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I

FOREWORD

The theme of this year’s book is New Dimensions in Educational Sciences 
Without Borders with many researches now taking on global dimensions, it 
is imperative to discuss innovative approaches towards educational 
sciences including the best research integrity practices. I believe that this 
book could serve as a catalyst for strengthening international cooperation on 
the transfer of innovative approaches towards education..

The challenges in educational sciences are both difficult and interesting. 
Academicians are working on them with enthusiasm, tenacity, and dedication 
to develop new methods of analysis and provide new solutions to keep up with 
the ever-changing world. In this new age of global interconnectivity and 
interdependence, it is necessary to provide security practitioners, both 
professionals and students, with state-of-the art knowledge on the frontiers in 
educational sciences. This book is a good step in that direction.

In total, a great number of chapters were presented in the book. In 
keeping with the formatte of the book, the papers are published in English. 
This year’s book received over considerable number of submissions 
investigating a wide variety of field to general education topics.

This book provides a valuable window on educational sciences and 
covers the necessary components from preschool education to adult education. 
New Dimensions in Educational Sciences Without Borders 
addresses especially educators, researchers, academics, postgraduate 
students, pre-service teachers, teachers and school leaders own 
development. It makes recommendations to educators, researchers, 
academics, postgraduate students, pre-service teachers, teachers, school 
leaders and policy makers and so on.
     The editors would like to thank all of the authors who made this book 
so interesting and enjoyable. Special thanks should also be extended to the 
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reviewers who gave of their time to evaluate the record number of 
submissions. Especially to the LVRE DE LYON Publishing House, we owe a 
great debt as this book would not have been possible without their consent 
efforts. 

At this juncture, We would like to thank the authors for all of their 
cooperation. We hope that all of those reading enjoy these chapters of the book 
as much as possible.

Editors
Prof. Dr. Abdülkadir KABADAYI

Assoc. Prof. Dr. Burcu AVCI AKBEL
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C H A P T E R  I

THE ROLE OF DEPRESSION, LONELINESS 
AND SUBJECTIVE WELL BEING IN 

PREDICTING ACADEMIC ACHIEVEMENT

İ. Alper KÖSE
Bolu Abant İzzet Baysal University

e-mail: i.alper.kose@gmail.com
ORCID: 0000-0003-0842-1929

INTRODUCTION

Student achievement has been one of the main issues for students, teachers, 
administrators, policy makers and researchers for a long time. Specifically, 
researchers have struggled to explain the factors affecting achievement. 

Recent studies(Tomul&Savaşçı, 2012; Yayan&Berberoğlu, 2004; Chevalier 
&Lanot, 2002; Rothon, et al. 2011) have shown great interest in intracurricular, 
extracurricular and sociocultural components of learning and its outcome 
indicator of student achievement.Mouw& Khanna (1992) displayed that prior 
GPA and standardized tests explained 28% of the variance in GPA.  Thus, still 
a large percentage of variance in predicting academic achievement could not 
be explained. Accordingly, other variables must account for this unexplained 
variance. Learning and achievement are not independent from psychological 
constructs. In the frame of psychology, student achievement was explained by 
cognitive abilities that could be referred as intelligence (Rogaten et al. 2013). 
Intelligence has given many answers to the critical questions of success and 
failure (Guimond, 2001) but still needs clarification or empirical evidence. 
Theseexplanations enable us to investigate the unexplained variance accounts 
for academic achievement.

1. THEORETICAL FRAMEWORK

Human behavior has a multidimensional structure. Explaining success and 
failure with only intelligence is contrary to this multidimensional structure and 
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this structure composed of positive (happiness, subjective well-being, positive 
affect…etc.) and negative emotions (depression, stress, loneliness, negative 
affect…etc). These two broad groups of factors affect individuals’ mental health 
and all parts of individuals’ life.Individual’s remarkable part of life dedicated 
to education and its output of achievement. There is a strong linkage between 
students’ mental health and academic achievement. Positive emotions have 
positive effect on improving personal resources and enhance learning abilities 
but negative emotions affect individuals’ presentability to their environment, 
suppress learning capacity (Frederickson, 2001), and lowering educational 
aspirations (Rothon, et al.2011). 

1.1.	 Negative	 Constructs	 and	 Academic	 Achievement	 Loneliness	 and	
Academic	Achievement	

Loneliness is among the negative emotions that affecton individuals’ whole 
life. This concept was defined as the psychological state resulting from a 
discrepancy between ideal and perceived personal relationships (Peplau& 
Perlman, 1982). Theoretical framework of loneliness traced backed to Erikson’s 
(1959) developmental theory.  In that theory, Erickson has explained loneliness 
in terms of intimacy. He claimed that if an individual does not establish a 
sense of intimacy with friends or a marriage partner, s/he faces to threat of 
isolation or being alone. This isolation affects individuals’ presentability to their 
environment and prevents them to engage academic activities. Consequently, it 
results in failure. Loneliness is a common problem for many students and has 
negative impact on life satisfaction and academic achievement (Lin, & Huang, 
2012; Wei et al. 2005). Especially university students are face to live without 
their families’ support and protection. As loneliness is a common problem for 
many students, it is essential to know whether loneliness and achievement have 
an association or not.

1.2.	 Depression	and	Academic	Achievement

The other indicator of poor mental health is depression. Based on Beck’s 
(1976)cognitive theory of depression, depressive students have pessimistic 
view of themselves and they are more threatened by difficult academic tasks 
and this causes to low grades and failure. In addition, depressive students 
accept themselves in self-defeating and view their scholastic future negatively. 
This negative view affects information processing and renders their ability 
to accomplish academic tasks. A plethora of research (Haines et al., 1996; 
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Heiligenstein & Guenther, 1996; DeRoma et al. 2009; Barrera, 2010) has shown 
that there was a negative correlation between depression of university students 
and their academic achievement. Depression related to other psychological 
constructs. For instance, loneliness and depression are accepted as highly 
correlated structures but are clearly different constructs and this correlation 
ranges between 0.4 and 0.6 in populations of university students (Russell et al. 
1978). Based on this theoretical framework, it is assumed that depression has 
negative effect on student achievement.

1.3.	 Positive	Constructs	and	Academic	Achievement	

Contrary to negative emotions, there are many positive emotions, which affect 
individuals’ life positively. Studies in positive psychology have contributed 
emergence and importance of these positive emotions. Studies for the effects of 
positive emotions can be promising examples of positive psychology’s potential 
role within the field of education. Seligman &Csikszentmihalyi (2000) defined 
positive psychology as the study of positive emotions, positive character and 
positive institutions. Positive psychology has caused increasing importance of 
some concepts. Subjective well being (SWB) is among the important ones. 

1.4.	 SWB	and	Academic	Achievement	

SWB or happiness can be defined simply as individuals’ subjective evaluations 
of their lives (Diener et al. 1995; Diener& Ryan, 2009) and includes many 
constructs, such as Positive affect (PA-people’s positive emotions), Negative 
affect (NA-negative emotions), life satisfaction, and specific domains. Each 
construct is highly correlated with SWB (Diener, Suh, &Oishi, 1997; Diener et 
al. 1999).  In the current study, SWB was selected as positive emotion because 
of its relationship with adults’ cognition, activity level, social standing, and 
health outcomes (Veenhoven 1988). Theoretical framework of SWB is based 
on many theories and these theories are closely connected. “Top-down” and 
“bottom-up”are two prominent theories in the literature. According to the “Top-
down” theory, individuals with positive emotions experience or interpret events 
happily and make the positive attitude than individuals with negative emotions. 
Based on this theory, it is assumed that happy persons tend to approach learning 
and achievement with positive emotions and make positive attitudes to learning 
activities. Eventually, this may cause student achievement.  Related research 
(Ayyash-Abdo& Sanchez-Ruiz, 2012; Borello, 2005) have investigated the 
relationships and prediction of SWB components, optimism, self-esteem and PA, 
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NA and LS on university students’ academic achievement. Results of the studies 
presented that positive emotions jointly predicted achievement significantly and 
these positive emotions significantly related to student achievement. 

1.5.	 Life	Satisfaction	and	Academic	Achievement	

Life satisfaction is among the components of SWB. Rode et al. (2005) evidenced 
that high life satisfaction improves students’ resiliency and fragility for academic 
challenges. Similarly, positive emotions increase aspiration to learning, gaining 
a broad viewpoint and flexibility of responding (Lewis et al. 2011). Certain 
researchers (Rode et al. 2005;  Marques, et al. 2011; Gilman & Huebner, 2006; 
Ojeda et al. 2011; Lewis et al. 2011; Suldo et al. 2006; Tuzgöl-Dost, 2010 and 
Cetinkaya2013) showed that there was a relationship between life satisfaction, 
positive emotions and students’ academic performance. Students who have 
higher life satisfaction perform better than students who have lower life 
satisfaction. Although sparse, in some studies (Huebner, 1991) nonsignificant 
relationships between life satisfaction and achievement were presented. As is 
clear by the aforementioned research, it is worth to examine the relationship 
between life satisfaction and student achievement. 

1.6.	 Positive	Affect	and	Academic	Achievement

Affect is defined as individuals’ feelings and moods and it has two forms positive 
and negative (Russel & Carrol, 1999; Diener et al. 1999). There are several 
theoretical grounds of positive affect.  Ashby, Isen, &Turken (1999) proposed 
a dopaminergic theory. According to this theory, mild positive affect increases 
dopamine release and elevated dopamine levels influence performance on a 
variety of cognitive tasks including episodic memory, working memory, and 
creative problem solving. This theoretical construct was supported byRogaten 
et al.’s (2013) study in which the relationships between approaches to studying, 
affect in studying and academic performance were examined. They pointed out 
that PA affects students’ psychological mood when they are studying and this 
effect improves their achievement. Also, they claimed that asking students “how 
do you feel when you are studying?” is better than asking “how do you study?”.
Their study also indicated that PA was the best predictor of achievement. 
Similarly, Gupta (2012) presented a relationship between psychological mood 
and achievement.  In that study, mood was related to cumulative GPA but not to 
the previous semester’s specific performance. In the frame of these findings and 
aforementioned theoretical background, it is worth to investigate the relationship 
between affect and student achievement in Turkish sample of university students. 
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1.7.	 Negative	Affect	(NA)	and	Academic	Achievement

There is also a relationship between NA and academic achievement. NA 
is accepted as component of SWB and low negative affect indicates a low 
frequency of negative emotions. Its theoretical ground is based on Frederickson’s 
(2001) Broaden and Build Theory of Positive emotions. This theory states that 
negative emotions narrow individuals’ cognitive abilities and result in specific 
action tendencies. These emotions inhibit learning and positive coping behavior 
in classrooms. This may result in failure. Roeser (2001) showed a linkage 
between negative affect and negative academic achievement in school years. 
Bartels (2007) indicated a significant relationship between negative affect and 
avoidance of achievement motivation.  

Although cognitive abilities are important factors to explain achievement, 
related literature indicated that psychological constructs contribute explanation of 
that achievement. Aforementioned previous research showed that psychological 
constructs correlated to achievement and predicted it significantly. However, 
if we admit that individuals have positive psychological constructs as well 
as negatives, these constructs should be examined jointly. Based on these 
viewpoints, in this study additive effects of psychological constructs and their 
contributions to explain achievement were tested in a proposed model. 

1.8.	 Proposed	Model

In the current study, depression, loneliness and SWB components were used 
predictor variables. Before proposing the model, literature (DeRoma et al. 2009; 
Barrera, 2010; Gupta, 2012) was investigated and decided that depression was 
highly related to achievement as compared to other key variables.  For this 
reason, depression was entered first at step 1. Russell et al. (1978) asserted 
that loneliness and depression were accepted as highly correlated structures 
but are clearly different constructs and this correlation ranges between 0.4 and 
0.6 in populations of university students.  In addition to this finding, Stegar 
and Kashdan (2009) pointed out that depressive individuals establish negative 
social relationships. They stated that depressive persons who were rejected 
from social environments might react more negatively than nondepressive 
individuals might. Besides, according to Erickson’s developmental theory, 
this negative social relationships result in social isolation and being alone. 
University students are face to loneliness because of living without the families’ 
support and protection. In addition, Furr et al.’s (2001) study found that 53% 
of the college students were reported themselves as depressive and academic 
problems were accepted as the most frequent cause of depression. According 
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to this point of views, loneliness was assumed to contribute to depression and 
entered at step 2.  Diener& Seligman’s (2002) study suggested that happy 
individuals were highly social and less neurotic than less happy individuals 
were. This suggestion indicated that there was a relationship between depression, 
loneliness and SWB components. Besides,previous studies showed that there 
was a correlation between SWB components, life satisfaction, positive affect 
and negative affect, and achievement. However, magnitude of the relationship 
was weak and varied. For this reason, SWB components were assumed to 
contribute to depression and loneliness and entered at step 3, 4 and 5. Model 
was summarized in Table 1. 

Table 1. Proposed Model
Step PredictorVariable(s) DependentVariable
1 Depression

GPA
2 Depression + Loneliness
3 Depression + Loneliness +LS
4 Depression + Loneliness +LS+NA
5 Depression + Loneliness +LS+NA+PA

1.9.	 Significance	of	the	Study

This study is important for mainly three aspects. First, student achievement 
is an ultimate goal of students, teachers, institutions and policy makers. What 
factors affect achievement and how to improve it were major questions for 
the researchers. Intracurricular and demographic relationships were studied 
numerously and many answers have been given. Still, the literature needs new 
findings.With the help of psychology, new theories and linkages were established 
to contribute for explaining factors affecting achievement. These theories and 
linkages have been strugglingto explain achievement in terms of positive and 
negative emotions separately. With this study, positive and negative emotions 
were studied together to present additive effects and enrich international literature 
on academic achievement of university students. Besides, which emotions affect 
student achievement more will be presented and recommendations will be given 
in terms of the study’s findings. 

Second, policy makers attempt to make a higher education reform in 
Turkey.In all countries, higher education and its outputs have been main 
issue and discussed with all layers of society for a long time. This study and 
its findings will present new viewpoints for Turkish and international policy 
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makers. In Turkey, establishing new universities, enriching academic staff, 
supplying educational materials are ongoing reformist approaches. However, 
individual differences among university students and psychological factors are 
not paid attention until now. Current research attempts to gain new insights to 
policy makers and educators.

Third, Turkey is a developing country and accepted as a bridge between 
east and west. Also, Turkey’s recent economic development has been attracting 
the attentions. Kağıtçıbaşı (1999) indicated that socioeconomic and sociocultural 
development affect society’s individuality or collectivity and individuals’ 
psychological outlook (e.g. attitudes, aspirations…etc.). Western literature 
currently dominates the studies concerning psychological factors affecting 
student achievement. Unusual results from different cultures were explained by 
“indigenous” factors. These factors act as correctives to the dominance of the 
western perspective. By conducting such a study, potential unusual results will 
be discussed in terms of Turkish cultural structure. 

METHOD

1. Participants and Procedure

The sample in the current study consisted of 500 students in Abant Izzet Baysal 
University-Bolu/Turkey. Students (Mage=22,87, sd=2,65) were participated 
voluntarily. 306 participants were females and 194 participants were males. 
Researcher requested students to complete the questionnaire by paper and pencil. 
Questionnaire includes Satisfaction with Life Scale, Positive and Negative 
Affect Scale (PANAS), Beck Depression Inventory and UCLA-3 Loneliness 
Scale. Questionnaire was administered in regular classroom settings and took 20 
minu”.tes for each student.  Before administration, all students were informed 
about the aim of the study. Before conducting data analysis, data was examined 
for the missing values and wrong coding. 12 cases in data sheet were removed 
from the data because of missing values. 

2. Measures

2.1.	 The	Satisfaction	with	Life	Scale	(SWLS)	

The Satisfaction with life scale, developed by Diener et al.(1985), measures 
individuals’ life satisfaction. The scale consists of five items and it can be 
rated on a 7-point Likert scale. Scores of the scale ranges between 5 to 35 and 
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higher scores means higher life satisfaction and lower scores means lower life 
satisfaction. Application of SWLS takes 1-2 minutes. SWLS measures person’s 
overall life satisfaction and does not intend to measure specific domains of life. 
SWSL has a unidimensional structure and this structure is confirmed with the 
several studies. Turkish adaptation of SWLS was conducted by Durak et al. 
(2010). Three separate samples (university students, correctional officers and 
elderly adults) were used in the adaptation process. Reliability and validity 
findings supported the unidimensional structure in Turkish culture. Internal 
consistency of SWLS was 0,86 in the present sample. 

2.2.	 Positive	and	Negative	Affect	Scale	(PANAS)	

PANAS (Watson et al. 1988) intends to measure positive affect (PA) and negative 
affect (NA) and includes 20 items and responses can be given on 5-point Likert 
type scale. In the scale,1 indicates “very slightly or not at all” and 5 indicates 
“very much”. The scale’s factorial structure reflects 2 subscales and 10 items 
make up PA and 10 items comprise NA. PANAS was adapted to Turkish culture 
by Gençoz (2000). Reliability coefficient was calculated as 0,81 for PA and 0,82 
for NA in the present sample. 

2.3.	 UCLA-III	Loneliness	Scale

UCLA Loneliness scale (version 3) was developed by Russell (1996) and consists 
of 20 items (9 positively worded and 11 negatively worded) in order to evaluate 
loneliness. Responses can be given on a 4-point Likert type scale ranging 0: often 
to N: never. The scale was adapted to Turkish culture by Durak & Durak (2010). 
Adaptation study was conducted in two samples (Turkish university students, 
N=481 and elderly, N=284). Three-factor structure of the scale was confirmed 
in both samples. Internal consistency of the scale ranged 0.85 and 0.90. In frame 
of these reliability and validity results, researchers were concluded that UCLA-3 
could be used to measure loneliness of Turkish individuals. Internal consistency 
was 0,87 in the present sample. 

2.4.	 Beck	Depression	Inventory	(BDI)	

The BDI (Beck et al. 1996) is a scale that intends to measure individuals’ 
depression. The scale consists of 21 items. Items in the scale can be rated on 
a 4-point Likert type scale. Higher scores indicate higher levels of depression. 
Turkish adaptation of the BDI was carried out by Hisli (1988). Scores of BDI 



THE ROLE OF DEPRESSION, LONELINESS AND SUBJECTIVE WELL BEING IN . . .     9

can be interpreted as; normal and minimally depressed, 0-13; mildly depressed 
14-19; moderately depressed, 20-28 and severely depressed, 29-63. High 
internal consistency was calculated (α=0,85) in the present sample. 

2.5.	 GPA

In this study students academic achievement was indicated by the overall GPA. 
Students were requested to indicate their overall grade point average (GPA) 
records and it was used as a dependent variable. 

2.6.	 Data	Analysis

In this study, intercorrelations among the key variables were examined by 
bivariate correlations. To explore and evaluate the contributions of the key 
variables, hierarchical regression analyses was conducted. For predictor 
variables, total scores of life satisfaction, positive and negative affect, depression 
and loneliness were calculated and GPA was used as dependent variable. 

FINDINGS

Intercorrelations and mean scores for six key variables were summarized 
in Table 2. As expected, positive constructs (PA and life satisfaction) were 
positively correlated with GPA. NA and depression are negatively correlated 
with GPA. The most notable feature of the table for the present study is the 
relationship between loneliness and GPA. Although loneliness shows positive 
and significant correlation with GPA, correlation coefficient can be accepted 
as zero correlation.  The strongest correlation relationships was found between 
depression and NA (r=0,611, p<.01). Mean scores for the key variables have 
shown that Turkish university students sample was minimally depressed, and 
have moderate levels of loneliness, PA, NA, and LS.

Table2. Descriptive Statistics of the key study variables
N Mean SD 1 2 3 4 5 6

1 GPA 488 2,66 0,54 1 -0,305** 0,095** -0.147** 0,122 0,182**
2 Depression 488 12,7 8,04 1 0,255** 0,611** -0,361** -0,480**
3 Loneliness 488 47,22 11,04 1 0,261** -0,212** -0,238**
4 NA 488 22,1 7,2 1 -0,208** -0,341**
5 PA 488 32,24 6,98 1 0,376**
6 LS 488 21,8 6,85 1
**p<.01
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1. Predicting overall GPA from the Psychological Constructs

Hierarchical regression analysis were conducted for predicting overall GPA 
from the negative and positive psychological constructs. Preliminary analyses 
were conducted to ensure no violation of the assumptions of normality, linearity, 
multicollinearity and homoscedasticity. Table 3 summarizes the results of 
hierarchical regression analysis. 

Table 3. Predicting overall GPA from the key variables

Predictor
Step 1 Step 2 Step 3 Step 4 Step 5

β β β β β
Depression -0,305** -0,352** -0,318** -0,338** -0,332**
Loneliness 0,184** 0,194** 0,190** 0,192**
LS 0,073 0,078 0,072
NA 0,036 0,035
PA 0,023
R2 0,093 0,125 0,129 0,130 0,130
ΔR2 0,093 0,032 0,004 0,001 0,000
F 49,696** 34,501** 23,875** 17,999** 14,424**

It can be seen from the table that depression is significant predictor of GPA 
and accounts for 9,3% of the variance in the criterion variable. It is the strongest 
predictor of GPA also. Loneliness added an incremental 3,2% for achievement 
and predicted achievement jointly. The impact of depression on achievement 
was enhanced by loneliness. On the other hand, SWB components did not 
predict GPA significantly and have no contribution to depression and loneliness 
surprisingly. As a result, this model indicated that Turkish sample of university 
students who are less depressive and alone can be considered at risk for failure. 

DISCUSSION and RESULTS

1. The Relationshipsbetween Psychological Constructs and Academic 
Achievement

The overall aim of this study was to investigate the relationships between 
psychological constructs and students’ achievement. The correlational findings 
showed that there was a significant correlation between SWB components and 
academic achievement. Life satisfaction, NA, PA and academic achievement 
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are correlated with each other but PA is not significant (LSr=0,182, 
Happiness-r=0,182, NAr=-0,147 p<,01 and PAr=0,122, p>.05). Relationship 
between LS, NA and achievement is consistent, as expected, with certain 
previous researches (Rode et al. 2005; Marques et al. 2011; Ayyash-Abdo& 
Sanchez-Ruiz, 2012; Gilman& Huebner, 2006; Ojeda, et al. 2011; Lewis et al. 
2011;  Suldo et al. 2006; Tuzgöl-Dost, 2010 and Cetinkaya 2013). Depression 
is negatively correlated with GPA (r=-0,305, p<.01). This finding of the current 
study is in line with other findings reported (DeRoma et al. 2009; Yousefi et al. 
2010; Haines et al., 1996; Heiligenstein& Guenther, 1996; Barrera, 2010) in the 
literature.

Positive affect did not have a significant relationship with achievement, 
therefore it was an insignificant predictor for achievement andcontributor to 
other key variables. This finding is not consistent with Gupta (2012), Ayyash-
Abdo& Sanchez-Ruiz (2012) and Rogaten et al.’s (2013) study. In these 
studies, PA was found as the strongest and significant predictor of achievement 
and authors explained this result by associating PA items with motivation or 
students’ mood in studying. However, authors handled only positive emotions. 
Psychological constructs comprise not only positive emotions but also negative 
emotions. These combinations may affect prediction rates and significance.
As another speculation, this inconsistency can be explained by the cultural 
differences and position of Turkey in the world. Aforementioned three studies 
were conducted in the samples of the United States, Lebanon and the United 
Kingdom respectively. The Unites States and the United Kingdom are western, 
developed and individualistic societies. Lebanon is in the middle east.Because 
of its social composition,its society cannot be distinguished clearly.Kapıkıran 
(2012) pointed out that in collectivist cultures, like Korea, positive affect is low 
and negative affect is high. But in individualist cultures, for example in the 
US, the UK or Spain, positive affect is high and negative affect is low.  Turkey 
is at the transitional region between east and west and its cultural structure 
reflects eastern and western traces. Also, previous studies (Göregenli, 1997; 
Kağıtçıbaşı, 1999; 2012) indicated that individualist and collectivist tendencies 
were exhibited together in Turkish culture. Descriptive statistics of the current 
study showed that in Turkish sample’s positive affectivity is above average, not 
high and negative affectivity is moderate. In other words, results are not reflect 
eastern or western findings. As a result, this insignificant relationship between 
PA and achievement can be accepted in the frame of cultural structure. 
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2.  Predicting overall GPA from the Psychological Constructs 

In the current study, depression assumed as the important factor affecting 
academic achievement in the proposed model. Results showed that depression 
is significant and the strongest predictor of achievement. In addition, 9,3% 
variance was explained by depression. This finding suggests that students who 
have a high level of depression were likely to have lower achievement. There 
can be various reasons for this result. One reason may be students’ belief in his or 
her own abilities. As Bandura (1997) stated, beliefs affect students’ motivation 
and influences their learning strategies. Depression may have negative 
impact on students’ belief in their performance by lowering expectations and 
motivation to learn. Another and similar factor may be students’ pessimistic 
view of themselves. This factor is based on Beck’s (1976) cognitive theory of 
depression. According to the theory, depressive students are more threatened by 
difficult academic tasks and this causes to low grades and failure. 

In the current study, proposed model assumed that depression and 
loneliness explains achievement jointly. The model indicated that decreased 
level of depression and loneliness explains achievement more. For this reason, 
loneliness was entered to the prediction. Loneliness added an incremental 3,2% 
for achievement and predicted achievement jointly. The impact of depression 
on achievement was enhanced by loneliness. However, at step 2, it can be 
concluded that loneliness was positive predictor of achievement. In other words, 
low level of depression and high level of loneliness accounted 12,5% of variance 
explained. This unexpected result caused by loneliness may be explained by 
cultural differences. Turkish sample of university students internalize their 
feelings of loneliness and develop coping strategies with loneliness.  Another 
speculation for this result is competition among students. Turkish education 
system encourages students to compete with each other. Students, teachers and 
other state officers are selected by central examinations. Individuals must study 
hard to be at the top between their peers. Academic competition is preferable 
when it affects students to study harder on their studies and helps them get 
excited about academic content.

The proposed model assumed that components of SWB have contributed 
additively to the achievement.  For this aim, components of SWB have been 
entered to the model step by step based on their correlational magnitude. 
Results indicated that additive combination of three components of SWB have 
not contribute to other key variables and joint effect was not significant.  This 
unexpected result may be caused from composition of studied key variables. 
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Mavroveli & Sa´nchez-Ruiz (2011) supported that the relationships between 
student achievement and personality factors vary in magnitude and depends on 
sample composition and study variables. In this study studied variables were 
depression, loneliness and SWB components. Because of this composition, 
the impact of depression and loneliness on depression might not be enhanced 
by addition of SWB components. As a second reason, top-down theory may 
assist to explain this insignificant contribution. “Top-down” theory tells us 
that SWB’s affection to achievement may not be additive. According to this 
theory, SWB affects individuals’ tendency to learning approach or aspirations 
then makes attitudes positive to learning activities. Eventually, this may 
cause student achievement. These explanations indicate us that there should 
be mediator variables between SWB and achievement. In other words, SWB 
components’ direct or indirect effects are more significant than additive effects. 
Mediator effects can be exemplified by the relationship between educational 
aspirations and achievement. This relationship is based on several theoretical 
perspectives. Blau & Duncan’s (1967) “status attainment” model may be a 
starting point.  This model links aspiration and educational achievement. Sewell 
and colleagues (Sewell & Shah, 1967, 1968; cited in Rothon et al., 2011) have 
extended this theory by including social psychological predictors of educational 
and occupational achievement. The extended model indicates that aspiration is 
the most important factor having direct effects on educational achievement.  

CONCLUSION

As a conclusion, the current research has indicated that psychological constructs 
were associated with academic achievement and an important step toward 
factors affecting academic achievement. Depression and loneliness were 
significant predictors of academic achievement in Turkish sample of university 
students. University students with low level of depression are at risk of failure 
and loneliness has positive effect on students’ achievement. Based on based 
on the findings of the current study, future implications should be considered. 
Higher education administrators, policy makers, academic staff should take in 
consideration that psychological constructs are related to student achievement. 
Counseling services should established or developed specifically at the 
universities. Aforementioned related persons should come into contact with 
students outside the classroom in order to offer guidance and support to students. 

This study was conducted with 488university students. The findings of this 
study’s generalization are limited. GPA is a overall and long term measure of 
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student performance. The results may not be generalized to short term student 
performance. Besides, in this study self report GPA was used instead of official 
reports. Buta related study (Dobbins, Farh & Werbel, 1993) indicated self 
reported and official GPA scores were highly correlated with each other. 
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1. Introduction

Language is defined as a structure that allows people to transfer
information to and request information from each other, and language 
development is characterized as the language acquisition process and the 

ability to communicate using language (Armstrong and Ferguson, 2010; Owens, 
2001). The developmental stages of the language according to chronological 
age were classified as the crying period (0-12 months), which includes crying 
and babbling stages, single word period (12-18 months), telegraphic speaking 
period and first grammar period (Akın Şenkal, 2018). Language evolves from 
simple sounds to complex sentences according to chronological age. There are 
various approaches on how the sounds made by infants develop into a complex 
type of speech throughout time (Yeşilyaprak, 2019). These approaches are 
classified as Behavioral approach, Psycholinguistic approach and Interactionist 

* This study is a based on the Master’s thesis (Examining the Effect of YouTubers on
the Language Development and Speech Habits of Five-Year-Old Children) of the first
author.
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approach. The behaviorist approach emphasizes a unit of analysis consisting 
of the relationships between behavior, motivation and discriminatory variables 
and the consequences of these variables (Sundberg and Michael, 2001).  
Psycholinguistic theory, which evolved from Chomsky’s grammar theory 
and suggested that language is genetically acquired, is based on the child’s 
discovery of the spoken language through his innate inner language capacity 
(Chomsky, 1957; cited in Reyna, 1993; Çelik, 2017; Field, 2011; Kol, 2011). 
The interactionist approach, on the other hand, is based on the view that the 
factors affecting language development interact with each other (Topbaş, 2019). 
According to Piaget, one of the representatives of the interactionist approach, 
thinking and speaking are complementary processes (Garton, 1995). According 
to Vygotsky, one of the social learning theorists, the source of the languages that 
children acquire is the social environment, and language acquisition takes place 
in the process of socialization (Yeşilyaprak, 2019).

Language development is affected by different factors such as heredity, 
intelligence, gender, health, family, socioeconomic differences and environment 
(Demirkan Baytar, 2014; Tulu, 2009). Considering that the child learns the 
language in his environment as the mother tongue, the environment is crucial 
for language development, since language development is closely related to 
the systems around the child and the interaction of these systems (Albert and 
Connor, 1999; Hoff, 2006; Paquette and Ryan, 2001). Environmental factors can 
be media and technology as well as the relationship between family, children 
and family members, friends, neighbors, and school (Kılınç and Kılınç, 2014).

Today, children grow up in a close relationship with traditional and 
modern technology (Mustafaoğlu et al., 2018). According to the results of 
the “Household Information Technologies (IT) Usage Survey” of the Turkish 
Statistical Institute, it was determined that 83% of the households in our country 
have internet access. ‘Daily Time Spent With Media’ report published by We 
Are The Social, stated that people spend 6 hours and 43 minutes on the internet 
and 2 hours and 24 minutes on social media a day (TÜİK, 2019; We Are Social, 
2020). It was determined that children spend about 3 hours on social media, and 
preschool children spend more than one hour on them (TÜİK, 2021; Gündoğdu 
et al., 2016).

Kaplan and Haenlein (2010) define social media as applications that are 
built on the foundations of web 2.0. technology and allow users to create and 
modify content. Examples of worldwide social media applications include 
Facebook, Flicker, LinkedIn, Myspace, Twitter and YouTube (Effing et al., 
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2011; Stein, 2013). According to the ‘Social Media Usage Worldwide’ study 
conducted by Statistica in April 2020, YouTube was determined as one of the 
most used social media platforms. YouTube, which started broadcasting in 2005, 
is a media platform that offers a new generation short video sharing service 
designed with the concept of Web 2.0 (Cheng et al., 2008; Mestçi, 2009).

The age of establishing a channel on YouTube and being a YouTuber, 
which varies from country to country, is legally thirteen in our country 
(Support, Google). Despite these limitations, younger children seem to have 
been YouTube publishers (Atalay, 2019). Sancılı and Sapsağlam (2018) stated 
that the media platform that children are most familiar with is YouTube and that 
children aged 3-6 spend more than 1 hour on YouTube (Sancılı and Sapsağlam, 
2019). Not only children but also parents use YouTube as the most common 
watching platform for their children (Elsias and Sulkin, 2017; Neumann and 
Heredotou, 2020). According to Hourcade et al. (2015), more than 90 percent 
of even two-year-old children can use YouTube. Although the YouTube 
platform is heavily used by children, expressions containing profanity, insults 
and humiliation are still widely used in the videos published on this platform 
(Fagersten, 2017; Moor et al., 2010). According to Papadamou et al. (2020), 
even if children start the video watching process on YouTube with a video that 
is suitable in terms of quality, the probability of encountering objectionable 
videos increases over time.

According to Albert Bandura’s (2001) Social Learning Theory, children 
learn by modeling and identify themselves with a model. The platform where the 
child spends time gains special importance as it will create models for the child. 
Children who spend time in new media from an early age may face the danger 
of constructing their identities incorrectly if they are exposed to inappropriate 
content (Atalay, 2019; Martinez and Olsson, 2019). As children listen to familiar 
verbs in adults’ speech, they expand their own speech to include those verbs 
by taking adult usage as a model (Gathercole et al., 1999). In this case, the 
videos watched by the child create changes in the socialization processes of 
children (Özuz, 2019). These changes become possible when the child, who 
takes YouTubers as a model, learns and uses the words, phrases, and sentences 
used by YouTubers.

There are such studies as social media use in preschool children 
(Sapsağlam, 2018), reflections of YouTubers on children’s identity building 
processes (Fide and Sapsağlam, 2020), determination of parental views on 
tablet and mobile phone use of 5-6 year old children (Ateş and Durmuşoğlu 
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Saltalı, 2019) , examining the habits of playing games with computers, tablets 
and phones of preschool children (Aktaş and Şahin, 2019), examining the use 
of smartphones by babies (Baek et al., 2013), and detecting unsuitable YouTube 
videos for children in early childhood (Papadamou et al., 2020) in the relevant 
literature.

Considering the length of time spent in front of YouTube in the early 
childhood years, when learning by modeling is intense, the influence of 
YouTubers on children becomes vital. No study was found in the relevant 
literature, in which the effects of YouTubers on the language development and 
speaking habits of children in the preschool period were investigated. Therefore, 
it is thought that the research is important in that it contains findings on the 
effects of YouTubers on the language development and speaking habits of 
children in the five-year-old group, and deals with a unique subject that has not 
been studied before.

2. Method

This current research study, which examines the effects of YouTubers on the 
language development and speaking habits of five-year-old children, was carried 
out in a qualitative research method and case study pattern. Qualitative research 
method is defined as verbal expression of data obtained from the field through 
themes, patterns, approaches or analyzes (Everitt and Howell, 2005). Creswell 
(2017) defined case study, one of the qualitative research methods, as a research 
design in which the researcher examines a situation, event, program, process and 
action in depth. Case study is also expressed as a qualitative research method 
in which the researcher reveals one or more situations in detail (Christensen et 
al., 2015). The situation that was wanted to be explained in the research is ‘The 
effect of YouTube publishers on the language development and speaking habits 
of five-year-old children’.

2.1.		 Sample

A total of 60 children aged five years in low, middle and high socioeconomic 
groups participated in the study. Purposive sampling method and maximum 
variation sampling technique, which are non-random sampling methods, were 
used to form the study group. Purposeful sampling method is expressed as 
finding individuals with these characteristics by analyzing the characteristics 
of the relevant universe by the researcher. The maximum diversity technique is 



EXAMINING THE EFFECT OF YOUTUBERS ON THE LANGUAGE DEVELOPMENT . . .     23

defined as the selection of different situations in a wide range for data analysis 
(Christensen et al., 2015). School principals were interviewed to determine the 
socioeconomic profiles of the schools, and the socioeconomic profiles of the 
study group were prepared in line with the information in the forms filled by the 
parents at the beginning of each academic year. In the light of expert opinion 
and related forms, schools belonging to low, middle and high socioeconomic 
groups in the central district were determined. One school was selected from 
the determined schools and the research was carried out with the children in the 
selected schools. 

Table 1: Distribution of Children in the Study Group by Gender and 
Socioeconomic Status

Socioeconomic Level

Gender Low Medium High

Male 8 12 10

Female 12 8 10

Total 20 20 20

Table 1 displays the gender and socioeconomic status distribution of the 
children within the study group. The findings in Table 1 show that 20 children, 
12 boys and 8 girls, from low socioeconomic levels participated in the study. 
Twenty children, 8 boys and 12 girls, from the middle economic level, and 20 
children, 10 boys and 10 girls, from the high socioeconomic level participated in 
the study. A total of 60 children, 30 girls and 30 boys, participated in the study. 
In determining the socioeconomic status of parents, their

• education status
• working states and
• income levels

were taken into account. 
Other demographic characteristics of the children in the study group are 

shown in Table 2.
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Table 2: Demographic Characteristics of the Children in the Study Group

Variable Category F %

Gender Male
Female

30
30

%50
%50

Age 60-71 Month 60 %100

Number of siblings 0-2
2-4

43
17

%71.7
28.3

Mother’s education 
status

Primary/Secondary School
Secondary School/High School 
Undergraduate/Graduate 

26
18
16

%43.3
%30

%26.7

Father’s education 
status

Primary/Secondary School
Secondary School/High School 
Undergraduate/Graduate

15
20
23

%25.9
%34.4
%39.7

Mother’s 
employment status

employed
unemployed

22
38

%36.6
%63.4

Father’s 
employment status

employed
unemployed

56
2

%96.6
%3.4

Table 2 shows that 30 girls and 30 boys, all five years old, participated in 
the study. The number of siblings of 43 of these children was determined as 0-2, 
and the number of siblings of 17 of them was determined as 2-4. 26 mothers 
are primary-secondary school graduates, 18 mothers are secondary-high school 
graduates, and 16 mothers are high school-bachelor graduates. 22 of the mothers 
are working and 38 of them are unemployed. 15 fathers are primary-secondary 
school graduates, 20 fathers are high school graduates from secondary school, 
and 23 fathers are high school-bachelor’s graduates. 56 of the fathers are working 
and 2 of them are unemployed.

2.2.		 Data	Collection	Tools

Semi-structured interview form, YouTube diary and drama activity plan were 
used in data collection.

2.2.1.	Semi-Structured	Interview	Form

The form was prepared by the researchers in the light of the relevant literature, 
taking the opinions of six different experts. Care was taken to ensure that 
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the questions were in line with ethical principles and were understandable. 
The form consists of two parts: the interview information section, which 
includes the child’s age, gender, and information about the environment where 
the interview was conducted, and the opinions section, which includes the 
questions. Opinions section consists of 6 questions. Each child was interviewed 
for 15 minutes in a quiet environment and these interviews were recorded by 
the researcher.

2.2.2.	YouTube	Diary

The YouTube diary was prepared by researchers with the opinions of six 
different experts. The diary consists of three questions to be answered for each 
day. The child’s daily YouTube experience was recorded through the ‘YouTube 
Diary’ sent to the parents of each child interviewed. A ‘YouTube Diary’, which 
must be filled in for three days, was sent to the parents and information was 
given on the points to be considered while filling out the form. Parents observed 
and recorded the child’s watching process of YouTube and YouTubers at home 
for three days.

2.2.3.	Drama	Activity	Plan	

The drama activity plan was prepared by the researchers in line with the 
opinions of five different drama trainers and experts in the light of the relevant 
literature. While preparing the plan, attention was paid to include warm-up, 
animation and evaluation phases and that the instructions were short and 
understandable. The warm-up phase consists of activities aimed at increasing 
the readiness of children for the activating phase. The animation phase includes 
improvisation activities in which the children will animate by choosing the 
character they want in the story to be told by the researcher. The evaluation 
phase consists of the study that creates the data set. The activity plan was 
applied to the children by the researchers and the data obtained were recorded 
using the drama activity plan.

2.3.		 Data	Collection	Process	

First of all, the socioeconomic profiles of the study group were obtained. One 
school was selected from the selected schools and interviews were conducted 
with the families of the selected schools in order to collect the necessary 
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parental consent forms for the research. The researcher spent a day at playtime 
in the classroom with children watching YouTube. The next day, the researcher 
came to the classroom to interview the children, and gave explanations to 
each child about the interview they would make in accordance with the child’s 
developmental level. Questions from the children were answered by the 
researcher, and verbal consent was obtained from the children. The researcher 
conducted interviews with each child, which lasted for 15 minutes and consisted 
of 6 questions, and recorded the interviews in the semi-structured interview 
form. Parents were informed by the researcher about the YouTube diary, which 
is another data collection tool, and the ‘YouTube Diary’ form was given to the 
parents and they were asked to fill in the form. The parents were given a thorough 
explanation of the issues to consider while completing the form, and their 
questions were answered. The form, which consisted of three questions, was 
filled out in the homes of the families over the course of three days. Three days 
after completing the interviews with the children, the researcher implemented 
the drama activity plan with the same children in the school during activity time. 
The researcher informed the children about the activity they would participate 
in. After answering the children’s questions, a plan for a drama exercise was 
implemented. In the activity plan that was implemented, careful consideration 
was given to the active participation of each child, and expressions that were 
clear and easily understood were used. The warm-up study, which comprises 
preparation for the drama activity, the animation phase during which the story 
is animated, and the evaluation study during which the children talk in front of 
the turtle’s camera were conducted. The data obtained from the children were 
recorded in the drama activity plan.

