
from the shuttle service. Almost all primary schools have gathered in the 
city center in the research area. It can be stated that there is a need for 
elementary school in these areas when going towards the periphery. 

As the distance criterion of secondary schools allowed more population 
to reach them, more buildings are included within the accessible area. 
However, it is not in sufficient level. 5 secondary schools that stand together 
towards the center of Bey and Zaferiye neighborhoods attract attention. It is 
believed that it would be better to position a few of these schools in 
different locations in the immediate vicinity. Similarly, it is observed that 
there are problems in the neighborhoods outside the city center for the 
secondary schools. There is a need for secondary schools in these areas as 
the city is expected to expand with the increase in the population in the 
coming years. 

The schools with the least problems in terms of accessibility in the 
research area are high schools. 4 Eylül and Zaferiye neighborhoods 
positioned very close to each other and there is no high school accessibility 
problem for them. However, for the comparison with other educational 
institutions, due to maximum 2500-meter walk distance to school, there are 
high school problems in other neighborhoods. Although high school level 
schools are not distributed equally throughout the city, no major problem 
with accessibility has been encountered. 

It is the fact that the neighborhood borders are wide in the city of Kula 
and the settlements within these neighborhoods are located in a narrow 
area. This situation is thought to be a problem for the future. Considering 
the fact that the settlement area in the city will expand over time, the places 
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of the new schools should be considered when their locations are chosen in 
the city. Consequently, the development macroform of the city should be 
taken into consideration when choosing the locations of educational 
institutions in the future. 
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INTRODUCTION 

According to European Landscape Convention (ELC); an area, as 
perceived by people, whose character is the result of the action and 
interaction of natural and/or human factors. Forman and Godron (1986) 
defined the landscape as follows: landscape as a portion of heterogeneous 
territory composed of sets of interacting ecosystems that are repeated in a 
similar form in space (Burel and Baudry 2003). However, according to 
Forman (1995) landscape is a mosaic which is a mixture of local ecosystem 
or a land use which is repeated in similar forms on vast areas for kilometers 
(Uzun 2015). 

Planning and management of landscape which consists of quite 
different ecosystems and land use, requires an interdisciplinary work 
environment. In the light of ELC “landscape planning” can be defined as 
essential and prospective actions in order to create, enhance and increase 
the value of landscape. 

According to Uzun (2003); in landscape planning, what is important is 
that the protection and using balance should be pressurized, the ecological 
features should be addressed, the usage and ecologic features should be 
evaluated and after all these evaluations, the actions should be identified 
and an environment which promises the least harm to humankind should 
be built (Uzun 2015). 

The word ‘ecology’ was first used by Ernest Haeckel in 1869. Haeckel 
has defined ecology as a branch of science that examines the interactions 
between organisms and their environments. The word is derived from the 
Greek oikos, meaning ‘home’ (Begon et al. 2006). 
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Ecologists are concerned with communities, populations and organisms 
in natüre. they also care about manmade or human influenced 
environments, and the consequences of human effect on nature. 
Environmental problems are on the agenda of politicians in the last few 
years. Ecologists play an important role in ensuring a sustainable future 
(Begon et al. 2006). 

Today ecosystems are facing a number of problems such as climate 
changes, weather anomalies, chemicals and noise. A transdisciplinary 
approach, in which it is considered socially, is required to solve the related 
problems, to understand and evaluate their importance (Barkmann et al. 
2008). 

According to Hobbs (1997) and Liu (2001), it is related to natural 
resource management and landscape ecology. Management activities can 
offer important research opportunities for landscape ecology (Liu and 
Taylor 2002). Because management activities have disturbances that affect 
the landscape structure, functions and the integrity of the landscape. 
Patches and corridors, managed and planned in accordance with landscape 
ecology approaches, increase or decrease the movement of species, energy 
and material flow (Liu and Taylor 2002). 

Ecology and planning are basically supplementary disciplines. For 
instance, while ecology focuses on the functioning of ecosystems or 
resources, planning focuses on the use of these resources for human benefit 
(Tunçay et al. 2009). According to Botequilha- Leitao et al. (2004), planning 
is an activity that deals mostly with spatial problems. Planning should 
include more ecological principles in increasing the integration of these two 
disciplines. In addition, ecology should take a more anthropogenic point of 
view instead of its approach that sees people separate from natural systems, 
and should especially emphasize its spatial dimension (Tunçay et al. 2009). 

According to Ahern (1995), Linking natural and semi-natural habitats 
provides some benefits for wildlife. The links between urban green and 
open spaces provide benefits for human beings. In urban environments, it is 
more beneficial to think of networks aimed at protecting nature and people 
(Ersoy 2016). Selman (2006) and Noss et al. (2012) emphasized the transition 
to multi-functional detailed and holistic planning approaches in which 
urban and human interactions are evaluated together in urban 
environments (Ersoy 2016). 

The aim of this study is to define some concepts related to ecology and 
landscape ecology used in landscape planning, to bring a perspective and 
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how to use these concepts with a holistic approach focused on nature and people. 

MATERIALS AND METHODS 

The material of the research is published in articles, books etc. on 
ecology, landscape ecology and landscape planning. the literature 
constitutes the scans. In this study, the use of some concepts used in ecology 
and landscape ecology in landscape planning is examined in three stages: 
- Firstly, some definitions related to the populations and communities 
within the ecosystem as ecological concepts, the concepts of individual 
ecology, synecology, habitat and biotopes and succession were emphasized. 
- Secondly, in terms of landscape ecology, some concepts related to patch 
size, patch number, patch edge and core areas are emphasized. 
- Finally, some suggestions have been made by focusing on the effects of 
ecology and landscape ecology based concepts and approaches to landscape 
planning. 

The hierarchy order in biology was taken as basis in the selection of 
concepts related to ecology and landscape ecology. It is aimed to establish 
landscape planning relation with some concepts about population, 
community, ecosystem and landscape. Apart from these concepts, it may be 
possible to establish and evaluate the relationship between more ecological 
and landscape ecology-based concepts and landscape planning. 

RESULTS 

One of the concepts that will help us in determining the boundaries of 
the landscape concept is the "hierarchy order" used in biology. Systems with 
both live and lifeless parts are called biosystems. Biosystems start from 
genetic systems and gradually continue to the landscape level and then to 
the ecosphere level within the hierarchy order. The steps of the hierarchy 
order in biology are listed from small to large cells, tissues, organs, organ 
systems, organisms (living individuals), population, community, ecosystem, 
landscape, biome, ecosphere (Odum and Barrett 2008). In other words, 
different ecosystem mosaics constitute the landscape. In this case, landscape 
planning, protection and management also includes the management of 
different ecosystems that make up the landscape, the analysis and analysis 
of the relations between ecosystems and ecological functions. 

Ecology is like everyone's field of science, because most people have 
thought about nature and made some observations. However, ecology is 
not an easy science as expected. Ecology is related to three levels of the 
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biological hierarchy system. These levels are the organisms, the populations 
of organisms, and the communities of populations (Begon et al. 1990). 
Below are some examples of the relationship between ecology and 
landscape planning. 

Some Ecology Based Concepts and Landscape Planning 

Population density, size, distribution (clustered, regular, random) and 
age distribution constitute population dynamics. Population ecology 
studies are gaining importance in the plans made for protected areas. In 
decision processes, especially protection, usage and selection of buffer zones 
are evaluated together with the habitats of important species. The key, flag, 
umbrella and indicator types determined in collaboration with flora and 
fauna experts in the field of planning guide the planning studies. When 
coming from rural areas to urban areas, green corridors, green belts, green 
spots, which form part of urban open and green areas, gain importance. 
These areas contribute to the continuation of natural processes within urban 
ecosystems. Such areas, including key, flag, umbrella, and indicator species 
in urban landscapes, support the sustainability of cities. 

It is known that there are some unexpected changes in disturbance 
regimes, biota, landscape structure, physiological stresses and cultural, 
economic, and political factors issues with urbanization (McDonnell and 
Pickett, 1990). 

With the urbanization in recent years, urban areas have been changed 
by human influence and there are almost no natural habitats left. Some 
studies are conducted on the effects of knitting on ecosystems at global, 
regional and local scales. While the amount of general species increases in 
urban areas, the amount of special species decreases. In addition, animals 
can adapt to urban ecosystems more. (Jokimäki et al. 2011). However, there 
are still some special species and habitats towards rural areas, especially in 
cities with river valleys. 

There are similar situations in communities, which are a community of 
living things that are populations of different species and live in a particular 
area. Competition between species should be carefully evaluated in 
planning and design studies. Especially in urban ecosystems, occupying 
and exotic species may cause some problems in the functioning of natural 
processes (water infiltration, habitat function, erosion process) in time. In 
addition, good identification and analysis of symbiotic relationships, such 
as mutualism, parasitism, commensalism, in Communities is particularly 
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important in the sustainability of natural resources. This situation requires 
transdisciplinary studies of professions on natural sciences and spatial 
planning in the planning of rural and urban areas. 

It is recommended to use the bases for populations and communities in 
urban or rural areas in the open and green space plan, structural plan, and 
revision of spatial plans. This type of information serves to understand the 
concept of ecosystem, which determines a biological system of very 
complex interplay and relationships between living things and the lifeless 
environment. 

With the European Landscape Convention signed in 2000, the 
protection, planning and management of landscapes consisting of a 
combination of different ecosystems began to be perceived more 
universally. Understanding the dynamics within ecosystems is possible 
with ecological based approaches in the sustainable management of a city, a 
region and basin landscape. Ecosystems can be natural ecosystems such as 
forests, lakes, wetlands, streams (Meyer et al. 2005, Schwartz, et al. 2000) or 
artificial ecosystems such as agriculture, rural and urban settlements 
(DeFries, et al. 2004). In this context, the identification of the biological 
structure (producers, consumers and decomposers), climatic and soil-
related features of each ecosystem, as well as natural processes within the 
ecosystem helps us to make spacial plan or landscape plan decisions. 

Human beings have been making changes in land cover / use since its 
existence. There are some conversion of land to grow crops, raise animals, 
obtain timber, and build cities. While this conversion benefits human beings 
for their basic use, it is one of the changes such as the provisioning of 
freshwater, regulation of climate and biogeochemical cycles, and 
maintenance of soil fertility in issues that are also defined as ecosystem 
services today (DeFries, et al. 2004). 

In this context, the individual ecology that examines the relationship 
between the individuals of a species or the environments of the individuals 
and the synecology that examines the relationship between the individuals 
and living environments of a community of various species helps us to 
understand the ecosystems. This will enable us to manage the processes of 
conversion of lands into different uses. 

Identification of habitats where a species can continue its vital activities, 
identification of biotopes related to a community contributes to the 
conservation and use balance in planning studies. In this context, biotope 
mapping studies are used in some countries to decide the development 
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aspects of the city (Werner 1999, Hong et al. 2005, Qiu et al., 2010) 
Habitat losses and isolation pose risks on biodiversity at the global, 

regional and local level. The study of habitat fragmentation provides an 
important link between the concepts and principles of landscape ecology 
and the practice of landscape architecture and planning (Collinge 1996). 
Therefore, knowing the natural processes in the landscape with biotope 
mapping studies gains importance in the restoration of degraded 
ecosystems or landscape. One of the processes that is important in restoring 
the damaged habitats is ecological success. 

Succession is most simply defined as species change over time. Such a 
process is readily observed in many ecosystems. According to Glenn-Lewin 
& van der Maarel, (1992), Temporal changes in the characteristics of an 
ecosystem, a community or a population are closely associated with species 
change. So that, succession is sometimes measured by these variables 
(Walker and Moral 2003).  

The use of the concept of sustainability, which emerged in the 1990s, in 
planning and management approaches has gained more importance in 
recent years. In this context, continuing the relations between different land 
uses, ecosystems and biotopes depends on the use of ecological information 
(Leitao and Ahern 2002). Landscape ecology studies, which is an important 
tool in transferring ecological information to spatial planning, has become a 
very useful tool for landscape planning in recent years. Below are some 
concepts related to landscape ecology and landscape planning. 

Some Landscape Ecology Based Concepts and Landscape Planning 

In the planning process, determining the scale has an important place 
within the scope of “hierarchy theory”. Because it is important to divide 
time and space into stages. It is necessary to create a structure in a 
hierarchical order from upper scale to lower scale, which is emphasized in 
physical planning studies. In this context, it is important to define the 
location and functions of the ecosystems that make up the landscape in time 
and space scale in spatial planning (Uzun 2003). Therefore, landscape 
ecology serves as an important tool in the hands of the planner. 

Landscape ecology includes landscape pattern studies, interaction 
between the patches in landscape mosaic and the changes in these patterns 
and interaction in the course of time. Landscape ecology focuses on the 
structure of landscape, function of landscape and change in landscape. 
Landscape ecology is a reference point that influences ecologic processes 
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strongly for landscape element patterns (McGarigal and Marks, 1994).  
Landscape contain patches, corridors and matrix. These elements are 

used for the development of general principles and comparison of really 
different landscapes. There is also an area of usage in “Land Use Planning” 
and “Landscape Architecture”, because spatial patterns have a strong 
control over movements, courses and changes (Dramstad et al., 1996). The 
model that is used in this context can also be called as “patch-corridor-
matrix”. 

There are some landscape metrics used in landscape ecology and 
landscape planning. These metrics are landscape composition and 
configuration metrics. Landscape composition metrics contain patch 
richness and class area proportion, patch number and patch density, patch 
size etc. Landscape configuration metrics contain patch shape, edge 
contrast, patch compaction, nearest neighbor distance etc. (Uzun et al. 2011). 

After analyzing the structure, function and change of the landscape, it 
will guide the planner both to reveal the existing structure and to reveal the 
human and natural interventions that cause changes within this structure 
(Uzun 2003). 

Patch density, size and variability metrics usually state landscape 
structure by far the best. The number of patches of a special habitat type 
may have an effect on variability in ecologic process depending on the 
content of the landscape (McGarigal and Marks, 1994). The patch metric and 
patch number are some of the important metrics to evaluate landscape in 
landscape ecology and landscape planning (McGarigal and Marks, 1994; 
Forman, 1995; Dramstad et al., 1996; Helzer and Jelinski, 1999; Leitao and 
Ahern, 2002; Winter et al., 2006; McGarigal et al., 2009). 

Form metrics that are in the level of patch, class and landscape are used 
in the metric of landscape structure. Metrics related to the patch shape 
contribute to explaining the movements of some animals and ecologic 
processes (McGarigal and Marks, 1994).  

Patch shape is one of the important metrics that are evaluated in patch-
corridor-matrix model (McGarigal and Marks, 1994; Forman, 1995; 
Dramstad et al., 1996; Marzluff et al., 2004; Munroe et al., 2007; McGarigal, 
et al., 2009). Patch shapes are important ecologically as they affect 
movements and courses (food, energy, etc) in landscape. A long patch is 
more effective in the protection of the species that live in internal habitats 
than a round patch. Books and articles state that round patches have the 
optimum shape ecologically (Forman, 1995).  
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Another metric that is used in landscape metrics is Edge Metric 
(McGarigal and Marks, 1994; Forman, 1995; Dramstad et al., 1996; Olson 
and Andow, 2008; McGarigal et al., 2009). According to Simberloff (1994), 
“Edge effect”, which is very well known in ecology, species in a border line 
or ecological transition areas generally differ from those of a habitat's core 
areas. Long narrow conservation zones contain a greater variety of habitats 
than round areas because the habitat types they cover are diverse (Çolak 
2001). Circle-shaped stains support internal types, long narrow-shaped 
stains support edge types (Turner et al. 2001). Therefore, some planning 
strategies can be developed depending on whether the species that need to 
be protected prefer internal habitats or edge habitats. 

Along with microclimate, soil and animals, human has the most impact 
on the formation of patch borders. Planning and design principles 
supporting the Live movements should be found in planning the green 
areas in the city. Artificial patches such as parks and corridors to be created 
in the city are important in establishing connections with large forest or 
protected area patches around the city. The species structure and 
positioning of the plants to be placed in these spots should be carefully 
considered. This situation should be considered especially in open and 
green area system planning. 

Core area metrics reflect both the landscape composition and landscape 
configuration metrics (McGarigal and Marks,1994). Core area is one the 
important metrics that is used in landscape metrics (McGarigal and Marks, 
1994; Forman, 1995; Dramstad et al., 1996; McGarigal et al., 2009). Core areas 
are defined as some spaces with some special edge distances inside the 
patch (McGarigal and Marks, 1994). 

Corridors in the landscape are important in maintaining the connection 
between different patches. In some cities, green corridors or green wedges 
include vegetative corridors and the connection of these corridors with 
natural corridors such as rivers provide some ecological benefits to urban 
open and green space systems. These corridors have benefits such as 
biodiversity conservation, flood control, habitat areas for some species, 
recreation opportunities for humans. 

Large patches in rural and urban landscapes are important in landscape 
planning. While making plan decisions, it should be tried to be protected as 
much as possible. Because it contributes greatly to the functioning of natural 
processes between different ecosystems. Likewise, small patches can 
sometimes make important contributions to the preservation of natural 
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processes and habitat diversity in that region, and to their live movements. 
In this context, they can be used as a stepping stone from time to time to 
ensure the connection between big patches or big parks in the city. 

Good identification of the patches that make up the landscape will 
provide us with important tips in landscape restoration. Identification of an 
diturbance patch, remnant patch, revealing the reasons for its formation will 
enable faster planning of landscape restoration. In addition, success will 
play an important role in this process. The restoration of landscapes will be 
one of the issues that landscape planners and other professional disciplines 
will emphasize the most in this century. 

CONCLUSIONS 

Protection of habitats and biotopes related to living things is easier on 
large scales. “For instance, protection of water quality and stream corridors 
cannot be achieved through local zoning but requires political and 
management action at the state, regional, national, and ultimately, the 
global levels. Landscape ecology is a rapidly growing interdisciplinary field. 
Its concepts, theories, and methods are uniquely relevant in addressing 
large-scale issues in natural resource management (e.g., biodiversity 
conservation, land-use planning)” (Odum 2002). 

Some suggestions have been made in the integration of some of the 
above mentioned ecological and landscape ecology concepts into spatial 
plans. 

- Preparation of spatial plans with a transdisciplinary approach 
- Establishing relations between ecological concepts and social and 

economic structure 
- Adding ecological analysis that will contribute to human comfort to 

economy-oriented urban developments 
- Developing the human origin of decision makers with ecological 

perspectives 
- To make the balance between human and natural resources in 

decision-making processes, changes in management structures of 
administrative structures 

- Examining the natural processes (infiltration, erosion, etc.) occurring 
at the upper scales, the plans and design decisions at the lower scales 
support the processes at the upper scales. 

 

Antrop (2007) made similar determinations: “The use of landscape 
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ecological knowledge in planning and management is still in its infancy (Dale et al. 
2000). Landscape planning is a complex problem as multiple approaches are 
possible and many aspects need to be dealt with. Applying landscape ecological 
knowledge demands increasingly an inter- and transdisciplinary approach (Bastian 
2001, Opdamet al. 2001, Tress et al. 2003). In highly dynamical complex 
landscapes, such as urbanized ones, the discussion focuses on issues of 
multifunctional land use (Fry 2001, Brandt and Vejre 2004), sustainability of 
landscapes (Haines-Young 2000), and designing future landscapes (Nassauer1997, 
Steinitz2001). Spatial planning, rural development, landscape conservation, and 
landscape design are directly involved in many aspects of land-use or land-cover 
changes. Changes in land use and land cover are important indicators of processes 
that act on different spatial scales ranging from action by local agents to global 
processes (Dale et al. 2000, Agarwal et al. 2002). Thus, land use and land cover are 
essential data sources in landscape classification and typology (Mu¨ cher et al. 
2003) as well as modeling changes and predictions (Baulies and Szejwach 1997, 
Veldkamp and Lambin 2001).” 

As a result, a number of methods and approaches related to ecology 
and landscape ecology should be integrated into spatial planning within the 
framework of landscape planning. A good understanding of such concepts 
and their internalization in spatial planning will provide a good 
understanding of the structure of ecosystems and processes in spatial 
patterns. Therefore, an important contribution will be made to the physical 
planning process, which tries to create a new structure and tries to manage 
the processes in spatial patterns. Thus, the integration of sustainability 
principles into spatial plans will be achieved. 

 
 

REFERENCES 

Antrop, M. (2007). The preoccupation of landscape research with land use 
and land cover. J. Wu, R. Hobbs (Eds.), Key Topics in Landscape 
Ecology, Cambridge University Press, Cambridge, UK (2007), pp. 11-38. 

Barkmann J, Blume H-P, Irmler U, Kluge W, Kutsch WL, Reck H, Reiche 
EW, Trepel M, Windhorst W, Dierßen K (2008) Ecosystem research and 
sustainable land use management. In: Fränzle O, Kappen L, Blume H-P, 
Dierßen K (eds) Ecosystem organization of a complex landscape, vol 202, 
Ecological studies. Springer, Berlin, pp 313–344. 

Begon, M., Harper, J. L. and Townsend, C. R. (1990). Ecology. Individuals, 



 
 

368 
 

populations and communities, Second ed. Blackwell Scientific, Boston. 
Begon, M., Townsend, C.R. & Harper, J.L. (2006). Ecology: From Individuals 

to Ecosystems. Blackwell Publishing, Oxford. 
Burel F, Baudry J (2003) Landscape ecology: concepts, methods and 

applications. Science Publishers, Enfield. 
Collinge, S. (1996) Ecological consequences of habitat fragmentation: 

Implications for landscape architecture and planning. Landscape and 
Urban Planning 36, 50–77. 

Çolak, A.H., (2001). Ormanda Doğa Koruma (Kavramlar, Prensipler, 
Stratejiler, Önlemler). Milli Parklar ve Av – Yaban Hayatı Genel 
Müdürlüğü Yayını. Ankara. 

DeFries, R., Foley, J.A. & Asner, G.P. (2004). Land‐use choices: balancing 
human needs and ecosystem function. Front. Ecol. Environ., 2, 249– 257. 

Dramstad WE, Olson JD, Forman RTT (1996). Landscape Ecology Principles 
in Landscape Architecture and Land – Use Planning. Harvard 
University, Graduate School of Design, Island Pres, American Society of 
Landscape Architects. 

European Landscape Convention (ELC) (2000). 
https://www.coe.int/en/web/landscape. (Accessed: 10 June 2020). 

Ersoy E. (2016). Landscape Ecology practices in planning: landscape 
connectivity and urban networks. Sustainable urbanization. 
Doi:10.5772/62784. 

Forman RTT (1995). Land Mosaics. The Ecology of Landscape and Region. 
Cambridge University Press. Cambridge, UK. 

Helzer C.J., Jelinski D.E. (1999). The Relative Importance of Patch Area And 
Perimeter–Area Ratio To Grassland Breeding Birds. Ecological 
Applications, 9(4): 448–1458. 

Hong SK, Song IJ, Byun B, Yoo S, Nakagoshi N.(2005). Applications of 
biotope mapping for spatial environmental planning and policy: case 
studies in urban ecosystems in Korea. Landscape Ecol Eng;1(2): 101–112. 

Jokimäki J, Kaisanlahti-Jokimäki ML, Suhonen J, Clergeau P, Pautasso M. 
(2011) Merging wildlife community ecology with animal behavioral 
ecology for a better urban landscape planning. Landscape and Urban 
Planning 100: 383–385. 

Leitao AB, Ahern J (2002). Applying landscape ecological concepts and 
metrics in sustainable landscape planning. Landscape and Urban 
Planning 59: 65-93 

Liu, J. & Taylor, W.W. (2002) Integrating Landscape Ecology into Natural 



 
 

369 
 

Resource Management. Cambridge University Press, New York, NY. 
Marzluff JM, Millspaugh JJ, Hurvitz P, Handcock MS (2004). Relating 

Resources To A Probabilistic Measure of Space Use: Forest Fragments 
and Steller’s Jaysi Ecology, 85(5): 1411–1427. 

McGarigal K, Marks B.J. (1994). Fragstats. Spatial pattern analysis program 
for quantifying landscape structure. Version 2.0. Corvallis: Forest Science 
Department, Oregon State University. 

McGarigal K, Tagil ES, Cushman S.A. (2009). Surface metrics: an alternative 
to patch metrics for the quantification of landscape structure Landscape 
Ecol, 24:433–450. 

J.L. Meyer, M.J. Paul, W.K. Taulbee 2005. Stream ecosystem function in 
urban landscapes J N Am Benthol Soc, 24 (2005), pp. 601-612. 

M.J. McDonnell, S.T.A. Pickett (1990). Ecosystem structure and function 
along urban–rural gradients: an unexplored opportunity for ecology 
Ecology, 71 (1990), pp. 1232-1237 

Munroe DK, Nagendra H, Southworth J (2007). Monitoring landscape 
fragmentation in an inaccessible mountain area: Celaque National Park, 
Western Honduras. Landscape and Urban Planning 83(2-3):154-167. 

Odum, E.P. (20029. Foreword. Edited by Liu, J. & Taylor, W.W. (2002) 
Integrating Landscape Ecology into Natural Resource Management. 
Cambridge University Press, New York, NY. 

Odum, E.P., Barrett, G.W. (2008). Foreword, Turkish Translation of 
Fundamentals of Ecology. Fifth Edition. Palme Publications, Ankara, 
Turkey 

Olson D, Andow ED (2008). Patch edges and insect populations. Oecologia. 
155:549–558. DOI 10.1007/s00442-007-0933-6. 

L. Qiu, T. Gao, A. Gunnarsson, M. Hammer, R. von Bothmer (2010). A 
methodological study of biotope mapping in nature conservation Urban 
Forestry & Urban Greening, 9, pp. 161-166. 

Schwartz, M.W. Brigham, C.A., Hoeksema, J.D., Lyons, K.G., Mills, M.H., 
Van 

Mantgem P.J. (2000). Linking biodiversity to ecosystem function: 
implications for conservation ecology Oecologia, 122 (2000), pp. 297-305 

Tunçay, H.E., Kelkit, A., Deniz, B., Kara, B., Bolca, M., (2009), Peyzaj 
strüktür indeksleri ile koruma alanları ve çevresindeki peyzajın geçirdiği 
değişimin tespiti ve alan kullanım planlaması önerilerinin geliştirilmesi: 
dilek yarımadası-menderes deltası milli parkı ve bafa gölü koruma alanı 
örneği. Tubitak Proje No: 106Y015. Ankara. 



 
 

370 
 

Turner, M.G., Gardner, R.H. & O'Neill, R.V. (2001) Landscape Ecology: in 
Theory and Practice. Springer‐Verlag, New York. 

Uzun O (2003). Landscape Assessment and Development of Management 
Model for Düzce, Asarsuyu Watershed. The Graduate school of Natural 
and Applied Sciences, Ankara University, Landscape Architecture 
Department. Ankara-Turkey 

Uzun O. Çetinkaya G. Dilek F. Açiksöz S. Erduran F. (2011). Evaluation of 
habitat and bio-diversity in landscape planning process: Example of 
Suğla Lake and its surrounding area, Konya, Turkey. African Journal of 
Biotechnology , 10 (29), 5620-5634  

Uzun, O. (2015). Some of the Landscape Planning Approaches in the World 
and in Turkey. Environment and Ecology at the Beginning of 21st 
Century. Editörler: Prof. Dr. Recep Efe, Prof. Dr. Carmen Bızzarrı, Prof. 
Dr. İsa Cürebal, Prof. Dr. Gulnara N. Nyusupova. St. Kliment Ohridski 
University Press. ISBN 978-954-07-3999-1. (61-79). Sofia. 

Walker, L.R. Del Moral, R. (2003). Primary Succession and Ecosystem 
Rehabilitation. Cambridge University Press, Cambridge. 

Werner P (1999). Why biotope mapping in populated areas? Deinsea 5:9–26 
Winter M, Johnson DH, Shaffer JA, Donovan T, Svedarsky WD (2006). Patch 

Size and Landscape Effects on Density and Nesting Success of Grassland 
Birds. Wildlife Damage Management, Internet Center for USGS Northern 
Prairie Wildlife Research Center. University of Nebraska – Lincoln.



 
 

371 
 

 
 

 
 
 

Section III 
Management and Administration



 
 

372 
 

Chapter 21 

Model Proposal for Control Planning with Multi-Layered 
Artificial Neural Networks in Inspection∗ 

Melih ENGİN1 and Vedat KARAGÜN2 
1Assoc. Prof. Dr.; Bursa Uludağ University, İnegöl Faculty of Business, Bursa-Turkey 
2Lecturer; Harran University, Akçakale Vocational School, Şanlıurfa-Turkey 

 
 
 
1. INTRODUCTION 

 

Nowadays, accounting transactions and auditing have become more 
complicated with the economic developments. For this reason, new 
techniques have started to be sought. Businesses started to sell more with 
the developing technology. The more data in the business, the greater the 
probability of errors and fraud. This shows that more precautions should be 
taken for businesses. 

Artificial neural networks have been used in the study because it is a 
good estimation method. The aim of the study is to reveal the advantages of 
using artificial neural network model with the help of a model to be 
developed. Although artificial neural network model was used in many 
areas and good results were obtained, the fact that this model was not used 
in the field of audit was effective in determining the subject of the study. 

In the study, the audit process and the stages of the audit process are 
mentioned. In addition, artificial neural networks have been extensively 
studied. In the last section, the use of artificial neural network model as a 
review technique and its results are shown on the financial data of an 
company traded in the furniture sector. Although analytical examination 
techniques can be used in many stages of the audit, the study was preferred  

---------------------- 
∗This study was summarized from the master's thesis, which was carried out under 
the supervision of Melih ENGİN and prepared by Vedat KARAGÜN under the title 
of “A Model Proposal in Audit Planning with Digital Analysis Techniques and 
Multi-Layer Artificial Neural Networks Used in Auditing” and turned into a book 
chapter. 
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in the planning stage of the audit. Because analytical examination 
techniques used in the planning stage of the audit provide great 
convenience to the auditor in determining the scope of the audit 
procedures. 

In the study, 11 years of financial data of an company which is traded 
in the furniture sector, which was audited between 2006-2016, was used. An 
artificial neural network model has been developed that can predict account 
balances for a certain period of business. In order to test the model, the data 
between 2006 and 2012 are training; Data between 2013 and 2016 were used 
as test data. The data between 2013 and 2016 were analyzed and compared 
with the estimated data. As a result of the study, it was seen that artificial 
neural networks provide great convenience to the auditor. With the help of 
the model in question, the auditor; determined the financial data that had to 
be audited and compared the financial data declared by the company and 
determined the inconsistent financial data. Thus, the auditor provided great 
convenience in determining the scope of the audit procedures due to the 
detection of financial data with high risk of fraud or error. 

 

2. AUDIT PROCESS 
 

The purpose of the audit is to obtain sufficient and valid evidence of the 
financial statements as a whole. Once the auditor has identified specific 
audit objectives for each item in the financial statements, he or she can 
identify the evidence collection process. After carrying out the monitoring 
process, he decides the evidence to collect. The audit process starts with 
customer selection and acceptance of the job, not with evidence collection, 
and continues with the planning of the audit and the audit work. The audit 
process consists of four stages in total (Bozkurt, 2012: 77-78): 

Customer Selection and Acceptance of Audit Work: Gathering 
information at the stage of customer acceptance, interviewing the previous 
auditor of the business, writing the audit agreement letter and signing the 
audit contract for the audit. 

Audit Planning Stage: Gathering information about business activities 
in order to recognize the customer business, preparing the audit program, 
preparing the work program in terms of workforce and time planning. 

Stage of Execution of the Audit Program: Examination of the internal 
control system and post-review evaluation, making changes in the audit 
program where necessary, investigating whether the account balances are 



 
 

374 
 

correct and evaluating the evidence collected. 
Completion of the Audit and Reporting of the Findings: Making 

judgments about the reality of financial statements, shaping the judiciary, 
writing and publishing the audit report. 

The audit planning phase, which is the focus of the above-mentioned 
audit processes, is described in detail below. 

 

3. AUDIT PLANNING 
Planning is the process of determining when and by whom to take 

steps to achieve a specific goal. Audit planning is divided into sub-sections 
of the audit of the company to be audited, assigning auditors and assistants 
to assist in the audit, determining which audit objectives should be 
achieved in each audit area, which techniques will be used, and what kind 
of evidence should be collected in the audit, when and It is the 
determination of who will do it (Yılancı et al., 2012: 50). 

The most important condition for the successful completion of the 
business activity; it is a good management of that activity. The first and 
most important step of good management is planning. If an activity is 
carried out without adequate planning, the desired purpose may not be 
achieved and failure may have been accepted at the beginning. A planning 
is to achieve more efficient results not only to reach the goal but also by 
consuming less resources while reaching the goal. Before starting the audit, 
a very good planning should be done (Yılancı et al., 2012: 50). 

The purpose of the audit plan is to divide the audit subject into audit 
areas, to assign the auditors by distributing them among the audit areas, to 
determine the audit methods and techniques accepted in each audit area 
and to schedule the audit activities (Gücenme, 2000: 62). 

During the planning phase of the audit; detailed information about the 
business should be collected, the objectives of the audit, its level of 
significance, risk, when to be done and the audit program should be 
prepared (Gücenme, 2000: 62, Yılancı et al., 2012: 50). 

Thanks to planning, the auditor uses less labor and time, chooses the 
right audit strategies and finishes the audit in less time (Yılancı et al., 2012: 
50-51). 

The most important and critical phase of business activity is planning. 
It is very difficult to complete a job at the desired level and positively 
without planning. Because starting a business without planning increases 
both costs, takes more time than necessary and minimizes the possibility of 
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performing an audit service as desired. 

4. ARTIFICIAL NEURAL NETWORKS (ANN) 
 

All of the computer systems that are developed with the aim of self-
realizing the skills such as obtaining, creating and revealing new 
information through learning, which is one of the most basic features of the 
human brain, are called ANN (Öztemel, 2003: 29). Inspired by the examples 
people have made, they are called all computer systems that can learn 
events, react to events from the environment, and determine what to do. 

ANN is an artificial intelligence technology that produces successful 
results in multivariable and mixed interactions between variables and 
where there is no single solution (Çelik, 2010: 136). From the examples it has 
learned, it learns how to decide on an event that comes up later and decides 
accordingly. 

When we look at the previous studies in finance, accounting and 
auditing in the literature, it was found that artificial neural networks are 
mostly used in the prediction of financial failures and bankruptcies of 
businesses. Küçükkocaoğlu et al. (2009) used artificial neural networks to 
detect financial information manipulation in their studies. In the study of 
Wei-Sen and Yin Kuan (2009), we can see that they use artificial neural 
networks to predict business bankruptcies. In their study, Kutlu and Bodur 
(2009) aimed to estimate the ISE index with the feed forward artificial 
neural network technique. It is seen that artificial neural networks are used 
in the audit area as well as in the financial field. In their study, Etherdige et 
al. (2000) applied the artificial neural network model to estimate the 
financial position of the customer. In this study, they used three different 
neural networks comparatively. They used the ratios of financial data 
obtained from 1139 banks as input. Yılancı et al. (2008) developed a decision 
support tool by using artificial neural networks to determine the control risk 
levels of the company. They collected the internal control information of the 
company with the survey method. In line with this information, the internal 
control risk levels of the company were tried to be determined and the 
opinions obtained from the auditors were compared with the accuracy of 
the estimates. Karaatlı et al. (2014) emphasized the importance of the audit 
planning stage in their study. In audit planning, they used 10 different 
items of an company as variables and planned to predict a certain future 
period of the company by making use of past observation values. 
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4.1. History of Artificial Neural Networks 

Studies have been conducted on how the human brain works since the 
existence of human beings. Curiosity caused by these studies caused the 
emergence of computers. The first computers were used only as calculators. 
As a result of the developing technology and the curiosity of human beings, 
very complex systems have emerged. Nowadays, ANN which has been 
studied is an indicator of these systems (Öztemel, 2003: 37). 

In 1943, the first artificial neural network model was created by 
neuroscientist Warren McCulloch and mathematician Walter Pitts. Based on 
the calculations made by the human brain, McCulloch and Pitts created a 
simple neural network with electrical circuits (Elmas, 2007: 26). They 
showed that it is possible to formulate any logical expression with this 
ANN. They concluded that learning rules should work parallel to each 
other (Öztemel, 2003: 37). 

It is possible to divide ANN into two before and after 1970. The reason 
for this distinction is that 1970 is a turning point for ANN. 

We can see some works done before and after 1970 chronologically 
below (Öztemel, 2003: 38-41). 

Studies carried out before 1970: 
In 1890, the first publication study was carried out on the structure and 

functions of the human brain. In 1911, the idea that the human brain is 
made up of certain components, these components are in a certain order 
and are made up of nerve cells. In 1943, calculations based on artificial 
nerve cells were introduced and logical circuits were developed. In 1949, it 
started to be developed in such a way that biological learning is possible 
and learning can be realized by computers. ADALINE and Widrow 
learning algorithms and single layer sensors were developed between 1956-
1962. The first machine learning book was published in 1965. Advanced 
learning algorithms were developed between 1967-1969. In 1969, it was 
understood that single-layer sensors did not have the ability to solve 
problems, and DARPA stopped supporting ANN and supported different 
artificial intelligence studies. 

Studies carried out after 1970: 

Correlators that were linear between 1969 and 1972, correlation Matrix 
memory in 1972, and sensors with multiple layers were developed in 1974. 
It was concluded that learning without teacher is possible (1978: ART model 
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was developed. 1982: Kohonen learned and SOM models developed). In 
1982, Hopfield networks began to be developed and multi-layer sensors 
were developed. Boltzman machine started to be developed in 1984. In 
1985, the generalized Delta learning rule was developed. RBF models were 
developed in 1988 and PNN models and GRNN models started to be 
developed in 1991.  

The study done since 1991 is so much that it cannot be finished by 
counting. 

4.2. General Features of Artificial Neural Networks 
 

Machine performs learning, knows how to make a decision in the event 
it has learned. It stores information, as in other programs, information is 
stored in one place or on the network, not in the program. It is difficult to 
reveal information and use and interpret it because it stores it on the 
network. Learns to learn from examples. Based on the events that happened 
before, whenever there is a similar event, he decides accordingly. Trainings 
and performances must be tried before they can be operated safely. It 
determines the relationship between the events in the example by 
processing the previous examples into the network and running the own 
mechanisms of the network from these examples. Even if there is missing 
information, it can produce results based on them since it has been trained 
before. Since the information is spread over the network, it has scattered 
memory. Since it works on numbers, it cannot get results from the 
information shown with symbolic expressions (Öztemel, 2003: 31-33). 

 

4.3. Model and Structure of Artificial Neural Network 
The problem is represented by the formula, the sample data set is 

created according to the formula shown, and the model is created according 
to the given training set. The created model is evaluated, whether the model 
is valid is tested. If the model is valid, it is applied, if it is not valid (Terzi & 
Şen, 2015: 484). 

ANN structure consists of three layers (input, hidden and output). The 
input layer is the first layer of the network, allowing external data to be 
included in the model. The last layer is the output layer. This layer is the 
layer that gives the outside result as a result of processing the data received 
by the input layer. Another layer between input and output is the hidden 
layer. This layer has no relation with external and external connections. It 
only transmits signals from the input layer to the output layer 
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(Küçükkocaoğlu et al., 2007: 11-12). The structure of ANN is as in Figure 1. 

 
Figure 1: Structure of Artificial Neural Networks 
Source: Terzi and Kıymetli, (2015) 

4.4. Usage Areas, Advantages and Disadvantages of Artificial Neural 
Networks 

ANN; control, voice recognition, fingerprint recognition and reading, 
handwriting recognition, automatic vehicle control, finance, industry, 
education, signature recognition, etc. are used to solve problems (Çetin, 
2007:25). 

The most important disadvantage of ANN is that it has the ability to 
learn, while the most important disadvantage is the network's inoperability 
and its inability to analyze it. The advantages and disadvantages of ANN 
are shown in Table 1 below. 

 

Table 1: Advantages and Disadvantages of Artificial Neural Networks 
 

Ann Advantages Ann Disadvantages 
They don't need a 
mathematical formula. 

It is not known what happened in the 
networked system. 

No rule-based use is 
required. 

Decision analysis can be done on some 
networks. 

Can learn different learning 
algorithm from each other. 

It is difficult to adapt to different systems 
and networks. 

Source: Elmas, 2007) 
 
5. NORMALIZATION 
 

Training of the data presented to ANN can be made more efficient by 
applying some pre-processing steps to the network inputs and outputs. 
Normalization, by applying to raw data, affects the preparation of the data 
set suitable for education. The network can be very slow when 
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normalization is not applied to the raw data. 
There are multiple techniques in the normalization process. These 

techniques (Yavuz and Deveci, 2015: 175): Min Rule, Max Rule, Median 
Rule, Z-Score Rule, Sigmoid Rule. 

Scaling the input and output of the Multilayer Network (MCA) model 
affects artificial neural networks closely. Data added to ANN can be very 
large or extremely small. This causes the ANN to be irregular. 
Normalization reduces all of the contradictory data to the same scale and 
improves the wrong data. The techniques used in the normalization process 
are briefly reviewed below (Yavuz and Deveci, 2015: 175-177). 

Min-Max Rule: Normalizes all data of the business linearly. The Min 
Rule shows the smallest value a data can get, and the Max Rule shows the 
largest value. 

Median Rule: Uses the median normalized rule for each sample, by 
taking the median value (dividing the data into two after the data is sorted) 
of each input logged into ANN. The median rule is not affected by excessive 
deviations. 

Z-Score Rule: Some of the values on the same network are less than 0, 
while others may have larger values. This distance between data is 
particularly effective on the results of extreme data. By normalizing these 
data, each data in the training entry set contributes equally to the prediction 
process in the model. 

Sigmoid Rule: Data is classified between 0 and 1, or between -1 and 1, 
and normalized between 0 and 1 or -1 and 1. The results of the test have 
values between 0 and 1 or -1 and 1. 

 

6. APPLICATION 
 

In this study, the financial data in the year-end financial statements of 
an company traded in the furniture sector between 2006 and 2016 were 
used. Thirteen different financial data in the financial statements were used 
in the study. It is desired to estimate the relationship between twelve other 
financial values for each financial value. Multi-layered artificial neural 
networks are used for estimation. Balance sheet and income statement 
financial data such as liquid assets (cash, bank), stocks (trade goods), trade 
receivables (customers, doubtful trade receivables), tangible fix assets, 
accumulated depreciations, financial liabilities (bank loans), trade bayaples 
(suppliers), gross sales (domestic sales) cost of sales (cost of trade goods 
sold), operating expenses (marketing, selling and distribution expenses) and 
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profit or loss from gross sales. The reason for using the mentioned financial 
data in the study is its relation with each other. 

In this context, it is expected that the increase or decrease in the cost of 
trade goods sold will result from the purchases or sales of the trade goods. 
In the event that trade goods are not paid in advance when purchased, this 
trade goods causes an increase in trade payables. However, the profit from 
gross sales is found by subtracting the cost of the trade goods that has been 
sold from the business's income from sales. Marketing, sales and 
distribution expenses in the company also occur in direct proportion to the 
sales of the company in trade goods. With the increase in sales income of an 
company that does not operate cash, an increase in trade receivables is 
expected. Although there is no increase in sales incomes, an increase in 
trade goods and doubtful trade receivables account is an indication that 
there is a problem with either debt collection or accounting of this financial 
data. 