2.4.		 Data	Analysis	

The data were analyzed by content analysis method. Content analysis includes 
the analysis of text, written text, pictorial images focusing on non-textual 
message content, graphic elements, moving images, non-verbal behaviors, and 
music and sounds (Neuendorf and Kumar, 2016). The aim in content analysis is 
to create categories that define the phenomenon and to reach a broad definition 
of these categories and themes (Elo and Kyngas, 2008). The analysis was done 
by inductively creating codes and categories by utilizing the findings. The 
researchers coded the data in line with the expressions in the data collection 
tools and created categories by bringing the codes together. Care was taken 
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to qualify the categories of the codes created. In addition, sample descriptive 
expressions of the codes that make up the categories are given.

2.5.		 Validity	and	Reliability	

Triangulation method, which is described as a means of eliminating researcher 
biases and presenting multiple perspectives in order to increase the power and 
interpretative potential of a research (Denzin, 1970; cited in Thurmond, 2001), 
was used to increase the reliability of the research. Here, data triangulation and 
participation of more than one researcher methods were preferred. Categories 
and themes were created by examining the answers to open-ended questions 
in the semi-structured interview form, YouTube diary and drama activities. 
The categories obtained were tabulated. In order to determine the reliability 
of this categorization process made with content analysis, another expert was 
independently categorized, and Krippendorff Alpha was calculated from the 
reliability coefficients between the raters. The Krippendorf Alpha value for 
the semi-structured interview form was 0.95, 0.83 for the YouTube diary, 
and 84% for the drama activity plan. Since the calculated Krippendorf Alpha 
values are above 0.80, it can be claimed that the categorization process is 
highly reliable.

3.  Findings

The findings obtained at the end of the data analysis process are given in tables 
and summarized under separate headings.

3.1.		 Findings	Regarding	the	Semi-Structured	Interview	Form

The first question of the semi-structured interview form was about how children 
spend their time at home. Categories were created as a result of the responses 
given by the children. Participating children had the option to provide more 
than one answer to a question. Table 3 shows the distribution of the categories 
created for how children spend their time at home by socioeconomic status and 
gender.
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Table 3: Categories of How Children Spend Time at Home by  
their Gender and Socioeconomic Levels

                                                                                Low Med High
T

Categories M F M F M F
Spending time on tablet and mobile phone
Playing games (with toys - with friends)
Watching TV
Going out

11
5
2
2      

7
6
2
1

7
3
1
1

10
9
4
2

10
 8
2
1

9
6
3
1

54
37
14
8

watching cartoons/movies
Listening to music

4
0

0
1

0
0

1
1

0
1

0
1

5
4

Doing homework 1 1 1             1 0 0 4
Painting
Taking photos

0
1

1
1

1
0

1
1

0
0

1
0

4
3

Helping their mothers 0 0 0 2 0 1 3
Taking care of their siblings 0 0 0 2 0 1 3
Dancing 0 0 0 0 1 0 1
Riding a bike
Doing sports

0
0

0
0

1
0

0
1

0
0

0
0

1
1

The findings in Table 3 show that the most common activities children do 
while spending time at home are spending time with tablets and phones (f = 54). 
Some of the statements of the participants are given below: 

‘My father has a grocery store. I go to the grocery store and play on the 
mobile phone there.’ (D20)

‘I constantly feel bored. Sometimes I ride a bike. I play with tablet and 
mobile phone. I play every day on the tablet but my tablet is in repair right now 
so sad.’ (O6)

‘My cousin comes to visit us. I play on the computer, I play on the mobile 
phone, I play with toys.’ (Y17)

Table 4: Children’s Responses to What They Do on Phones /  
Tablets / Computers by their Gender and Socioeconomic Levels

Low Med High  Toplam 

      tCategories M F  M F M F
Watching videos/cartoons/series/movies
Playing/Downloading games           

11
10

8
2

6
4

7
6

10
7

 10
  7

52
36

Listening to music/songs
Taking photos                                            

0
0

1
1

0
0

2
2

1
0

1
0

5
3
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The findings in Table 4 illustrates that the most common activity of children 
on tablet/phone/computer is watching videos/cartoons/series/movies (f = 52). 
Some of the statements of the participants are below:

‘I watch videos as well as I play car racing.’ (D3) 
‘There is a person named Kazim Usta. He plays and I watch him. (O19)
‘There is Elif, I watch her (playing). I play games and watch videos on 

YouTube.’ (Y2)
Another question of the semi-structured interview form is about whether 

children have heard of YouTube before. Regardless of socioeconomic status 
and gender, all of the children participating in the research have heard of the 
YouTube platform before.

Table 5 shows the distribution of which videos children watch on YouTube 
by socioeconomic levels and gender.

Table 5: Children’s Responses to Which Videos  
They Watched on YouTube by Gender and Socioeconomic Levels

                                                                Low Med High

Categories M F M F M F T

Videos on different topics
YouTube publishers/YouTubers
Game videos
Children’s TV series/cartoon
Car videos

7
2
5
1
3

4
4
2
3
0

2
3
1
2
2

7
4
2
3
0

5
6
3
1
3

5
6
0
1
0

30
25
13
11
8

Song/music videos
Dough/balloon/painting videos
Tot videos

1
1
0

2
0
1

1
0
0

0
1
0

0
1
1

2
2
1

6
5
3

TikTok videos 0 0 0 1 0 1 2

Story videos 0 0 0 1 0 0 1

War videos
Instructive videos

1
0

0
1

0
0

0
0

0
0

0
0

1
1

Table 5 shows that 2 of the children from low socioeconomic status 
watching YouTube broadcasters are boys, 2 of them are girls, 3 of those from 
middle socioeconomic level are boys and 4 are girls, and 6 of the children from 
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high socioeconomic level are boys and 6 are girls. Some of the statements of the 
participants are given below: 

‘My sister records her own videos. She publishes them on the Internet. She 
has her channel, I watch it’ (D10, K)

‘We watch story channels with my mother. There is a story with 7 goats, we 
watched it..’ (O9, K)

‘I watch a spicy food eating challenge. Enes Batur has challenges, I watch 
them.’ (Y20, E)

Another question is about what the people the children watch in the video 
say. Table 6 shows the distribution of what the children watched in the video say 
based on their socioeconomic levels and gender.

Table 6: Children’s Responses to What the People in the  
Video Said based on their Gender and Socioeconomic Levels

                                                               Low                  Med High

M F M F M F T

Other
Hello/Welcome
Subscribe/ Follow
Don’t forget to drop a like
Slang or swearing words

6
0
2
1
4

5
3
1
0
0

2
3
4
0
0

5
7
2
2
0

5
4
5
2
1

6
4
5
7
1

29
21
19
12
6

Challenge 1 0 1 1 1 1 5
My followers
Good bye/Bye bye/ Bye
Gun/ Shot/Kill/Let’s fire

1
0
2

1
2
0

1
0
1

0
0
0

0
1
0

1
1
0

4
4
3

Don’t forget watch/follow me
Don’t forget to like
Don’t forget to comment
Don’t forget
Follow
I love you very much

0
1
1
1
1
0

0
1
1
1
0
1

1
0
0
0
0
0

1
0
0
0
0
0

0
0
0
0
0
0

1
0
0
0
0
0

3
2
2
2
1
1

Watch video till the end 0 1 0 0 0 0 1

The findings in Table 6 show that children’s answers to the word patterns 
said by the people in the videos they watch are generally welcome expressions 
such as “hello/welcome/greetings” and word patterns like “subscribe/don’t 
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forget to subscribe/follow and don’t forget to like”. Some of the statements of 
the participants are given below: 

‘Gun, don’t run, stop, shoot him/her/it!’ (D4, E) 
‘Don’t forget to drop a like.’ (O7, K)
‘Today we are making drinks. Let’s start. Don’t forget to subscribe and like 

my channel. Bye!’ (Y14, E)

3.2.		 Findings	on	YouTube	Diary

Parents were asked to observe their children’s use of YouTube for three days and 
document their observations in a YouTube diary. Table 7 shows the distribution 
of the amount of time children spend on YouTube by socioeconomic status and 
gender.

Table 7: Time of Children Spend Time on  
YouTube by Gender and Socioeconomic Levels

                                                                  Low   Med        High

M F M F M F T

Day 1

Less than 1 h 2 3 3 4 1 2 15

1-2 h 6 4 4 7 6 8 35

More than 2 h 1 1 0 0 2 0 4

No answer 3 0 1 1 1 0 6

Day 2

Less than 1 h 1 1 2 4 0 0 8

1-2 h 6 6 5 7 3 7 34

More than 2 h 1 1 0 0 3 2 7

No answer 4 0 1 1 4 1 11

Day 3

Less than 1 h 2 3 0 2 0 1 8

1-2 h 6 3 7 9 6 8 39

More than 2 h 1 1 0 0 2 0 4

No answer 3 1 1 1 2 1 9

Table 7 shows that children generally spend 1-2 hours a day on the 
YouTube platform. It is seen that the number of boys is more in children who 
spend 2 hours or more a day.
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Table 8: Words and Word Patterns Acquired by Children After Spending Time 
on YouTube Based on their Socioeconomic Levels
Low Med High

Day 1 Super Mario

Signaling

Nana

You will pay for it

Yes

I want Barbie

Giving a powerful 

effect to their voice

How does an engine work?

Finisher Granny

Vlog

TikToker

Using plural suffixes

Hi friends

What is global warming?

How to play “halay”?

Mentioning game characters

Babe

Sesegel

Singing songs

Friends

Slime

Pub G

Challenge

Miniş (Tinyish)

Silly

Subscriber

Pool camera

Rich - Poor

Son, man!

I want to go to space

Oy!

I want to watch Enes Batur

Hello to you. I will go to 

school today. I will do ….
Day 2 Brawl Stars

Slime

Man!

Lipstick

You will pay for it now

Char

Giving a powerful 

effect to their voice

What does it mean to be aware 

of notifications? 

Whoosh!

TikToker

Let’s upload a video 

What did s/he mean?

What does notification mean?

Hey guys!

world shape

Damn

Troll

Fantastic

Slang words

Oy!

Friends

Lan

They are poor

Day 3 Hit hit hit!

Swearing

aaa waaaa sounds

Giving their voice a 

powerful effect

Challenge

Swearing

Singing

Cicbello

Menuci

Buddy

Miniş (Tinyish)

Gardener

Singing

Son!

Rocket head

Oy!
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Table 8 shows the children use such words and phrases as ‘Super Mario’, 
‘Swearing’, ‘Don’t say the names of the game characters’, ‘Lan’, ‘Cicbello’, 
‘Shoot hit’, ‘Menuci’, ‘Sesegel’, ‘Best friend’, ‘Troll’, ‘Friends’, ‘Slime’, ‘Global 
warming’, ‘Challenge’, ‘Pub G’, ‘Oha’ ‘Minis’, ‘Shit’, ‘Gardener’, ‘Fantastic’, 
‘Subscriber’, ‘Poolcam’ , ‘My son’, ‘poor-rich’, ‘Yaaa’, ‘Slang words’, ‘Rocket 
head’, ‘Let’s upload a video too’, and ‘Challenge’. In addition to these, it was 
observed as expressed by the parents that the children used the word ‘Friends’ 
while explaining what they did. It was stated that there are children who say 
that they do not want to go to school because they want to watch their favorite 
YouTuber. There are also some others who often put the sound of “Yaaa” before 
their words and change their voices and speak with a strong sound effect.

3.3.		 Findings	Regarding	Drama	Activity	Plan

After the drama activities, the children were asked to be recorded by the turtle 
camera and to say whatever they want to the camera. The children’s responses 
were thoroughly examined, and categories were created. Table 9 shows the 
distribution of the answers given by the children based on their socioeconomic 
level.

Table 9: What Children Want to Say to the  
Camera by their Socioeconomic Level

                                                                               Low    Med   High

Words and Phrases F

11
11
6
1
4
3
0
1
1
0

F

9
8
2
1
1
0
2
0
0
1

F        T

Today we will …. with you
Hello/Welcome
Bye/Good bye

15
14
6

35
33
14

Subscribe to my channel/don’t forget to 
subscribe

3 5

Waving hands
How are you?  Are you okay?
I love you so much
Don’t forget to turn on notifications

0
1
0
1

5
4
2
2

Don’t forget to drop a like 0 1
Singing 0 1

102
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Findings in Table 9 show that the majority of children use the expressions 
of explaining/giving information and welcoming to the job they do/will do or to 
the action they take/will take

‘Hello friends. I’m a soldier. (S/he used soldier salute)’ (D8)
‘Hello friends. Welcome. Don’t forget to subscribe to my channel and turn 

on notifications.’ (O6)
‘Today I will make a cake with you. Don’t forget to subscribe to my 

channel.’ (Y7)

Table 10: What Children Want to Say to the Camera by Gender

                                                                                     F       M

Words and Phrases T

Today we will … with you
Hello / Welcome
Bye / Good bye
Subscribe to my channel/don’t forget to 
subscribe
Waving hand
How are you? Are you okay?
I love you so much

17
17
8

3
1
1
2

18
16
6

2
4
3
0

35
33
14
 
5
5
4
2

Don’t forget to turn on notifications 1 1 2
Singing 1 0 1
Don’t forget to drop a like 0 1 1

102

Table 10 shows that 17 of the children who tried to explain their work as 
“We will  … with you today” were 17 girls and 18 of them were boys. 

‘Hello everyone, friends. Today I’m making a hair collection video for you 
guys’

‘Good bye.’ (D9, K)
‘I’m going to put the baby to sleep now, friends. How about putting the 

baby to sleep?’ (O18, K)

4.  Discussion and Conclusion

This research, which was conducted to examine the effects of YouTubers on 
the language development and speaking habits of five-year-old children, was 
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built on the case study pattern, one of the qualitative research designs. Content 
analysis method was used in the analysis of the data. Figure 1 depicts the mind 
map of the summary of research results.

Figure 1: Research Results Mind Map

The research revealed that the children in the study group spend the most 
time with their phones and tablets at home, regardless of socioeconomic level 
and gender. According to the results of the research conducted by Baek et al. 
(2013) with the 0-6 age group, it was concluded that even babies younger than 
3 years old spend time with smartphones. Ateş and Durmuşoğlu Saltalı (2019) 
reported that 76% of participating parents directed their children to digital 
resources, especially for the purpose of distraction. This may be why children 
spend so much time with these vehicles. Epstein (2015) stated that in order 
for digital technology to be beneficial to children, adults should interact with 
children while children use technological tools.

According to the finding obtained from the question asked to determine 
what children do on phones, tablets and computers, all (n=20) of the children 
in the study group with high socioeconomic status and the majority of children 
from low socioeconomic level (n=19) were on the phone/tablet/computer, using 
video/line It was seen that they watched movies/series/movies. As a similar 
finding, in the study conducted by Oliemat et al. (2018) children mostly used 
phones, tablets and computers for playing games and watching videos on the 
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YouTube platform. Nikolopoulou (2020), on the other hand, in his research with 
preschool children, determined that the activities that children do on the tablet 
are playing games, watching cartoons, listening to music and watching videos, 
respectively.

It was found in this current study that YouTube is the platform that children 
use most intensively to watch videos/movies/cartoons/series. All of the children 
participating in the study, regardless of socioeconomic level and gender, have 
heard of and used the YouTube platform before. Some studies support the 
conclusion that the YouTube platform is used extensively by children (Elsias 
and Sulkin, 2017; Neumann and Heredotou, 2020; Sapsağlam, 2018). Burroughs 
(2017) stated that the YouTube platform focuses on children aged 0-5 as a target 
audience through the YouTube Kids application. There are different views on 
the positive (Rabee et al. 2015) and negative (Moor et al., 2010) aspects of 
YouTube.

It was determined that children from all socioeconomic levels watch 
YouTubers on YouTube. Although the age of having a channel on the YouTube 
platform in our country is 13 legally, it was stated that most children can log in to 
YouTube with the help of their parents and watch YouTubers (Fide and Sapsağlam, 
2020; Sancılı and Sapsağlam, 2019; Support Google, 2020). It was determined 
in this current study that the children remember such word patterns, which were 
used by the people in the videos they watched, as ‘Hello/welcome/greetings’ and 
such sentences as ‘Subscribe/don’t forget to subscribe’. In addition, the children 
stated that they heard slang and swearing words, ‘Shoot’, ‘My Followers’, 
‘Challenge’ from the videos they watched. This result is similar to the word 
patterns remembered by the children in the study group in research conducted 
by Tur-Vines and Rio (2019). Bouman (1996) and Perez and Rodgers (2019) 
emphasized the potential of videos in language learning. Davidson et al. (2014) 
stated that a child, a YouTuber who record videos and upload them on YouTube, 
became the focus of long-term interaction between the teacher and other children 
in the classroom environment. It was observed that because children take the 
people in the videos they watch as role models, they place in their minds the 
words and phrases used by these people, as well as the way they speak.

It was observed that girls and boys in low, middle and high socioeconomic 
groups mostly spend 1-2 hours on the YouTube platform. As a similar finding, 
Oliemat et al. (2018) stated that children mostly spend 1-2 hours a day with 
electronic devices. It was determined that the number of girls and boys in the high 
socioeconomic group, who spend more than two hours a day on the platform, is 
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higher than the other socioeconomic groups. Kayri and Günç (2016) stated that 
the children of families with a high socioeconomic level are more likely to be 
internet addicted. The findings of the current research supports their conclusion.

It was observed that after children spend time on the YouTube platform, 
they begin to use different words and phrases in their daily lives than usual. 
Children’s ‘Brawl Stars’, ‘Slime’, ‘Signal’, ‘Lan’, ‘Swearing’, ‘Lipstick’, 
‘You’re done’, ‘How does the engine work’, ‘Challenge’, ‘Vlog’, ‘Oha’, ‘ It 
was stated by their parents that they used words and phrases such as ‘Tiktokçu’, 
and ‘Let’s upload a video too’. The research also revealed that there was a 
significant change in their children’s speech patterns and behaviors, that they 
changed their voices while speaking, that they spoke with a stronger expression 
in their voices, and that they sounded ‘aaa, waaaa’ more intensely. Similar to the 
results of this research, Mingione (2014) stated that the word patterns, gestures 
and facial expressions in the YouTuber videos he analyzed are different from 
those in daily life. Özuz (2019), on the other hand, reported that the children in 
the sample group used many words specific to the speaking style of YouTubers.

It was found that most of the words, phrases and sentences used by children 
in their daily lives after watching YouTube are the words, phrases and sentences 
used by YouTubers, most of which are not Turkish words, and some of which 
are slang and swearing expressions. It is noteworthy that as the socioeconomic 
level increases, the words, phrases and sentences that are embedded in the daily 
spoken language of children and remembered by them increase. It was been 
stated by the parents of the children that children use the words, phrases and 
sentences used by YouTubers in their daily lives after they spend time on the 
YouTube platform. Kavuran and Yeşil (2019) described the language used in the 
YouTuber’s videos they reviewed as ‘incompatible with the Turkish language 
structure’ and ‘Low quality’. 

In the drama activity, which was conducted to examine the words that the 
child will use in front of a symbolic camera, it was determined that the children 
mostly explained the work and process they would do or would do, and used 
the greeting expressions, and then they used the greeting expressions used by 
YouTubers such as ‘Hello friends’ and ‘Welcome’. In the research conducted by 
Sancılı and Sapsağlam (2019), it was stated that according to the statements of 
parents, the speech of their children who follow YouTubers moved away from 
their natural state and became similar to the speech of these broadcasters, and 
these children used word patterns such as “Hello friends” and “Welcome to my 
channel”. The findings of the current research support these findings.
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INTRODUCTION

The use of literature in second/foreign language classes has always 
been a controversial issue. It is stated that the difference between the 
language of literary texts and daily language raised some important 

concerns related to its practicality in the language classrooms. On the other 
hand, as literary works include samples of authentic language, they are believed 
to provide learners with a meaningful context for language learning (Ghosn, 
2002). Before going on with different sides of the debate, it would be beneficial 
to define what literature is. Literature has been defined in multiple ways up to 
now. For instance, Abrams & Greenblatt (2000) define it as ‘the whole body of 
writing produced in a particular language’ (p.xxxiii). In a more conventional 
sense, McFadden (1978, p.56) defines it as ‘a canon, which consists of those 
works in language by which a community defines itself through the course of 
history’.  

Literature consists of different genres; namely, fiction, poetry and drama 
and it is the common belief that the language used in literary texts has distinctive 
features and these features make it different from daily language. For instance, 
it is possible to encounter a variety of different literary devices such as simile, 
metaphor, imagery, etc. in almost every literary work. The other characteristic 
features are listed as fictionality, ambiguity and lack of pragmatic function 
of language (Demiröz, 2020). Fictionality is related to the fictitious nature of 
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literary works as what is depicted in literary works is the product of the authors’ 
imagination. Lack of pragmatic function is another important characteristic. 
Different texts have different functions. On the other hand, it is the readers’ job 
to give function to the literary works on reading them. Finally, ambiguity is an 
indispensable part of literary language. There are no fixed meanings in literary 
texts; that is, readers can interpret them based on multiple factors such as their 
past experiences, their cultural background, etc.

1. The place of literature in language teaching

There is an undeniable connection between literature and language as literature is 
deeply rooted in language. With this widely acknowledged interconnectedness, 
the possibility of benefiting from literary texts for language teaching has been 
questioned. There is an ongoing discussion related to whether literary works 
could be used for language teaching purposes. If yes, when and how they 
could be incorporated into ESL/EFL curriculum (Hismanoglu, 2005). The 
use of literature for language teaching has had a long history starting from 
the emergence of the Grammar Translation Method (GTM). In this method, 
literature was the content of the courses that included texts to translate from 
the target language (TL) to L1. During the process of transition from the GTM 
to other methods such as the Direct Method and Audiolingual Method, there 
were attempts to exclude literature from language teaching methodology. With 
the Communicative Language Teaching and the role of authentic materials, the  
significant place of literature in language teaching has been acknowledged. 

Advantages of integrating literary texts into language teaching curriculum 
have been revealed by different researchers in different settings (Akyel & Yalçın, 
1990; Collie & Slater, 1987; Lazar, 1993). The most frequently advantages listed 
are:

• providing authentic material
• fostering tolerance for cultural differences
• providing opportunities to develop vocabulary knowledge
• being motivating
• developing students’ interpretative abilities

It is possible to take all of these advantages into consideration and write 
sample course objectives accordingly, which would later be used in planning 
lessons. Campbell (2007, p.6) suggests the following objectives for the lesson 
plans including the study of literature:
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1. Students will develop a variety of reading strategies in support of
comprehension.

2. Students will identify literary terms and examine how these terms
contribute to the craft of writing.

3. Students will develop skills in support of analyzing literature.
4. Students will discover connections with the literature they read: text-to-

self, text-to-text, and text-to-world. 

2. Approaches to the study of literature in EFL classes

Different ways of integrating literary works into ELT curricula have been 
revealed up to now. For instance, Paran (2008, p.470) explains the relationship 
between literature and language teaching as the intersection of two axes as 
shown in Figure 1 below:

In Figure 1, the horizontal axis is related to the extent of the focus on 
literature or literary development whereas the vertical axis is related to the level 
of engagement with language learning. Explicit language learning activities are 
included for the main aim of language learning. In this intersection, there are four 
quadrants.  In Quadrant 1 are the cases where there is a focus on both areas. In 
Quadrant 2, literary texts are used just like any other reading texts with no focus 
on their literary qualities. Quadrant 3 shows a situation in which the literary texts 
are considered as pure literature without focusing on their linguistic features 
as they are not considered to be materials for language teaching. Quadrant 4, 
finally, shows extensive reading in which neither the literary qualities nor its 
value for language learning is taken into account. 
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In addition to this intersection described by Paran (2008), there are a variety 
of different approaches suggested. One of the most frequently categorizations 
of literature teaching approaches made by Carter & Long (1991) includes the 
following categories:

The	Culture	Model: In this model, there is focus on the literary text as a 
cultural artifact and learners are expected to examine a text focusing on its from 
social, political and historical perspectives. 

The	Language	Model: Literary texts provide a great variety of contextual 
language on which many different language-related activities could be produced 
without any focus on the literary quality. 

The	Personal	Growth	Model: Language learning and cultural awareness 
are both included in this model. It is aimed to focus on learners’ responses to and 
interaction with the text, feelings, ideas and opinions, which would bring about 
personal development. 

Lazar (1993, p.23-24) made a similar categorization including 3 approaches 
that could be used while benefiting from literary works in the language classroom:

Language-based 
approach

This approach includes the integration of language and 
literature syllabi. It also includes the detailed analysis of literary 
texts so that students could make meaningful interpretations 
utilizing their grammatical, lexical and discourse knowledge. 

Literature as 
content

This approach is the most traditional one that is mainly 
preferred in tertiary education. Literature is the main content 
of the lessons and the texts are analyzed focusing on the social, 
political and historical aspects. Students’ L1 could be used for 
the text discussions and literary texts could also be translated 
from one language to another.

Literature 
for personal 
enrichment

In this approach, literary texts are used as tools to encourage 
students to draw upon their personal experiences, feelings, 
thoughts and opinions. It is based on the supposition that 
language acquisition takes place only when students can 
become involved in learning English emotionally and 
intellectually. 

Bloemert et al. (2019, p.372), on the other hand, suggested a more detailed 
model that they called ‘The Comprehensive Approach to Foreign Language 
Literature’ with four integrated aspects as shown in Figure 2:
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Figure 2. The Comprehensive Approach to FL Literature 

In this model, most of the previously suggested models and approaches 
have been combined. In this model, activities that are included in these four 
different approaches could be adopted in any lesson stage. According to this 
model, the Text Approach focuses on the components of the literary works such 
as setting, characters, etc., whereas the Context Approach deals with the analysis 
of the text within the scope of the historical, cultural and social context as well 
as the author’s biography. When it comes to the other two components; namely, 
‘reader’ and ‘language’, the reading experience and the way it contributes to the 
students’ personal development are the main concerns in the Reader Approach 
while the focus is on the linguistic characteristics of the text in the Language 
Approach. In this model, the most significant difference from the previously 
suggested models is the integration of all of these four aspects as shown in the 
middle of Figure 2 above. 

Regardless of the model or approach adopted, the activities could be adapted 
to the different stages of the lesson; namely, pre-reading, while-reading and 
post-reading. The pre-reading stage consists of the activities that are conducted 
in the lesson before students start reading the literary text. The main aim of the 
activities in this stage is to assist learners in having the necessary background 
information which will facilitate reading and understanding the text. Some of 
the possible pre-reading activities include making predictions based on the title, 
the first sentence/paragraph/chapter of the text, asking warm-up questions to 
stimulate student interest in the text, and pre-teaching vocabulary.  

While-reading stage includes activities the students will be dealing with 
while they are reading the literary text. With the help of the while-reading 
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activities, students can understand the plot, characters and the language used 
in the text better. At this stage, students might be asked questions related to 
the events, characters, themes and figurative language and language analysis 
focusing on grammar, vocabulary, etc. might be made.

Post-reading stage is composed of activities that students will be doing 
once they complete reading the text. When they finish reading, students can 
make personal interpretations about what they read and understand or they can 
be involved in some follow-up activities such as writing or fluency practice. 

3.  A sample lesson plan based on the comprehensive approach to 
literature

The following lesson plan was prepared based on the short story ‘Eveline’ by 
James Joyce. 

Pre-Reading Stage

1. The teacher prepares a wordcloud composed of some selected words 
from the story and asks students to make predictions about the content. 
(Language Approach)

2. The teacher shows students a short video about James Joyce, his 
biography, works and Stream-of-Consciousness Technique and they have a 
short discussion about it. (Context Approach)
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While-reading stage

1. After students read the first part of the story, they answer the following 
questions:

a) What is Eveline’s dilemma?
b) What are the family relationships in her family like?

2. In the story Eveline, there is excessive use of passive voice. The teacher 
focuses on the main uses of the passive voice, and draws the students’ attention 
to the differences between the active and the passive form of the same sentence. 
Afterwards, students do practice through transformation drills.  (Language 
Approach)  

Post-Reading Stage

1. Match the words from the text on the left with their synonyms on the 
right. (Language Approach)

a. fervent    ___ to waste
b. illumined   ___ passionate, enthusiastic
c. nix    ___ lit
d. palpitations   ___ quiet, silent
e. squender   ___ rapid beating of once heart

2. Students are asked to write an alternative ending to the story. (Text 
Approach)

CONCLUSION

Despite very harsh criticisms of some people against using literary texts in the 
language classroom, these texts are still valued in many contexts with their 
authenticity and thick content. Since many different benefits of using literature 
in the ELT curriculum outweigh the challenges it brings about, it is suggested 
that placing them in the ELT curriculum and preparing both preservice and 
in-service teachers in line with this content change and raising their awareness 
about it would contribute to the quality of teaching/learning.
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1. Introduction

In Türkiye, it is obligatory that the foreign language and religious culture
and moral knowledge lessons should be taught by the subject teachers of
the relevant field in elementary schools (1-4th grades), and all other lessons

should be taught by elementary school teachers (classroom teachers). However, 
in some circumstances, the foreign language and religious culture and moral 
knowledge lessons could also be taught by the elementary school teachers 
(Ministry of National Education [MoNE/MEB], 2014, 2016). For this reason, 
it is of great importance to ensure that preservice elementary school teachers 
gain sufficient experience in teaching practice courses, including all the lessons 
they will teach when they become a teacher, and to examine their experiences in 
the context of particular lessons to help them develop comprehensive teaching 
skills (Hacıömeroğlu & Değer, 2017; Hacıömeroğlu & Şahin-Taşkın, 2010). 
However, there is a limited number of studies examining the experiences of 
preservice elementary school teachers in terms of the social studies lessons on 
teaching practice courses. In these studies, it has been found that preservice 
elementary school teachers’ experiences of teaching social studies are not 
sufficient nor favorable in general (Atmiş, 2013; Hawkmann, Castro, Bennett, 
& Barrow, 2015; Lanahan, 2006; Owens, 1997). Therefore, this study set out to 
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expand our knowledge of preservice elementary school teachers’ experiences on 
teaching practice courses (Teaching Practice I and Teaching Practice II) in the 
context of social studies lessons.

1.1.		 Benefits	to	Preservice	Teachers	of	Practice	Courses

Teaching practice is a course that allows preservice teachers to perform planned 
and systematic observation and practice in the real classroom environment 
related to their fields, as well as to receive feedback on their practice, in order 
to improve their teaching skills (MoNE/MEB, 2018a, p. 2002, 2021, p. 1052). 
By offering future teachers the opportunity to observe the real learning-teaching 
environment before they become professional teachers and to gain authentic 
experience under the supervision of experienced teachers and supervisors 
(Cohen, Hoz, & Kaplan, 2013; Ulvik & Smith, 2011), the teaching practice 
courses are indispensable to teacher training (Fazio & Volante, 2011, p. 126). 

Although there will be unique situations specific to their own real 
classroom environment, teaching practice courses offer preservice teachers 
an important opportunity to observe and experience some general principles 
(Ulvik & Smith, 2011). In teaching practice courses, preservice teachers apply 
the theoretical knowledge in real classrooms that they have acquired in teacher 
training programs, so they can develop their teaching skills and competencies by 
discovering their weaknesses and strengths (Bektaş & Ayvaz Can, 2019; Mok, 
2005; Özden, 2012; Saka, 2019; Smith & Lev-Ari, 2005).  

The value of teaching practice courses to preservice teachers is well-
documented. For instance, research showed that teaching practice courses 
enhanced the preservice teachers’ teaching self-efficacy beliefs (Al-Awidi & 
Alghazo, 2012; Atay, 2007; Basturk, 2016; Caires & Almeida, 2005; Cohen et 
al., 2013; Davran, 2006; Eker, 2015; Koç, 2015; Öksüz & Coşkun, 2012) and 
supported them in developing a positive occupational perception towards the 
teaching profession (Baş & Şentürk, 2019; Batmaz & Ergen, 2020; Caires & 
Almeida, 2005; Şişman & Acat, 2003), as well as communication skills (Batmaz 
& Ergen, 2020; Karadüz, Eser, Şahin, & İlbay, 2009; Özdaş, 2018), classroom 
management skills (effective time management, coping with undesired behaviors, 
etc.) (Altıntaş & Görgen, 2014; Atmiş, 2013; Koç & Yıldız, 2012; Saka, 2019; 
Ulu Kalın, Kumandaş, & Çalık Uzun, 2015; Yılmaz, 2007), and professional 
knowledge (Caires & Almeida, 2005; Jones & Vesilind, 1996; Karadüz et al., 
2009; Nilsson & van Driel, 2010; Özdaş, 2018; Smith & Lev-Ari, 2005). It is also 
reported that teaching practice courses have given preservice teachers invaluable 
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opportunities, such as applying the theoretical knowledge emphasized during 
teacher training (Atmiş, 2013; Basturk, 2016; Batmaz & Ergen, 2020; Çetin, 2015; 
Smith & Lev-Ari, 2005; Ulu Kalın et al., 2015), recognizing students from various 
aspects such as their cognitive, emotional, and skills development, etc. (Atmiş, 
2013; Basturk, 2016; Jones & Vesilind, 1996; Koç & Yıldız, 2012; Nilsson & 
van Driel, 2010; Özdaş, 2018; Saka, 2019), observing/experiencing occupational 
problems and coping with them (Atmiş, 2013; Caires & Almeida, 2005), observing 
and communicating with experienced teachers and sharing experiences with them 
(Atmiş, 2013; Batmaz & Ergen, 2020), practicing a variety of teaching methods 
and techniques (Altıntaş & Görgen, 2014; Atmiş, 2013; Karadüz et al., 2009; 
Koç & Yıldız, 2012; Özdaş, 2018), creating teaching materials and using teaching 
technologies (Atmiş, 2013; Caires & Almeida, 2005; Karadüz et al., 2009; Koç & 
Yıldız, 2012; Özdaş, 2018), realizing their own teaching skills and limits (Altıntaş 
& Görgen, 2014; Özdaş, 2018; Saka, 2019), and learning how the administrative 
process works in schools as formal organizations (Altıntaş & Görgen, 2014; 
Batmaz & Ergen, 2020; Koç & Yıldız, 2012). 

Commensurate with the above-mentioned benefits of teaching practice 
courses, research has found that preservice elementary school teachers’ 
perceptions of this course were highly positive compared with other courses 
required in teacher training programs (Basturk, 2016; Çetin, 2015; Çetinkaya, 
2014; Kılıç & Acat, 2007; Süral, 2015). For example, Kılıç and Acat (2007) 
assessed preservice elementary school teachers’ opinions on 56 courses in 
terms of essentiality and job-utility and found that preservice elementary school 
teachers ranked the teaching practice course as essential and the most useful 
course. In a similar study, Süral (2015) also found that preservice elementary 
school teachers considered Teaching Practice I and Teaching Practice II to be 
the most necessary and to have the highest level of job-utility when taking into 
account all the 59 courses in their teacher training program. 

In the field of teacher training in Türkiye, teaching practice courses have 
become a major area of interest and a considerable amount of research has 
grown on this topic (Akbulut Taş & Karabay, 2016; Alkan, 2017; Başar, Gönül, 
& Demir, 2020; Dinçer & Kapısız, 2013). However, a search of the literature 
showed that there are few studies (Atmiş, 2013; Çetin, 2018; Hacıömeroğlu 
& Şahin-Taşkın, 2010; Haciomeroglu, 2013; Hoşşirin Elmas, 2010; Özden, 
2012; Soylu, 2012; Yılmaz, 2007) that investigated the preservice elementary 
school teachers’ experiences or perceptions about the teaching practice 
courses in relation to particular lessons within the area of elementary school 
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teacher training. In these studies, Hacıömeroğlu and Şahin-Taşkın (2010), 
Haciomeroglu (2013), Hoşşirin Elmas (2010), and Soylu (2012) examined the 
preservice elementary school teachers’ perceptions about or experiences in 
teaching practice courses in relation to mathematics teaching, Yılmaz (2007) 
in relation to science teaching, and Çetin (2018) in relation to life studies 
teaching. On the other hand, the research of Atmiş (2013) and Özden (2012) 
involved more than one lesson. However, although Atmiş’s (2013) study was 
comprehensive, covering analyses of a variety of lessons, including social 
studies, it gave limited information regarding preservice elementary school 
teachers’ experiences or views in relation to the social studies lessons, and was 
carried out with a small number of participants using focus group interviews 
and document analyses. The research of Özden (2012), unlike the current 
study and the previously mentioned studies, adopted an experimental design 
that aimed to explore the impact of the Teaching Practice II course, supported 
with reflective thinking practices, on the preservice elementary school teachers’ 
skills in creating constructivist learning environments in the life studies and the 
social studies lessons. 

The studies reviewed above highlight the need to delve further by 
investigating how the teaching practice courses in the elementary school teacher 
education programs are actually experienced in elementary schools by preservice 
elementary school teachers in the context of particular lessons. Therefore, this 
study intended to examine preservice elementary school teachers’ experiences 
during teaching practice courses in relation to the social studies lessons, which 
is one of the least investigated lessons in teaching practice-related research. In 
particular, this study sought to answer the following research questions:

1. What are the most-taught lessons by preservice elementary school 
teachers in teaching practice courses, and what are the reasons?

2. What is the distribution of preservice elementary school teachers who 
taught and did not teach social studies lessons in teaching practice courses?

3. What is the average number of lesson hours taught by preservice 
elementary school teachers on social studies lessons in teaching practice 
courses? What are the views of the preservice elementary school teachers about 
the sufficiency of lesson hours they taught social studies?

4. What are the views of the preservice elementary school teachers about 
guidance and feedback that they received for the social studies lessons they 
taught?  

5. What are the reasons in the case of preservice elementary school teachers 
not teaching social studies lessons on their teaching practice courses?
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2. Methodology

2.1.		 Research	Design

This study was carried out using a survey design, which is commonly used in 
education research and has many applications since it allows the researcher to 
learn about many aspects of people, such as “the attitudes, opinions, behaviors, 
or characteristics of the population” (Creswell, 2012, p. 376).

2.2.		 Participants

The participants of this study were 102 fourth-grade preservice elementary school 
teachers at a state university in Türkiye. It was carried out at the end of the spring 
term of the 2018-2019 academic year. All participants (N = 102) completed their 
Teaching Practice I course while 99 completed Teaching Practice II course 
because three participants had one week remaining to complete their teaching 
practice when the data were gathered. Of the participants, 82 (80.4%) were 
females and 19 (18.6%) were males. One (1%) participant did not report gender.

Teaching Practice I (5 credits) and Teaching Practice II (5 credits) are 
mandatory courses in the Elementary School Teacher Training Program and are 
required in the last year of the program, namely, in the seventh and eight terms, 
respectively (Turkish Council of Higher Education [CoHE/YÖK], 2007, 2018). 

2.3.		 Data	Collection	and	Analysis

The data were collected through a questionnaire, which consisted of closed- 
and open-ended questions and was constructed based on previous studies 
(Aslanargun, Kılıç, & Acar, 2012; Atmiş, 2013; Baştürk, 2009; Morin, 1996; 
Paker, 2008). In the questionnaire, participants responded to the same questions 
for both the Teaching Practice I and Teaching Practice II courses, as well as 
demographic questions. 

Responses to the closed-ended questions were analyzed using frequencies 
and percentages while content analyses were performed on the data gathered 
by the open-ended questions. In the content analysis, responses were coded and 
grouped under themes, and frequencies were calculated for the obtained codes 
and themes (Creswell, 2012; Miles & Huberman, 1994; Tavşancıl & Aslan, 
2001). To achieve reliability in coding, the coding process was repeated several 
times (three times) by the researcher, and when needed, an outside expert was 
consulted (Miles & Huberman, 1994).
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The findings related to the lessons most taught by preservice elementary 
school teachers in elementary schools during the Teaching Practice I and 
Teaching Practice II courses are given in Table 1.

Table 1: Most-Taught Lessons by Preservice Elementary School Teachers in 
Teaching Practice Courses (N = 102)

 Teaching Practice I
Lessons n %

Mathematics 60 58.8
Turkish 24 23.5
Life Studies 12 11.8
Science 4 3.9
Social Studies 1 1.0
Music 1 1.0
Total 102 100

Teaching Practice II
Lessons n %

Mathematics 49 48.0
Turkish 37 36.3
Life Studies 15 14.7
Science 1 1.0
Total 102 100

As seen in Table 1, mathematics (58.8%) was the most-taught lesson by 
the preservice elementary school teachers in the Teaching Practice I. Turkish 
(23.5%), life studies (11.8%), science (3.9%), social studies (1.0%), and music 
(1.0%) followed the mathematics lesson, respectively. Similarly, mathematics 
(48.0%) was the most-taught lesson in Teaching Practice II. Turkish (36.3%), life 
studies (14.7%), and science (1.0%) lessons followed mathematics sequentially. 

Only one preservice elementary school teacher taught the social studies 
lesson the most in Teaching Practice I; and the social studies lesson was not one 
of the most-taught lessons by the participants in Teaching Practice II.

Reasons	Given	 by	 Preservice	Elementary	 School	 Teachers	 for	 the	 Lessons	
Most	Taught	in	Teaching	Practice	Courses

The responses of participants to the open-ended questions on the survey as to why they 
had taught a particular lesson the most during the Teaching Practice I and Teaching 
Practice II courses were analyzed, and results are given in Table 2 and Table 3.

Most-Taught Lessons by Preservice Elementary School Teachers in 
Teaching Practice Courses

3. Findings



THE SOCIAL STUDIES TEACHING EXPERIENCES OF PRESERVICE ELEMENTARY . . .     57

Ta
bl

e 
2:

 R
ea

so
ns

 G
iv

en
 fo

r t
he

 M
os

t-T
au

gh
t L

es
so

ns
 in

 th
e 

Te
ac

hi
ng

 P
ra

ct
ic

e 
I C

ou
rs

e 
(N

 =
 1

02
)

T
he

m
es

C
od

es

L
es

so
ns

To
ta

l 
(N

 =
 1

02
) 

M
at

he
m

at
ic

s 
(n

 =
 6

0)
 

Tu
rk

is
h 

(n
 =

 2
4)

Li
fe

 
St

ud
ie

s 
(n

 =
 1

2)

Sc
ie

nc
e 

(n
 =

 4
)

So
ci

al
 

St
ud

ie
s 

(n
 =

 1
)

M
us

ic
 

(n
 =

 1
)

f
f

f
f

f
f

f

R
ea

so
ns

 st
em

m
in

g 
fr

om
 

pr
ac

tic
al

 a
sp

ec
ts

 (f
 =

 4
1)

It 
is

 e
as

ie
r t

o 
te

ac
h 

th
is

 le
ss

on
.

6
6

9
—

—
—

21
Pr

ep
ar

at
io

n 
(p

re
pa

rin
g 

le
ss

on
 p

la
ns

, m
at

er
ia

ls
, e

tc
.) 

fo
r 

th
is

 le
ss

on
 is

 e
as

ie
r.

8
2

—
—

—
—

10

I c
an

 te
ac

h 
th

is
 le

ss
on

 m
or

e 
ef

fe
ct

iv
el

y.
7

1
—

1
—

—
9

I w
as

 g
iv

en
 m

or
e 

le
ss

on
 h

ou
rs

 fo
r t

hi
s l

es
so

n 
to

 te
ac

h 
in

 a
 p

ra
ct

ic
e 

da
y.

—
1

—
—

—
—

1

R
ea

so
ns

 st
em

m
in

g 
fr

om
 

te
ac

he
rs

 a
t t

he
 p

ra
ct

ic
e 

sc
ho

ol
s (

f =
 3

9)

Te
ac

he
rs

 a
t t

he
 p

ra
ct

ic
e 

sc
ho

ol
 p

re
fe

rr
ed

 u
s t

o 
te

ac
h 

th
is

 le
ss

on
 m

or
e.

 
23

9
4

1
1

1
39

R
ea

so
ns

 a
ris

in
g 

fr
om

 
po

si
tiv

e 
vi

ew
s o

f t
he

 
le

ss
on

s (
f =

 3
8)

I l
ik

e 
th

is
 le

ss
on

 m
or

e/
I a

m
 m

or
e 

in
te

re
st

ed
 in

 th
is

 
le

ss
on

.
20

5
1

—
—

—
26

Th
is

 le
ss

on
 is

 m
or

e 
im

po
rta

nt
.

2
2

—
—

—
—

4
Th

is
 le

ss
on

 is
 m

or
e 

en
jo

ya
bl

e 
fo

r s
tu

de
nt

s.
3

1
—

—
—

—
4

I w
an

te
d 

to
 d

ev
el

op
 m

ys
el

f i
n 

te
ac

hi
ng

 th
is

 le
ss

on
.

4
—

—
—

—
—

4

R
ea

so
ns

 st
em

m
in

g 
fr

om
 th

e 
w

ee
kl

y 
le

ss
on

 
sc

he
du

le
 a

t t
he

 p
ra

ct
ic

e 
sc

ho
ol

s (
f =

 1
1)

I h
ad

 m
or

e 
op

po
rtu

ni
tie

s t
o 

te
ac

h 
th

is
 le

ss
on

 b
ec

au
se

 
of

 th
e 

le
ss

on
 sc

he
du

le
 o

f t
ea

ch
er

s w
ho

se
 c

la
ss

es
 I 

at
te

nd
ed

.
2

2
1

2
—

—
7

I h
ad

 m
or

e 
op

po
rtu

ni
tie

s t
o 

te
ac

h 
th

is
 le

ss
on

 b
ec

au
se

 
I u

su
al

ly
 fo

llo
w

ed
 th

e 
sa

m
e 

gr
ad

e 
le

ve
ls

 (1
st

, 2
nd

, o
r 

3r
d 

gr
ad

es
).

1
2

1
—

—
—

4



58    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

As observed in Table 2, the reasons given by the preservice elementary 
school teachers for the most-taught lessons in Teaching Practice I were grouped 
under four themes, as follows: Reasons stemming from practical aspects (f = 
41), Reasons stemming from teachers at the practice schools (f = 39), Reasons 
arising from positive views of the lessons (f =38), and Reasons stemming from 
the weekly lesson schedule at the practice schools (f =11). 

When considering the codes independently, Teachers at the practice 
school preferred us to teach this lesson more (f = 39), I like this lesson more/I 
am more interested in this lesson (f = 26), It is easier to teach this lesson (f = 21), 
Preparation (preparing lesson plans, materials, etc.) for this lesson is easier (f 
= 10), and I can teach this lesson more effectively (f = 9) were the first-five most 
written reasons by the preservice elementary school teachers for the most-taught 
lessons in Teaching Practice I.
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As Table 3 reveals, the reasons stated by the preservice elementary school 
teachers for the lessons most taught in Teaching Practice II were grouped under 
four themes, which were: Reasons stemming from teachers at the practice 
schools (f = 41), Reasons arising from positive views of the lessons (f = 32), 
Reasons stemming from practical aspects (f = 27), and Reasons stemming from 
the weekly lesson schedule at the practice schools (f = 17). 

In terms of codes, the first-five most repeated reasons for the lessons most 
taught in Teaching Practice II were as follows: Teachers at the practice school 
preferred us to teach this lesson more (f = 41), I like this lesson more/I am 
more interested in this lesson (f = 16), It is easier to teach this lesson (f = 15), 
I had more opportunities to teach this lesson because of the lesson schedule of 
teachers whose classes I attended (f = 15), and I wanted to develop myself in 
teaching this lesson (f = 7).

Number	of	Preservice	Elementary	School	Teachers	Who	Taught	and	Did	Not	
Teach	Social	Studies	Lessons	in	Teaching	Practice	Courses

The figures of how many preservice elementary school teachers taught or did 
not teach social studies lessons during the Teaching Practice I and Teaching 
Practice II courses are shown in Table 4.

Table 4: Number of Preservice Elementary School Teachers Teaching and 
Not Teaching Social Studies Lessons in Their Allotted Teaching Practice 

Courses

Teaching/Not Teaching Social Studies 
Lessons

Teaching 
Practice I

Teaching 
 Practice II

n % n %
Preservice elementary school teachers 
who taught social studies lessons

67 65.7 50 49.0

Preservice elementary school teachers 
who did not teach any social studies 
lessons

35 34.3 52 51.0

Total 102 100 102 100

Table 4 shows that 65.7% of preservice elementary school teachers taught 
at least one social studies lesson in Teaching Practice I, and 49.0% in Teaching 
Practice II. However, out of all the participants, 34.3% in Teaching Practice I 
and 51.0% in Teaching Practice II did not teach any social studies lessons. More 
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details of those teaching and not teaching the social studies lessons during the 
teaching practice courses are enumerated in Table 5.

Table 5: Detailed Numbers of Preservice Elementary School Teachers 
Teaching and Not Teaching Social Studies Lessons in Their Allotted 

Teaching Practice Courses

Teaching/Not Teaching Social Studies Lessons n %

Those who taught social studies lessons only in Teaching 
Practice I 

30 29.4

Those who taught social studies lessons only in Teaching 
Practice II 

13 12.7

Those who taught social studies lessons in both Teaching 
Practice I and Teaching Practice II

37 36.3

Those who taught social studies lessons in at least one of 
Teaching Practice I or Teaching Practice II, or in both courses

80 78.4

Those who taught social studies lessons in neither Teaching 
Practice I nor Teaching Practice II

22 21.6

As Table 5 shows, 29.4% of preservice elementary school teachers taught 
social studies lessons only in Teaching Practice I, 12.7% only in Teaching 
Practice II, and 36.3% in both Teaching Practice I and Teaching Practice II. 
These findings suggest that the number of participants who taught some social 
studies lessons in the Teaching Practice courses, namely, only in Teaching 
Practice I or Teaching Practice II, or in both courses, is 80 (78.4%). On the 
other hand, 22 participants (21.6%) did not teach any social studies lessons in 
either of the two teaching practice courses.

Descriptive statistics related to the social studies lesson hours that 
preservice elementary school teachers taught in Teaching Practice I (n = 67) 
and Teaching Practice II (n = 50) are given in Table 6.

Table 6: Lesson Hours Devoted to Social Studies Taught by Preservice 
Elementary School Teachers in Teaching Practice Courses

Course M SD
Teaching Practice I 3.25 2.14
Teaching Practice II 3.32 2.22
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As seen in Table 6, preservice elementary school teachers taught social 
studies for approximately 3.25 (SD = 2.14) lesson hours in Teaching Practice I 
and 3.32 (SD = 2.22) lesson hours in Teaching Practice II.

Views	of	Preservice	Elementary	School	Teachers	on	the	Sufficiency	of	Lesson	
Hours	They	Taught	Social	Studies

The views of preservice elementary school teachers concerning whether the 
lesson hours that they taught social studies in the Teaching Practice I and 
Teaching Practice II courses were sufficient to gain adequate experience related 
to social studies teaching are given in Table 7.

Table 7: Views of Preservice Elementary School Teachers Considering 
Sufficiency of Lesson Hours They Taught Social Studies

Sufficiency of Lesson Hours

Teaching Practice I 
(n = 67)

Teaching Practice II 
(n = 50)

n % n %

Sufficient to gain adequate experience 25 37.3 17 34.0

Insufficient to gain adequate experience 42 62.7 33 66.0

As seen in Table 7, 37.3% of preservice elementary school teachers who 
taught social studies lessons in Teaching Practice I, and 34.0% in Teaching 
Practice II, considered the lesson hours enough to gain adequate experience 
related to social studies teaching. Nevertheless, 62.7% in Teaching Practice I 
and 66.0% in Teaching Practice II thought the opposite, that the lesson hours 
they taught social studies were insufficient to achieve adequate experience.

Views	 of	 Preservice	 Elementary	 School	 Teachers	 About	 Guidance	 and	
Feedback	for	Social	Studies	Lessons	They	Taught

The opinions of the preservice elementary school teachers regarding the guidance 
and feedback from cooperating teachers and faculty supervisors for the social 
studies lessons they taught in elementary schools in the Teaching Practice I and 
Teaching Practice II courses are given in Table 8 and Table 9.
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Table 8: Views of Preservice Elementary School Teachers About Guidance 
and Feedback for Social Studies Lessons They Taught in Elementary Schools 

in Teaching Practice I
Teaching Practice I

                                                       (n = 67)
                                                                  Cooperating          Faculty 

teachers          supervisors
n % n %

Received guidance in planning and preparation for 
social studies lessons 

40 59.7 31 46.3

Guidance was sufficient 19 47.5 15 48.4
Guidance was insufficient 21 52.5 16 51.6

Did not receive any guidance in planning and 
preparation for social studies lessons 

27 40.3 36 53.7

Received feedback after teaching social studies 
lessons

57 85.1 38 56.7

Feedback was sufficient 31 54.4 16 42.1
Feedback was insufficient 26 45.6 22 57.9

Did not receive any feedback after teaching social 
studies lessons

10 14.9 29 43.3

As observed in Table 8, a slight majority of preservice elementary school 
teachers (59.7%) who taught social studies lessons in elementary schools during 
Teaching Practice I indicated that they had received guidance in the planning 
and preparation for social studies lessons from cooperating teachers. However, 
52.5% considered the guidance they received to be insufficient while only 47.5% 
thought it to be sufficient. On the other hand, 40.3% claimed that they did not 
receive any guidance in their planning and preparation for social studies lessons 
from cooperating teachers. 

As for feedback from cooperating teachers, 85.1% indicated that they had 
received feedback after teaching social studies lessons in Teaching Practice I. 
However, 54.4% evaluated the feedback as sufficient and 45.6% as insufficient. 
Of the participants who taught social studies lessons, 14.9% indicated not 
receiving any feedback from cooperating teachers after teaching social studies 
lessons. 

Again as Table 8 shows, 46.3% of the participants reported having received 
guidance in planning and preparation for the social studies lessons they taught 

Guidance and Feedback for Social Studies 
Lessons
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in Teaching Practice I from faculty supervisors, while 53.7% indicated they 
did not get any guidance. Moreover, whereas 48.4% of those who reported to 
have received guidance from faculty supervisors in planning and preparation for 
social studies lessons considered the guidance to be sufficient, 51.6% considered 
that it was insufficient.

As for feedback received from faculty supervisors, 56.7% of the participants 
reported to have been given feedback after teaching the social studies lessons 
in Teaching Practice I, while 43.3% indicated that they had not received any 
feedback about their social studies teaching. However, 57.9% of those who 
taught social studies lessons in Teaching Practice I considered the feedback they 
had received from faculty supervisors as insufficient, whereas 42.1% thought 
that it was sufficient.

Table 9: Views of Preservice Elementary School Teachers About Guidance 
and Feedback for Social Studies Lessons They Taught in Elementary Schools 

in Teaching Practice II
Teaching Practice II

(n = 50)

                          Cooperating          Faculty
teachers           supervisors

n % n %
Received guidance in planning and preparation for 
social studies lessons 

30 60.0 15 30.0

Guidance was sufficient 20 66.7 7 46.7
Guidance was insufficient 10 33.3 8 53.3

Did not receive any guidance in planning and 
preparation for social studies lessons 

20 40.0 35 70.0

Received feedback after teaching social studies 
lessons

38 76.0 18 36.0

Feedback was sufficient 24 63.2 9 50.0
Feedback was insufficient 14 36.8 9 50.0

Did not receive any feedback after teaching social 
studies lessons

12 24.0 32 64.0

As seen in Table 9, of preservice elementary school teachers who taught 
social studies lessons in elementary schools as part of Teaching Practice II, 
60.0% indicated they had received guidance from cooperating teachers in 

Guidance and Feedback for Social 
Studies Lessons
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planning and preparation for social studies lessons. However, 66.7% considered 
guidance they had received from cooperating teachers to be sufficient, while 
33.3% considered the guidance to be insufficient. On the other hand, 40.0% 
reported not receiving any guidance from cooperating teachers in planning and 
preparation for the social studies lessons they taught.

Seventy-six percent of preservice elementary school teachers who taught 
social studies lessons in elementary schools in Teaching Practice II indicated 
they had received feedback from cooperating teachers after teaching the lessons, 
while 24.0% stated not receiving any feedback after teaching the social studies 
lessons. Of the participants who taught social studies lessons and received 
feedback from cooperating teachers, 63.2% thought the feedback to be sufficient, 
while 36.8% thought it was insufficient. 

Again as observed in Table 9, of the participants who taught social studies 
lessons in Teaching Practice II, 70% indicated that they had not received any 
guidance from faculty supervisors in planning and preparation for the social 
studies lessons, with only 30.0% who reported to have received guidance. 
Moreover, 53.3% of the participants regarded the guidance as insufficient 
compared with 46.7% who thought it to be sufficient. Similarly, most of the 
participants (64.0%) reported not to have received any feedback from faculty 
supervisors after teaching the social studies lessons in Teaching Practice II. 
However, 36.0% indicated they had received feedback from faculty supervisors 
about their social studies instructions, with 50.0% considering the feedback 
sufficient and 50.0% insufficient. 

Reasons	Given	by	Preservice	Elementary	School	Teachers	Why	They	Did	Not	
Teach	Social	Studies	Lessons	in	Teaching	Practice	Courses

Preservice elementary school teachers’ responses to the open-ended questions as 
to why they had not taught any social studies lessons in the Teaching Practice 
I and Teaching Practice II courses were analyzed, and the results are given in 
Table 10 and Table 11.
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Table 10: Reasons Given by Preservice Elementary School Teachers for Not 
Teaching Any Social Studies Lessons in Teaching Practice I (n = 35)

Themes Codes f

Reasons stemming from the 
weekly lesson schedule at 
the practice schools (f = 23)

I did not have an opportunity to teach 
social studies lessons because of the 
lesson schedule of teachers whose classes 
I attended. 

14

I did not have an opportunity to teach 
social studies lessons because I usually 
followed the same grade levels (1st, 2nd, 
or 3rd grades).

9

Reasons stemming from 
teachers at the practice 
schools (f = 13)

Teachers at the practice school preferred 
us to teach other lessons.

13

Reasons stemming from 
practical aspects (f = 2)

I did not prefer social studies lessons 
because I thought I could teach other 
lessons better.

1

Preparation for social studies lessons is 
difficult.

1

The reasons for preservice elementary school teachers not teaching any 
social studies lessons in Teaching Practice I, shown in Table 10, consisted of 
five codes and three themes. The most mentioned reason was I did not have an 
opportunity to teach social studies lessons because of the lesson schedule of 
teachers whose classes I attended (f = 14). Other frequently mentioned reasons 
given were Teachers at the practice school preferred us to teach other lessons (f 
= 13) and I did not have an opportunity to teach social studies lessons because I 
usually followed the same grade levels (1st, 2nd, or 3rd grades) (f = 9).
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Table 11: Reasons Given by Preservice Elementary School Teachers for Not 
Teaching Any Social Studies Lessons in Teaching Practice II (n = 52)

Themes Codes f

Reasons stemming from the 
weekly lesson schedule at the 
practice schools (f = 37)

I did not have an opportunity to teach 
social studies lessons because of the lesson 
schedule of teachers whose classes I 
attended.

26

I did not have an opportunity to teach social 
studies lessons because I usually followed 
the same grade levels (1st, 2nd, or 3rd 
grades).

11

Reasons stemming from 
teachers at the practice 
schools (f = 18)

Teachers at the practice school preferred us 
to teach other lessons.

18

Reasons stemming from 
practical aspects (f = 1)

It is difficult to teach social studies lessons. 1

As observed in Table 11, similar findings were obtained in Teaching 
Practice II as reasons for preservice elementary school teachers not teaching 
any social studies lessons. The most-reported reason was I did not have an 
opportunity to teach social studies lessons because of the lesson schedule of 
teachers whose classes I attended (f = 26), which was followed by Teachers at 
the practice school preferred us to teach other lessons (f = 18), I did not have an 
opportunity to teach social studies lessons because I usually followed the same 
grade levels (1st, 2nd, or 3rd grades) (f = 11), and It is difficult to teach social 
studies lessons (f = 1).

4. Discussion and Suggestions

This study examined preservice elementary school teachers’ social studies 
teaching experiences within the Teaching Practice I and Teaching Practice II 
courses. The study showed that preservice elementary school teachers mostly 
taught mathematics, Turkish, life studies, science, social studies, and music, 
respectively, in Teaching Practice I, while they mostly taught mathematics, 
Turkish, life studies, and science, respectively, in Teaching Practice II. Similarly, 
Atmiş (2013) found that although preservice elementary school teachers 
practiced in almost every lesson in the teaching practice course, they mostly 
practiced in Turkish, mathematics, life studies, science and technology, and 
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social studies lessons, respectively. Atmiş (2013) commented that the reason 
for the most practice in the Turkish lesson was that this lesson had many lesson 
hours in a week. In addition, Girgin and Şahin (2019, p. 1611) also observed that 
preservice elementary school teachers had the opportunity to practice in different 
numbers in different lessons in the teaching practice course, and the weekly 
lesson schedules in schools affected how much the preservice elementary school 
teachers could instruct a particular lesson during the teaching practice course.

In the current study, when participants were asked about the reasons for the 
courses they taught the most, the weekly lesson schedule at the practice schools 
in both Teaching Practice I and Teaching Practice II was found to be the least 
effective factor for preservice elementary school teachers to teach particular 
lessons the most. On the other hand, preference of the teachers at the practice 
schools, positive views of preservice elementary school teachers about the lesson 
(namely, liking the lesson more/having more interest in the lesson, considering 
the lesson to be more important, more enjoyable, and easier for students, and 
the desire for self-development in teaching the lesson), and practical reasons 
(namely, ease of teaching the lesson, ease of preparation for the lesson, belief in 
teaching the lesson more effectively, being given more lesson hours in a practice 
day) were found to be the most common factors in the preservice elementary 
school teachers’ preferences of lessons they would teach at practice schools.

Findings of the current study showed that 34.3% and 51.0% of the 
participants did not teach any social studies lessons in Teaching Practice I and 
Teaching Practice II, respectively. Moreover, detailed analyses revealed that 
78.4% of the participants taught some social studies in teaching practice courses 
(only in Teaching Practice I or Teaching Practice II, or both), but 21.6% did not 
teach any social studies lessons in the teaching practice courses. In other words, 
one-fifth of the preservice elementary school teachers graduate without having 
social studies teaching experience in the real classroom environment. It was 
also found that even those who taught social studies did not have a very positive 
opinion about the number of lesson hours and the guidance/feedback they 
received. Most of the preservice elementary school teachers who taught social 
studies lessons in elementary schools considered the lesson hours insufficient to 
gain adequate experience, and most importantly, it was found that they either did 
not obtain any guidance and/or feedback or they received insufficient guidance 
and/or feedback related to their social studies teaching. 

To sum up, given the views of preservice elementary school teachers 
about the sufficiency of the social studies lesson hours they taught, guidance in 
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planning and preparation for social studies lessons, and feedback after teaching 
social studies lessons, it is understood that even those who actually taught social 
studies lessons in elementary schools could not benefit as much as they had 
hoped. 

These findings are in accord with those of earlier studies that found 
preservice elementary school teachers could not adequately experience some 
lessons in their teaching practice courses and they considered that this insufficient 
experience did not support their professional development (Gündogdu, Coşkun, 
Albez, & Bay, 2010; Hacıömeroğlu & Şahin-Taşkın, 2010; Hawkmann et al., 
2015; Hoşşirin Elmas, 2010; Lanahan, 2006; Owens, 1997). For instance, 
Hawkmann et al. (2015), Lanahan (2006), and Owens (1997) found that 
preservice elementary school teachers’ experiences in social studies lessons in 
real classroom environments were not sufficient, and also, their evaluation of 
experiences was not positive in general.

In addition, although there are research findings that preservice teachers 
reported mostly positive opinions about the guidance and/or feedback they 
received in their teaching practices (Aslanargun et al., 2012; Kalender, 2020; 
Morin, 1996), in many studies it was found that preservice teachers did not 
receive sufficient guidance and/or feedback during their teaching practice (Atmiş, 
2013; Aytaç, 2010; Bektaş & Ayvaz Can, 2019; Bektaş & Ayvaz, 2012; Çelik & 
Gül, 2018; Çetin, 2015; Davran, 2006; Gündogdu et al., 2010; Hacıömeroğlu & 
Şahin-Taşkın, 2010; Hawkmann et al., 2015; Özkılıç, Bilgin, & Kartal, 2008; 
Özonay Böcük, 2014; Paker, 2008; Saka, 2019; Süral, 2017; Yılmaz, 2015; 
Yılmaz, 2011), as also demonstrated by comprehensive and systematic review 
studies (Akbulut Taş & Karabay, 2016; Alkan, 2017; Köse & Caner, 2022).

However, there is an essential need for educational elements such as 
discussion, guidance, and feedback that will enable preservice teachers to obtain 
qualified experiences to benefit from the teaching practice at the maximum 
level (Aslanargun et al., 2012; Basturk, 2016; Kalender, 2020; Owens, 1997; 
Özkılıç et al., 2008; Portman & Abu Rass, 2019). In addition to this educational 
need, preservice teachers also expect more guidance and feedback from their 
cooperating teachers and faculty supervisors (Bektaş & Ayvaz Can, 2019; 
Bektaş & Ayvaz, 2012; Kalender, 2020; Koç, 2015; Koç & Yıldız, 2012; Owens, 
1997; Süral, 2017; Ulu Kalın et al., 2015; Yılmaz, 2011). Considering these 
deficiencies, insufficient feedback and guidance in teaching practice courses and 
the reasons for these insufficiencies would appear to be an important research 
topic (Alkan, 2017). Therefore, future research on the reasons why preservice 
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elementary school teachers are not given enough guidance and feedback by the 
cooperating teachers and faculty supervisors in the context of social studies 
lessons and solution suggestions is recommended.

In this study, the main reasons why some of the preservice elementary 
school teachers did not teach any social studies lesson in the teaching practice 
courses were found to stem mostly from the weekly lesson schedule and the 
teachers at the practice schools. In particular, participants reported not having 
an opportunity to do social studies teaching because of the lesson schedule 
of teachers whose classes they attended and they usually followed the same 
grade levels (1st, 2nd, or 3rd grades). The social studies lesson is taught only 
in the 4th grade as three lesson hours (40 minutes per lesson) per week in 
elementary schools (1-4th grades) (MoNE/MEB, 2014, 2016, 2018b). It would 
seem that the fact that the social studies lesson is taught only in the 4th grade 
at elementary school level reduces the probability of preservice elementary 
school teachers gaining sufficient experience in this lesson during teaching 
practice courses.

This finding of the research highlights the importance of planning the 
teaching practice course. In order for preservice elementary school teachers to 
gain quantitatively and qualitatively sufficient experience both in social studies 
and in other lessons, it is imperative to plan the teaching practice days and 
lessons that will be taught by preservice teachers in a detailed and systematic 
way with cooperation and coordination to be established between faculties and 
practice schools (Awaya et al., 2003; Baştürk, 2009; Hacıömeroğlu & Şahin-
Taşkın, 2010; Hawkmann et al., 2015; Hoşşirin Elmas, 2010; Lanahan, 2006; 
Morin, 1996; Owens, 1997).

In the present study, along with the lesson schedule, preferences of the 
in-service elementary school teachers were found to be one of the main effective 
factors in the social studies teaching experiences of the preservice elementary 
school teachers. Some of the participants indicated that teachers at the practice 
schools preferred them to teach lessons other than social studies. Supporting 
this finding, Owens (1997) asserts that views of the in-service teachers in the 
practice schools about the social studies lesson can be a determinative factor 
for the preservice teachers’ experience relating to the social studies lesson. For 
this reason, preservice elementary school teachers placed in the classrooms of 
in-service teachers who are interested in social studies teaching could teach 
more social studies lessons and receive the expected and desired guidance and 
feedback (Owens, 1997, p.118). 
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Taken together, these findings show that the reasons why preservice 
elementary school teachers do not teach social studies lessons in practice 
schools are not due to internal factors but for reasons other than themselves, 
which is a problem that can be solved in cooperation with faculties and 
elementary schools. This interpretation is also supported by studies (Taşdere, 
2014) in which preservice elementary school teachers complained about not 
experiencing different lessons in their teaching practice, which indicates that 
they hold positive attitudes towards experiencing a variety of lessons in real 
classroom environments (Taşdere, 2014). 

In closing, given the fact that the teaching practice is a multi-stakeholder 
course and how effectively these courses are implemented depends on the 
conditions of education faculties and elementary schools with which the faculty 
cooperate (Alemdağ & Özdemir Şimşek, 2017, p. 174), further studies are 
needed with as many elementary schools and universities as possible, including 
in-service elementary school teachers and faculty supervisors as participants as 
well, which would provide a comparison between groups, and give a broader 
perspective and greater insight into the state of social studies lessons in teaching 
practice courses, all of which could help these courses to be developed in a way 
that would be more beneficial to preservice elementary school teachers. 
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[Yüksek Lisans Tezi, Yüzüncü Yıl Üniversitesi, Van]. Yükseköğretim Kurulu 
Ulusal Tez Merkezi Veri Tabanı. 

Dinçer, S., & Kapısız, T. (2013). Öğretmen adaylarının uygulama dersleri 
ile ilgili yapılan akademik çalışmalarının içerik analizi [Content analysis of 
academic research about pre-service teachers’ training course]. Gaziantep 
University Journal of Social Sciences [Technology special issue], 12(2), 281-
294. https://dergipark.org.tr/tr/download/article-file/223277

Eker, C. (2015). Öğretmenlik uygulaması dersinin sınıf öğretmeni
adaylarının mesleki yeterlilikleri kazanmaları üzerine etkisi [The effect of 
teaching practice course on acquiring the occupational skills of pre-service 
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Introduction

There have been various types of definitions of the concept of environment 
and so for environmental education. The environment may be defined as 
the place which contains living and nonliving things (Lutgens, Tarbuck 

and Tasa, 2013). It may be defined as the place in which living and nonliving 
sustain their biological activities (Güney, 2003; Özbuğutu et al., 2014). Another 
definition might be the interaction of living and nonliving beings (Keleş and 
Hamamcı, 2002). It can be inferred from the definition above that there is a 
mutual interaction between human beings, other living beings (animals, plants 
and microorganisms) and nonliving beings (air, water, earth, climate) (Parlak, 
2004). 

Similar to the term environment, various meanings are attached to 
environmental education. Environmental education is defined as the acquirement 
of responsible behavior for the sake of environment (Howe & Disinger, 1991; 
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Hungerford & Yolk, 1990). Environmental education might also be defined 
as attitudes, values, knowledge and skills development for protecting the 
environment (Erten, 2006). Another definition might be systematic instruction 
to help students displaying environmentally friendly behaviors and seeing the 
results of these (UNESCO, 1977). In Tiflis Declaration (1977) the quality, aims 
and pedagogical principles of environmental education, which was seen as a 
prerequisite for solving environmental problems were emphasized (Ünal and 
Dımışkı, 1999; Palmer and Neal, 1994). It appears that a consensus is achieved 
on the outcome of the environmental education where students can develop 
values, attitudes and skills surrounded by environmental knowledge. 

Both science, social science and environmental educators agree on the 
statements aforementioned. Yet its cognitive dimension such as teaching the 
environmental knowledge has become preeminent and the teaching of attitudes, 
values and skills remained less succeeded issues (Gigliotti, 1990; Iozzi, 1989). 
Various arguments have been aired and different solutions have been suggested 
to maintain the outcomes of environmental education. According to Lucas these 
arguments might be grouped as “education in the environment”, “education 
about the environment” and “education for the environment” (Jickling and 
Spork, 1998). Some of these views might not be enough to achieve the outcomes 
for environmentally literate students. 

Lucas’s classification (Lucas, 1995) has been enriched and developed as 
trials were made, and outcomes were/were not achieved. There are four main 
approaches on environmental education adopted. These are “education in/with 
the environment”, “environment management education”, “education on the 
environment” and “education for the environment” (Sauve, 2005; Kabapınar, 
2015a). The approaches of ‘education in the environment’ or ‘education with 
the environment’ in which the concept of ‘natural environment’ is of importance 
have been adopted in the period when the environmental education phenomenon 
emerges. According to this approach environmental education is the education 
carried out in the natural environment (Sauve, 2005). The approach of 
“education with environment” aims to have individuals acquire positive 
feelings and attitudes towards the environment and its elements by offering the 
opportunity to gain experiences. With respect to this approach, which defines 
natural environment as an instructor and learning field, informal education 
is the most effective education tool about environment (Clover et al, 2000). 
The examples are included as nature trip, out-of-school activities and outdoor 
teaching activities.
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The approach of “education with environment” is succeeded by 
“environment management education” which focuses, similarly, on environment 
and aims to preserve its elements. According to this approach, the environment 
which offers us a wide range of sources is of importance. The environment 
offers us the plants from which we can make food, drink, medicine and cloth, 
the animals, water, earth, energy and so on. This approach is based on preserving 
those sources in terms of quality and quantity (Sauve, 2005). The example 
is preserving water regardless of its source. Three points come to the fore in 
environment education programs designed in this way. These are reduction, 
reuse and recycle (3R) (Sauve, 2005). 

This approach, afterwards, yields to the approach of “education on 
the environment”. It dwells upon the interactions of the systems within the 
environment and their relationship with the living and nonliving beings. The 
environmental education programs, aiming to develop individuals’ skill to 
generate solutions, provide learning environment in order for individual to become 
aware of environmental issues, determine the ecological and social effects of 
them, suggest and evaluate the solutions proposed by others (Hungerford et al, 
1994). It is believed in this approach that the systematic model on environment 
will help the individual develop a holistic view. 

Whichever approach aforementioned is adopted in environmental education 
programs, the issues of ecological principles and the interaction between the 
elements of environment and human being’s life are among the issues to work on. 
In this sense, water and oxygen cycle, recycling, photosynthesis and respiration, 
plants’ growth process, environment pollution, fossil fuels and greenhouse effect 
are the ones need to be covered during the educational programme regardless of 
the discipline as science or social science.

Although “education on the environment” improves individuals’ level of 
knowledge about environmental problems, it may sometimes fail to help them act 
upon to save the environment (Linke, 1980; Erten, 2004). It is thought that being 
well-informed about the interaction between ecological principles and elements 
of environment, living or nonliving beings, is not sufficient for acting against 
environmental problems (Linke, 1980; Erten, 2003). Greenall (1980) underlined 
the similar point by stating that all slogans are welcomed as “education in the 
environment, education about the environment, education from the environment 
and education for the environment” yet the last one is named environmental 
education’ (Jickling and Spork, 1998). Some individuals may not take precaution 
against drought although they know that water resources are limited. It seems 
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more possible with the “education for the environment” approach to fulfill those 
points above. “Education for environment” is for preserving the environment 
and it aims to include the individuals in the process of taking precautions and 
proposing solutions (Howe & Disinger, 1991; Hungerford & Yolk, 1990). 

“Education for the environment” entails commitment and attendance in 
order to understand the social and ecological processes, the interaction between 
living and nonliving beings, in addition to empathize with the environment 
and to transfer all of them into action. “Education for environment” approach 
aims to have individuals understand the ecological balance and their roles in 
this balance, make them develop ideas about how they live harmoniously in 
planet, and finally, to make them acquire the necessary skills for effective and 
responsible attendance (Erol and Gezer, 2006). The individuals who are well-
informed about the environment are expected to transfer their knowledge into 
action. However, it is revealed that the curriculum and related instructional 
approaches designed in the line of education for environment fails to help students 
to make decisions about the events and problems concerning environment and 
put them into action. Moreover, it is discovered that this approach, itself, is not 
able to realize the international goals (Yılmaz Yıldız, 2006). The reason is that 
environmental education has something to do with a behavior pattern, not an 
issue to be learned. Thus, the education program may not be successful if it list 
the necessities and precautions or statements that described the desired behavior 
stating as ‘you/we must or must not…’. 

Environmental education programme designed in the line of “education 
for the environment” need to change not only the ways in which students think 
but also the ways in which they behave. Thus environmental educators suggest 
values education strategy for teaching (Newhouse, 1990). However, traditional 
values education which specially pay attention on the decision making rather 
than on the content become less successful (Ballantyne and Packer, 1996). 
In addition to this some educators underlined the necessity of instruction on 
dimensions such as attitudes, emotions and beliefs (Pooley et at., 2000). Yet the 
question how strategies for teaching attitudes, emotions and beliefs could be 
considered need to be answered.  

1. Environmental Education and Ethical attitudes  

The attitudes and behaviors of the individuals which determine their relationship 
with the environment is considered to result from their ethical approaches or 
altitudes as some states. This phenomenon is called as environmental ethics 
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(Karakoç, 2004). Individuals’ ethical perceptions fall into two different 
approaches; one of them is anthropocentricism (human-centered), and the other is 
ecocentricism (nature-centered) (Kortenkamp, Moore, 2001). Human-centered 
approach, Anthropocentricism, is the belief that human beings are the central 
species on the planet. According to this approach, other elements of environment 
(living or nonliving beings) are the instruments to be used by the humans for 
their benefits (Ünder, 1996). Other living beings do not have the essential value. 
Therefore, human beings do not have direct responsibilities towards nonliving 
beings and other living and non-living elements of the environment. In this 
perspective the ethical principles are only valid for humans (Karakoç, 2004). 
Anthropocentricism is mainly supported by the food chain. Humans are on the 
top of this chain. It shows that plants are for animals and the animals exist for the 
human beings. Another supporter of human-centered approaches is the view that 
the most intelligent creatures are on the top of the chain. The ones which are on 
the bottom of the chain exist for the ones on the top (Ünder, 1996). According 
to this ethical approach, all the elements of environment, living or nonliving 
beings, except from human beings, should be preserved if they are beneficial. 

On the contrary, according to environment–centered approach called as 
ecocentricism, human–beings are part of ecosystem and not superior to other 
elements of environment. They are still part of the environment even if they are 
more intelligent and have self– consciousness. The environment with its living 
and nonliving beings is a whole a system. As a result, human beings, as part 
of the environment, are not superior to other. Accordingly, any change in the 
environmental elements within living or nonliving systems will affect all the 
system either positively or negatively. Within this approach any change in the 
ecological system affect the whole system. Thus all elements of the environment 
have the same essential values (Karakoç, 2004). In other words, other living 
and nonliving beings in ecosystem do not exist for the sake of human beings. 
Instead, they are also part of the ecosystem. Other beings also have natural and 
moral rights just as human beings. This approach is grounded in the belief that 
it is important to preserve the whole ecosystem, not just the beneficial elements 
for humans. The individuals who possess such environmental attitudes is aware 
that the components of the ecosystem are as important as they are. Therefore, 
those components are part of environment, are valuable and should be protected. 
Those who have ecocentric attitudes respects for the animal rights, life and 
environment. They support the animal rights by stating that the animals should 
not be abused, abandoned, hunted and experimented. 
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2. Environmental Education and Empathy

Empathy is the capacity to understand or feel what the other is experiencing 
or feeling and to reveal this with the appropriate emotional attitude (Rogers, 
1975; David and Franzoi, 1991; Kabapınar, 2014). Empathy includes cognitive 
and emotional dimension. Cognitive empathy is the capacity to understand the 
individual’s perspective and psychological state. However, emotional empathy 
is the emotional reaction to the observed experiences of others. Based on these 
dimensions individuals empathize with the components of environment. This 
leads to understand the environment, being aware of its difficult situation and 
to responding appropriately towards it. Within this framework, it is considered 
that empathy will inspire the individuals to protect the nature (Sobel, 1996). 
Understanding the nature is sharing its emotional experience. For example, 
we can empathize with the animals who are affected from the sea pollution 
which results from oil spill as a result of shipwrecks. In addition, we can 
empathize with the sharks, which are hunted, and feel its pain while watching 
a documentary. 

Sobel (1996) highlights the necessity of empathy to protect the nature 
and the importance of teaching empathy in the early years of individuals. Sobel 
also states that acquiring the empathy skill in early childhood is the basis for 
understanding abstract and global nature events in later ages. Furthermore, it is 
highlighted that empathizing with the events related with the environment render 
the individuals to take action (Berenguer, 2007). In his research, Berenguer 
(2007) reveals that the individual who develops understanding of the pain of 
a bird or a tree does not only empathize with them, but also feels responsible 
for protecting them and act upon. Therefore, environmental education programs 
could be successful if they aim to develop empathy in individuals. In this sense, 
the features of educational programme regarding empathy with the environment, 
is of high importance. Thereby, Nisbet et al. (2009) reveal that the individuals, 
who are interested in environment, call themselves as environmentalists, prefer 
environmentally–friendly products, become more interested in biosphere 
and more protective towards the nature. As a result, environmental education 
needs to aim to provide not only knowledge regarding the environment and 
its components but also help students acquire and develop skills, including 
empathy, concerning the relationships in the ecological system. 

To observe the change which is experienced or will be experienced by 
an individual improves our capacity to empathize. It is not difficult for us to 
understand other’s current feelings and respond appropriately. Moreover, 
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we learn lessons for this change. The same situation is valid for the natural 
environment. When we see the present situation of a river in which we used to 
play games and watch how fish used to swim in the past, it becomes very easy 
for us to empathize. We feel unhappy when we think that the river is not a living 
area anymore and both the fish and other unknown species vanish because of the 
pollution. We do not only feel the pain the species experience due to the pollution, 
but we also feel unhappy since there is no longer a river for the children to play. 
We become aware that we cannot leave it to the next generations, think about 
our effect on its pollution and try to find ways in order to rehabilitate it. In this 
sense, presenting the results of the change in one of the systems either living 
or nonliving beings will improve the process of empathy. This will allow the 
individual to react individually that result in the environmental consciousness. 

The other factors which determine the quality of our empathy are our 
theories of mind, values and prejudice. It is easy to empathize with a person 
who has the same values like us. However, it becomes relatively difficult to 
empathize with a person whose values are different from ours. Moreover, a 
person may have such prejudice that, let alone empathizing, the individual may 
be happy for the difficult situations experienced from other people. Empathy 
is considered to help us understand others whose values are different from us 
(Kabapınar, 2014). Similarly, we cannot empathize with living or nonliving 
thing which is introduced us as ‘bad’ (for example, a cat, snake or pig known 
as ‘ungrateful’) because of our certain vales. We forget that it is also thing/
being like us and it also a part of the ecological system. As a result, we cannot 
empathize with that thing, understand its pain and try to help it. In this sense, it 
is not sufficient for environmental education to include the activities related to 
nature- centered approach since the individual may already know that the things 
are also part of the ecological system. The problem is that the individuals’ values 
prevent them from empathizing living or nonliving things despite knowing the 
fact that they are also part of the nature. 

Empathy activities might facilitate developing nature-centered 
environmental ethical attitudes. Moreover, it might allow to resolve the 
individual values or beliefs which are obstacles for developing this ecocentric 
approach. Therefore, individual becomes aware not only that other living things 
are members of the environment, have feelings, experience pain just as human 
beings, but also that nonliving things such as biosphere and ecosystem are 
parts of the environment, have also importance ethically and their goodness is 
through human beings’ protection. Individuals instructed via empathy activities 
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might realize that they are responsible for their living and nonliving things and 
can do something for them.