In addition to this, an increase in sales incomes is expected as a result of 
the increase in the depreciation expenses allocated for tangible fix assets 
and this tangible fix asset. Although investment in tangible fix assets is 
increased, if there is no increase in sales incomes, it can be said that there is 
unnecessary investment in tangible fix assets. However, there may also be a 
problem in accounting for tangible fix assets and depreciation costs for 
tangible fix assets. 

The account where the cash inflows and outflows of the business is 
monitored is the cash account. If the business pays for the purchased trade 
goods, inventory or tangible fix assets, it will cause a decrease in the cash 
account. Similarly, if the sale of trade goods or inventory is sold in cash, it 
will cause an increase in the cash account. One of the biggest problems 
encountered in practice is that the result that should be present at the cash 
register does not reflect the truth. The reason for this may be that the 
business has not recorded its sales incomes correctly. Or the stock that has 
been made may have been shown more or less than the payments made for 
the purchase of tangible fix assets and the expenditures for the activities to 
be performed. It can be said that the reason for the increases in the cash of 
the company is the result of the tangible fix assets and the incomes obtained 
from the sales of trade goods. Likewise, it can be said that a payment made 
from cash is related to the purchase of tangible fix assets, inventory or trade 
goods for the company or operating expenses. 

The bank account where the deposit of the transaction is monitored is 
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the most liquid account after the cash deposit account. Debt payments of 
buyers through the bank increase the cash account of the business. Debt 
payments of customers through the bank increase the cash account of the 
business. The payments made from the bank and the payments made for 
tangible fix assets and stock purchases also decrease the bank account. 
Transferring the credits used from the bank to the bank account causes an 
increase in the assets of the company and also increases the debts. In 
particular, limiting the payments to be made from the cash account enabled 
the company to use their bank account actively and continuously. These 
collections can be realized as a result of sales of commercial goods to 
customers. Payments made as in the cash account can be made from the 
bank by limiting the cash account. 

Inventories are the most important item related to the main activity of 
the business. It is the section containing the goods subject to the profitability 
of the company and the materials sent to production. The large inventory 
turnover of the company means that the sales are made continuously. Low 
inventory turnover means that sales are low. If the profitability of the 
company with high inventory turnover is low, it is understood that sales 
close to its cost are made. The fact that the sales income of an company with 
a low inventory turnover is high also means that the company sells small 
amounts of goods, but the revenues from the goods sold are high. The cost 
of sales of the company with high sales also increases. Spare parts of the 
tangible fix assets used can also be shown in the inventories item. The fact 
that the sales are low indicates that the business has not reached enough 
customers despite the investments in tangible fix assets. The sales income 
account amount of the company with high sales incomes and accordingly, 
sales expenses are high. In the companies with high sales income, the cost of 
goods sold also increases. 

Banks are the primary source of finance for businesses. The increase in 
credit amounts obtained from banks or other financial institutions indicates 
that the business does not have enough cash. The increase in the credit 
debts of the company with high sales indicates that the profitability of the 
sales is not sufficient. Loans used from the bank are also used to supply 
tangible fix assets. The fact that the principal payment resulting from bank 
loans is long-term and that the loan interest to be paid is reduced from 
profitability as a financing expense causes the company to use too much 
credit. Loans used from the bank create an increase in the bank loans 
account. Keeping the credits in the cash causes an increase in the cash 
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account. Keeping it in the deposit account in the bank causes an increase in 
the bank account. The use of tangible fix assets leads to an increase in 
tangible fix assets. Interest expenses of the loans used also increase the 
financing expenses of the company. 

Interviews with independent auditors were effective in the selection of 
13 financial data in the study. 

For this, firstly the data was transferred to the Excel environment. The 
data were “normalized” with Rapidminer studio 7.6 program and 
processed using the model in Figure 2 below. 

 
Figure 2: Application Model 

 
Data transformation was made in the range of [0,1] using the data 

operator to be estimated. Data between 2006 and 2012 were used as training 
data, and data between 2013 and 2016 were used as test data. For each data 
to be estimated, the "Set Role" operator in Figure 2 was redefined each time 
and the model was run. 

The main purpose of the study is to make predictions about a certain 
future period by making use of the observation values in the past. In this 
study, “multilayer perceptron network” which is used frequently in 
prediction problems is used. 

While performing these trials, the best network structure was 
determined by looking at the estimation performance measurements. The 
smaller these measurements, the more quality the problem will produce. 
The aim is to minimize the error as much as possible while making the 
forecast. Therefore, the network structure having the smallest network from 
these measurements will be the best network structure. In the literature, it is 
seen that the most used formulas for estimation performance measurements 
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are RMSE (Square Root of Mean Square Error), MAPE (Absolute Error Rate 
Mean) and MSE (Error Square Mean) respectively (Karaatlı et al., 2014: 643). 
RMSE and MSE values being low or close to zero indicate the success of the 
model. RMSE and MSE are calculated as follows. 

                    
yt= Actual observation values, ýt= Estimated values and T= Number of    

predictions 
As a result of the study, comparisons were made with the real and 

estimated values of 13 financial data. In the graphics below, real value and 
estimated value are given for each financial data analyzed within the scope 
of the study. 

 

 
Figure 3: Tangible Fix Assets Realized and Estimated Values for 2013-2016 

 

 
Figure 4: Banks Realized and Estimated Values for 2013-2016 
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Figure 5: Financial Liabilities (Bank Loans) Realized and Estimated Values 

for 2013-2016 

 
Figure 6: Profit Or Loss From Gross Sales Realized and Estimated Values 

for 2013-2016 
 

 
Figure 7: Accumulated Depreciation Realized and Estimated Values for 

2013-2016 
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Figure 8: Cost of Trade Goods Sold Realized and Estimated Values for 2013-2016 

 

 
Figure 9: Cash Realized and Estimated Values for 2013-2016 

 

 
Figure 10: Operating Expenses (Marketing, Selling and Distribution 
Expenses) Realized and Estimated Values for 2013-2016 
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Figure 11: Gross Sales (Domestic Sales) Realized and Estimated Values for 

2013-2016 

 
Figure 12: Inventories (Trade Goods) Realized and Estimated Values for 

2013-2016 
 

 
Figure 13: Trade Receivables (Customers) Realized and Estimated Values 

for 2013-2016 
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Figure 14: Trade Payables (Supliers) Realized and Estimated Values for 2013-2016 

 

 
Figure 15: Doubtful Trade Receivables Realized and Estimated Values for 2013-2016 

 
RMSE and MSE values for the compared financial data are given in 

Table: 2. 

Table 2: Calculated RMSE and MSE Values for Test Values 
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As seen in Table 2, RMSE and MSE values vary between “good” and 
“acceptable” levels. In this context, RMSE values range from 0.190 to 0.788, 
and MSE values range from 0.069050 to 0.621850 for all financial data tested. 
The fact that these values are close to zero indicates that the model has been 
strong. 

 

CONCLUSION 
 

With the developing technology, the structural complexity of the 
company has extended the audit period. It also complicated the detection of 
errors and frauds in the financial statements. All these developments caused 
different analytical examination techniques to be used in the audit process. 

In this study, it is shown how to use the multilayer perceptron network 
of artificial neural network method and what results it will produce as a 
result of use. In this context, the data of the audited financial statements for 
the period 2006-2016 of a company traded in the furniture sector are used. 
Data between 2006 and 2012 were used as training data, and data between 
2013 and 2016 were used as test data. RMSE and MSE estimation 
performance measurements of the test data calculations were calculated. It 
can be said that the closer the calculated values to zero, the better the 
prediction is. In this context, RMSE values for all accounts range from 0.190 
to 0.788, and MSE values range from 0.06905 to 0.62185. According to these 
results, the fact that the values are close to zero indicates that the model put 
forward is strong. According to the studies conducted, it was observed that 
the model made “good” and “acceptable” estimates for all items by looking 
at the RMSE and MSE values. 

One of the important stages of audit planning is determining the level 
of materiality and the level of audit risk. The auditor should reveal the 
mistakes that are important to the company, not all the mistakes that may 
affect the financial statements in the audit work. Audit risk is the possibility 
that the auditor will conclude that the financial statements are presented 
correctly and give a positive opinion, even if there are material 
misstatements (Selimoğlu et al.,2008:87). The biggest factor in determining 
the level of importance and audit risk is the auditor's knowledge and 
experience (Karaatlı et al., 2014: 646).  

The level of importance is inversely proportional to the audit risk. If the 
audit risk is low, the importance level is high, if it is high, the level of 
importance is low. The auditor should evaluate the audit risk at the 
planning stage of the audit and determine the types of audit evidence that 
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should be collected by determining the degree of importance, the time of 
the audit and the scope of the audit (Güreddin, 2008: 235). It is important for 
the audit to determine a separate importance limit for each financial data 
used (Selimoğlu et al., 2008: 87). In this study, the degree of difference 
between the amounts estimated for the accounts and the amounts declared 
by the company affects both the degree of importance and the 
determination of the audit risk at the audit planning stage. Accurate 
determination of audit risk and importance level also improves the quality 
of the audit process. 

An exemplary study was carried out for the audit planning by making 
use of the compatibility and mismatches between the RMSE and MSE 
formula values used in model prediction performance measurements in the 
ANN, and the estimated and real account data tested. RMSE and MSE 
values are given in Table 2 in detail. Accordingly, it is seen that the RMSE 
calculated for the trade receivables account is below 20% and for the other 
accounts, the RMSE is above 20%. The auditor has a cash, profit from gross 
sales, trade payables, banks, common stocks, trade goods, sales incomes, 
cost of trade goods sold, marketing selling and distribution expenses, 
tangible assets, accumulated depreciation, doubtful trade receivables, 
especially with RMSEs above 20% and initiate a detailed review for bank 
loans (financial liabilities) accounts. Accounts with RMSEs below 20% will 
be able to ignore. Thus, a large amount of time loss will be prevented in 
determining which accounts should be given importance in examining the 
planning of the audit for the auditor. The quality of the audit process will be 
increased by minimizing the audit risk. This study, which is an example of 
the use of ANN (Öztemel; 2003, Elmas; 2007, Çelik;2010), whose success and 
importance has been mentioned in many fields in the literature, is expected 
to contribute to the literature in addition to digital analysis studies in the 
audit. 
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1. Introduction 
 

The role of women is of great importance in economic, political and 
social life. In this context, the role of women, especially in the business 
world, is an important factor that determines the position of societies 
among the world. 

On the other hand, it is observed that the distinction between men and 
women still exists in many societies even in today's contemporary world. 
This kind of gender discrimination puts male in the forefront and creates a 
belief that women would “fail” in jobs that men do. 

The distinction between men and women is widely felt in today's 
business world. On the other hand, the number of women who can 
maintain their family and business lives in a balanced way is too many to be 
ignored. In addition to playing a role as self-sacrificing characters in the 
family that can take care of the needs of a good spouse, mother and home, 
women can also perform their jobs and responsibilities to the best extent in 
the business world. 

However, women may experience difficulties in reaching the top 
positions by encountering some problems and obstacles in the business 
world, and often they get stuck in a certain position and progress further. 
“Glass ceiling” barriers are the leading problems and obstacles that women 
face in the business world. These obstacles have an artificial and invisible 
effect on the advancement of women in the business world, and in the long 
run, they also lead to the syndrome in female employees. In this context, the 
aim of this study is to reveal the perceptions of white collar employees in 
the companies operating in the textile sector in Bursa regarding glass ceiling 
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barriers. In this context, a questionnaire was applied to the white-collar 
employees (both female and male) of the companies operating in the textile 
sector in Bursa Organized Industrial Zone. The questionnaire forms were 
composed of demographic questions and the 12-expression Glass Ceiling 
Scale prepared by Örücü, Kılıç and Kılıç (2007). 300 forms were sent via e-
mail and 179 returns were provided. The data obtained were analyzed with 
SPSS 22.0 package program. 

2. The Position of Women in Business Life 
As in the whole world, the participation of women in business life has 

developed in parallel with the industrial revolution in Turkey. The presence 
of women in social and economic life was realized in the Republican period 
(Demir, 2014, p.310). 

In the labor market, women need to be evaluated differently based on 
their working conditions and situations. Since the industrial revolution, 
women have always been in the background in terms of the importance of 
workforce. Especially after the industrial revolution, women’s labor was 
considered as cheap labor. An increase was observed in the female 
workforce with the economic crises that occurred due to this reason. 
However, there was no positive effect in terms of working conditions 
(Önder, 2013, p.38). 

In today’s world, it is seen that the structure formed by gender is quite 
effective. Gender is the roles, behaviors and expectations that are 
determined by the society and in which men and women are categorized. 
From a traditional perspective, what is expected of women are certain 
domestic responsibilities and behaviors such as childcare, laundry and 
cooking. As for men; responsibilities and behaviors such as recruiting, 
working and earning money are expected. The main reason for such task 
separations is that, as might be expected, biological sex is in an active state. 
The fact that men are regarded as superior and strong in all aspects, both in 
terms of biological and physical structure, also restricted the role of women 
in business life over time and pushed them to the background (Naz, 2019). 

In fact, women are in an important position in every step in the society 
and are an integral part of the society. Women; in addition to their duties 
such as maternity and spouse, are people who can undertake patient care, 
elderly care and disabled care by revealing all their potential. In this regard, 
women have every sense of responsibility, spirituality and physical 
endurance (Küçük, 2015, p.8). 



 
 

393 
 

According to the household labor force survey of Turkish Statistics 
Institution (TSI-TÜİK), in Turkey in 2015, 46% of the adult population 
seems to be in the workforce. This includes 65% men and 35% women. 
However, when the employment rates of the European Union countries are 
analyzed, it is seen that the country with the highest female employment 
rate is Sweden with 74% and the lowest is Greece with 45%. This shows that 
Turkey is quite located in the bottom row, compared with the countries of 
the European Union employment rate of women (Weaver, Sword and 
Sword, 2007, p.123). 

Turkey, in cultural terms, is a country that men bring income to home 
as the only working members of the families. However, in line with the 
economic crises in the society, the male employment rate is also adversely 
affected. In addition to the possibility of an economic crisis, in cases such as 
work accidents, illnesses and incapacity, families with just one member’s 
income can be adversely affected and face long-term poverty. Today, all 
world economies are trying to adopt strategies to combat poverty. For 
example, a strategy structure is adopted that encourages the family model 
with more than one working member, instead of the family model with one 
working member. With the family model, it is expected to experience 
decreases in poverty level (Karabıyık, 2012, p.243). 

Table 1. Main Workforce Indicators in Terms of Gender (15+ age) 
 2016 2016 2017 2017 2018 2018 

(November) 
 Female Male Female Male Female Male 
Workforce 9,637 20,899 10,156 21,484 10,502 21,793 
Percentage of 
joining workforce  

32,5 72,0 33,6 72,5 34,1 72,4 

Recruitment 8,312 18,89
3 

8,729 19,460 8,960 19,354 

Percentage of 
recruitment  

28,0 65,1 28,9 65,6 29,1 64,3 

Unemployment 1,324 2,006 1,431 2,024 1,542 2,439 
Percentage of 
unemployment  

13,7 9,6 14,1 9,4 14,7 11,2 

Percentage of non-
agricultural 
unemployment  

18,1 10,9 18,5 10,7 18,4 12,5 

Out of workforce  20,052 8,133 20,085 8,166 20,293 8,308 
Source: TÜİK (Turkish Statistics Institution), (2018). 
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In this context, the conditions for strengthening gender equality in 
order to strengthen women’s roles in economic, political and social life can 
be listed as follows (Deniz & Hobikoğlu, 2012, p.128): 

• Women’s proportions in parliament 
• Women’s proportions in decision making mechanisms 
• Women’s proportion working in vocational and technical jobs 

To sum up briefly, women who are successful in business have some 
common features. The efforts of women, who take into consideration the 
points that need to be paid attention in order to achieve success and who do 
not give up working under certain conditions, are also more generous. No 
success occurs by chance. Common features of successful women; self-
confidence, compatible with team work, imitation of other successful 
women, organized, planned, focused love working and love themselves 
(Naz, 2019). 

 

3. Problems That Women Face in Business Life  
 

In today’s business world, as in every field, gender inequality of 
women and men, or in other words, gender injustice, is considered as an 
important problem in both national and international fields. For example, 
many contracts prepared by the International Labor Organization (ILO) 
under the headings of "Protection of Maternity", "Recruitment of Women 
with Family Problems", "Prohibition of Discrimination in Employment and 
Occupation", "Equal Work Equal Pay" (Kocacık & Gökkaya, 2005, p.202). 

The participation of women in business life provides them with 
economic independence. However, as mentioned above, the inequality of 
women and men in the business world is at a remarkable level. There are a 
number of examples of this inequality; such as the level of education of 
women is rather low compared to men, not having preparatory education in 
vocational skills, women are not considered suitable for some jobs and 
positions, discriminatory attitudes in job interviews, the dismissal of 
women that are married and/or with children, the low level of women in 
management positions and the low number of women in trade unions 
(Dalkıranoğlu, 2006, p. 41). 

When the traditional structure in Turkey is taken into consideration, it 
is seen that women are disadvantaged in terms of values, attitudes and 
socio-economic structure, working areas and living conditions in the society 
(Bedük, 2005, p. 112). The problems faced by women in working life, on the 
other hand, have an economic and social outlook rather than a legal 
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dimension. When we look at the problems faced by women in Turkey in 
terms of working life, the problem arising from low wages comes first 
(Erkek & Karagöz, 2009). In addition, overtime and excessive work fatigue 
are among the problems women face in business life. 

Moreover, these problems cause new problems. For example, one of the 
problems caused by overtime is the cause of insufficient time allocated for 
home. In family life, problems such as not raising children properly and 
supplying their needs can be encountered. Accordingly, it is considered that 
there is no working hours concept in line with the responsibilities imposed 
on women. In addition, female employees thinking about marriage and 
children may have to postpone these plans in line with their job conditions. 
Especially pregnant women can be harassed from work life due to loss of 
work force (Küçük, 2015, p.12). 

To summarize briefly, women labor force depends on many variables 
such as macro-scale policies in the labor markets, supply-demand balance, 
legal basis or gender inequality perception in the society, and even family 
structures. All these variables cause women to face many obstacles in the 
labor market. These obstacles are; bilateral role approach, education level 
and human capital investment, secondary job markets, discriminatory 
attitude applied by the employer, having children and not being able to 
reach to the top management positions (Durmaz, 2016, p. 42). 

Unfortunately, women are seen as cheap labor even today. In this 
regard, as mentioned in the previous section, the female workforce is 
mostly needed in times of crisis (Önder, 2013, p.50). 

 

4. Glass Ceiling Syndrome 
 

Glass ceiling syndrome was the result of an experiment on fleas. Fleas 
were placed in a container and were observed by giving heat from below to 
the glass ceiling taht is of 30 cm height. Some of the fleas tended to jump 
and escape; however, they could only jump up to the glass and could not go 
higher and upper. Later, the glass roof was removed and the fleas were 
given heat from below again. Interestingly enough, it was observed that 
they jumped up to 30 cm. and landed on the ground. The conclusion to be 
drawn here is that every jar that we cannot open, every wheel that we 
cannot change, every position that we cannot rise, in short, every obstacle 
that we cannot overcome, is actually caused by glass ceilings which are 
invisible (Üçyıldız 2017, p.18). 
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The general properties of glass ceilings can be listed as follows 
(İpçioğlu, Eğilmez & Şen, 2018, p.693): 

• Limits the careers of women employees 
• Refers to obstacles that are often understood as invisible and difficult 

to understand. 
• Based on sexist approach and prejudice. 

To sum up, the glass ceiling in the organizational context refers to the 
obstacles faced by women who aim to reach high levels in the private 
sector, public sector, educational institutions or non-profit organizations etc. 
and who strive in this direction. The increasing participation of women in 
business life has brought about an increase in the research conducted on 
working women. In line with the results of the research, it has been 
observed that female managers in the private sector can only rise to mid-
level positions. When we look at the companies on the Fortune 1000 list (the 
largest 1000 American companies in terms of total revenues), only two of 
them have women chief executive officers-CEO (Örücü, Kılıç, & Kılıç, 2007, 
p. 120). 

To conclude, the productivity of the restricted individuals is observed 
to be quite low, and therefore the struggle with glass ceiling syndrome also 
reveals the common purpose of identifying obstacles that are considered 
invisible and eliminating these obstacles by trying to identify solutions 
(Jackson, 2001, p.32; Mattis 2004, p.92; Zeybek, 2010, p.34; Mayuk, 2013, 
p.52; Chisel and Chisel, 2014, p.180; Karcioglu and Leblebici, 2014, p. 12). 

4.1. Glass Ceiling Barriers 
This term, known as glass ceiling syndrome, which is expressed as 

artificial obstacles in front of women in high level organizational positions, 
first appeared in the USA in the late 1970’s and started to appear in the 
literature (Yaprak, 2009, p. 183; Öğüt, 2006, p.62; Aydin et al., 2007, p.313). 

Glass ceilings, which women face in the business world, state that there 
are three main obstacles/barriers in front of women. (Aycan, 2006): 

• Obstacles set by male managers: The most important of these 
obstacles are prejudices against women. These prejudices contain 
opinions that women will not be able to achieve the top level jobs. Men 
consider women inadequate in terms of determination, personality and 
perseverance. 

• Barriers imposed by female managers: Barriers imposed by male 
managers create polemics, while barriers imposed by women managers 
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are ignored. To give an example of these obstacles, the misconception of 
self-reference, the idea of “how can I reach this point, everyone can 
reach these points in similar ways” can be counted as the logic of not 
needing any special effort. On the other hand, “queen bee syndrome” 
(women's inability to attract each other) is the idea that the 'single 
woman' approach in the top management is an indicator of success and 
privilege. 

• Self-created obstacles: It is to absorb social values without 
judgment and to accept negative prejudices against women. Being 
unable to cope with conflicts and guilt perceptions in business and 
family lives, lack of self-confidence, inability to decide what they want, 
the desire to change the conditions, self-improvement belief or 
opportunity, are among the obstacles that women create in rising to the 
position of senior management. 
When it comes to the main sources of obstacles related to glass ceiling 

syndrome, which is an element of victimization that is important for women 
in the business World, the first one is the barriers caused by individual 
factors, and the second one is the barriers consisting of organizational 
factors such as lack of participation in informal communication networks, 
organizational culture and lack of mentors. (Karaca, 2007, p. 42). 

4.1.1. Barriers That are Caused by Individual Factors 
Factors such as not improving themselves, not having faith or 

opportunity, believing that the existing system cannot be changed, having 
an obligation to support the system, not aiming to rise in terms of career, 
not having the necessities of advancing in the direction of career, and 
ignoring the imperatives of women are among the individual factors (Örücü 
et al., 2007, p.122). 

In short, glass ceiling barriers consisting of individual factors reflect 
psychological conditions. It contains the barriers created by women in 
different identities reflected in their family and business lives in line with 
the approaches and preferences related to their professional competencies 
(Üçyıldız, 2017, p. 22). 

Obstacles arising from individual factors are evaluated under two 
headings (Mızrahı and Aracı, 2010, p.151); 

• Multiple Role Taking 
• Women’s Personal Preferences and Perceptions. 

Multiple role taking means that the obligations of the working woman 
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in the family have not changed / decreased. However, women who are 
married and / or have children may prefer to leave the job or to work in 
part-time positions due to the dominance of their obligations in the family 
(Karaca, 2007, p. 52). 

Women’s personal preferences and perceptions are the career limits set 
by them. The limits set by women can be mentioned briefly as follows 
(Aycan, 2006): 

• Adopting social values and facts without question 
• Attitudes and behaviors related to gender roles 
• Lack of self-confidence 
• Not being aware of their own wishes and needs 
• Ignoring the necessities of advancing in the career 
• Not choosing to rise in career 
• Not having a career orientation 
• To feel obliged to support the created system 

 

4.1.2. Barriers That are Caused by Organizational Factors 
 

Another factor that women face in the business world and negatively 
affects women’s employment in the long run is the organizational 
dimension. In this perspective, while organizational culture is seen as an 
important factor, organizational policies, lack of mentor and absence of 
informal communication networks are also among the important 
organizational factors (Üçyıldız, 2017, p. 23). 

Barriers arising from organizational factors are evaluated under four 
main headings as mentioned above (Mızrahı and Aracı, 2010, p.151): 

• Organizational Culture 
• Organizational Policies 
• Mentor Deficiency 
• Whether to be Included in Informal Communication Networks or Not 

The participation of women in equal positions in their career 
opportunities can be shaped according to the organizational culture. Some 
organizations provide equal career conditions, while others discriminate 
(Karaca, 2007, p.38). At this point, the glass ceiling syndrome increases or 
decreases in female employees (Özyer & Orhan, 2012, p.980). 
Another organizational factor that directly affects women’s efforts in career 
planning is organizational policies. In line with these policies, opportunities 
can be created as well as barriers can be created with the development of 
women in terms of careers. Namely, women may face various negative 
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situations in the selection and placement steps due to social prejudices 
(Karaca, 2007, p.39). 

For women targeting high-level positions, seeking help from the 
mentor is helpful in reducing stress. Mentoring helps women to be more 
productive by facilitating their jobs at the points where their careers are 
advancing (Aksu, Cek & Şenol, 2013, p. 152). Insufficient mentoring support 
provided to women within the organization may cause women to take part 
less frequently in managerial positions (Karaca, 2007, p.38). 

On the other hand, it is a fact that even if women can reach managerial 
positions, it doesn’t mean that male employees cannot reach the 
informational communication networks sufficiently because they are not 
included in these networks and that they cause a decrease in their power 
within the organization. Informal communication networks contribute to 
the promotion of learning organizational political situations, provide career 
advice and social support and positively affect career outcomes such as job 
performance, job opportunities, income, increased career satisfaction and 
promotion. In this context, male employees can participate in men’s clubs, 
sports activities and similar activities with their bosses, while female 
employees may be excluded from such informal activities from time to time 
and remain out of important business connections (Anafarta, Sarvan, & 
Yapıcı, 2008, p. 211). 

 

5. Methodology 
 

The aim of this study is to reveal the perceptions of white-collar 
employees in the textile sector companies in Bursa regarding glass ceiling 
barriers. In this context, a questionnaire was applied to the employees (both 
female and male) of companies operating in the textile sector in Bursa 
Demirtaş Organized Industrial Zone. The questionnaire forms were 
composed of demographical questions and the 12-item Glass Ceiling 
Syndrome Scale prepared by Örücü, Kılıç and Kılıç (2007). 300 forms were 
sent via e-mail and 179 returns were provided. The data obtained were 
analyzed with SPSS 22.0 package program. 

According to demographical findings, 137 (76.5%) participants are 
women and 42 (23.5%) participants are men. 121 (67.6%) participants are 
among 18-29, 33 (18.4%) participants are among 30-39, 22 (12.3%) 
participants are among 40-49 and 3 (1.7%) participants are among 50+ age 
group. It has been observed to be in + age groups. 58 (32.4%) participants 
are married and 121 (67.6%) participants are single. When it comes to 



 
 

400 
 

educational status, 1 (0.6%) participant is secondary school graduate, 20 
(11.2%) participants are high school graduate, 101 (56.4%) participants are 
university graduate and 57 (31.8%) participants have post-graduate degrees. 
When it comes to work experience, 29 (16.2%) participants have less than 1 
year experience, 74 (41.3%) participants have 1-5 years experience, 39 
(21.8%) participants have 6-10 years experience, 9 participants (%5.0) have 
between 11-15 years of experience and 28 participants have more than 16 
years of experience. In addition, 114 (63.7%) participants are non-managers, 
19 (10.6%) participants are low-level managers, 34 (19.0%) participants are 
mid-level managers and 12 (6.7%) participants are top managers.  

5.1. Hypotheses 

H0: There is no statistically significant difference between the socio-
demographic (gender, age, marital status, work experience, position in the 
workplace) characteristics of white-collar workers in the textile industry and 
their perceptions of glass ceiling barriers faced by women. 

H1: There is a statistically significant difference between the socio-
demographic (gender, age, marital status, education, work experience, 
position in the workplace) characteristics of white-collar workers in the 
textile industry and the attitudes towards glass ceiling barriers faced by 
women. h1: µ1> µ2 

5.2. Reliability Analysis  
According to the reliability analysis of the scale, cronbach's alpha value 

of the scale is 0,70 (Table 2). If Cronbach's alpha value is 0.60 <R2 <0.80, it is 
considered to be quite reliable (Yıldız & Uzunsakal, 2018, 14-28). 

 

Table 2: Cronbach's Alpha Value of the Scale 
Scale Cronbach's Alpha Value Number of Items 
Glass Ceiling Scale ,700 12 

 
5.3. Findings 
 

5.3.1. Descriptive Statistics 
 

The descriptive statistics results of the Glass Ceiling Scale (Table 3) show 
that the most important item according to the participants, which is the 4th 
item, is the opinion that “we live in a male-dominated society” with an average 
of 4.06. The second important opinion is the 2nd item “women have many 
family responsibilities” with an average of 3.81. 
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Table 3: Descriptive Statistics 

Items  Totally 
disagree 

Dias-agree Neutral Agree Totally 
agree 

x Standard 
Deviation 

1-Women are more emotional than men fi 
Y.fi 

27 
9,0 

29 
9,7 

44 
14,7 

119 
39,7 

81 
27,0 

2,98 1,46490 

2-Women have many family responsibilities fi 
Y.fi 

27 
9,0 

45 
15,0 

47 
15,7 

105 
35 

76 
25,3 

3,81 1,25765 

3-There is a low rate of female literate in our 
country 

fi 
Y.fi 

25 
8,3 

49 
16,3 

48 
16,0 

115 
38,3 

63 
21,0 

2,91 1,44125 

4-We live in a male-dominated society fi 
Y.fi 

30 
10,00 

31 
10,3 

39 
13,01 

121 
40,3 

79 
26,3 

4,06 1,20934 

5-Women do not behave cold-blooded in a crisis fi 
Y.fi 

35 
11,7 

42 
14,0 

53 
17,7 

105 
35,7 

63 
21,0 

2,68 1,37156 

6-The number of successful female role models in 
the world is low 

fi 
Y.fi 

25 
8,3 

39 
13,0 

51 
17,0 

121 
40,3 

64 
21,3 

2,94 1,38093 

7-Women do not desire management positions as 
much as men 

fi 
Y.fi 

23 
7,7 

39 
13,0 

38 
12,7 

128 
42,7 

72 
24,0 

2,60 1,40792 

8- The fact that women spend a lot of time on 
personal care and elegance due to their creation 
reduces their focus on business life. 

fi 
Y.fi 

20 
6,73 

31 
13,0 

41 
13,71 

124 
41,3 

84 
28,0 

2,01 1,17786 

9-Women cannot bare each other fi 
Y.fi 

25 
8,3 

27 
9,0 

56 
18,71 

139 
46,3 

53 
17,7 

3,68 1,33839 

10- Men prevent women from rising fi 
Y.fi 

19 
6,3 

27 
9,0 

44 
14,7 

139 
46,3 

71 
23,7 

1,98 1,27849 

11- Leadership and management qualities of 
women are limited 

fi 
Y.fi 

19 
6,3 

23 
7,7 

49 
16,3 

125 
41,7 

84 
28,0 

3,40 1,21144 

12- Spouses or family members do not allow 
women to work 

fi 
Y.fi 

66 
22,0 

88 
29,3 

51 
17,0 

70 
23,3 

25 
8,3 

3,69 1,39038 
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In the third place there is the idea that “spouses or family members do not 
allow women to work”, which is the 12th item, with an average of 3.69. 

The opinion that the participants found the least important is the 10th 
expression with an average of 1.98, which is “men prevent women from 
rising”. 

5.3.2. Factor Analysis 
According to the factor analysis (Table 4), the Glass Ceiling Scale is 

gathered under 4 dimensions. These dimensions are labelled as 
temperament, male domination, social pressure and professional ambition. 
The Creation dimension describes the Glass Ceiling Scale with a percentage 
of 19,103, while the Male Dominance dimension explains with a percentage 
of 16,760, the Social Pressure dimension with a percentage of 14,711 and the 
Professional Ambition dimension with a percentage of 13,807. The 
cumulative percentage of all 4 dimensions was found to be as 64,381. 

Table 4. Explained Total Variance 

Component 

Calculated Sum of Squares Rotated Sum of Squares 

Total 
% 

Variance 
Cumulative 

% Total 
% 

Variance 
Cumulative 

% 
1 3,314 27,620 27,620 2,292 19,103 19,103 
2 2,131 17,760 45,380 2,011 16,760 35,863 
3 
4 

1,232 
1,048 

10,267 
8,734 

55,647 
64,381 

1,765 
1,657 

14,711 
13,807 

50,574 
64,381 

5.3.3. Comparative Analysis 
According to the normality test conducted to determine whether the 

data is normally distributed or not, the data is not distributed normally. In 
addition, Mann-Whitney U and Kruskal-Wallis tests are applied in order to 
determine whether there is a statistical difference in the responses of the 
participants to the dimensions of the scale according to their socio-
demographical qualities (Table 5). It is found that there is not a statistically 
significant difference between the dimensions of the scale and the marital 
status of the participants p> 0.05). Therefore, the H0 hypothesis is partially 
accepted. On the other hand; there are statistically significant differences in 
gender, age, education, work experience, and positions of the participants 
(p <0.05) and therefore H1 hypothesis is partially accepted. It is observed 
that these differences were mainly related to the dimensions of 
temperament and professional ambition. It is thought that the reason for 
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this is that women are more naive and avoid struggle due to their creation, 
and therefore they do not have as much ambition in the professional context 
as men. 

Table 5. Comparative Statistics 
Variable Dimension Test Statistics P 
Gender Temperament 

Male Domination 
Social Pressure 
Professional Ambition 

Mann-
Whitney U 

2232,500 
2522,500 
2567,000 
2739,000 

,028 
,224 
,289 
,633 

Marital 
Status 

Temperament 
Male Domination 
Social Pressure 
Professional Ambition 

Mann-
Whitney U 

3016,500 
3123,000 
3021,500 
3053,500 

,128 
,230 
,131 
,153 

Age Temperament 
Male Domination 
Social Pressure 
Professional Ambition 

Kruskal-
Wallis 

15,501 
6,779 
5,606 
9,671 

,001 
,079 
,132 
,022 

Education Temperament 
Male Domination 
Social Pressure 
Professional Ambition 

Kruskal-
Wallis 

10,998 
1,321 
5,795 
7,808 

,012 
,724 
,122 
,050 

Vocational 
Experience 

Temperament 
Male Domination 
Social Pressure 
Professional Ambition 

Kruskal-
Wallis 

9,633 
8,161 
6,378 
12,837 

,047 
,086 
,173 
,012 

Vocational 
Position 

Temperament 
Male Domination 
Social Pressure 
Professional Ambition 

Kruskal-
Wallis 

9,377 
15,099 
7,585 
2,690 

,025 
,002 
,055 
,442 

6. Conclusion and Discussion 

Unfortunately, it is a sad fact that there is gender discrimination both in 
social life and business life, and moreover, this discrimination is reflected 
negatively on women. In this context, women who want to climb the career 
ladder get stuck in invisible obstacles called "glass ceiling" as well as a 
certain number of obstacles and stay at a certain point in their careers and 
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cannot progress further. These obstacles are mostly caused by the 
perception of society towards women. In this context, the aim of this study 
is to reveal the cause of glass ceiling barriers in front of women. A 
questionnaire was applied to white-collar employees, both male and female, 
operating in the textile companies in Bursa. The findings proved that the 
dimensions of the scale do not show a statistically significant difference in 
terms of the marital status characteristics of the participants. On the other 
hand; it is observed that there is statistically significant differences in 
gender, age, education, work experience and position characteristics in the 
context of the answers given to the dimensions of the scale. It is observed 
that these differences are mainly due to the dimensions of temperament and 
professional ambition. It is thought that the reason for this is that women 
avoid the struggle because they are more naïve due to their creation, and 
therefore they do not have as much ambition in the professional context as 
men. 

Awareness in this context is expected to increase if future research is 
focused on the barriers faced by women in the workplace both on a sector 
basis and on making more specific research by making a public-private 
distinction. Thus, it is hoped that the gender gap in the workplace will 
decrease and disappear over time. 
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INTRODUCTION 

Global marriage market, which has increased day by day in the world, 
has shown the same marriage roof under where both men and women 
gather from different culture. Within the framework of the migration where 
international human flows occur in different ways, the permanent status of 
the foreigner who has left from country of origin or his/her marriage with a 
person from different culture have been evaluated on the basis of 
international marriage migration. The marriage of cultures both creates new 
cultures and exhibits a complex structure. 

 Individuals learn their culture in the society they live in, and carry 
them for life as part of personalities. Foreign brides who have settled in 
another country and preferred a new life by marrying an individual from a 
foreign culture live in a foreign country and in a society where they are 
foreigner by being away from the countries of origin where they were born 
and learned their culture. 

In order to define the foreign brides in the scope of the study, it is 
thought to primarily consider the concepts of the bride and the foreign in 
Turkey. The concept of foreign is used in Turkish laws for individuals who 
are not from Turkish culture, do not come from Turkish ancestry, leave the 
country of origin for various reasons and participate in international 
migration. 
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The concept of the bride represents the girl who got married in the 
blessed marriage in Turkish culture. Family home of the girl, and family 
home of the groom, the father's house of the girl, the house of the couples 
and their homes are considered as the main centers in applications related 
to marriage and bride migration (Ergun 2010). Foreign brides have migrated 
to a different culture not only spatially but also culturally by leaving the 
family house (country of origin). Women's marriage migrations create many 
different socio-cultural effects such as human capital accumulation, ethnic 
and gender composition and assimilation in the country where the spouse / 
husband, who lives there, was born and raised (Kawaguchi and Lee 2012). 
International marriage migration (Ryazantsev and Sivoplyasov 2018) which 
has testified the spatial and cultural journey of the women due to the 
marriage (Deniz and Özgür 2020). 

The awareness and practices of foreign brides regarding their 
intangible cultural heritage brought by them as a cultural suitcase and the 
intangible cultural heritage of the society in which they live have been 
analyzed. Considering the Russian brides who have come to Turkey by 
marrying, both the perspective of the intangible cultural heritage (ICH) 
values in the countries of origin and Marmaris, and the practices of ICH in 
their daily lives have been tried to be determined within the scope of the 
study.  

Russian brides' perspectives on ICH and their activities in daily life 
have been found as valuable in terms of cultural richness and their mutual 
cultural transfer with the children they raised and the local people. It is 
aimed to fill the determined gap in the literature with the help of this study. 
Culture bearer women have increased their cultural accumulation by 
watching, experiencing and learning in the foreign society, and have 
contributed to the spread of culture by sharing. While they are the 
representative of their own culture in the country where they have settled, 
they can introduce the culture of the country they have migrated to their 
acquaintances and even to the participants from all over the world with 
sharing in social media. 

Transnational culture migration and marriage, Intangible Cultural 
Heritage (ICH) and Turkish-Russian ICH values and life practices of 
Russian brides have been mentioned, and results and suggestions have been 
made by interpreting the data obtained from in-depth interviews with 16 
Russian resident foreigners settled in Marmaris. Marmaris, which is among 
the world's distinguished tourism destinations, has been chosen as a 
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research area. Russian brides who settled in Marmaris by marriage have 
been determined as the universe and face-to-face and in-depth interviews 
have conducted with the participants using the snowball sampling method. 
In the interviews, data has been collected with a semi-structured 
questionnaire. The research findings have been divided into themes and 
sub-themes after content analysis, and then interpreted, and the study has 
been completed by presenting results and suggestions. 

1. MIGRATION AND MARRIAGE TO TRANSNATIONAL 
CULTURE 

Culture is everything that the individual has learned in what he / she 
has to do, including the values, attitudes, behaviours in the society / 
societies he / she has lived throughout his entire life starting from the birth. 
Sub-cultures, nation cultures and global culture get their share under the 
developments and changes in many fields in the world. Especially, 
developments in the field of technology has created an environment for the 
geographic flows for migration, tourism, and business purposes, the 
displacement of individuals, the encounter and interaction of different 
cultures, and also the efforts of the states to form a forced society such as 
soft power practices or assimilation have changed the cultures (Zencirkıran, 
2016 ). 

The phenomenon of immigration, which occurred at the same time as 
the beginning of human history can be described as place where individuals 
are born, grow up and live voluntarily or compulsorily for various purposes 
in domestic and international / transnational places. It is stated that both 
marriage migration and relation between marriage and migration are 
generally considered insignificant and neglected in the migration literature 
(Watts 1983). Ignoring the gender-related situation in the phenomenon of 
immigration can be reason that marriage can be considered as an ordinary 
situation in the life cycle that triggers migration (Mulder and Wagner 1993) 
or can be considered as an end of migration rather than a tool among the 
reasons for this situation. In recent years, academic literature on 
international marriage has increased especially after the 1990s (Falicov 1986; 
Fan and Li 2002; Williams and Yu 2006; Lim 2010; Kawaguchi and Lee 2012; 
Kim et al. 2014; Yıldırım 2015; Oh 2018; Ryazantsev and Sivoplyasova 2018; 
Marciniak 2019; Deniz and Özgür 2020). Some of the studies have focused 
on utilitarian thoughts, in other words pragmatic underlying international 
marriages. (Fan and Li 2002). The woman who has migrated by marriage 
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can use the marriage as a tool and has thought that it will be a good option 
in reaching various situations that she finds better life and attractive by 
getting married. That’s why, migration is conceptualized as feminization 
and it is a situation that it has observed in the population movements from 
Russia to abroad (Deniz and Özgür 2010). The woman who has emigrated 
by marriage in order to reach her target and she aims to reach a way to 
emigrate rather than the end of the immigration. Marriage migration is a 
special type of migration, which means that one or both individuals who 
decide to marry so as to move to their spouse or to a different location, after 
the marriage concept (Özgür and Aydın 2010). Marriage migration can be 
described as permanent or long-term migration type. 

Marriage with an individual from a foreign country is defined as 
“international marriage”, “marriage with a foreigner”, “intercultural 
marriage” and so on (Williams and Yu 2006). Falicov (1986) has used the 
concept of international marriage as intercultural marriage, mixed marriage 
and synonymous with the word "cross-cultural marriage" in the English 
literature and it has referred to the marriage between partners from 
different ethnicities, social, religion, class, nation or race. It is known that 
individuals who are the main subject of migration in international marriage 
migration are predominantly women. The concepts of "foreign spouse / 
woman", "new immigrants" and "foreign brides" are used in order to 
identify women who are performed immigration because of marriage 
(Yıldırım 2015; Williams and Yu 2006). 

The socio-cultural, political and economic consequences have occurred 
for both sending and receiving countries in international marriages and 
marriage migration. It is claimed that a large number of international 
marriage migration can have profound effects on communities. Ryazantsev 
and Sivoplyasova (2018) have stated that 1.2 million Russian women left the 
country for residence in a different country between 1993 and 2016 and it 
has been determined that about 1/3 of women, or at least 350,000, migrated 
due to marriage.  