3. Teaching activities based on empathy in the context of environmental 
education 

In teaching activities on the basis of “education for environment” approach, it 
is aimed that both the students acquire information and develop nature-centered 
ethical attitudes. In order to maintain this instruction needs to be structured to 
what extent the environmental problems will affect each of the elements of the 
ecosystem rather than to empathize the difficult situation human beings will 
have to deal as a result of running out of the natural sources which supports a 
human-centered ethical attitudes. Developing empathy activities for those who 
are in difficult situations are essential part of the teaching intervention designed. 
In other words empathy could be used as a conceptual tool for changing students’ 
ethical attitudes from anthropocentric towards a more ecocentric one.  

In teaching activities based on constructivist educational philosophy, 
different teaching methods and approaches may be preferred. In this sense, the 
students can acquire the necessary skills by the help of the evidence based of 
learning, the multiple intelligence theory, the case study approach and discovery 
learning. The empathy activities assisting these teaching strategies enable 
student empathize with the other elements of nature in both cognitive and 
emotional sense. 

The students will be able to develop understanding of living or nonliving 
things that are in a difficult situation and empathize its feelings regarding the 
situation at hand. Such an approach enable students think that others also have 
the same rights like them and will increase their value in students’ mind by 
developing the ethics for living and nonliving things.  

A range of teaching activities aiming students to develop a more ecocentric 
ethical attitudes towards the environment via different teaching strategies 
embedded empathy as a conceptual tool are designed. These teaching activities 
ranging from Primary School Social Science concepts to High School Chemistry 
concepts are presented below. The activities, based on constructivism, do not aim 
to teach about environment directly; instead, they target that the students can make 
inferences from the evidences and empathetic questions (Kabapınar, 2015b). The 
students, who acquire environment knowledge with the initial activities, learn 
to empathize with the elements of the nature. During this teaching and learning 
process, the students learn to empathize with the nonliving beings, such as earth 
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and water, or living beings, like plants and animals. They also become aware of 
their responsibilities towards the ecosystem and all of its elements.

3.1.	 Activity	1:	 Is	 it	 the	fish	 the	one	which	 is	affected	 from	environmental	
pollution	only?

Attainment	 target: M.E.B. Social Science 2nd Grade c. 2.23. The students 
can develop understanding that keeping their environment clean is related 
to both their and other people’s health. Chemistry 10.4.13. The students are 
able to explain the causes of earth and water pollution and offer solutions. The 
materials which pollute water are introduced as organic liquids, heavy metals 
and industrial waste. 

Is	it	the	fish	the	one	affected	from	environmental	pollution	only?

A newspaper article about ocean pollution suffered is given below. Please read it 
careful and answer the questions by discussing their answers with your partner.  

A	Newspaper	Excerpt	

21 million waste from industries is poured into the seas. 
The waste smudge on the animals. This is not so important. 
However, the important thing is the chemicals which cause 
to infect the animals and lead them to death. The number 
of the hypoxic (low –oxygen) areas called as ‘dead zones’ 
in the world increases to 150. The ‘dead zones’ in seas 
results from sewage, exhaust gases from cars, pesticides 
and environmental pollution. The fish can swim from low- 
oxygen areas to the areas having sufficient level of oxygen 
whereas the living beings who live on the bottom and 
cannot move quickly, like mussel, lobster and crab are not 
able to escape from low-oxygen areas. Unfortunately, they 
lose their life.   

a) What does ‘dead zone’ mean? How does a ‘dead zone’ emerge? 
b) What are its results in terms of other sea livings?
c) Imagine that your friend is the reason for the dead zones in seas and you 

are a crab or mussel. Prepare a presentation about how badly your friend affect 
your and other living beings’ life. Let us see how he defenses himself! Here is 
the question: Will he be persuaded? 
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d) You should wash your hands a few times in order to remove the ink 
from our hands although you can still see its stains because the ink infuses in 
our skin. This is the same for the sea creatures who are covered with industrial 
waste. Chemical pollution infuses from their bodies, hairs and gills. What do 
those livings feel as a result of this situation? 

As can be seen the activity presented above aims to present the reasons 
for the sea pollution and its results. It also aims that students become aware that 
how badly the sea livings will be affected from the pollution by asking them to 
empathize their emotions and feelings. 

3.2.	 Activity	2:	The	papers	that	you	tear	and	throw	away	are	our	trees	

Attainment	target: M.E.B. Social Science. A.2.27. The students are expected to 
be conscious consumers of the sources at school. Science lesson Technology- 
Society-Environment Achievement: Aims to develop consciousness on saving 
the natural sources, handing down the future generations and individual, social 
and economic opportunities of saving.

The	papers	are	our	trees	

Please do the activities and answer the questions by discussing their answers 
with your partner.  

P.S. In order to have 1000 kg of paper, 2400 trees are cut down. 

         

Yankı sees a nightmare in his sleep. The year is 2050. The newsman present 
the news. She says that only five students can share a book as trees are no longer 
enough for producing paper. 

a) In your opinion, what is the reason of this situation?
b) Do you want to live in the year 2050? Why?
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c) What should/ should not you do in order not to experience this situation 
in the future?

d) 1000 kg of paper is made from 2400 trees. Imagine that you are a tree, 
what does your life depend on? How do you feel yourself?

e) As a tree, you want to warn the children to save paper. What do you say 
to them so that they could be more conscious for natural sources?

f) Imagine that you are a paper collector. What do you do for the sake of 
the environment by collecting the unused paper?

He is talking himself “If a ton of white paper is recycled, 16 pine trees are 
prevented from being cut down. However, when a ton of newspaper paper is 
recycled, 8 pine trees are prevented from being cut down.” 

g) You saw that your friend used only one side of a paper and just threw it 
to the bin. What is the reason that he did not throw it to the recycle bin?

h) If your friend threw it to the recycle bin, what kind of benefits would 
he provide?

i) What would you say to your friend not to waste paper?
j) If you were a tree, what would you say to children who did not throw the 

paper to the recycle bin?

These activities related to the careful usage of natural sources, try to raise 
awareness among the students that the trees are used in producing paper and 
the more paper is wasted, the more trees will have been cut down. The students 
are expected to empathize with the trees and also paper collectors. The student, 
who is required to act upon like a tree, is expected to develop understanding of 
the tree and warn the people who waste paper. The students are also required to 
act upon like a paper collector and become aware that their attempts are of great 
importance for the environment.
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4.3.		 Activity	3:	You	have	an	effect	on	the	hole	in	Ozone	Layer!		

Attainment	 target:  M.E.B. Chemistry 10.4.13. The students are expected to 
explain the reasons of air, earth and water pollution and offer solutions. b. They 
can explain the greenhouse effect and low ozone level in the atmosphere. 

Ozone	layer	hole	or	ozone	gas	depletion

Ozone layer hole is a global problem. This problem is explained verbally and 
the reasons behind the ozone layer hole is visualized. Please examine the verbal 
and visuals below and answer the questions by discussing their answers with 
your partner.  

Ozone	Hole

Ozone is found in the stratosphere. It absorbs the Sun’s ultraviolet (UV) radiation. 
The chlorine, bromine, nitrogen oxide and oxygen gases, which react with 
ozone, and the goods and materials or chemicals, which exhaust those gases, are 
presented below. Look at the picture and determine which of the materials you 
use and lead to a hole in the Ozone Layer.

a) Chlorine and bromine molecules react with ozone molecules (O3). As 
a result of the reaction, ozone molecules turn into oxygen and the number of 
ozone molecules decrease. Imagıne that you are an ozone molecule. How would 
you feel if Cl2 and Br2 molecules would be about to demolish you?
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b) These molecules are innocent. What do you want to say to the ones who 
continue to exhaust those gases to the atmosphere? Remember that while they 
demolish you, they are also exposed to harmful radiation.

c) What are the precautions to be taken individually in order to prevent Cl2 
formation?

d) Which one is more harmful for the ozone layer: single-used/disposable 
products like paper, styrofoam or plastic products (paper cup, styrofoam cup or 
plastic cup)?

e) What are the points we should be careful about while choosing aerosols 
and deodorants?

f) How should we warn our parents for the car exhausts?
g) What are the precautions that farmers need to take?

In this activity based on the formation of the hole in ozone layer, the 
students are expected to act like ozone layer, hereby part of the ecosystem. In 
this way students can develop understanding as to how ozone molecules are 
demolished due to the chlorine and bromine gases and empathize with them 
during this harmful event for them.   

4.4.		 Activity	4:	You	can	decrease	global	warming!		

Attainment	target:  M.E.B. Primary Science 8.8.4.3. Students conduct inquiry 
about the causes and possible consequences of global climate changes. 
Chemistry 10.4.13. Students are expected to explain the causes of air, soil and 
water pollution and to propose solutions. b. The greenhouse effect and ozone 
reduction in the atmosphere are covered during the instruction.

You	can	decrease	global	warming!		

Please examine the sources below and answer the questions by discussing their 
answers with your partner.  

Source	1.	Electricity	and	global	warming

The annual CO2 production of a 125 m2 house is given in the figure below. 
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Klima 1400 kilowatt elektrik 1050 kg CO2 üretiyor

Klima 1400 kilowatt elektrik 1050 kg CO2 üretiyor

a) What effect does the house you see in the picture have on global 
warming?

b) What is the amount of CO2 that the house above will release to the 
nature in a year?

c) There are 100 houses on the street where this house is located. How 
many kg of CO2 will all the houses on this street release into the nature in one 
year? 

d) How many moles of CO2 are formed? How many CO2 molecules are 
released into the atmosphere? 

e) If the owners of the above house do not use air conditioning, how much 
will the CO2 emitted by the house decrease? 

f) How much CO2 will nature get rid of if the houses on the street stop 
using air conditioners?

g) According to the data above, the annual electricity consumption of the 
house is 4500 Kw. This means that 3450 kg of CO2 gas is formed and released 
into the atmosphere. The fact that the corridor lights are not turned on during 
the night and the mixer, chopper and coffee machine are not used reduces the 
electricity consumption of the house to 3000 Kw. In this case, how many kg of 
CO2 does nature get rid of?

Source	2.	Our	Electricity	Bill

a) The electricity bill information of an 
apartment is given on the side. (1 watt enerji 
=   0,75g CO2)

b) When the light bulbs used in a house 
are replaced with energy-saving light bulbs, 

AYEDAŞ Electirc Bill
Tesisat no 1286656
Sayaç no 2088749
Tüketim miktarı (kW) 315
Zaman dilimi 1 ay
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the electricity consumption in the house decreases by at least 1 quarter. If an 
energy saving bulb is used, how many kW will the electricity consumption 
decrease? 

c) How many g of CO2 will the apartment emit to the nature?

Source	3.	Our	Travels	

The 1400 km flight of a family of four produces 400 Kg of carbon dioxide.
A car travels 24000 km in its first year, consumes 1300 L of gasoline and 

produces 10000 Kg of carbon dioxide.

a) Do the means of transportation you see in the picture have an effect on 
global warming? And so how?

b) Selim Bey goes to work by car. The distance between his work and 
home is 10 km, and he drives to work five days a week. It consumes 0.1 liters 
of gasoline to travel 1 km. 1 liter gasoline consumption is equal to formation of 
3 kg CO2 

c) Since Selim Bey travels 20 km per day, how much CO2 does he produce 
in a single day?

d) What is Selim Bey’s CO2 production for a week?
e) If Selim Bey does not go to work by car, how much would the amount 

of CO2 decrease in the world in a year?

Source	4.	To	reduce	global	warming...	

The relationship between our annual energy consumption and the number of 
trees that will eliminate the resulting CO2 emissions. Examine the data below 
and answer the questions.



96    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

a) According to the data above, what should be done to reduce the amount 
of CO2 that has increased now?

b) How do trees prevent global warming? 
c) What is the contribution of one walnut tree in preventing global 

warming? 
d) You have a house and a car. How many walnut trees are needed to 

eliminate the amount of CO2 you produces in a year?
e) Are there so many walnut trees planted around your house? 
f) Is there an area to plant so many walnut trees around your house? In this 

case, how can you eliminate the negative effect you have made on the warming 
of the planet?

The initial activities, namely sources, target to provide students with an 
idea of   what global warming is and how it occurs. Students become aware of 
the relationship between electricity and global warming as well as gasoline 
and global warming. Having aware of these the students make inferences 
about their effects on the formation of global warming. Sources and questions 
used in the activity attempt to make the student realize their contribution to 
an environmental problem by their decisions. During the activities the students 
are invited to become a person (Selim) and calculate his/her carbon footprint. 
They also empathize the role of the trees on reducing carbon dioxide and thus 
global warming. The students also realize that how much walnut trees need to 
be planted in order to prevent global warming. They also made a feeling of 
hopeless due to being unable to plant trees around to diminish their contribution 
to global warming. 
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4.5.		 Activity	5:	Do	Really	Natural	Resources	Give	Alarm?

Attainment	target:  M.E.B. Social Studies 6. People, Places and Environments, 
Opposes unconscious consumption of natural resources

Natural	Resources	

Please examine the sources below and answer the questions by discussing their 
answers with your partner.  

Source 1: From TEMA Foundation Water Workshop Report

Dear water friends; we know that no living thing can live without water; However, 
unfortunately, human beings do not understand this truth. …. Look at the color of the 
Ergene River, who try to irrigate agricultural lands in Thrace by poisoning them; See 
the cows that die by drinking the water polluted by the tanners in Uşak. If we realize, 
would we destroy the green cover knowing its connection with water?! Can we 
ignore the fact that every year the forest existence of one Portugal leaves our world?

• What insights does Source 1 give us on environmental policy in some 
parts of Turkey?

• Consider Turkish proverbs and idioms about water. What do these 
proverbs and idioms tell us about the importance of water?

Source 2: A cartoon about the issue  Source 3: Information from Greenpeace 

- Seven million tons of garbage are thrown into the 
sea every year around. 
- Over one hundred thousand marine mammals 
die each year from eating or catching on to marine 
litter.
- Every year, sixteen million hectares of forest area 
is burned in the world.
-One tree meets the oxygen needs of seventeen 
people.  
- Approximately one and a half million people 
die each year due to water-borne diseases.  
(Greenpeace)

• Examine Source 2 and 3. What dangers await the world and Turkey 
regarding environmental pollution?  

• What message does the cartoon in Source 2 convey about water pollution? 
What is the message you want to give with the shape of the pool?  
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Source 4: A news on grocery bags Source 5: A poem on soil

KARA TOPRAK
Dost dost diye nicesine sarıldım 
Benim sadık yarim kara topraktır. 
Beyhude dolandım, boşa yoruldum 
Benim sadık yarim kara topraktır.

Nice güzellere bağlandım kaldım 
Ne bir vefa gördüm ne fayda buldum 
Her türlü istediğim topraktan aldım 
Benim sadık yarim kara topraktır 

Koyun verdi, kuzu verdi, süt verdi 
Yemek verdi, ekmek verdi, et verdi 
Kazma ile dövmeyince kıt verdi 
Benim sadık yarim kara topraktır

Aşık VEYSEL

Why do you think the poet describes the land as a “faithful lover”? Explain 
your opinion with reasons.

• Do you think nylon grocery bags are a really important problem for the 
environment? Why?

• In your opinion, what kind of applications can come to the fore instead 
of nylon grocery bags? Explain your suggestions.

Source 6: Forests and their importance  Source 7: How do we breathe air?

30,000 plant species are in danger of 
extinction. Trees make up 8,000 of them. 
Forests are home to 300 million people 
worldwide, and approximately 1.6 billion 
people depend on forests for life. Forests 
provide a natural habitat for two-thirds 
of all living species on earth. 2 billion 
people need wood fuel for their heating 
and cooking needs. About 8 percent of the 
energy consumed in the world is obtained 
from wood energy. World in Numbers from 
TEMA report
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• What do Source 6 and 7 tell us about? Please explain briefly.
• How would you come up with a slogan about forests based on Source 6?
• Examine Source 1 and 6. What does TEMA Foundation mean for Turkey 

in your opinion?

Source 8: What is this boy pointing to?

• Examine Source 8. If you were an official, what would you do for these 
black waters pouring into the river/sea?

• Would you like to live in the province/region where this child lives? 
Explain your opinion with reasons.

• In Source 8, what do you think this child might indicate to the 
photographer? Explain your assumptions.

• What are your views on the nature of environmental policies in this 
region?

• Is there any other evidence that explains the situation in the photo in 
Source 8? If so which one? How does it support?

• What would your headline be if you presented the situation in Source 8 
as a newspaper article?

This example has been developed by focusing on the “evidence-based 
learning” approach, which is an important teaching method in Social Studies 
and History Teaching (Kabapınar, 2021). In this teaching method, students 
create individual meaning by evaluating the evidence presented to them. In the 
process, students are asked empathetic, moral and cognitive questions by taking 
into account written and visual evidence. Students’ individual evaluations come 
to the fore. In this process, he realizes different perspectives and thus realizes 
that there are no single and unique answers to social issues. 
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25. 

Erten, S. (2006), Çevre Eğitimi Ve Çevre Bilinci Nedir, Çevre Eğitimi 
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İstanbul.

Howe, R., & Disinger, J. F. (1991). Environmental education research 
news. The Environmentalist, 11(1), 5-8.

Hungerford, H. R., & Yolk, T. L. (1990). Changing learner behavior through 
environmental education. The Journal of Environmental Education, 21(3), 8-21.

Hungerford. H.R., Yolk, T.L., Ramsey, J.M. (1994). A Prototype 
Environmental Education Curriculum for the Middle School, UNESCO-UNEP-
IEEP: Environmental Education Series (29). 

Iozzi, L. A. (1989). What Research Says to the Educator. Part one: 
Environmental education and the affective domain. The Journal of Environmental 
Education, 20 (3), 3-9.



ENVIRONMENTAL EDUCATION VIA EMPATHY: CHANGING ETHICAL  . . .     101

Jickling, B. & Spork, H. (1998). Education for the Environment: a 
critique, Environmental Education Research, 4:3,309-327, DOI: 10.1080/ 
1350462980040306.

Kabapınar, Y. (2014). Kuramdan Uygulamaya Sosyal Bilgiler Öğretimi, 
Ankara, PegemA. 

Kabapınar, Y. (2015a). (editör) Empatiyle Gelişmek Empatiyi Geliştirmek: 
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1. Introduction

The greatest revolution made in order to transfer the past and the present to
the future is undoubtedly the invention of writing. It is an undoubted fact 
that the materials that used to form the basis of writing, such as the soil, 

cave walls, and papyrus paper in the beginning, left their place to the keyboard 
and the screen. As it is known, the increase in writing with the invention of the 
printing press motivated human beings to produce and spread knowledge more. 
Therefore, writing has become a necessity from the past to the present. As in 
other things, people are working on getting the writing to a higher level every 
day. 

We live in the days when writings written using paper and pen are 
replaced by digital media. In today’s complex and high-tech world, digital 
writing is increasingly important as a key organizing goal of education. Just as 
the information obtained in the past has been transferred to the present through 
writing, the innovations brought by digital culture will be effective in transferring 
existing and developing knowledge to the future through digital writing.

In the information age we live in, with the changing understanding of 
writing, ideas are presented in another dimension designed with richly detailed 
words, themes, multiple images and designs. It is now possible to present our 
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ideas with keycaps or multiple designs without too much effort to express them. 
In fact, OECD reports, which publish the understanding of professions doomed 
to extinction in the future, based on this situation, stated that we are moving 
from the human brain that writes paragraphs to the digital brain that writes on 
its own (BBC, 2018). In these reports, OECD stated that the benefits of artificial 
intelligence will not require human power and way of thinking as of 2028. 
However, “Where are these new digital writing initiatives leading us around the 
world?” questions are in mind.

2.  Digital Writing

The type of writing known as digital writing, also known as e-writing, is the 
digital media writings used to convey the needs and wishes of the new age and 
to transfer them to the next generation. However, it would be wrong to see digital 
writing only as writings written by computer and programs. So what really is 
digital writing? Existing publications have offered some views on the definition 
and characteristics of digital writing. Chris Joseph (2005), a digital artist, stated 
in his blog State of the Art (Marvels of Technology) that he reviewed many 
publications on digital writing and conducted a research based on interviews 
with digital writers and multimedia artists. At the end of this research, he found 
that it is difficult to define digital writing because technology is changing day by 
day. The definitions of digital writing obtained from the artist’s interviews with 
other digital artists are as follows (as cited by DeVoss et al., 2010):

“Any post that requires a computer to access” (Jodi Ann Stevenson).
“Creative writing using digital tools/software as an integral part of its 

design and presentation” (Catherine Byron).
“Digital writing; collaborative writing, hypertext writing, improvisation, 

real-time writing, new media writing, multimedia writing, code poetry and 
programming, online role-playing while writing, journal writing/blogging, 
international community building, e-learning, gaming It is a type of writing that 
covers a lot of multimedia” (Tim Wright).

Beyond these definitions, digital writing in the book Because Digital Writing 
Matters: Improving Student Writing in Online and Multimedia Environments by 
DeVoss and Aadahl (2010, p.7) “Compositions created for reading or viewing, 
most of the time, with a computer or other device connected to the Internet”. 
The definitions made with digital writing and its features have shown us that 
with the new digital writing age, a new page has been opened for concepts such 
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as critical writing and thinking, expressing thoughts, passing emotions to the 
reader, and reading comprehension, especially the concept of authorship.

The writing itself, which strengthens and supports cognition through the 
use of symbols, is an excellent cognitive technology, a combination of mind 
and body creativity. The creative idea transfer process, which is formed by the 
coordination of the brain with the hand, is a fascinating factor in the basis of the 
writing. With the transfer of writing to digital, the integration of the mind with 
the keyboard has created a different perspective for writing. With the digital 
writing, holding a pen and writing with a pen has gained another dimension. 
Efforts of the pen to leave itself to the keys gradually have made the keys one of 
the most important requirements of the age for the accurate and reliable transfer 
of ideas. The fact that computer and internet use is so easy and economical also 
affects the developing process. The educational contribution of digitalization is 
an undeniable fact. According to Parlak (2017), digital education can be said 
to be a sector where digitalization is most in contact with life and the effects 
of which are felt the most. One of the biggest revolutions of the digital age is 
undoubtedly the “digital revolution in education”. This great movement has a 
critical value that will shape the future more than today and change the destiny 
of human beings. Mangen and Velay (2010) say that the current digitization 
process, the nature of writing, should be re-evaluated in terms of cognitive and 
sensory-motor. While the education system in the world accepts innovations, it 
is a matter that puzzles researchers to know how much impact these innovations 
have. It is important to examine the changes in the concept of writing, especially 
the transition from handwriting to keyboard writing, which is one of the starting 
points of this research, that is, the combination of the passive sense of touch with 
the active movement of the fingers and hands during writing.

With the thought of writing with the keys thrown out, “what kind of 
differences between the two types of writing” created a question mark in mind 
and answers began to be sought. Naturally, there is quite a difference between 
writing with a pen and writing with keys. Güneş (2016), as a result of her 
research, stated that there are physiological and cognitive differences between 
writing with a pen and keys: Two hands are active on the keyboard as opposed 
to holding the pen with one hand. Therefore, when writing with a pen, only one 
side of the brain is working. Those who hold the pen with their right hand work 
on their left brain, while those who hold the pen with their left hand work on 
their right brain. This is different when using the keyboard. Since both hands 
are active, both sides of the brain are working. In addition, while producing 
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the shapes of the letters written with a pen, there is the task of using the shapes 
that are ready on the keyboard. In typing with the keyboard, ready-made letters, 
with ready-made lines and indentations are produced with keys. However, it is 
the brain itself that produces and shapes them while writing with a pen. After 
all, everyone has a different handwriting style. While writing with a pen, a 
relationship is established between the shape, image and writing style of each 
letter formed in the mind and transferred to the paper. At the same time, the 
time consumed while writing with a pen and the time periods used different 
for each person. For example, while each letter is produced in the same time 
on the keyboard, in writing using a pen, each letter depends on the person’s 
own letter production time. One of the biggest reasons for this is that each brain 
has a different motor-muscle coordination time. For this reason, writing with a 
pen constitutes one’s own handwriting development and writing identity. On the 
other hand, typing with the keyboard is to produce the same letter design in the 
same time.

In fact, digital writing is not a simple process that can be explained by 
the transition of pen writing to electronic media and the function of keys. The 
writing takes effort. People think while writing and strive to convey their ideas 
in the most accurate and effective way. Therefore, even if it has been transferred 
to the digital environment, writing still requires the mental filtered information 
to be synchronized to the writing environment through keys by keeping up with 
the multimedia environment. Here, while writing, the create function is active. 
Although there are differences between pen and writing, the mind also operates 
during digital writing and is in an effort to convey ideas and wishes. The biggest 
difference is that it affects the communication between the author and the screen 
and between the author and the reader. As such, the resulting products and yields 
gain a different momentum. 

Despite all the differences in technological possibilities over writing, it is 
not easy to find studies that actually compare handwriting and typing in terms 
of cognitive outcomes and educational aspects. According to Mangen et al. 
(2015), writing gives the impression that it is a mental/cognitive process that 
deals mainly with linguistic representations at different levels. According to the 
model most commonly used in cognitively oriented writing research, writing 
is a process that primarily involves planning (i.e. developing the writing plan 
and setting goals), translating (ie converting the plan into text), and revising (ie 
reading the text). Recent empirical research (DeVoss et al., 2010) has revealed 
that writing is an activity that also includes visuospatial dimensions, because 
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creating a text is an activity based on the visuospatial processes of working 
memory. The methods of reaching the reader of the written texts have increased. 
The traditional text format is now both text and hypertext; can be presented in 
the form of audio, picture or image files (Asutay, 2009). Making shortcodes by 
typing, which is one of the benefits of hypertexts, paved the way for today’s 
coding. The coding, a type of digital writing technology, benefits every field 
from primary school education to the working sector. According to Aytekin et 
al.  (2018, p.1), coding is a tool that helps to make the right decision at the 
decision-making stage and ensures that high living standards are achieved. 
This tool; Consciously consuming many digital products is also necessary to 
produce useful products. Regardless of age, learning to code or having coding 
logic will be a great investment to prepare for the future. As it can be understood 
from here, the coding is effective in making new productions while transferring 
writing to digital media.

Buchegger (2013) says that digital writing is easier than handwriting. Even 
young children interact intuitively with digital devices by typing or touching. 
This ease of typing on digital devices makes it easy to speed up typing in 
young children or children with less developed sensory-motor skills. Castles 
et al. (2013) found that better reading and writing performance was predicted 
when letters and words were typed by typing on a digital device. In their study, 
the researchers found a small but positive association between frequency of 
computer use and knowledge of letter writing in a large group of four-year-olds.

Digital writing has also attracted the attention of developed/developing 
countries as it opens new doors in the age of technology due to its structure and 
content. The countries such as Canada, America, Japan, Finland have worked 
to integrate digital writing into their education systems and to keep this system 
alive. However, according to studies, the transition to digital writing tried by 
countries has not been as successful as desired, teaching and learning to write 
with a pen has been found to be more effective (McLean & Rowsell, 2019). 
In the United States, at the end of 2013, 45 states made optional additions 
to writing tools to support the use of digital tools. However, they took a step 
back with the thought that this would negatively affect cursive writing in the 
education system (Helloin, 2014). Arguing that digital writing will have a great 
impact on fluent writing skills, Finnish Minister of Education Minna Harmanen 
announced that keyboard typing will be introduced in the education system as 
of 2016 (BBC, 2014). However, today, it is seen that they still use pencils in 
writing. On the other hand, Lavoie and Boudreau, in a study they conducted in 
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Kebek in 2014, investigated the effects of writing with pens and keys with the 
5-6 year old kindergarten group and the 6-7 year old primary school 1st grade 
group. The researchers stated that the children who performed similarly between 
the two writing instruments preferred the keyboard, although they said that they 
had difficulty. On the other hand, some studies (Perlmutter, Ungerleider et al., 
2010) state that in addition to the personal benefits of greater opportunities for 
learning, employment and entertainment, the digitization of writing will provide 
significant economic and social benefits for the future of humanity.

Multimedia devices and software, which is one of the benefits of 
technology, have also led to significant changes in human perception. Today’s 
people can resort to more advanced and shorter ways as a way of communicating 
and they can do their daily work in an easier way. The world is concerned 
with the keyboard now. So much so that since 1957, competitions have been 
held for fast typing on the keyboard and the number of words per minute 
determines the champion of the competition. Celal Aşkın, who won 8 medals 
for Turkey, 3 of which was the world championship, is known for writing 153 
words per minute. Aşkın stated that Turks are more successful in typing than 
other countries and that typing with a keyboard is related to psychomotor work 
(Sabah, 2020). Especially technology software combined with the internet has 
prevented people from many face-to-face transactions and has had an impact 
on keeping up with the digital environment. In this digitalization process, 
areas such as economy, health, education, production and consumption have 
also taken their place and innovated. Pew Research Center (2021) stated that 
7% of the population in the United States has never used technology. In this 
case, it is obvious that a large portion of 93% is intertwined with technology. 
However, according to the “Information and Communication Technologies 
Sector Market Data for 2020” report prepared in cooperation with TÜBİSAD 
and Deloitte (2020), the information and communication technologies sector 
has stated that it has grown by 22% compared to the previous year. In today’s 
world, we can take out loans without going to the bank with digital internet 
banking, show our children with animations the microbes that they may not 
be able to see, and make an appointment online before going to the hospital. 
According to TUIK (2021) data, 58.9% of Turkey makes these transactions 
online. According to Karoglu et al. (2020), what kind of transformation will 
take place in the formal-informal learning process in the digital transformation 
process in Turkey; The approaches and preferences of the institutions that 
transition to the digital environment in the adaptation phase to this process are 
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important. If the age requires this innovation, the society and institutions should 
be included in the process in harmony. The impact of technologies such as Web 
2.0, broadband Internet, mobile technologies, cloud computing, digital media, 
big data, artificial intelligence, augmented reality, internet of things, 3D printers, 
etc. has been the harbinger of a new process (TÜBİTAK Bilgem, 2019). This 
process, which is spent online, is actually a process that plays the leading role 
of digital writing. People make and reach their wishes and needs in the internet 
environment through digital writing.

Another issue that makes our lives easier and which we use the shortcut every 
time is the communication issue. Now we can write our relationship network or 
our problems with each other as a text message. We share our existing internal 
and external thoughts, problems or creative stories on microblogging sites with 
limited font size or on blog sites without any borders. Moreover, sometimes we 
prefer to upload our feelings and thoughts with just one emoji without saying 
a word. The texts are getting shorter and the emotions seem to be getting less 
and less… Toksöz and Kahraman (2017), in their study; Emojis consisting of 
the combination of the word “e” meaning picture and “moji” meaning word 
in Japanese; They said that it is used a lot by university students in Turkey 
and that they enjoy this situation while conveying the feelings and thoughts of 
young people. Üstün et al. (n.d) in their study, they reached a conclusion that 
the majority of young people in Turkey say that Twitter, one of the micro-blog 
sites, is “sincere and convincing” and that they use it as a medium where they 
write their thoughts. In addition, the researchers found that 48% of the sample 
interviewed shared Twitter, their daily lives and their emotions; 18% stated that 
they use it to share their areas of expertise.

One of the immense trends in innovation every day is the digital age 
and it is experiencing changes and transformations within itself. Artificial 
intelligence technology, which is one of the important returns of the digital age, 
is based on digital writing. Subjects and fields such as artificial intelligence, 
algorithms, software, robots, self-learning computers, applications that can do 
what humans do, big data, data science, deep learning, and digitization of visual 
elements maintain their popularity today, as in every period (Özgür, 2021). 
Artificial intelligence, which serves today’s world very well in terms of both 
its applications and usage areas, renews and develops itself over time. Artificial 
intelligence technology has taken the task of thinking, writing, reading, learning, 
making decisions and producing instead of copying the human brain. According 
to Yılmaz (2017), defining the concepts of intelligence such as classical logic, 
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heuristics, algorithms, optimization, and learning and studies on it are necessary 
to reveal artificial intelligence. Thus, the human brain can form the cornerstones 
of artificial intelligence.

Artificial intelligence is a very broad field in itself. It can be used in different 
laboratories such as medical, industrial and social sciences. Lu et al. (2017) 
considered artificial intelligence as an important factor growing with the human 
brain. Russell and Norvig (2002) defined artificial intelligence as a kind of man-
made reasoning, the study of human understanding. This definition can be further 
developed by clearly stating that for some initiatives the level of objectivity can 
replace people (Perez et al., 2021). In fact, artificial intelligence technology, 
created by people’s reasoning and logical thinking skills, is challenging human 
brain power every day.

Generative Pre-trained Transformer 3 (GPT-3), one of the latest works of 
artificial intelligence, is a product in which digital writing is used effectively. 
GPT-3, one of the most recent Natural Language Processing (NLP) models, is an 
artificial intelligence application and language prediction model developed by 
OpenAI belonging to Elon Musk. The study was announced in May 2020 as the 
third generation of the GPT model (Brown, Mann, Ryder et al. 2020). With this 
software, ideas are expressed and written without the need for the human mind 
with digital language prediction. With 175 billion parameters, the GPT-3 can 
write articles, make interviews, produce graphics, code, generate questions and 
even provide training on specific topics. This shows the point NLP technologies 
have reached (Firat, 2020, p.3). The most well-known features of GPT-3 are 
(Gill, 2020):

1. A search engine with an open question-asking reservoir such as Google 
and Wikipedia

2. Chat engine that allows to talk to historical figures from the past, such 
as Aristotle or Shakespeare

3. Creating a chat conversation between two historical people who have 
never met before

4. Translating the words given in the normal language into the desired 
formal or literary language

5. Creating unique music with a few given chords
6. Creating a new fiction by creating algorithms from previously written 

works such as Mesnevi or Othello
7. Generating solutions to medical problems such as disease diagnosis and 

treatment recommendation
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8. Writing and producing text-based games
9. Generating code based on text descriptions
10. Auto-complete images

The final point that these created parameters bring us is that the thoughts 
conveyed through pen and ink can now be easily symbolized with a few keys 
of the keyboards. The GPT-2 artificial intelligence program, also developed by 
OpenAI, made a name for itself with the 60-minute, “a kind of futuristic the Little 
Prince” theater play (Indyturk, 2021). In other words, by producing algorithms, 
artificial intelligence can rewrite existing official or literary texts or transform 
them into a new coding text. The fact that the text is transferred to digital in 
this way is actually a sign that the human hand is gradually withdrawing from 
science and art? It raises the question and makes you think.

3.  What is the Digital Reading?

The effect of digitalization on writing has also been the focus of attention in terms 
of reading the produced texts. If text creation is active on the screen, so is reading 
it. The type of reading known as digital reading, electronic reading or e-reading 
is reading digital content consisting of text, images and other materials that can 
be stored, published and distributed by electronic devices (Singh and Matsui 
2018). With the transfer of the reading environment to the electronic platform, 
many technological tools, especially tablet computers and smart phones, have 
been transformed into a form suitable for use anywhere and anytime. From this 
point of view, the e-book has expanded the power of writing by multiplying it 
with technology (Elkatmış, 2021, p.3). With this situation, reading on paper and 
every sector in which this work was carried out were seized and re-discussed. 
Odabaş (2017) observed the changes in digital reading and reading culture in 
his study. According to the findings of the researcher, with the increase in the 
number of readers with basic digital reading skills, differences in concepts such 
as reader, publisher, author and librarian are inevitable. 

There is a physical difference between reading from a printed book 
and reading digitally, in addition to concepts such as cost and time. Along 
with the changes in reading behavior and habits during digital reading, new 
formations occur in the neuron structure of the brain and neural connections 
are differentiated. According to Xilin (2016), there are some changes in 
reading comprehension functions such as network retrieval, screen reading 
and fast browsing behavior, fragmented information processing and nonlinear 
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collaborative thinking in the digital reading process. In addition, one of the 
changes in cognition during digital reading is that it requires more cognitive 
fatigue and work. Based on these thoughts of the researcher, it can be thought 
that the role of the reader changes as the brain changes during digital reading 
compared to printed reading.

In recent years, researchers have focused on the differences between reading 
from the screen or from the printed paper. The studies (Podolsky & Soiferman, 
2014; Mizrachi, 2014) have focused on the effects of this media differentiation 
on other factors such as reading comprehension and reading speed. The most 
important change brought about by the differentiation in reading tools is about 
reading comprehension. It is stated that the level of reading comprehension in 
reading activities on paper is higher than in reading activities with screen or 
digital texts (Mizrachi, 2014; Güneş, 2016). Student preferences also show that 
this proposition is true. It is known that students prefer paper media, especially 
in longer-term reading activities such as study or novel reading (Farinosi et al., 
2016). As a matter of fact, comprehension is provided better in readings on 
paper. Mangen, Walgermo, and Bronnick (2013) argue that paper can provide 
the reader with stimuli about space and time, touching the paper and turning the 
pages makes it easier to remember things, but this is not the same as reading on 
a paper because the screen moves up and down.

Batluralkız (2018) examined the differences between reading printed 
paper and digital reading on the sample she selected in her study. According 
to the findings of the researcher, there was no significant difference between 
the student groups at equal levels in terms of reading comprehension 
achievements from screen and paper. On the other hand, in their study, Bulut 
and Karasakaloğlu (2019), one of the results they obtained from the “Digital 
Reading Tendency Scale” and the “Reading Interest Scale” that they applied 
to teacher candidates, is that there is a moderate, negative and significant 
relationship between pre-service teachers’ digital reading tendencies and 
reading interests. In this case, it can be concluded that there is no or little 
relationship between reading from paper and digital reading, and that both 
activities are different from each other.

The writings, which are read by sliding letters on a digital ice rink and 
performing there, have brought a new sense of spectacle to today’s world. 
This ever-growing keyboard era is actually a way of reflecting the ideas and 
aspirations of the future. Books and page designs, for which many variations 
have been made for years in terms of cover design, interior design, language 
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and expression, have now been transferred to an electronic environment. The 
physical appearance of the book has begun to leave its place to the multiple 
images in the digital environment. Kelly (2018) describes the change in reading 
tools as a “silent revolution” when a text is subject to processes such as enlarging 
or shrinking it, but when add-ons such as sound, image, graphics, animation 
are included, it is no longer a computer game or a game. He stated that it has 
evolved into something beyond the book like a movie. The understanding 
of digital reading and writing, in which various possibilities are created and 
presented, still has not been enough to erase the traditional page dust. In the 
studies (Duran and Özen, 2018; Yamaç, 2018; Erten, 2019) on digital writing 
and reading, it has been found that in general, digitalization in reading and 
writing can offer more opportunities, but individuals cannot adapt to digital both 
mentally and physically more easily than paper, and more studies are needed to 
ensure compliance. Although it provides comfort and function in the fields of 
education, health, economy, social enterprises, commerce and communication, 
digital writing and reading are different from the usual sensory-motor function. 
Therefore, this difference is also reflected in preferences. Although screen 
reading and typing with a keyboard seem more attractive with its various 
functions, research results show that traditional printed reading and using a 
pen continue to be the primary choice of human beings. Myrberg and Wiberg 
(2015) examined reader attitudes in their study and emphasized that digital 
books should go a long way to replace printed ones. In the study conducted 
by Mizrachi (2014), it was concluded that students prefer electronic media if 
the text is less than five pages, and paper media if it is more than ten pages. In 
addition, the researcher stated that the printed book is preferred more in order 
to understand the subjects in depth, although the eyestrain is more in digital 
readings and it is more expensive.

In addition to these studies, among the future predictions of Erol and Özkul 
(2015) regarding screen reading are that technology will make such an advance 
in the future that people who are far from digital life will be called “out of date”. 
In addition, one of the reflections of future digital developments will be in the 
fields of education and training. A primary school child will learn with a digital 
screen and pens rather than school equipment such as books, notebooks and 
pens. Perhaps this unstoppable development of technology will transform us all 
into the “digital human” that Tonta (2009) defines in the future. Thus, we will 
not have to work with any traditional tools and we will leave our work to the 
arms of the digital world consisting of algorithms.
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4.  Conclusion

So where did we end up in reading and writing? Can our brain neurons, caught 
between ink and pixels, decide which one gets their attention more easily? How 
can letters and symbols, blended with technology, open another door for us and 
meet the needs of the age, while at the same time not breaking the loyalty to the 
old book and pen? Why is it that one side of us prefers multimedia tools and 
keyboard use, which we describe as comfort, while the other side searches for 
pen and paper to jot down what’s on our minds? As digital texts become more 
common, we gain new and more dynamic ways of reading, but are we still able 
to read with the same attention and depth? How does our brain respond to text 
on the screen differently than words on paper? According to Jabr (2013), since 
the 1980s, researchers in many different fields, including psychology, computer 
engineering, library and information science, have addressed such issues in more 
than a hundred published studies, but no clear solution has been reached. The 
letters written by printed books and pens and the letters created by the digital 
screen may lead societies towards a dilemma. This situation can be adapted to 
future systems in two ways. The first is that pen and digital separate their ways 
and continue to be used according to the preferences of individuals; the second 
is the development of a hybrid literacy system with both.

One of the areas where the digital reading and writing process manifests 
itself in education is measurement and evaluation. The electronic exam, which 
is conducted on a large scale such as PISA, which includes different types of 
questions such as multiple choice, complex multiple choice, open-ended and 
closed-ended, is one of the biggest examples of measurement and evaluation 
done in the digital environment. In addition, platforms such as e-state or e-school 
used in Turkey and e-YDS, driver’s license exams or online exams at universities 
are also parts of this digitalization. In education, the digital world, which enters 
the classrooms with smart boards and tablets, is beneficial in the measurement 
and evaluation phase in general. Başol et al. (2017) took the opinions of students 
on the application of e-exam in the assessment and evaluation course in their 
study and stated that in general, the students said that they were satisfied because 
this exam system in the digital environment was useful.

The digital reading and writing culture, which is spreading at the speed of 
the internet every day, has already taken its place in the lives of our children, 
who will take their place in various professions of our future. According to 
TÜIK data (2018), eight out of ten households have internet. This situation has 
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revealed the fact that children occupy their minds not only in education life, 
but also in other digital platforms. As a result of the studies carried out in our 
country in recent years, it has been reached that 35.9% of children in the 6-15 
age group read less books because they spend more time in front of the screen 
(TÜİK, 2021). In a study conducted on teachers, it was concluded that 58.5% 
of teachers use digital devices for reading (Akçaoğlu Saydım, 2017). In other 
words, those who have children at home are still intertwined with the digital 
world when they become students at school. Our children, who grow up with 
screens, will form our ‘digital citizens’ with digital literacy skills, as Çubukcu 
and Bayzan (2013) stated.

The digitalization process, which comes from the past and knocks on the 
door of the future, concerns all existing systems. In particular, education and 
training, which form the basis of systems, cannot escape the digitalization of 
the new age. Digital system data, which has stepped into today’s world, can 
now easily reach many children in the preschool period. Children who are not 
yet literate are able to use smart phones and computers skillfully and meet 
their needs. Children of today’s generation can see, recognize and feel letters, 
numbers and symbols in preschool. So does this mean that there is no need for 
traditional education? Or, as mentioned above, is it that artificial intelligence, 
which has entered our lives with digitalization, will not leave us students and 
teachers needed? Maybe artificial intelligence, which still needs the human brain 
for simple software, will prove itself for more complex functions. However, the 
digital reading and writing process can gain another momentum and the human 
brain, hand and arm coordination can surrender itself to artificial intelligence 
with all its functions. The fact that this possibility exists in the future indicates 
that the understanding of education and training will also be reshaped. Who 
knows, every topic discussed in this study can be re-coded by an artificial 
intelligence and re-discussed by an algorithm in the digital of the future.
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(ÖIAT) Österreichisches Institut für angewandte Telekommunikation.

Bulut, B.,& Karasakaloğlu, N. (2019). Öğretmen adaylarının dijital 
okuma eğilimleri ile okuma ilgileri arasındaki ilişki. E.B. Çelik, E. Kıral ve A. 
Çilek (Ed.), Eğitim araştırmaları-2019 (s. 136-147) içinde. Ankara: EYUDER 
Yayınları.

Castles, A., McLean, G. M., Bavin, E., Bretherton, L., Carlin, J., Prior, M. 
& Reilly, S. (2013). Computer use and letter knowledge in pre-school children: 
A population-based study. Journal of Paediatrics and Child Health, 49(3), 193-
198.
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1. Introduction

In recent years, attention has been drawn to the importance of self-regulation
in individuals’ development, learning and social relationships. Self-
regulation gains importance at every stage of individuals’ lives, developing

and expanding as they are born into the environmentthey live in (McCabe, 
Cunnington, & Brooks-Gunn, 2004; McClelland & Cameron, 2012). It is defined 
as controlling individuals’ desires, emotions and behaviors, complying with 
social norms, focusing on goals, and maintaining attention (Bauer & Baumeister, 
2011; Posner & Rothbart, 2009; Koole et al., 2011). Having a multidimensional 
structure associated with both positive and negative adaptation, self-regulation 
is comprised of behaviors includng inhibitory control, attention, and working 
memory (Skibbe et al., 2011; McClelland & Cameron, 2012; Astarlar, 2019). 
Inhibitory control, which includes the regulation of behaviors, is the ability of 
the individuals to suppress their impulses so that they can achieve their goals 
(Cuevas et al., 2018; Posner & Rothbart, 2000). This structure is important in 
emotional, social and cognitive development (Watson & Bell, 2013). It has an 
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essential role in controlling the intensity of emotions such as sadness, anger, joy, 
and fear, especially during childhood (Carlson & Wang, 2007; Whitebread & 
Basilio, 2011). The attention component of executive functions that contribute 
to self-regulation refers to the regulation and maintenance of attention, and 
ignoring the distracting or irrelevant stimuli (Robinson, Chang, & Burns, 
2007; Ruff & Rothbart, 1996). Working memory refers to the ability to store 
information and transform it when necessary (Baddeley, 2012; Storbeck & 
Maswood, 2016). Researchers reported that working memory starts to develop 
from the age of four (Baddeley & Hitch, 2007; Ozturk, Elmastas, & Tekok-
Kılıc, 2009) and continues to develop during adolescence after entering a rapid 
development process after the age of six (Gathercole, Pickering, Ambridge, & 
Wearing, 2004). 

Self-regulation is the cornerstone of early childhood development 
(Eisenberg, Smith, Sadovsky, & Spinrad, 2004; Gillespie & Siebel, 2006; 
Shonkoff & Phillips 2000). Studies revealed that all aspects of executive 
functions contribute to cognitive processes, and that the effects of working 
memory, attention, and inhibitory control mechanisms on children’s behaviors 
are highly effective in academic achievement, mastery of emotions and social 
interaction in early childhood (Anderson, 2002; McClelland & Cameron, 
2012; Blair & Raver, 2015; McClelland et al., 2019). By contributing to the 
management skills in social relationships, they pave the way for the development 
of positive behavior standards in children’s peer interactions (Shaw et al., 2000; 
Rubin et al., 2003; Calkins, 2007; Robson et al., 2020). Many studies also put 
forth that relationships with peers in the preschool period predict later academic 
and psychosocial functions and are associated with externalizing difficulties 
such as conduct disorders, antisocial behaviors, and aggression (Gifford-Smith 
& Brownell, 2003; Green et al., 2008; Gulay Ogelman, 2021; Levine & Munsch, 
2014). For children, peers are playmates. Developmentally, as young children 
grow, they spend more time with their peers in social games than in non-social 
games (quoted by Eghum-Wilkens Fabes, et al., 2014; Gulay Ogelman, Goktas, 
& Aytac, 2020). Play is a joyful and spontaneous activity and a powerful context 
for the improvement of SRS (Bodrova & Leong, 2013; Elias & Berk, 2002; 
Savina, 2014; Whitebread et al., 2009). It is an action that both takes place in the 
process and is carried out by using the learned information (Inan Kaya, 2018). 
Positive peer relationships developed through play have positive effects on 
various skills such as creativity, SRS, as well as social, cognitive, and language 
skills (Ahmetoglu et al., 2016; Goktas, 2019). Good self-regulation skills (SRS) 
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can give children an advantage in both games and peer relationships. In order 
to be a part of play in the peer group, children need to exhibit social skills 
such as regulating their emotions and behaviors and have various opportunities 
to develop these skills (Hay, Payne, & Chadwick, 2004). Children who have 
difficulty in regulating their behaviors are less likely to be preferred as playmates 
by other children, which reduces their chances of participating in peer play and 
therefore the opportunity to develop their SRS (Eisenberg et al., 2001; Erturk 
Kara & Gonen, 2015; Tominey & Mccelland,  2011; Montroy et al., 2014). 
Children with underdeveloped SRS experience academic difficulties and peer 
rejection (Denham et al., 2010; Eisenberg et al., 2001; Tominey & Mccelland,  
2011; Montroy et al., 2014; Trentacosta et al., 2009).

The main characteristic of peer preferences and popularity in young 
children begins to take shape from the age of 4-5. Positive behaviors are 
pertinent to popularity, whereas negative ones are pertinent to peer rejection 
(Erwin, 1993). Popular children like playing group games and spending time 
with their peers, and they are open to cooperation. Peer-rejected children are 
those who exhibit oppressive, destructive, aggressive behaviors and have 
characteristics such as being overly active and not obeying rules (Gulay, 2018). 
Young children who mistreat their peers, especially in the pre-school period, 
are more likely to be excluded by their peers (Demirtas-Zorbaz, Arıkan, & 
Gul, 2022). SRS developed and supported in childhood will positively affect 
children’s peer relationships. Through play, the most important requirement 
of childhood years, they will be able to shape their behavior, adapt to their 
playmates, and strengthen their relationships. Since the peer relationship is 
an important socialization tool in children’s lives and the success of these 
relationships depends on the development of social skills, SRS must be 
supported and developed especially in the pre-school period. Determining 
young children’s SRS levels in the first years of life will provide timely and 
full support to children who have problems with their peers, and even prevent 
problems before they begin. The present study aimed to determine whether 
SRS are effective on young children’s playmate preferences. Determining the 
SRS levels of young children is considered vital. It is considered important 
to determine the SRS levels of young children and the SRS levels of children 
preferred and rejected as playmates in terms of SRS training. In this context, 
two questions were asked to young children: “What are the names of 3 friends 
you dislike playing with?” and “What are the names of 3 friends you like 
playing with?”. Subgoals of the study are as follows:
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1. What is the SRS levels of children aged 5-6 years?
2. Do the SRS (inhibitory control, attention, working memory) of children 

who are preferred and not preferred as playmates differ?
3. Do the SRS (inhibitory control, attention, working memory) of children 

aged 5-6 years differ by gender?

2. Method

2.1.		 Participants

The study group was made up of 137 5-6 year-old children enrolled in pre-
schools Niğde Province. While 71 of them were girls (51.8%), 66 were boys 
(48.2%). All the children had a normal development.

2.2	 Measures

SRS Scale for 4-6 year-old Children (Teacher Form)
SRS scale for children aged 4-6 was developed by Ivrendi and Erol (2018) 

to detect the SRS of 4-6 year-old children based on teacher’s report. The 22 
item-scale contains three subscales: Inhibitory Control (eight items) attention  
(nine items) and working memory (five items). The items are formulated into 
statements on a 5-point Likert-type scale  (1=never;  5=always). Scale scores 
can be calculated separately for each sub-dimension, as well as the total SRS 
score. In this study, the total SRS score was utilized. The Cronbach’s Alpha 
coefficients for the original scale was .94; whereas they were calculated as .93, 
.93, .97, and .96 for  the  subscales and total SRS  were calculated,  respectively. 

2.2.1.	Sociometry

In this study, the peer nomination-based sociometric measurement (PNBSM) 
technique was employed. Used in preschool, the PNBSM was first coined by 
McCandless and Marshall (1957). In this measurement, the child is asked to 
choose among his/her peers according to certain criteria such as my least favorite 
friend(s) / my favorite friend(s) and my favorite friend(s) to play with / my least 
favorite friend(s) to play with. For instance, each one can mention the names 
of 3 or more friends they like and dislike to play with. Each child’s acceptance 
points (the ones stated to be liked by others to play with) and rejection points 
(the ones stated not to be liked by others to play with) are estimated (Gottman, 
1977; cited in Gulay Ogelman, 2019).
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2.	3.	 Procedure

Reseracher employed sociometry technique based on peer nomination at 
different periods for all children in the classroom. Teachers filled out the ‘SRS 
Scale for Children aged 4-6 (Teacher Form)’ for each paticipant of their classes.

2.4.	 Data	analyses

The data of the study were analyzed using the SPSS 24.0 statistical analysis 
software. In the statistical analysis of the research, the t test was used to 
arithmetic means, standard deviations and the difference between the groups.

3.  Findings

3.1.	 Descriptive	statistics

In the study, it was aimed to detect whether SRS were factors in the playmate 
preferences of 5-6 year-old children. The results obtained when the arithmetic 
means and standard deviations of the subdimensions of the scale used to 
determine the SRS levels of the participats and the SRS levels of the children 
who are preferred and not preferred as playmates are presented in Tables 1-3. 
Table 1 presents the descriptive statistics of the variables included i the study. 
Preliminary analyses investigated arithmetic means and standard deviations 
of the children’s SRS. The inhibitory control score mean of the 5-6 year-old 
children participating in the present study was 32.58, the attention score mean 
was 36.20, the working memory score mean was 21.50, and the total SRS score 
mean was 90.50.

Table 1. Descriptive analysis values of children’s SRS

n Mean SD Minimum Maximum

Inhibitory control 137 32.17 5.519 17.00 40.00
Attention 137 35.56 6.376 18.00 45.00
Working memory 137 21.13 3.613 10.00 25.00
Total self regulation 137 88.86 14.115 45.00 110.00

A comparison of children’s SRS and playmate preferences and gender 
We conducted comparison analyses to answer the second and third guestion. 

The results of the comparative study indicated that the young children’s SRS 
were effective in their playmate preferences. As can be seen in Table 2, of the 
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children preferred as playmates there is a the inhibitory control (t(135)=2.742,  
p<.01.) attention  (t(135)=3.865, p<.001), and working memory  (t(135) =3.102, 
p<.01)  was higher than not preferred as playmates. In addition, the study revealed 
that the difference between the total score means of the SRS of the children 
who are preferred and not preferred as playmates is significant according to the 
significance test (t-test) (t(135) =3.633, p<.001). Analysis results suggest that, as 
the SRS (inhibitory control, attention and working memory emotion) increases, 
play interaction increases.

Table 2.  A comparison of the mean scores of SRS of the children who are 
preferred as playmates or not

n Mean SD t p

Inhibitory control
Preferred 84 33.17 5.104 2,742 .007*

Not preferred 53 30.58 5.822

Attention
Prefered 84 37.15 5.246 3,865 .000**
Not preferred 53 33.03 7.197

Working memory
Preferred 84 21.86 3.017 3,102  .002*
Not preferred 53 19.96 4.164

Total self regulation
Preferred 84 92.20 11.875 3,633  000**
Not preferred 53 83.58 15.798

Note. *P ≤0.01, **P ≤0.001.

Table 3. A comparison of the mean scores of SRS of the children by gender

Gender n Mean SD t p

Inhibitory control
Girl 71 31.91 5.574 -.570 .57
Boy 66 32.45 5.488

Attention
Girl 71 35.29 6.309 -.506 .61
Boy 66 35.84 6.483

Working memory
Girl 71 20.84 3.548 -.962 .33
Boy 66 21.43 3.684

Total self regulation
Girl 71 88.05 13.946 -.697 .48
Boy 66 89.74 14.349

Note. P>0.05.

As seen in Table 3, the gender variable was found not statistically 
significant for the subdimensions of inhibitory control (t(135)= -.570, p>.05), 
the subdimension of attention (t (135) = -.506, p>.05), the subdimension of 



THE EFFECT OF SELF-REGULATION SKILLS OF CHILDREN AGED 5-6 YEARS . . .     127

working memory (t(135)= -.962, p>.05)  and SRS total score (t (135) = -.697, 
p>.05). According to this result, it can be said that the gender variable does not 
have a significant impact on children’s SRS.

4. Discussion

Self-regulation provides important contributions to children in expressing their 
emotions and thoughts during play with their peers and in new situations, and in 
the development of their personality (Erturk Kara & Gonen, 2015). Children who 
have developed these skills can control themselves verbally and behaviorally 
both in social and educational environments, delay their goal-directed behaviors, 
and display positive social behaviors in their interactions with their peers. Many 
studies and researchers reported that SRS is relatd to academic achievement 
and readiness (Monroy, 2014; Mccelland & Tominey, 2011), peer relationships 
(Pazarbaşı & Cantez, 2019), peer rejection and academic achievement 
(Eisenberg, Pidada, & Liew, 2001; McCelland & Tominey, 2011), game 
skills (Adak Özdemir & Budak, 2019; Aksoy & Tozduman Yaralı, 2017), and 
behavioral problems (Tozduman Yaralı & Güngör Aytar, 2017).The inhibitory 
control score mean of the children aged 5-6 years participating in the present 
study was 32.58, the attention score mean was 36.20, the working memory score 
mean was 21.50, and the total SRS score mean was 90.50.

The study result revealed that young children’s SRS were effective in 
their playmate preferences.  Play refers to a process through which children 
reflect current characteristics and developments, namely, SRS.  In line with prior 
research (Coplan & Arbeau, 2009; Fabes, Hanish, Martin, & Eisenberg, 2002; 
Howes & Matheson, 1992), this finding may be pertinent to the multidimensional 
nature of SRS and can be explained by the basic elements of the games and 
the dynamics in peer relations. Selectivity can be expressed in peer groups of 
preschool children according to gender, race, social participation, cognitive 
capacity, and behavioral patterns (Coplan & Arbeau, 2009). In addition, young 
children’s (Howes & Matheson, 1992) individual differences can also be effective 
in their games. Some of these individual differences are (Fabes, Hanish, Martin, 
& Eisenberg, 2002) emotion regulation and SRS strategies. Young children 
with high SRS display more positive behaviors towards their peers. When they 
experience problems in their peer relationships, they may display less impulsive 
and more accommodating and relaxed behaviors.

A study conducted with 435 children aged 3-4 years (Ramani, Brownell, 
& Campbell, 2010) put forth that children with better impulse control were 
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more adaptable and friendly, displayed positive behaviors towards their peers, 
and did not exhibit defying attitudes towards adults. Furthermore, the study 
determined that children with better impulse control participated more in peer 
games and showed less negative behavior during the games. However, children 
with low SRS may be fearful-anxious, aggressive, hyperactive-distracted and 
exhibit non-social behaviors in peer relationships. Children with SRS problems 
may have impulsive, antagonistic and maladaptive attitudes towards their peers. 
Some researchers argued that one of the reasons for young children’s negative 
peer relationships may be problems with their behavioral regulation (Hughes, 
White, Sharpen, & Dunn, 2000). For example, children with weak SRS exhibit 
behavioral problems  and are likely to fail in peer relationships (Eisenberg, 
Pidada, & Liew, 2001; Eisenberg et al., 2004; Tozduman Yaralı & Güngör Aytar, 
2017). A few researchers also reported that children who have difficulties in 
regulating their behaviors are less likely to be preferred as playmates by other 
children, which reduces their chances of participating in peer play (Eisenberg, 
Pidada, & Liew, 2001; Erturk Kara & Gonen, 2015; Mccelland &Tominey, 
2011; Montroy et al., 2014; Tominey & Mccelland,  2011).

The study findings asserted that the subdimensions of SRS (working 
memory, attention, and inhibitory control) and total score means did not differ 
according to gender. Many studies support the findings of the present study 
(Erturk Kara & Gonen 2015; Fındık Tanrıbuyurdu & Guler Yıldız, 2012). 
Similarly, in a study conducted with 178 children aged 4.5-5.5 years (Jahromi 
& Shifter, 2008) and in a multicultural study assessing children in Iceland, 
Germany and, France in terms of gender, no significant difference existed in 
children’s SRS in countries other than Iceland. (Gestsdottir et al., 2014). This 
difference between countries was stated to be due to cultural diversity.

5. Conclusions

As can be seen, young children’s SRS capacities are reflected in peer interactions. 
In this respect, early childhood is crucial to support children’s SRS (Blair, 2002; 
Perry, 2019). SRS problems during the first years of life can manifest as serious 
problems during adolescence and adulthood such as risk taking, relationship 
problems, health issues, employment problems, and poor decision-making. 
(Butler, 2004; Moffitt et al. 2011). Many studies (Dan, 2016; Flook, Goldberg, 
Pinger, & Davidson, 2015) revealed that SRS can be improved by intervention 
in early childhood. Early interventions can help prevent social difficulties that 
children will experience in the future. Plans should be made to develop young 
children’s SRS in preschools. In particular, activities that support children’s 
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SRS should be included in daily practices. Parents should be included in these 
activities, and children with SRS problems should be supported with school-
family cooperation. Besides, they should apply certain guidance activities such 
as coaching to enhance SRS of children. In addition, the number of studies 
on playmate choices of children would be increased. Moreover, the findings 
have implications for positive SRS strategies for not only teachers but also 
parents. Exploring positive SRS strategies of parents could inform regarding 
the advantages of a strengths-based approach on positive emotions of children. 
Parents and teachers who enhance children’s positive emotions might also be 
supporting their SRS, which has long-term implications for children’s emotional 
and social outcomes at later periods of development. 
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1. INTRODUCTION

Authentic learning is learning that occurs by working on and participating 
in real-world problems (Lam, 2013, p. 1). Swartz (2016, p. 405) 
defined authentic learning as a process that focuses on the real world, 

complex problems and potential solutions, and uses role-playing exercises, 
alternative thinking, case presentations, and participation in both virtual and real 
communities of practice. Christmas (2014, p. 52) considered authentic learning 
as learning by doing and stated that it showed great similarities with pragmatic 
African traditional education. According to him, there are no classrooms in 
African traditional education. Environment means the classroom where students 
learn from nature. Students deal with real life problems. They learn to hunt by 
hunting. They learn traditional medicine by experimenting.

In authentic learning, students deal with real-world problems. Real-world 
problems cannot be subdivided into stand-alone issues, but are created by 
integrating various contexts. Understanding all these integrated areas requires 
the ability to make an informed decision (Laur, 2013, p. 117). Therefore, 

* This study is a part of the doctoral thesis conducted by the first author under the super-
vision of the second author and supported by the Afyon Kocatepe University Scientific
Project Research Commission (Project No: 17. SOS. BİL. 19).



138    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

the authentic learning environment is multidisciplinary in nature. Multiple 
disciplines are required to perform tasks such as designing a special-purpose 
container, setting rules, planning budgets, and resolving crises (Lam, 2013, p. 
1). Students learn how to seek help from other experts and manage collaborative 
relationships when involved in complex and multidisciplinary projects. Before 
entering the workforce, they understand that most problems can be resolved 
with an interdisciplinary approach (Windham, 2007, p. 5). The interdisciplinary 
approach enables students to connect and use knowledge learned from one 
discipline to solve another problem (Christmas, 2014, p. 55). 

Classes organized with an authentic learning approach differ greatly from 
traditional lecture classes. In traditional classrooms, teachers give students the 
content of the subject discipline that is expected to be memorized by students 
and repeated in tests. On the contrary, authentic learning promotes understanding 
through exploration and doing (Lam, 2013, p. 1). In authentic classrooms, 
students take the responsibility for their own learning. Additionally, they need 
to holistically combine multiple content and skills (Nicaise, Gibney, & Crane, 
2000, p. 92).

In the authentic learning process, objects that are not produced for 
educational purposes in the real world can be brought to the classroom 
environment by teachers and students according to the content of the subject and 
used as an educational material. Newspapers, magazines, diaries are examples 
of such materials (Christmas, 2014, p. 53). The focus of learning shifts when 
students can see or touch objects from a real event or listen to someone who 
shares the first-hand experience of the event. From this moment on, students 
become actively involved in the learning process rather than being passive 
receivers looking at things from the outside (Kottler & Gallavan, 2013, p. 139).

The authentic learning process does not have a clear procedure to follow. 
Authentic learning, which has a flexible structure, gives the teacher freedom 
in planning the process. In a project conducted by Mims (2003), the authentic 
learning process is designed as follows:

Course Framework (Purpose): First of all, the basic skills to be acquired 
by students in the subject/unit are determined. The aim is to equip students with 
these skills by relating them to an authentic context (Mims, 2003, p. 3).

Scenario: An example from daily life is presented to students for problem 
solving. In this situation, students carry out their studies according to the roles 
given in the scenario (Mims, 2003, p. 3). 

Phase 1-Engagement and Inquiry: Students try to obtain information about 
the sample situation in order to fulfill the task given to them in the scenario. 
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In this phase, they attempt to obtain first-hand information about the problem 
from source books, newspapers and magazines, and experts. The information 
obtained is reported and discussed in class. At the end of this phase, everyone in 
the class, including the teacher, has a general knowledge of the problem. In this 
process, students regard information gathering and research as a task they have 
to perform in accordance with the role given to them in the scenario (Mims, 
2003, p. 3).

Phase 2-Learning Process: Students develop plans for solving a real-
world problem. They design various materials (flyers, television advertisements, 
brochures, websites, etc.) to convey their message. This phase provides 
opportunities for students to develop higher-order thinking skills (analysis, 
synthesis, evaluation) (Mims, 2003, p. 5).

Phase 3-Communication: It is the use of the materials developed in the 
learning process phase in solving the problem. In this phase, students share the 
materials they have prepared with the relevant people. For example, they hand 
out flyers, share the advertisement film through various media, perform the 
theater event in front of an audience (Mims, 2003, p. 6).

According to Stenger (2018), an increasing number of educational 
institutions in recent years have been partnering with local institutions to offer 
authentic learning experiences to students. Students participating in an authentic 
learning experience are given the opportunity to use their knowledge and skills 
practically in the development of solutions or products that will immediately 
benefit their community and the world in general, rather than discussing 
hypothetical situations or memorizing information.

1.1	 Authentic	Learning	and	Social	Studies

Social studies course is a course that serves as a bridge between the individual 
and social life and ensures the socialization of the individual. The content of 
the course mostly consists of abstract concepts and topics. The permanence 
of the knowledge, skills and values learned in this course depends on making 
connections between them and daily life. Unrelated learning is lost over time. 
In addition, connections with daily life make the lesson more enjoyable by 
removing monotony, increase the permanence of knowledge and enable students 
to develop positive attitudes towards the lesson. Students enjoy the social 
studies course more when the curriculum is related to daily life. The use of 
current events and controversial issues represents the original application of the 
qualities of effective social studies teaching (Kottler & Gallavan, 2013, pp. 100-
101). Connecting the subject to be taught with current events ensures in-depth 



140    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

learning of the subject. Thus, students can embody knowledge and concepts 
by seeing the real-life counterpart of the content of social studies. In addition, 
current events make it easier for students to perceive the world, affect their lives 
and enable them to live a high-quality life (Şimşek, 2017, p. 155). Students who 
can produce a solution to a problem encountered in their environment also gain 
the real-life skills necessary for solving possible problems they will encounter in 
the future, for while students are busy with the solution of the problem, they have 
the opportunity to use many skills such as research, literature review, discovery, 
using information, communication, cooperation, taking responsibility, asking 
questions, discussing, and observing (Tokcan, 2015, p. 29).   

In the social studies course, students become more active by taking on 
the roles of thinkers, researchers, readers, writers, speakers, listeners, artists 
and technologists, while learning about people who lived in the past and who 
live today (Zarrillo, 2016, p. 3). Students can role-play current or historical 
events. They can emulate real processes such as debating and showcase their 
knowledge, skills and dispositions. Thus, students have the opportunity to 
practice skills that they can use in real life in the classroom. Such animations 
contribute to the development of social justice and critical thinking skills in 
students (Kottler & Gallavan, 2013, pp. 119-120). In this context, there are 
expressions in the Social Studies course curriculum to bring current issues from 
real life to the classroom environment. In the curriculum, with the expression of 
“Current and controversial issues related to learning outcomes can be brought to 
the classroom environment by using different discussion techniques, connecting 
them with problem solving, critical thinking, using evidence, decision making 
and research skills” (MNE, 2018a, p. 10), it is recommended to discuss the 
current events in the classroom and it is pointed out that in this way students can 
acquire the basic skills specific to the 21st century.

Authentic learning, which is an instructional design that activates students 
and allows them to explore, is one of the effective approaches that can be 
used for the social studies course in order to have a dynamic structure. In 
many studies, it has been determined that the authentic learning approach has 
positive effects on increasing course success, developing attitude and gaining 
skills. Including technology-supported authentic learning activities in science 
lessons (Karabulut, 2018; Aynas, 2018), including authentic task-oriented 
practices in foreign language education (Karakoç, 2016), using authentic 
learning environments in mathematics lessons (Aydın, 2019) have increased the 
academic success of students and yielded more effective results in permanence 
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of knowledge than traditional approaches. Authentic chemistry problem solving 
proficiency module developed for chemistry teaching (Muhamad, Halim, Surif, 
Harun, & Omar, 2017), numerical thinking authentic learning environment 
developed for computer literacy course (Mingo, 2013), teaching mathematics 
lessons with authentic methods (Blum, 2002) yielded as effective results as 
other learning approaches in increasing the academic achievement of students. 
In addition, in life science (Gündoğan, 2017), Turkish (Hamurcu, 2016; Güner, 
2016), mathematics (Aydın, 2019), science (Karabulut, 2018; Aynas, 2018) 
lessons, which are taught with processes appropriate for the authentic learning 
approach, it was found that students had positive attitudes towards the lesson. 
In the studies conducted for the Social Studies course, the positive effects of the 
authentic learning approach on academic achievement, attitude and permanent 
learning were revealed in learning areas at different grade levels (Baştürk, 2019; 
Gürgil, 2018; İneç, 2017; Önger, 2019). 

The aim of this study is to determine the students’ opinions on the teaching 
of social studies course with processes appropriate for the authentic learning 
approach. For this purpose, the problem statement of the study was formed as 
“What are the students’ opinions on the teaching of Social Studies course with 
processes appropriate for the authentic learning approach?”

This study is limited with the 2018-2019 academic year, the learning 
outcomes of 6th grade “Production, Distribution and Consumption” unit in social 
studies course, and with the data obtained from the semi-structured interviews 
conducted with 28 students studying in the 6th grade of a secondary school in 
the central district of Kütahya Province, Turkey.

2.  METHOD 

2.1.		 Research	Design

In this study, the case study method, one of the qualitative methods, was used. 
The data were collected by interview technique. In this process, the social 
studies course was taught according to the authentic learning approach in the 
study group. The learning procedure lasted 8 weeks. At the end of the authentic 
learning procedure, semi-structured interviews were conducted with the students 
in the study group. The procedure was applied in the study group is presented 
in Table 1. 
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Table 1. Authentic Learning Procedure
Process Procedures

Before 
Application

    Informing students about the authentic learning process

Week 1
 Establishing the theoretical infrastructure of the subject of “Our 
resources”
 Forming study groups and distributing scenarios to the groups

Week 2
 Presenting the information of the groups
 Out-of-school activity - Visit to the Revenue Office

Week 3

 Mines exhibition
 Effects of unconscious consumption of natural resources
 Tax awareness activities - “Pay tax for service” and “Keloğlan’s 
moneybox”
 Out-of-school activity 
 ■ Trip to Medicinal and Aromatic Plants Research Center
 ■ Trip to Solar Power Plant
 ■ Trip to Sapling/Flower Sale and Landscape Business

Week 4

 Out-of-school activity - Visit to Zafer Development Agency
 Information sharing on Kütahya investment group
 Reviewing group works
 Distribution of tasks for the professions activity
 Out-of-school activity - Trip to Cattle Farm

Week 5

 E-conference with Dr. Umut Yıldız
 Reviewing group works
 Out-of-school activity - Visit to Agriculture and Rural Development  
Support Institution [ARDSI])
 Sharing the experiences at ARDSI visit
 Brainstorming activity - What can be done to save energy at school?
 Evaluation of the work done on professions

Week 6

 Energy-saving project - “Future is in Your Hands! Save Energy for the 
Future”
 Thermal tourism needs research
 Out-of-school activity - Trip to Recycling Factory

Week 7
 The activity of “Kütahya’s mineral sources”
 Preparation for professions activity

Week 8

 Professions activities - “Group therapy” skit and “Promotion of 
professions”
 Presentation of the “Needs of Kütahya Thermal Tourism” report to the 
Mayor of Kütahya

After 
Application

 Semi-Structured Interviews



AUTHENTIC LEARNING APPROACH AS A WAY OF WORKING ON REAL-LIFE  . . .     143

2.2.		 Working	Group

The application of the study was carried out in Şehitler Secondary School in 
Kütahya-Central district. In this school, students have a homogeneous structure 
in terms of their socio-economic characteristics and academic achievements 
and they live in different neighborhoods. The class where the application was 
conducted was determined among the 6th grades in the school by random 
sampling. There were 28 students in the class, 17 of whom were female and 11 
were male.

2.3.		 Data	Collection	Tools

The data of the study consists of semi-structured interviews conducted with 
students after the experimental procedure. For semi-structured interviews, a 
draft interview form was first created by the researchers. In order to test the 
applicability of the interview form, to understand whether the questions were 
clear and the order of the questions were appropriate, to check that the interviewer 
understands the interview form and to increase the reliability and validity of 
the research (Büyüköztürk, Çakmak, Akgün, Karadeniz, & Demirel, 2010, p. 
170; Cansız-Aktaş, 2015, p. 351), a pilot study was conducted. For this purpose, 
firstly, open-ended questions in the interview form were presented to three 
experts who have general knowledge about the research topic and are experts 
in qualitative research methods, and the form was rearranged according to the 
feedback received. Then, a pilot study was conducted with three students in the 
working group to test whether the questions in the interview form were clear and 
understandable. The questions that were not clear enough were changed and the 
interview form was given its final form.

The interviews were held in the conference hall of the school and the 
students were taken into the hall one by one. The interviews were recorded with 
a voice recorder within the knowledge of the students. During the transcription 
of the data set, code names were used instead of the real names of the students. 
The transcripts obtained were read to the interviewed students and the accuracy 
of the records was confirmed by the students. Thus, the reliability of the 
interviews was tried to be increased by conducting member audits. Interview 
recordings were converted into written text by transcription method for analysis. 
Transcripts were analyzed by content analysis. The data were coded separately 
by researchers and an expert with competence in the field and themes and sub-
themes were created according to the codes that emerged. According to Berg 
and Lune (2015, p. 179), agreement between encoders is defined as inter-rater 
reliability, and the higher it is, the more effective the coding system is. The 
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reliability (percentage of agreement) was found to be 0.81 by using the reliability 
formula of Miles & Huberman (1994, p. 64) on the coding.

2.4.		 Data	Analyses

In the data analysis, firstly, the raw data obtained from the interviews were 
transferred to the computer environment and converted into written text. Then, 
the written texts were printed out and read separately by the researchers and an 
expert. Thus, the codes in the texts were tried to be revealed and meaningful 
sections were tried to be created. Then, based on the common points of the codes 
obtained, draft themes, sub-themes and categories were created. At the last stage, 
the codes formed under the theme, sub-theme and categories were interpreted. 
The codes were supported with direct quotations from the participants.

3.  FINDINGS

The data obtained in the study were analyzed by content analysis and the authentic 
learning process was analyzed by dividing the obtained data into themes, sub-
themes and categories. The themes created under the authentic learning process 
in line with the opinions of the participants are given in Figure 1.
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Figure 1. Themes on Authentic Learning Process

As a result of the analysis of the data obtained in the study, the authentic 
learning process was divided into six themes (Figure 1). Details and participant 
opinions about the themes are as follows:

3.1.		 Theme	of	Emotions

The activities and products developed by the students in the authentic learning 
process were shared on various platforms. The emotions experienced by the 
students during these sharing were handled under the emotions theme. The 
codes for the emotions theme are given in Figure 2. 
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Figure 2. Codes for Theme of Emotions

Seven codes related to the emotions felt by the students during the sharing 
were revealed (Figure 2). It is understood from the students’ opinions that the 
students shared the activities they organized and the products they prepared with 
their classmates and other students in the school, and that the majority of the 
students have positive feelings because of these shares. The opinions of some 
students about the emotions they experienced during the process are as follows:

“I played in the skit. In front of the classes, in front of my teachers, it was 
a bit exciting” (BAHATTIN).

“It made me feel good, because we introduced these professions to people, 
so that they can learn what kind of profession they want to choose in the 
future, or we made a public service announcement for taxes. When people 
grow up or are currently in a tax evasion activity, they learn that it’s a bad 
thing or that it’s actually damaging you” (SUZAN).

“We shot a video. Making people aware of it made me very happy, because 
if we are not conscious, we can make some mistakes unintentionally” 
(SULTAN).

“Sharing these products is what I did with my teammates. I saw how great 
things we can do when we come together. That’s why I felt proud while 
sharing them” (ZEREN).
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“We presented skit to our groups, our classmates, our friends at school 
and that gave me self-confidence” (Emir).

“It made me feel like a hero” (SAMI).

“I took part in the skit. But the teacher gave the role to E… because he did 
it better than me. It made me feel bad” (YUNUS).

3.2.		 Theme	of	Group	Work

One of the most important components of the authentic learning approach is 
collaboration. The process in which collaboration emerges most intensively is 
the group work phase. Students’ opinions on the contribution of group work 
during the process are discussed under the theme of group work, and the resulting 
categories and codes are presented in Figure 3. 
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Figure 3. Categories and Codes for Theme of Group Work

The students discussed the contribution of group work in the authentic 
learning process in the categories of collaboration, time and personal development 
(Figure 3). When a general evaluation is made in line with the opinions of the 
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students, working with the group contributes positively to the efficient use of 
time, to make more progress in a short time, to work in collaboration and to 
personal development of the students. The categories are presented below.

3.2.1.		 Collaboration

Opinions on the collaboration category are grouped under six codes (Figure 3). 
It is understood from the students’ statements that working with a group enables 
cooperation, the emergence of various ideas, the development of the ability to 
make decisions in a democratic environment, and increases productivity. The 
student opinions supporting the codes are as follows: 

“Well, I think being a group is a very good thing. We become responsible 
and learn to work together. We learn to work together, not individually, 
not just according to our own decisions. We have to abide by the decisions 
that the group makes collectively, and everyone has to fulfill their 
responsibilities” (KÜBRA).

“How can I say that, our friends in other groups also help us, we all help 
each other and put forward something” (TUANA).

“Unity and solidarity, which is, helping each other. They helped because 
we did it together. For example, they took over the tasks that I couldn’t do” 
(MİRAY).

“For example, if we are going to do something jointly in a task, everyone 
is putting their ideas out in the task. By getting everyone’s ideas, we can 
come up with something nice. For example, when I say “How can I do 
this?” my friends say “You can do it like this. It will be more effective if 
you do this. If you do this, our group will be better.” They helped me like 
this. We helped our friends who couldn’t do their tasks. So that’s how we 
handled it with our group in solidarity” (RANA).

“The purpose of the group is the distribution of tasks. If you distribute 
the tasks well, the group will be a good group. There is only one idea in 
the individual, but there are different ideas and opinions in group work” 
(KERİM).  

“I think it will not be efficient when only one person works. We can gather 
more information and do better things with the group” (NİSA).

“Two heads are better than one” (EGEMEN). 
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“When we do tasks alone, more tasks will be distributed, and it is very 
difficult. We can handle it more easily when the tasks are done with a 
group. Of course, for this, when the task is assigned to the group, everyone 
has to do those tasks” (ZEHRA). 

“I can see the mistakes of each student. For example, when you make 
a mistake, you can’t realize it yourself, but when you’re with the group, 
someone can realize it” (SAMİ). 

3.2.2.	Time

Opinions about the time category are grouped under two codes (Figure 3). It is 
understood from the students’ statements that more tasks can be completed in a 
short time with the division of the tasks into units while working with the group, 
and that working with the group allows time to be used efficiently. Student 
opinions about this category are as follows: 

“If we were on our own, we would have struggled a lot. So we would not 
be able to do everything ourselves. But when we were with the group, we 
shared the tasks and we did it in a shorter time” (HACER NUR). 

“Doing all the activities together, field trip activity, for example, was a 
great fun” (NERİMAN). 

3.2.3.	Personal	Development

Opinions about the personal development category were grouped under two 
codes (Figure 3). Giving students, who have difficulty in expressing themselves 
in the community, various tasks while working with the group and getting 
their opinions increased their self-confidence. In addition, the process enabled 
students to acquire problem-solving skills. Students’ opinions supporting this 
category are as follows: 

“Working with the group made me happy. It’s been a really good experience 
for me. They gave me confidence. They increased my self-confidence” 
(SULTAN).

“I think working with a group is better. Tasks are distributed. It shows us 
how we should choose people we can trust when we start a company in the 
future. That’s why I think it’s better to work in groups” (TUANA).

3.3.		 Theme	of	Authentic	Materials

Authentic learning allows the use of real materials that are not developed for 
educational purposes in the educational environment. In this context, among the 
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real materials used for educational purposes in the learning process, those that 
attract students’ attention are examined under the theme of authentic materials, 
and the resulting codes are presented in Figure 4. 
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Figure 4. Codes for Theme of Authentic Materials

Four codes related to the authentic materials that material found interesting 
by students (Figure 4). It is understood from the students’ statements that the 
use of real materials in social studies course is interesting. It has been seen 
that real materials can be used as an effective tool for the permanence of the 
information and the development of a positive attitude towards the lesson. The 
most interesting of the authentic (real) materials presented to the students in 
the authentic learning process and their views on these materials are presented 
below.

“Touching them was interesting. For example, boron, I had never seen 
boron. There is much in Kütahya, but I had not seen them before. I touched 
a mine. I liked it very much” (TUANA).

“For example, I had never seen boron mine before in my life. I could never 
picture it in my mind. I saw the boron mine. I’ve seen many mines like this. 
I think this was the most effective activity” (ZEREN). 

“The stone I picked up from the ground and the stones I touched there had 
nothing to do with it. I also learned about Turkey’s boron mine. In other 
words, I knew that we were rich in boron, but I had never seen it before” 
(YUNUS).

“We saw the difference in VAT on receipts and invoices. That is, how much 
VAT is paid? We learned that it was paid according to the price” (EMİR).

“The receipts show what we buy and how much we pay, VAT rate, tax etc. 
When I leave the market, I was always throwing the receipt into the trash. 
Now I’m taking it home” (KERİM). 
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“The news about why Kütahya does not receive immigration on television. 
The reason is that we have many shortcomings, for example, we cannot 
use our resources properly. We extract our raw materials, but we cannot 
process them. Other cities and countries are working. I think it will be 
more effective if we do these things ourselves or if we keep our environment 
clean and not pollute our air” (RANA).

“I learned from the news about the people’s opinion about the migration” 
(SUZAN).

“Cartoons already attract my attention” (BAHATTİN).

“Generally, cartoons are more informative and interesting to me” (MİRAY). 

3.4.		 Theme	of	Information	Resources

In the authentic learning process, students have acquired the information they 
need from various sources to fulfil the tasks assigned to them. The codes related 
to the information sources used by the students during the process are presented 
in Figure 5.
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Figure 5. Codes for Theme of Information Resources

The resources that students use to access the information they need in the 
authentic learning process are grouped under five codes (Figure 5). It is seen 
that students diversify the resources they use to access the information they 
need in the process. Students mostly used the internet to access information. 
However, it is understood that obtaining information from experts is frequently 
used in the process. Textbook, family and library resources are other sources of 
information. Some of the students’ opinions are as follows:

“First of all, we got help from experts, from people working in the revenue 
office. We got help from the internet, the library and similar places” 
(KÜBRA). 
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“From the social studies course book, from the internet. There are no 
software engineers in Kütahya. Generally, software engineers work in 
Istanbul. I downloaded the software engineering interview of a woman 
named A... G... from the internet. I listened to her. We went to revenue 
office about tax. We talked to certain employees there and got information 
there” (SULTAN).  