Kim et al. (2012) have stated that adaptation will be difficult in 
countries such as South Korea, which emphasizes socio-cultural norms, 
racial and cultural homogeneity because it is historically rare and 
discouraging. In their study, they have also stated that the large-scale 
migration or marriage migration of foreign brides to South Korea can be 
due to demographic factors, institutional support and the rise of a 
commercial marriage industry (Kim et al. 2012). Marciniak (2019) has 
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emphasized that South Koreans are very enthusiastic and positive about 
international marriage. The researcher has expressed that South Korean 
participants find international marriage attractive due to the multicultural 
background, inherently learning culture, open-minded relationship and 
opportunity to learn new languages, and economic factors.  

Tseng (2010) has stated that studies in the field of marital migration will 
help explain the gender rationale behind immigration and its integration. 
There are three approaches on marriage immigration such as hypergamy, 
homogamy and endogamy. Hypergamy is the practice of increasing the 
social status of the individual by getting up from the socio-economic class 
after marriage. It is a concept which is used to explain the marriage of 
women from less developed countries to men from more developed 
countries. Homogamy is an approach used to explain the marriage between 
individuals who are similar in terms of socio-economic status, class, 
ethnicity or religion. Endogamy is an approach that explains the marriage of 
members with each other in same ethnic, social or economic group like 
homogamy (Kim et al. 2012). Foreign women migration to Turkey, 
marriages with Turkish men, especially Russian women marriages, are 
explained by using Push-Pull Theory, Sytem Theories which is required 
macro and micro-level explanations from Neo-Classical migration theory, 
macro and micro-level explanations that System Theory (Williams and 
Aktoprak 2010) and hypergamy. Regardless of the theoretical framework, 
social integration of foreign brides need to be analyzed by conducting 
studies for both multicultural society acquisition vision and applicable 
public policies (Lim 2010) because it has been stated that foreign brides can 
be undefended to legal status, language, compliance, discrimination, 
domestic violence, economic difficulty, social integration, compulsory 
addiction and similar problems (Williams and Yu 2006), and supporting 
should be necessary. It is thought that creating healthy family structures in 
intercultural marriages within the society can provide opportunities for 
societies where peace is dominant by raising the quality of life of both 
parents and their children. 

Foreign brides meet the language barriers as one of the most important 
barriers into the community. They encounter difficulties such as not 
speaking, reading, writing and accessing information, and has a challenging 
process that they have overcomed by learning and joining the society in 
time with their spouse, close circle of friends and / or public support. 
However, if foreign brides are isolated from the society, not contacting with 
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people outside, not being able to socialize, not learning the culture they 
have just entered, it can cause intercultural relationship problems such as 
value conflicts and cultural misunderstandings in many new experiences. 
Role and duties in family life, decisions and behaviours in the raising of 
children, spouse's family and relatives relationships, physical, 
psychological, sociological and behavioral adaptation to the environment, 
custody status in any dispute / divorce process and so on can be thought 
among the problems they may meet. There is potential to create pressure on 
the brides since Russian brides have different views and values in 
harmonizing the dominant culture.  

Turkish and Russian relations that develop both publicly and socially 
in social, cultural, economic and political fields have continued to 
experience change and transformation together with the tourism. After the 
Soviet Union's collapse, Russian women who have come to Turkey for 
holiday, working, suitcase trade and other similar reasons, have determined 
their destination considering Istanbul and the Black Sea coastal city of 
Antalya, the elite tourist destinations like Muğla.  

They have determined their destination as Black Sea coastal cities and 
Istanbul, Antalya and Muğla. The concept of Russian women is a collective 
image that contains women who have Slavic style appearance after the 
collapse of the Soviet Union (Ryazantsev and Sivoplyasova 2018). However, 
Russian women in Turkey are named as “Natasha with low morality” because 
of their image. Although they have different style against the traditional 
Turkish family structure and the concept of "bride" in Turkey; there were an 
average of 15 couples (Russian Bride-Turkish Groom) annually in the 1990s, 
this number has reached an average of 1000 in the 2010s (Deniz and Özgür 
2020). However, V. Ivanovski, Ambassador of the Russian Federation, 
stated that about 50,000 Russians lived in Turkey in 2009 and the real figure 
was estimated as 2 or 4 times more; and the majority was consisted of 
Russian women. According to the Turkey Embassy in Moscow it has been 
stated that 105,000 Russian women have found in Turkey (Ryazantsev and 
Sivoplyasov 2018). In 2019 23.264 foreign brides have included 4.3% of total 
foreign brides in Turkey. Russian brides among foreign brides take place on 
6th after 14.5% Syrian, 11.7% Azerbaijani and 10.5% German brides, and 
1,256 Russian women-Turkish men have married with a ratio of 5.4% (TUIK 
2020 ).  

In 2011, the removal of visas played an important role in mutual social 
cultural relationships and interactions, the reduction of prejudices in both 
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communities and even their complete disappearance. The strengthening ties 
between the two communities have provided opportunities for mixed 
marriages and families have been established even if the number is not 
known exactly. New Turkish and Russian Diasporas have begun to take 
place in both countries together with the marriage. Learning their culture by 
tens of thousands of children in mixed families under the pressure of both 
Turkish and Russian cultures can be accepted as a sign so as to reach 
different size of cultural development as being societies which let and 
accept migration in terms of Turkey and Russia (Özdal et al. 2013). 

Foreign brides are seen as foreigner in Turkish society and this 
situation does not change when they get older. Names of Russian brides 
express their ethnic identity. Moreover, they usually do not change the 
name. Russian language in which their names are pronounced also displays 
their ethnic affiliation. They spend their time and effor for being well-
groomed, so Russian brides can use marriage as a way to obtain citizenship 
and to choose dual citizenship (Chistiakova 2014; Özdal et al. 2013). Deniz 
and Ozgur (2013) stated that Russian brides in Antalya usually have come 
to Turkey because of their short-term work with their husbands or they 
have met with their husbands during the holiday in Antalya. Furthermore, 
they stated that they have acted with a good motivation, and also they are 
highly trained individuals with diverse professional skills. 

2. THE INTANGIBLE CULTURAL HERITAGE (ICH) AND 
TURKISH-RUSSIAN ICH VALUES 

The cultural values have an essential role in the emergence of societies 
and in differentiating the groups of people and communities. Cultural 
values have consisted of concrete elements such as historical buildings and 
structures, monuments and architectural remains, and abstract elements 
such as traditions, values and art (Demirbulat et al. 2015). According to the 
convention concerning the protection of the world cultural and natural 
heritage adopted by the United Nations Educational, Scientific and Cultural 
Organization (UNESCO) in 1972, "cultural heritage" are limited with 
structures, building groups and sites. The term “intangible cultural 
heritage” was used for the first time at the World Conference on Cultural 
Policies (Mondiacult Conference) held in Mexico in 1982 (Karabaşa 2014), 
and the first intangible cultural heritage convention was entered into in 
2003 after the aspects of cultural heritage that were not physical were 
neglected. UNESCO (2003) defines intangible cultural heritage as “practices, 
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representations, narratives, knowledge, skills and related tools, materials and 
cultural spaces that communities, groups and even individuals describe it as part of 
their cultural heritage;”. In 2003, UNESCO adopted the convention 
concerning the protection of the world cultural and natural heritage and 
Turkey became a party in 2006, but Russian Federation was not party. 
Considering the content, ICH includes fairy tales, epics, folk theaters, 
practices in the life cycle, such as birth and marriage, celebrations such as 
spring holidays, knowledge accumulation from medicine to the kitchen, 
traditional production methods from handicrafts to architecture. The 
intangible cultural heritage, which has transferred from generation to 
generation, has been recreated social identity, endured the continuity of 
society, and contributed to respect for cultural wealth and human creativity 
depending on the interactions with social, cultural environment, nature and 
history of members in the communities and groups (UNESCO 2018).  

There are 549 values from 127 countries in the ICH list around the 
world (UNESCO 2020). In Turkey, there are registered 18 value and Turkey 
is among the 5 countries which has the most record with these values (T. R. 
Culture and Tourism Ministry in 2020). Some heritages as follows: 
Meddahlık (2008), Meslevi Sema Ceremony (2008), Minstrelsy Tradition 
(2009), Novruz (2009), Karagoz (2009), Traditional Sohbet Meetings (2010), 
Kırkpınar Oil Wrestling Festival (2010), Semah, Alevi-Bektaşi Ritual (2010), 
Ceremonial Keşkek Tradition (2011), Mesir Macunu Festival (2012), Turkish 
Coffee Culture and Tradition (2013), Ebru: Turkish Art of Marbling (2014), 
Traditional Craftsmanship of Tile-Making (2016), Flatbread Making and 
Sharing Culture: Lavash, Katyrma, Jupka, Yufka (2016), Spring Celebration, 
Hıdrellez (2017), Whistled Language (2017), Heritage of Dede Qorqud: Epic 
Culture, Folk Tales And Music (2017), and Traditional Turkish Archery 
(2019). The values of Russia Federation are as follows: Cultural Space and 
Oral Culture of the Semeiskie (2008), Olonkho, Yakut Heroic Epos (2008) 
(UNESCO 2020).  

The intangible cultural heritage includes both traditional and 
contemporary values. In this context, intangible cultural heritage are values 
that are still available from past to present, living, intangible, and it has 
brought community, community members or individuals together, it has 
gained representational ability and shown community-based characteristics 
(Karabaşa 2014). 
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3. LIFE PRACTICES OF RUSSIAN BRIDES 

After the dissolution of the Soviet Union, the status of women in Russia 
has changed, and gender equality has become more popular. The increase 
in the levels of education has provided them to rise in the career, and 
Russian women have increasingly become subjects in both migration and 
international connections. Russian women's cultural backgrounds, social 
behaviours, gender roles and personal characteristics have allowed them to 
turn into a seeking and negotiating mechanism in their relations with 
international marriage migration. The life practices of Russian women who 
grew up in a culture where intercultural marriages are common have been 
changed together with the social, cultural, emotional and mental concepts in 
terms of practices and materials (World Trade Press, 2010 actin. Chistiakov 
2014). On the basis of this, the cultures of Russian brides are displayed in 
the field of observation with their life practices, which includes all activities 
related to their daily routines (Aslan 2018).  

According to the cultural heritage perspective, international marriages 
have drawn attention to differences in social norms and common forms of 
behavior rather than geographical distance / physical distance. In this 
context, the values are referred to distinguish between the Russian bride 
and her Turkish husband. On the other hand, intercultural marriages are 
considered as a cultural process developed in a socio-cultural context and 
cultural heritage transfer between spouses and children born from these 
marriages / children of the third culture (Colomer 2017; Harvey 2001). 

Russian brides in a different cultural environment have their own 
habits and behaviours, but in the Turkish society, where they are alien and 
foreigners, cultures have to develop new behaviours that will allow them to 
adapt to the differences. Patriarchal social structure, globalization, changes 
in life styles, and intergenerational differences in Russian and Turkish 
culture have changed and transformed day by day. According to Turkey 
and Russia, the patriarchal social structure has began to be cliché and 
disappear. The role of motherhood / parenting and adoption in both 
Russian and Turkish culture depends on family relationships, loyalty 
among them, upbringing of future generations, frequency of 
communicating and coming together and individual willingness to 
communicate (Chistiakova 2014). Their interest in spouses and children, 
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their dedication to home and marriage, their role as a hard-working 
housewife, especially their intense efforts on the care, education and 
growing of children, their desire to have many children and a large family 
can be thought as prominent features (Ryazantsev and Sivoplyasova 2018). 
In this context, the cultural stereotypes of Russian brides generally function 
as the basis of what their roles should be, and it is thought that Turkish 
spouses usually meet their home and family expectations with the 
stereotypes. Parenting styles of spouses are shaped considering their 
individual cultures' views and their applications in family life, and it can 
create grounds for conflicts and disagreements between husband and wife 
(Skowroński et al. 2014). As stated before, a patriarchal structure in Turkey, 
the limits of the role of women and men in the family and the possible 
conflicts and disputes can be caused by personal differences rather than 
cultural differences because of its resemblance in Russian culture. 

Russian, as their mother tongue, has performed the mediation function 
in the transport of their intangible cultural heritage. However, migration to 
a different culture can create cultural hunger due to language barriers, and 
their communication with social and cultural relations can be affected 
negatively because they do not know Turkish in the early period. Deniz and 
Özgür (2013) have stated that Russian brides are individuals who learn 
Turkish easily. Another important issue is the education level of Russian 
brides. There are some important issues that let them adapt to the Turkish 
society and increase cultural richness. These can be sampled as having high 
level of education and different perspectives, willingness to learn, efforts to 
share their social capital, and efforts to engage in volunteering-based 
activities. Furthermore, foreign brides, who have become transnational 
citizens, continue to create effects with their country of origin values and 
strengthen their heritage through the interaction of both cultures (Voicu 
2014).    

Education and training begin in the family. The family which starts 
with the birth, is the first place where psychological, physiological and 
sociological needs are met. In brief, the family is a place where the mother 
tongue is learned to speak, how to behave, and what are the cultural 
practices inspired by belief, culinary practices with ceremonial dimension 
and values will be determined. It is possible to understand how values such 
as social, psychological, behavioral and cognitive structure of family are 
adapted to the multicultural environment from a cultural heritage 
perspective. It is thought that Russian brides have met the expectations of 



 
 

418 
 

marriage and spouse in the marriage and Turkish social structure by 
listening to their husbands, supporting the presence of her husband as a 
head of the family, facing the financial difficulties in good and bad days, 
making the appearance of prestige both of themselves and their families a 
matter of prestige, providing healthy lifestyle and not consuming excessive 
alcohol. These factors have increased the Turkish male hierarchy in the 
Turkish society and patriarchal family structure (Oh 2018). It has been 
reported that the most popular countries for Russian women is Turkey 
(Ryazantsev and Sivoplyasov 2018). In Russian women-Turkish men 
marriages; family ties, hospitality and cultural proximity have an essential 
impact on bringing together.  

It can be estimated that staying away from their hobbies, which are 
included in their daily routines as a means of leisure time in their own 
country and living in a city with low level of development and / or less 
population density, may negatively affect their perceptions of quality of life 
and may have to cope with boredom. 

However, Marmaris has provided many opportunities not only for 
Russian brides, but also for foreigners, English residents and citizens with 
its social, cultural and economic development level, especially considering 
the effects of tourism activities. Opportunities to participate in many 
activities, from food-beverage, entertainment enterprises to organized 
culture and art festivals, from natural attractions to the concerts create 
suitable environments for the interaction of different cultures. 

4. RESEARCH METHOD AND FINDINGS  

4.1. The Purpose and Method of the Research  

Considering the international marriage migration, the perceptions of 
Russian brides who settled in Turkey to the cultural heritage, the awareness 
and practices of life for Russian and Turkish ICH values have been tried to 
determine in the research. On the basis of this, qualitative research method 
has been adopted to reveal the current situation. The research has consisted 
of men of the Republic of Turkey / Russian brides who are married to 
Turkish men. The sample of the study has been reached between 02-31 May 
2019 by using snowball sampling, one of the non-probable sampling 
methods. Semi-structured questions which aim to reveal Russian brides' 
perspectives on cultural heritage have been prepared by considering the 
related literature in the research. The data has been collected by taking note 
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from the participants who have joined voluntarily and by taking voice 
record from the participants who let in the in-depth interviews. The 
information on the purpose and the scope of the research has been given in 
the beginning of the interview. The face-to-face interviews with the 
participants have approximately lasted 2.30-3 hours, and the support of 
translator whose mother tongue is Russian has been taken in both Turkish 
and Russian in the cases of insufficient. 14 participants have requested to 
interview in Turkish except for two participants. Before the interview has 
been completed the recorded statements have been read to the participants 
in Turkish and Russian, and it has been checked whether the statements 
have been properly understood. When similar expressions have occurred, 
field work has been concluded. The findings of the research have been 
gathered under two main parts. In the first part, 5 questions that provide 
demographic features for the participants are determined. On the other 
hand, in the second part, there are 5 questions about the reasons of Russian 
brides to settle in Marmaris, their views on cultural heritage and their daily 
practices. The data has been separated into themes; ranked using the 
frequencies (frequency) and percentage rates in the expressions under the 
themes and then interpreted. 

 
4.2. Findings 

Table 1. Demographic features of participants 
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K1 Moscow Turkish citizen Excellent Marriage 3 
K2 St. Petersburg Russian citizen Intermediate Marriage 1 
K3 Smolensk Dual citizen* Excellent  Marriage 2 
K4 St. Petersburg Dual citizen Excellent  Marriage 1 
K5 Moskova Russian citizen Intermediate Marriage 1 
K6 Yekaterinburg Turkish citizen Excellent  Marriage 2 
K7 Moscow Dual citizen Excellent  Marriage 2 
K8 Moscow Russian citizen Little Marriage 1 
K9 St. Petersburg Dual citizen Excellent  Marriage 3 
K10 Smolensk Dual citizen Intermediate Evlenme 1 
K11 Moscow Dual citizen Excellent  Mother’s 1 
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marrige to 
Turkish 

K12 
Nizhny 
Novgorod 

Dual citizen Excellent  Marriage 3 

K13 
Nizhny 
Novgorod Russian citizen Little Marriage 1 

K14 Moscow Dual citizen Excellent Marriage 2 
K15 St. Petersburg Dual citizen Excellent Marriage 2 
K16 Moscow Dual citizen Intermediate Marriage 1 
*Dual citizen: It shows that the individual has both Turkish and Russian 
Citizenship.  

As given in Table 1, it is clear to see that 44% of the participants were 
born in “Moscow”, 25% in “St. Petersburg”, 12.50% in “Smolensk” and the 
other 12.50% in “Nizhny Novgorod” and 6% in the cities of “Yekaterinburg” in 
terms of “Birth Place” variable. All of the cities are within the borders of the 
Russian Federation. 

In accordance with the “Citizenship Status” of the participants, 63 % of 
them are “Dual Citizen”. This situation means that Russian brides maintain 
their citizenship ties and have Turkish Citizenship at the same time. 
According to Article 16 of the Turkish Citizenship Law No. 5901; marriage 
with a Turkish citizen does not directly bring Turkish Citizenship. The 
foreigner must have been married to a Turkish Citizen for at least 3 years at 
the application date, lived in a family union, not behaved contrary to the 
marriage union, and had no obstacles in terms of National Security and 
public order so as to have Turkish Citizenship. Foreigners who have above-
mentioned conditions are entitled to citizenship by applying to the 
Governorships and with the approval of the relevant authorities (General 
Directorate of Population and Citizenship Affairs 2020). Moreover, 25% of 
participants are "Russian citizen", while 12% have broken the bond of 
citizenship with Russia, and are linked by the bonds of citizenship in 
Turkey. Deniz and Özgür (2010) stated that 84% of the participants (n = 100) 
have tourist visas, 8% were Turkish citizens, double citizens or persons with 
a residence permit and 6% of the participants did not answer the question 
about their legal status in their study about Russian immigrants in Antalya.  

As given in Table 1, it is clear to see that 63 % of the participants have 
spoken Turkish as “Excellent”, 25 % as “Intermediate” and 12 % as “Low” in 
terms of the Turkish Level. The obtained finding is supported by the findings 
obtained by Deniz and Özgür (2010). Language provides the transfer of 
cultural heritage from the perspective of cultural heritage and is learned to 
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communicate with a foreign culture (Güneş, 2016; Aykaç 2015). According 
to the academic studies, it is stated that the Russians can learn Turkish 
easily (Deniz and Özgür 2013). Except of two participants- K8 and K13 - 
other participants have expressed that they have not had difficulties in 
learning Turkish. 

As the time of residence increases and gets involved in the society, 
learning Turkish is no longer an obstacle for foreign brides. K1 has 
expressed that “We live here, we have to learn Turkish, so we speak Turkish 
in the bazaar, we do not want them to think that we are tourists…”. This 
sentence is one of the samples that show an effort to adapt. Yıldız and 
Sertoğlu (2019) has found that Russian-speaking parents who are 
temporarily or permanently in Turkey, want to learn Turkish so as to 
express their desires for reasons such as meeting their daily needs, getting 
to know and learn Turkish culture better, communicating with their Turkish 
neighbors and friends. 

“Marriage” is the first thing with a rate of 94% among the 'Reasons of 
Settling in Marmaris'. It is an interesting finding that one Russian bride (K11) 
of the participants has settled in Marmaris and married here with a Turkish 
man like her mother married a Turk in Marmaris. Are Russian women 
satisfied with their marriage and life in Turkey? How their attitudes and 
behaviours are towards Turkey and Turkish society? and similar questions 
have been asked. It is inevitable that the answers to these questions can only 
be examined as the topics of another academic research. 

As shown in Table 1, all of the participants have “Children from their 
Turkish Spouses”. 50% (n = 8) of the participants have "1 Child", 31.25% (n = 
5) have "2 Children" and 18.75% have "3 Children". Having children in 
Turkish culture has been preserved for centuries in order to maintain the 
lineage and social structure and to establish a solid family order (Aksoy 
2011). It is known that Russian women have a positive attitude towards 
having children due to their thoughts on having a large family. 

In the second part of the research, the question “What does the culture 
concept mean to you?” has been asked to Russian brides. As a result of the 
content analysis conducted on the responses of the participants, 23 codes, 10 
sub-themes and the main theme of “Perception of Culture Concept” have been 
reached. The obtained findings are presented in Table 2.  
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Table 2. Perception of Culture Concept for Russian Brides 
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Art 42 21,54 

Literature 12 28 
Music 10 24 
Theater 10 24 
Ballet 10 24 

Cuisine 28 14,36 
Food 16 57,1 
Beverages 12 42,9 

Social 
Behaviours 

22 11,28 
Birth Marriage 
and Death  

12 54,5 

 Hospitality  10 45,5 

Language 22 11,28 

Spoken 
Language 

14 63,6 

Body 
Language 

8 36,4 

Festivals 20 10,26 
High Holidays  12 60,0 
National 
Holidays 

8 40,0 

Sports 18 9,23 
Ice-skating 7 38,9 
Wrestling 6 33,3 
Chess 5 27,8 

Cultural 
Areas 

17 8,71 

Museums 8 47,02 
Squares 3 17,66 
Palaces 3 17,66 
Churches 3 17,66 

Traditional 
Craft 

16 8,21 
Russian 
Nestling Doll 

12 75,0 

Balalaika  4 25,0 

Celebrities 6 3,08 
Maslenitsa 
Festival 

6 100 

Religion 
Rituals  

4 
2,05 

Baptism 
4 100 

 
The expressions about the values that Russian brides perceive as 

culture are gathered under 10 sub-themes. "Art" (21.4%), "Cuisine" (14.36%), 
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"Social Behavior" (11.28) and "Language" (11.28) can be found in the first 3 
lines. The obtained findings show that Russian brides perceive and explain 
the culture concept on the basis of concrete and intangible values. 

"What are your intangible cultural heritage values in your culture?" has 
been asked the participants, and the obtained data has been subjected to 
content analysis. As a result of the analysis; 24 codes, 7 sub-themes and the 
main theme of “Russian ICH Awareness” have been determined. The 
findings are presented in Table 3. 

Table 3. Russian ICH Value Awareness of Russian Brides  
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Russian 
Cuisine 

98 49,50 

Borscht (Beetroot Soup) 12 12,25 
Russian Vodka 12 12,25 
Pelmeni (Russian Ravioli) 10 10,21 
Brown Bread 10 10,21 
Russian Salad 8 8,16 
Smetana (Looks like 
yoghurt, addictive which 
is used for meals-pelmeni 
and borschtta) 

8 8,16 

Medovik (Russian Cake 
with Honey) 

8 8,16 

Blini (Crepe) 6 6,12 
Silotka (Salt Fish) 6 6,12 
Holodet (Broth Jelly) 6 6,12 
Okroshka (Meal after 
death, a type of soup 
made especially with 
kefir) 

6 6,12 

Kartoşka (French Fries) 6 6,12 

Russian 
Literature  

42 21,21 

Çehov 12 28,57 
Gogol 12 28,57 
Dostoyevski 10 23,81 
Tolstoy 8 19,05 

Russian 
Sports 

18 9,09 
Roller skate 6 33,33 
Chess 6 33,33 
Wrestling 6 33,33 

Russian 
Private 

12 6,06 
Victory Day (May, 9) 6 50,00 
Maslenitsa Festival (7-14 6 50,00 
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Days  March) 
Russian 
Theater 10 5,05 Bolşoy Theater 10 100,00 

Russian 
Ballet 

10 5,05 Classic Russian Ballet 10 100,00 

Russian 
Craft 

8 4,04 Russian Nestling Doll 8 100,00 

 
When their awareness of the intangible values of Russian culture in 

which Russian brides were born and grew up has been examined in Table 3; 
“Russian Cuisine” (49.50%) is in the first line. The historical background and 
multicultural structure of Russia is reflected to the cuisine practices. In the 
related question, K3 has tried to emphasize the richness of the cuisine by 
saying "If I say only soup in Russia, there are over 1000 types of soup ...". 
"Russian Literature" (21.21%) is in the 2nd line and "Russian Sports" (9.09%) 
is in the 3rd line. The obtained findings show that Russian brides perceive 
and explain the culture concept on the basis of concrete and intangible 
values. 

"What are your intangible cultural heritage values that you bring them to 
Marmaris? has been asked the participants. As a result of the analysis; 28 
codes, 6 sub-themes and the main theme of “ICH Practices of Russian Brides” 
have been determined. The findings are presented in Table 4. 

Table 4. ICH values of Russian Brides in Marmaris 
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331 100 

Cuisine 
Practices in 
Daily Life  

92 27,79 

Borscht (Beetroot Soup) 16 17,39 
Pelmeni (Russian Ravioli) 15 16,30 
Russian Salad 14 15,22 
Proshki (Russian Pastry) 14 15,22 
Blini (Crepe) 13 14,13 
Syrniki (Russian Pancake) 11 11,96 
Medovik (Russian Cake with 
Honey) 

9 9,78 

Social 
Behaviours 

in Daily 
Life 

74 22,36 

Informing before going on a 
visit  16 21,62 

Going on a visit with dessert  16 21,62 
Meeting at home with close 12 16,22 
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friends  
Praying after birth (by going 
to the church)  10 13,51 

Breaking Bread at the 
weeding  

9 12,16 

Not showing the newborn 
baby for 40 days  

6 8.11 

Coming together in 9th and 
40th days after death  

5 6,76 

Festivals 
and 

Celebrities 
in Daily 

Life  

62 18,73 

Christmas 16 25,80 
Birthday 16 25,80 
Easter 16 25,80 

New year  14 22,58 

Language 
Practices in 
Daily Life 

42 12,69 
Russian 16 38,10 
English 14 33,33 
Turkish  12 28,57 

Superstition 
Practices in 
Daily Life  

33 9,97 

Not whistling at home  14 42,42 
Sitting 1-2 seconds before 
leaving home  

10 30,30 

Not giving flowers in even 
number 

9 27,28 

Socio-
cultural 

Activities in 
Daily Life  

28 8,46 

Friend meetings  10 35,71 
Foundation activities  9 32,14 
Going to the theater/ cinema  5 17,86 
 Joining private courses  4 14,29 

 
The values that Russian brides bring them from Russia to Turkey as 

follows; "Cuisine Practices in Daily Life" (27.79%), "Social Behaviours in Daily 
Life" (22.36%), "Celebrations and Holidays in Daily Life" (18.73%), "Language 
Practices in Daily Life" (12%, 69), “Superstition Practices in Daily Life” (9.97%) 
and “Socio-Cultural Activities in Daily Life” (8.46%). 

 All participants make "Borscht" which is soup by using beet because 
they could easily find it without any troubles in Turkey. Participants K5 and 
K16 stated that “they are consumed as cold in summer and hot in winter and they 
do it frequently”. Although Borscht looks like Russian national soup, it is 
known and used in both Ukrainian and Romanian cuisine. The historical 
background and multicultural structure of Russia is reflected to the cuisine 
practices. All of the participants consisting of Russian brides have stated 
that they “Informing Before Going on a Visit” and “Going a visit with 
desert” in their daily lives in Marmaris. Moreover, they have stated that 
family members celebrate “Birthdays”, “Easter” and “Christmas”. 
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"What are the intangible cultural heritage values in Marmaris / Turkish 
society? has been asked the participants. As a result of the analysis; 40 codes, 
7 sub-themes and the main theme of “Awareness of Russian Brides to Turkish 
ICH” have been determined. The findings are presented in Table 5. 

Table 5. Awareness of Russian Brides to Turkish ICH 
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Turkish 
ICH 
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488 100 

Turkish 
Social 

Behaviours  
175 35,87 

Strong family 
bond 

16 9,14 

Having dinner 
together 

16 9,14 

Loving guest 
acceptance 

16 9,14 

Going on a visit 
without asking 
and informing 

16 9,14 

Love for 
children 

16 9,14 

Friendly, 
Talkative 16 9,14 

Beating at the 
door without 
asking and 
informing 

16 9,14 

Gossiping 16 9,14 
Comfortable life 
in Marmaris 14 8,01 

Dinner wedding 
in village  

14 8,01 

Be busybody 12 6,86 
Wedding in the 
streets 

7 4,00 

Turkish 
Cuisine 147 30,12 

Turkish 
breakfast  16 10,89 

Turkish coffee 16 10,89 
Tea in glass cup 14 9,52 
Cooking oily 12 8,17 
Ayran 12 8,17 
Cooking by 
frying  

11 7,48 
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Stuffed grape 
leaves 10 6,80 

Stuffed 
vegetables 

10 6,80 

Rice 9 6,12 
Lentil soup 9 6,12 
Dried beans 9 6,12 
Olive oil dishes 8 5,44 
Rakı 8 5,44 
Fried food 3 2,04 

Festivals in 
Marmaris 

55 11,27 

Ramadan 
festival 14 25,46 

Sacrifice holiday  14 25,46 
April 23 national 
sovereignty and 
children's day 

12 21,81 

May 19 the 
commemoration 
of Atatürk youth 
and sports day 

10 18,18 

August 30 
Victory Day 

5 9,09 

Turkish 
Folk 

Dancing 
41 8,40 

Zeybek 16 39,02 
Halay  15 36,59 
Turkish Kolbasti 
dance 

10 24,39 

Turkish 
Natural 

Treatment 
Methods 

25 5,12 

Linden 14 56,00 

Sage 11 44,00 

Turkish 
Religious 
Practices 

23 4,71 
Sunna 14 60,87 

Fasting 9 39,13 

Turkish 
Crafts 

22 4,51 
Needlepoint  12 54,55 
Handmade 
woven carpet 

10 45,45 

 
Turkish ICH values and their percentages that the Russian brides have 

noticed them after marriages which are accepted from human lifestyles and 
settling in Marmaris with international marriage migration are as follows: 
"Turkish Social Behaviors" (35.87%), "Turkish Cuisine" (30.12%), "Festivals in 
Marmaris" (11.27%), "Turkish Folk Dances" (8.40%), "Turkish Natural 
Treatment Methods ”(5.12%),“ Turkish Religious Practices ”(4.71%) and“ 
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Turkish Crafts ”(4.51%). Social behaviours that have been perceived 
positively in the Turkish society by all the participants are as follows: 
"Finding Strong Family Bonds", "Caring for Dinner Together", "Being 
Hospitable", "Loving Children", "Being Warm and Talkative"; but social 
behaviours that have been perceived negatively are determined as “Going 
visit without informing and asking”, “Knocking on the door Without asking and 
Informing” and “Gossiping”. “Turkish Breakfast” and “Turkish Coffee” were 
taken in the 1st line in the awareness of Russian brides towards Turkish 
cuisine and that situation has been expressed by all participants. The 
awareness of Russian brides regarding religious and national holidays 
celebrated in Marmaris is as follows: "Ramadan Festival" (25.46%), "Sacrifice 
Holiday" (25.46%) and "April 23 National Sovereignty and Children's Day" 
(21.81%), "May 19 Commemoration of Atatürk, Youth and Sports Day" (18.18%) 
and "30 August Victory Day" (9.09%) . However, none of the participants 
have not mentioned about Republic Day which is celebrated every year on 
October 29 as Turkish National Day. All Russian brides know "Zeybek" 
from "Turkish Folk Dances". Zeybek is the music and dance culture of the 
Aegean region. The person who knows as zeybek has been identified with 
the concepts such as heroism, bravery, truthfulness, honesty, and 
compassion in the Aegean and he has completed mission with the 
establishment of the Republic, and the concept of zeybek has been 
disappeared. However, the dance, which reflect its accumulated culture for 
centuries, continue to exist (Inan 2014). Russian brides have stated that they 
use “Linden” (56%) and “Sage” (54%) in diseases in Turkish natural 
treatment methods. In Turkish folk medicine; medicines which are called as 
“folk remedies” and “home remedies” are empirical applications that have 
still used after long experience. Teas, such as linden, are used for the 
purpose of treatment because of their diaphoretic effects and it is served as 
hot for the patient is in bed (Şar 2007). According to the obtained data, 
60,87% of the Russian brides have expressed "Sunna" as the Turkish 
tradition. The Sunna ceremony, which has an entertainment aspect besides 
its religious motifs such as prayers and Islamic memorial service, is usually 
held before the school age (T.R. Ministry of Culture and Tourism 2020). 

It can be said that Russian brides are aware of the importance of both 
“Carpet” (45,45%) and “Needlepoint” (54,55%) which are one of the Turkish 
traditional handicrafts. Moreover, needlepoint is applied to the edge of the 
covers and carpet reflects the nomadic lifestyle in Milas and Mugla. 
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"What are the Turkish intangible cultural heritage values that you have them 
in your daily life in Marmaris? has been asked the participants. As a result of 
the analysis; 21 codes, 5 sub-themes and the main theme of “Turkish ICH 
Practices of Russian Brides” have been determined. The findings are 
presented in Table 6. 

Table 6. “Turkish ICH Experiences of Russian Brides in Marmaris  
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Turkish 
Cuisine  

108 49,77 

Döner kebab 16 14,82 
Tea  16 14,82 
Stuffed 
vegetables 

14 12,96 

Lentil soup 14 12,96 
Turkish coffee  13 12,04 
Dried beans 12 11,11 
Ayran 9 8,33 
Stuffed grape 
leaves 

8 7,41 

Fusion kitchen  6 5,55 

Turkish 
Social 
Behaviours 

57 26,27 

Meeting with 
relatives 
frequently 

10 17,54 

Kissing from 
two cheeks 

10 17,54 

Loving 
children  

10 17,54 

Kissing hand 10 17,54 
Neighbor 
relations 

9 15,80 

Offering tea to 
guests  

8 14,04 

Turkish 
and Body 
Language 
in Daily 
Life  

34 15,67 

Speaking 
Turkish outside  

14 41,18 

Speaking 
Turkish with 
spouses and 

10 29,41 
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children at 
home  
Making eyes at 
instead of 
saying no 

10 29,41 

Turkish 
Natural 
Treatment 
Methods 

12 5,53 

Linden tea for 
treatment  

6 50,00 

Sage tea for 
treatment  

6 50,00 

Turkish 
Religious 
Practices 

6 2,76 
Kissing hand at 
festivals  

6 100,00 

 
Turkish ICH values that the Russian brides have included to their life 

practices in Marmaris are as follows: “Turkish Cuisine” (49.77%), “Turkish 
Social Behaviours” (26.27%), “Turkish and Body Language in Daily Life” 
(15.67%), “Turkish Natural Treatment Methods” (5.53%) and “Religious Ritual 
Practices in Daily Life” (2.76%). Eating “Doner” and drinking “Tea” in a glass 
cup in their daily lives become their habits for all of the participants. It can 
be said that tea consumption cultures are getting stronger since the place of 
tea and presentation rituals in Russian culture and Turkish culture are 
similar. Among the traditional tastes in Turkish cuisine; "Stuffed Vegetables" 
and "Lentil Soup" (12.96%) are cooked in the kitchen of 14 participants. The 
“Turkish Coffee” among the beverages has been expressed by 13 participants 
in Turkish cuisine with a rate of 12.04%. “Turkish Coffee Culture and 
Tradition” was included in the UNESCO ICH list in 2013. The majority of 
Russian brides (n: 14) in their daily lives in Marmaris behave as follows; 
“Meeting with Relatives Frequently”, “Kissing on Two Cheeks in Encounters and 
Farewells”, “Loving Children” like Turks, and “Kissing Hands”. It can be said 
that they behave like a classical Turkish woman. All participants are 
multilingual. Their mother tongue is “Russian”, the second language is 
“English” and the third language they have learned is “Turkish”. They 
think that it is necessary to speak Turkish in social life, bazaar, market, 
shopping, and in relations with relatives and neighbors so as to 
communicate verbally. K3 from the participants has explained that “Turkish 
is necessary because we live here. It was not difficult to learn Turkish. We speak 
Turkish at home from time to time, and we speak Turkish instead of Russian or 
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English to let people think that we are not tourists, especially when we are outside”. 
This statement shows the importance of Turkish in their lives.  

As it is known, every society has its own body language, gestures and 
mimics. The participant, K9 has explained that "My wife makes eyes at and if 
the answer is no, she raises eyebrows, staring at the salt shaker on the table if she 
wants salt shaker ... She does not need to speak Turkish; she uses her eyes and 
eyebrows and he laughs ...". 

12 Participants have included “Linden and Sage” to the treatment 
process for some diseases such as cold, sore throat, flu during winter in 
Turkey. Consuming herbal tea in Russian culture has been expressed by 
K15. Finally, 6 of the Russian brides have expressed that “She kisses hands of 
elderly during religious holidays”. 

5. RESULT AND RECOMMENDATION  

Intangible cultural heritage is living heritage. It gives sense of 
belonging and identity to the community, group or individuals. The 
perspectives of the Russian brides, who migrated to a different culture due 
to marriage, are essential in terms of their adaptation to the Turkish society 
and the transfer of ICH to their children. It is concluded that Russian brides 
have the awareness of both their country and the intangible cultural 
heritage values in Marmaris at the same time on the basis of the research. 
Furthermore, it has been determined that Russian brides live and transfer 
the ICH values they have brought them together from Russia. It has been 
determined that Russian brides have adopted, embraced and included some 
of the intangible cultural heritage values of the Turkish society. It is clear to 
say that the way of preserving the mentioned ICH values and transferring 
them to the next generations depends on the intercultural communication 
channels. Sustainability of cultural heritage depends on the preservation of 
concrete and intangible cultural heritage values as a whole. It should not be 
ignored that these values are transferred to the next generations by being 
included in daily life practices considering that the sustainability is possible 
with the support of society (Öksüz Kuşçuoğlu and Taş 20176). Deniz and 
Ozgur (2013) have concluded that the children of Russian-speaking parents 
who temporarily and permanently settle in Turkey, have much more 
information for the culture about Turkey and Turkish lifestyle when 
compared to their parents. In this context, the awareness of cultural heritage 
of children and young people with mothers and fathers from different 
cultures, social and cultural capitals that they will bring to society should be 
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considered important in terms of social development and change. It is 
stated that the marriage between people from different cultures has a more 
important function in the development of intercultural change than other 
migration types (Holton 2013). Russian female-Turkish male marriages and 
owned child / children are experienced and blended with transformations in 
every subject on the family, from language, leisure activities, guests, and 
consumption trends to life. Cultural richness which is formed by new 
values and the contribution of intercultural dialogue can be considered as 
some of the positive effects that marriage migration will create both in 
migrated and in communities where the migration movement begins. 

Marmaris, which is one of the favorite places for many local and foreign 
tourists, has a social structure that accepts foreigners, socially and culturally 
interacting with guests of different nationalities, resident foreigners and 
foreign brides. The cosmopolitan urban structure of Marmaris offers a 
suitable area for multicultural life practices, and the existence of a culture on 
living together accelerates the adaptation processes of foreigners. 

However, relatives and social ties beyond the citizenship bond should 
be taken into consideration so as to strengthen the sense of community and 
increase the sense of belonging of the Russian brides, who are called as 
"foreigners" by the society, and the carriers and transmitters of cultural 
heritage regardless of their age. It is thought that their participation to the 
Turkish society will increase in terms of social, cultural, psychological and 
behavioral; and the sense of belonging will strengthen if free teacher 
support for speaking and writing Turkish at a good level and expert 
support for them to learn Turkish society and to transfer values more 
deeply to their children in the right way are provided. It can be desired 
from foreign brides to transfer voluntarily their experience and knowledge 
to Turkish society by doing “good things” since they are given the 
opportunity to participate in cultural life. In both social development and 
change, it is thought that Russian brides will enrich Turkish society with 
their colors. 

The richness of differences in Marmaris will be increased by 
diversifying the leisure activities of Russian brides, strengthening the 
cultural carrier and transfers of Turkish and Russian women, increasing the 
cultural and art activities existing in Marmaris quantitatively and 
qualitatively, supporting the cultural and tourism embassies of Russian 
brides, developing projects for Marmaris Tourism VHS and Halit Narin 
Tourism Vocational High School students, Russian brides and individuals 
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in order to let them transfer their information and experiences about 
Turkish and Russian cuisine culture and fusion cuisine.  

It can be said that ICH of children who are born from intercultural 
marriages, their communication, which they started by learning in the 
family, their multicultural life, their awareness of cultural difference, their 
distance from communication anxiety in intercultural communication, 
being multilingual - Turkish, Russian, English etc.- with their rich cultural 
experience as a cultural ambassador by adding dynamism, to the two 
communities, will be hopes for the future. The influence of the dominant 
culture will be decisive on their cultural identities whether the children 
learn both cultures or not. On the other hand, it should consider that the 
focus on intercultural heritage transfer, international mobility, identity, 
belonging, common memories, and the physical expressions of everything 
belonging to culture will support the potential to create innovative 
approaches in heritage studies (Colomer 2017). "Marmaris-Russia Culture 
and Cooperation Association", which started its activities in 2018 in 
Marmaris, and Marmaris local governments and other relevant non-
governmental organizations, have to take important roles in preserving 
cultural heritage values and transferring them to future generations. 

Muğla Provincial Directorate of Migration Management needs to 
increase the numerical data for international brides and foreign brides 
settled in Muğla provinces and districts so as to enrich social capital 
through social and cultural projects to be carried out with the cooperation of 
the University, and to increase their efforts towards determination and 
solutions for compliance problems. 

Regional and national media, especially local media, should use the 
information transfer power that will contribute to ICH, foreign brides and 
Turkish society bu using titles they brought up, constructive and 
encouraging news, and programs. In this context, it should be noted that the 
relevant Ministries, local administrations, educational institutions and the 
media have important responsibilities about the issues that have been 
mentioned above.  

Since the reliability and validity of the data collected in the research are 
limited to the features of the data collection technique, the assumption that 
the participants answer the research questions correctly, and the lack of the 
in-depth interview which has been applied to the participants in only 
Marmaris, the assumptions and limitations cause both the level of material 
resources and time constraints. 
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As a result; the perceptions, attitudes and behaviours of the Syrian, 
Azeri, German brides or foreign grooms from different countries can be 
examined so as to perceive ICH values by adopting the quantitative 
research method within larger sample size.  
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INTRODUCTION 
Today, the phenomenon of recreation is seen as a way of restoring the 

health of individuals and increasing their quality of life. Recreation is often 
a mixture of physical, mental, and emotional activity. Recreation is an 
essential component of life and can occur as watching or participating in 
sports, arts, outdoor activities, and other activities (Broadhurst, 2001). 