“I got information from the chef. I got information from websites. I also 
talked to some of my elders and got information” (EGEMEN).

“I got information from the social studies course book and the books we 
study. I also got help from my family. My mom, dad, sister. An acquaintance 
of my father was a judge. I got the information from that judge” (HACER 
NUR). 

“We went to ARDSI. We went to Zafer Development Agency. We got 
information from experts there.” (ZEREN). 

“My career choice was the police. I interviewed a police officer. I got 
information from him. Then from the textbooks, from the website” (RANA).

“I got information from Umut Yıldız, who works at NASA. Or when we 
went to aromatic plants center, I got information from the people working 
there” (SUZAN).

“I mostly gathered information from the internet. But sometimes I looked 
at the encyclopedia or asked my family about parts I didn’t know. But 
frankly, I used the internet more. We went to B… Plastic Factory on trips. 
We learned that plastic can be recycled there from experts” (ERAY).

3.5.		 Theme	of	Studying	Daily	Life	Problems

Students’ opinions on dealing with daily life problems in social studies courses 
were examined under this theme, and the codes that emerged are presented in 
Figure 6. 
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Figure 6. Codes for Theme of Studying Daily Life Problems

Students’ opinions on dealing with daily life problems in the authentic 
learning process were analyzed under five different codes (Figure 6). Students 
supported the handling of daily life problems in social studies classes with their 
positive opinions. In this way, students think that they have acquired knowledge 
and skills that they can use in real life. Some students’ opinions are as follows:

“We will grow like everyone else. I think they will be very useful for us in 
the future. Paying taxes or choosing a profession, everyone will do. So we 
will need this information” (ZEHRA).

“Well, I didn’t know any of this information two months ago. I had nothing 
to do with renewable energy, non-renewable energy. I wasn’t interested 
in profession choices. For example, I wanted to be a neurosurgeon. But 
when I think about my interests, now I want to be a mechatronics engineer. 
It’s related to computer. In other words, there were benefits in choosing a 
profession” (YUNUS).

“Now, we have knowledge. We can solve these problems more easily if we 
face these problems” (HACER NUR).

“Maybe we will find a solution to a big problem by discussing it in class. We 
can raise awareness of the people by going out on the streets” (KERİM).

“First of all, it is required to inform people. Don’t do a job you don’t 
like. Do the job you love. For example, Umut Yıldız was not good at 
mathematics either. Only later did he improve his mathematics a little. 
He read many books. He did a lot of research on science. He now works 
at NASA in the USA. I would like to be in his place too. It is a very good 
feeling” (TUANA).
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“For example, I used to not turn off the lights when I wasn’t using them. 
But now, I’m turning them off. We went to the houses of our neighbours in 
our neighbourhood one by one with some of our friends. We made them to 
be aware of this situation” (ETHEM).

“It’s good to discuss in class, because each person has a different example. 
Everyone’s opinion is different. That’s why so many theories are developed” 
(NERİMAN).

“Everyone has a different opinion. Your wealth of knowledge expands 
even more” (SAMİ).

“For example, we can implement a project at home that we implemented at 
school. In this way, we can raise awareness at our school and our home” 
(EDA). 

3.6.		 Theme	of	Assessment	of	the	Process

The opinions of the students regarding the evaluation of the authentic learning 
process as a whole were examined under this theme and the codes that emerged 
are presented in Figure 7.
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The opinions of the students regarding the evaluation of the authentic 
learning process were grouped under nine codes (Figure 7). Students see 
the authentic learning process as a process in which they acquire permanent 
knowledge and become conscious. Expressing what they learned by doing, living, 
traveling and having fun shows that they enjoy the process and have permanent 
learning. It is understood from the students’ opinions that the activities and the 
trips organized contribute to the students’ taking responsibility, socialization and 
gaining self-confidence. Some students’ opinions are as follows:

“We learned more information. I enjoyed learning different information 
when I went to different places. Discussing these with our friends after we 
went has increased our knowledge” (YASEMİN).

“Before this two-month period, I had no idea about such things. I didn’t 
even know what tax was. But now we learned these, I learned what the tax 
means, why it is taken, or how important the mines are. This has been a 
pretty good experience for me” (SUZAN). 

“We have learned more. We learned while having fun. We have become 
aware of our responsibilities” (KÜBRA).

“I learned more information. I learned by living. I learned by traveling, 
seeing, having fun and dreaming. These events affect me a lot. Because 
when people learn by experience, they really understand better. We 
understand better than reading or listening. We understand better by 
living” (TUANA).

“The contribution is that I learned the topics that I did not know. We got 
new information. We learned them by traveling, not by reading, but by 
living. It can be more permanent than reading” (BERNA). 

“I also had the opportunity to visit places I had never seen before” 
(SULTAN).

“We organized trips. I love it. I see new places. I’ve seen places that I had 
never seen before” (SENA).

“From now on, I will be more careful about what I will do in my life” 
(RANA).

“I actually learned new information. I traveled, I had fun, it was nice. It 
contributed more for professions and tax. When I grow up and reach tax-
paying age, I will pay my taxes without delay. I will do a profession that I 
love according to my own interest and ability in professions” (NERİMAN).
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“I socialized more in these environments; I acquired more knowledge” 
(EGEMEN).

“All the activities have great contributions to me. I became very social, so 
it was very beneficial. For example, I had no knowledge until two months 
ago about some topics. So, I think it was beneficial for us as well as for 
you. Because we gained a lot of knowledge and gained them in a short 
way” (YUNUS).

“I am very conscious now. For example, about energy saving. For example, 
we should keep the curtains open during the day. We should get the receipts 
when we buy something” (BAHATTİN).

“It made me become more conscious. We learned new information” (EDA). 

“I have been informed and now I have more beautiful memories in my life” 
(HACER NUR).

“It was a pretty good couple of months. It was one of the best two months 
for me” (ETHEM). 

“In general, I became more informed, I started to share everything with 
my friends. My self-confidence started to increase even more. These are the 
contributions of the activities” (EMİR).

“In all our trips, in all the places we went, the information about that 
subject that is what caught my attention. Wherever we went, we learned 
good information from there. Now we can do things we didn’t do before, 
thanks to that information” (KERİM).

4.  DISCUSSION AND CONCLUSION

The results obtained in this study, in which students’ opinions regarding the 
teaching of the social studies course using authentic learning processes, and the 
discussions with other studies are as follows:

1. The data obtained in the study show that students have acquired an 
important part of the learning outcomes in the learning area that the application 
covers. The students stated during the interviews that they obtained permanent 
information on issues such as tax awareness, career choice, energy resources, 
mines, energy efficiency and recycling, and that they transformed knowledge 
and skills into behavior by using the acquired knowledge in their daily lives. 
In addition, they had the opportunity to share their knowledge and skills with 



156    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

student groups outside the classroom through various activities, and undertook 
the task of informing and raising awareness.

The authentic learning process provided opportunities for students to gain 
various skills in the Social Studies Curriculum. During the process, each of the 
students performed various tasks for the solution of daily life problems assigned 
to them. The students’ use of various information sources such as the internet, 
textbook, family, library, institutions, experts to define the problem, confirming 
the accuracy of the information from various sources and reporting them for 
discussion in the class improved their research and drawing and interpretation 
skills of tables, graphs, diagrams. Making plans for the solution of the problem, 
designing materials, planning activities enabled them to develop higher-order 
thinking skills. Students’ effort to find the best way to solve the problem and 
choosing the most useful and correct solution among the solutions improved 
their decision-making skills. Each student worked with a group throughout 
the course, which gave students the opportunity to develop their collaboration 
skills. Students’ being sensitive to social problems, taking responsibilities, 
working in harmony with their friends in group work, making presentations 
and demonstrations in front of a community have improved their skills of using 
Turkish correctly, well and effectively, social participation and empathy. 

In the process, students gained various values stated in the Social Studies 
Curriculum as well as skills. The activities carried out by the students for the 
efficient use of energy resources in the school and home environment and for 
the creation of savings awareness played an effective role in gaining values such 
as sensitivity, savings, responsibility and patriotism. The activities they carried 
out to raise tax awareness played an effective role in gaining values such as 
sensitivity, responsibility and patriotism. On the other hand, the activities they 
carried out to investigate the problems of thermal springs in Kütahya, which 
is an emigrant province, played an effective role in gaining values such as 
scientificity, sensitivity and responsibility.

2. In the authentic learning process, the students had the opportunity to 
work in groups. Working in groups has provided advantages for students such as 
working together, helping each other, generating new ideas, working efficiently, 
overcoming tasks, recognizing mistakes, using time efficiently, and providing 
self-confidence. Dividing the tasks into sub-tasks in groups and sharing them 
among the group members played an important role in the efficient use of 
time and the faster fulfilment of the tasks. During group work, students had 
the opportunity to develop their communication and cooperation skills. It was 
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observed that the conflicts between male and female students that were previously 
present in the classroom decreased in this process, and the male students were 
able to work in harmony with the female students, and the feelings of friendship 
and solidarity developed. These results are in line with the results of many 
studies in the literature. In the study conducted by Gündoğan (2017), it was 
seen that the students enjoyed working together in activities involving authentic 
tasks, students who had difficulties in communicating overcame this difficulty 
in group work, worked in cooperation, shared their ideas, tools and equipment, 
and helped each other. Pullu (2019), on the other hand, determined that students 
work in harmony and cooperation by establishing good communication with 
their groupmates due to authentic tasks. Önger (2019) found that students help 
their friends, divide work, communicate, gain responsibility, socialize, solve 
problems, do research together, and get to know their friends better during group 
work in the authentic learning process.  In the study of Aynas (2018), it was 
found that students gathered information through group work in cooperation 
in the authentic learning process, shared their tools and equipment, acquired 
a sense of duty and responsibility, and exchanged information among group 
members. Group work contributed to the development of the sense of duty and 
responsibility in the students and to the social relations of the students. In the 
study of Hamurcu (2016), it was concluded that thanks to the group work carried 
out in the authentic learning process, the students had the opportunity to know 
their group mates more closely, their friendships were strengthened and they 
got along well, they gained more knowledge, and they experienced a sense of 
achievement. Gürdoğan (2014) found that the students shared ideas with their 
group mates while producing common solutions to the problems, different ideas 
emerged, and it became easier to learn the subjects by examining them from 
different perspectives, and the communication skills of the students improved.

3. In the authentic learning process, the use of authentic materials, such 
as mine samples, receipts and invoices, news videos and cartoons, which are 
not actually designed as course materials, attracted the attention of the students 
and it is seen that they can be used as course materials. Such authentic materials 
have a significant impact on the permanence of the information as it appeals to 
students’ different senses. In addition, such materials help students relate what 
they learn in the classroom with daily life. In the study conducted by Güner 
(2016), it was concluded that the students had positive opinions about the lessons 
conducted using authentic materials and that they compared the materials used 
in the classroom to the materials they encounter in daily life. According to 
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Kottler and Gallavan (2013), the lesson becomes much more meaningful when 
concepts and applications in social studies, real objects or models are brought 
to the classroom.

4. In the authentic learning process, students diversified their sources of 
knowledge. In traditional teaching approaches, the sources of information are 
mostly teachers and textbooks. Outside of the classroom, the internet is the most 
preferred source of information. In the authentic learning process, in addition 
to these sources, the most remarkable source of information was experts. Many 
students stated that students obtained information from experts in the authentic 
learning process. Family members, library resources and dictionaries were also 
used as information sources in the process.

In various studies, data supporting the findings on the information sources 
in the study were obtained. In the study of Akdağ and Çoklar (2009), the most 
frequently used resources by secondary school students were listed as internet, 
library, source books and other resources. Sakarya, Tercan and Çoklar (22-24 
September 2011), in their study, revealed that primary school students use the 
internet the most as a source of information. In the study conducted by Ekici 
and Özenç-Uçak (2012), it was found that secondary school students primarily 
and intensively use the internet in accessing information and it was concluded 
that students perceive the internet as an environment where up-to-date, easily 
accessible and all kinds of information sought can be found. The results of 
the study conducted by Şerefoğlu-Henkoğlu and Mahiroğlu (2015) showed 
that the first source used by secondary school students to access information 
is the internet. In the study conducted by Aktaş and Yalçın-İncik (2019), the 
information sources that secondary school students use to access academic 
information are listed as experts/teachers, internet, books, television and peers. 
In the study conducted by Gündoğan (2017), it was seen that while conducting 
their study in authentic task-based learning environments, students used primary 
sources such as newspapers and magazines and benefited from the experiences 
of real-life experts. In the study conducted by Aynas (2018), students gathered 
information from multiple sources such as primary sources, field experts, etc. 
in the authentic learning process. Although these sources of information, which 
emerged in the studies, are also used in the authentic learning process, the most 
important difference is that the students understand that seeking expert opinion 
is an important method of obtaining information.

5. In the authentic learning process, the students organized various activities. 
These activities gave students the opportunity to share what they learned with 
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communities outside the classroom.  While reinforcing their own learning 
with the activities, the students transferred their learning to other students and 
undertook the task of informing and raising awareness. It is understood that the 
students had fun and had a good time in the activities. The students explained 
what they felt during these activities as happiness, excitement, pride, self-
confidence, heroism, and a good feeling. Taking part in the activities has created 
positive emotions in many students.

The findings of various studies show similarities with the findings 
obtained in this study. Pullu (2019) concluded that students felt positive 
emotions related to authentic tasks in the form of happiness, curiosity, feeling 
of success, interest, increasing self-confidence, providing motivation and 
increasing the desire for cooperation. Önger (2019) found that students found 
authentic activities enjoyable, liked and found them good, and that they liked 
the lesson and enjoyed the lesson. Koçyiğit (2011) obtained that authentic 
tasks given in real environments were challenging but motivating, providing 
permanent information and entertaining qualities, and this had positive effects 
on the attitude towards the lesson. In the study conducted by Aynas (2018), it 
was concluded that authentic learning activities positively affected the social 
characteristics of students, and their communication and self-expression skills 
improved in this process. During the process, the students enjoyed the in-class 
and out-of-class activities, found the authentic learning activities enjoyable 
and useful, and there was an increase in the students’ curiosity, excitement and 
motivation levels in this process. In the study conducted by Karabulut (2018), 
students stated that they had the opportunity to express themselves in the 
authentic learning process, and they felt brave, self-confident, adult, useful and 
important.

6. Students positively evaluated the inclusion of daily life problems 
in social studies lessons and found it useful. Its greatest benefit was seen as 
preparing students for real life.  According to the students, making connections 
with the lessons and daily life helps them to come up with new ideas and different 
perspectives, increase their knowledge and skills, and gain basic skills that they 
can use in solving similar problems they may encounter in real life. These results 
are in line with the objectives of developing basic education stated in the 2023 
Education Vision of the Ministry of National Education. In the vision document, 
in detailing the goal defined as “innovative practices will be allowed” in basic 
education, the expression of “Students will be supported to gain motivation 
to find solutions to social problems by meeting with social entrepreneurship” 
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(MNE, 2018b, p. 88) necessitates bringing daily life problems to the classroom 
environment, as in the authentic learning process.

In addition, in the preliminary report of the Ministry of National Education 
in which PISA 2018 Turkey results were evaluated, it was reported that Turkey’s 
scores in reading skills, mathematical literacy and science literacy measured in 
the exam increased significantly compared to the previous exam. In the report, it 
was stated that the most important effect on this score increase was caused by the 
curricula and training processes. Updating the curricula in a way to give more 
importance to the role of knowledge in daily life, and therefore enabling students 
to associate knowledge with daily life, make analyzes and make inferences, and 
focus more on the content of processes and facts have been shown as the most 
important factors that increase success (MNE, 2019, p. 12).

7. Students evaluated authentic learning as a process that provides 
knowledge and awareness, socializes, increases self-confidence, and provides 
future-oriented skills. Students defined the learning in the authentic learning 
process as learning by doing, living, having fun, imagining and traveling.  In 
addition, the authentic learning process was evaluated as a process in which 
learning was diversified and expert opinions were obtained through trips to real-
world contexts, and that students were not only contented with the contents in 
the classroom provided by the teacher or presented in the textbooks.

In the study conducted by Yalvaç-Hastürk (2013), students stated that 
they learned the subject better, had experiences related to daily life, had 
the opportunity to demonstrate their creativity, learned by doing and living, 
developed a positive attitude towards the lesson and school, and had enjoyable 
experiences thanks to the projects they prepared in the authentic learning 
process. Pullu (2019) found that students evaluate authentic tasks as enjoyable 
and creative practices that enable active participation, develop empathy skills 
and prepare the basis for socialization. Based on student opinions, Önger 
(2019) evaluated the authentic learning process as a process in which students 
actively study, learn by doing, reveal their creativity, and learn through travel 
and observation. In the study conducted by Aydın (2019), it was determined 
that authentic learning increases students’ satisfaction levels and students learn 
by having fun. In the study conducted by Gürdoğan (2014), students evaluated 
the lessons taught according to the authentic approach as a process that 
increases the sense of responsibility, contributes to professional development, 
and provides different perspectives, knowledge and skills that they will use in 
their future lives.
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1. Introduction

Regarding the syllabus applications of English as a second or foreign 
language for early age students, foreign language education systems 
of several countries have been restructured or new education reforms 

have been implemented since the early 2000’s (Garton, Copland & Burns, 
2011; Kırkgöz, 2007, p. 2008; Lopriore, 2002; Nikolov & Curtain, 2000). 
According to the report by Edelenbos, Johnstone & Kubanek (2006), starting 
to teach English to young learners is an important issue requiring to be taken 
into account very carefully. However, it is not the only matter that should be 
handled but providing a proper teaching and active learning environment as well 
as supporting with continuity in education would be promising act for the future 
of language education.

All in all, Edelenbos, Johnston, and Kubanek (2006) emphasize that “… 
transition to effective foreign language education at an early age in all member 
countries, starting from kindergarten and primary school” stated in the action 
plan published by the European Union in 2004, can only be realized with well-
equipped foreign language teachers and effective learning environment and 
methods. The preparation of the content of a curriculum to be prepared for 
children at an early age is an issue that requires great attention. In other words, 
in any foreign/second language curriculum to be prepared for early children, 
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it is necessary to consider the cognitive and conceptual abilities of children 
according to their age groups.

As stated in the 2004 action plan of the European Union, foreign language 
education in member countries starts from the first grade of elementary school or 
kindergarten. With the 4+4+4 education reform that started to be implemented in 
the 2012-2013 academic year, the age of starting school decreased to 5 (primary 
school 1st grade) and the age to start learning a foreign language to 6 (elementary 
school 2nd grade). Unlike the previous education reform, this means that students 
start learning a foreign language from the second grade. The foreign language 
education system implemented in line with the new education reform was 
gradually introduced. As mentioned above, the 4+4+4 education reform, which 
was implemented for the first time in 2012, affects the 1st grade students who 
started primary school that year, in short, these students started their second 
grade for the first time in the 2013-2014 academic year (Ministry of National 
Education, 2012). Since age groups are of great importance in curriculum 
development, this article focuses only on this age group. This study aims to 
evaluate the opinions of English teachers about the curriculum prepared only for 
students aged 6-8 in the 2nd, 3rd and 4th grades of primary school.

In this direction, in the study it was aimed to find answers to the following 
questions:

1. What are the teachers’ views on the newly designed syllabus used at 
elementary schools in Turkey?

2. What are the challenges English teachers encountered during the 
application of the newly designed syllabus? 

2.  Method

In current study, conducted regarding descriptive qualitative research design, 
it was aimed to evaluate the syllabus used at the state elementary schools in 
Turkey. The main feature of the descriptive qualitative research design is that it 
focuses on the situation which exists within its own conditions. In a descriptive 
research design, collected data are utilized so that the assumptions about the 
current state of the subject studied can be validated (Dörnyei, 2007). Qualitative 
research is used to find answers to questions such as why, how and to what 
extent. It represents the process for a holistic examination of events and findings 
in a realistic setting (Neergaard, Olesen, Andersen, & Sondergaard, 2009; 
Sandelowski, 2000).
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In the current study, initially, an interview form utilized, in which it is 
stated that the data for the participants will be confidential. Moreover, the 
use of the collected data and the results will be shared with the participants 
whenever they wish. Participants’ personal information was not revealed data 
collection processes. All the participants were addressed as given numbers by 
the researcher.

2.1.		 Data	Collection	Procedure

The data for this study were collected from 104 English teachers working at 
different Elementary Sate Schools around Turkey through semi-structures 
survey, which was created by the researcher based on the criteria available in 
the current literature. The data were collected via e-mails through the teachers 
occupying in different regions of Turkey. The researcher gave the participants a 
brief explanation about the purpose of the study. 

For data collection, a semi-structured survey was prepared and presented 
to English teachers at state schools at different times within two weeks. The 
sheets were either handed out by the researchers or sent via emails. Following 
the completion of the task, all the teachers were thanked and the data gathered 
were fed into MaxQda qualitative analysis programme for the analysis.

2.2.	Participants

The participants in this research consisted of 104 English teachers who follow 
the standard curriculum and syllabus designed by the Board of Education and 
Discipline, which is a board functioning as a sub-branch of the Turkish Ministry 
of Education. All the participants voluntarily agreed to participate in the study 
and signed a consent letter.

2.3.	 Reliability	and	validity	of	the	data	analysis

In the current study, the reliability of the coding process conducted by two 
different coders, one of whom is the researcher, was calculated with the Miles-
Huberman coder reliability percentage. This formula is (Percent Agreement = 
Agreement / (Total Agreement + Discord) and it is expected that there is to be at 
least 80% agreement among the coders (Miles & Huberman, 2016). As a result 
of two coders’ analysis, the total agreement obtained in the study was obtained 
as 83.5%.

As for the validity of the analysis, several studies to ensure the validity 
and reliability of the qualitative dimension of the research were conducted 
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during the research. For example, according to Hammarberg, Kirkman & Lacey 
(2016), peer review in qualitative research represents one of the core aspects 
of science, and external evaluators can help create practices that support more 
valid conclusions. In qualitative research, participant control can be viewed as 
the crucial criterion in ensuring reliability (Faris, 2017; Fusch, Fusch & Ness, 
2017; Fusch & Ness, 2015). Another way to ensure reliability and validity is 
to utilize software programmes for the analysis The use of computer programs 
such as NVivo and MAXQDA, which emerged with the developing technology, 
in qualitative analysis is one of the most effective techniques in ensuring the 
validity of the data analysis (Hammarberg, K., Kirkman, M., & Lacey, S. de. 
(2016).

3.  Findings

Within the scope of the research, the participants were asked a question related 
to the main purpose of the syllabus. The participants’ coding of the views on this 
matter is given in Figure 1.

Figure 1. The main purpose of the syllabus

As a result of the qualitative analysis related to the main purpose of the 
syllabus, three (n=3) participants support the idea that the main purpose of 
the syllabus is to memorize the content of the course given within the scope 
of the lesson. To illustrate, T22 say that “Its purpose is memorization of the 
structure and patterns in English.” Eight (n=8) of the participants have the view 
that the main purpose of the syllabus is to teach grammar. For example, T50 
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claim that “Learning grammar points and the structure are the main purpose 
of the syllabus.”17 participants (n=17) believe that its purpose is to develop 
positive attitudes. To support this view T82 say that “To teach English in an 
effective way, it is sufficient for learners to learn English efficiently.” And 
the same number of participants supports the idea that its main purpose is to 
teach vocabulary. For instance T101 say that “In order to learn vocabulary and 
understand the words, it mostly focuses on vocabulary.” 26 participants (n=26) 
emphasized its usefulness, while 56 participants (n=56) have the idea that its 
main purpose is to develop communication. For example, T77 say that “Right 
and regular way of language learning and teaching better are the purposes of 
the syllabus.” Moreover, T9 says that “I think that the syllabus is about making 
students communicate.”

Figure 2. More emphasized aspect of language in the current syllabus

As a result of the qualitative analysis regarding more emphasized aspect 
of language in the current syllabus, 11 participants (n=11) have the idea that 
the syllabus emphasized writing mostly. For example, T102 claims that “In 
the syllabus Writing is more emphasized.” 12 participants (n=12) support the 
idea that it mostly emphasizes vocabulary items. T77 says that “Throughout 
the lesson I need to revise vocabulary items repeatedly”. 13 participants give 
opinions about the fact that it underlines integrated skills. In this regard, T13 
says that “The skills (reading, writing, speaking and listening) are mainly 
emphasized.” In addition, 28 participants (n=28) believe that it emphasizes 
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grammatical features. Regarding this, T9 says that “Grammatical structures are 
emphasized more as well as structures and functions.”29 participants (n=29) it 
mostly highlights reading. In this context T 53 says that “It is a reading based 
course and reading is more emphasized.” 48 participants (n=48) believe that it 
underlines listening skill regarding this T45 says that “Listening activities have 
been more than the others.” and finally 53 participants (n=53) support the idea 
that the syllabus mostly emphasizes speaking skill. For example T78 says that 
“Communication-centered activities such as dialogues are mostly given and it 
focuses on speaking and pronunciation.”

Figure 3. Supplementary materials used by English teachers

According to the result of the analysis related to supplementary materials 
used by English teachers, 4 of the participants (n=4) use story books. For 
instance T3 says that “To supplement the main course and other activities, 
we use workbooks and story books as well as activity books.” Moreover, 10 
participants (n=10) prefer using tests. In this regard, T89 says that “I use tests 
at the end of each unit for students to improve.” 37 participants (n=37) say that 
they produce their own materials. Regarding this, “Most of the time, I need to 
produce my own material making use of other sources to support the lesson.” 
47 participants (n=47) use different types of books. “There are various sources 
especially books I have used before to produce supplementary materials.” And 
lastly, 76 participants make use of internet sources as supplementary materials. 
To illustrate, T90 says that “I always use internet sources since they are always 
easy to reach to support the lesson.”
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Figure 4. Authentic materials used by English teachers

According to the result of the analysis related to authentic materials used 
by English teachers, 15 participants (n=15) use videos. Regarding this, T104 
says that “There are various kinds of videos on the internet to show the students 
as authentic materials.” 33 participants (n=33) make use of worksheets. For 
example, “I make use of work sheets for each unit … I apply the students some of 
them at the end of each lesson.” 22 participants (n=22) use internet sources. To 
illustrate, T45 says that “ Internet is a very useful source maker for me to make 
use of to use as  authentic material.” And finally 64 participants (n=64) utilize 
story books as authentic materials.  Regarding this, T 52 says that “There are 
various story books in the library and I mostly use them as authentic materials.”

Figure 5.  Desired level of communication skills with the current syllabus
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As for the results of the analysis regarding desired level of communication 
skills with the current syllabus, only nine of the participants (n=9) claim that they 
developed communication skills. To support this opinion T8 says that “Students 
can do most of the stuff without my help.” 15 participants (n=15) put forward 
the idea that they can achieve the communication skill at the intermediate level. 
Regarding this T49 says that “They can perform some of communicative tasks 
at the intermediate level.” 35 participants (n=35) have the opinion that students 
have achieved no communicative skills. To support this opinion, T88 says that 
“They are not supposed to speak English because there is no speaking part”. 79 
participants (n=79) say that they achieve low level of communicative skill. To 
illustrate, T21 says that “I think they don’t develop communicative skills with 
this syllabus.”

Figure 6. Modification type of the syllabus by the English teachers

The result of the analysis related to modification type of the syllabus by 
the English teachers reveal that 10 participants (n=10) believe that it requires 
encouragement. In this regard, T51 says that “Students need encouragement 
and motivation.”16 participants (n=16) are supposed to do extra lessons. In 
this regard, T11 says that “The lesson hour is not enough so there must be 
extra lessons.” 26 participants (n=26) believe that they should make use of 
supplementary materials. To illustrate, T 55 says that “Computer labs, videos, 
visual materials should be used more.” 22 participants (n=22) apply grammar 



EVALUATION OF ENGLISH SYLLABUS FROM DIFFERENT ASPECTS USED  . . .     173

activities. “I would add more colorful pages and revision parts before learn 
new grammar as subjects.” 28 participants (n=28) provide daily life activities. 
To support this opinion T95 says that “Daily life context and activities should 
be used more, so I would add activities related to daily life.” And finally, 50 
participants (n=50) do regular revisions to modify the syllabus. For example, 
T 13 says that “Depending on the level of the students, the syllabus should be 
evaluated again and again.”

Figure 7. Objectives and desired achievements for the educational year

The result of the analysis regarding objectives and desired achievements 
for the educational year, 15 participants’ (n=15) main objectives are to make their 
students love English. For example, T15 says that “My main goal is to make my 
students love English and be aware of that they need it.” 23 participants (n=23) 
try to cover the syllabus only. To support this opinion, T11 says that “My ultimate 
goal is to cover all topics in the syllabus on time.”  26 participants (n=26) aim 
to improve students’ level of English skills. For example, T65 says that “Enable 
the learners to get the correct grammar, pronunciation, speaking other skills 
required.” 96 participants (n=96) aim to make their students to communicate 
in English. Regarding this, T71 says that “Performing and responding to basic 
language functions, such as information exchange and requests.”
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Figure 8. Main problems with the current syllabus

As for the results of the analysis related to main problems with the current 
syllabus, 15 participants (n=15) complain about their students’ lack of readiness. 
In this regard, T56 says that “Most students are not ready to begin the level of 
English introduces through he syllabus.” 21 participants (n=21) fins that there 
are unnecessary repetitions in the syllabus. In this regard, T49 says that “the 
subjects in the units are scattered randomly and there are too many exercises 
in a unit overloaded with similar activities.” Again the same number of the 
participants (n=21) complain about their students’ lack of interest in English. 
43 participants (n=43) support the idea that the lack of technological support 
make it more difficult to perform lessons. “There are no CDs available and 
most of them have poor quality of the records… there are hardly any videos as 
well as no internet access in the classrooms.” 47 participants (n=47) find the 
syllabus irrelevant to their students. “It is too overloaded with grammar for 
pupils, it not interesting and fun too… there is a complexity of grammar order 
in the books.” And finally 79 participants (n=79) find the syllabus insufficient 
to develop students’ communicative skills. To support this, T2 says that “There 
should be more emphasis on listening and speaking skills, it should be more 
practical and it should be more elaborated.”

4.  Discussion and Conclusion

During the data analysis procedure, various issues are focused as they emerged 
in the participants’ response. Themes which attracted support of one or more 
than one per cent of teachers were taken into account by the researchers. The 
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themes which emerged in the teachers responses were classified into eight major 
groups: 

 main purpose of the syllabus,
 more emphasized aspect of language in the current syllabus,
 supplementary materials used by English teachers, 
 authentic materials used by English teachers, 
 expected level of communication skills with the current syllabus, 
 modification of the syllabus by the English teachers, 
 objectives and desired achievement for the educational year, 
 and main problems with the current syllabus.

When it comes to the ‘main purpose of the syllabus’, it can be seen that 
communication, usefulness, teaching vocabulary, positive attitude, teaching 
grammar and memorization are the main convergence-type themes to emerge in 
the participants’ response sheets. 

As for the other theme, it can be observed that themes in the ‘more 
emphasized aspect of language in the current syllabus’ category, it can be seen 
that reading, writing, listening, speaking, vocabulary, integrated skills and 
grammar are the main convergence-type themes to emerge in the participants’ 
response sheets. 

It can be observed that the ‘supplementary materials used by English 
teachers’ category, CDs, books, others, tests are the main convergence-type 
themes to emerge in the participants’ response sheets. Moreover, it can also be 
observed that the number of themes seen in the responses of teachers is quite high, 
which shows that the various authentic materials are used by the teachers. For 
example, the most preferred one is choosing story books. In this context, Bada 
(2001) emphasizes the use of authentic materials as supplementary materials to 
support the educational tools used during the process of teaching and learning.

As for the expectancy of communication skill with the current syllabus 
does not seem satisfactory since teachers’ expectation is rather low when it 
comes to communication. The rest of the are developed communication skills, 
intermediate communication skills, low level of communication, no achievement 
in communication and tt’s/ ss’ ambition. The second highest frequency belongs 
to no achievement in communication, which clearly reveals the fact that the 
syllabus has insufficient aspects to cover one of the main objectives of language 
learning. According to Garton, et al., (2011), the main aspect of the syllabus 
utilized for the young learners should focus on the communicative skills.
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When evaluating some of the convergence themes, such as regular revisions 
and daily life activities are more common in the answers of the participants. 
The convergence themes mentioned by the participants are categorized as 
games, encouragement, regular revisions, supplementary materials, daily 
life activities, more lessons, decreasing the activities in each unit, authentic 
materials and communicative activities. In order to compensate with the lack 
of some significant unavailable in the syllabus, it is evident that teachers are 
obliged to prepare some certain materials and activities as it clearly be seen in 
the abovementioned statements. 

The next subject handled by the participants is related to the objectives 
and aims of the teachers for the educational year. Teachers are asked to explain 
specifically what aims and objectives to be achieved by the end of educational 
year. It can be understood that the most common answer given by the teachers 
when asked what their aims are is to communicate in English, which leads 
us to see that teachers’ have communicative aims in language teaching. 
Although teachers view language as a communicative tool they have some 
certain difficulties in achieving their aims. On the other hand, the next most 
common answer is to cover the syllabus, which suggests that as their first and 
most important duty to cover all the units in the syllabus regardless of the other 
aspects of language learning and teaching in terms of objectives and desired 
level. As for the following theme is to make students love English language and 
improve general language competence are the least preferred ones. 

As for the final theme, one can easily notice that insufficient for 
communicative skills sticks out, irrelevant to students’ level, unnecessary 
repetition and students’ lack of interest are the noticeable matters that should be 
taken into consideration. Moreover, lack of technological support share the same 
significance amongst the challenges teachers encounter during the educational 
processes. On the other hand, apparently, the culture and pronunciation parts 
in the textbooks are sufficient enough for the teachers, as they are not stated as 
‘big’ problems of textbooks. 

In this study, the nature of a syllabus was defined to suggest subsequently 
that in the EFL syllabus used at Turkish elementary level state schools. It 
continued arguing that the major influence on what is happening in classrooms 
is not the syllabus but the limited time and workload during the course of 
the lesson. The current approach to challenge this problem is to cover items 
prescribed by the syllabus with a range of complementary materials, including 
texts produced for communicative purposes as early as possible, and to delay the 
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focus on form compared to syllabus progression to give learners the possibility 
to analyze linguistic features when they have met them several times in different 
contexts instead of highlighting and practicing structural issues the first time 
they occur. After that, I try to investigate English teachers’ attitudes towards the 
current syllabus in order to find out what their attitudes were. Most of teachers 
who participated in the survey identified the issues below as their main concerns 
during teaching; at the end of the year, majority of students achieve low level of 
communication skills; moreover, majority of the teachers are not content with 
the current syllabus

Concerning the supplementary materials, most of the teachers claimed that 
these materials are not available to them. Even the rest of the teachers who 
claimed that such materials are available were not happy with the content of 
supplementary materials and described them as ‘poor quality’. Furthermore 
with respect to authentic materials, moat of the teachers claimed that they use 
story books as authentic materials and the rest of them argued that because of 
time limit they were not using such materials in order to cover the syllabus 
on time. Although they claim that students will be able achieve low level of 
communicative skills at the end of the year, the majority of the teachers find the 
content of the syllabus as communicative. In response to a question about the 
main purpose of the syllabus and what aspect(s) of language has/have been most 
emphasized, the teachers identified issues below as the main goals:

a) The main objective is to communicate.
b) The objective of the syllabus is to raise positive attitude.
c) To teach students how to apply words in sentences correctly.
d) To teach students how to learn vocabulary.
e) To teach students how to learn better.

As a conclusion, the syllabus cannot meet both the learners and the 
teachers’ needs within the Turkish educational system whether it still emphasize 
the communicative role of the language or not. With this study, the aim was to 
present some possible strategies, based on the literature that was being reviewed 
and what the teacher participants expected, which hopefully can make a great 
change to the application and the function of the syllabus in order to make it 
more applicable. English language teaching will definitely generate more and 
more arguments in Turkey and the issue of syllabus in particular. In terms of 
making the syllabus more effective, this study is just a trial. Future research in 
this area may place the emphasis on how these findings could affect the real 
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classroom situation or how to design an effective syllabus for teaching English 
within the Elementary Educational System in Turkey.
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1. Introduction

Emotion is generally likened to an irresistible force that has a wide-ranging
touch on attitude. Along with it, there are reasons why individuals are much 
more understanding about dealing with their emotions.. For example, 

there are reliable findings that individuals can quickly distract their attention 
from the threatening situation (Langes & Mörth, 2003), they emphasized that 
they would overcome the traumatic behavior patterns by writing (Pennebaker & 
Chung, 2007) and that they would prefer violence.Instead of opposing the real 
causes of their anger, they turn to the pillow (Bushman, Baumeister & Phillips, 
2001). In all such acts, individuals react to entrainment or “abduction” by the 
immediate emotional impact of the event. It is clear that individuals can control 
nearly all aspects of emotional state, including the cognitive assessments that 
guide emotional experience and how they attract attention (Gross, 1998) and 
the consequences of mood in relation to physiological factors (Porges, 2007). 
Emotion regulation is called the processes by which individuals direct their own 
emotions. It can also be named as the sequence of processes in which individuals 
try to reorient the spontaneity of their emotions.On the other hand, Hilt, Hanson, 
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and Pollak (2011) defined emotion regulation as a sophisticated process. One of 
them is emotional stimulus awareness and understanding these stimuli. Second 
of it is classification of emotional stimuli and the last one is the appropriate 
emotional response.

The goal of emotion regulation is not to eliminate negative emotions or 
replace them with positive ones. The goal of this is to influence the shifting 
of emotions in order to develop harmonious responses. That is, the goal of 
emotion regulation is not to eliminate or suppress negative emotions. The 
goal is to adjust the emotions, to react reasonably and to balance them so that 
the appropriate response can be given. For example, if an individual is highly 
anxious about presenting in a study, such an intensity of emotion may cause a 
fight or withdrawal response that may inhibit that individual’s stop reflex in the 
face of participants. Conversely, if the same individual is not at all concerned 
about his presentation, he may have trouble keeping the presentation going and 
keeping the participants distracted. Therefore, a level of anxiety is required in a 
certain period that will activate the individual, but will not cause him to freeze 
or go away. The purpose of the regulatory process is to optimize the emotional 
dynamic. Such types of emotions make it easier to respond appropriately to the 
ever-changing demands of the environment. (Aldao, 2013).

Emotion regulation is not functional when it does not alter the emotional 
response in the desired direction or when the long-term costs outweigh the 
short-term benefits (Werner & Gross, 2009). In this process, children who are 
overwhelmed by their own emotions can do the followings to reduce arousal; 
may choose avoidance or hostile strategies, may have difficulty measuring 
responses between the condition and probabilities or they cannot choose an 
effective response (Lemerise & Arsenio, 2000). Therefore, the ability to manage 
emotional activity and regulate emotional interactions can contribute to children 
respond appropriately to the environment and engage in functional social 
relationships (Denham et al., 2003; Rydell, et al., 2003). The child’s failure to 
develop plans to cope successfully with exciting circumstances while pursuing 
individual expectations can lead adjustment difficulties paired with emotional 
and behavioral ineffectiveness or a high degree of control. (Calkins & Hill, 
2007; Mullin & Hinshaw, 2007).

Demonstrating an effective emotion management skill in childhood 
is extremely important because it forms the basis of social and emotional 
competencies, the effects of which continue into later years. It also acts as a buffer 
against this risk of emotional psychopathology (Waters & Thompson, 2014). In 
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addition, since knowing how to manage emotions in a socially appropriate and 
adaptable way is very important for the healthy, psychological, social-emotional 
and cognitive development of children, it is important to evaluate this situation 
from an early age.

However, there are five measurement tools to evaluate emotion regulation 
skills in our country (Batum & Yağmur, 2007; Ecirli & Ogelman, 2015; 
Kapçı, et al., 2009; Yılmaz, 2020).  The Emotion Regulation Scale, which is 
used to measure the emotion regulation skills of both preschool (Yağmurlu, 
Altan, 2010) and school-age children (Batum-Yağmurlu 2007; Kapçı-Uslu 
et al., 2009; Shields-Cicchetti, 1997) is filled by the mother or teacher. It 
is a 24-item scale consisting of two sub-dimensions, “Emotion Regulation” 
and “Value Ability-Negativity”. The second scale was the scale of “Emotion 
Management Scales in Children: Anger and Sadness” developed by Zeman, 
et al., (2001) and adapted into Turkish by Gülgez (2019) for children aged 
7-9 years (2nd, 3rd and 4th grade). These scales were developed to evaluate 
strategies used in the management of anger and sadness emotions based on the 
child’s self-report. The third scale is the Emotion Regulation Strategies Scale, 
which was developed to Ecirli and Ögelman determined emotion regulation 
practices in their study with many young children. (2015) adapted into 
Turkish. The scale consists of two sub-dimensions, “Presented Strategy” and 
“Spoken Strategy”, and a total of 36 items. It consists of 6 illustrated stories 
containing feelings of fear, sadness and anger and has different versions for 
boys and girls. In the fourth scale, 15 stories about five basic emotions (happy, 
sad, confused, angry, scared) are told with the puppet developed by Yılmaz 
(2020) for 48-72 months old children. After each story is told, the children are 
expected to express how the puppet feels and what it will do. The fifth scale 
was developed by Acar (2021) to measure the emotion regulation skills of 
preschool children. This scale consists of 18 items and three sub-dimensions: 
recognizing, expressing and regulating emotions. It is applied to children face 
to face by the researcher. A story is told for each of the three sub-dimensions; 
For the sub-dimension of recognizing emotions, the child is asked how the 
character feels and is asked to show the facial expression from the picture. 
For the sub-dimension of expressing emotions, it is required to express the 
emotion felt by the character in the story. In the emotion regulation sub-
dimension, the character is asked what he should do to get rid of the situation 
he is experiencing and he is asked to choose from the picture with positive 
and negative strategies.



184    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

When the scales used in our country regarding emotion regulation are 
examined, it is seen that three of them are for pre-school children, and two 
of them are prepared for pre-school and primary school children. It is seen 
that these scales include emotion regulation and variability-negativity and 
presented strategy and said strategy sub-dimensions. It is seen that the scale 
for determining children’s coping with their emotions, inhibiting their emotions 
and expressing their emotions uncontrollably is related only to the anger and 
sadness of children between the ages of 7-9. It isn’t seen that there are scales to 
determine the situations of coping with anger, sadness and anxiety, inhibition, 
uncontrolled expression of both preschool children and primary school children. 
Therefore, in this study, it is aimed to adapt the scales of “Emotion Management 
Scales in Children: Anger, Sadness and Worry” into Turkish for children aged 
5-10 years.

2.  Method

2.1.		 Sample	Group

The study group of the research consists of children between the ages of 5-10 (n= 
338) living in Konya between the years 2020-2021. Of the children participating 
in the study, 186 (55%) were girls and 152 (45%) were boys. The age groups of 
children are; 55 (16%) were 5 years old, 55 (16%) were 6 years old, 73 (21%) 
were 7 years old, (14%) 8 years old, (16%) 9 years old, (14%) 10 years old.

2.2.	 Data	collection	and	process	

2.2.1.	Emotion	Management	Scales	in	Children:	Anger,	Sadness	and	Worry/
Child	Forms

The CLEQ-Child Form anger scale consists of 11 items, the CLEQ-Child 
Form’s sadness scale consists of 12 items, and the CLIQ-Child Form’s anxiety 
scale consists of 10 items. These were all developed by Zeman et al. (2001) and 
Zeman et al., (2010). All three scales evaluated based on children’s self-report 
consist of three sub-dimensions. Sub dimensions; suppression, unregulated 
expression, and coping. Suppression refers to the ignoring of emotional 
experience. The unregulated expression expresses emotional experience with 
inappropriate behaviour. Coping involves expressing emotional experience in 
harmony and appropriately. The child responds to all items on a triple Likert 
scale (3=often/1=2=sometimes/never). A total score is obtained by summing 
each sub-dimension within itself. For the anger, sadness and anxiety scale, a 
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minimum of 4, a maximum of 12 points from the suppression sub-dimension; a 
minimum of 3, a maximum of 9 from the unedited expression sub-dimension; 
a minimum of 4, a maximum of 12 from the coping scale; at least 4, at most 
12 in the sadness scale suppression sub-dimension; at least 3, at most 9 in the 
unregulated expression sub-dimension; a minimum of 5 and a maximum of 15 
in the coping sub-dimension; a minimum of 4 and a maximum of 12 in the 
suppression sub-dimension for the anxiety scale; minimum 3, maximum 9 in the 
unregulated expression sub-dimension; In the coping sub-dimension, a minimum 
of 3 and a maximum of 9 points can be obtained. High scores indicate that the 
emotion management skill in the sub-dimension it belongs to is overused. While 
there are no reverse-scored items in the anger and sadness scales, one item in 
the anxiety scale is reverse-scored. Data on the anger and sadness original scales 
were obtained from 227 children aged 9-12 (Zeman et al., 2001); The data on the 
anxiety scale were obtained from 214 children aged 6-12 (Zeman et al., 2010).

A three-factor order was formed that explained 55.9% of the variance 
in the anger scale, while in the sadness scale it explained 51.5% of the total 
variance; constitutes 66.8% of the variance obtained in the anxiety scale.The 
anger scale suppression sub-dimension included four items (eigenvalue=1.95, 
Alpha coefficient=.69, explained variance 17.7%); anger scale unadjusted 
expression sub-dimension consisted of three items (eigenvalue=1.00, Alpha 
coefficient=.68, explained variance 9%); The anger scale coping sub-dimension 
includes five items (eigenvalue=3.21, Alpha coefficient=.73, explained variance 
29.2%). For test-retest reliability coefficients and anger scale suppression, it was 
determined as .61, for anger scale unregulated expression .62, and for anger 
scale coping r=.73. The sadness scale suppression sub-dimension included four 
items (eigenvalue=2.53, Alpha coefficient=.77, explained variance 21.1%); 
sadness scale unorganized expression sub-dimension consisted of three items 
(eigenvalue=1.44, Alpha coefficient=.60, explained variance 13%); The sadness 
scale coping sub-dimension includes five items (eigenvalue=2.22, Alpha 
coefficient=.62, explained variance 19.5%). Test-retest reliability coefficients are 
.80 (p<.01) for the sadness scale suppression sub-dimension. The sadness scale 
was .63 (p <.01) for the unadjusted expression sub-dimension. For the sadness 
scale coping sub-dimension, r= .63 (p<.01). The anxiety scale suppression 
sub-dimension included four items (eigenvalue= 2.38, Alpha coefficient=.74, 
explained variance 27.1%); anxiety scale unadjusted expression sub-dimension 
consisted of three items (eigenvalue= 1.81, Alpha coefficient=.72, explained 
variance 22.1%); The anxiety scale coping sub-dimension includes five items 
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(eigenvalue = 1.47, Alpha coefficient = .69, explained variance 17.9%). It is 
seen that the original scales of CLEQ Anger, Sadness, and Worry have validity 
and reliability criteria that can be used by researchers and clinicians (Zeman et 
al., 2001; 2010).

On the other hand, Gülgez (2018) adapted the CLEQ Anger and Sadness 
scales into Turkish for 2nd, 3rd and 4th grade primary school students. Other 
research results show that these scales can evaluate the emotion management 
skills of children aged 6-14 years (Penza-Clyve et al., 1999; Shipman, et al., 
2000; cited in Zeman et al., 2001).

2.3.		 Process	

Permission was obtained from Janice Lillian Zeman to adapt the Child Emotion 
Management Scales: Anger, Sadness, and Worry/Child Forms. Then, the items 
in the original form of the scale were translated into Turkish by the researcher 
and checked by a bilingual expert in English. The items translated with the 
back-translation technique by two experts were translated back into English and 
the Turkish-English expressions were compared with each other. In addition, 
the English and Turkish meanings of the items were evaluated and the final 
version of the evaluation tool was reached. The equivalence of the Turkish and 
the original form has been approved by experts working in the field and English 
language experts.

2.3.1.	Analyse	of	Data	

IBM SPSS Statistics for Windows (Version 25.0) and Amos (Version 24.0) 
statistical package programs were used for data analysis.With the factor analysis 
to be applied to the scales in the research, factor loads for each question and 
appropriate sub-dimensions for the two scales to be created were determined. 
The reliability analysis for the questionnaire created by finding the The 
Croncbachs Alpha (α) coefficient was calculated. Concomitantly, a Structural 
Equation Model (SEM) was created for adaptability to confirmatory factor 
analysis. For the validity of the model, the relationship between the two scales 
was determined by looking at the fit index values. p<0.05 level was found to be 
statistically significant.3. FINDINGS 

3.1.		 Turkish	Adaptation	Studies:

After Emotion Management Scales in Children: Anger, Sadness and Worry/Child 
Forms were translated into Turkish by three experts from the fields of guidance 
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and psychological counselling and child development who speak English, 
the Turkish form of the scale was created by choosing the most appropriate 
expressions. After all, the Child Emotion Management Scales: Anger, Sadness 
and Worry/Child Turkish form was translated back into English by a linguist 
native speakers of Turkish and do not know the English version of the study. In 
order to ensure language validity, this translation and the original expressions of 
the scale were compared and the Turkish form of the scale was created. 

3.2.		 Validity	and	Reliability	Studies

3.2.1.	Scope	Validity

Emotion Management Scales in Children: Anger, Sadness and Worry/Child 
form were examined by experts in terms of items’ intelligibility, purposefulness, 
cultural compatibility, and whether they were sufficient to measure the child’s 
attachment insecurity. Experts were asked to evaluate each item between 1 
and 4 (Appropriate, Item should be slightly revised, Item should be reviewed 
seriously, and Item not appropriate) and give their opinions.

In this context, the 0.80 band was accepted as a criterion for the content 
validity index, and the Scope Validity Index, which was obtained by dividing the 
number of participants who marked 1-2 options by the total number of experts, 
was determined as 94%. (Yurdugül 2005). This value obtained meets the criterion 
of consistency between coders of 90% and above for five experts (Polit, Beck, & 
Owen, 2007). According to these results, it can be said that the content validity 
of the Attachment Insecurity Screening Inventory is statistically sufficient. For 
this reason, it was decided that all items in the scale were sufficient to measure 
the attachment insecurity of the child in our country. After that, the Attachment 
Insecurity Screening Inventory was piloted with 40 mothers with children aged 
4-5 years, and they were asked to mark the items they did not understand and 
did not find appropriate.

3.2.2.	Structure	Validity

Factor analysis was performed with the data from the Emotion Management 
Scales in Children: Construct validity of Anger, Sadness and Worry/Child states. 
In order to determine the construct validity of the Emotion Management Scales 
in Children: Anger scale, explanatory and confirmatory factor analysis was 
performed.
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Table 1. Common Factor Variances and Factor Loads for Anger Scale

Factor Loadings
Dysregulated-

Expression
Suppression Coping

2. I keep my anger inside. 0,862   
5. I hide my anger. 0,762   
7. I get angry inside, but I don’t show it. 0,758   
11. I am afraid to show my anger. 0,842   
1. When I’m feeling angry, I control my 
anger.

 0,776  

3. When I’m angry I stay calm and keep 
my cool.

 0,773  

8. I prevent myself from losing control of 
my anger feelings.

 0,689  

10. I try to calmly deal with what angers 
me.

 0,750  

4. When I’m angry, I do things like slam 
doors.

  0,758

6. I attack whatever makes me angry.   0,804
9. When I am angry, I say mean things to 
others.

  0,831

Eigen value 2,987 2,680 2,362
Explained Variance Rates % 27,154 24,368 21,469
Croncbachs’Alpha (α) 0,893 0,843 0,831
Explained Variance Total = 72,991
Kaiser Meyer Olkin (KMO) = 0,914
Bartlett test value =2055,435             p=0,001**
Croncbachs’Alpha (α)=0,504

p*<0,05   p**<0,01

KMO analyzes its adequacy for the dispersion factor and the range of 0.80-
0.90 is It was determined as very good at a sufficient level (Akgül and Osman 
Çevik, 2003). Therefore, in practice, the KMO level has been determined at 
a very sufficient level. The result of Barlett’s test was 2055,435 (p<0.05).
It states that the variable we made in the universe parameter according to the 
measurement is multivariate. Thus, no limitations were placed on the factor 
effect, and the effectiveness of factors with an eigenvalue greater than 1 was 
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determined (Büyüköztürk, 2002). This three-factor structure obtained from 
explained 72.91% of the variance. The first factor contributes 27.15% to the 
variance, the second factor 24.36% and the third factor 21.46%. Assuming that 
the variance rates, which express variability Since 40% to 60% is ideal in factor 
analysis (Scherer, 1988), it has been observed that the 72% variance efficiency 
obtained is at an appropriate level. Croncbachs Alpha (α) value was considered 
sufficient because it was above 0.40. Thus, it can be said that all three dimensions 
of the anger scale measure different types. Therefore, it can be said that the scale 
created is a measurement tool in terms of reliability. (Özdamar, 2002; Tavakol 
& Dennick, 2011).

3.2.3.	Confirmatory	Factor	Analyse	

In order to confirm the theoretical structure of Emotion Management Scales 
in Children: the anger scale, confirmatory factor analysis was performed. In 
the model obtained (χ2=60,844 df=41), there are three (Unregulated expression, 
Inhibition, Coping) subscales of the anger scale.

Table 2. Statistical Values Regarding the Fit of the Anger Scale Model

Measurement Good Fit Acceptable Fit
Fit Index Values of the 

Model

(χ2/sd) ≤ 3 ≤ 4-5 1,484 **

RMSEA ≤ 0,05 0,06-0,08 0,038 **

SRMR ≤ 0,05 0,06-0,08 0,017 **

IFI ≥ 0,95 0,94-0,90 0,990 **

CFI ≥ 0,97 ≥ 0,95 0,990 **

GFI ≥ 0,90 0,89-0,85 0,968 **

TLI ≥ 0,95 0,94-0,90 0,987 **
Acceptable Fit*  Good Fit**

When the fit values   in Table 3 are examined, it was found that χ2/sd = 
1,484, RMSEA = 0,038, SRMR = 0,017, IFI= 0,990, CFI = 0,990, GFI = 0,968 
ve TLI = 0,987.  It is seen that the model has the desired level of fit values   
(Bollen, 1989; Browne & Cudeck, 1993; Kline, 2011). The tested model is 
shown in Figure 1.



190    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

Figure 1:	Structural Equation Model for Anger Scale

Table 3. Evaluation of the Effects between the Questions and Sub-Dimensions 
for the Anger Scale Structural Equation Model

Tested Road
Standardized 
Estimation 

(β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

S1  Coping 0,762 1 - - 0,001 **
S3  Coping 0,777 1,087 0,079 13,718 0,001 **
S8  Coping 0,687 0,959 0,079 12,116 0,001 **
S10  Coping 0,755 1,12 0,084 13,342 0,001 **

S4 
Unedited 

Expression
0,768 1 - - 0,001 **

S6 
Unedited 

Expression
0,839 1,105 0,074 14,987 0,001 **

S9 
Unedited 

Expression
0,799 1,023 0,071 14,394 0,001 **

S2  Suppression 0,879 1 - - 0,001 **
S4  Suppression 0,828 0,887 0,046 19,073 0,001 **
S7  Suppression 0,817 0,912 0,049 18,687 0,001 **
S11  Suppression 0,769 0,87 0,051 16,967 0,001 **

p*<0,05   p**<0,01
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In Table 4, it is seen that the path coefficients of each item of the anger 
scale are statistically significant (p<0.05). Accordingly, the questions in the 
coping sub-dimension of the anger scale consist of questions 1, 3, 8 and 10, the 
questions in the unedited expression sub-dimension consist of questions 4, 6 and 
9, and the questions in the suppression sub-dimension consist of questions 2, 4, 
7 and 11. All sub-dimensions have a high level of statistically significant effect 
on the questions.

Table 4. Evaluation of the Effects Between Sub-Dimensions and Anger Scale

Tested Road
Standardized 

Estimation 
(β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

Coping  Anger 0,865 1 - -
0,001 

**

Unedited 
Expression

 Anger -0,837 -1,180 0,126 -9,395
0,001 

**

Suppression  Anger 0,760 1,144 0,116 9,851
0,001 

**

p*<0,05   p**<0,01

When Table 5 is examined, according to the three sub-levels of the anger 
scale, each of the path coefficients is effectively significant (p<0.05). According 
to that, the coping sub-dimension has a positive direction on the anger scale 
(β=0.865 p=0.001), the unedited expression sub-dimension has a negative 
direction on the anger scale (β=-0.837 p=0.001) and the inhibition sub-dimension 
has a positive direction on the anger scale (β= 0.760 p=0.001). It means that all 
has a statistically significant effect.

3.2.4.	Validity	Study	

In order to determine Emotion Management Scales in Children: sadness scale, 
exploratory and confirmatory factor analysis was performed.
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Table 6. Common Factor Variances and Factor Loads for the Sadness Scale

Factor Loadings

Coping Suppression
Dysregulated-

Expression

1.When I am feeling sad, I control my crying 
and carrying on

0,610   

3. I stay calm and don’t let bad things get to 
me..

0,684   

6.When I’m sad, I do something totally 
different until I calm down.

0,753   

8. I can stop myself from losing control over 
my sad feelings..

0,665   

10.I try to calmly deal with what is making 
me feel sad..

0,746   

2. I hold my sadness in  0,758  
5. I hide my sadness..  0,790  
7. I get sad inside but don’t show it.  0,705  
12. I’m afraid to show my sadness.  0,620  
4  I whine/fuss about what’s making me sad.   0,701
9 I cry and carry on when I’m sad.   0,745
11 I do things like moping around when I 
am sad.

  0,829

Eigen value 2,654 2,305 2,130

Explained Variance Rates % 22,117 19,207 17,750

Croncbachs’Alpha (α) 0,800 0,727 0,725

Explained Variance Total = 59,074
Kaiser Meyer Olkin (KMO) = 0,842
Bartlett test value =1222,132         p=0,001**
Croncbachs’Alpha (α)=0,561

p*<0,05   p**<0,01

KMO analyzes the adequacy for distribution factor analysis and the 0.80-
0.90 band is very good (Akgül & Osman Çevik, 2003). In this way, it was 
determined that the KMO criterion in this activity was at a very good level. 
The result of Barlett analysis was found 1222.132 (p<0.05).The measurement 
result indicates that the variable made in the universe parameter is multivariate. 
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Accordingly, no restrictions were placed on the factor value and factors with 
eigenvalues greater than 1 were determined as effective factors. (Büyüköztürk, 
2002). This three-factor structure obtained explained 59,074 % of the variance. 
The first factor contributed 22.11% to the variance, the second factor 19.20%, 
and the third factor 17.75%. It can be said that when the variance rates ranging 
from 40% to 60% are accepted as ideal in the factor analysis (Scherer, 1988), the 
59% variance amount obtained in this study is at a sufficient level. Croncbachs 
Alpha (α) value was accepted as sufficient because it was above 0.40. For this 
reason, it can be said that the three dimensions of the anger scale measure 
different characteristics. Thus, it can be said that the scale created is a reliable 
measurement tool. (Özdamar, 2002; Tavakol & Dennick, 2011).

3.2.5.	Confirmatory	Factor	Analyse	

In order to confirm the theoretical structure of Emotion Management Scales 
in Children: sadness scale, confirmatory factor analysis was performed. In the 
model obtained (χ2 =115,984 df=51), there are three (Unregulated expression, 
Suppression, Coping) subscales of the sadness scale.

Table 7. Statistical Values Regarding the Fit of the Sadness Scale Model

Measurement Good Fit Acceptable Fit
Fit Index Values of the 

Model

(χ2/sd) ≤ 3 ≤ 4-5 2,274 **

RMSEA ≤ 0,05 0,06-0,08 0,061 *

SRMR ≤ 0,05 0,06-0,08 0,025 **

IFI ≥ 0,95 0,94-0,90 0,945 *

CFI ≥ 0,97 ≥ 0,95 0,950 *

GFI ≥ 0,90 0,89-0,85 0,944 **

TLI ≥ 0,95 0,94-0,90 0,928 *
 Acceptable Fit*  Good Fit**

When Table 7 is examined, it is understood that the model has the desired 
level of fit values   (Bollen, 1989; Browne & Cudeck, 1993; Kline, 2011). The 
tested model is shown in Figure 2. 
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Figure 2: Structural Equation Model for the Sorrow Scale

The effect of the questions on the levels after modeling is given in Table 8. 
The effect of the levels on the scale is also shown in Table 8.

Table 8. Evaluation of the Effects between the Questions and the Sub-
Dimensions for the Structural Equation Model of the Sorrow Scale

Tested Road
Standardized 

Estimation
 (β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

S1  Coping 0,79 1,61 0,174 9,275 0,001 **
S3  Coping 0,78 1,52 0,165 9,227 0,001 **
S6  Coping 0,596 1,198 0,15 7,986 0,001 **
S8  Coping 0,534 1 - - 0,001 **
S10  Coping 0,603 1,178 0,147 8,04 0,001 **

S4 
Dysregulated-

Expression
0,752 1 - - 0,001 **

S9 
Dysregulated-

Expression
0,681 0,874 0,089 9,796 0,001 **

S11 
Dysregulated-

Expression
0,615 0,859 0,094 9,177 0,001 **

S2  Suppression 0,622 1 - - 0,001 **
S5  Suppression 0,792 1,249 0,13 9,583 0,001 **
S7  Suppression 0,632 1,048 0,12 8,757 0,001 **
S12  Suppression 0,508 0,852 0,115 7,435 0,001 **

p*<0,05   p**<0,01
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When Table 8 is examined, it is seen that the path coefficients of all 
questions in the sadness scale are statistically significant (p<0.05). According 
to that, the questions in the sub-dimension of coping consist of questions 1, 3, 
6, 8 and 10, the questions in the sub-dimension of unedited expression consist 
of questions 4, 9 and 11, and the questions in the sub-dimension of suppression 
consist of questions 2, 5, 7 and 12. All sub-dimensions have a high level of 
statistically significant effect on the questions.

Table 9. Evaluation of the Effects between the Sub-Dimensions and the 
Sadness Scale

Tested Road
Standardized 

Estimation
 (β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

Coping  Sadness 0,716 1 - -
0,001 

**

Dysregulated-
Expression

 Sadness -0,913 -0,835 0,155 -5,392
0,001 

**

Suppression  Sadness -0,64 -0,64 0,106 -6,05
0,001 

**

When Table 9 is examined, each of the path coefficients on the three sub-
dimensions of the sadness scale is statistically significant (p<0.05). According 
to that, the coping sub-dimension has a positive direction on the sadness scale 
(β=0.716 p=0.001), the unedited expression sub-dimension has a negative 
direction on the sadness scale (β=-0.913 p=0.001) and the suppression sub-
dimension has a negative direction on the sadness scale (β= -0.640 p=0.001). It 
means that all has a statistically significant effect.

3.2.6.	Validity	Study	

In order to determine Emotion Management Scales in Children: sadness scale, 
exploratory and confirmatory factor analysis was performed.
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Table 10. Common Factor Variances and Factor Loads for the Anxiety Scale

Factor Loadings

Coping Suppression
Dysregulated-

Expression
2. I show my worries. 0,836  
3. I keep my worried inside. 0,857   
6. I hide my worried. 0,905   
8. I worry inside, but I don’t show it. 0,778   
1. I stop myself from losing control of my 
emotions when I worry.

 0,798  

4. When I‘m worried, I talk to someone until I 
feel better.

 0,830  

10. When I feel worried, I try to solve the 
problem calmly.

 0,883  

5. When I’m worried, I do things like keep crying.   0,796
7. I complain and grumble about how worried I 
am.

  0,774

9. I can’t help but act genuinely worried.   0,759
Eigen value 2,654 2,305 2,130
Explained Variance Rates% 22,117 19,207 17,750
Croncbachs’Alpha (α) 0,800 0,727 0,725

Explained Variance Total = 80,544
Kaiser Meyer Olkin (KMO) = 0,895
Bartlett test value=2519,357                 p=0,001**
Croncbachs’Alpha (α)=0,453

p*<0,05   p**<0,01

KMO tests the adequacy of distribution factor analysis and the 0.80-0.90 
band is considered very good (Akgül & Osman Çevik, 2003). therefore, it can be 
said that the KMO value in the study is at a very good level. Barlett test concluded 
2519,357 (p<0,05). In this measurement process, it is seen that the variable 
made in the universe parameter is multivariate. Here, there is no limitation on 
the number of factors, and factors with eigenvalues of 1 and greater than 1 are 
accepted as important factors (Büyüköztürk, 2002). This three-factor structure 
obtained explained 80,54% of the variance. Croncbachs Alpha (α) value was 
accepted as sufficient because it was above 0.40. Therefore, it can be said that the 
three dimensions of the anger scale measure different characteristics. The scale 
we created according to these results is a reliable measurement tool (Özdamar, 
2002; Tavakol & Dennick, 2011).
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3.2.7.	Confirmatory	Factor	Analyse		

 In order to confirm the theoretical structure of Emotion Management Scales 
in Children: sadness scale, confirmatory factor analysis was performed. In the 
model obtained (χ2 =79,999 df=32), there are three (Unregulated expression, 
Suppression, Coping) subscales of the sadness scale.

Table 11. Statistical Values Regarding the Fit of the Anxiety Scale Model

Measurement Good Fit Acceptable Fit
Fit Index Values of 

the Model
(χ2/sd) ≤ 3 ≤ 4-5 2,500 **

RMSEA ≤ 0,05 0,06-0,08 0,067 *
SRMR ≤ 0,05 0,06-0,08 0,018 **

IFI ≥ 0,95 0,94-0,90 0,981 **
CFI ≥ 0,97 ≥ 0,95 0,981 **
GFI ≥ 0,90 0,89-0,85 0,959 **
TLI ≥ 0,95 0,94-0,90 0,973 **

Acceptable Fit *  Good	Fit **

When Table 10 is examined, it is understood that the model has the desired 
level of fit values   (Bollen, 1989; Browne & Cudeck, 1993; Kline, 2011). The 
tested model is shown in Figure 3.

Figure 3: Structural Equation Model for the Anxiety Scale
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 After the model was created, the effect of the questions on the dimensions 
is shown in Table 11. The effect of the dimensions on the scale is also given in 
Table 12.

Table 12. Evaluation of Effects Between Questions and Sub-Dimensions for 
the Anxiety Scale Structural Equation Model

Tested Road
Standardized 

Estimation
 (β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

S5 
Dysregulated-

Expression
0,743 1 - - 0,001 **

S7 
Dysregulated-

Expression
0,847 1,151 0,079 14,514 0,001 **

S9 
Dysregulated-

Expression
0,77 1,013 0,075 13,433 0,001 **

S2  Suppression 0,84 1 - - 0,001 **

S3  Suppression 0,872 1,06 0,052 20,507 0,001 **

S6  Suppression 0,945 1,096 0,047 23,267 0,001 **

S8  Suppression 0,809 0,953 0,052 18,161 0,001 **

S1  Coping 0,883 1 - - 0,001 **

S4  Coping 0,843 0,916 0,045 20,474 0,001 **

S10  Coping 0,912 0,946 0,041 23,288 0,001 **

p*<0,05   p**<0,01

According to Table 12, the path coefficients of all questions in the Anxiety 
scale were statistically significant (p<0.05).According to that, the questions in 
the sub-dimension of coping consist of questions 1, 4 and 10, the questions in 
the sub-dimension of unedited expression consist of questions 5, 7 and 9, and 
the questions in the sub-dimension of suppression consist of questions 2, 3, 6 
and 8. All sub-dimensions have a high level of statistically significant effect on 
the questions.
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Table 13. Evaluation of the Effects between the Sub-Dimensions and the 
Anxiety Scale

Tested Road
Standardized 

Estimation
(β)

Estimation 
(β)

Standard 
Error

Critical 
Value

p

Coping  Anxiety -0,830 -1,119 0,111 -10,05 0,001 **

Dysregulated-
Expression

 Anxiety 0,912 1   0,001 **

Suppression  Anxiety -0,685 -0,785 0,084 -9,316 0,001 **

p*<0,05   p**<0,01

When Table 13 is examined, each of the path coefficients on the three sub-
dimensions of the anxiety scale is statistically significant (p<0.05). According to 
that, the coping sub-dimension has a negative direction on the anxiety scale (β=-
0.830 p=0.001), the unedited expression sub-dimension has a positive direction 
on the anxiety scale (β=0.912 p=0.001) and the suppression sub-dimension has 
a negative direction on the anxiety scale (β= -0.685 p=0.001). It means that all 
has a statistically significant effect.

4. Discussion and Results 

In this study, the validity and reliability of the Children’s Emotion Management 
Scale, Child Form Anger, Sadness and Worry (CLEQ) developed by Zeman 
et al. (2001; 2010) were tested in the study group consisting of 5–10-year-old 
children. Explanatory and confirmatory factor analyses were performed to 
determine the factor structures of CLEQ Anger, Sadness, and Worry.

It was seen that the three-factor structure obtained by the exploratory factor 
analysis applied for CLEQ Anger had the same structure as the original scales. 
It was determined that the total explained variance ratio of the scale was 72,991 
and the Croncbachs Alpha value was (α)=0.504. Then, whether the three-factor 
structure suggested by Zeman et al. (2001) is the same in children aged 5-10 
years was examined by confirmatory factor analysis. As a result, it was seen that 
the three-factor structure of the CLEQ Anger suggested by Zeman et al. (2001) 
was confirmed by the data obtained from children aged 5-10 years.

It was seen that the three-factor structure obtained by the exploratory factor 
analysis applied for CLEQ Sadness had the same structure as the original scales. 
It was determined that the total explained variance ratio of the scale was 59,074, 
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and the Croncbachs Alpha value was (α)=0.561. Then, whether the three-factor 
structure suggested by Zeman et al. (2001) is the same in children aged 5-10 
years was examined by confirmatory factor analysis. As a result, it was seen 
that the three-factor structure of the CLEQ Sadness suggested by Zeman et al. 
(2001) was confirmed by the data obtained from children aged 5-10 years.

It was seen that the three-factor structure obtained by the exploratory factor 
analysis applied for CLEQ Anxiety had the same structure as the original scales. 
It was determined that the total explained variance ratio of the scale was 80,544, 
and the Croncbachs Alpha value was (α)=0.453. Then, whether the three-factor 
structure suggested by Zeman et al. (2001) is the same in children aged 5-10 
years was examined by confirmatory factor analysis. As a result, it was seen that 
the three-factor structure of the CLEQ Anxiety suggested by Zeman et al. (2010) 
was confirmed by the data obtained from children aged 5-10 years.

Validity and reliability results for CLEQ show that CLEQ is a valid and 
reliable measurement tool. It is thought that the scales adapted for Turkish 
children are one of the appropriate measurement tools that can be used to 
determine children’s emotion management skills. This measurement tool can 
be used by researchers who will study emotion management skills with children 
aged 5-10 years. In conclusion, CLEQ developed by Zeman et al. (2001; 2010) 
in this study can be considered as a valid and reliable scale that measures the 
emotion management skills of children aged 5-10 years. 
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1. Introduction

Discussions continue about how the teaching process can be effective 
depending on the programs designed according to the constructivist 
education approach. In the teaching of social studies course, it is 

emphasized that different educational materials should be used in order to 
achieve the purpose of the designed program. We can say that the success of 
the courses can be achieved with the use of the most appropriate material for 
the achievement in the program. The basis of these educational materials is to 
prepare activities suitable for the acquisitions and to work in the classroom in 
accordance with these activities (Kabapınar, 2020: 3-9). Travel books, which 
are one of the literary products and literary products, can be used as educational 
material. Evliya Çelebi Travel Book can undoubtedly be preferred as an 
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educational material suitable for the constructivist education approach, as an 
original and magnificent work in terms of content, scope, quality, information 
and case studies among travelogues. Thus, it can help to embody the skills, 
values, achievements and competencies in the social studies education program 
(Çelik, 2016: 220-227). Evliya Çelebi’s Travel Book, which is a magnificent 
work in terms of both social sciences and social studies, is both an important 
source and an important material in terms of content as a literary product with an 
interdisciplinary perspective (MEB, 2018; Çelik and Çetin, 2019: 2346-2351).

Evliya Çelebi, in the first volume of his work, told a long story about how 
his travel life started by saying ‘travel or resulullah’ when he said ‘intercession 
or resulullah’ out of astonishment and excitement to his travel adventure with 
a dream. Evliya Çelebi’s travel life, He saw the Prophet in his dream and then 
had his father’s friends and teachers interpreted his dream by the scholars of the 
period (Kahraman, Dağlı, 2013). In his work called Seyahatname, Evliya Çelebi 
conveys the first-hand witness of the period in which he lived to us, as it is, the 
accumulations of civilization in the places he travels like rushing rivers with 
great enthusiasm, tirelessly, tirelessly.

Evliya Çelebi, in his travel book, described everything he saw and heard, 
from the cities that had an important place in the political, social, cultural and 
economic life of the Ottoman Empire, from their languages   to their architecture, 
from musical instruments to the food cooked in the places he visited, from 
entertainment culture to production relations (Erduran, 2006; Gül, 2006; 
Dankoff, 1991; Kalpaklı, 2012; Yerasimos, 2012: 466-469). Evliya Çelebi’s 
unexpectedly detailed information about the places he visited in the travel book, 
according to R. Dankoff’s discourse, “perhaps makes the travel book the longest 
and most detailed travel book in world literature” (İnalcık, 2012: 41). When 
the studies in the literature are examined carefully, it is seen that the cultural, 
political, economic, religious, social, social and cultural aspects of the societies 
in terms of the content of Evliya Çelebi’s travel book. It is seen that he wrote his 
observations in folkloric, language, history and many fields. Evliya Çelebi did 
not only include what he saw in his travel book, but also enriched it by making 
use of various sources such as official sources of places he went, old people, 
books, interviews, religious sources, and clergy (Ekici, 2012: 27-37 and Akman, 
2012: 402-405).

Travelogues are generally seen as source works that contain important 
information in the fields of politics, history, economy, geography, religion, 
folklore and culture of the period in which they were written (Ortaylı, 2010). 
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When the literature is examined, it is seen that the purposes of writing travel 
books are listed as follows (Baykara, 2013: 32-37; Usta, 2013: 198-203; Çelik, 
2016: 220-227; Altunbay, 2013: 282-290):

• The desire to see distant lands and new places,
• Written by the embassy missions sent by the countries,
• The desire of travelers to collect news,
• Travels for scientific research,
• work of government officials,

The travelogues, each of which is a literary product, were written 
carelessly to provide information on every subject in general. While this 
situation objectively wrote about the places that some travelers visited, some 
travelers remained far from being objective. For this reason, it is possible to 
see the feelings, thoughts, expectations and views of the author in travel books 
(Aytaç, 2013: 237-248; Uysal, 2013: 85-89).

1.1.	 Who	is	Evliya	Celebi?

Evliya Çelebi, a Turkish traveler, was born in Istanbul in 1611. Their grandfathers 
migrated from Kütahya to Istanbul during the conquest of Istanbul. His father, 
Mehmed Zilli Efendi, served as the jeweler of the palace in the Ottoman 
Empire. His mother is of Abkhazian descent. He also stated in his travel book 
that he was closely related to Melek Ahmet Pasha, one of the statesmen of the 
period, as well as Defterdârzâde Mehemmed Pasha and İpşîr Mustafa Pasha. 
Due to his father›s duty, he was brought up in a family environment close to 
the palace. Therefore, he attended the neighborhood school and Şeyhülislam 
Hamit Efendi Madrasa and received a good education. Sultan IV, who liked 
his voice while reading the Quran on the night of power in the Hagia Sophia 
mosque. He was taken to the palace at Murat›s request. Evliya Çelebi, who 
completed his education, worked in the palace at the age of 25, With his works 
in the palace, he attracted the attention of the sultan and the state dignitaries, 
and even gained their appreciation. After studying for two years in Enderun in 
the palace, IV. Murat’s bridesmaid1 has been. During his education in Enderun, 
he took courses such as language, grammar, rhyme, music and calligraphy. 

1 Nedim: It is a person who is someone’s chat partner, glass partner, councilmate, friend. At the 
same time, it was called a person who spoke sweetly, was witty, told good stories, entertained 
great people with their stories and anecdotes, and made friends with the sultan with their knowl-
edge and various ingenuity (Bozkurt, 1988: 509-510).



208    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

Apart from his education life at the school, he also took lessons in the Qur’an, 
foreign language, Arabic, beautiful writing, and physical education from private 
teachers. Evliya Çelebi, who is among the important travelers of Turkish and 
world history, almost immortalized his travel life, which lasted fifty-fifty-
five years in the seventeenth century, by writing the places in his book called 
Seyahatname. Our Prophet Seeing Muhammad in his dream, instead of saying 
“Intercession, O Messenger of Allah”, he stumbled out of excitement and said 
“Travel, O Messenger of Allah”. The Prophet smiled and said, “Intercession, 
travel and visitation. It is known by everyone that the prayer he made by saying 
“O Allah, give him health and safety on this path” was accepted and he traveled 
throughout his life. Evliya Çelebi, towards the end of his twenties, first traveled 
to Istanbul for ten years, step by step. He described what he saw with all the 
details in the first volume of his work. Later, he goes to Bursa of his own will, 
and after Bursa he takes every opportunity to travel, depending on the duty he 
received from the palace, the wars he participated in, and the duties of the pashas 
to which he was subject. His magnificent work, as stated in the travel book, 
traveled, saw and wrote about 7 climates and 18 sultanates covering Anatolia, 
Persian, Arab, Greek, German, Polish, Czech, Swedish and Kipchak lands in 
51 years. He wrote in his travelogue that Evliya Çelebi never married, that he 
spent all his inheritance and also his earnings for charity. In the last part of the 
tenth volume of his work, II. It is estimated that he died after 1684, as he gave 
information about the siege of Vienna. The exact date of death, place of death 
and whereabouts of his grave are unknown.

1.2.	 The	Importance	of	Evliya	Çelebi’s	Travel	Book

The travel book, which was written by Evliya Çelebi in Cairo, Egypt in a 
period of about ten years after 1671, was first included in personal libraries and 
then donated to the Topkapı Palace Library. Although there have been various 
researches on the travel book until the last century, real information about its 
importance and value began to be published after the 1950s. Evliya Çelebi and 
his travel book of the famous Turkish and Islamic researcher Robert Dankoff 
in the 1980s attracted his attention and participated in research on this subject. 
As a result of his research, Evliya Çelebi broke new ground in his Travel 
Book. Dankoff (2021), states that Evliya Çelebi used a different language in 
his travel book, unlike Ottoman texts, wrote in a different style and without 
rules, and made various word games while writing, therefore, he stated that 
he did not fit into any mold. Evliya Çelebi’s Travel Book was published in 
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full text by Yapı Kredi Culture and Arts Publishing between the years 1996-
2011 with the works of Seyit Ali Kahraman, Yücel Dağlı and Robert Dankoff. 
The Eastern Mediterranean University operating in the Turkish Republic of 
Northern Cyprus organized the “International Evliya Çelebi and Travelogue 
Symposium” for the first time. Turcologist Professor Robert Dankoff, who 
participated in this symposium, put the last point by deciphering the travel 
book with his research on how Evliya Çelebi wrote the travel book (Tezcan, 
2011: 369-381). 

Symposiums and more extensive research on Evliya Çelebi and his travel 
book have started. The “Extraordinary Author and Work of His Age: International 
Evliya Çelebi and Travelogue Symposium” is organized by Bilkent University 
Turkish Literature Center in the capital Ankara 2008. The organization of 
“Evliya Çelebi’s Written Resources Symposium” by Semih Tezcan and his 
students in 2010 accelerated the research. At the 35th General Conference of the 
United Nations Scientific, Educational and Cultural Organization (UNESCO) 
on 22 September 2009, it was accepted to hold the “International Evliya Çelebi 
Symposium on the 400th Anniversary of His Birth” on 23-26 March 2011 in 
Kütahya https://en.unesco.org/creative-cities/events/kutahya-open-museum-
memory-evliya-celebi (AD: 01/02/2022). With the application of the Turkish 
National Commission in 2013, Evliya Çelebi’s 17th. His ten-volume travel 
book, written in the 19th century, is added to the “UNESCO Memory of the 
World List” by UNESCO. In the next process, the Council of Europe, “XXI. He 
also includes Evliya Çelebi among the 20 Most Important Persons Who Shaped 
Humanity in the 21st Century (Şavk, 2011: 15-16). “Evliya Çelebi Culture and Art 
House” was opened on 25 March 2019 by the Kütahya Provincial Directorate of 
Culture in the place where the house of Evliya Çelebi’s grandfather, Kara Ahmed 
Bey, is located https://www.kulturportali.gov.tr/turkiye/kutahya/gezilecekyer/
evlya-celeb-kultur-sanat-ev (AD: 01/02/2022). In addition to this and similar 
promotional studies, dozens of researches are carried out in the form of theses 
and articles. In terms of providing original and original information about all 
societies living in the Ottoman geography of the seventeenth century, it is of 
great importance to research all aspects of the travelogue and to make a facsimile. 
In addition, the support of UNESCO, the Council of Europe, Universities and 
municipalities has created a healthy environment for the research of the travel 
book (Tezcan, 2009: 205-209). Accordingly, it has been observed that there 
has been a great increase in national and international research on both Evliya 
Çelebi and his famous travel book.
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1.3.	 Evliya	Çelebi	and	the	Importance	of	Cities

Dankoff (2021), stated that the places Evliya Çelebi went on his travels were 
primarily cities. He went to the capitals or important trade centers of the 
countries he visited. He met with the administrators in the cities he visited and 
gave information about the architectural structures and cultural features of that 
city. Afterwards, he took care to visit places where more people were together, 
such as other cities, towns, villages, plateaus, farms, recreation areas, fairs, and 
covered bazaars, and to give information about them. Evliya Çelebi, in his travel 
book, told about his famous work that he sometimes stayed in farms, mansions, 
vineyard houses, and even in the houses of city elders while he was traveling 
outside the city. Castle and palace narratives also had an important place in the 
cities Evliya Çelebi visited. Evliya Çelebi’s parks behind the city walls, He did 
not ignore the gardens, recreation areas, groves and picnic areas. He also said 
that the people of the palace and the people living inside the walls went to such 
places to spend time and relax. He wrote that one of the most important activities 
for resting and spending time in a smart pleasure in a year is the highland culture, 
many examples of which can be found in Anatolia and the Balkans. Most of the 
springs that Evliya Çelebi mentions in detail in his travel book are located in 43 
national parks that are declared as national parks today (Taşlıgil, 2020: 87-96). 
For example, Evliya Çelebi described the plateaus in Anatolia as follows.