Every person has a different personality. All individuals have ideals, 
hopes, beliefs, and attitudes, as well as goals, habits, interests, and desires. 
Therefore, recreation and personality relationship are particularly 
important. It is possible to state that recreation directly affects the factors of 
“happiness, satisfaction, balanced growth, creativity, competition, character, mental 
capacity and learning, freedom, physical condition, social status, behavior” which 
are effective in creating personality. Additionally, recreation has also an 
effect on the emotional stability of the individual. Setting up the emotional 
balance, the ability of expression, the ability to react realistically to the circle 
and living creatively are increased by means of recreation. Recreation gives 
people a sense of accomplishment. Additionally, recreation is seen as a way 
of establishing balanced and harmonious relations with the external 
environment as well as being effective in establishing internal balance. 
Recreation offers important opportunities for the development of 
personality through adaptation of the individual to social situations, 
developing tolerance and understanding, and creative use of leisure. 
Socially, recreation provides social solidarity and integration, and enables 
the creation of a democratic society (Meyer et al., 1969; Karaküçük, 2005; 
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Kılıç & Şener, 2013).  
On the other hand, there is a strong relationship between recreation 

and tourism. It is stated that tourists can travel for various reasons such as 
holiday, business, visiting friends, visiting relatives or entertainment 
venues, and participating in recreation activities (Colton, 1987).  

Although the travel purposes of tourists differ, it is witnessed that the 
number of train journeys organized for cultural purposes in the world has 
increased rapidly in recent years. Train journeys have an important place in 
literature, music, cinema, and travel culture. For this reason, in the first plan 
train journeys are among the ideal trips for many travelers of the world 
(www.festtravel.com). 

On the other hand, there are some factors that restrict tourists, 
especially on train travels which include accommodation on the train and 
cover comparatively longer routes. Indoor recreation activities come into 
play to satisfy the tourist groups who are not used to staying indoors for a 
long time. Although there are many studies on outdoor recreation activities 
in the related literature, there are relatively few studies on the importance of 
indoor recreation activities in tourism. In this study, focused on indoor 
recreation activities carried out during the touristic trips on the Trans-
Siberian Express, which is one of the longest and most favorite railway lines 
in the world. In the study, focused on the indoor recreation activities 
organized for the passengers during the 14-day touristic travel on the Trans-
Siberian Express, which has been the subject of many novels, poems, and 
films until today. It is expected that this study will contribute to the tourism 
literature in terms of indoor recreation activities. 

THE CONCEPT OF LEISURE 
The leisure phenomenon that exists in every stage of history has been 

perceived in different ways in each period (Gül, 2014, p. 2). The 
contemporary definition of the concept of leisure was made at the age of 
Greek and Roman civilizations. In these definitions, there is definitely a 
value judgment about the comparative importance of leisure compared to 
work. Leisure was initially seen as a symbol of social class, and having and 
exercising leisure was a sign of wealth (Mill, 2008). Leisure term is used in 
different meanings in different languages. The English word "Leisure" has 
been derived from Latin "Licere", in French "Loisir", in English "License" 
and "Liberty". These expressions, which are related to each other, are used 
to mean the freedom from the restriction of control, the opportunity to 
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choose, the time remaining after work or free time after the fulfillment of 
mandatory social duties (Torkildsen, 1993; Meeras, 2010). Leisure is defined 
as working, commuting, sleeping, and the time remaining after doing the 
necessary household and personal tasks, which individual can use at will 
(Broadhurst, 2001; Medlik, 2003; Tribe, 2011).  

Leisure has only one basic criterion, that leisure is the perceived state of 
freedom. Perception requires the interpretation of stimuli and situations. 
Leisure is based on the individuals' own perceptions. Hence leisure 
becomes the subjective perception of a real or imagined activity that a 
person participates in at a given time (Colton, 1987, p. 347). Leisure is often 
referred to time when there are no obligations, free time, or when the 
individuals are relatively free to do what they want (Meyer et al., 1969, p. 
29).  

Widely leisure means freedom from the necessity and coercion of the 
job. It refers to a kind of escape from the compelling world of work to a 
state of relaxation, relievement and riding for a fall (Aytaç, 2006, p. 28). For 
some people, free time is as important as work. For some people, it is 
difficult to find free time between work (including business travel) and the 
pressures of everyday life (Meeras, 2010, p. 10).  

Freedom of choice is the basic element that separates leisure from 
work/working time. Freedom of choice includes other freedoms such as 
movement, action, expression, and speech, as well as our choices regarding 
people and the environment. Beyond the choice of activity, the participants 
choose the characteristics, amount, and also the intensity of effort, focus, 
physical, mental, emotional, spiritual or any activity. Leisure provides an 
important space where individuals can express themselves and develop 
personally. At this point, physical and mental health and well-being are the 
main goals (Broadhurst, 2001).  

The definition of leisure has been discussed in four approaches in the 
historical process. (1) According to the time-based approach, time has value and 
some time is required for all activities. In this way, free time is the time left 
after work and fulfillment of life's obligations (such as childcare). (2) 
According to the activity-based approach, leisure during which leisure activities 
take place coincides with the definition of recreation, which expresses the 
activities performed during this period. If leisure is equal to activities, it is 
synonymous with recreation. (3) According to the intention-based approach, 
leisure is seen as an experience. Here leisure is seen as a voluntary 
participation and has nothing to do with consumption. Motivation for 
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leisure is intrinsic and derives from satisfaction which is formed after an 
experience, not from an external reward. Accordingly, the leisure activity 
itself should be the ultimate goal of the activity. (4) According to the holistic 
approach, recreation is a kind of "conscious entertainment" that can take 
place at any time and place. This activity is not limited to time or place, and 
it is up to the individual to decide whether to attend such an event (Mill, 
2008). 

THE CONCEPT OF RECREATION 
Recreation, which was derived from the Latin word recreation, 

meaning regeneration, re-creation or reconstruction (Karaküçük, 2005, p. 59) 
is defined as the special use of activities that take place during leisure or 
that may include travel and tourism (Medlik, 2003, p. 139). Recreation can 
be considered as an enjoyable and social activity that helps to reconstruct 
the individual through leisure experiences. Recreation is classified into five 
interrelated stages, including predicting the activity, traveling to the 
activity, the activity itself, traveling from the activity and remembering the 
activity. Similarly, recreation is defined by features such as commitment to 
participate, self-reward of the participant, enjoyment of experience, 
personal nature of experience, free choice and occur during non-mandatory 
time (Brey & Lehto, 2007). 

Recreation is seen as an emotional state or condition resulting from a 
feeling of well-being and self-fulfillment. Therefore, it is independent of any 
physical or social activity. It is stated that the distinctive feature of 
recreation is not the activity but the attitude it assumes. The meaning that 
the individual attributes to a particular activity determines whether it is 
recreation and forms the basis of the action for that person during the 
activity (Colton, 1987, p. 348).  

Recreation encompasses all leisure activities of people except for jobs 
that are highly committed (overtime, second job, homework, and various 
home maintenance jobs) (Meeras, 2010, p. 3). Recreational pursuits include 
home-based activities such as reading books and watching television, and 
outdoor activities including sports, theater, cinema, and tourism (Tribe, 
2011, p. 3).  

THE RELATIONSHIP BETWEEN LEISURE, RECREATION AND 
TOURISM 
Many definitions of tourism include the concepts of recreation and 



 
 

442 
 

leisure. Therefore, it shares strong basic characteristics and theoretical 
foundations with the concepts of tourism, recreation, and leisure 
(Swarbrooke et al., 2003). Tourism covers events and relationships related to 
leisure (Kement, 2014, p. 85). As for recreation, is a concept related to 
activities that people participate in their spare time outside of working 
hours. The development of tourism is seen to related to the increase in the 
living standards as well as the increase in leisure opportunities (Karaküçük, 
2005). Since recreation is an experience that takes place during leisure, the 
nature of tourism is seen as recreational centered. Tourism takes up part of 
the free time. That is why tourism is seen as a part of leisure and recreation 
(Özdemir et al., 2016). 

Figure 1: The relationship between leisure, recreation, and tourism  
Source: Hall, M. C. and Page, S. J. (2006). The Geography of Tourism and Recreation 
(Third Edition). Routledge, New York. 

Figure 1 shows the relationship between leisure, recreation, and 
tourism. Accordingly, tourism and recreation should be seen as part of the 
broader concept of entertainment. Dashed lines indicate that the boundaries 
between concepts are "soft". Work is separated from leisure and there are 
two main areas of overlap. First, business travel, which is seen as a form of 
business-oriented tourism, separated from leisure-based travel; secondly, it 
refers to serious leisure, where leisure can be used according to leisure, 
hobbies, and interests (Hall & Page, 2006, p. 6; Meeras, 2010, p. 5). 

Seeking leisure in recreational activities or tourism behavior should not 
be seen as an isolated social phenomenon. The increasing importance of 
leisure in the lives of many people helps explain the increasing complexity 
and variety of leisure activities. At least in the individual's perception, the 
distinction between recreation and tourism becomes insignificant. It is 
necessary to include recreation and tourism in leisure activities with a 
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holistic approach (Jansen-Verbeke & Dietvorst, 1987, p. 362). 

RECREATION TYPES AND INDOOR RECREATION 
Various classifications are made regarding recreation. In these 

classifications, recreation is approached from dimensions of; individual, 
social, cultural, economic, and environmental conditions. Sample 
classification of recreation types is as follows. 

Table 1: Classification of recreation types 
Types of recreation by participation Active recreation activities 

Passive recreation activities 
Types of recreation by venue Outdoor recreation activities 

Indoor recreation activities 
 
 
 
Types of recreation by content 

Artistic and cultural recreation activities 
Recreational sport activities 
Social recreation activities 
Educational recreation activities  
Recreational volunteering activities 
Health and wellness activities 
Touristic recreation 

Types of recreation according to the 
nationality of the participants 

National recreation activities  
International recreation activities 

 
Types of recreation according to the 
age of the participants 

Child recreation (pre-school recreation, 
school recreation) 
Youth recreation 
Adult recreation 
Third age recreation 

Types of recreation according to the 
number of participants 

Individual recreation activities  
Group recreation activities 

Types of recreation according to local 
classification 

Urban recreation 
Rural recreation 

Types of recreation in terms of 
lifestyle 

Habitual life recreation  
Unconventional life recreation 

Sources: Table was created using the studies of Hazar, 2014, p. 36-48; Munusturlar, 
2018, p. 16-20; Öztürk, 2018, p. 37. 

 

According to a classification made by Tribe (2011), recreation is divided 
into two groups as recreational activities at home and recreational activities 
outside the home. Recreation types are handled in two groups as open 
space recreation and indoor recreation in terms of places where they are 
built (Gül, 2014; Hazar, 2014; Hacıoğlu et al., 2017; Munusturlar, 2018).  
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Indoor Recreation 
Indoor recreation activities include recreational activities carried out in 

all kinds of indoor spaces reserved for the use of the community. Indoor 
recreation activities are not affected by nature and weather conditions as 
much as outdoor recreation. These types of activities are activities that 
individuals and societies can realize whenever and wherever they want 
(Gül, 2014, p. 28). Indoor recreation includes all recreation activities 
performed by people in indoor areas in order to increase the quality of life 
in modern society in order to use leisure effectively. Indoor recreation 
includes activities held in private institutions, public institutions, or private 
areas, other than the working time of individuals. Therefore, indoor 
recreation can be expressed as a concept that provides ergonomic use of 
artefact spaces and includes all kinds of useful activities (Kılıç & Şener, 
2013, p. 221).  

INDOOR RECREATIONAL ACTIVITIES IN TRANS-SIBERIAN 
EXPRESS 
Trans-Siberian Railway is a road connecting West Russia to Siberia, Far 

East Russia, Mongolia, China, and the Sea of Japan. This railway, which 
built between 1891 and 1916, is the longest railway in the world with a 
length of 9288 kilometers from Moscow to Vladivostok (tr.wikipedia.org). 
However, in some sources, it is mentioned that the Trans-Siberian Railway 
line is the third longest railway line in the world after 10267 km Moscow-
Pyongyang and 11085 km Kiev-Vladivostok railway lines (emoji.com.tr). In 
another source, it is mentioned that the longest railway in the world is 
Chine-Europe Block Train with a length of 13000 km (www.yoldaki.com). 

The Trans-Siberian Express is a historical journey between Moscow-
Vladivostok or Vladivostok-Moscow. The Trans-Siberian Railway is an 
extraordinary project for the conditions of that day, which was mainly 
completed piecemeal between 1891-1916. When Ulan Bator is included in 
this journey, which is carried out over Kazan instead of Kirov in the 
beginning, its length is 10,650 kilometers (www.festtravel.com).  

At the end of the 1800s, the Siberian region had limited means of 
transportation. Transportation was provided over the river at that time. As 
the water freezes during the cold months of the year, transportation was 
provided by horse carriages and carriages drawn by Siberian wolves. Later, 
the introduction of railway projects between Siberia and the Pacific worried 
the central government. For this reason, the establishment of a railway link 
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between Siberia and Moscow has been deemed necessary (emoji.com.tr). 
The railway, which made remote and virgin lands accessible, was built 
during the reign of Tsar Alexander III as one of the greatest projects of the 
empire. The Trans-Siberian Express preserves its vital importance for the 
people of Siberia and is still the busiest line and the most popular tourist 
route in the world. The train, which covers a third of the earth, departs from 
Vladivostok on the coast of the Great Ocean and arrives in Moscow by 
following the route of Khabarovsk, Ulan Batur, Baikal Lake, Irkutsk, 
Novosibirsk, Yekaterinburg, Kazan (www.beinconnect.com.tr). 

Trans-Siberian Express has a particularly important place in terms of 
tourism today. The legendary Trans-Siberian Express has attracted travelers 
from all over the world since the beginning of the 20th century 
(www.beinconnect.com.tr). So much so that Pekin's (2011) description of the 
Trans-Siberian Express is quite interesting: 

“An English lord said, "People are divided into two": 
"Those who saw the Taj Mahal and those who did not." I 
change this phrase for travelers and use it as follows: 
Travelers are divided into two: those who traveled on the 
Trans-Siberian Express and those who did not”. 

 The Trans-Siberian Express inspires travelers with its history as well as 
its route. However, it is mentioned that not only travelers but also artists are 
very much fascinated by the Trans-Siberian Express. It is stated that the 
mysterious route of the train is the subject of novels, poems, and movies 
(www.beinconnect.com.tr).  

Therefore, today, the Trans-Siberian Express has become the center of 
attention of tourists and travelers interested in this geography. However, on 
this journey, which covers approximately 9300 kilometers and 8 different 
time zones, mostly staying in a fixed place can force the patience of even the 
most determined person (emoji.com.tr). S. K., one of the passengers who 
made the trip to Trans-Siberia, makes a very good touch while expressing 
her thoughts before going on a trip (www.beinconnect.com.tr): 

“I always loved the trains. But this is of course an 
incredibly special trip. First of all, at an individual level I 
wonder about this. What will I do on this train without 
working for 14 days, as if doing nothing? Believe me, I am 
very curious, because I am hyper. Secondly, I am extremely 
excited to see places that I will probably never see again, 
from the best angle and the most different way. Once that is 

https://emoji.com.tr/trans-sibirya-ekspresi/
http://www.beinconnect.com.tr/
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my expectation.”. 
Due to the length of the Trans-Siberian Express travel line, it is 

emphasized that many tourists prefer to travel on a certain part of this line, 
and in addition, getting off at any stop and getting on the other train is also 
widely preferred (emoji.com.tr).  

The thought that the length of this route on the Trans-Siberian Express 
may physically and socially strain the traveling tourists has pushed this 
railway line management to new searches. In this context, many indoor 
recreation activities were planned in the train during the 14-day journey. In 
the first years of the Trans-Siberian Railway's service, the arrival and 
departure of every train at the Siberian Station was a big event. Especially at 
the eastern station, arrivals and departures have turned into ceremonies. 
Just like in those years, a festive ceremony awaits the express passengers at 
the station today. Band marches are played, wagon attendants meet their 
passengers on the platform, and after announcing which wagon each 
passenger will travel in, the officers accompany the passengers to the 
compartments that will be their homes for 14 days. The Trans-Siberian 
Express consists of luxury compartments and dining cars. The life center of 
the Trans-Siberian Express is the dining car. The restaurant, located in the 
dining car, offers rich examples of Russian cuisine to suit every taste. The 
dining car is not only a place where travelers can feed themselves, but it is 
also a good example of socializing in the train. The Trans-Siberian Express 
teaches above all to enjoy the moment. Many activities have been planned 
in order not to get bored of passengers on the train. While some passengers 
are distracted by the view outside the window, some passengers can 
participate in the never-ending life on the train. Taking Russian lessons on 
the way is just one of the dozens of things that can be done on this train. 
This activity is described as the return to pupilage on the train for 
passengers who left their school desks years ago. There are also many 
seminars and film show on Russian history. Thus, passengers can 
understand the geography they travel. During the communist regime, on 
the Trans-Siberian Express, communist-themed anthems were constantly 
rising from the speakers. Live music performed on the train has replaced 
this obligatory concert of the past. A brisk guitar sound or a small piano 
recital are common things in this train while you are immersed in the course 
of the ever-changing world outside. In summary; the insatiable feast of eyes 
offered by geography and music, cinema, literature, philosophy are just 
some of the indoor recreation activities that take place on this train. Also, 
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surprise birthday parties are organized in the dining car of the train for the 
passengers whose birthday coincides with this travel period 
(www.beinconnect.com.tr). F. P., who guides travelers during a journey on 
the Trans-Siberian Express, describes how fast and vivid time passes on the 
train (www.beinconnect.com.tr): 

“I read the memoirs of an American person. That 
traveler writes as follows: Although I love the train journey, 
I put 15 books in my suitcase in case I get bored. But when I 
went back, I saw that I only read 15 pages from the first 
book...”.  

R. H., one of the travelers of the Trans-Siberian Express, states that his 
initial concern regarding the length of travel time on this railway line is 
unfounded (www.beinconnect.com.tr): 

“I was scared for a long time. I wondered if I could stay 
on the train for 2 weeks, in a closed environment or 
something, but... First of all, the train journey was not as 
scary as I thought it was, because our days full of extremely 
activities, we try to catch up from one to the other, from 
movies to Turkish and English conferences. For this reason, 
we never got off the train for two days, but I could not 
understand how the time passed...”. 

CONCLUSION 
Relaxation and recreation are the main objectives of tourism activities. 

Rich recreational activities are needed in order to extend the stay and 
ensure the satisfaction of the tourist. For this reason, animation 
organizations that can engage the tourist and attract them into activities and 
relationships are required (Karaküçük, 2005, p. 204). In terms of tourism, 
animation is an auxiliary leisure activity organized by tourism enterprises 
for tourists to spend their free time with voluntary participation and 
satisfying activities. (Hazar, 2014, p. 99). Animation should not be seen as a 
temporary entertainment. Because animation aims to eliminate the 
immobility and dissatisfaction arising from new changes in life. It is aimed 
to recreate or gain strength for the tourist, especially with recreational 
activities in health, rest and leisure tourism (Hacıoğlu et al., 2017).  

In recent years, it has been witnessed that tourists participate in long-
term train trips, especially in order to increase their cultural knowledge. 
However, train travel can be challenging for tourists who are not used to 
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staying that long indoors on such long journeys. Therefore, there is a need 
for indoor activities where tourists can have a good time, socialize, and 
increase their knowledge. It can be said that these activities during the 
journey by train also play an animation role. 

This study focuses on the Trans-Siberian Express, one of the most 
popular tourist railway lines in the world, and indoor recreation activities 
performed for passengers on this train are examined. On the Trans-Siberian 
Express, there is a separate “bar” where Russian lessons are given to 
passengers throughout the day, various movie screenings are given in the 
common areas used as dining hall and bar, with a small book and DVD/CD 
collection on the train, and live piano and guitar concerts 
(www.festtravel.com). It was seen that there was a wagon and many 
seminars and conferences were given to tourists during the journey. 
Although the passengers participating in the Trans-Siberian Express travel 
had some concerns at the beginning due to the length of the tour, it is 
possible to express that they were very satisfied with these recreational 
activities carried out in the indoor area. 

This study is a compilation prepared using secondary sources. 
Supporting the subject with an empirical research will make an important 
contribution to the related literature. 
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INTRODUCTION 

Social media influencers are first explored to further expand the 
coverage of social media in advertising, youth markets and businesses. 
Today, there are studies designed to investigate the effectiveness of social 
media influencers by focusing on resource reliability, resource 
attractiveness, product matching and meaning transfer. In this context, it is 
suggested that consumer attitude mediate both external and internal 
relations (Lim et al., 2017). Today, blogs, which are a kind of personal diary 
where internet users share their articles, have been replaced by video blogs 
in which all these are explained by video. With the increase in the watch 
rates, video blogs have become the communication tool of brands that want 
to connect with consumers (Müftüoğlu et al., 2018). Social sharing networks 
constitute the center of the change in all areas. Social networks can be 
defined as groups of people connected through a single common resource. 
Today, such networks allow you to easily communicate with people you 
know socially or with whom you are new friends. The best examples of 
such sharing networks are Facebook, MySpace, LinkedIn and YouTube 
(Güçdemir, 2010 nar. from Özkoyuncu, 2010: 101). Social media influencers 
(SMIs) represent a new independent third-party supporter who shapes 
audience attitudes through the use of blogs, tweets and other social media. 
A mature public relations literature has identified the characteristics of 
effective spokespeople, but relatively little is known about audience 
perceptions of SMI. (Freberg et al., 2010). Social networks, which are one of 
the Web 2.0 tools, have become widespread among internet users, attracting 
millions of users by sharing and interacting on many subjects such as 
pictures, videos, content, profiles. Examples of the most commonly used 
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Facebook, Instagram, Myspace, Linked-in, Pinterest, Flickr, YouTube and 
Dailymotion (video sharing) are among these social networks (Özkoyuncu, 
2010: 102-105). According to Brand Page (2010), YouTube and Dailymotion 
are the most known channels in this field. These sites are composed of 
applications that enable sharing by uploading videos. Sharing goes beyond 
their own platform, as many works in harmony with other social media 
channels. YouTube, Vimeo, Izlesene, Dailymotion are some of them 
(Özkoyuncu, 2010: 103). Internet Americans using the internet (Matthews, 
2010 nar. from Özkoyuncu, 2010: 155);  

• 25% read blogs, 
• 11% write blogs, 
• While 29% watch videos created by users, 8% upload videos, 
• 25% visit my social networking sites, 
• 18% are in discussion forums, 
• 25% read reviews and reviews.  

Social media connects individuals around the world, where the power 
of interaction and information sharing shifts from companies to consumers. 
Since companies now have more difficult times to reach consumers, social 
media influencers have been used as a solution to influence consumers' 
purchasing decisions, thereby increasing purchases. However, while social 
media influencers are said to have an impact on consumers' purchasing 
decisions, actually less is known about the impact on all stages of the 
purchasing decision process (Gashi, 2017). As the media and technology 
progresses, companies are able to choose from a variety of options at sales 
points to market their products. These options pioneered the development 
of social media influencer marketing. From social media accounts such as 
Instagram, Snapchat, Twitter and YouTube, you can find people who 
represent companies with personal branded content. Consumers look at 
consumers more than ever to report purchasing decisions (Glucksman, 
2017). It is a fact that vloggers have important effects on younger 
generations today. The young generation, who watches the product 
promotions and the destinations they visit, is affected by these videos. 
Based on this reason, in this study, it aimed to reveal the youth's use of 
YouTube and their attitudes towards Vloggers. In this context, a research 
was carried out on the students of Kırklareli University Tourism Faculty. In 
the first part of the research, the relevant literature, in the second part, the 
methodology of the research, and finally the conclusion and suggestions 
section are included. 
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LITERATURE 

Social Media Influencers 
Influencer marketing is a growing trend used in public relations 

initiatives that are the process of identifying, engaging and supporting 
individuals who chat with customers of a brand. In recent years, this 
strategy has been heavily concentrated around social media. It also created 
an opportunity for brands to be marketed through social media influencers. 
Research results revealed that the use of impressive marketing of social 
media has changed the way the two sides interact by breaking the wall 
between the consumer and the brand (Glucksman, 2017). In the study of 
Lim et al. (2017), within the scope of theoretical practice, the researcher 
applied the social learning theory from the marketing field and 
strengthened the understanding of the relationship of social media 
influencers to consumer purchasing intent. Interesting social media 
influencers have been found to have a positive effect on consumers' 
purchase intent. The development of social media has opened a new 
communication channel for brands to connect directly and organically with 
consumers. If a brand isn't using social media domain marketing as a 
strategy to better attract its target audience, it's time to start evaluating the 
advertising strategies of today's companies (Glucksman, 2017). In their 
research in Müftüoğlu et al., (2018), the attitudes of university students 
towards watching Vloggers, what kind of Vlogs, how often and for what 
reason they followed, whether they found the Vlogger recommendations 
sincerely, and how they were affected by the Vlogger recommendation were 
compared with the famous person or friend recommendation in the 
advertisement. Within the scope of the research, two focus group interviews 
were held with students at a state and a foundation university and 
comparative findings were revealed. The results show that the students of 
both universities follow at least one Vlog, taking into account the 
recommendations of Vloggers in their purchase intentions and brand 
preferences. It is also understood that the participants watched the Vloggers 
as they took the example. Overall, the findings support the use of YouTube 
in brand image development and consumer intention to purchase. Social 
media brand influencers have become one of the biggest marketing and 
public relations trends, especially those promoting lifestyle brands and the 
places they travel. Lifestyle influencers work with companies used by non-
celebrities in their daily lives. Media influencers can attract the attention of 
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public relations agencies and brand consumers. At the same time, social 
media influencers can offer customers relevant and relatable content. 
Traditional media-based influencer marketing has been used in public 
relations for many years, but the rise of social media has created an 
explosion of social media influencer. Social media impressive marketing has 
successfully changed the way brands interact with consumers (Glucksman, 
2017). 

YouTube as Social Media Platform 

In addition to Instagram, social media influencers are good at using 
YouTube to target desired audiences. What makes YouTube such a unique 
media platform? Unlike Instagram, mostly photos, graphics, and short 
video clips, YouTube gives an influencer the opportunity to create and 
share subconscious videos (Glucksman, 2017). YouTube, which was 
founded on a simple infrastructure to meet personal expectations at first, 
has turned into a giant social network today and meets the expectations of 
people and creates a new vision for the press. Today, YouTube, which has 
become the most visited video resource in the world, was founded by Chad 
Hurley, Steve Chen and Jawed Karim. Having previously established Pay 
PAL, which is the most used online payment system in the world, this team 
has earned big money by selling Pay PAL to Ebay, and then decided to 
develop the idea of YouTube by following the needs (Budak, 2009 nar. from 
Özkoyuncu, 2010: 159). One of the most important tools of social media and 
blogs representing the early form of social media are structures that are 
considered important in terms of tourism. There are hundreds of blogs 
around the world that appeal to different target groups such as luxury 
travel, travel with children, economic travel, travel for couples. In addition 
to travel and brand suggestions in the blog content, destination guides are 
also prepared by bloggers (Kozak, 2018: 202). Social media influencers 
create how-to videos, referral videos, and much more, and watch because 
viewers value audience effects. Unlike other social media influencers, Fink 
has produced content with an original website called "Try to Live with 
Lucie". According to Fink's personal brand, the full priority of the series is 
that Fink tries a new lifestyle change and records the experience vlog style 
(video-blog) for five days each time. Using this presentation style, viewers 
made them feel like they were traveling with Fink. By sharing these 
experiences with his followers, he encourages them to apply these lifestyle 
changes to their daily lives. Every weekly challenge in videos is designed to 
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impress people to make subtle changes in their daily lives. Two examples of 
Fink's videos are “5 days of minimalism and reducing the excess in your 
life” and “5 days of personal acceptance and self-confidence”. All his videos 
include a lifestyle change and also includes a brand. This allows a brand to 
work in an individual's life, unlike advertising only with traditional 
marketing strategies. (Glucksman, 2017). 

Table 1: Active Users of Social Media Platforms (2019)

 
Source: (https://www.smartinsights.com/). 

According to the Global Web Index in Table 1, the most used social 
platform in the world comes Facebook with 2 billion 414 million, and 
YouTube comes second with 200 billion users. In 3rd place, Whatsup 
appeals to 1 billion 600 million people.Sosyal Medya Characteristics of the 
Influencers; 

• It is very important to be unique for social media influencers who 
focus on lifestyle brands. It provides originality, establishes a new 
level of relationship with followers, and helps build relationships 
between followers and brands. Creating original content for 
YouTube creates an environment where influencers can follow their 
personal thoughts, opinions and styles. (Glucksman, 2017). 

• Wiedmann et al., (2010), social media influencers differ in their 
individual capital, expertise and knowledge, innovation, 
Machiavelism, satisfaction, risk aversion and demography. Social 
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capital, on the other hand, takes into account ambition, personality 
power and empathy. 

• Brands want to use influencers to promote their self-confident 
products. When those affected feel confident, their trust in the brand 
also increases. This brand trust leaves a lasting impression on the 
followers and makes them think of being the consumer of the 
product (Glucksman, 2017).  

METHODS 

Purpose and Importance 
Today, many influencers have emerged that affect people by sharing 

their own thoughts, lifestyle, views, experiences, travel perceptions that 
affect their followers on social media like YouTube. Today, young 
generations follow these influencers to get to know new brands, examine 
consumer products, make travel plans, and these influencers have become 
one of the biggest marketing and public relations trends. Today, Vloggers 
with hundreds of followers on YouTube attract people's attention by 
shooting various videos, promoting the touristic destinations they see. It is 
clear that vloggers have a significant impact on the new generation. These 
influencers are defined as "influencer" and attract the attention of influencer 
marketing researchers. Based on these reasons, in this study, it aimed to 
reveal the YouTube usage status of young people (known as Z generation 
today) and their attitudes towards Vloggers. The most important factor in 
selecting a sample of university students for research is that the vast 
majority of young individuals follow social media and YouTube. Another 
reason is that today's new generation are potential tourists or travelers who 
will participate or participate in tourism movements in the future and they 
are affected by Vloggers. It is anticipated that the research will contribute to 
the literature as the subject is up to date. Based on the results of the 
research, destination managers who are responsible for the marketing of 
destinations can carry out joint marketing activities with the vloggers who 
have a high number of followers. The Turkish travelers determined for the 
study were tried to be chosen among the people loved and followed by the 
youth. The number of followers of Turkish travelers determined for the 
research is given in the table below. 
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Table 2: Turkish Travelers and Subscribers in the Research 
Turkish Travelers Subscribers * (B=Thousand)  
Mehmet Genç  251 B 
Kerimcan Akduman  1 B 
Emre Durmuş  1,61 B 
Yağmur Arat  348 B 
Bestami Köse 1,91 B 
Kemal Kaya  5,53 B 
Hale Sargun 8,6 B 
Mücahit Muğlu 1,61 B 
Evrim Kanbur 389 
Servan Turan 46,7 B 
Duygu ve Bilge Çifti 110 B 
Özlem Keşifte  1,99 B 
Gürkan Genç 12,8 B 
Elvin Levinler  834 B 
Şeyma Subaşı   148 B 
Saffet Emre Tonguç 22,8 B 
Ayhan Sicimoğlu 86 B 
Burak Akkul 1,59 B 
Berkoo 58 B 
Gökhan Yıldırım 75,4 B 
Mustafa Sipsi Palut 4,85 B 
Yiğit Can İç 112 B 

* Subscriber numbers are valid until February 2020. 

Sampling and Data Collection 
In this research, quantitative research method was used. Questionnaire 

technique was used to collect data. The first 6 statements in the 9th question 
in the form of the questionnaire were Müftüoğlu et al. (2018) 's research, 
other items were used from Eşitti and Işık (2015), Erol and Hassan (2014). In 
the research, primary and secondary data sources were used. In the 
research, related literature, scientific studies, internet sources and various 
statistical researches were used for secondary data sources. The statements 
of young people measuring the evaluation of the effects on travel 
perceptions directed by Vloggers were included in the questionnaire using 
the 5-point Likert scale (1 = Strongly Disagree, 5 = Strongly Agree) (Kozak, 
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2014: 78). Content validity is provided by determining whether the 
expressions in the measurement tool are suitable for the measurement tool 
with expert opinions and suggestions (Ural and Kılıç, 2013: 67). For this 
reason, the statements in the questionnaire were finalized by taking the 
opinions of 3 experts. The research data were applied face-to-face to 300 
students from the Faculty of Tourism (total number of students in 2019-
2020) at the Kırklareli University Kayalı Campus between February 3 and 
March 10, 2020. It was decided that only 217 of the surveys were suitable for 
statistical evaluation. Easy sampling method which is not probabilistic was 
used in sample selection. According to this sampling method, it was tried to 
reach everyone in a certain place in a certain time period (Kozak, 2014: 118). 
Descriptive statistics (frequency and percentage, mean and standard 
deviation) were used to evaluate the data obtained. Descriptive statistics are 
used to define the properties of variables (Nakip, 2003: 236). The collected 
data were analyzed in the statistical package program and then converted 
into a table. 

FINDINGS 

Descriptive analyzes were applied in accordance with the purpose of 
the research. In addition, the Cronbach Alpha coefficient of 13 items, which 
provides an assessment of the impact of social media on holiday 
preferences, is 0.914. Alpar (2011: 815), the Cronbach Alpha coefficient is 
0.80-1.00 high, 0.60-0.79 highly reliable, 0.40-0.59 low and 0.00-0.39 He 
stated that he was not reliable. According to these results, it can be claimed 
that the statements have very high reliability. The findings regarding the 
demographic information of the students participating in the research are 
presented in Table 1. 38.2% of the participants in the study are women and 
61.8% are men. The highest proportion of the participants in the research, 
88.5% are those aged 18-23. 70.5% of respondents use YouTube several 
times a day. The most popular social media tool used by students 
participating in the research after YouTube is Instagram with 72.8%. The 
aim of the students to use YouTube (multiple choice was made in this 
question) is the highest rate of entertainment and games with 67.7% (n: 147). 
15.2% (n: 33) of the young people use YouTube at a low rate to make a 
travel plan, and 29% (n: 63) prefer YouTube to gather information before 
visiting a destination. The rate of Turkish travelers followed by YouTube 
(multiple selections made in these articles) is 56.2% (n: 122). The highest rate 
among Turkish travelers that young people follow on YouTube is Emre 
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Durmuş, who is followed by 30.9% (n: 67). It is followed by a ratio of 4 (n: 
27). Turkish Travelers among the “Other” option you follow on YouTube; 
Serdar Kılıç, Çağatay Özdemir, Oğuzhan Tıraş (Yırtık Pantalon), Melis 
Özten (Melly Nutty), Sivas Seyyah and Ali Nasuh Mahruki. 

Table 3: Demographic Findings 

n=217 f % 
gender 
woman 83 38,2 
man 134 61,8 
Age 
18-20 95 43,8 
21-23  97 44,7 
24-26  21 9,7 
27 and up 2 ,9 
Total 215 99,1 
Missing value 2 ,9 
How often you use YouTube 
once a day 40 18,4 
several times a day 153 70,5 
several times a week 15 6,9 
once a month 1 ,5 
several times a month 2 ,9 
Total 211 97,2 
Missing value 6 2,8 
Which social media do you use most frequently after 
YouTube? 
Facebook 6 2,8 
Instagram 158 72,8 
twitter 24 11,1 
blogs 2 ,9 
other 10 4,6 
Total 200 92,2 
Missing value 17 7,8 
Your purpose for using YouTube? (multiple markings 
can be made) * multiple selections are made in this item 
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fun and games 147 67,7 
Missing value 70 32,3 
being aware of the agenda 124 57,1 
Missing value 93 42,9 
sharing my videos and 
experiences 

29 13,4 

Missing value 188 86,6 
Contact 24 11,1 
Missing value 193 88,9 
tracking new products 38 17,5 
Missing value 179 82,5 
to make a travel plan 33 15,2 
Missing value 184 84,8 
sharing my thoughts with 
other people 

12 5,5 

Missing value 205 94,5 
Following people 70 32,3 
Missing value 147 67,7 
gathering information 
before visiting a destination 

63 29,0 

Missing value 154 71,0 
Other 24 11,1 
Missing value 193 88,9 
Are there any Turkish travelers you follow on 
YouTube? 
Yes  122 56,2 
No  93 42,9 
Total 215 99,1 
Missing value 2 ,9 
If your answer to the above question is "Yes", which are 
the Turkish Travelers you follow on YouTube? (Multiple 
selections can be made from the options below) * 
Multiple selections are made in this item 
Mehmet Genç
 (Rotasız seyyah)  39 18,0 

Missing value 178 82,0 
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Kerimcan Akduman  6 2,8 
Missing value 211 97,2 
Emre Durmuş  67 30,9 
Missing value 150 69,1 
Yağmur Arat  22 10,1 
Missing value 195 89,9 
Bestami Köse 6 2,8 
Missing value 211 97,2 
Kemal Kaya (yolda olmak) 7 3,2 
Missing value 210 96,8 
Hale Sargun (İşim gücüm 
gezmek) 

10 4,6 

Missing value 207 95,4 
Mücahit Muğlu  4 1,8 
Missing value 213 98,2 
Evrim Kambur (while 
travellig) 8 3,7 

Missing value 209 96,3 
Servan turan  2 ,9 
Missing value 215 99,1 
Duygu ve Bilge Çifti 4 1,8 
Missing value 213 98,2 
Özlem keşifte 6 2,8 
Missing value 211 97,2 
Gürkan Genç 6 2,8 
Missing value 211 97,2 
Elvin Levinler  34 15,7 
Missing value 183 84,3 
Şeyma Subaşı   27 12,4 
Missing value 190 87,6 
Saffet Emre Tonguç 9 4,1 
Missing value 208 95,9 
Ayhan Sicimoğlu (ile 
renkler) 

10 4,6 

Missing value 207 95,4 
Burak Akkul  23 10,6 
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Missing value 194 89,4 
Berkoo 2 ,9 
Missing value 215 99,1 
Gökhan Yıldırım 3 1,4 
Missing value 214 98,6 
Mustafa Sipsi Palut 0 0 
Missing value 217 100,0 

Yiğit Can İç  3 1,4 
Missing value 214 98,6 
Other 18 8,3 
Missing value 199 91,7 

* Multiple selections have been made on these items 

Table 3: Descriptive Statistics on the Assessment of Impacts on Youth's 
Perceptions of Travel Directed by Vloggers 

 I 
strongly 
disagree 

(1) 

I do not 
agree (2) 

Neither 
Agree 

Neither 
Disagree (3)  

I agree 
(4) 

Absolut
ely 

I agree 
(5) 

ITEMS  
f 

 
% 

 
f 

 
% 

 
f 

 
% 

 
f 

 
% 

 
f 

 
% 

1.I often follow vloggers 
(YouTuber) (n: 213) 32 14,7 24 11,1 68 31,3 51 23,5 38 17,5 

2.I follow the Vloggers 
beauty / make up product 
promotions (n: 214) 

105 48,4 18 8,3 26 12,0 38 17,5 27 12,4 

3.I am intrigued by Vloggers 
to direct fashion trends in 
their videos (n: 213) 

85 39,2 33 15,2 37 17,1 37 17,1 21 9,7 

4.I follow videos of vloggers 
about daily life (n: 213) 56 25,8 28 12,9 47 21,7 57 26,3 25 11,5 

5.I follow videos of vloggers 
about food (n: 211) 47 21,7 17 7,8 56 25,8 55 25,3 36 16,6 

6.I follow videos of vloggers 
about hobbies (n: 210) 40 18,4 22 10,1 55 25,3 61 28,1 32 14,7 

7.I find videos of Vloggers 
containing promotional 31 14,3 13 6,0 69 31,8 52 24,0 50 23,0 
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(1.item (χ: 3,1831 ; S.S.: 1,28095); 2.item (χ: 2,3645; S.S.: 1,52840); 3.item (χ: 2,4178; 
S.S.: 1,41056); 4.item (χ: 2,8451; S.S.: 1,38026); 5.item (χ: 3,0758; S.S.: 1,38493); 6.item 
(χ: 3,1095; S.S.: 1,32781); 7.item (χ: 3,3581; S.S.: 1,29957); 8.item (χ: 2,8341; S.S.: 
1,32233); 9.item (χ: 3,1402; S.S.: 1,37003); 10.item (χ: 2,9390; S.S.: 1,33566); 11.item (χ: 
3,3645; S.S.: 1,29928); 12.item (χ: 3,0376; S.S.: 1,32768); 13.item (χ: 3,2884; S.S.: 
1,30799)).  

According to Table 4, it is seen that the highest average is calculated in 
the article “I am affected by the travel experiences in Vloggers' videos” (X = 
3,3645), which provides an evaluation of the effects on the travel 
perceptions of young people guided by Vloggers. While 35.0% of the 
participants showed a positive approach to this item as "I agree", it was 
revealed that very few people showed a negative approach with the option 
of "I disagree" with 9.2%. It is seen from the expressions that provide an 
evaluation of the effects on travel perceptions directed by Vloggers in the 
article "I am affected by the videos taken by Vloggers in the destinations 

information about the 
destinations they visit are 
more reliable than 
traditional media. (n: 215) 
8.I change my travel plans 
after watching videos shared 
by vloggers (n: 211) 

51 23,5 29 13,4 52 24,0 52 24,0 22 10,1 

9.As I see the destinations 
that vloggers visit, I provide 
inspiration for my next 
destination plans (n: 214) 

45 20,7 18 8,3 47 21,7 70 32,3 34 15,7 

10.After watching Vloggers' 
videos, I can say that I made 
a good destination choice (n: 
213) 

48 22,1 24 11,1 62 28,6 51 23,5 28 12,9 

11.I am impressed by the 
travel experiences in 
vloggers' videos (n: 213) 

31 14,3 20 9,2 45 20,7 76 35,0 42 19,4 

12.I'm impressed by the 
comments on travel 
experiences on vloggers' 
videos (n: 215) 

42 19,4 26 12,0 58 26,7 56 25,8 31 14,3 

13. I'm impressed by the 
videos that vloggers shoot at 
their destinations (n: 195) 

31 14,3 26 12,0 50 23,0 66 30,4 42 19,4 
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they travel" (X = 3,2884). 30.4% of the participants showed positive approach 
to this item as “I agree”. It is seen from the statements that provide an 
evaluation of the effects on travel perceptions guided by Vloggers, “I find 
the videos of Vloggers containing promotional information about the 
destinations they travel more reliable than traditional media” (X = 3,3581). 
24.0% of the participants showed a positive approach to this item as “I 
agree”. Participants showed a low approach to the statement “I am 
interested in the direction of fashion trends in Vloggers' videos” with the 
lowest environment (X = 2.4178). Finally, the participants stated that they do 
not agree with the statement “I follow the Vloggers' beauty / makeup 
product promotions” at the rate of 48.8%. 

CONCLUSIONS AND SUGGESTIONS 

The use of social media influencers in their marketing and public 
relations initiatives has broken the wall between consumers, brands and 
followers through social media content. Before the rise of social media 
influencers, ads to brand consumers were one-sided. Before social media 
influencers, a consumer could only see a product through print ads, 
billboards, radio and television ads. Today, consumers can now interact 
with a product via social media. (Glucksman, 2017). Vloggers, who make 
videos on YouTube and affect their followers, are important for destination 
marketers. For this reason, in this study, it was aimed to reveal the travel-
related YouTube usage situations of young people and their attitudes 
towards Vloggers. Among the important results of the research are the 
following findings;  
• The vast majority of respondents use YouTube several times a day. 
• The vast majority of the students participating in the research are the 

most popular social media tool, Instagram, after YouTube. 
• The purpose of students to use YouTube (multiple choices were made in 

this question) comes with the highest rate of entertainment and games. 
• 29% (n: 63) of YouTube prefer YouTube to gather information before 

visiting a destination. 
• More than half of the young people participating in the research are 

Turkish travelers who follow on YouTube. 
• Among the Turkish travelers that young people follow on YouTube, 

Emre Durmuş is right behind him, followed by Elvin Levinler and 
Şeyma Subaşı.  
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• It is seen that the highest average is calculated in the article “I am 
affected by the travel experiences in Vloggers' videos”, which is the 
expression that provides the evaluation of the effects on the travel 
perceptions of the young people participating in the research guided by 
Vloggers. While 35.0% of the participants showed a positive approach to 
this item as "I agree", it was revealed that very few people showed a 
negative approach with the option of "I disagree" with 9.2%.  

• 30.4% of the statements expressing the effects on travel perceptions 
directed by the vloggers as "I agree" on "I agree with the videos taken by 
the Vloggers at the destinations they travel" positively approached. 

• 24.0% of the statements, which provide assessment of the effects on 
travel perceptions directed by Vloggers, said “I agree with Vloggers' 
promotional information about the destinations they travel to” as “I 
agree” more positively than traditional media. 

• Participants showed a low approach with the lowest average to the 
phrase “I am interested in Vloggers directing the fashion trends in their 
videos”. 

• Finally, they stated that the participants did not agree with the 
statement “I follow the Vloggers' beauty / makeup product promotions” 
at the rate of 48.8%. 

If the research results are summarized, it is seen that the vast majority 
of young participants use YouTube several times a day, use Instagram most 
frequently after YouTube and use YouTube for entertainment and games. It 
is seen that young people do not use YouTube to gather information before 
visiting a destination. But more than half of the young people participating 
in the research are Turkish travelers who follow on YouTube. Elvin Levinler 
and Şeyma Subaşı come first after Emre Durmuş, who is among the Turkish 
travelers who follow on YouTube. It is seen that the young people 
participating in the research are influenced by the travel experiences in the 
videos of Vloggers and the videos they shoot at their destinations. Finally, 
young people find Vloggers' videos, which contain promotional 
information about the destinations they visit, more reliable than traditional 
media. Based on these results, institutions responsible for the marketing of 
destinations, tourism enterprises, municipalities, cultural tourism 
directorates, etc. Recognizing that traditional marketing approaches are 
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becoming obsolete nowadays, they can carry out joint marketing activities 
by contacting Vlogglar, who has a significant number of followers. 
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“Backpackers can pack much more meows than baggers.  

Beggars never feed stray cats as street cats are self-sustaining.”  
Will Advise 

 

 

INTRODUCTION 
Begging is as old as human history (Özer and Yontar, 2013) and is 

considered one of the oldest professions in the world (Paksoy et al., 2009; 
Mäkinen, 2013) The concept of begging is defined as ‘asking something from 
someone by pitying himself’ (‘Dilenci’, n.d.). People who do not or cannot have 
economic conditions accepted in society, request money and/or goods 
without addressing others’ conscience and compassion. However, in some 
circumstances, even though the person is not poor, he also shows himself as 
poor and keeps on begging (Vatandaş, 1999), even poverty is eliminated, 
because it is still considered as an occupation (Özer and Yontar, 2013; 
Topateş, 2015) identifying poverty with begging will be a fallacy (Parin, 
2010). 

The issue of begging, which is common in modern societies (Birtek, 
2014), is explored in underdeveloped or developing countries because 
begging is considered as an action carried out by homeless people in 
Western regions (Topateş, 2015). Begging around the world, which became 
a chronic problem of countries, is among today’s trends. This behavior, 
which is observed especially in the Far East countries, is rapidly spreading. 
However, the issue of whether it is ethical or how it is accepted is 
controversial. This study is designed to explain the motivations and current 
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conditions of these types of tourists. So that countries can make regulations 
against this new type so-called begpackers.  

1. LITERATURE 

1.1. Definition of Begging  
The concept of begging cannot be clearly defined due to its wide and 

complex informal structure. It involves a number of actions involving 
asking money to foreigners for health or religious reasons or donation for 
the poor (ILO, 2004). Essentially, as a street-based economic activity 
(Topateş, 2015), individuals, children, elderly people, disabled people 
and/or families who spend their lives living in public spaces such as 
shopping centers, church and mosques are defined as street beggars 
(Namwata et al., 2012). Beggars can also sell small items for very low prices 
(ILO, 2004). 

The concept of begging involves three analytical problems. The first is 
the difficulty of defining begging clearly as it includes a wide variety of 
behaviors. In this sense, washing vehicles or selling small items such as 
gum, flowers etc. can also be defined as behaviors that camouflage begging. 
Secondly, countries do not keep statistical data of beggars and/or begging 
and this makes it difficult to fight against begging. Finally, beggars should 
be considered different from homeless people and children living on streets. 
Otherwise, it will be limited only to certain preventive measures (Muñoz 
and Potter, 2014). 

Begging is a concept that is dynamic, complex and whose scope 
changes over time (Azam, 2011) with sociological, legal and economic 
aspects (Özer and Yontar, 2013). From a sociological perspective, begging is 
an important problem for countries as a universal phenomenon (Namwata, 
2012) and may differ according to cultures (Özer and Yontar, 2013). 
However, begging has not been able to go beyond the third page news of 
the newspapers (Parin, 2010). Migrations from rural to urban areas (ILO, 
2004) emerging unemployment and/or poverty (Vatandaş, 2010; Mukerjee, 
1943; Azam, 2011; Namwata et al., 2012), disease/disability (Mukerjee, 1943; 
Vatandaş, 2010) Namwata et al., 2012) and being not able to go back to 
home (Vatandaş, 2010) and marginalization (Birtek, 2014) can be among the 
reasons of begging. In addition, causes such as death of parents, 
deterioration of family integrity and aging also influence begging 
(Namwata et al., 2012). 

The unemployment of agricultural workers due to the industrial 
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revolution (Farr, 2003) and the unemployment of unqualified workers due 
to the automation process in production can be the main causes of 
unemployment (Ataman, 1998). Some of the rural-to-urban migrants 
preferred to work as low-skilled workers (Farr, 2003), while others 
preferred begging despite its less income and livelihoods opportunities 
(Mukerjee, 1943; Uygun, 2011). Those who could not provide livelihood and 
could not meet basic needs preferred to beg (Azam, 2011). In this sense, 
begging is actually considered as a problem in large cities (Namwata et al., 
2012). It can be explained as the reason for marginalization that people who 
see themselves as insufficient to hold on to life see begging as an attachment 
tool (Birtek, 2014). Being crushed and insulted in the past periods of their 
lives caused people to close to their inner worlds, and the emotional 
problems experienced may have been marginalized by begging (Mukerjee, 
1943). Although not being able to go back to home is a strategy (Coşkun and 
Erkilet, 2010) and an eligible reason, beggars do not want people to buy 
them transportation tickets, they prefer cash instead (Vatandaş, 1999). This 
behavior can reduce/eliminate the credibility of the need. 

Begging is economically motivating (Azam, 2011) and beggars also 
accept this action as an easy money-making method (Demirdağ, 2015). 
Though it is also considered as a very profitable initiative for those who 
prefer begging. The fact that the society gives money to these people has 
become one of the most important factors in ensuring the continuity of this 
activity (Azam, 2011). Due to this reason beggars even migrate to other 
countries. For example, there were those who came to beg to the Ottoman 
territories, as well as those who went to beg Europe and America from the 
Ottoman (Kızılkan, 2008). However, it should be known that begging is a 
temporary activity due to its nature and that it has low living conditions 
because they earn their income on a daily basis (Mäkinen, 2013). 

Although begging is a global problem, it is mostly stated more 
commonly in third world countries (Namwata et al., 2012). Despite the 
difference between the rich and the poor, begging is seen as an activity 
against the system in countries where social welfare is high. Considering 
that the welfare of the citizens is the responsibility of the countries, the 
failure of the state can be mentioned where there are beggars. They 
embarrass the state's understanding of welfare and cause a break in the 
social system (Mäkinen, 2013). 

In terms of law, begging is defined as a misdemeanor in the 5326 Law 
on Misdemeanors, 2005 and with the fine imposed on the person, his income 
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from the beggar is confiscated and his property is passed to the public (5326 
Law on Misdemeanors, 2005). In this regard, according to the result of the 
lawsuit, which was filed with the Constitutional Court in 2015 and that the 
decision was made in 2018 on the violation of the right to property, it was 
also documented that it was not against the constitution (Republic of 
Turkey Constitutional Court Decisions Information Bank, 2018). On the 
other hand, within the scope of the Turkish Penal Code No. 5237, dated 2004, 
Article 229 treats begging among General Crimes Against Morality with 
another aspect and becomes a crime, especially with the use of children who 
are unable to manage themselves physically or spiritually (5237 Turkish 
Criminal Code, 2004). In this sense, beggar is defined as ‘a free slave’ and 
the one who force someone to beg is defined as ‘bully’ (Birtek, 2014). 

Although Doğan (2015) stated that there is a debate on whether 
begging is a profession or not, and on the one hand, it is not possible to 
have a profession with people living on conscience and religion without any 
effort, Vatandaş (1999) and Parin (2010) consider it as a profession or even a 
sector, by using formal forms of poverty, as people benefit from it in their 
feelings of victimization. As a matter of fact, they stated that poverty and 
begging are different concepts. For example, while Parin (2010) regarded 
poverty as a result of social-inequality, begging is defined as an occupation 
supported by behavior. On the other hand, while poverty may change for 
periodic and macro reasons, begging is realized and determined by more 
social attitudes. However, begging and poverty are different but related 
concepts (Lu, 2005). 

Although the concept of begging is considered with its religious 
aspects, begging is seen not only in Muslim but also in Christianity, Judaism 
and Buddhist societies (Coşkun and Erkilet, 2010). The act of begging was 
condemned in Islam and it was stated that no help was given to anyone 
other than the main needers (Öztoprak, 2013). However, the belief of Hızır2 
is still effective in giving people money to beggars (Coşkun and Erkilet, 
2010). 

Although begging is a misdemeanor and/or crime, it also causes public 
discomfort (Özer and Yontar, 2013). For example, beggars create a chronic 
street sound, albeit low, this sound turns into a high tone in total. Moreover, 

 
2 He is defined as a mythological person who has reached immortality among the people, 
believed to provide abundance to people by emerging in a different image at different times 
and places. While it is implied about in the Quran, the name was mentioned in the hadiths 
(Döğüş, 2015). 
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a beggar begging in an aggressive manner also disturbs the society (Walsh, 
2004). Nevertheless, it should be known that although begging is a factor 
that threatens public security, it is not only a problem of today (Mäkinen, 
2013). 

The relationship between tourism and begging is also complex (Qiao et 
al., 2016). Basically, it is an important problem when tourists are disturbed 
by begging children in a touristic destination. While some tourists prefer to 
give money to the beggars, others do not prefer it and feel themselves 
responsible for sending them to school (Alrawadieh and Alrawadieh, 2020). 
Oliveri et al. (2019) defined begging as a negative factor in a destination’s 
infrastructure. 

Andriotis (2016) states that beggars behave in three different ways 
while interacting with tourists. Traditional beggars passively beg on streets 
without any verbal communication to ensure that tourists pay money. 
However, they may behave in a way that leads to harassment in order to 
provide money. The beggars, who are begging from Table-to-Table, mostly 
beg by selling small items such as flowers and paper tissues by walking 
between the tables in the cafes where tourists prefer to be. These beggars 
stand in front of the tourists’ table for a long time and ask for money. The 
third kind of beggars are rather in a performing style. Although these 
beggars prefer to earn money by entertaining tourists, they ask the tourist 
for money after each performance they do, and in case of not being paid, 
they start to harass them by getting angry. Such behaviors make tourists 
feel uncomfortable. 

Qiao et al. (2016) state that harassment by beggars is the most frequent 
crime issue tourists face. They found that this kind of harassment was 
mainly experienced by European and American tourists. Tourists 
encountered mostly adult beggars, story-teller beggars and passive vender 
beggars. Tourists encountering beggars show two different attitudes, either 
negative or positive. In negative attitudes, tourists mostly refused to verbal 
communication but give money or ignore the beggar. In positive attitudes, 
they often felt compassion and thought that everyone, including beggars, 
was equal. They also stated that the interaction of beggars with tourists was 
not significant to visit a destination again and recommend it to someone 
else. 

Gössling et al. (2004) state that poverty, infrastructure and economic 
difficulties are the main problems perceived by tourists visiting the 
destination. Also, the existence of street children is also defined as one of 
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the important problems encountered. These children are engaged in 
stealing, prostitution and begging due to insufficient living conditions and 
irregular income. In fact, these children are especially preferred because 
they trigger tourists’ feelings of pity. Tourists provided money, clothes, 
food, pens, desserts, medicines, soaps and exercise books, respectively, to 
help street children they encounter. The amount of money given varies 
between €0.07 and €3.68. 

1.2. Begging Tourists – Begpackers  
 

In today’s tourist conceptualization, begging began to form as a trend. 
Begpacking is explained by a large number of hashtags on social media 
platforms such as Twitter and Instagram. The concept of begpackers, which 
can also be called holiday beggars, can be defined as a combination of 
beggar and backpacker concepts. In the current study, begpacker has been 
defined as ‘a backpacker who begs from local people at the destination they visit in 
order to keep on travelling further’.  

Backpackers are defined as individually organized pleasure tourists 
traveling on a flexible route in a long-term and multi-destination trip 
(Sorenson, 2003). These tourists travel with a budget-bound and flexible 
tourism approach (Scheyvens, 2002). Travels take place alone or two people 
(spouse/partner/friend), or in a group which is very rare (Dayour et al., 
2016). According to Majstorovic et al. (2013) the reasons for traveling alone 
are that it allows them to interact and make friends with as many people as 
possible. 

In terms of age, backpackers are mostly between the ages of 18-33 
(Sorenson, 2003), but among these, 20-35 age group is more intense in 
researches (Chen and Huang, 2017; Chen et al., 2014; Bui et al., 2014; Ho and 
Peng, 2017; Nok et al., 2017; Alves et al., 2016; Jensen and Hjaleger, 2018; 
Harman et al., 2013; Zhang et al., 2018). The average age of an backpacker is 
between 23 and 26 (O’Reilly, 2006; Majstorovic et al., 2013; Reichel et al., 
2009). 

Backpackers have different travel motivations. Some of these 
motivations are adventure seeking (Alves et al., 2016; Dayour et al., 2016; Hsu 
et al., 2014; Majstorovic et al., 2013; Pearce and Foster, 2007; Ho and Peng, 
2017; Nok et al., 2017), relaxing (Harman et al., 2013; Hsu et al., 2014; Maoz, 
2007; Pearce and Foster, 2007; Chen et al., 2014; Panyadee and Wetprasit, 
2018; Zhang et al., 2018), socialization (Dayour et al., 2016; Harman et al., 
2013; Majstorovic et al., 2013; Pearce and Foster, 2007; Ooi and Laing, 2010), 
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search for an authentic experience (Harman et al., 2013; Reichel et al., 2009; Ho 
and Peng, 2017; Jensen and Hjalager, 2018), interacting with local people 
(Majstorovic et al., 2013; Reichel et al., 2009; Pearce and Foster, 2007; Hsu et 
al., 2014; Jensen and Hjalager, 2018) or interacting with other backpackers 
(Chen et al., 2014; Panyadee and Wetprasit, 2018), self-discovery (Harman et 
al., 2013; Chen et al., 2014; Zhang et al., 2018), personality development (Pearce 
and Foster, 2007; Ooi and Laing, 2010; Panyadee and Wetprasit, 2018), 
gaining knowledge (Hsu et al., 2014; Hindle et al., 2015), escape from Daily life 
(Pearce and Foster, 2007; Chen et al., 2014; Hindle et al., 2015; Jensen and 
Hjalager, 2018) or escape from daily responsibilities (Hsu et al., 2014; Jensen 
and Hjalager, 2018). 

Backpackers are generally those who travel on a low budget (Chen et 
al., 2014). However, especially European backpackers are people with a 
sufficient budget to travel, albeit low (Majstorovic et al., 2013). This budget 
amount has been determined at different levels in various studies. Although 
Bradt (1995) stated in his backpacker definition that these people live under 
$ 15 per day (cf. Hampton, 1998), the daily cost of all expenditures is 
calculated as €61 (Alves et al., 2016) or as $61.69 (Paris, 2012). Nok et al. 
(2017) stated that daily expenditure was in between $46 and $85.  

Although backpackers have a similar behavior, according to Saidi 
(2018) begpackers are criticized for participating in tourism activities by 
choosing not to spend money even though they do have enough. As a 
matter of fact, in Bali, although local authorities provide accommodation 
and food to tourists who run out of money, they think tourists exploit it 
(Ram, 2019). Considering the fact that tourism is based on sufficient income 
as well as a need, the necessity of money to participate in tourism activities 
creates controversy. Because tourism demand requires as much as demand 
and leisure time, as well as sufficient income (Usta, 2008). Besides, although 
people who participate in tourism activities as backpackers are in different 
income groups, only 10-20% do not have income (Panyadee and Wetprasit, 
2018; Majstorovic et al., 2013). Apart from that, 47-68% of the tourists’ 
annual income is less than $24,000, 12-18% of the tourists’ income is 
between $24,000-36,000 (Panyadee and Wetprasit, 2018; Zhang et al., 2018; 
Harman et al., 2013; Chen and Huang, 2017) and 14-21% of the tourists’ 
income is between $36,000-60,000 (Zhang et al., 2018; Harman et al., 2013). 

The most important criticism of backpackers is that they are very 
confident about bargaining, even their budgets will be sufficient during the 
travels. In this sense, forcing craftsmen and traders to sell products at reasonable 
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prices shows that they consider bargaining as a game (Scheyvens, 2002). 
 
 
 
 
 
 
 
 
 
 
 
 
 

Figure 1: Begpackers 
 

According to Saidi (2018) begpackers prefer to visit Asia and South 
America. However local people of these regions respond to begpackers. 
Begpackers are people who carry low-budget travel to the extreme, aim to 
travel and brag with the least amount of money to spend, but disrespect the 
local people of the host country (Walden, 2019). Officials from the 
Indonesian Immigration Office report that the begpackers they encounter 
are mostly Westerners, especially Austrian, British and Russian (Walden, 
2019; Sisworo, 2019, Li, 2019). These people may be left without money as a 
result of the misfortune such as theft/robbery, while some are said to travel 
the world for free. However, the point is that begpackers earn money by 
begging directly, not by temporary work or selling products (Li, 2019). 

Begpacking emerges as a new tourism activity involving participants 
traveling with money they earn from local people in various ways 
(Bernstein, 2019). Although this tourism activity has increased in recent 
years, literature and empirical research on the subject is very limited 
(Bernstein, 2019; Tolkach et al., 2018). Begpackers are divided into different 
groups among themselves such as those who try to cover their travel 
expenses by begging, selling products such as postcards, photographs, 
giving ‘street concerts’ with various musical instruments, and scamming 
others (Walden, 2019; Proebst, 2017; Sisworo, 2019; Bernstein, 2019). Saidi 
(2018) states that these people derogate the culture of the host country, 
while the citizens of the host country are begging for life struggle, it is not 
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ethical for tourists to beg for touristic purposes. Considering that begging 
countries are mostly among the former colonial countries, although 
begpackers are more advantageous in terms of subsistence than the local 
people, begging in the countries they visited is under debate. 

 
Figure 2: Begpackers 

 

The benefits of begpackers from a destination (money, accommodation, 
use of public services) are far more than the value they added to the 
destination which results in an unfair exchange that takes place between 
local people and begpackers (Tolkach et al., 2018). Begpackers do not have a 
specific travel plan or route and act spontaneously during their trips. 
Begpackers had this idea before they traveled, either from social media or 
people who previously begpacked. They also revealed that the common 
opinion of the local people who both donated and not-donated is that 
begpackers are lazy people. The reasons why they give money to 
begpackers are either benevolence or supporting people who fulfill their 
dreams. 

On the other hand, Bernstein (2019) states that begpackers are criticized 
for being shameful, not having any ethical values and disrespect other 
people. Besides they are trying to experience an oriental life in developing 
countries while having the privilege of their own race, class and nationality. 

Begging-tourists are not welcomed by governments of touristic 
destinations. The Ottoman Empire decided to send foreign beggars in 
Istanbul back to their own countries through the country’s consulates in 
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1902 (Kızılkan, 2009). Today, Indonesia, which has a begpacker problem, 
has expressed its discomfort with these tourists and decided to expel them 
through their embassies (Ram, 2019; Walden, 2019; Sisworo, 2019). The Thai 
government is also among the governments that took drastic measures 
against begpackers. As a result of the significant increase in the number of 
begpackers in the country and the pressures through the media, the Thai 
government has stipulated that tourists visiting the country must have at 
least 20,000 Baht in cash, and they want to prove the financial status of the 
tourists both at the border checkpoints and at some control points 
determined within the country (Proebst, 2017). 

A negative attitude towards begpackers also stands out in social media 
(#begpacker, #brokepacker). In social media such as YouTube, Instagram, 
Facebook and Twitter, users argue that begpackers are harming their 
economies, lead a parasitic lifestyle, and decrease the potential income that 
local people beggars and street artists who really need money. While people 
from poor Asian countries, need to follow long bureaucratic ways to go to 
Western countries, it is unfair for tourists who come from the West without 
any bureaucratic procedures to beg. 

 

 
Figure 3: Begpackers 

According to the analysis obtained from Google Trends, the words 
‘begpacker/begpackers/begpacking’ are searched mostly in Malaysia, 
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Singapore, the Philippines, Hong Kong, Norway, South Korea, Switzerland, 
Indonesia, Austria and Germany in the last five years worldwide, and these 
searches have increased since 2017 and peaked in 2019 (Google Trends, 
2020a, 2020b, 2020c). These results are consistent with the nationalities of 
Asian countries where the begpacking activity is most intense and the 
tourists who perform this activity the most. The years when searches tend 
to increase are also in parallel with the years when the begpacking activity 
gained popularity. The reasons why the web searches lost its intensity in 
2020 may be due to the measures that some Asian countries took against 
begpackers and the drastic fall in tourism movements because of the Covid-
19 pandemic. 

In Thailand a survey which aims the local people’s attitudes towards 
begpackers is conducted. According to the results of the study the opinions 
of the local people did not support the findings in social media. While 46% 
of the participants has a positive attitude towards begpackers, 44% of the 
participants stated that they had vague decisions. People who have negative 
attitudes towards begpackers was only 10%. When these results are 
analyzed by age groups, it is seen that both 41% of the participants over the 
age of 55 express positive opinion and 53% of the participants between the 
ages of 18-24 have a positive attitude towards begpackers. Although Thai 
people generally have an appealing attitude, 53% of the participants also 
express that legal measures should be tightened against begpackers. In the 
same study, a law enforcement officer indicates that although begging is 
illegal, it is the officer’s discretion whether or not to act on begpackers 
(Boonbandit, 2019). 

Begging is an important problem in touristic destinations as well as any 
other places. Beggars ask tourists for money and stab the tourist if not given 
(Coşkun and Erkilet, 2010). In this sense, a beggar is a threat (Özer and 
Yontar, 2013; Birtek, 2014). On the other hand, beggar-tourists also act 
aggressively. For example, when an Australian beggar-tourist in Bali was 
refused to stay in the hotel, he attacked the hotel’s security guard, while 
another British beggar-tourist used violence against the Indonesian 
immigration bureau officer (Bali, 2019). 

CONCLUSION 
Tourism should not only be considered as a sector where people go 

from one place to another, except for money and political purposes, or 
where countries earn money by providing goods and services they own. 
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Because, besides all these, tourism also aims to have a social interaction and 
learn different cultures which should be evaluated bilaterally. In this sense, 
while the visitor learns about the host destination, the host country can also 
learn about the country where the visitor came from. In this case, the visitor 
is actually seen as a cultural ambassador for his own culture. 

Because tourism activity has a ‘no purpose of making money’ principle 
(Sezgin, 2015), it can be said that begpacking is not a tourism type due to the 
violation of the aforementioned principle. Begpackers are generally citizens 
of former Soviet bloc countries, Russian Federation, United Kingdom, 
Australia and Eastern European countries. These tourists from these 
countries prefer to visit Asian countries where their currency is more 
valuable than the host country. They spend the money they earn from the 
citizens which does not provide a tourism income for the destination. 
Though defining begpackers as tourists is not appropriate.  

On the other hand, the earnings of the begpackers are also important. 
When the countries begpackers visited are considered, the Gini coefficients3 
of these countries are very high which means there is an inequality of 
income. In other words, the difference between the rich and the poor is 
quite significant. In terms of the country of origin, begpackers are 
predominantly citizens of Austria, United Kingdom and Russian 
Federation. The income distribution of these countries is quite fair 
considering the Gini coefficient (for Austria the coefficient is 0.28, for 
Russian Federation is 0.33, and for UK is 0.36). In this sense, the gap 
between rich and poor is not as significant as the host countries.  

In terms of unemployment rates, Austria has the highest 
unemployment rate among the three countries with 5.3% while Russia has 
4.06% and the UK has 4.02%. This provides a clear evidence that begpackers 
are actually from countries where income inequality is not high and 
unemployment is low. The concept of begging involves the fact that people 
of the society constantly give money to these people (Azam, 2011). Thus, 
there is continuity in earning income. However, the discontinuous point is 
the amount of the money. In this sense, money is earned by begging, but the 
amount is constantly changing. 

Begpackers state that they do not get the same amount for each day, 
 

3 Gini coefficient, which is one of the income distribution inequality criteria, is the 
distribution measure commonly used to measure personal income distribution. The Gini 
coefficient varies between 0 and 1, 0 indicates low inequality in income distribution, while 1 
indicates high inequality in income distribution (TUİK, 2019). 
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which is also not continuous. While Tolkach et al. (2018) point out that the 
average daily earnings of begpackers are between $38 and $179, the hourly 
minimum wage in Hong-Kong was $4.43 per hour in 2018 when the study 
was conducted. The differences in incomes are not fair when compared. The 
minimum wage in Thailand is 331 THB4 (=$10.41) per day in 2019, 3.94 
million IDR5 (=$266.69) per month in Indonesia and 1,100 MYR6 (=$258.06) 
per month in Malaysia where begpackers commonly visit. On the other 
hand, the minimum wage in the UK from the countries where begpackers 
come from is 8.21 GBP7 (10.36 USD) per hour in the UK, 740.80 AUD8 
(518.51 USD) per week in Australia, but 11.280 RUB9 (157.81 USD) per 
month in Russia. Among these countries only Russia’s minimum wage is 
lower than the others and the countries visited. However, this fact cannot 
override the ‘sufficient income’ principle defined in tourism demand. 

This trend, which has been on the rise especially in recent years, has 
been increasingly responding both in social media and mass media which 
should be examined by tourism researchers. Studies on the motivations of 
begpackers are still insufficient. One of the reasons for this may be that 
begpackers do not favor participating in scientific researches since begging 
is not legal in most countries. 

One other important point to be examined is the relationship between 
begpackers and local vendors selling the same goods and services. 
Begpackers sell products much cheaper than local vendors as they aim to 
earn money in a short period and do not have the obligation to pay taxes to 
the government. The effect of this situation which influences local trade is 
also unexamined.  
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INTRODUCTION 
One of the most debated topics in tourism education is the neglect of 

practical skills of the students (Zhiwen and van der Heijden 2008). While 
conventional face-to-face education is preferred in classrooms, students 
experience difficulties in the acquisition of the skills required by the 
industry. The commonly employed conventional learning environment 
encourages passive learning and little attention is paid to problem solving, 
critical thinking or other practical skills (Banathy 1992). Previous studies 
emphasized that tourism education institutions should be vocation-
oriented; however, it was reported that the lack of practical integration of 
the students and the profession during education prevents them from 
developing a clear vision about their careers. Furthermore, students could 
expect the instruction of the courses to be practice-oriented, inspiring and 
based on real-life scenarios, instead of the employment of conventional 
methods (Yan and Cheung 2012). However, it was emphasized that the 
adoption of experiential learning methods in tourism education would 
serve as a significant bridge between the discipline and the industry (Kiser 
and Parlow 1999). Thus, experiential learning is considered as an important 
component in tourism education that aims to focus on vocational training. 
This becomes even more significant in distance education programs where 
disadvantages such as lack of interaction and communication due to the 
temporal and spatial distances between the learners and teachers are 
experienced. Thus, the present study aimed to investigate the experiential 
learning methods in distance education tourism programs. 
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CONCEPTUAL FRAMEWORK 
The concept of experiential learning was based on the work of leading 

scientists in the 20th century. The distinctive feature of experiential learning 
was that the learners’ experiences are at the center of instruction and 
learning. These experiences may include previous events in students’ lives, 
current events, or situations that arise from the students’ participation in 
activities conducted by teachers and facilitators. Experiential learning 
entails the analysis conducted by the students by reflecting, evaluating and 
reconstructing their experiences based on prior knowledge. Simply, 
experiential learning is the process where knowledge is produced by the 
transformation of experiences (Andersen et al. 2000). According to Bronson 
et al. (1999), experiential education and development is the synthesis of 
information learned in organizational development, adult education and 
experiential learning training. 

Experiential learning is based on a series of assumptions on learning 
with experiences. These are described as follows: 

• Experience is the basis of and an incentive for learning.  
• Students actively build their own experiences.  
• Learning is a holistic process. Learning is constructed socially and 

culturally. 
• Learning is influenced by the socio-emotional context where it 

occurs (Boud et al. 1993). 
Experiential learning allows students to participate in interactive 

activities, and students could leave the learning area in these activities and 
discover and experience the "real world" associated with that topic (Yan and 
Cheung 2012). According to Thompson (1991), to qualify as experiential, 
learning should be participatory and interactive, entail extensive feedback, 
could be adapted to changes in the needs of the learner, and educational 
outcomes should be consistent with the expectations. Glass (2008) reported 
that the best learning occurs in an environment where there is tension and 
conflict between concrete experiences and analytical discrimination and 
helps understand and reflect the provided experiential material. 

The experiential learning approach to the learning process is quite 
different from the cognitive and behavioral approaches. In experiential 
learning theory, the connections between learning, work and other vital 
activities and the development of knowledge are considered important 
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(Sever 2008). Furthermore, experiential learning theory (ELT) entails 
analysis, evaluation and reconstruction of behavior by the individual to 
make sense of new experiences based on prior experiences (Andresen et al. 
2000).  

It was David A. Kolb who established the experiential learning theory 
in its current framework and the most accepted form. His work in 
experiential learning has influenced the presentation of material by the 
educators and experiential learning is one of the best-known educational 
theories to date. Utilizing Jung's (1921) Theory of Psychological Types, Kolb 
(1976) perceived the learning process as a cycle. In this cycle, four learning 
styles were described: Concrete Experience, Reflective, Observation, 
Abstract Conceptualization, and Active Experience (Aşkar and Akkoyunlu 
1993).  

Kolb emphasized that it was important to understand the current 
experiences and solve problems rather than developing theories or 
generalizations in learning with concrete experiences. Thus, it is more 
important to sense the situation than to think about it. In this learning style, 
it is very important to participate in the classroom and sense the discussions 
(Sever 2008). Reflective observation is the learning style where it is 
important to develop various perspectives by reflecting on prior learning 
and observations. In abstract conceptualization, unlike learning with 
concrete experiences, the focus is on logic, abstract ideas and concepts. In 
other words, ideas are more important than emotions (Gencel 2006). In 
active experiences, the student implements prior learning and observes 
whether it works. The student prioritizes practice rather than observation 
and reflection. 

Richmond and Cummings (2005) conducted a study on online distance 
education application design based on Kolb’s learning styles. They 
conducted the research at Nevada-Reno University in four learning 
environments: affective, symbolic, perceptual and behavioral. The study 
findings demonstrated that online instructors were more occupied with the 
mechanics of the course instruction rather than the individual concerns of 
the students, since they did not interact with the students face to face. The 
course design and application aimed to improve not only the quality of 
online course instruction but also student learning.  

Learning paths are not limited to those mentioned above in experiential 
learning theory. In experiential learning theory, learning styles are 
components of the four basic learning paths mentioned above. Accordingly, 
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Kolb learning styles are listed as follows (Sever 2008): 
• Diverging 
• Assimilating 
• Converging 
• Accommodating 

Reid (1987) argued that learning style choices reflected the perceptual 
channels preferred by the students based on Kolb’s (1984) change, 
assimilation, decomposition and placement learning styles, Gregorc’s 
(1979a, 1979b) learning styles, and Reinert’s (1976) visual, auditory, 
kinesthetic and tactile learning styles in a study on the development of 
cognitive skills and learning styles. These channels included:  

• Auditory learners (listening to the instruction, audiotapes) 
• Visual learners (graphical reading)  
• Kinesthetic learners (experimental) 
• Tactile learners (applied learning, experimenting in the 

laboratory) 
• Interactive learners (group or individual learning) 

On the other hand, Fleming and Mills (1992) primarily described the 
visual (V), auditory (A), read/write (R) and kinesthetics (K) learning style 
model (VARK model) based on Kolb's model. Different from other learning 
models, this learning model aimed to reveal how individuals exchange 
information, their preferences when processing information with the 
employed measurement tool, and can provide information about the 
individual's learning style with a 16-item mini-questionnaire unlike 
extensive inventories (Fleming and Mills 1992; Fleming and Bomvell 2001).  

Students with visual learning style learn better with visual techniques 
such as diagrams, pictures, symbols, etc. Students with auditory learning 
style learn better by listening, speaking and discussing. Students with 
read/write learning style learn better with a written text and by taking 
notes. Students with kinesthetic learning style learn better by application, 
trial and error method and using 5 sensory organs. The students who 
employ one than one style are called multi-style learners (Fleming 2001, 
2002). 

Experiential learning styles are considered as one of the important 
factors that affect learning, and the determination of learning styles has 
been investigated in various studies to improve academic and work 
achievements of the students and the motivation of teachers. The review of 
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studies on tourism based on the learning styles demonstrated that these 
mainly focused on the determination of the learning styles of students. In a 
previous study that compared the learning styles of undergraduate and 
associate tourism students, it was demonstrated that students preferred the 
kinesthetic learning style, which means “learning by doing” in both schools 
(Işıldar et al. 2016). In a study that investigated the learning style 
preferences of students in a hospitality college in Taiwan, the results 
indicated that hospitality college students were more likely to be reflective, 
sensate, visual, and global. The study also identified differences between 
learning style preferences based on gender (Su 2012). In a study on the 
learning styles of hospitality management students in England, Lashley 
(1999) determined that students preferred active learning styles. Barron and 
Arcodia (2002) reported that Australian hospitality and tourism students 
were predominantly active learners. Similarly, Lashley and Barron (2006) 
conducted a study on the learning preferences of freshmen hospitality and 
tourism students in Australia and England, and determined that students 
preferred concrete rather than abstract and active rather than reflective 
learning styles. In a study on tourism education in China, experiential 
learning activities were categorized in 27 groups based on the experiential 
learning theory, and it was determined that tourism educators preferred the 
experiential learning methods rather than conventional instruction methods 
(Yan and Cheung 2013). 

METHODOLOGY 

The present study aimed to determine the experiential learning styles 
and methods adopted in distance education tourism programs. The study 
population included tourism programs affiliated with the International 
Council of Distance Education (ICDE, URL 1). ICDE has more than 190 
corporate members in more than 70 countries, speaking more than 40 
languages, attended by 15 million students on 6 continents. The 
examination of the corporate websites of the ICDE member educational 
institutions revealed that 14 organizations provided distance education in 
tourism.  

In the study, learning styles and methods implemented in tourism 
programs affiliated with the International Council of Distance Education 
(ICDE) were analyzed with content analysis, a qualitative research method 
(icde.org). Content analysis aims to remove subjective factors in 
understanding and interpretation of an expression (Bilgin 2006). Pre-
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determined themes represented the learning styles and codes represented 
learning methods in the study. The content analysis was based on the 
VARK learning model developed by Fleming and Mills (1992, 2001) and 4 
themes were determined based on visual, auditory, read/write and 
kinesthetic learning styles. Under these themes, analyses were conducted 
based on the following codes determined with the literature review. 
Table 1: Themes and codes determined in the study 

Visual  Auditory  Read/write  Kinesthetic 
• Videos 
• Visual 
material 
• Online 
video 
library 
•  Online 
Library  
 

 • Guest 
speakers 

• Web 
conferencing 

• Web 
seminar 

• Audio 
material  

 

 • Printed material 
• Question/Answer 
• Online literacy 
• Digital material 

 

 • Internship 
• Field trip 
• Collaborative 

studies 
• Simultaneous 

platform use 
• Applied training 
• Online face to 

face course 
• Virtual study 

rooms 
 

FINDINGS 
It was determined that 14 ICDE member education institutions 

provided distance education in tourism. 
Leeds Beckett University (LBU): There are master’s and certificate 

programs in the 'Responsible Tourism Management' department. Learning 
is provided using various interactive resources. These interactive resources 
include audiovisual content, group discussions, reflective exercises, quizzes, 
and online reading. The available Virtual Learning Environment (VLE) 
offers information about student assistance, all course material, information 
technology (IT) support and global career opportunities. 

Wonkwang Digital University: Undergraduate education is available 
in ‘Health Tourism’ department. Activities offered within the context of 
experiential learning include collaborations with organizations associated 
with health tourism, agricultural and fishing villages, participation in 
regional courses and studies in six regional campuses across the country, 
project-based learning, case studies, group learning, and field trips to health 
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tourism industry corporations and related organizations. 
Tor Vegata Roma University: Didattica Web 2.0 is employed as an 

education management system in the educational institution which 
provides a Tourism Sciences undergraduate program. Activities conducted 
within the scope of experiential learning include internships, event-based 
learning, online seminars and courses. 

Welingkar Education: The institution offers 'Travel and Tourism 
Management' and 'Hospitality Management' associate degree programs. 
The hybrid learning system is employed in education. This learning style 
combines the convenience of distance learning with the key benefits of full-
time and online learning models. 

National Open University (NOU): ‘Travel Management’ education is 
offered in the field of tourism. Activities conducted within the scope of 
experiential learning include virtual classrooms, support for visual learning 
with audiovisual applications, and online face-to-face courses. 

The Open University of China (OUC): The institution offers ‘Tourism 
Management’ and ‘Hotel Management’ distance education programs. 
Activities conducted in the context of experiential learning include virtual 
interactive classrooms, a digital library, simultaneous HD video system, 
online courses, visual learning via the RTVU class channel. 

HKU School of Professional and Continuing Education (HKU 
SPACE): The institution offers ‘Cruise Management’ and ‘Tourism 
Management’ undergraduate programs in tourism. Instruction methods 
include online courses, field trips, guest speaker lectures, revision sessions, 
individual and group projects. Students are evaluated through reports, case 
studies, oral presentations, projects and tests. 

AMITY University: Travel and Tourism Management master’s and 
Tourism Management undergraduate programs are offered. LMS based 
instruction management system is employed. The system offers online face-
to-face courses, live forums, webinars, virtual classroom, audiovisual study 
materials, recorded videos and simultaneous lectures with other schools. 
Activities conducted within the scope of experiential learning include 
virtual classrooms, material and videos that support audiovisual learning, 
and simultaneous lectures and webinars with peers in various faculties. 

AMA University: The institution offers a 'Hospitality Management' 
program in tourism. Online education is conducted with Lynda.com, which 
provides social and interactive learning. Activities conducted in the scope of 
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experiential learning include online courses, playlists, participation of 
experts and colleagues, question-and-answer opportunities, various 
learning tools, an interactive learning environment, videos that support 
audiovisual learning, and an online library. 

The University of The West Indies Open Campus (UWI): A ‘Tourism 
and Hotel Management’ undergraduate program is offered. A three-tier 
instruction and learning system is adopted to suit the students' special 
needs and educational backgrounds. The system allows students to move 
within the whole university system and reach the required standards. 
Experiential learning activities include an online library, online courses, 
help desk, and a blended, three-tier flexible learning environment. 

Open University for Adults (UAPA): A ‘Tourism Management’ 
undergraduate program is offered. The distance education is based on 
electronic instruction material, printed materials adequate for self-study, 
activities conducted each quarter, and instructional principles that support 
the virtual platform content and the program topic with various technical 
tools in this university. Activities conducted in the context of experiential 
learning include personalized printed material, electronic material, virtual 
classroom, internships, personalized reference services and volunteer 
program, an online library, Radio UAPA, and virtual study rooms. 

Botho University: The institution offers a ‘Hospitality Management’ 
undergraduate program. In distance education, Blackboard virtual learning 
management system is employed. This distance learning program includes 
a virtual interactive classroom, online support via email, discussion forums, 
videos, an electronic library for e-magazines and e-books, wikis, blogs, 
scheduled meetings for academic advisors, students and faculty members 
over Skype. 

Thompson Rivers University (TRU): The institution offers ‘Event 
Management’ certificate program and ‘Tourism Management’ 
undergraduate program. The experiential learning facilities include online 
writing support, Cohort-based courses, an online library, an online video 
library, comprehensive audiovisual material. 

Anadolu University: ‘Tourism and Hotel Management’ and ‘Tourism 
and Travel Services’ associate degree programs, ‘Tourism Management’ 
undergraduate program and 'Hospitality Management' master's program 
without thesis are offered. The university's distance education program is 
conducted on Anadolum e-Campus System in the form of forum services 
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where live courses, registrations, digital and printed lecture notes, topical 
evaluation questions, follow-up of projects and assignments, and 
simultaneous and asynchronous counseling services are provided. Also, an 
open and distance learning dictionary, an online library, internship, digital 
or printed lecture notes, online simultaneous lectures and rich content and 
audiovisual material are offered.  

Based on the content analysis, learning styles and methods 
implemented in distance education tourism programs are presented in 
Table 2. 

Table 2: Learning styles and methods implemented in distance education 
tourism programs. 

 
I1-I14: Tourism education institutions 
 (visual–V), (aural–A), (read/writer– R), (kinesthetics– K) 

 
 I1 I 2 I 3 I 4 I 5 I 6 I 7 I 8 I 9 I 10 I 11 I 12 I 13 I 14 

Guest speakers    A   A        

Online video libraries    V  V     V    

Video viewing V   V V   V V   V V V 
Visual material    V  V   V   V V  
Online libraries V       V  V V V V V 

Internships   K        K   K 
Web conferences A           A   
Printed material    R   R    R   R 

Webinars   A      A      
Read/write learning        R    R R R 

Collaborative studies K K     K     K   

Question-answer 
forums 

 K      K  K    K 

Digital material R   R    R   R R R R 
Simultaneous 

platforms 
K  K K K K K K K K K K K K 

Kinesthetic learning 
instruments *  K K K   K K   K    

Audio material A    A  A A A  A  A A 

Field trips K K  K   K        
Applied training  K  K      K     

Online face-to-face 
lesson 

    K    K      

Virtual study rooms       K    K    
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* Volunteer programs, wikis, case studies, simulations, quiz, links, e-
learning tool kits and Cohort-based courses 

The analysis of the study findings demonstrated that all distance 
education institutions preferred the kinesthetic learning method. Thus, it 
was determined that they adopted various learning management systems 
and preferred the interactive learning style on simultaneous platforms. 
Certain institutions employed kinesthetic learning instruments such as 
volunteer programs, wikis, case studies, simulations, quiz, links, e-learning 
tool kits and Cohort-based courses (f: 6). Furthermore, field trips (f: 4), 
collaborative studies (f: 4), internships (f: 3), applied training (f: 3), virtual 
study forums (f: 2) and online face-to-face lesson (f: 2) techniques were 
utilized. It was determined that educational institutions mostly employed 
the visual learning style of video viewing (f: 8) technique, followed by 
online libraries (f: 7), visual material (f: 5) and online video libraries (f: 3). 
The most frequently adopted auditory learning styles included audio 
material (f: 8), followed by guest speakers (f: 2), webinars (f: 2) and web 
conferences (f: 2). It was determined that the institutions mostly employed 
digital material (f: 7) in read/write learning, followed by printed material (f: 
4), question-answer forums (f: 4), and online literacy activities (f: 4) 

DISCUSSION AND CONCLUSIONS 

The fact that experiential learning methods include the 'real life' 
environment that encourages students' individual learning processes 
improves the instruction of disciplines such as tourism and hotel 
management where applied knowledge play an important role. Thus, the 
present study aimed to determine the experiential learning styles and the 
instruction methods adopted by ICDE member educational institutions that 
provide distance tourism training. In the study, the distribution of the 
learning styles among the education institutions based on the VARK model 
was addressed in four dimensions based on the visual, auditory, read/write 
and kinesthetic approaches. The findings revealed that the most preferred 
learning style was kinesthetic (K) learning. This was followed by visual (V), 
read/write (R/W) and auditory (A) learning styles, respectively. Similarly, 
Stevens et al. (2012) analyzed the learning style preferences of tourism 
students within the context of the VARK model and concluded that the 
hotel management students preferred to learn by doing. The findings of 
both studies on preferred learning styles were consistent. Cranage et al. 
(2006) reported in a study based on the Learning Style Model of Felder and 
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Silverman that tourism students preferred learning styles by doing, feeling, 
seeing and, progressive in respectively (Işıldar et al. 2016) Berger (1983) 
emphasized that tourism students predominantly preferred decompositive 
learning style, in other words, active learning. Similarly, Paulson (1993) 
determined in a study that tourism students preferred the discriminative 
learning style. Barron and Arcodia (2002), Lashley (1999), Lashley and 
Barron (2006) concluded that tourism students preferred the activist 
learning style using the learning method model they developed. It was 
observed that these findings obtained with different models were consistent 
with the kinesthetic dimension in the VARK learning model utilized in the 
present study. 

The present study findings revealed that most educational institutions 
that offer distance tourism education adopted the four learning styles. 
According to Marshall (1990), it is necessary to teach students how to learn. 
Thus, the organization of learning experiences based on learning styles may 
facilitate the achievement of the educational goals. Otherwise, as reported in 
previous studies, certain students with similar conditions could be 
successful, while others fail (Ekici 2002; Mutlu and Aydoğdu 2003). Thus, 
students who experience instructional activities in their preferred learning 
style would have advantages when compared to other students whose 
learning style was not consistent with these activities. In the present study 
that analyzed the learning styles adopted by distance education institutions, 
the analyses aimed to reflect the perspectives in instructional design. In the 
future studies, it would be beneficial to determine the activities and 
learning environments that tourism students preferred especially within the 
scope of kinesthetic learning style, to allow the institutions to design 
instructional material that suit student expectations. 
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INTRODUCTION  
The developments in the field of transportation together with 

technology in recent years have enabled people to travel faster and more 
comfortably. In this context, airline transportation stands out as the 
transportation type that is frequently preferred for national and 
international travel. The popularity of airline transportation in recent years 
can be considered as an important factor in the increased demand in the 
travel and tourism sector. Therefore, the services provided by airline 
companies operating in the air transport sector can provide them with a 
significant competitive advantage. Studies in the related literature (Park et 
al. 2019; Baker 2013; Filip 2013) reveal that the services provided by airline 
companies have a significant impact on customer satisfaction and 
preference for the business. Mistakes, deficiencies and other negative 
customer experiences in delivered services cause complaints to airline 
companies.  

Customer complaints occur as a result of customer reviews regarding 
the services provided by the businesses and when customers are not 
satisfied with the delivered service, they can express their reactions as 
complaints. It is noteworthy that studies on developing airline 
transportation and determining the elements of customer complaints 
encountered in airline management (Souza and Desai 2015; Güreş et al. 
2013; İbiş and Batman 2016) have intensified in recent years. In addition, the 
analysis of feedback and online comments obtained from customers is 
frequently used as a data source in the determination of the elements of 
complaints regarding airline companies in the relevant studies (Lucini et al. 
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2020; İbiş and Batman 2016; Yakut et al. 2015; Ban and Kim 2019). The 
comments on a website named www.sikayetvar.com analyzed by content 
analysis method were used in a study carried out by İbiş and Batman (2016) 
for the determination of the elements of complaints about airline 
companies. According to the results of the study, customer complaints 
mainly occurred as a result of lost and damaged baggage problems, ticket 
changing, cancellation and refund transactions, call center problem solving 
and flight personnel’s behavior. In a study carried out by Ban and Kim 
(2019), the comments of 9632 airline customers were examined, and it was 
concluded that seat comfort, airline staff, ground services, value for money 
and the airline brand were influential on customer satisfaction and 
recommending behavior.  

The aim of this study is to identify customer complaint elements in 
online comments made about airline companies. In line with this main 
purpose, the aim is to determine the most frequently expressed complaints 
in the comments and what the negative attitudes towards the airline 
businesses are. The comments made about Turkish Airlines on TripAdvisor 
website were analyzed in this context and the complaint elements were 
identified. This study is important for airline companies to take necessary 
precautions by taking customer complaints into consideration, thus 
ensuring service quality and customer satisfaction.  

1. CONCEPTUAL FRAMEWORK 
1.1. Airline Transportation and Airline Management  
The main focus of tourism is people traveling from their permanent 

area of residence to another place to visit and see, rest, health reasons and 
discover new cultures. Land, air, sea and railway transportation systems 
play an important role in the temporary displacement carried out on these 
trips. Developments in technology and transportation opportunities are 
among the most important reasons for the development of tourism 
worldwide. It is known that along with marine vessels, one of the oldest 
means of transportation is railway transportation which started to develop 
in the 19th century, and in 1841, Thomas Cook organized the first train trip. 
The developments in motor and automobile technologies in the 19th and 
20th centuries brought road transportation to the fore during these dates. 
Aircraft started to be used for transportation after the First World War with 
the widespread use of automobiles. Airline transportation, which preceded 
rail and sea transportation, was used in postal transportation in the 1920s 
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and 1930s. The airline companies established in this period organized 
commercial flights. The first tourist trips with airlines were organized by 
Thomas Cook in 1939. After this date, trips to different cities in Europe 
started to increase. This development has also been shown as one of the 
most important factors increasing international tourism movements (İçöz 
2000).  

Airline transportation, which constitutes one of the basic transportation 
systems, is preferred more today due to its advantages over other 
transportation systems. Airline transportation plays an active role not only 
in international transportation but also in domestic transportation. The 
development of air transportation started in Turkey in 1930. It is 
noteworthy that significant developments have occurred in airline 
passenger transportation and operation since these dates. Airline 
transportation was under the monopoly of Turkish Airlines (TA) until the 
1980s and continued to develop significantly with the inclusion and increase 
in the number of private airline companies after this date (Bakırcı 2012). 
Airline transportation holds an important position in the world economy 
and continues to grow in the long term even though it has been interrupted 
due to economic crises, epidemics and terrorist events. It is noted that the 
introduction of sector-specific enterprises has increased competition in 
airline transportation, contributing to the emergence of airline companies 
working with different business models today. These developments also 
affect Turkey and develop air transport. Eurocontrol, the agency 
responsible for air traffic control in Europe foresees that Turkey will be 
among the leading five countries with the fastest increasing air traffic in 
Europe by 2022 (Sarsın Kaya 2016).  

1.2. The Importance of Airline Transportation in the Travel and 
Tourism Industry  
Air transportation in the tourism industry started to gain importance 

since the 1950s, when mass tourism started to increase. The introduction of 
package tour sales in mass tourism movements also increased the use of 
airline transportation. Nowadays, airline transportation enables many 
people to visit and see even the most distant destinations on the other side 
of the world. International tourism movements and the airline 
transportation sector contribute significantly to each other's development. 
Studies reveal that speed, safety and comfort are effective factors for people 
in preferring air transportation in international travel (Kozak et al. 2012). 
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Airline transportation becomes more and more important as international 
tourism movements increase worldwide. Faster and shorter travelling in 
terms of tourism transportation means more time for accommodation and 
recreation activities in destinations. Therefore, fast and comfortable airline 
transportation is critical in extending the vacation period and increasing 
experiences at the destinations.  

People prefer air transportation for their travel for various purposes. 
The development of flight routes is an important key factor in the expansion 
of the travel and tourism industry's volume. Currently, some cities that are 
flight destinations encourage transit visitors to have a layover and visit the 
city. Some of the factors that are effective in transforming transit centers 
into destinations are (World Travel & Tourism Council-WTTC, 2018): 

• A strong national airline that is both financially and reputationally 
strong, 

• Solid destination appeal with robust inbound tourism,  
• Excellent airline connectivity, sufficient infrastructure, and 

favourable regulatory frameworks developed through established 
stakeholder partnerships,  

• Vertical or central integration and long-term vision of both aviation 
and the destination. 

A strong airline transportation system of a destination is an important 
tool that supports domestic tourism as well as international tourism. Travel 
times to distant destinations within a country are shortened by air 
transport, and travel to distant destinations is facilitated. Airway 
transportation is of great importance in increasing both national and 
international travel and tourism activities. In addition to scheduled flights 
on airlines, charter (non-scheduled) flights used by tour operators are 
another important transportation option in mass tourism. Ricardianto et al. 
(2017) state that more than half of international tourism movements are 
carried out by air transport. The authors state that this has contributed 
greatly to the Gross Domestic Product in the world and that employment 
has been generated for many people on a global scale. Therefore, it can be 
asserted that airline transportation provides important contributions in the 
development of the travel and tourism industry.  

1.3. Customer Complaints About Airline Companies  
The fact that airlines have become a popular mode of transportation 

both in the national and international arena in recent years has raised 
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competition. Airline companies operating in this intense competition 
environment try to gain a competitive advantage over their competitors by 
providing the best service. In this context, understanding and solving 
customer complaints about airline transportation is considered as one of the 
critical factors (Güreş et al. 2013; Metwally 2013). In some cases, customers 
can be unhappy with the service they receive from the business and have 
negative experiences. In this case, complaints should be viewed as a 
performance evaluation indicator that indicates failures or certain problems 
in the services offered by the business. In order to prevent customer loss, 
complaints must be understood and problems must be resolved quickly. 
Customer losses in businesses due to complaints will both reduce 
profitability and generate negative word of mouth communication about 
the business (Filip 2013).  

Passenger complaints in airline transportation are often caused by 
service errors. In a study examining customer complaint behavior in the 
Turkish aviation industry, data were obtained by applying a survey to 300 
passengers on both domestic and international lines. According to these 
data, Turkish airline passengers complain mainly about physical factors 
such as the aircraft, comfort, food and beverage, odor, temperature, 
humidity, flight entertainment facilities. Other major complaints according 
to the level of importance that emerged in the study were flight related 
issues such as personnel behavior, the attitude of the airline company, 
baggage, flight schedule, landing and departure times, flight network, 
delays, cancellations, flight connection problems, check-in procedures, fees 
and campaigns, online reservation systems and the airline website. 
Furthermore, complaints about refunds and security issues were also 
noteworthy (Güreş et al. 2013).  

2. METHODOLOGY 
2.1. The Purpose and Importance of the Study 
The purpose of this study was to identify customer complaints in 

airline companies. Other sub-objectives were to identify and classify the 
main and sub-factors where customer complaints are concentrated, and to 
reveal the negative customer attitudes towards airline businesses as a result 
of these complaints. This study is important in terms of revealing the 
deficiencies and service errors in the services provided by airline companies 
and drawing attention to these issues. The revelation of the frequency and 
types of customer complaints is also critical for airline companies to 
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improve their services by taking the necessary measures.  
2.2. Population and Sampling  
The population of this study consisted of the analysis of customer 

complaints against airline companies operating in Turkey and is comprised 
of the comments made by the customers of TA, one of the leading airline 
companies in the world on TripAdvisor. Founded in 1933, TA is an 
international airline company that carries passengers domestically as well 
as to many regions and countries around the world. In 2008, TA became one 
of the most important airline brands as a member of the Star Alliance, the 
world's largest airline alliance (Turkish Airlines 2020). In addition, 
according to the data of the Directorate General of Civil Aviation, as of 
31.12.2019 TA owns the most passenger aircrafts with a total number of 308. 
These data have been influential in selecting customer reviews made on 
TripAdvisor for the TA business in terms of the study population. The 
number of comments made by TA customers on TripAdvisor was 
determined as 29721 as of 01.04.2020 (TripAdvisor 2020). 327 comments, 
which were scored as "terrible", "bad" and "average" and believed to reflect 
customer complaint elements, were analyzed using the purposeful 
sampling method in this study.  

2.3. Study Method  
This study, which is based on the analysis of customer complaints, is a 

qualitative study. Data were obtained by using document analysis, one of 
the data collection techniques used in qualitative research. Six separate 
documents (international-economy, international-business class, European-
economy, European-business class, domestic-economy, domestic-business 
class) were prepared by organizing the comments on TripAdvisor website 
individually according to the economy and business class seat classes in the 
international, European and domestic flight categories. These established 
documents were transferred to the MAXQDA 2018.1 qualitative data 
analysis program for coding and analysis. Qualitative analysis was carried 
out by coding the data transferred to the program.  

2.4. Data Analysis 
All documents containing customer complaints were analyzed digitally 

using a qualitative data analysis package program. Research data and 
expert academician views by İbiş and Batman (2016), Khanh (2017) and 
Güreş et al. (2013) were utilized to determine the airline customer complaint 
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elements to be used in data analysis and classification. After the customer 
complaint elements were determined, they were coded and classified into 
the program. The airline customer complaint items, which were categorized 
into codes and sub-codes, were analyzed after coding. The complaints were 
analyzed and interpreted according to their concentration categories and 
frequency. Furthermore, the analyzed data were visualized as a table and 
chart with the help of the program.  

2.5. Reliability  
There are some issues that must be applied within the scope of both 

external and internal reliability in qualitative research. These are aimed at 
making the strategies used at various stages of the research more 
transparent and enabling their similar use by other researchers. It is 
important to clearly define the data sources for external reliability, define 
the social environment and processes, define the conceptual framework and 
assumptions used in the analysis of the obtained data, and define the role of 
the researcher. However, there is a method for obtaining help from another 
researcher and comparing the results of the analysis of the data obtained 
regarding internal reliability (Yıldırım and Şimşek 2018). The MAXQDA 
qualitative data analysis program was used to test coding reliability in this 
study. Intercoder agreement analysis was conducted between coders and 
the data were analyzed by another academician using the same codes. The 
re-analyzed documents were transferred to the program and a compatibility 
analysis between coders was carried out. The coding compatibility of the 
documents can be seen in table 1.  

Table 1: Intercoder Agreement Rates 
Document Name Coding Agreement Percentage 

Europe-Business Class %91,3 
Europe-Economy  %88,9 
International-Business Class %82,4 
International-Economy %81,1 
Domestic-Business Class %98,6 
Domestic-Economy %94,1 

 

According to Lombard et al. (2002) a compliance of over 70% is 
acceptable and significant while Landis and Koch (1977) agree that this is 
valid for a compliance of over 60%. According to table 1, the compatibility 
between the two coders is sufficient and significant in this study. Therefore, 
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the internal reliability of the study has been achieved. In addition, detailed 
information about data sources for external reliability, data collection 
technique, conceptual framework and assumptions have been included in 
this study.  

2.6. Limitations and Assumptions  
The limitations and assumptions of this study can be listed as follows:  
• The data analyzed within the scope of the study include the 

comments rated as terrible, bad and average by TA passengers on 
TripAdvisor. Reviews rated as very good and excellent were 
excluded.  

• The comments for September, October, November and December 
2019 when more than 150 million airline passengers travelled 
according to the data of the General Directorate of State Airports 
Authority were analyzed. Other comments were not included in the 
analysis.  

• It is assumed that the comments made on TripAdvisor were made 
sincerely and accurately by real airline customers traveling with TA.  
 

3. FINDINGS 
 

3.1. The Distribution of Comments on Customer Complaints 
Table 2 shows the distribution of comments on customer complaints by 

flight categories and seat classes.  

Table 2: Distribution of Comments on Customer Complaints by Flight 
Category and Seat Classes  

Frequency Percentage 
International-Economy 136 41,6 
Europe-Economy 92 28,1 
International-Business Class 61 18,7 
Domestic-Economy 17 5,2 
Europe-Business Class 16 4,9 
Domestic-Business Class 5 1,5 
TOTAL 327 100,00 

 
An analysis of the data in the table 2 indicates that the most comments 

(41.6%) related to customer complaints were made by international 
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economy passengers. This is followed by European economy passengers 
(28.1%) and international business class passengers (18.7%). The category of 
international passengers who expressed their complaints with the most 
comments is notable.  

3.2. Findings Regarding Customer Complaints About Airline 
Companies  
Table 3 shows the frequencies and percentages related to the main and 

sub-elements of customer complaints obtained from the results of the 
analysis of customer comments about airlines.  

Table 3: Frequencies and Percentages Regarding Customer Complaints 
About Airline Companies 

Main Complaint 
Elements and 
Sub-Elements 

Frequency 
(f) 

Percentage 
(%) 

Main 
Complaint 
Elements and 
Sub-Elements 

Frequency 
(f) 

Percentage 
(%) 

1.Service Issues   4.Cabin Crew   
Staff Problems 53 19,06 Indifference 44 45,36 
Customer Services 48 17,27 Poor Attitude 30 30,93 
Service Deficiencies 47 16,91 Rudeness 23 23,71 
Poor Service 41 14,75 Total  97 100 
Lost/Damaged 
Luggage 

37 13,31 5.Flight-
Related 
Problems 

  

Service Failures 32 11,51 Delayed 
Flights 

46 56,79 

Complaint 
Handling 

20 7,19 Cancelled 
Flights 

19 23,46 

Total 278 100 Connecting 
Flights 

16 19,75 

2.Physical Factors   Total  81 100 
Foods & Beverages 57 27,01 6.Foreign 

Language 
  

Comfort 47 22,27 Lack of Foreign 
Language 

12 54,55 

Narrow Seating 
Area 

37 17,54 Poor 
Pronunciation 

8 36,36 

In-flight 
Entertainment 

29 13,74 Inability to 
Understand 

2 9,09 

Aircraft 23 10,90 Total  22 100 
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Cleanliness 13 6,16 7.Check-in 
Problems 

  

Total 211 100 Check-in Staff 11 61,11 
3.Reservation 
Issues 

  Slow Check-in 7 38,89 

Extra Fees 35 30,43 Total  18 100 
Information 12 10,43    
Seat Selection 12 10,43    
Booking Failures 12 10,43    
Refund 10 8,70    
Cancellation 9 7,83    
Online Booking 9 7,83    
High Prices 8 6,96    
Overbooking 8 6,96    
Total  115 100    

General Frequency Total = 822 

3.2.1. Service Issues  
According to the data in Table 3, the main element in which customer 

complaints are most concentrated in airline companies are service related (f 
= 278). Under this main element, issues related to airline staff (f = 53), 
customer service (f = 48) and problems related to service deficiencies (f = 47) 
stand out as the most important sub-elements that generate complaints. 
Furthermore, poor service (f = 41), lost/damaged baggage (f = 37), service 
failures (f = 32) and the handling of complaints (f = 20) are other significant 
and striking service-related sub-elements generating complaints. Some of 
the statements in the customer comments about such complaints are as 
follows:  
“And Turkish airlines staff was laughing with us while we were very 
stressed.” 
“No one was willing to help, absolutely awful, we have been simply 
ignored or they were busy playing with their mobiles and didn’t even look 
at us.” 
“The customer service is terrible.” 
“This airline is a joke all the people I spoke didn't have a care and did 
nothing to help no manager nothing basically pay or go away.” 
“The booking and customer service elements were the worst I have ever 
experienced hence my 1-star review.” 
“Also, the Flight Attendants don't service the toilets. It was low on toilet paper.” 
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“I am a passenger with long standing health issues and this airline doesn't 
give a figs leaf only interest is money and I found them very rude.” 
“Customer service was terrible when dealing with them prior to the flight 
(ie the agent hung up on me).  
“I called their customer service number twice and the agents hung up on me 
after giving me dead air and 'wait a minute' response to each question I ask.” 
“Worst airlines, worst costumer service unwilling to keep a promise. 
Unwilling to take responsibility.” 
“Then my luggages were lost! And came back after 6 days all damaged and 
broken! Not happy 
the customer service conveniently ignored our complain!” 

The unconcerned, unhelpful attitudes of airline staff, poor customer 
service provided by the airline company, poor quality service delivery, lack 
of some services, lost/damaged baggage are the main focus of customer 
complaints.  

 

3.2.2. Physical Factors  
The second most important complaint about airline companies in 

customer reviews were complaints about physical factors (f = 211). Most of 
these consist of complaints about the food and beverage on board (f = 57) 
which is followed by the comfort of the aircraft (f = 47), narrow seating (f = 
37), in-flight entertainment facilities (f = 29), the aircraft (f = 23) and aircraft 
cleanliness (f = 13) as significant sub-elements that cause complaints.  
“A small selection of food provided and drinks.” 
“The food was terrible I wouldn’t give it to a animal let alone human 
consumption.” 
“Most useless tray tables I have ever seen and the meal tray had to be 
balanced on the table using your knees to stop it falling off.” 
“The space between seats is very limited, making it very uncomfortable, 
especially if you are tall.” 
“The negatives: fairly decent options in tv shows but not enough movies 
and hopeless selection of music.” 
“The plane itself was old and tired.” 
“The window glass not as clean as one wishes (never really is).” 

Insufficient varieties and the limited number of unappetizing food and 
beverages, narrow corridors and spacing between seats, narrow seats, 
insufficient legroom, limited in-flight TV and music facilities, non-
functioning and poor quality screens, dated aircraft and in-flight cleanliness 



 
 

511 
 

stand out as physical factors for complaints in customer reviews.  
3.2.3. Reservation Issues  
The third most important reason for customer complaints after the 

physical factors involved problems with reservations. The most frequently 
expressed sub-element in terms of complaints were extra fees (f = 35) 
demanded by the airline company for reservations. Failure in the delivery 
of information, seat selection and reservations had equal ratings as the sub-
elements of complaints (f = 12). Sub-elements that followed were refunds (f 
= 10), cancellation (f = 9), online booking (n = 9), high prices (f = 8) and 
overbooking (f = 8). Some statements in these customer complaints are as 
follows:  
“They wanted an additional 350€ to change my ticket.” 
“They ended up charging me an additional 1000 USD to correct the problem 
which may have been theirs in the first place, all that after treating me like a 
criminal.” 
“I booked the wrong flight online on Turkish Airways website and called 
immediately their customer service to cancel. I was asked to pay EUR200 
per person to cancel my booking, although the booking was only made 
30min before!” 
“I was told the system is back down and they couldn't give me a price. I 
understand it's not their fault, but they even refused to call me back when 
the system was back up again.” 
“I had chosen seat 10A, and at boarding, they decided to change my seat to 
36B. No explanations, just changed me to the back of the plane.” 
“The booking was challenging and the web site was misleading.” 
“I'm trying to book flights to Milan and their website keeps giving me an 
error message and can't get through to fulfill the payment.” 
“I arrived at Istanbul SWA Airport at five in the morning to be told by 
Turkish Airlines desk that ‘someone ‘phoned few hours ago and cancelled 
my ticket.” 
“A few frustrating bits of the airline - website, check in, manage your flight 
etc. awful, does not work.” 
“Maybe I should have cottoned on to this when I was given an £83.00 
refund from £450!! How silly!” 

The extra fees requested to change tickets and correct booking errors, 
failure to inform the customer about booking and neglecting to provide 
price information, problems with seat selections, changed seat numbers, 
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booking errors on the airline website, ticket cancellations and refund 
problems were noted as the sub-elements of reservation issues causing 
customer complaints about airline companies.  

3.2.4. Cabin Crew  
One of the main reasons for customer complaints about airline 

companies was the cabin crew (f = 97). The sub-elements of the complaints 
listed in this category were indifference (f = 44), poor attitude (f = 30) and 
rudeness (f = 23).  
“We were not offered tea or coffee or any more drinks and when I went up 
to ask for a cup of tea I was told that they were tired.” 
“The flight attendants are not so warm.” 
“Then I had what could have been the rudest flight attendant ever! She 
seemed to hate her job, so unfriendly!” 
“Never experienced such a rudeness from a female flight stewart!” 
“Air hostess rude abrupt served macaroni and cheese for supper was like 
rubber” 
“Very rude stewards ask anything don’t have it ask for bassinet seat for 
baby didn’t give us held baby for 6 hours” 
“The staff just told people to go back and put luggage on earlier cabins with 
no offered help.” 
“When given out drinks to passengers they fatally missed me and my 
children out and never offered us anything.” 
“Crew know nothing and nowhere to be seen.” 
“The flight crew did not care less when an Economy Class passenger was 
stuffing his/her baggage in the Business Class section and then moving 
forward.” 

Some of the sub-elements for the complaints about the cabin crew were 
listed as being offhand with customers, behaving inappropriately, 
delivering incomplete or incorrect service, being indifferent, displaying a 
negative attitude towards some passengers.  

3.2.5. Flight-Related Problems  
Another main complaint of customers regarding airline business after 

the cabin crew were flight related problems (f = 81). Delayed flights were 
the most mentioned sub-element in the complaints in customer reviews (f = 
46) followed by canceled flights (f = 19) and connecting flights (f = 16) under 
this main element.  
“Flight yesterday cancelled then to a fault in the plane but only after many 
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hours spent in the airport.” 
“This airline is diabolical every flight I’ve travelled with Turkish airlines has 
always been delayed.” 
“Every flight on the outgoing and the return were delayed, leading to 
problems with connections, which also were never resolved.” 
“Connection Time - was too short, 1:40 layover, first plane was late with one 
hour, we tried to make it but they didn’t let us board to the second 
airplane” 
“Very disappointed connection time at Istanbul airport not impressed, 
especially with kids 5 hours + waiting.” 
“Take off for both flights was delayed even though both flights were 
boarded and ready to go before the scheduled time.” 
“I was on this Turkish flight from Prague to Athens via Istanbul which was 
delayed because of the airlines fault.” 
“Not the first time has Turkish Airlines failed to depart on time. Thus, 
resulting in my connecting flight being missed in Istanbul to Somalia.” 
“Change planes with more than a two hour layover, then fly way down to 
Antalya, bringing my travel time to 5 hours for what should’ve been just 
over one in theory.” 

The cancellation of flights, failure to inform the customer about a 
cancellation or delay in doing so, last-minute cancellations, postponed or 
delayed flights, problems related to the airline business in flight changes on 
connecting flights are noteworthy sub-elements of flight related issues that 
are complained about.  

3.2.6. Foreign Language  
The foreign language problem (f = 22) related to airline staff was among 

the main customer complaints. The staff's lack of foreign language skills (f = 
12), poor pronunciation (n = 8) and inability to understand a foreign 
language (n = 2) were mentioned as significant sub-elements of complaints.  
“Staff are very rude claiming they don’t speak English and cheekily 
laughing at me when I told him about the name issue and uttering in 
Turkish.” 
“In their broken and rude English all we could understand is that we 
missed our flight.” 
“The folks at customer service for Turkish Airlines barely spoke English and 
simply hung up on me when they had trouble communicating with me.” 
“The lack of English proficiency on the behalf of the crew was not helping 
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the frustrated passengers.” 
“Please improve the English of your staff and customer service. I could not 
make any sense of the rules which were explained to me after the fact nor 
the half-garbled response from your online customer service.” 
“The hostesses are friendly but cannot speak English well.” 
“The worst thing is the accents of the crew are so strong that you cannot 
understand what they are saying. This could be a REAL issue in an 
emergency!” 
“When I asked her how long will it take, she said she didn't know. She 
spoke really poor English.” 

The failure of the airline operator’s staff in speaking foreign languages, 
poor pronunciation, inability of customers to understand the language 
spoken, communication problems due to foreign language were the sub-
elements of complaints under the main element of foreign languages.  

3.2.7. Check-in Problems  
The last one of the main complaints found in airline customer reviews 

were the problems experienced during check-in procedures. The check-in 
staff (f = 11) and slow check-in procedures (f = 7) were the sub-element 
items under this main element.  
“The staff at the check-in counter was rude and just downright cocky.” 
“The staff at the desk was really confused and also was really rude whilst 
she proceeded to check in our luggage while she was having a laugh with 
her "staff mates" sharing pictures on their phones.” 
“Check-in time 40 minutes and slowest check-in for business class 
passengers.” 

Check-in staff's rude, unconcerned behavior, failure to do their job 
properly, lack of business discipline and slow check-in were major sub-
elements of complaints.  

 
Figure 1: Main Customer Complaint Elements Regarding Airline Businesses 
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3.3. Findings Regarding Negative Customer Attitudes Towards 
Airline Companies 
Figure 2 shows the findings regarding the negative attitudes in 

customer reviews regarding airline companies.  

 
Figure 2: Findings Regarding Negative Attitudes in Customer Reviews 

About Airline Companies 

An analysis of the data in the figure shows that there is a negative 
attitude in the statements against the operator in 227 customer reviews 
made for airline companies. Out of these, generating bad propaganda 
against the business (f = 120) is the most common expression in the 
comments. Expressions not to prefer the airline company (f = 56) and not 
recommending it (f = 51) attract attention as other factors that depict 
negative customer attitudes.  

Table 4: Distribution of Negative Attitudes in Customer Comments 
Regarding Airline Companies According to Flight Category and Seat 
Classes 

 
Negative 

Attitudes\Not  
Prefer Again 

Negative 
Attitudes\Bad 
Propaganda 

Negative 
Attitudes\Not 
Recommend 

TOTAL 

Europe-Business Class 5 5 4 14 
Europe-Economy 14 42 18 74 
International-Business 
Class 

11 24 8 43 

International-Economy 24 42 20 86 
Domestic-Business Class 1 1 0 2 
Domestic-Economy 1 6 1 8 
TOTAL 56 120 5 227 
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An analysis of Table 4 indicates that customers traveling in the 
international economy class express more negative attitudes (f = 86) towards 
airline companies. In addition, it is noteworthy that negative propaganda 
regarding the airline company is the most negative (f = 120) attitude in 
customer comments.  

4. DISCUSSION AND CONCLUSION  
Airline transportation is considered as one of the most preferred means 

of transportation in national and international passenger transportation 
today. The developing technology in recent years, the increasing speed and 
comfort of aircrafts and the services provided by airline companies have 
made air travel more attractive for passengers. Increasing tourism 
movements with the developments in air transportation make airline 
companies an important service provider in terms of travel and the tourism 
industry. However, the increase in the demand for international travel and 
tourism has caused the number of airlines and competition between them to 
increase worldwide. The delivery of the services provided by airline 
companies is very important for them to survive in an intense competitive 
environment. Errors, deficiencies and negative experiences that customers 
may experience in these services can cause complaints.  

An analysis of the comments containing complaint elements made for 
the TA company was carried out in this study, which aimed to identify 
customer complaint elements in the comments made on TripAdvisor for 
airline companies. As a result of the analysis of the data, it has been 
determined that the main items of complaint expressed in the customer 
reviews for airline companies are service problems, physical factors, 
reservation problems, cabin crew, flight-related problems, foreign language 
and check-in problems, respectively. In addition, another finding revealed 
by the study is that the majority of the statements containing customer 
complaints displayed negative attitudes towards airline companies. These 
findings provide important clues for airline companies in evaluating the 
delivery of services.  

According to the results of the study, the main element in customer 
complaints were the problems related to the services provided by airline 
companies. Complaints about airline staff ranked in the first place under 
this main element. The indifferent and offhand behavior of the staff in 
charge and their failure to do their job well constitute the focal point of 
staff-related problems. Furthermore, other important complaints are the 
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inadequacy of customer service in addressing and solving problems. Lack 
of communication with customers and giving information, online 
transactions, etc. are considered major drawbacks in customer reviews. 
Faults in service delivery, lack in customer-orientation and the ability to 
deliver services properly are important elements of failure and complaints. 
In addition, lost and damaged passenger baggage, indifference in resolving 
complaints, lack of trouble shooting is another complaint that needs to be 
considered. According to the results of a study carried out by Park et al. 
(2019) on 133,000 airline customers, the impact of a negative service 
experiences on the satisfaction of airline customers is negative. Therefore, 
problems with the services cause customer complaints and dissatisfaction. 
Hence, airline companies should take measures to increase satisfaction by 
considering these complaints.  

The second major complaint element for airline companies is physical 
factors. Complaints about food and beverage on board are seen as the most 
important sub-elements of complaints. Poor quality, the tasteless and low 
variety of food and beverages are the most common complaints expressed 
in customer reviews. The uselessness of the table trays, the inconvenience of 
the seating areas, narrow seats and foot rests are the most frequently 
mentioned sub-elements of complaints under this main element. In 
addition, complaints about limited or inoperative in-flight digital 
entertainment possibilities, the use of dated aircrafts and models, on-board 
cleanliness and temperature are also a source for concern. The results of a 
study by Lucini et al. (2020) reveal that food and beverage, entertainment 
opportunities, seats and comfort are the most important factors in customer 
satisfaction. Therefore, airline companies should consider complaints and 
address them effectively. Issues such as increasing food and beverage 
variety and quality, offering special products to customers, offering 
comfortable and spacious seats with more contemporary aircraft, increasing 
entertainment opportunities, adding current film and music options, and 
paying more attention to aircraft cleanliness can be considered as factors 
that can be effective in eliminating complaints.  

The data obtained as a result of the analysis of customer reviews 
indicate that the third main element of complaints about airline companies 
involves problems with reservations. While additional fees requested for 
changing tickets are the most frequently voiced complaint, problems 
encountered in providing information for reservations and seat selection are 
other important complaints. Failure or delayed refunds for cancelled 
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reservations, inability to make a reservation, malfunctions in online 
bookings, inability to make a reservation via the airline website or mobile 
applications are among important complaints about reservations. In 
addition, the high price of tickets and the cancellation of passenger tickets 
by double bookings are other complaints expressed under this main 
element. Demo et al. (2017) stated that factors such as facilitated ticket 
purchasing, online transactions, delivering information, acceptable ticket 
price levels are important determinants of the quality of customer 
experience and have a positive impact regarding satisfaction with the 
airline. From this aspect, it can be suggested that keeping the additional fees 
and conditions requested for ticket changes by airline companies at an 
acceptable level can be effective in resolving complaints. In addition, 
providing detailed and accurate information to customers contacting about 
reservations, facilitating seat selection for customers, refunding cancelled 
reservations without delay, increasing the functionality of online booking 
processes and channels can be considered among measures that can be 
taken by airline management to resolve complaints.  

Cabin crew's offhand behavior towards passengers, failure to do a 
proper job, unhelpful attitude, indifference regarding customer requests, 
and poor service are among the results obtained from the study as factors 
that cause customer complaints. Furthermore, delayed flights, flight 
cancellations, delays in connecting flights and disruptions in transit are the 
main complaints regarding flights. It has been determined that failure to 
inform passengers about the reasons for delays or cancelled flights and 
communicating with passengers has an important share in customer 
complaints about airline businesses. Other important findings revealed by 
customer complaints in the comments about airline staff were the lack of 
foreign language skills and poor pronunciation which caused 
communication problems. In addition, the indifferent attitude of the staff 
involved in the check-in process and the slowness of the check-in processes 
is underlined as another customer complaint. These results are consistent 
with the findings of research conducted by Gambo (2016) and Güreş et al. 
(2013) to identify customer complaints in airlines. Therefore, efforts should 
be made to reduce delaying flights and avoid disruptions by preventing 
flight-related problems, which constitute an element of complaint regarding 
airline companies. More attention should be paid to the employment of 
trained and qualified airline staff to ensure that they have sufficient foreign 
language skills to ensure effective communication with passengers. In 
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addition, measures need to be taken to ensure that the airline's check-in 
process is completed on time and that the relevant personnel present a 
customer-oriented service approach.  

Customers who are not satisfied with the services provided by an 
airline company express their negative attitudes towards the business in the 
comments that they share with others. Unsatisfied customers share their 
negative experiences with other customers of the company by making 
negative propaganda about the airline company. Furthermore, statements 
about not recommending the airline operator and not intending to use it 
again on another trip are other important elements analyzed in customer 
reviews. As a result of complaints, these negative attitudes emerge and 
these discourses are extended to others by sharing. Baker (2013) purports 
that service experiences below customer expectations cause dissatisfaction 
and points out that dissatisfaction has an impact on factors such as 
repurchase behavior. Metvallay (2013) indicates that customer complaints 
cause dissatisfaction about airline companies and ensure that the customer 
does not choose the same company again. Therefore, ensuring customer 
satisfaction by resolving customer complaints should be considered as a 
factor that will contribute to changing the attitude of customers about 
airline companies into a positive one and preferring their business again. In 
addition, it is noteworthy that passengers traveling in the international 
economy class comprise the customer group most frequently expressing 
negative attitudes towards airline businesses in their comments. Airlines 
should focus more on activities aimed at resolving the complaints of these 
passengers and changing their negative attitudes.  

5. SUGGESTIONS FOR FUTURE RESEARCH  
Qualitative data were obtained and analyzed from customer comments 

on TripAdvisor in this study which was carried out to identify customer 
complaints about airline companies. A different environment and source 
can be selected as the data collection method in future studies and more 
detailed and in-depth information can be obtained by using the interview 
method. A similar study can be carried out on larger masses with the 
survey technique, which is one of the quantitative data collection 
techniques. In addition, analyzes can be applied to determine the 
associations and interactions of the factors causing customer complaints 
with each other. Which complaint elements are effective in the development 
of negative attitudes towards airline companies and their influencing power 
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can be analyzed. Research on determining whether the complaint elements 
differ according to the demographic characteristics of the individuals will 
also contribute to the related literature. A similar study on a different airline 
operator or more than one airline company can be carried out and the 
results can be compared with the results of this study.  
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INTRODUCTION 
Safe food is needed for the consumption of the ever-growing and 

growing world population. Also, with cultural interaction, there is a 
tendency to taste new foods and open markets are developing rapidly. This 
ensures that ethnic foods belonging to different countries are included in 
the markets of other countries. New and different foods have affected the 
nutrition approach of the people positively or negatively (Nisbett et al., 
2010; Luan et al., 2013; FAO, 2017; Santisi et al., 2019). The positive effects of 
foods on health (Kopuz, 2011) and their sensitivity to the environment have 
affected the perspectives of consumers (Oflaç and Göçer, 2015). The concept 
of neophobia, which means “fear of innovation”, is known as the act of 
avoidance of people against new situations. "Food neophobia" is called as 
the reaction to new foods and beverages that are not familiar (Pliner and 
Hobden, 1992; Muhammed et al., 2016; Egolf et al., 2019; Aschemann-Witzel 
and Peschel, 2019). The concept of neophobia is not limited to fear of new 
foods; It may also be against foods that are not traditional for individuals 
and learned as a result of interaction with different cultures (Başaran, 2016; 
Duru and Seçer, 2019). When individuals with “Food neophobia” are faced 
with new foods, they may be reluctant towards some foods while they are 
willing to experience some foods (Ceylan and Akar Şahingöz, 2019). 
Positive or negative attitudes about newly encountered foods emerge when 
they are evaluated as good or bad (Tayar and Hecer, 2016). When the 
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sources of formation of this situation are examined; demographic and 
psychological characteristics of the person, prejudice, limits of religious 
beliefs, food is not attractive as an image, taste factor etc. can be listed 
(Tezcan, 2009). Edible insects, mostly consumed in Asian culinary culture, 
are a good source of protein; They also have high value in terms of oil, 
vitamins and minerals (Defoliart, 1992). The acceptance of insects as edible 
food in western cultures may also cause an increase in the neophobia levels 
of individuals as it is a new application (Rogers, 2003; Hartmann et al., 2015; 
Faccio and Fovino, 2019; Rumpold and Langen, 2020). In addition, 
“Mediterranean diet type” is adopted as a healthy and widespread eating 
habit in countries with a Mediterranean coast. Adherence to this diet may 
have negative effects on food neophobia in individuals (Navarro-González 
et al., 2019). Food waste is one of the global problems today (Creedon et al., 
2010; Graham-Rowe et al., 2014) and directly have threated environmental, 
social and economic fields (Creedon et al., 2010). Evaluating food waste as 
garbage is not environmentally, economically and ethically correct 
(Marthinsen et al., 2012; Parizeau et al., 2015). When given that the pollution 
caused by food wastes, the reduction of natural resources, and economic 
and social damages, proper management and re-evaluation of wastes are 
considered important for the continuation of sustainable development 
(Kılınç Şahin and Bekar, 2018). 

In this study, it is aimed to measure consumer attitudes about foods can 
be created with foods that are not consumed under normal conditions such 
as fruit peel (Nawaz et al., 2019; Garcia et al., 2020), fruit seeds, animal skin 
or fish bones. It is aimed to determine for what reasons these attitudes may 
occur and the level of neophobia with the survey study applied. 

MATERIALS AND METHODS 
The research was carried out with a descriptive research model. It was 

selected by asking the students who are studying in Konya as the universe 
whether they receive "nutrition education", conscious, semi-conscious and 
unconscious groups are formed about nutrition and foods; 

1. Unconscious group: First year students of Gastronomy and 
culinary arts (GMS), food engineering (GM) and other departments who 
do not yet have nutritional knowledge, 

2. Semi-conscious group: GMS, GM department second and third 
year students, 
3. Conscious group: GMS, GM department fourth grade students 
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and GMS department graduate students were chosen randomly (Table 1). 
In the determination of these individuals, 400 people selected with 

random sampling between the ages of 18-25, 26-33, 34+ who are studying at 
Necmettin Erbakan University constitute the sample of the study. For the 
implementation of the questionnaire, the questionnaires were applied to the 
classrooms of the faculty members who agreed to participate in the research 
in the academic year 2019/2020 with face-to-face questionnaire technique. 
As a result of the survey application, since 96 questionnaires were found 
invalid, the study was excluded from the sample (184 unconscious, 24 semi-
conscious, 96 conscious; n = 304; Table 1). Questionnaire questions used as 
data collection tools, Özgen and Türkmen's (2018) due to they had screened 
the approach to new foods (Fischler, 1988; Stein et al., 2003; Luckow et al., 
2006; Olabi et al., 2009; Fernández et al., 2013b; Ozgen, 2014a; Ozgen and 
Yaman, 2014b; Olabi, et al., 2015; Andrade and Behrens, 2015; Muhammad 
et al.,2016; Andrade Previato and Behrens, 2017) “Scale of approach to new 
foods” was preferred. Questionnaire questions were applied after obtaining 
permission and developing by researchers after testing their validity and 
reliability. In the developed questionnaire, there are 47 questions along with 
demographic questions. Questionnaire questions were evaluated with a 5-
Likert test (5- I strongly agree, 4- I mostly agree, 3- I disagree, 2- I partially 
disagree, 1- I strongly disagree). The Cronbach Alpha value of the 
questionnaire was found to be 0.931 with the SPSS statistics program of the 
questionnaire, by selecting randomly 25 people as a preliminary trial 
pattern and tested and factor analysis was performed. Alpha reliability 
coefficient of the questionnaire applied to the whole sample was found to be 
0.887 (Özdamar, 1999). The suitability of the data structure for factor 
analysis was found to be Kaiser-Meyer Olkin (KMO) value of 0.805. After 
the homogeneity of the groups were tested, the obtained data were 
evaluated by means of mean, standard deviation according to the state of 
consciousness, and the hypotheses were evaluated with one-way analysis of 
variance (ANOVA), and the SPSS 20 package program with multiple 
comparison test (LSD) to see the difference. Accordingly, the following 
hypotheses were established: 
H0: Nutritional information does not affect neophobia against trying 
different foods obtained from waste foods. 
H1: Nutritional information affects the level of neophobia against trying 
different foods obtained from waste foods. 
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Table 1. Distribution of the students participating in the survey according 
to their level of consciousness 
Groups Number of 

individuals (n) 
Education level 

Unconscious 184 First class - Other * 
Semi-conscious 24 Two and third grade 
Conscious 96 Fourth grade -Master 
* Other department students studying at the university; Arabic language literature 
department, Tourism guidance department, Tourism management department 

RESULTS 
According to the demographic results of the survey, it is seen that the 

number of women is approximately half more the number of men. It is seen 
the majority of the individuals participating in the study, aged 18-25 (about 
84%), that students studying in other departments of the university other 
than GMS and GM are more involved. It is also seen that the participants 
are from the Central Anatolia and Black Sea regions (54.8%; 24.3%) 
respectively. They stated that they mostly did not go abroad and their 
economic status were at medium level (Table 2). 

Table 2: Sample distribution information according to demographic 
variables 
Variables Percent 

(%) 
n: 304 Variables Percent 

(%) 
n: 304 

Gender 
Woman 
Male 

 
66.9 
32.8 

 
204 
100 

Where are you from 
Central Anatolia 
Aegean 
Marmara 
Black Sea 
Mediterranean 
Eastern Anatolia 
Southeastern Anatolia 

 
54.8 
5.6 
3.9 

24.3 
5.9 
2.6 
2.6 

 
167 
17 
12 
74 
18 
8 
8 

Age  
18-25 
26-33 
34 + 

 
83.9 
6.6 
9.2 

 
256 
20 
28 

Going abroad status  
Yes 
No 

 
8.9 

90.8 

 
27 

277 

Department 
Gastronomy 
The food 

 
38.5 
5.9 

 
117 
18 

169 

Economic Status 
Low (Up to 1000 TL) 
Medium (1001- 3000 TL) 

 
7.5 

84.9 

 
23 

259 
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Engineering 
Other* 

55.6 Good (3001 TL and 
above) 

7.2 22 

Class 
1 
2 
3 
4 

Other** 

 
1.6 
9.5 

10.5 
17.7 
60.3 

 
5 
29 
32 
54 

184 

   

* Other department students studying at the university; Arabic language literature 
department, Tourism guidance department, Tourism management department, ** 
Postgraduate 

Except for questions 1, 2, 14, 18, 24, 36, there was no statistically 
difference in other questions. Individuals asked; “I would like to taste the 
stuffed meat prepared with pumpkin waste” (p>0.01), “I would like to taste 
the food made from broken egg” (p<0.01), “I would like to taste the food 
prepared with chitin from crab” (p<0.01), “It is boring to taste the same 
food” (p<0.05), “I like that the food meets my beliefs” (p>0.01), “I would like 
to taste the salad prepared from the remaining grilled fish” (p<0.05) 
questions were found to be important compared to other questions asked. 
Considering the importance of the questions, it is thought that individuals 
approach positively to try different foods obtained from waste foods. Also, 
it is seen that they will prefer paying attention to the whether food is 
suitable for their beliefs or not (Table 3). While the presence of neophobia in 
individuals was tested with questions 15, 16, 17, 19, the food preparation 
process and their attitudes towards the preparation environment were 
determined with questions 38 and 39. The vast majority of the remaining 
questions are related to whether there is neophobia against wastes and their 
evaluation. 

Table 3: GMS, GM and other departments' statistical information on the 
neophobia attitudes towards products obtained from waste foods according 
to their level of consciousness 

Variable questions Mean±S.S. F p 
Question 1: I would like to taste the stuffed prepared from pumpkin 
waste 
Unconscious group 
Semi-conscious group 
Conscious group 

2.78±0.10 
3.45±0.27 
2.65±0.13 

3.301 0.038* 
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Question2: I would like to taste the food made from broken egg. 
Unconscious group 
Semi-conscious group 
Conscious group 

3.82±0.10 
4.62±0.15 
3.66±0.13 

5.036 0.007** 

Question3: I would like to taste a food I do not know 
Unconscious group 
Semi-conscious group 
Conscious group 

2.33±0.91 
2.50±2.55 
2.02±0.10 

2.737 0.066 

Question4: I would like to taste the food prepared from the intestine 
Unconscious group 
Semi-conscious group 
Conscious group 

3.28±0.11 
3.37±0.32 
3.18±0.16 

0.179 0.836 

Question5: I would not hesitate while tasting a food I do not know 
Unconscious group 
Semi-conscious group 
Conscious group 

3.14±0.94 
3.50±0.26 
2.97±0.13 

1.652 0.193 

Question 6: I would like to taste soups and sauces prepared with fish 
bone. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.45±0.29 
2.21±0.13 

1.340 0.263 

Question 7: I would like to taste the jam made from watermelon peel 
Unconscious group 
Semi-conscious group 
Conscious group 

1.95±0.10 
2.00±0.24 
1.69±0.10 

1.281 0.279 

Question 8: I would like to taste the soup prepared with sour apple peel 
and kernel. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.15±0.97 
2.29±0.27 
1.89±0.11 

1.701 0.184 

Question 9: I would like to taste the cake made with watermelon seeds 
Unconscious group 
Semi-conscious group 
Conscious group 

2.15±0.98 
2.29±0.30 
2.06±0.12 

0.341 0.711 

Question 10: I would like to taste the jug prepared from beet root 
Unconscious group 2.41±0.10 0.784 0.457 
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Semi-conscious group 
Conscious group 

2.62±0.31 
2.26±0.13 

Question11: I would like to taste the soup prepared from artichoke 
leaves 
Unconscious group 
Semi-conscious group 
Conscious group 

2.20±0.91 
2.41±0.26 
2.15±0.13 

0.411 0.663 

Question12: I would like to taste celery with olive oil prepared with 
orange peel. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.97±0.92 
1.87±0.25 
1.81±0.11 

0.571 0.566 

Question 13: I would like to taste the bread prepared with apricot kernel 
flour. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.77±0.77 
1.33±0.11 
1.81±0.10 

2.230 0.109 

Question14: I would like to taste the food prepared with chitin from 
crab 
Unconscious group 
Semi-conscious group 
Conscious group 

3.32±0.11 
2.70±0.27 
2.76±0.14 

5.196 0.006** 

Question15: I like to prepare food with a new food recipe. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.51±0.61 
1.50±0.14 
1.39±0.06 

0.773 0.462 

Question16: I like to taste new foods 
Unconscious group 
Semi-conscious group 
Conscious group 

1.64±0.71 
1.58±0.16 
1.39±0.06 

2.619 0.075 

Question 17: If the food has a sharp spice smell, I would like to taste it. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.31±0.87 
2.16±0.19 
2.20±0.10 

0.394 0.675 

Question18: Tasting the same food seems boring to me 
Unconscious group 2.75±0.10 3.042 0.049* 
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Semi-conscious group 
Conscious group 

2.83±0.26 
2.35±0.13 

Question 19: If the color harmony of the food is good and its appearance 
is clear, I would like to taste it. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.60±0.62 
1.45±0.13 
1.57±0.08 

0.323 0.724 

Question20: I like to prepare new foods on my own 
Unconscious group 
Semi-conscious group 
Conscious group 

1.52±0.69 
1.45±0.18 
1.40±0.68 

0.576 0.563 
 
 

Question 21: I would not want to taste it if the food is prepared with 
over used frita oil (frying oil) 
Unconscious group 
Semi-conscious group 
Conscious group 

2.55±0.11 
3.00±0.35 
2.31±0.13 

2.311 0.101 
 
 

Question22: I do not want to taste the food prepared from the herbs I do 
not know. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.88±0.10 
2.62±0.28 
2.77±0.14 

0.452 0.637 
 
 

Question23: If the food is prepared according to traditional tastes, I 
would like to taste it. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.54±0.64 
1.70±0.18 
1.40±0.67 

1.691 0.186 
 

Question24: I like that the food is suitable for my beliefs. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.71±0.92 
2.41±0.31 
1.59±0.11 

4.310 0.014* 
 
 

Question 25: I would like to taste the dishes that suit my taste. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.38±0.06 
1.29±0.11 
1.28±0.76 

0.626 0.535 
 
 

Question 26: I do not want to taste the cake using dyes prepared using 
natural products instead of food dyes. 
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Unconscious group 
Semi-conscious group 
Conscious group 

3.21±0.13 
3.70±0.34 
3.25±0.18 

0.792 0.454 
 
 

Question27: I do not like to apply new recipes 
Unconscious group 
Semi-conscious group 
Conscious group 

4.27±0.97 
4.70±0.20 
4.15±0.14 

1.681 0.188 
 
 

Question 28: I would like to taste only the dishes prepared in my own 
ethnicity. 
Unconscious group 
Semi-conscious group 
Conscious group 

4.12±0.83 
4.50±0.19 
4.20±0.10 

1.292 0.276 
 

Question 29: I would like to taste it if different flours are used in food. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.81±0.77 
1.75±0.16 
1.69±0.98 

0.439 0.645 
 
 

Question30: I would like to taste the filling cake produced with 
remaining cakes. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.57±0.11 
2.91±0.30 
2.44±0.14 

0.952 0.387 
 
 

Question 31: I would like to drink the compote prepared from the 
remaining fruits 
Unconscious group 
Semi-conscious group 
Conscious group 

2.36±0.10 
2.66±0.30 
2.32±0.14 

0.539 0.584 
 
 

Question 32: I would like to taste the caramel cake prepared from the 
remaining popcorn. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.91±0.11 
3.00±0.31 
2.96±0.15 

0.065 0.937 
 
 

Question33: I would like to drink the soup prepared from the remaining 
meat 
Unconscious group 
Semi-conscious group 
Conscious group 

3.03±0.10 
3.66±0.26 
3.02±0.14 

2.233 0.109 
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 S.S: Standard deviation; * p<0.05; ** p<0.01 

Question34: I would like to taste the pastry made from the remaining 
pasta. 
Unconscious group 
Semi-conscious group 
Conscious group 

2.91±0.10 
3.62±0.29 
2.96±0.14 

2.544 0.080 
 
 

Question35: I would like to taste the rice pudding made from the 
remaining rice. 
Unconscious group 
Semi-conscious group 
Conscious group 

3.09±0.11 
3.62±0.29 
2.83±0.14 

2.873 0.058 
 
 

Question 36: I would like to taste the salad prepared from the remaining 
grilled fish. 
Unconscious group 
Semi-conscious group 
Conscious group 

3.19±0.11 
3.91±0.25 
3.03±0.15 

3.222 0.041* 
 
 

Question37: If the material used in food belongs to a brand I trust, I 
would like to taste it. 
Unconscious group 
Semi-conscious group 
Conscious group 

1.64±0.07 
1.45±0.13 
1.58±0.09 

0.484 0.617 
 
 

Question38: The suitability of the environment in which the food is 
prepared is important to me 
Unconscious group 
Semi-conscious group 
Conscious group 

1.40±0.17 
1.25±0.10 
1.58±0.32 

0.234 0.792 
 
 

Question 39: It is important for me when to cook the food preparation 
materials 
Unconscious group 
Semi-conscious group 
Conscious group 

1.65±0.79 
1.79±0.19 
1.60±0.99 

0.320 0.727 
 

Question40: If the food belongs to a special day or holiday, I would like 
to taste it 
Unconscious group 
Semi-conscious group 
Conscious group 

1.50±0.64 
1.50±0.15 
1.52±0.95 

0.018 0.982 
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According to the data, nutritional knowledge affects the level of 
neophobia against trying different foods obtained from waste foods; thus 
the H1 hypothesis is accepted. 

 DISCUSSION 

Although the most cultural interaction comes to the forefront of 
nutrition, people's often have showed vary approaches to new foods 
(Ronteltap et al., 2007; Muhammad et al., 2016; Diken and Girgin, 2018). In 
this study conducted with participants from seven regions assumed to have 
different consumption habits when looking at the levels of neophobia in 
terms of tasting the foods they do not know and whether they are hesitant 
while tasting (question 3 and 5); Regardless of the state of consciousness, it 
was determined that the participants mostly did not have neophobia 
(p<0.05). Students and participants with moderate economic status have no 
luxury of food choice and it is thought that this result has been achieved 
due to the easy acceptance of innovations by young individuals. Neophobia 
formation in individuals is generally associated with negative parental 
feeding practices and insufficient food exposure while a child (Grove, 2019). 
The process of formation of food neophobia occurs with the birth of 
individuals, reaching the highest level in the age range of 2-6 years, it 
decreases during adolescence, while the adult is stable, it rises again as the 
person ages (Pliner and Salvy, 2006; Dovey, 2007; Henriques et al., 2009; 
Laureati et al., 2015; Maiz and Balluerka, 2016; Newbury and Appleton, 
2019; Bae et al., 2019; Ervina et al., 2020). Food neophobia that occurs in 
childhood can continue as a permanent reluctance (Łoboś and Januszewicz, 
2019). In parallel with the H1 hypothesis accepted in the study, it is thought 
that the information that individuals have about the recently foods they 
encounter recently affects their neophobia (Tuorila et al., 1994). Food 
refusal; bad taste or smell expectation of harm (bodily harm and social 
status deterioration) are based on knowledge about the nature of the food 
(Rozin and Fallon, 1987; Cattaneo et al., 2019). In addition, if the individual 
is willing to research new kitchens, it is easier to accept the new food. 
However, individuals with low level of knowledge about new food cannot 
have the potential benefits of new foods (Martins et al., 1997; Pliner and 
Salvy, 2006; Yiğit and Doğdubay, 2020). Although the individuals in the 
study are students studying in different departments, their educational 
status and being abroad affect their responses. Considering the income 
status of university students and their reading in nutrition related 
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departments, they will enable them to become more researchers in eating 
behavior; new places, tendency of tasting new foods to the increasing are 
known to contribute (Serçeoğlu et al., 2016). It was observed that the 
students participating in the study have a predisposition to the practices 
carried out in Turkey since they are mostly not abroad. It is known that as 
the education level and level increases, the fear of food may decrease and 
the number of trips abroad is inversely proportional to experiencing fear of 
innovation in food (Tuorila et al., 2001; Olabi et al., 2009; Siegrist et al., 2013; 
Ceyan and Akar Şahingöz, 2019). The fact that GMS and GM students, who 
are trained in the field of food, are constantly in the process of making and 
trying new foods may have had a positive effect on neophobia. However, 
there are also studies showing that the same result is not always observed 
(Tourila et al., 2001; Yiğit and Doğdubay, 2017).  

Although there is an interest in products obtained through the 
evaluation of food waste, there are few studies on towards wastes about 
consumer approaches (Michelini et al., 2018; Morone et al., 2018; Morone et 
al., 2019; Plazzotta and Manzocco, 2019; Perito et al., 2019) (Tablo 4). 
Although the formation of waste in food, its usability and the non-
separation of waste-residual term (Şahin and Bekar, 2018) are shaped by 
misinformation in our knowledge; it actually affects health problems and 
individuals' approach to food. Considering that viral infections increase; 
consciousness is increased against waste and the risk of contamination with 
nutrients. Thus, it is thought that the reason why the semi-conscious and 
unconscious group does not want to taste the question “I would like to taste 
the food made from broken eggs”, which is considered important in the 
study, is due to health. Because, although the hygiene rules are applied in 
the kitchen, such practices can continue in the enterprises. The fact that the 
conscious group responded positively to the question “I would like to taste 
the salad prepared from the remaining grilled fish” made us think that it 
was due to the practices carried out in the enterprises. This idea is 
supported by the fact that food neophobia can be assumed as a barrier to 
health (Kermen and Aktaç, 2018; Uçar, 2018). However, the negative or 
unstable answers given to the question of “I would like to taste the stuffing 
prepared from pumpkin waste” is that they do not think that waste can 
occur in pumpkin.  

 
 

 

https://www.sciencedirect.com/science/article/pii/S0959652618330890#bib37


 
 

535 
 

Table 4: Food wastes and foods produced by the addition of these wastes 
Waste food product Waste food additive product Reference 
Tomato paste (tomato seed, 
tomato pulp, pepper seed 
and pepper pulp) 

Tarhana Işık, 2013 

Cold press waste (from 
sunflower seeds, almonds, 
walnuts, hazelnuts, 
pumpkin seeds and canola 
seeds) 

Industrial cake (cupcake) Gülseren, 2019 

Fragrant black grape pulp Yoghurt Demirkol, 
2016 

Ground almond milk 
(Horchata) by-products 

Bread Yılmaz, 2019 

Whey Pomegranate juice Çelik et al., 
2018 

Apple pulp powder Bread Erdoğan, 2010 
Crab and shrimp crust 
waste 

Chitin and chitosan (used in 
the food industry as an 
acidifying, emulsifying and 
stabilizing agent and color 
stabilizer, edible coating 
material) 

Yağcı et al., 
2006 

Cherry kernel Cherry kernel oil Yılmaz, 2013 
Stale bread Recipes prepared with stale 

breads 
Web 1  

 

“New trends in gastronomy” are both the subject of many researches 
and take place as a lesson in universities (Mankan, 2017; Bozok and Yalın, 
2018). Edible insects are among the trending foods. The main reason why 
edible insects and natural food additives (food dyes) obtained from these 
insects are preferred by consumers is due to their high nutritional value 
(Saruhan and Tuncer, 2010; Oonincx et al., 2010; Rumpold and Schluter, 
2013; Van Huis, 2015; Güngörmez, 2015; Güneş et al., 2017). The concept of 
"Entomophobia" is defined as the fear of consumers against edible insects 
(Saruhan and Tuncer, 2009; Ghosh et al., 2017; Faccio and Fovino, 2019). At 
the same time, although seafood such as shrimp, lobster, crab and krill are 
gourmet food products with high demand, they are approached with 
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prejudice because their shelled structure constitutes the idea of “insect” in 
the consumer (Patel et al., 2019). Attitudes towards edible insects are not the 
same for individuals of different age groups, and educational status also 
affects attitudes. Particularly, the participants between the ages of 18-25 
who study in the department of GMS and GM are reported to be 
approximate thirty percent more willing to consume insects (Acerbi et al., 
2012; Furnham and Cheng, 2016; Sogari et al., 2017; Myers and Pettigrew, 
2018). However, the low level of the conscious group who took the course 
"new trends in gastronomy" in our study shows the reason for the 
unwanted answer given to the 14th question as a result of the other students 
being neophobic. Regarding consuming edible insects, the main 
psychological aspect of disgust in individuals actually arises from the fact 
that they are not culturally used. In addition, features that vary among 
individuals such as risk beliefs against insect consumption, benefit/harm to 
the consumer, desire to acquire new experiences, and geographic culture 
are stated to be effective in insects' feeling of being a source of food or 
disgust (Jansson and Berggren, 2015). According to religious beliefs, the 
presence of some insect and insect products among foods that are forbidden 
to consume or that are not suitable to be consumed on special occasions 
affects the level of neophobia (Merdol, 2012; Ertaş and Gezmen, 2013; 
Mankan, 2017; Gürhan, 2017; Semerci and Akbaba, 2018). In Turkey, the fact 
that the majority of the population belongs to the religion of Islam (Ertaş 
and Gezmen, 2013) supports the reason why the answers given positive to 
the 24th question in our study, "Food is suitable for my beliefs", (p>0.01). 
Because religion affects nutritional and nutritional preferences (Merdol, 
2012; Gürhan, 2017). A study conducted in Turkey states that insect 
consumption will not turn into an eating trend due to religious attitude, 
insect perception, and neophobia, and mentions the relationship between 
insect eating and neophobia (Mankan, 2017).  

In our study, it is believed that the positive answers given to the 
question "Tasting the same food is boring to me" (p<0.05) from the fact that 
our participants were mostly young individuals. Because rapid 
technological developments and changes, intensive use of technology, 
access to information instantly and from anywhere, changing the social life 
values of globalization affect the young generation and under this influence, 
there are large differences in food selections compared to previous 
generations (Özgüven and Karataş, 2010; Tükel, 2014; Konyar; 2017). 
Although new trends are emerging in the face of developing technology, it 
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is important to preserve local/regional products in terms of conservation 
and sustainability of cultural heritage. In fact, it is stated that the local İçli 
köfte known as minced meat, meatballs can be prepared by using trout 
(Güvenin, 2019) thanks to technological developments and the new product 
can be commercialized. People, associations or organizations are working to 
ensure the protection and sustainability of local foods (Şahin and Meral, 
2012). The fact that these products are made in practice proves that the 
individuals participating in the study do not create any neophobia in their 
views on questions and products related to the preparation of new dishes 
using food waste. In the study, the attitudes of the participants towards new 
foods were evaluated with the questions numbered 15, 16, 17, 19, but the 
difference between the participants was not observed (p<0.05). Because 
university students give importance to new trends and find them attractive, 
their predisposition to research and innovation provides an advantage not 
to occur in neophobia (Erdem and Kemer, 2016).  

The lack of neophobia in students against the preparation of the food 
and the preparation environment made us think that it could be caused by 
eating "whatever they find" due to their income situation. While those who 
do not know the food preparation environment look at the kitchen with the 
possibility of being “dirty”, work blindness (depersonalization) can be seen 
in those in the sector due to intense working conditions (Bekir, 2013). 
However, students’ economic status and time shortage prevent them from 
thinking about the kitchen in accessing food. 

Waste assessment or preventing the formation of plate waste are 
common goals of large and small businesses. In the studies carried out for 
this purpose, prevention studies are carried outas information for the 
customers of the enterprises leaving a brochure in the rooms, in the 
common areas used by guests by placing decomposition units, adding 
videos about recycling to television channels, placed in restaurant entrances 
or customer information boards, and precautionary work is carried out 
using reminders in areas where the buffet service is provided (Şahin and 
Bekar, 2018). In addition to preventing environmental pollution, recycling 
of food waste will enrich the foods and consume the valuable ingredients 
they contain, which will provide additional health benefits (Yağcı et al., 
2016). Many competitions, events, etc. are organized to increase the use of 
food waste. For example, in a competition organized by the municipality in 
Konya, it was aimed to evaluate the stale breads and to create awareness 
among consumers (Web 2). In addition, the Turkish Grain Board publishes 
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books containing recipes prepared with stale breads to prevent waste of 
bread (Web 3). It is assumed that the measures taken and the activities 
organized can prevent the generation of waste by decreasing the 
individuals level of the neophobia against waste. In our study, first of all, a 
questionnaire about the usability of some food wastes determined that it 
will not cause neophobia and be used in students. 

RESULT  

Although the concept of neophobia is not very common among 
university students; nutritional knowledge and belief can affect individuals. 
According to the study data, it was determined that the participants did not 
have a neophobia against waste in some cases. By giving more importance 
to awareness raising activities on this subject; It is recommended to reduce 
food waste generation using media such as advertisements, posters and 
internet-television programs. In addition, it is possible to reach more 
participants by raising awareness meetings, seminars and lessons against 
food neophobia. Organizing waste-related activities addressing all age 
groups will increase awareness and support the sustainability and 
sustainability of resources. 
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INTRODUCTION 
Although there are some skills that do not require skills or require a 

low level of skill in the tourism industry, qualified workforce is of great 
importance. Qualified workforce is needed in the face-to-face jobs and 
management levels with tourists. Increasing the quality of tourism services 
will be possible by training the people who will work in this industry and 
employing the trained workforce. This situation reveals the importance of 
tourism education. As well as tourism education, issues related to the 
employment of students with this education in the tourism industry are also 
important (Ulama et al., 2015: 341). Especially with the rapid development 
of the tourism sector since the years after the Second World War, the fact 
has emerged that some activities are inevitable in order to meet the need for 
qualified employees. Generally, after 1960s, when the tourism sector in the 
world started to increase rapidly, importance was given to education. As a 
result of meeting this requirement, the necessity of carrying out studies in 
the field of research has emerged since the 1980s. Although, in terms of 
time, it entered the market in the following years compared to other 
developed countries in the academy and tourism sector; It is also possible to 
say that there's a similar process for Turkey (Kozak et al., 2014: 133). The 
fact that individuals who receive tourism education make future plans 
related to the tourism industry is directly proportional to the state of 
meeting their expectations from the industry. If the companies operating in 
the tourism industry provide their employees with sufficient opportunities 
in terms of wages, working conditions, social security opportunities, and 
career planning, individuals with tourism education will prefer to work in 
this industry. Providing employment in the tourism industry by trained 
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personnel will prevent both the industry from running by qualified 
employees and the shift of trainees to other industries (Akyol et al., 2018). It 
is a fact that the employment of students who graduate from schools 
providing tourism and hotel management education, which is increasing 
day by day, is important in terms of the development and service quality of 
the Turkish tourism industry. For this reason, the purpose of this study is to 
examine the perspectives of students who receive tourism education in the 
tourism sector. For this purpose, with the help of this research applied to 
students studying in the Tourism Faculty of Kırklareli University, the 
students' perceptions of their career perceptions in the tourism sector as 
well as their opinions about their intention to work in tourism in the future 
were tried to be evaluated. In the first part of the research, the relevant 
literature, in the second part, the methodology of the research, and finally 
the conclusion and suggestions section are included. 

LITERATURE 

The first school, which was opened to provide education and training 
at the undergraduate level (four-year) in the field of tourism and hotel 
management, is named as the Trade and Tourism Higher Teacher School, 
which started education in 1963 to train teachers to teach tourism in high 
schools. This school was connected to Gazi University in 1982 and named 
the Faculty of Commerce and Tourism, and it was restructured in 2010 as 
the Faculty of Tourism. Tourism Institute affiliated to Izmir Academy of 
Economic and Commercial Sciences, one of the firsts in this field, was 
opened in 1964. Tourism and Hotel Management Department was opened 
in 1969 within the same academy. In the following years, Kuşadası School of 
Tourism and Hotel Management (Adnan Menderes University, 1974), 
Balıkesir School of Tourism and Hotel Management (Balıkesir University, 
1976) and Mersin Tourism Management and Hotel Management School 
(Mersin University, 1979) started education. The number of these schools 
has increased significantly and their number has reached 70 as of 2012 
(Kozak et al.,2014: 135). In a process in which the number of tourists coming 
to Turkey and the income obtained from tourism generally increase, the 
training of the personnel working in the tourism industry is a subject that 
provides competitive advantage to the enterprise where it works at the 
micro level, and to the industry and Turkey at the macro level (Akyol et 
al.,2018: 650). There are many studies that examine the perspectives of 
students studying tourism in the tourism sector. Ehtiyar and Üngüren 
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(2008) conducted a research on the hopelessness and anxiety levels of 
students studying tourism. According to the results of the research, a 
positive correlation was found between hopelessness and anxiety, and a 
significant relationship was determined between the attitudes of students 
towards education and their anxiety and hopelessness levels. Çavuş and 
Kaya (2015) aimed In their research they have done Kyrgyzstan-Turkey 
Manas University School of Tourism and the degree of the 3rd and 4th 
grade students at the Hotel Management School of determining attitudes 
towards career plans and tourism sectors. According to the research data 
and the results of the research they obtained from 143 students, it was 
revealed that the majority of students wanted to continue their careers in 
the tourism industry in the future and they wanted to be in the top 
positions of tourism enterprises in the long term. In addition, it has been 
observed that students have a positive attitude towards the tourism 
industry, but are also aware of the negative situations arising from the 
general structure of the sector. Ulama et al. (2017) conducted a research on 
career perceptions of students studying undergraduate education. 
According to the research findings, it was concluded that students' 
perceptions of the tourism industry are generally positive. Nevertheless, the 
participants are aware of the negativities arising from the peculiar nature of 
the tourism industry. A significant number of students state that they 
choose to study tourism voluntarily. Therefore, despite some negativities in 
the tourism industry, it can be concluded that students' overall positive 
perceptions are related to their willingness to study tourism. The factors 
that shape the perceptions of the participants towards the tourism industry; 
attraction elements, negative and positive characteristics, individual 
qualities, working conditions and mobility. In Günay and Akıncı (2017), it is 
aimed to determine the attitudes of students who are studying tourism to 
the sector and the effects of these attitudes on postgraduate career choices. 
In the research results, 8 factors that make up the attitudes of the students 
towards the tourism sector were obtained. Among these 8 factors, the most 
important factors affecting students' desire to pursue a career in the sector 
after graduation were “person-industry cohesion”, “collaboration with 
work, loyalty to work” and “attitude of managers”. Ehtiyar et al. (2017) 
conducted a research on the effect of university students' attitudes towards 
the future and positive future expectations on their psychological well-
being. The results show that there is a significant relationship between the 
attitudes and positive future expectations of university students and the 
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psychological well-being of the students and that the positive future 
expectation affects the psychological well-being more than the attitude 
towards the future. Akyol et al. (2018) conducted a research on the 
professional expectations and socio-economic profiles of university students 
who received tourism education in their research. According to the results 
of the research, it is seen that the families of the students generally live in 
the district and the students come from small settlements. It was revealed 
that the families of the students generally had little income. Concerning the 
future expectations of the students regarding the tourism profession, it is 
concluded that they have positive expectations about the future of the 
tourism profession in general. Davras et al. (2019) conducted a research to 
determine students' perceptions of their future expectations. According to 
the results of this research, it was determined that students were more 
pessimistic about economic expectations, while they were more hopeful 
about their lives and employment expectations. In addition, it was obtained 
that the students of Gastronomy and Culinary Arts Department had lower 
anxiety than the students of Tourism Management department. Tuncer 
(2019) tried to tourism and foreign students to study in Turkey and the 
outlook for the sector assessment. The results of the research showed that 
foreign students adopt the tourism sector, their tourism education 
preferences are conscious and they are generally satisfied with the 
education they receive. 

METHOD  

Objective and Importance 
In terms of the development of the tourism industry and the quality of 

the services provided, it is important to employ students who graduate 
from schools that provide more and more tourism and hotel management 
education. Training for educated and productive individuals and 
researching future expectations will be beneficial for the sector. While 
planning the future of the young people who are studying tourism, they 
will be able to work in the tourism sector for many years, work conditions, 
whether there is a valid profession, which department is more suitable for 
them, whether they can work in the tourism industry for many years, job 
opportunities in the industry, whether they can be happy in the tourism 
industry and have a good income. The research framework was chosen on 
these issues because they questioned. The aim of this study is to examine 
the perspectives of students who receive tourism education to the tourism 
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sector. For this purpose, with the help of this research applied to students 
studying at the Faculty of Tourism of Kırklareli University, it was tried to 
evaluate students' perceptions of career in tourism sector as well as their 
opinions about their intentions to work in tourism in the future. This 
research will contribute to the literature. It is anticipated that the results of 
the study will guide the academic staff and tourism teachers who shape the 
future of the youth. 

Sampling and Data Collection 

Quantitative research methods were used in the research. The data 
were collected by questionnaire technique. In the research, 5-11. Among the 
questions (excluding the 8th question) from the works of Çavuş and Kaya 
(2015), 8th question Davras et al. (2019), Likert Type Scale expressions (7 
items) are from the study of Günay and Akıncı (2017) (first 4 items), and the 
remaining 3 items are Akyol et al. (2018) was used. In the research, primary 
and secondary data sources were used. During the application of the 
questionnaires, the permission and support of the academic staff in the 
relevant departments were used. The first part of the survey included 
demographic questions, then questions about choosing tourism education, 
and then questions about career in the industry. The last part of the 
questionnaire consists of five Likert-type questions suitable for measuring 
students' attitudes towards the tourism industry. In the last part of the 
questionnaire, these 7 items with the 5-point Likert scale were graded as 
"absolutely disagree = 5", "disagree = 4", "a little disagree = 3", "disagree = 2" 
and "strongly disagree = 1". The sample of the study is composed of tourism 
students who study in Kırklareli University Faculty of Tourism for four 
years and who study in the departments of tourism faculties in 2019-2020 
academic year. It is determined that a total of 300 students are enrolled in 
the departments together with the students who extend the term. In this 
context, 300 questionnaires were distributed in total and 122 healthy 
questionnaires were returned. Looking at the number of surveys, it is seen 
that information is received from 70% of the universe. The research was 
collected from the students between February 10 and March 4, 2020. Easy 
sampling method which is not probabilistic was used in sample selection. 
According to this sampling method, it was tried to reach everyone in a 
certain place in a certain time period (Kozak, 2014: 118). Descriptive 
statistics (frequency and percentage, mean and standard deviation) were 
used to evaluate the data obtained. Descriptive analysis is generally applied 
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to define the properties of variables (Nakip, 2003: 236). The collected data 
were analyzed in the statistical package program, then converted into a 
table and the tables were interpreted. 

FINDINGS 

The findings regarding the demographic information of the students 
participating in the research are presented in Table 1. 37.3% of the 
participants in the study are women and 62.7% are men. 87.8% of the 
participants are 18-23 years old, with the highest rate. 42.9% of the 
participants of the research made the tourism department between 7-10 
places. It was revealed that 70.3% of the students participating in the 
research chose the tourism department voluntarily. 

 

Table 1: Demographic Findings 
n=212 f % 
Gender 
Woman 79 37,3 
Man 133 62,7 
Age  
18-20 86 40,6 
21-23  100 47,2 
24-26  23 10,8 
27 and up  2 ,9 
Total 211 99,5 
Missing value 1 ,5 
Your Order to Prefer to Tourism Department 
1-3  78 36,8 
4-6   41 19,3 
7-10  91 42,9 
Total 210 99,1 
Missing value 2 ,9 
Did you choose the Faculty of Tourism as a Volunteer? 
Yes 149 70,3 
No  61 28,8 
Total 210 99,1 
Missing value 2 ,9 
Reasons to choose tourism education? (You can choose more 
than one option). * Multiple selections are made in this item 
Profession Love 58 27,4 
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Missing value 154 72,6 
According to my score 90 42,5 
Missing value 122 57,5 
Current profession 69 32,5 
Missing value 143 67,5 
was the advice of my relatives / 
family 

27 12,7 

Missing value 185 87,3 
I had no other choice 28 13,2 
Missing value 184 86,8 

What will you do if you cannot find a job in the 
industry? 
Go to the military 32 15,1 
To do a master's degree 53 25,0 
Preparing for KPSS Exams 26 12,3 
Go to courses 11 5,2 
Working in our own workplace 30 14,2 
To be a cop 27 12,7 
Other 32 15,1 
Total 211 99,5 
Missing value 1 ,5 
Do you have a career plan in the Tourism Sector? 
Yes  159 75,0 
No  52 24,5 
Total 211 99,5 
Missing value 1 ,5 
If your answer to the previous question is YES, what section 
would you like to work on? (You can choose more than one 
option). * Multiple selections are made in this item 
Reception  29 13,7 
Missing value 183 86,3 
Food and Beverage 20 9,4 
Missing value 192 90,6 
Cusine 50 23,6 
Missing value 162 76,4 
Travel agency  25 11,8 
Missing value 187 88,2 
Housekeeping 1 ,5 
Missing value 211 99,5 
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Human Resource Management 29 13,7 
Missing value 183 86,3 
Marketing 13 6,1 
Missing value 199 93,9 
Meeting Management  8 3,8 
Missing value 204 96,2 
Other 28 13,2 
Missing value 184 86,8 
Where do you want to see yourself in the tourism industry in 
5 to 10 years? 
At the upper ranks 127 59,9 
In the middle ranks 34 16,0 
In lower ranks 1 ,5 
I will not continue in the tourism 
sector 

31 14,6 

None 18 8,5 
Total 211 99,5 
Missing value 1 ,5 

* Multiple selections have been made on these items 

Among the reasons of the participants who chose to study tourism 
education (multiple choices were made in this question), the highest 42.5% 
stated that “According to My Score” and 32.5% chose the department 
because tourism is a “Valid Occupation”. It has been revealed that 25% of 
the respondents want to "Master" if they cannot find a job in the sector. 
15.1% of the students who answered this question as another have different 
goals such as developing game programs, working abroad, doing their own 
job, taking formation and teaching, doing refereeing, taking language exams 
and working in a different sector, entrepreneurship. The rate of students 
considering career in tourism sector has been high as 75%. It was revealed 
that students who want to pursue a career in the tourism sector (multiple 
choices were made in this question) thought the kitchen (23.6%), front office 
(13.7%), human resources (13.7%) departments, respectively. On the 
contrary, the lowest department to be planned is the housekeeping 
department (0.5%).  
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Table 2: Descriptive Statistics for the Evaluation of the Willingness to 
Career in Tourism Sector. 
 

1.item (χ: 3,6095; S.S.= 1,30509); 2.item (χ: 3,4667 ; S.S.= 1,30194); 3.item (χ: 3,5333 ; 
S.S.= 1,32381); 4.item (χ: 3,6445; S.S.= 1,23122); 5.item (χ: 3,6333; S.S.= 1,28064); 
6.item (χ: 3,8517 ; S.S.= 1,25269); 7.item (χ: 3,7867; S.S.= 1,29358).  
 

 I strongly 
disagree 

(1) 

I do not 
agree (2) 

Neither Agree 
Neither 

Disagree (3) 

I agree 
(4) 

Absolutely 
I agree (5) 

ITEMS  
f 

 
% 

 
f 

 
% 

 
f 

 
% 

 
f 

 
% 

 
f 

 
% 

1.I will work in the 
tourism industry when 
I graduate (missing 
value: 2, % 0.9) 

25 11,8 12 5,7 49 23,1 58 27,4 66 31,1 

2. I work in this 
industry for many 
years (missing value: 
2, % 0.9) 

24 11,3 19 9,0 62 29,2 45 21,2 60 28,3 

3.I think my future is 
in the tourism 
industry (missing 
value: 2, % 0.9) 

22 10,4 24 11,3 51 24,1 46 21,7 67 31,6 

4.I am interested in job 
opportunities in the 
tourism sector. (missing 
value: 1, % 0.5) 

20 9,4 16 7,5 42 19,8 74 34,9 59 27,8 

5. I would be happy to 
work in this 
profession (missing 
value: 2, % 0.9) 

21 9,9 14 6,6 56 26,4 49 23,1 70 33,0 

6.Working in the 
tourism profession is 
fun (missing value: 3, 
% 1.4) 

21 9,9 7 3,3 34 16,0 67 31,6 80 37,7 

7.I can generate good 
income over a long 
period of time (missing 
value: 1, % 0.5) 

22 10,4 22 10,4 35 16,5 62 29,2 80 37,7 
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The rate of students who want to work in other departments / jobs (finance, 
guidance, gym management, sports tourism guidance, airport, accounting) 
is 13.2%. In 5 to 10 years, they answered 59.9% of where they wanted to see 
yourself as "at the top ranks". The percentage of students who answer this 
question by saying “I will not continue in the tourism sector” is 14.6%. 

According to Table 2, it is seen that the highest average is calculated in 
the article “It is fun to work in the tourism profession” (X = 3,8517), which is 
one of the statements that provide an evaluation of the desire to have a 
career in the tourism sector. While 37.7% of the participants showed a 
positive approach to this item as “I strongly agree”, 3.3% showed that the “I 
disagree” option showed a very few approaches. 58.5% of the participants 
stated that they will work in the tourism sector upon graduation. The 
participants stated that they can work in the tourism sector for 49.5% for 
many years, but 29.2% have been undecided that they can work for many 
years. 31.6% of the students participating definitely think that their future is 
in the tourism industry. 34.9% of the participants in the research are 
interested in job opportunities in the tourism sector. 33% of the participants 
believe that they will definitely be happy to work in this profession. Finally, 
37.7% of the participants think that they can definitely generate a good 
income from the tourism sector in a long time. 

CONCLUSION AND RECOMMENDATIONS 

Students start making plans for the future when the young people who 
continue their education at the university have an expectation for life. The 
future planning of the youth continues with the guidance of their families in 
Turkey. In our patriarchal family structure, many traditional family 
children are guiding the future planning of young people towards which 
university they will go to, which departments to choose, or which 
profession they will acquire in the future. University youth, on the other 
hand, makes plans about career planning related to the department in 
which it is educated and has some hesitations. While making future plans 
for university students, they especially ask about the future of the tourism 
industry, their working conditions, whether there is a valid profession, 
which department is more suitable for themselves, whether they can work 
in the tourism sector for many years, job opportunities in the industry, 
whether they can be happy in the tourism industry and whether they can 
have a good income. For these reasons, in this research, it was tried to 
determine the career plans and attitudes of the students who are educated 
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in Kırklareli University Tourism Faculty. The important results of the 
research are listed below. 
• Among the reasons why young people choose tourism education 

(multiple choice was made in this question), the highest rate is 
“According to My Score”, 

• They stated that they chose the department because the tourism sector 
is a “Valid Occupation”. This result reveals that young people think 
that the tourism profession is still a respectable and current 
profession. 

• It was revealed that the participants of the research wanted the 
highest degree of “Master's Degree” if they could not find a job in the 
sector. The students who answer this question as “Other” have 
different goals such as developing game programs, working abroad, 
doing their own business, taking formation and teaching, doing 
refereeing, taking language exams and working in a different sector, 
entrepreneurship. 

• One of the striking results of the research is that the rate of students 
considering career in tourism sector is quite high. This result is similar 
to Tuncer (2019) 's work. It is evident that students see the tourism 
industry as an effective industry. 

• It was revealed that students who want to pursue a career in the 
tourism sector (multiple choices were made in this question) think 
about the kitchen, front office and human resources departments 
respectively. On the contrary, the lowest department whose career 
plan is desired is the housekeeping department. There are also a small 
number of students who want to work in other departments / jobs 
(finance, guidance, gym management, sports tourism guidance, 
airport, accounting). Occupancy rates in Gastronomy and Culinary 
Arts Departments in recent years explain the desire of young people 
to work in the kitchen and their motivation in this context. 

• There is a very important majority among young people who want to 
see themselves in the "upper ranks" within 5 to 10 years. The 
percentage of students who answered this question by saying “I will 
not continue in the tourism sector” is small. These results clearly show 
that students want to advance themselves in the tourism sector at the 
top levels among their career goals in the future. 
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• It is seen that the highest average among the statements that provide 
an assessment of the desire to pursue a career in the tourism sector is 
calculated in the article "Working in the tourism profession is fun". 
This result is Akyol et al. (2018) is similar to the results. 

• More than half of the participants stated that they will work in the 
tourism sector upon graduation". This result is Akyol et al. (2018) is 
similar to the results. 

• Half of the participants stated that “they can work for many years in 
the tourism industry”, but 29.2% of them were unsure that they could 
work for many years. This result is Akyol et al. (2018) is similar to the 
results. Students love their professions and the tourism industry, but 
it seems that they hesitate to work at an intense pace for many years.  

• Some of the students participating in the research definitely think that 
“their future is in the tourism industry”. Some of the participants in 
the research are “dealing with job opportunities in the tourism 
sector”. Some of the participants definitely believe that they will be 
happy to work in this profession. Finally, some of the participants 
think that they can definitely generate a good income from the 
tourism sector in a long period of time. This result is Akyol et al. 
(2018) is similar to the results. 

 

It is predicted that the results of the research will guide the faculty 
members who shape and shape the future of the students. The fact that 
faculty members lead students will support them both on their personal 
development and on issues that they hesitate professionally. Tourism 
education includes vocational education, which is practically given not only 
theoretically but also in schools. There is a need for experienced and 
experienced faculty members in the sector in order to practice in schools. In 
addition, there is a need for universities that have technical infrastructure 
ready for implementation, kitchens, laboratories or application hotels, and 
infrastructure ready for application training. With the completion of these 
shortcomings, it can be expected to reach more qualified, efficient and 
productive employees in the tourism sector. 
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INTRODUCTION 
Leisure in modern society is a phenomenon that gains meaning with 

work time. In almost all definitions, leisure time is defined as the time that 
the individual can spend freely without any obligation left over from work. 
From a capitalist point of view, leisure time is a time period necessary for 
the reproduction of work. People use their leisure time to relieve their 
fatigue and renew their energy, which can lead to low efficiency in the 
workplace (Kozak & Doğantan, 2016). This situation led to research on 
leisure activities focusing more on how employees spend their time outside 
of work. However, there is a group in the society that does not technically 
work within an organization and is thought to have a large leisure time. 
This group are housewives. 

Despite routinely performing thousands of small tasks, large energy 
expenditure, and all the sacrifices they endure to keep their families healthy 
and functioning, they are not considered in the work force. According to 
Marxist feminists, this sacrifice and effort of housewives has no economic 
value because housewives are not being paid for it. While housekeeping 
services has value when taken from the market, it has no value when the 
same work produced by housewife. Household chores and childcare, which 
are carried out by domestic labor of women, have a mandatory and 
important function for the society to produce itself (Delphy, 1999). 
Although it is not technically considered as a profession or a job, the fact 
that housewives do not work in a defined profession does not mean that 
they devote all their time to leisure activities. Therefore, unlike classical 
leisure definitions, a specific leisure time should be defined for housewives 
(Hattatoğlu, 2011). 
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Although there is no standard definition of housewives’ leisure time, 
by examining daily routines in a classic Turkish family; housewives’ leisure 
time can be defined as “times outside of activities such as cleaning, cooking, 
childcare, shopping and meeting the needs of her husband and other members of the 
family”. When we examined the TUİK data (2014-2015); we can conclude 
that on average Turkish housewives spend 5 hours or household and family 
care, 3 hours of eating and personal care, television, etc. and a half hours for 
events, 2 hours for social life and entertainment, 1 hour for volunteer work 
or meetings in a day. These data reveal that Turkish housewives spend 
most of their time for family issues and household chores. Therefore, in 
order to increase the leisure activities of housewives, the distribution of 
duties must be shared in a fair manner. Housewives who already have a 
limited time and budget for leisure activities, might even choose to spend 
their leisure time with knitting or cooking for others to contribute to the 
family budget. Thus, they need to create a private space of their own. 

Studies conducted on women’s leisure generally focused on constraints 
or barriers that women encounter during their leisure time. Over the past 
several decades, many definitions and models were developed to explain 
leisure constraint phenomenon (Alexandris & Carol, 1999). Early research 
examining women’s leisure constraints identified some common constraints 
regarding women’s recreation participation such as temporal and economic 
constraints, lack of opportunities or facilities available etc. (Searle & 
Jackson, 1985). Similarly, parallel to the leisure constraint researches, the 
literature also sought to investigate why women lack of freedom of leisure, 
and how it has become the reality of their everyday life from the perspective 
of gender power relations (Show, 1994). Recent studies also argue that the 
women have been falling behind men in terms of their economic and social 
status, education, and power (Tarko & Benko, 2019). 

In the literature, leisure constraints or barriers are grouped in three 
categories. Crowford & Godbey (1987) summarized leisure constraints as 
intra-personal, inter-personal, and structural constraints. Intra-personal 
constraints involve constraints individuals encounter due to their physical 
capabilities, psychological states, and attributes that interact with their 
leisure preferences such as being afraid of getting hurt, lack of energy, not 
feeling safe, not having enough money, disliking an activity etc. In some 
studies, intra-personal constraints are also defined as individual factors 
(Robbins, et, al., 2010; Qui, Lin & Moven, 2018). Inter-personal constraints 
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are defined as constraints which occur because of the social interactions and 
relationships between individuals. The constraints such as not being happy 
in the social environment of the individual, not having free time at the same 
time with his/her friends, not enjoying the activities of their friends chose 
are defined as inter-personal leisure constraints. The constraints that are 
created by external environmental elements are called structural leisure 
constraints. Structural constraints include obstacles such as lack of 
transportation facilities, having no one to teach leisure activities, having no 
leisure activities organized nearby, poor quality of leisure facilities and 
organizations, leisure activities being too crowed. 

Like all individuals, for housewives to be able to fulfill the routine tasks 
that are needed to be daily performed successfully and continuously, and to 
continue to perform their essential role in family dynamics; it is necessary 
for housewives to renew themselves during their leisure time. Since 
housewives have a role to support families’ functions, which is the smallest 
building unit of the society, it is important to ensure that housewives can 
use their leisure time effectively and be satisfied with their lives. For this 
purpose, in the study, the factors that prevent housewives from using their 
leisure time effectively were determined; and their effects on general life 
satisfaction levels were identified. Based on the results, suggestions about 
how housewives can use their leisure time more effectively and without any 
constraints are presented. 

METHOD 

In the study a quantitative research design is utilized. Data is collected 
via face to face survey method. The questionnaire form consists of two 
parts. In the first part of the questionnaire, it is aimed to collect information 
about the constraints that housewives encounter in enjoying their leisure 
time. For this purpose, 26 items and three-dimensional leisure barriers scale 
was used which was created by Crawford et al. (1993). Life satisfaction was 
measured by the 5-item Life Satisfaction Scale adapted to Turkish by Dağlı 
and Baysal (2016). The population of the research were determined as 
Turkish housewives. The sample of the research was consisted 230 
housewives who volunteered to participate in the study via convenience 
sampling method residing in Istanbul. Before analyzing the data 
confirmatory factor analysis was carried out to determine the validity and 
reliability of life satisfaction and leisure barriers scales. Then, descriptive 
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statistics were calculated and analyzes were made on the Smart PLS 
program (Ringle, Wende & Becker, 2015) with the least squares method to 
evaluate the effects of leisure constraints faced by housewives on their life 
satisfaction levels. 

RESULTS 

Findings in the study were examined in seven tables and one figure. 
Findings related to demographic characteristics of participants (age, weekly 
spare time, budget, leisure satisfaction, marital status, educational status) 
were reported in Table 1, results of confirmatory factor analysis performed 
on scales of leisure time and life satisfaction in Tables 2 and 3. The 
descriptive analysis of the intra-personal, inter-personal and structural 
constraints were reported in table 4, 5 and 6 respectively. In the Table 7, 
descriptive statistics (Mean, std. Deviations) of housewives' life satisfaction 
levels were summarized. Finally, the figure including the structural model 
in which the basic hypothesis of the study (H1= Leisure constraints faced by 
housewives have an impact on life satisfaction levels) was tested, was reported. 

 

Table 1. Sample Demographics 
  

  N Min. Max Mean Std. dev. 
Age 230 19.00 61.00 39.72 8.53 
Weekly Hours 
Allocated for Leisure 
Purposes 

230 1.00 90.00 17.63 15.24 

Leisure Budget 230 5.00 TL 800.00 TL 164.77 TL 133.99 TL 
Leisure Satisfaction 230 1.00 10.00 5.43 2.06 
 

Education Level N % 
Primary School 45 19.6 
Secondary School 40 17.4 
Highschool 47 20.4 
Associate Degree 18 7.8 
Bachelors Degree 36 15.7 
Masters/PhD 44 19.1 
Total 230 100.0 

 

In this study, data were collected from 230 housewives. The ages of the 
housewives participating in the study ranged between 19 and 61. The 
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minimum age was 19, the maximum age was 61 and the average age was 
40. The amount of leisure time they have per week were found to be 
minimum 1 hour and maximum 90 hours. On average, it was revealed that 
housewives have 18 hours/week leisure time. It has been determined that 
the weekly budget allocated by housewives for leisure activities varies 
between 5 TL and 800 TL, and average leisure time budgets are 165 TL per 
week. 

Leisure time satisfaction was evaluated via single item scale ranging 
from 1 to 10. The level of leisure time satisfaction was found to be above 
average (6 out of 10). 20% of housewives are primary school graduates, 18% 
secondary school graduates, 21% high school graduates, 8% associate 
degree graduates, 16% bachelor degree graduates, and 19% graduate 
degrees. 

In order to determine the validity and reliability of the scales used in 
the research, first and second level confirmatory factor analysis were 
performed. It was confirmed that the scale was a valid and reliable scale 
since the factor loadings of all items under the three dimensions of the 
leisure constraints scale were 0.32, the AVE values were greater than 0.50, 
and the reliability coefficients were higher than 0.80 (Table 2). 

 

Table 2. Findings of Leisure Constraints Scale Confirmatory Factor Analysis 
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I am not happy with the social 
environment. 

0,486   

0,801 0,856 0,508 

My friends do not have the time to 
participate in leisure activities 

0,502   

I have nobody to participate with. 0,770   

My friends are not interested in leisure 
activities, I liked.  

0,779   

I do not have time because of my 
family commitments 

0,803   

I do not have time because of my social 
commitments. 

0,847   
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Leisure activities makes me feel tired.  0,499  

0,920 0,933 0,563 

I feel too tired to participate leisure 
activities. 

 0,685  

I am afraid of getting hurt.  0,708  

I have health problems.   0,717  

I do not feel safe.  0,725  

I do not like leisure activities offered in 
my area.  

 0,788  

I do not have enough money.  0,793  

I allocate my time mostly for 
housework.  

 0,808  

I participated in the past and I did not 
like it. 

 0,817  

I am not interested.   0,817  

I do not want to interrupt my daily 
schedule. 

 0,833  

I do not know where I can learn the 
activities 

  0,432 

0,881 0,907 0,526 

I do not know where to participate in 
the activities 

  0,605 

I do not have anyone to teach me   0,659 
Facilities are of poor quality   0,740 
Facilities are crowded   0,749 
No facilities near my home.   0,763 
Transportation takes too much time.   0,786 
I do not have transportation.    0,842 
Activities do not fit in my schedule.   0,854 

Second Stage Latent Variable- Leisure Constraints 

  Factor Loadings CR 
Cronbach's  
Alpha AVE 

Inter-personal Constraints 0,905 
0,956 0,96 89,97% Intra-Personal Constraints 0,978 

Structural Constraints 0,961 
 

Likewise, factor loadings, reliability values, and average variance 
explained (AVE) values of all expressions were found to be above the 
reference values in the life satisfaction scale. Factor loadings of all items in 
the scale were higher than 0.80, composite reliability and Cronbach alpha 
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values were greater than 0.90, and AVE was 0.75 (> 0.50). (Table 3). 
Table 3- Life Satisfaction Scale Confirmatory Factor Analysis Results 

Life Satisfaction 
Factor 

Loadings CR 
Cronbach's  

Alpha AVE 
I am satisfied with my life. 0,838 

0,919 0,939 0,753 

In many ways, my life is close 
to ideal. 0,853 
I think I have important things 
that I want to happen in my 
life. 0,880 
My life conditions are perfect. 0,881 
If I could live my life again, I 
wouldn't change anything. 0,887 

 

Descriptive statistics related to intra-personal constraints faced by 
housewives during their leisure time are presented in Table 4. When the 
table is examined, the biggest intra-personal constraints faced by 
housewives were reported as the feeling of fatigue because of the recreation 
activity, followed by feeling tired in general, being afraid of being injured, 
not being able to feel safe, not having enough money, not having enough 
time because of housework, disliking such activities in the past etc.  
Table 4. Intra-Personal Constraints that Housewives Encounter During 
Leisure Time 

 

I cannot participate in leisure activities because  N Mean Std. Dev. 
Leisure activities makes me feel tired. 230 3.68 1.39 
I feel too tired to participate leisure activities. 230 3.32 1.40 
I am afraid of getting hurt. 230 3.25 1.53 
I have health problems.  230 3.23 1.36 
I do not feel safe. 230 3.15 1.54 
I do not like leisure activities offered in my area.  230 3.13 1.56 
I do not have enough money. 230 2.95 1.41 
I allocate my time mostly for housework.  230 2.93 1.57 
I participated in the past and I did not like it. 230 2.87 1.55 
I am not interested.  230 2.79 1.40 
I do not want to interrupt my daily schedule. 230 2.66 1.41 

Intra-personal Constraints 230 3.09 1.07 
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Descriptive statistics related to inter-personal constraints faced by 
housewives during their leisure time are presented in Table 5. When 
interpersonal constraint are examined in this table, it is seen that the biggest 
interpersonal constraint that housewives encounter is that they cannot be 
happy in social environments in which leisure activities occur. Other inter-
personal constraints can be listed in order of importance as friends not 
having free time, having nobody to participate leisure activities, not having 
a common like for a specific leisure activity, having no time because of 
family and other social commitments. It was also found that housewives 
were moderately agreed (3.02) that they did not participate in leisure 
activities due to interpersonal constraints. 

Table 5. Inter-Personal Constraints that Housewives Encounter During 
Leisure Time 

I cannot participate in leisure activities because  N Mean 
Std. 
Dev. 

I am not happy with the social environment. 230 3.74 1.33 
My friends do not have the time to participate in 
leisure activities 230 3.05 1.35 
I have nobody to participate with. 230 2.97 1.38 
My friends are not interested in leisure activities, I 
liked.  230 2.93 1.43 
I do not have time because of my family commitments 230 2.77 1.42 
I do not have time because of my social commitments. 230 2.67 1.41 
Inter-Personal Constraints 230 3.02 0.96 

Descriptive statistics related to the structural constraint faced by 
housewives during leisure time are presented in Table 6. The biggest 
structural leisure constraint faced by housewives is that they do not know 
where to learn leisure activities. The other structural constraints can be 
listed as housewives do not know where to participate in leisure activities, 
they do not have anyone to teach leisure activities, there are no recreation 
facilities or equipment, facilities being crowded, no facilities close to home, 
transportation takes time, no cars, leisure activities schedules are not in sync 
with their leisure time. On average, structural constraints were given 3.15 
out of 5.  
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Table 6. Structural Constraints that Housewives Encounter During Leisure 
Time  
I cannot participate in leisure activities because  N Mean Std. Dev. 
I do not know where I can learn the activities 230 3.56 1.34 
I do not know where to participate in the activities 230 3.41 1.42 
I do not have anyone to teach me 230 3.35 1.31 
Facilities are of poor quality 230 3.23 1.39 
Facilities are crowded 230 3.16 1.33 
No facilities near my home. 230 3.04 1.49 
Transportation takes too much time. 230 2.98 1.31 
I do not have transportation.  230 2.97 1.44 
Activities do not fit in my schedule. 230 2.67 1.49 
Structural Constraints 230 3.15 1.03 

Table 7 presents the findings regarding housewives' level of life 
satisfaction. When the table is analyzed, it is seen that the life satisfaction 
levels of housewives are at an average level of 3.19 and life satisfaction is 
mediocre levels. When the items were examined one by one, the item that 
the housewives gave the lowest score was "If I could live my life again, I 
wouldn't change anything." That infers us that housewives are not contempt 
with their life, and they would like to change it if they could. (Table 5). 

Table 7. Housewives’ Life Satisfaction Levels 
  N Mean Std. Dev. 
I am satisfied with my life. 230 3.19 1.27 
In many ways, my life is close to ideal. 230 3.05 1.24 
I think I have important things that I want to 
happen in my life. 

230 3.04 1.31 

My life conditions are perfect. 230 2.81 1.27 
If I could live my life again, I would not change 
anything. 230 2.74 1.53 

Life Satisfaction 230 2.97 1.15 

Table 8 and Figure 1 show the parameter values of the research model. 
According to the analysis results, H1 was supported. Leisure constraints 
had a statistically significant and negative effect on life satisfaction (β=-
0,357; t= 5,407). This result suggests that the more constraints housewives 
encounter during their leisure time, the more they would be unsatisfied 



 
 

569 
 

with their lives.  

 
Figure 1- Research Model and Coefficients 

Table 8: Hypothesis Results 
Research Hypotheses  Coefficients t- value Result 
H1 – Leisure Constraints – Life 
Satisfaction 

-0.357 5,407 Supported 
*  

Note: 5000 bootstrap samples were taken. * p < 0.001. 

DISCUSSION AND CONCLUSION 
In the research, it was determined that the leisure constraints scale 

developed to measure the factors that prevent the participation of leisure 
activities in general, could also be used to measure leisure constraints 
encountered by housewives and it is a reliable and valid scale for 
housewives’ population as well. Although it is categorized under different 
factors in some studies (Gürbüz & Karaküçük, 2007; Solakumur, et al., 2019; 
Turan, Gülşen & Bilaloğlu, 2019); in the study, the original three 
dimensional leisure constraints scale developed by Crowford et al. (1993) 
was utilized and it has been confirmed that this three-factor structure is a 
valid and reliable scale for measuring the leisure constraints of housewives. 

The research also measured leisure time, leisure budget and leisure 
satisfaction levels of housewives. It is revealed that Turkish housewives 
allocate an average of 17.63 hours a week for leisure activities and 165 TL 
and their leisure satisfaction levels are above the average (5.43/10). 

The perceptions of housewives about leisure constraints factors were 
close to each other it was observed that the biggest constraints that 
housewives encounter were intra-personal constrains. This was followed by 
inter-personal constraints and structural constraints. In the structural 
model, it was also determined that the first level latent variables (intra-
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personal, inter-personal and structural constraints variables) had close 
factor loadings in shaping housewives’ perception of leisure constraints in 
general. The biggest intra-personal constraint that housewives encounter 
during their leisure time was found to be lack of energy since the items such 
as “Leisure activities makes me feel tired”, and “I feel too tired to participate leisure 
activities” had the highest points.  

In terms of inter-personal constraints, housewives’ biggest problems 
were that they are not happy with their social environment and their friends 
do not have enough time to participate leisure activities with them. In order 
to resolve this problem, It is necessary to create environments in which 
housewives can acquire new social connections and meet other housewives 
with shared interests and time. 

In terms of structural constraints, it is seen that housewives do not have 
the opportunity to learn about leisure activities and where leisure activities 
are organized. In order to overcome structural constraints; leisure planner 
should announce leisure activities from the communication channels that 
can be accessed by housewives, ensure the realization of leisure activities 
accompanied by a tutor. These actions could be effective in removing the 
structural constraints faced by housewives. 

Overcoming these constraints is important for creating happy 
housewives. Because, in the research, it has been concluded that the leisure 
constraints faced by housewives have a significant and negative effect on 
their life satisfaction; and 12.75% of the life satisfaction of housewives are 
based on the leisure barriers they encounter. Since a happy home, a happy 
family is an essential element for a happy society, it is important to work on 
how to overcome the leisure constraints faced by housewives. 

REFERENCES 
Alexandris, K., & Carroll, B. (1999). Constraints on recreational sport 

participation in adults in Greece: Implications for providing and 
managing sport services. Journal of sport management, 13(4), 317-332. 

Crawford, D. W., & Godbey, G. (1987). Reconceptualizing barriers to family 
leisure. Leisure Sciences, 9, 119–127. 

Dağlı, A. & Baysal, N. (2016). Yaşam Doyumu Ölçeğinin Türkçe'ye 
uyarlanması: Geçerlik ve güvenirlik çalışması. Elektronik Sosyal Bilimler 
Dergisi , 15(59). 

Delphy C. (1999). Baş Düşman Patriyarkanın Ekonomi Politiği. İstanbul: Saf 
Yayınları. 



 
 

571 
 

Gürbüz B., Karaküçük S. (2007). Boş Zaman Engelleri Ölçeği-28: Ölçek 
Geliştirme, Geçerlik ve Güvenirlik Çalışması. Gazi Beden Eğitimi ve Spor 
Bilimleri Dergisi,12(1):3-10. 

Hattatoglu, D. (2011), "Gender and Labor within the Turkish Context of 
Local Development in the Era of Globalization", Ngan-Ling Chow, E., 
Texler Segal, M. and Tan, L. (Ed.) Analyzing Gender, Intersectionality, 
and Multiple Inequalities: Global, Transnational and Local Contexts 
(Advances in Gender Research, Vol. 15), Emerald Group Publishing 
Limited, Bingley, pp. 139-159. 

Jackson, E., Crawford, D., & Godbey, G. (1993). Negotiation of leisure 
constraints. Leisure Sciences, 15, 1–11.  

Kozak, M. A., & Doğantan, E. (2016). An Assessment of Students’ 
Recreation Participation. US-China Education Review, 6(8), 467-480. 

Ringle, Christian M., Wende, Sven, & Becker, Jan-Michael. (2015). SmartPLS 
3. Bönningstedt: SmartPLS. Retrieved from http://www.smartpls.com 

Robbins, L. B., Talley, H. C., Wu, T. Y., & Wilbur, J. (2010). Sixth-grade boys’ 
perceived benefits of and barriers to physical activity and suggestions for 
increasing physical activity. The Journal of School Nursing, 26(1), 65–77. 

Searle, M. S., & Jackson, E. L. (1985). Socioeconomic variations in perceived 
barriers to recreation participation among would-be participants. Leisure 
Sciences, 7, 227–249. 

Shaw, S. M. (1994). Gender, leisure, and constraint: Towards a framework 
for the analysis of women’s leisure. Journal of Leisure Research, 26(1), 8–
22. 

Solakumur, A., Özen, G., Yıldız, N. O., & Ünlü, Y. (2019). Üniversite 
öğrencilerinin boş zaman engellerinin incelenmesi (Bartın ili örneği). 
Türkiye Spor Bilimleri Dergisi, 3(1), 33-41. 

Shaw, Susan M. (1994). Gender, Leisure, and Constraint: Towards a 
Framework for the Analysis of Women's Leisure, Journal of Leisure 
Research, 26:1, 8-22, DOI:10.1080/00222216.1994.11969941. 

Tarkó, K., Benkő, Z. (2019). Unequal leisure opportunities across genders– 
overwhelmed women. Int J Sociol Leis 2, 7–https://doi.org/10.1007/s41978 
-018-00025-9 

TUİK (2015). Zaman Kullanım Araştırması. Erişim yeri: 
http://www.tuik.gov.tr. 

Turan, E.B., Gülşen, D.B.A., & Bilaloğlu, M. (2019). Kadın çalışanların yaşam 
doyumu ile boş zaman engelleri arasındaki ilişki: Akdeniz Üniversitesi 
örneği. Gaziantep Üniversitesi Spor Bilimleri Dergisi, 4(1), 104-114. 



 
 

572 
 

Yajun Qiu, Yeqiang Lin & Andrew J. Mowen (2018) Constraints to Chinese 
women’s leisure-time physical activity across different stages of 
participation, World Leisure Journal, 60:1, 29-44, DOI: 
10.1080/16078055.2017.1340331.



 
 

573 
 

Chapter 32 

Albergo Diffuso Approach for Sustainable Tourism 
Planning in Historic Cities 

Sultan Sevinç KURT KONAKOĞLU 

Assist. Prof. Dr., Amasya University, Faculty of Architecture, Department of Urban 
Design and Landscape Architecture, Amasya, Turkey 
 
 
 

INTRODUCTION 

SUSTAINABLE TOURISM PLANNING 
Tourism is important for the cultural and economic development of 

cities or regions. However, because tourism can destroy the benefits of its 
own resources, tourism can exist only as long as it preserves its natural and 
cultural assets. At this point, the use of both natural and cultural assets 
without exhausting them is important, as is the concept of sustainable 
tourism, which enables its continuity within certain limits (Kozak et al. 2001, 
Kuntay 2004). 

The concept of sustainability was first mentioned in the report of the 
World Environment Conference held in Stockholm on June 5, 1972, while its 
definition was used for the first time in the Brundtland Report prepared by 
the World Environment and Development Commission in 1987. In the 
report, the sustainability concept is defined as the process by which today's 
needs can be met without sacrificing the prospect of meeting the needs of 
future generations. With the Brundtland Report, the concept of 
sustainability began to be adapted to tourism (Brundtland Raporu 1987, 
Bourdeau 1999, Mansfeld and Jonas 2006).  

The concept of sustainable tourism gained importance after the 
development of the tourism industry in the 1990s and the presentation of 
the concept of sustainability in the Brundtland Report (Çavuş and 
Tanrısevdi 2000, Demir and Çevirgen, 2006). Sustainable tourism in general 
terms is defined as a tourism philosophy that aims to minimize cultural and 
environmental damage by ensuring economic, social, and cultural balance 
without endangering the environment and that fulfills the current needs of 
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tourists, optimizes visitor satisfaction, and integrates the management of all 
resources by aiming to keep the long-term economic development of the 
region at the maximum level (Lane 1994, UNEP 1994, Hunter 2002, Kuntay 
2004, VISIT 2004, Hardy and Beeton 2009, Sustaining Tourisim 2018). 
According to another definition, sustainable tourism seeks to establish 
harmonious relations between the tourists, the host community, and the 
tourist site, and takes place without exhausting resources, defrauding 
tourists, or exploiting the urban population (Garrod and Fyall, 1998). A 
different definition is a tourism concept that augments and protects natural, 
cultural, and social resources by enhancing them in the long term and 
supports economic development (Scharpf 1999). Sustainability of tourism 
depends on ensuring the continuity of natural, cultural, ecological, and 
biological resources and planning touristic activities to maintain the correct 
relationship between tourism and the social and physical environment 
(Balanlı1999, Kahraman 2004). 

The most prominent feature of sustainable tourism is meeting the needs 
of both the city and the tourists and enriching and preserving the touristic 
attraction points. Sustainable tourism is based on sustainable development 
and includes social responsibility, economic efficiency, and ecological 
sensitivity at every stage. The underlying idea of sustainable tourism is the 
reduction of environmental problems that emerge as a result of the intense 
activities of tourism-related enterprises and the numbers of tourists. 
Therefore, in order to achieve sustainable tourism successfully, the various 
stakeholders including urban residents, local and foreign tourists, touristic 
product enterprises, tourist guides, and food / beverage establishments 
should work together (Davidson and Maitland, 1997, Vernon et al. 2005, 
Edgell 2006). 

The target criteria of sustainable tourism include economic continuity, 
local prosperity, opportune employment, social equality, visitor satisfaction, 
local control, social welfare, cultural richness, physical integrity, 
biodiversity, resource efficiency, and environmental preservation (VISIT, 
2004, Iliopoulou-Georgudaki et al. 2016, CIDA 2012, European Commission 
2013). The success of sustainable tourism depends on two factors. The first 
is the hardware to be used in the application, and the second is the validity 
of the planning model and sustainability criteria to be used (Helmy 2003). 

Especially in recent years, the sustainable tourism planning approach 
has become important and has taken off at great speed. Sustainable tourism 
planning is a field that includes the past, the present, and the future by 
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incorporating social, political, psychological, anthropological, and 
technological factors. In sustainable tourism planning, in order to achieve 
the goal, it is important to foresee long-term changes in line with the 
principles, to use the available resource assets in the most effective and 
efficient way, to ensure that tourists return home without harming the 
natural and cultural environment, to keep tourist satisfaction at a high level, 
and to raise tourist awareness of sustainability. Therefore, it is necessary to 
determine suitable tourist itineraries. Using touristic behavior models it is 
possible to shape itineraries that are determined by the tourists’ own 
decisions (Harrill and Potts 2003, Kuntay 2004, UNWTO 2005, Can 2013). 

HISTORIC CITIES 
Cities are the spatial expression of human social, cultural, and 

economic structure. Changes in cities are in parallel with social and 
economic changes in the community. Throughout different periods, the 
urban spaces created by every society have formed a remnant of the cultural 
structure of that society. In later periods, these relics were described as ‘old’ 
and became historic features because of their part in human cultural 
evolution (Feilden and Jokilehto, 1993, Ter 2002). 

Historic cities are those with historic or cultural heritage value whether 
or not they are major cities. Their assets can be in the city center, on the 
periphery of the city or throughout the entire city. In historic cities, 
architectural or cultural assets are often collected in certain areas. Historic 
cities may lose their historic value with the sudden changes that come from 
the pressure of development (Ashworth and Tunbridge, 2000). 

The assets of historic cities involve many components such as aesthetic 
value, uniqueness, authenticity, and functionality that are evaluated 
together and take the titles of ‘a registered structure’ or ‘cultural heritage’. 
The assets included in cultural heritage are manmade structures that are 
important for world history. Even if the urban texture has changed over 
time in historic cities where such structures are found, when little 
distinction is made, historic cities accepted as contributing local cultural 
heritage to world history can become obsolete over time and lose their 
historic characteristics. Therefore, it is necessary to preserve historic cities 
and to provide a sustainable urban fabric (Slater 1984). 

Conservation of historic cities is usually carried out via decisions 
undertaken by local authorities. The financial burden of conservation falls 
on local government and the city. In order to offset this financial situation, 
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an activity that would contribute to both the concept of conservation and 
the economy had to be identified. At this point, the tourism sector stepped 
in, and a touristic trend began to materialize in historic cities (Cohen 1979, 
Hardy 1988). 

Touristic historic cities are cities with touristic activities or a tourism 
sector in certain or all of their districts. According to another definition, a 
touristic historic city is a city that is utilized as a historic tourism resource 
and uses tourism to support the maintenance of its historic assets (Quinn 
2002). Tourism in historic cities can emerge as specific itineraries, sometimes 
throughout the entire city, and sometimes involving daily tours. The 
development of touristic cities, on the other hand, is still under discussion, 
but basically takes place in two ways: touristic cities that develop 
spontaneously from their attractiveness as historic cities, or historic cities 
preserved due to their potential in the tourism sector. In some cases, these 
two appear to be intertwined (Ashworth and Tunbridge 2000). 

The three main goals set by Eruzun (1992) in the conservation of 
historic cities are as follows: 

• To transmit historic heritage to future generations, 
• To ensure cultural continuity, 
• To utilize history to provide contemporary people with new 

livelihood opportunities. 
Conservation of historic cities is important in terms of preserving 

cultural heritage, strengthening the community, and ensuring the protection 
and use of specifically defined sites along with their users (Ashworth and 
Tunbridge, 2000). 

THE EFFECT OF TOURISM ON CONSERVATION IN HISTORIC 
CITIES 
The first and most important part of the conservation process is the 

correct identification and documentation of the assets to be preserved. This 
is an integral part of a country's cultural inventory (Haddad and Fakhoury, 
2016). 

Within the scope of the conservation of a city, the structures that are to 
be protected are determined according to their historical and aesthetic 
value. Older buildings are becoming increasingly rare and in terms of 
durability need more protection. Therefore, especially within the legal 
framework, the date when an edifice was built is a determining factor for its 
conservation. In addition to aesthetics and antiquity, the authenticity of the 
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building must also be taken into account. The authenticity of a building is 
determined by factors such as its builder or architect, construction material, 
function, concept, history, integrity, and location, all of which establish the 
historic value of the edifice and reveal its uniqueness (Glasson 1994, Quinn 
2002, Chui Teo et al. 2013). 

The links to the history of cities are a means for advertising 
conservation tourism (Quinn 2002). An important achievement is that the 
economic contribution of tourism and tourists can provide the necessary 
budget to preserve historic cities and ensure their safekeeping (Haddad and 
Fakhoury, 2016). This support is also needed for the conservation of historic 
cities through the development of cultural tourism and for the preservation 
of historic data. 

Tourists who come to historic cities demand a cultural structure that 
suits their own perception, one that differs from the past history and culture 
of the city. With this demand, the culture is removed from its historic 
background and character and is turned into a consumable product. This 
cultural consumption approach has caused the concept of conservation to 
change and evolve in line with the perception of culture. The main reason 
for this change, which affects the preservation of the physical environment, 
is that the demands of tourists are different from those of the local people, 
and the tourism demands are prioritized (Kargül 2019). 

Tourism is intermingled within cities and historic cities with cultural 
heritage (Quinn 2002). In historic cities, the first things that tourists see and 
that attract their attention are undoubtedly the façades of the buildings. 
Therefore, the first solution that comes to mind when creating the 
perception of a historic city is the preservation and regulation of external 
facades.  

The function of historic cities has changed over time, evolving to 
emphasize the commercial or service sectors and, depending on the density 
of the population, to meet increasing urban housing needs and deal with 
unplanned urban growth. This situation causes the historic texture of a city 
to deteriorate, the cultural heritage and local identity to be lost, the façades 
of the buildings to be filled with retail signs and advertisements in different 
sizes and colors, and various changes to be made in the structure of the 
buildings, such as illegal floors or mezzanines on the top floors. This type of 
façade approach creates an artificial image and homogeneity in historic 
cities and a divergence from their authenticity and originality (Mason 2008). 

To prevent this damage, a tourism and conservation action plan was 
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established to create the concept of conservation of a collective city memory. 
The goal of the tourism action plan for conservation was to prevent 
commercial functions from changing and damaging the structures by 
providing an economic incentive in the form of historic cities (Haddad and 
Fakhoury 2016). The concept of conservation is an important part of 
planning, especially in historic cities (Ashworth and Tunbridge, 2000). 

Tourism has multiple effects on cities, and tourism plans should be 
carried out in historic cities in order to protect their sensitive texture and to 
develop positive effects. Tourism that supports the conservation of historic 
cities by presenting preservation as an economic incentive can have not only 
economic, but also socio-cultural, environmental, and spatial effects on the 
cities. Besides affecting the city positively in terms of economy, tourism can 
have both positive and negative socio-cultural, environmental, and spatial 
effects (Orbaşlı 2002). 

In order to meet the demands of tourists while preserving historic 
buildings, the cities gain various facilities such as hotels, restaurants, and 
workshops and the economy is revived. In addition to supporting 
conservation, tourism provides employment, especially for the young 
population (Gu and Ryan 2008). Increasing employment, especially in 
smaller cities, prevents migration and contributes to the economy. With the 
economic returns of tourism, the income level and quality of life of the local 
inhabitants also increase. Moreover, the economic and socio-cultural impact 
of tourism enables local governments to improve city infrastructures 
(Andereck and Nyaupane 2011). Preserving the cultural structure and local 
characteristics in historic cities also ensures the development of community 
awareness among the city’s population and the production of items unique 
to the city's culture (Rasoolimanesh et al. 2017). Every building not having a 
monumental quality or architectural value that is preserved negatively 
affects the development of cities by detracting from their historic and local 
features (Orbaşlı 2002). 

It is important to ensure balance by using conservation in the 
management of historic cities, while not ignoring the needs and importance 
of the local population and not disrupting the local texture in order to 
benefit from tourism (Pickard 2013). 

ALBERGO DIFFUSO TOURISM 
In the 1980s, a new type of accommodation, the ‘albergo diffuso’ 

appeared in the Friuli region of Italy, with the idea of 'returning to old 
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times' as a new alternative to getting rid of the stress of daily life due to the 
rapid change in the world and the advancement of technology (Dall’Ara 
and Di Bernardo 2014). The albergo diffuso, meaning 'extended hotel', is a 
strategy created to revive small local settings such as towns and villages 
(Dall’Ara 2002, Giampiccoli et al. 2016), and was a tourism project 
developed by Giancorla Dall to prevent the economic deterioration of the 
small medieval towns built around the fault line passing through central 
Italy and to decrease the migration to urban areas (Dall’Ara and Di 
Bernardo 2014). 

Albergo diffuso is a specially designed hotel tourism localized in the 
center of historic cities or rural areas to provide tourists with a historic 
experience. The reception and the rooms that make up these hotels are also 
called ‘horizontal hotels’ since they are located in different buildings a few 
meters apart. The rooms are located in old buildings that are part of the 
historic center and in houses or apartments that have been restored in 
accordance with traditional architecture. Although the rooms are scattered 
around the historic center, they include all the facilities on offer at 
traditional hotels such as areas for welcoming, dining, reception, and 
common areas. In Italy, it is a new tourism planning approach for 
traditional tourist accommodation including hotels, hostels, farmhouses, 
and chalets (Bongiovann 2000, Dall’Ara 2002, Dall’Ara and Di Bernardo 
2014). This approach encourages short-term accommodation allowing 
tourists to learn more about the culture of the places visited and to 
strengthen their sense of the local identity (Dall’Ara 2005).  

The goal of albergo diffuso tourism is to combine tourism with new and 
interesting touristic activities by making use of the potentials of a historic 
city or region. Albergo diffuso tourism contributes to the growth of an 
entire city or region without requiring investment in green space or any 
additional construction (Dropulić et al. 2008). Because albergo diffuso 
tourism has a very limited impact on the environment, it represents a 
sustainable economic development approach for many touristic itineraries. 
This type of tourism aims to restore existing buildings having traditional 
historical and cultural features without changing them and to preserve 
traditional architecture without the need to construct new buildings. This 
type of tourism facilitates the economic development of rural areas and 
makes the best use of local resources while preventing the decline of the 
population (Confalonieri 2011, Morena et al. 2017). It also allows tourists 
who want to stay with rural residents to communicate directly with people 
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living there while using their hotel services (Avram and Zarrıllı, 2012). 
According to Italian law, albergo diffuso hotels must have at least seven 

rooms, 30% or more of which must be kitchens. In albergo diffuso hotels, 
reception is not standard as in normal hotels. The presence of a restaurant, 
meeting room, and bar at the reception allows people living in that area to 
come together. At the same time, reception staff can also inform tourists 
about the natural, cultural, and historic features of the region or touristic 
itineraries (Dropulić et al. 2008). 

The advantages of albergo diffuso over traditional hotels include:  
• Boosting the development and networking of high-quality local 

tourism without creating negative environmental impacts, 
• Increasing sustainable tourism development in historic centers in 

rural areas, 
• Helping to halt the abandonment of historic centers, 
• Encouraging the participation of the local population (Dall’Ara and 

Di Bernardo 2014). 

Table 1. Differences between albergo diffuso, standard hotel and private 
accommodation (Dropulić et al. 2008) 

Albergo Diffuso Standard Hotel Private 
Accommodation 

Unlimited space Usually with limited 
space 

Usually with limited 
space 

Accommodation units 
in different buildings 
and different streets 

Accommodation units 
usually in one building 

Accommodation units 
usually within a family 
house or property 

Different 
accommodation units 

One type of 
accommodation units 

Accommodation units 
designed according to 
the personal style and 
possibilities of the 
owner 

Ownership structure 
not limited to one 
owner 

Usually one owner or a 
company 

Family ownership 

All-year business Usually seasonal Seasonal business 
Reception as bas efor 
planning activities 

Standard reception-
check in, check out 

Guest reception on ‘the 
threshold’ 

Friendly relationship Professional service Usually friendly 
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with the host and 
quality of services 

relationship 

Interest for guests’ free 
time 

Guests left to their own 
devices 

Making sure that guests 
get everything they 
need, without 
additional efforts 
linked to activities 

Accent on authenticity Commercial trends Details depend on the 
style and the character 
of the owner 

Attention to detail Standards satisfied Informal ambient 
Connection with the 
local community 

Contact with other 
guests in the hotel 

Usually unhealthy 
competition in the area 

Informal ambient Severe privacy Not directed to the 
growth of the area but 
to the personal 
development 

Stimulation of local 
communities to enter 
tourism sector 

No direct influence on 
the local community 

Sells its services and 
products 

Influences the growth 
of rural area 

No meaningful 
influence on the 
growth of the area 

 

‘Sells’ the whole area Sells its package of 
services 

 

 
In general, albergo diffuso tourism is established when certain 

conditions are met, which require buildings and establishments to: 
• Be under a single management, 
• Have at least seven rooms, 
• Reflect their local architectural features, 
• Be suitable for accommodation (for accommodation units), 
• Have been in use for at least nine years, 
• Be not more than 200 meters from the reception building (for 

accommodation units), 
• Provide interesting attractions for tourists (handmade products, 

cultural objects, local food, etc.), 
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• Be characterized by interesting ‘special’ themes (health, music, 
culture, local products, etc.),  

• Ensure that infrastructure and urban furniture investments are made 
by local authorities, 

• Encourage the participation of the city population, 
• Integrate those who produce and market local products into the 

system, 
• Provide all hotel services at the equivalent to a three-star hotel 

(Dall’Ara and Di Bernardo 2014, Morena et al. 2017, Paniccia and 
Leoni 2019). 

CONCLUSION 
Many studies have shown that if historic cities are managed properly, 

they can determine the economic development of the relevant city or region. 
Today, the natural environment, cultural heritage, and integrity of local 
products attract the attention of tourists. This situation provides a stream of 
tourists to a region and contributes to its local economy. For tourism, it is 
important to preserve natural, cultural, and historic values.  

Depending on the population, local governments need to find solutions 
to increasing traffic, encourage pedestrianization, protect the city's local 
culture, respond to the needs of the urban population, stimulate economic 
activities, increase the number of tourists, and ensure the preservation of 
the city's texture by applying interventions in the city's design. 

The way in which historic assets and cultural heritage are used is 
important in the tourists’ preference of touristic itineraries. The economy 
must comply with the principle of sustainable development, especially in 
planning for the future growth of tourism. Albergo diffuso tourism 
represents one possible solution for sustainable tourism growth. Through 
albergo diffuso tourism, the potential of historic cities is being used to 
improve the development of historic and cultural heritage. Thus, the 
development of the tourism industry is encouraged by restoring the existing 
structures having historic and cultural values without changing them and 
by contributing to the local economy without any incursion on the 
environment.  

Albergo diffuso tourism is a tourism planning approach that is aware of 
the importance of preserving and developing local identity, and therefore 
adapts itself to the development of the sustainable tourism model. When the 
albergo diffuso tourism planning approach is applied to historic cities, their 
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historic value and cultural heritage will be preserved, participation of the 
city population will be ensured, and a stream of tourists will be provided to 
the city, thereby contributing to its economy.  
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