1.3.1.		Found	 in	Anatolia	Entertain	places	 famous	and	Distinguished	of	 the	
highlands	explaining:

The characteristics of Bingöl, one of the most distinguished places of Anatolia 
and Mesopotamia, are written in Kaytak History. However, when Evliya 
Çelebi stayed in these Bingöl highlands for ten days, he saw and learned about 
the conditions of the highlands. In short, there were 360   high plateaus in the 
Anatolian country. The most famous of these is the “Bingöl plateau”. After 
that, “Ramazanoğlu Plateau” near Adana, “Dölendi Plateau” in Karaman, “Koç 
Davud Plateau” near Alaiyye, “Istanaz Plateau” near Adaliye, “Mut Plateau” 
in Silifke, “Erciyes Plateau” in Kayseri, close to it. “Göksun Plateau” near 
Maraş, “Aspozu Plateau” in Malatya, “Montenegro Plateau” in Diyarbakir, 
“Sincar Plateau”, “Cezir Plateau”, “Ardilan Plateau”, “Vereg Plateau” near 
Van, “Pinyanishi Plateau”, “Subhan Mountain Plateau” by Lake Van, “Ağrı 
Plateau” at the foot of Revan, “Hoşoğlan Plateau” near Bayburd near Erzurum, 
“Kangal Plateau” near Sivas, “Yıldız Plateau” near Tokat, “Ruhban Mountain 
Plateau” near Bursa, “Hünkâr Plateau” near Manisa, “Balpınarı Plateau” near 
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Tire, “Balpınarı Plateau” near Birgi Bozdag Plateau”, “Solkay Plateau” at the 
foot of Bayas, “Bakra Plateau” close to it, “Cüm Plateau” near Arz and plateaus 
and other plateaus near Urfa. In short, the most admired and worldly ornaments 
of all the plateaus known in the Anatolian country are the great plateaus. But 
again, among these, this Bingöl Plateau was more distinguished that the people 
of Erzurum knew all its features (There were “Balpınarı Plateau” near Tire, 
“Bozdağ Plateau” near Birgi, “Solkay Plateau” near Bayas, “Bakra Plateau” 
near it, “Cüm Plateau” near Arz and plateaus and other plateaus near Urfa. In 
short, the most admired and worldly ornaments of all the plateaus known in the 
Anatolian country are the great plateaus. But again, among these, this Bingöl 
Plateau was more distinguished that the people of Erzurum knew all its features 
(III. Volume-I. Book. YKY: 324).

Istanbul, the place where Evliya Çelebi was born and raised, accepted as a 
center for himself as well as the center of the empire and the world. He devoted 
the first volume of his travel book to Istanbul, which he called ‘Islambol’ and 
which means ‘Islam abundantly’. Evliya Çelebi described the places he saw by 
comparing them with an example in Istanbul. Thus, he embodied the cities he 
visited in the eyes of the reader. For this reason, Istanbul has been a center and 
a touchstone for Evliya Çelebi. In this context, he said and described Istanbul as 
an exemplary city in the cities he visited. (Dankoff, 2021: 7-68).

Evliya Celebi; He lived as a Sunni Muslim born in Istanbul, an Ottoman 
Turk who was educated in the palace, and one of the Ottoman elite who narrated 
what he saw. It is seen that Islam is an urban civilization and Evliya Çelebi is 
the main reference point of cities both in his travels and in his understanding of 
the world. Travelogue is a shehrengiz describing the cities of his period with one 
aspect.2 Can also be counted. Because he took care to explain the social fabric 
of the cities he visited with all its aspects. Evliya Çelebi explained the beauties 
he saw in cities with the concept of “amar”. We see that Ibn Khaldun explains 
this concept with the concepts of “umran or civilization”. Evliya Çelebi, during 
his 51-year travel, was built like Istanbul and at the same time he built soup 
kitchens.3 He also stated that he had not seen another city rich in terms of Evliya 
Çelebi has been informed about the cities of the Ottoman Empire outside of 
Istanbul since his childhood, by listening to his father and his father’s friends in 

2 Şehrengiz (aspect): It is a concept used in Divan Literature to describe the beauties of a city 
(Akyıldız, 1988: 461-462).
3 Imaret (kitchens): In the Ottoman Empire, it was called the institutions where it provided food, 
clothing, shelter and health services to the people coming from outside the city, the poor, the pas-
sengers, the needy (Zeynep, 1988: 219-220).
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the form of stories, memoirs, events, wars and legends. In many of his travels, 
he mentioned that he had the privilege of visiting the cities his father visited or 
the places his father told (Dankoff, 2021: 69-76).

1.4.	 Social	Studies	Program

In our country, a radical program change in all education levels was made 
by the Ministry of National Education in 2005 and put into practice. In this 
context, it is aimed to help the individual realize his own existence in the social 
studies education program. For this purpose, learning areas reflecting both 
social sciences and social studies such as civics, history, geography, economics, 
psychology, sociology, philosophy, anthropology, law and political science were 
combined under one or more themes. It has been emphasized that the social 
studies program is a program created with a collective teaching approach, 
which prioritizes the interaction of people with both their social and physical 
environment in terms of today and the future (Kıroğlu, 2006: 620).

The aim of social studies education at all grade levels has been determined 
as “realizing the social existence of the individual”. Thus, while emphasizing 
the social existence of the individual and his being a social being, it is also 
emphasized that he is a political entity with the aspect of citizenship. As the 
content area of   the social studies course, the information that is within the scope 
of all social sciences has been taken into consideration. It is seen that the content 
in the activities part of the program is organized and the thematic approach 
is adopted by paying attention to the interdisciplinary transitions between the 
departments. In this respect, it is seen that the prepared social studies program is 
prepared with the understanding of the contemporary social studies program and 
is consistent with the lives on the social line (Doğanay, 2008: 77-96).

1.4.1. “To ensure that they become individuals who, as citizens of the Republic 
of Turkey, are aware of their rights, freedoms and responsibilities, actively 
participate in democratic life, produce peaceful solutions to the problems they 
encounter, contribute to the formation and development of a culture of tolerance 
and reconciliation in all areas of life”, “The economic relations of our country 
with other countries, resources and needs”, “Evaluates the role of international 
science, culture, art, fairs and sports activities in inter-communal interaction” 
(MEB, 2005: 20).

In addition to the existence of the individual, the social studies program 
also aims to educate the individual in terms of being a good citizen, forming 
his national identity, growing up according to the needs of the age he lives in, 
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adopting the contemporary values   of the world while preserving the core values   
of the society he lives in, and representing his country in the best way on the 
international platform. Thus, in the renewed program, different disciplines were 
integrated, an interdisciplinary approach was adopted, importance was given to 
the understanding of social sciences besides social studies, it was aimed to train 
students as social scientists, and it was stated that new teaching methods and 
techniques were expected to be used in learning areas (Yalçın ve Akhan, 2019: 
842-873).

1.4.2. “In Social Studies learning areas; Social sciences such as history, 
geography, economics, sociology, anthropology, psychology, philosophy, 
political science and law, as well as human rights, citizenship and democracy are 
discussed in an integrated manner. The subjects should not be treated separately 
as history, geography, human rights and citizenship, but with an interdisciplinary 
approach” (MEB, 2018: 10).

The Social Studies program, which was radically changed in 2005 in 
our country, was revised by the Ministry of National Education in 2018, and 
some parts were developed by adding learning areas related to skills, values   
and competencies along with special purposes. While studying the ‘Culture 
and Heritage’ learning field acquisitions included in the education programs of 
the 4th, 5th, 6th and 7th grades of social studies; In addition to values   such as 
sensitivity to cultural heritage, giving importance to family unity, patriotism, 
benevolence and solidarity, skills such as using Turkish effectively, beautifully 
and correctly, research, perceiving time and chronology, critical thinking, 
empathy, map literacy, perceiving change and continuity are also taught by 
students cognitively. It was seen that emphasis was placed on the need to acquire 
emotional and psychomotor skills.

1.5.	 Using	Case	Studies	in	Education

Social studies course, which is a subgroup of social sciences, is closely 
related to social life and social facts/events. It can be said that case studies 
are important in terms of connecting students with the phenomenon/events in 
their daily life, understanding and transferring life to life (Sönmez, 2010: 2-5). 
Case studies may consist of real or probable events/facts or fictionalized stories 
(Kabapınar, 2021: 280-308). It has been observed that there are difficulties 
in teaching daily life skills such as problem solving and critical thinking 
with traditional methods. In this case, field experts began to search for new 
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strategies. It has been said that one of the strategies reached as a result of these 
searches is that case studies should be used in lessons (Demircioğlu, 2007; 
Diamantes and Ovington, 2003: 461-469). By using case studies in the lessons, 
the development of students in terms of both universal and national and human 
values   can be achieved. In this process, they gain skills such as decision-
making, problem-solving, and analysis by solving the complex structure of the 
phenomenon/events more easily (Billi, 2019: 4,5). Working with case studies 
by associating the lesson with daily life ensures that the teaching process in the 
lesson becomes more efficient and concrete. In addition, the use of case studies 
in the teaching process provides an opportunity to develop problem-solving 
skills against the facts/events that he/she encounters, who are sensitive to the 
developments in the society and the world, and relate them to his/her own life 
(Gedik, 2008). 

It has been seen that the use of case studies in teaching the acquisitions 
related to history helps students gain historical empathy, and helps them to 
understand them according to the knowledge, values   and beliefs reached by 
looking at what the people who lived in the past did from their perspective. 
Thus, the students enabled a more accurate analysis of a decision taken about 
an event in the historical process. However, it has been explained that the case 
studies to be selected should have some features. According to this; case studies 
should be based on documents, be suitable for students’ readiness levels, a large 
number of case studies should be determined for the same achievement, case 
studies that will embody the achievement should be presented to the student 
in a historical context, Questions should be prepared in advance for a better 
understanding of the case studies,

It has been said in the researches that the use of case studies in the 
education process is one of the most concrete and appropriate ways to establish 
a relationship between learning outcomes and daily life. Teaching the lessons 
using case studies in the social studies course, students’ self-expression, 
understanding of different ideas, versatile and critical thinking, changing their 
ideas if necessary, developing the power of analysis and synthesis, providing 
free thinking, active participation, ultimately the student’s cognitive, affective, 
social It has been emphasized that it is important in terms of contributing to 
cultural and psychological development. In the research, it was determined that 
most of the students comprehended the case studies, created empathy, brought 
different suggestions,

It has been seen in the studies conducted in the literature that the case 
studies extracted from Evliya Çelebi’s magnificent work Seyahatname are 
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interesting for students. In this context, the selected case studies about the cities 
from the travel book can be supported with the miniature images of the cities. 
Case studies that include all sections of daily life in the travel book are either 
used as they are, or scenarios can be prepared by making minor changes to 
the case studies. In this context, it can be said that the case studies about the 
city taken from the Seyahatname are suitable for the target and purpose of the 
acquisitions. In order for the method to be successful, open-ended preparation 
of the case studies, focusing on a certain problem situation,

2.  Method

In this part of our research, evaluations will be made in terms of the research 
model, data collection and data analysis.

2.1.		 Model	of	the	Research

In the study, qualitative research was chosen in order to match the case studies 
selected from Evliya Çelebi’s Travelogue about cities with which achievements 
in the ‘Culture and Heritage’ theme in the Social studies education program. 
Because the research focused on a single case, “Case Study Design” and 
“Descriptive Content Analysis” were conducted. The case study design is the 
researcher’s examination of a situation from various aspects in a certain time 
period (Creswell, 2007). In the literature, events and phenomena are investigated 
with a holistic approach in the case study design. In this case, the focus is on 
how the event, the individual, the setting, and the duration affect the events. In 
case studies, there is a wide variety of data for events and phenomena (Yıldırım 
and Şimşek, 2013: 83).

2.2.		 Data	Collection

In the research of examining Evliya Çelebi’s Travel Book according to the 
acquisitions related to the cities in the theme of ‘Culture and Heritage’ in the 
Social Studies education program, document analysis was carried out as a data 
collection tool. Evliya Çelebi Travel Book, which is among the literary works, 
is known to be a rich source in terms of document analysis. The main purpose 
here is to examine the twelve cities in Evliya Çelebi’s Travel Book in detail in 
terms of the ‘Culture and Heritage’ theme. Evliya Çelebi’s Travel Book and the 
Social Studies course ‘Culture and Heritage’ themes were chosen as documents 
because it is easy to access the data and because the documents used in the 
research contain the desired information.
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2.3.		 Data	Collection	Tool

During the data collection process of the research, the ten-volume Travel Book 
of Evliya Çelebi, translated into contemporary Turkish (Kahraman and Dağlı, 
Danfoff, 2013) and published by Yapı Kredi Publications, was read by the 
researchers. The sections in which information about the twelve big cities in 
Evliya Çelebi’s travel book are mentioned have been determined and determined 
as case studies. The acquisitions related to the cities in the theme of ‘Culture 
and Heritage’ in the social studies lesson were matched with the case studies 
determined.

2.4.		 Analysis	of	Data

The data obtained from the twelve big cities mentioned in Evliya Çelebi’s travel 
book and the acquisitions for the cities related to the ‘Culture and Heritage’ 
theme in the Social studies education program were analyzed. Content analyzes 
were carried out in order to embody the achievements in the aforementioned 
theme in the course process and to use them at the level of all classes. Descriptive 
content analysis means the organization of quantitative and qualitative research 
conducted independently of each other by examining in depth. Thus, the general 
trends in this subject are determined. The results obtained in the descriptive 
content analysis method are expected to gain perspective on the future studies 
planned for the determined subjects (Ültay, Akyurt, 2021: 10).

In order to ensure the validity of the research conducted and to give an 
idea to other researches, a literature review was conducted and a conceptual 
framework was created accordingly. Necessary care has been taken to ensure 
that the findings obtained are meaningful and consistent, and that they are within 
the conceptual framework. At the same time, attention was paid to ensure that 
the findings were compatible with the acquisitions related to the cities in the 
theme of ‘Culture and Heritage’ in the social studies course curriculum. In order 
to ensure the reliability of the case studies used in the research in terms of the 
achievements related to the cities, the necessary examinations were made in 
the social studies program and travel book determined by the researcher. In this 
context, it was decided that the 12 cities identified in Evliya Çelebi’s Travel 
Book matched the acquisitions appropriately.
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3.  Findings

In this part of the research, the findings obtained from Evliya Çelebi’s travel 
book about the achievements related to the cities in the theme of ‘Culture and 
Heritage’ in the Social Studies education program are included.

In the examination made on the theme of ‘Culture and Heritage’ in the 
social studies program, it was concluded that there was no acquisition to be 
associated with cities at the 4th grade level. When the theme of ‘Culture and 
Heritage’ was examined at the 5th grade level in the social studies curriculum, 
it was determined that 3 acquisitions were related to cities. In the examination 
made on the theme of ‘Culture and Heritage’ of the sixth grade social studies 
education program, it was seen that there were no achievements to be associated 
with cities. In the examinations made on the theme of ‘Culture and Heritage’ in 
the seventh grade social studies program, it was determined that there were no 
achievements to be associated with cities. In this case, only the achievements 
related to the cities included in the ‘Culture and Heritage’ theme at the 5th grade 
level were evaluated.

3.1.		 Distribution	of	Cities-Related	Acquisitions	in	the	‘Culture	and	Heritage’	
Learning	Area	at	the	5th	Grade	Level	of	Social	Studies	Program

Table 1: Distribution of the acquisitions related to cities in the ‘Culture and 
Heritage’ learning area at the 5th grade level of the Social Studies Program, 

Class
5th grade
Themes

SN Earnings
Number 
of Case 
Studies

5

2. 
‘Culture 

and 
Heritage’

1

SB.5.2.1. He realizes the important contributions 
of Anatolian and Mesopotamian civilizations to 
the history of humanity, based on their concrete 

remains.

3

2
SB.5.2.4. Analyzes the role of cultural elements 

in the coexistence of people.
8

3
SB.5.2.5. Evaluates the historical development 

of cultural elements in daily life.
8

Total 3 19
(Source: MEB, 2018).
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When the table above is examined, it is seen that there are three acquisitions 
related to cities in the 5th grade Social Studies program ‘Culture and Heritage’ 
learning area. It has been shown how many case studies will be embodied in 
each of the determined achievements. It has been concluded that there are 19 
case studies in the travel book that can be associated with 3 acquisitions related 
to cities in the ‘Culture and Heritage’ learning area at the 5th grade level of 
social studies education.

Fifth regarding the cities included in this theme of the Class Social Studies 
Program, “SB.5.2.1. Based on their concrete remains, 3 case studies were 
determined in terms of the acquisition of “Realizes the important contributions 
of Anatolian and Mesopotamian civilizations to the history of humanity”. 
Likewise, “SB.5.2.4. It has been determined that there are 8 case studies related 
to the acquisition of “Analyzes the role of cultural elements in the coexistence 
of people”. Finally, “SB.5.2.5. It has been concluded that 8 case studies related 
to the acquisition of “Evaluate the historical development of cultural elements 
in daily life” are directly related to the acquisition.

Case studies that are suitable for the acquisitions related to cities in the 
‘Culture and Heritage’ learning field in the fifth grade Social Studies curriculum 
are given below.

3.2.  “SB.5.2.1.	 Based	 on	 the	 concrete	 remains,	 he	 realizes	 the	 important	
contributions	of	Anatolian	and	Mesopotamian	civilizations	to	the	history	
of	humanity.

Within the scope of the acquisition, 3 case studies were determined. Case studies 
related to this achievement.

3.2.1.	Twelve	Big	Cities	in	the	Places	Evliya	Çelebi	Visited:	

There were 12 big cities that Evliya Çelebi saw during his travels on earth. Four 
of them were in infidelity and six of them were in Ottoman countries. The German 
city under the rule of Nemse Cesar in Kafiristan and the “Bec Castle” (Austria-
Vienna) which was still the throne of the emperor. One is “Prague” (Capital of 
the Czech Republic) and the other is the ornate “Kasha City” (Slovakia The 
second largest city in the east of the country) was the city of “Paris” in France, 
which Evliya Çelebi praised while he was in Germany as an ambassador. The 
six big cities in the Ottoman Empire were first the city of “Belde-i Tayyibe”, 
that is, “Istanbul”, which has no equal in the world. One of the second throne 
center “Edirne”, the first throne center “Bursa”, “Mecca” and “Medina” gate 
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“Egypt” were big cities. Aleppo Fortress, the center of the caliphate, “Baghdad”, 
the heavenly abode and this heavenly scented “Damascus” praised by the world 
was such a big city that it was described in all reliable history books as Darı 
anbiya (home of the prophets) among the cities of “Holy Earth” (Jerusalem). 
(III. Volume- II. Book, YKY: 592).

3.2.2.	Administrative	Centers	in	the	Ottoman	Balkans:	

There were ten big and busy cities in the Rumeli region. The first of these cities 
was the city of Edirne, the second throne center. After that, the second city of 
“Thessaloniki”, the third city of “Serez” (Greece-Serres), the fourth “Yenişehir” 
(the plain of Thessaly in Greece-Larissa), the fifth city of “Sofia”, the sixth larger 
city, the heavenly city of “Belgrade”, after that, the seventh Islamic great wall 
“Budin Castle” city (Budapest), then the eighth well-kept city “Bosnasaray”, the 
ninth beloved city “Skopje Fortress”, then the tenth big city “Plovdiv”, which is 
charming and completely rich and busy. These cities were the places of land and 
sea traders, loosening many cargoes. These cities were still being built day by 
day (III. Volume-I. Book. YKY: 499).

3.2.3.		From	 Diyarbakir	 to	 Baghdad	 and	 Basra	 in	 Ottoman	 Mesopotamia,	
Kelek	Journey	to	the	Shat	River:	

While Evliya Çelebi was describing the ranges, castles and towns he went 
from Diyarbakır to Van, he also explained the kelp he saw in the Şat (Tigris) 
River. First of all, the “Kelek Bridge” over the Şat River from Diyarbakır was 
an artistic bridge. The cities of Hasankeyfa, Cezire, Mosul and Baghdad were 
reached by the Şat (Dilce) River. Kelek made of overalls in this river4ships were 
built at the foot of this “Kelek Bridge”. Ships made of overalls were covered 
with wood. Under this kelek, there were other tools, thousands of weighbridges 
and heavy loads. Ademoğlu boarded these kelek ships, playing backgammon 
and chess by leaning on the cushions on the railings on all four sides, watching 
left and right, approaching some developed cities, doing shopping, cooking in 
the kitchen, and having fun and playing until they reached Baghdad and Basra. 
they were ships. There were special master kelek sailors who built these kelek 
4 Kelek: After the sheep and goat skins are inflated and tied side by side, it is called a square sala, 
which is formed by placing the planks right and left, about a hundred cm, on it, and thin rods are 
lined up on it. The history of the butterfly goes back 2500 years, to the time of the Assyrians. 
Kelek was used in the Tigris river of Mesopotamia. Commercial relations between the lower and 
upper cities of Mesopotamia were made with these keleks. People have built a transportation net-
work on the river beds stretching between Diyarbakır and Baghdad using their keleks, See  https://
sites.google.com/site/tekyeli/kelek (AD:  12.04.2022).
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ships. Hundreds of keleks were waiting at the foot of the aforementioned “Kelek 
Bridge” in Diyarbakır (IV. Volume-I. Book. YKY: 106). https://sites.google.
com/site/tekyeli/kelek (AD:  12.04.2022).

3.3.  “SB.5.2.4.	It	analyzes	the	role	of	cultural	elements	in	the	coexistence	of	
people.

Within the scope of the acquisition, 8 case studies were determined. Case studies 
related to this achievement.

3.3.1.	Explaining	the	Industry	of	Bursa,	the	First	Throne	Center:

According to Evliya Çelebi’s account, various kinds of red velvet fabrics were 
first processed as Bursa’s industry. These velvet fabrics, which were processed 
in Bursa, could not be made even in Genoa in Frangistan. In addition, colorful 
sereng, Bursa tawny, naphtha and blue cloths, forty pen loincloths, embroidered 
velvet pillows, Bursa silk, pouches and roving threads were famous in all lands 
(II. Volume-I. Book. YKY: 39).

3.3.2.		Behind	the	Castle	in	the	City	of	Syros	in	the	Macedonia-Athens	Region	
World	Famous	Resting	Place	 (Famous	Recreation	Areas	 in	 the	 17th	
Century):

There were excursions and resting places in different parts of the Ottoman lands. 
But on the side where the Imaret Water flows, behind the western side of the 
castle, there was a green area known as “Kale Ardı” and a resting and airing 
place in the greenery with tall trees. Here, the sun could not reach the ground 
from the shadows of the tall trees reaching to the sky. All friends, acquaintances, 
lovers gathered there and chatted in this green area, which is a promenade on 
holidays, holidays, Hızır-İlyas and Nevruz days. For example, “Meram” in 
Konya, “Aspuzu” in Malatya, “Göksu”, “Kağıthane”, “Sarıyer”, “Selim Han” 
in Istanbul are famous for recreation areas, as well as the “Kale Ardı” in the city 
of Syros is world famous. It was a resting place. In addition, the green, wooded 
and bird garden “Ahmed Pasha Promenade” in the city of Syros was a resting 
place for people. Because the courtyard of this Ahmed Pasha Mosque is a place 
worth seeing. The promenade area on the Zihre side of this city of Syros grew 
into a plane tree, with the stakes on which 18 soldiers who came with Gazi 
Evrenos Bey tied their horses at the time of the conquest. Still, each of these 
18 sycamores was a green field and recreation area stretching towards the sky. 
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It is clear that these piles are trees, that the saint deserved the miracle. Because 
the dry trees from which horse stakes were made grew and became green (VIII. 
Volume-I. Book. YKY: 131-132).

3.3.3.		He	Tells	About	the	Highland	Life	in	Rumelia	(Vitoş	Mountain	Plateau	
Recreation	Area):	

“Vitoş Mountain Great Plateau and Recreation Area” located in the territory of 
today’s Bulgaria, the land of Rumelia, is known to friends as the God structure 
“Elburz Mountain”, where Georgia, the Persian shah, the Dagestan sultan and 
the Circassian countries are located, overlooking the Caspian Sea, the most 
national of the plateaus and high mountains in Anatolia. After the Elburz 
mountain, the big plateau is Bingöl Plateau, which is close to Erzurum, and 
the plateau of Rumelia is Vitoş Mountain next to the Anatolian plateaus. Evliya 
Çelebi and his close friends went to this Vitoş mountain plateau in one day 
from the city of Sofia in July, when it was festive. They set up their tents and 
enjoyed themselves. From all Rumelian cities such as Kavala, Thessaloniki and 
Serez, one could climb this plateau with a hundred thousand sheep and enjoy 
it for seven months. They used to make kebab feast for Evliya Çelebi and his 
friends from the lambs of these sheep. In addition, trout caught in the lakes were 
cooked in butter and eaten. Such big red colored, yellow-spotted, musk-scented 
trout could not even be found in Anatolia’s Bingöl, Göksun and Ramazanoğlu 
Highlands. There were also cherry and strawberry fruit on a kind of dwarf tree 
that cracked from its flavor. In the lower streams of Vitoş Mountain, there are 
also strange fruits called chestnut, pear and medlar. Crystal-like pieces of ice 
were put in cherry compote, and they drank halal cherry juice day and night. 
Evliya Celebi and his friendsfivedayin these campsmilk, cream, hello, yoghurt, 
pancake andbuttermilk cooked in butter, basing, donut, oozing, curd cheese, 
mouth, churnbuttermilk, kitty. They ate foods such as katmer and ezme and 
drank drinks. Light lamb made by the nomads in this plateaukebabseating and 
drinking cold drinksthey enjoyed the pleasure (III. Volume-I. Book. YKY: 527-
528).

3.3.4.	Visions	(Forward	Vision)	of	Ottoman	Sultans:	

Before Osmanoğlu came to Belgrade city, it was the throne center of despotic 
kings. After the conquest of Osmanoğlu, a stone-built fortress and a solid 
fortress Belgrade became a paradise. The “Belgrade Castle”, which is a pearl, 
was first built by the Serbian king named “Despot”. Later, it became a castle 
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that many kings wanted to conquer. The castles around Bosnia were conquered 
by Fatih Sultan Mehmed Han, one of his Pashas,   Hersekoğlu Ahmed Pasha. In 
the same year, when the Izvornik Castle was conquered, it turned its direction 
to Belgrade, which looks like heaven. “Böğürdelen Castle” was conquered 
before the Belgrade castle. Thus, when the grain (grain) ships coming from the 
Bosnian land of the infidels via the Sava River were stopped, there was a little 
famine in the city of Belgrade. But since the Danube River was in the hands 
of the kuffer, plenty of grain and aid continued to come from all sides. Gazi 
Sultan Fatih immediately came in front of the Belgrade Fortress and besieged 
the fortress for forty days and forty nights to conquer it. When the severe winter 
came, he abandoned the siege on the Belgrade Fortress and returned to Edirne 
empty-handed. Gazi Fatih Sultan Mehmed died in a place called “Maltepe” near 
Üsküdar, while he was preparing to besiege the Belgrade fortress again next 
year. Thus, he got rid of the Belgrade Fortress, which was his covenant, without 
conquering it. Instead of his son, Sultan II. When Bayezid Khan became the 
sultan, he did not think about the conquest of the Belgrade castle and spent his 
whole life to take the Mora, Soltat, Kili and Akkirman castles from the kufar. 
Sultan II. When Bayezid Han passed away to the hereafter, his son Selim I 
became the sultan instead. His life was spent in the battle of Çıldır with Shah 
İsmail, in the Egyptian war with Sultan Gavri, and he passed away after reigning 
for eight years. Sultan I. When Selim Khan’s son Suleiman the Magnificent 
became the sultan, he read that his great grandfather Fatih Sultan Mehmed Han 
had conquered Istanbul, Trabzon, half of the Peloponnese and many hundreds 
of islands. However, he learned that he could not conquer the Belgrade Fortress 
in the Bosnian sanjak, despite fighting for forty days. Prince Sultan Suleiman 
the Magnificent immediately made a promise: “If God gives me the Ottoman 
crown throne and throne, I will make my promise that I will make my first war 
on the Danube Belgrade, Yayicse Castle and Malta Rhodes”. The wisdom of the 
creator was to conquer the castles on the four sides of Belgrade, the sinister land 
of Ungurus (Hungarian), with a sea of   soldiers, with his army May 1521 when 
he was granted the Ottoman throne. He made his first conquest 7 July 1521 with 
the “Böğürdelen Castle” (V. Volume-II. Book. YKY: 497-498).

3.3.5.		The	Edict	of	Sultan	Mehmed	the	Conqueror	and	the	Reconstruction	of	
Istanbul	(Islamabol):

They sent edicts to all province-owning viziers in Anatolia and Rumelia and 
deported people to the province-province of Istanbul. Thus, the name of the city 
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became “Islamabol”, which means “plenty of Islam”. First, they put the people 
of Skopje from Rumelia in the Skopje Neighborhood, the people of Yenişehir in 
the Yeni Mahalle, the people of Sofia in Hagia Sophia, the Mora Greeks in the 
Fenerkapısı, and the fifty congregations of Thessaloniki Jews in the Tekfur Palace 
and on the side of the Şuhud Gate. Chufu5 for him they said door. From Anatolian 
side to Aksaray Neighborhood of Aksaray province, Arabian people coming from 
Akka, Gaza and Remle to Tahtakale, those coming from Persia to Hoca Han near 
Mahmudpaşa, Gypsies coming from Balat to Balat Neighborhood, Uluç men 
coming from Akibend to Akibend. Neighborhood, Albanians to Silivrikapısı, 
Safet Jews to Hasköy, Anatolian Turks to Üsküdar, Tokat Armenians and Sivas 
Armenians to Sulu Manastır, Manisa residents to Macuncu District, Eğirdir and 
İğdir residents to Eğrikapı, Bursa residents to Eyüpsultan, Karamanis to Great 
Karaman, Konyalis to Little Karaman, Tirelians to Vefa, the people of Çarşamba 
Plain to Çarşamba Pazar, the people of Kastamonu to the Kazancılar District, 
the Laz of Trabzon to the Bayezid Han Mosque, the people of Gallipoli to the 
Shipyard. They brought Muslims to Istanbul with their families, honoring them 
and prospering them. For this reason, it was named as “Islam bol” and still 
known as “Gulgule-i Rum”, “Velvele-i Rum”, “Fantasy-i Rum”, it started to be 
called “Islamabol” (I. Volume-I. Book. YKY: 77).

3.3.6.		Evliya	Çelebi	Appears	Before	the	Sultan	in	the	Second	Throne	Center	
Edirne	Range	(The	Gift	of	Sunkur	and	Toykun	Bird	to	the	Sultan):	

When Evliya Çelebi came to Edirne, the second throne center, he went straight 
to Kara Kethüda İbrahim Ağa. Then, when the District Governor arrived at Kara 
Mustafa Pasha and met in Edirne before, he gave a gift to the Pasha on the 
promise of the sunkur and bustard birds he wanted. He’s also a radiologist6 He 
sent two exemplary bird hunters to the blessed sultan. When all the dogancıbaşı, 
çakırcıbaşı, hawker and şahincibaşı aghas and other hunters said, “We have 
never seen such big bucks and sunkurs with fluffy coral eyes like this in our 
long lives”, the happy sultan immediately said, “Whoever brought this, let 
someone else bring it”. Came to the governor. Evliya Çelebi could not get rid 
of even though he took an oath forty times. Finally, he showed the wings and 
tails of the birds that died in the Circassian Province to the district governor. He 
ordered Evliya Çelebi, went to the sultan’s presence, kissed the ground, showed 

5  Chufut: It means mischievous, shrewd, stingy, deceitful (Gürkan, 1988: 182-184).
6 Telhisçi (radiologist): In the Ottoman bureaucracy, it was the official name of the memorandum 
or supply that the grand vizier sent to the sultan by summarizing the information about various 
events, See https://islamansiklopedisi.org.tr/telhis--muhtasar (AD: 07.05.2022).
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the wings of the birds after blessings and senatorials, “My Sultan, they died in 
Circassia. When he took an oath, saying, “I have no birds other than those who 
come to my sultan,” Vani Efendi said, “My Sultan, I have known Evliya Çelebi 
since Melek Ahmed Pasha in Erzurum. A true traveler of the world and my 
bridesmaid is your servant. If he had even birds, he wouldn’t have spared my 
sultan”, the sultan himself said, “I know too. When he said, “Kaya Sultan served 
us a lot in our childhood years”, Evliya Çelebi kissed the ground twice and 
prayed many kinds of prayers in Tatar. When he told about the land of Moskov, 
the country of Dagestan, Circassia, Heyhat Sahara, Kalmyk, and Heshdek 
because of those birds, when there was no night prayer time for seventy days and 
he did not perform the night prayer, Vani Efendi said, “Yes, Isha prayer cannot 
be performed in that land, because without two hours. It will be morning prayer” 
and testified. Evliya Çelebi answered many questions asked by Vani Efendi. 
Then, the blessed sultan, Polish, Czech, Swedish, Nemce, Dutch, German and 
Ungurus, in short, in three years, in Bec, He talked about the places he traveled 
in Prague, Hungary and Croatia for seven days on questions. He usually asked 
about Bec Castle and Burn Castle. Then, on the eighth day, he came to the 
District Governor again, taking gifts for the birds he had brought, and told what 
had happened to him one by one (VIII. Volume-I. Book. YKY: 67-68).

3.3.7.		Sultan	Celebi	Mehmed	Han’s	son,	Sultan	II.	How	Murad	Khan	ascended	
to	the	throne:	

Sultan II. Murad Khan came to the throne in 1421. During his reign, he made 
many conquests in Anatolia and Rumelia. First of all, he conquered İzmir and 
Güvercinlik, Yanya, Yenişehir, Tırhala, Semendire, Novoborda Castles and the 
provinces of Canik and Thessaloniki. However, II. Murat Khan, “he has become 
old,” the soldiers of Kapikulu rebelled and dethroned. Instead of his son, Sultan 
II. Mehmed came to the throne when he was 13 years old 1443 and became a 
sultan for two years. Seeing this situation, when his enemies revolted from all 
sides, they said, “He is a fresh boy, he could not overcome the sultanate and the 
enemy rebelled from all sides,” the soldiers of the gatekeepers and the notables 
of the Osmanoğulları rioted and declared Koca II. They made Murad the king 
of the throne. They sent Mehmed the Conqueror to the Manisa sanjak. After 
establishing order in the state and making great achievements in the infidelity, 
the soldiers of Kapıkulu and the notables of Osmanoğulları II. They revolted 
against Murad Khan and made Mehmed an independent sultan again in 1451, 
saying, “Our Sultan has become a husband, we need a young glorious sultan.” 
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Thus, Mehmed the Conqueror came to the throne as an independent sultan at the 
age of 21. Big Sultan II. Murad Khan’s reign lasted for 28 years 1451, he died in 
Edirne at the age of 49. Then his blessed corpse was brought to Bursa and buried 
in his tomb full of light (II. Volume-I. Book. YKY: 52-53).

3.3.8.		The	Castle,	Made	in	Reference	to	the	Sultan	Suleiman	the	Magnificent	
Inn:

It was the Carbag-Castle built by the Germans in the name of Suleiman the 
Magnificent, near the city of Bec (Vienna). In other words, the place where Ali 
Osman established the Suleiman the Magnificent Inn was the castle of Irem 
Vineyard. When Evliya Çelebi and his friends went to visit this castle, when 
they reached the front of the tent, all of Cesar’s men stood to salute. Suleiman 
the Magnificent lifted the siege of Bec Castle in 1529, just when the castle was 
about to fall, in case we would come in another spring due to the extreme cold, 
snow and winter. When Evliya Çelebi and his friends entered the castle, their 
minds stopped, their eyes filled with tears, and they were all in amazement. They 
were put in the tent of Suleiman the Magnificent and took all their horses out. 
Nice unemployed men, “Why did they take their horses out of us?” they doubted. 
Evliya Çelebi said, “Bye guys, it’s a shame, Let go of these meaningless distorted 
thoughts. Their envoy arrived in our Budin. If a mistake comes to one of us here, 
they will put their envoys and so many captives to the sword in Budin. Bre this is 
raw love. They said, “Let’s watch these strange and strange works and be on our 
side,” and started to visit the heavenly gardens with their guides. The shape of 
the castle, which was the tent of Kanuni Sultan Süleyman Khan: The State of the 
Time, Aliye Sultan Kanuni Sultan Süleyman Khan, besieged Bec Castle 1529 in 
order to take revenge from the German siege, beat the castle with cannons from 
nine arms, took walks and entered the castle. The Muhammadans began to recite 
the call to prayer on the bodies of the castle. Meanwhile, a valiant named ‘Cerkez’ 
went from the place where the cannons had destroyed him to the middle of the 
castle with his horse. Here, infidels killed a brave man named Çerkez and his 
horse. They turned the Ottoman soldier inside the castle back from the march. 
When the Sultan’s war stayed the next day, a severe winter, blizzard, storm 
and snow fell. When all Islamic soldiers were devastated by snow and blizzard, 
all the metrics were filled with snow, many thousand soldiers were unable to 
move, and a day like apocalypse was experienced when many thousand animals 
were broken. The Islamic soldier said, “Al-Aman, O Süleyman-ı Zaman, it is 
necessary to postpone the work to its due time. Hopefully now it is 17 days after 
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November day. Our aim was to intimidate the infidel. When he said, “I hope we 
will besiege this castle again in the spring, we will go to peace immediately,” 
and it was decided to lift the siege. At the same time, they left Öskekli Kasım 
Pasha with 12 thousand soldiers and started to plunder the German provinces. 
When the disbelievers saw this situation, they started a war with Öskekli Kasım 
Pasha. Suleiman the Magnificent left his tent and balls here, In order to take 
the ammunition and treasure, the internal landlords became infantrymen, and, 
having trouble, they fell into the lifeguard on the banks of the Danube and saved 
their lives. Later, the infidels removed the tent of Suleiman the Magnificent, and 
built a solid and beautiful castle made of masonry, in the same shape and shape 
as the pavilion. The reason why this castle was built was not for war and siege, 
but for the fact that it was an exemplary work, and it was built for the reputation 
of “We had Suleiman the Magnificent leave his tent under this castle”. It is four 
thousand steps in size and has 16 corners. The size of the castle, the style of the 
tent, and the streets are so neatly made that one’s mind goes blank. As in other 
rooms, all parts of has, treasury, pantry, large, small, expeditionary and falconry 
rooms were built. Still, in these rooms, vineyard and bostancı farms continued 
to remain. In short, “To the construction of the tent 2. 090 million goods are 
gone,” said the chief commissioner in charge. The eaves and water troughs of 
the tent, where the rain waters pouring down on all its towers, are made of 
copper. The mouths of the water troughs are like the mouths of Dragon and 
Lion, and all their waters flow from here. This is a work similar to a tent similar 
to the İrem Vineyard, and it was such an exemplary strange and strange structure 
(VII. Volume-I. Kitap. YKY: 198-200).

3.4.		 “SB.5.2.5.	Evaluates	the	historical	development	of	cultural	elements	in	
daily	life.

Within the scope of the acquisition, 8 case studies were determined. Case studies 
related to this achievement.

3.4.1.		Evliya	Çelebi	Makes	an	Evaluation	of	His	Travels	(How	did	he	start	his	
journey	to	Mecca	and	Mina?):	

While Evliya Çelebi’s body strength continued in his youth, wherever he shot 
gaze arrows with the strength of his gaze, he would hit the target at that moment. 
By the command of Allah, wherever he went, summer and winter, he would 
certainly reach that land. However, after staying in Istanbul for six months, the 
world became a dungeon. Finally, on the Night of Power in 1670, he went to 
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visit Eba Eyyubi Ansari, asking for help from the blessed spirits of the saints 
and anbiyas. Because the Messenger of Allah, Hz. Muhammad Mustafa said, “If 
you are undecided about your affairs, ask for help from the people of the grave.” 
When he visited and read a “Yasin-i Sharif” for their blessed souls, donated their 
rewards to their souls and asked for help from their souls, the help was raised 
by Allah. That night, while he was sleeping in the corner of loneliness, tearful, 
heartbroken, without hypocrisy, the Qur’an-i perseverance hafiz, the sheikh of 
the sheikhs applauded, He dreamed of lottery holder and imam of Sultan Ahmed 
and Sultan Mustafa, his master Evliya Mehmed Efendi, his bridesmaid of Sultan 
Suleiman the Magnificent, his father Derviş Mehmed Zilli Ağa, the chief jeweler 
of Dervish Lodge, and kissed his blessed hands. After many speeches, his master 
Evliya Mehmed Efendi read the verse “Walk there safely at night and during the 
day (we said)”, said, “Look at the works of Allah’s mercy” and said, “Act with 
the sheriffs in this verse”. Evliya Çelebi’s father read this verse, “Say, wander 
around the earth,” and said, “My son, this is my advice to you: ‘Think about the 
goodness of God, but do not think about God’s Self’, giving advice and reciting 
Surah Fatiha after prayer and sena- tion. His father rubbed his blessed hands all 
over his body, all his limbs, blew all over his body, and again his father pulled 
his ear tightly, A wrestler slapped his neck so that his skull gave a ringing sound 
like Nakhchivan iron. They said, “Embrace a belt of zeal from two places and 
perish privately. Wherever you go, thank you immediately.” When his master, 
Evliya Mehmed Efendi, said, “Walk, let God be your helper by wandering 
around the world in good physical health,” he woke up immediately. It is as if 
Evliya Çelebi had another body. Another force came to his whole body, and his 
heart’s eyes were illuminated and the house of soul rang loudly. In the morning, 
he immediately started the preparations for the expedition. By the wisdom of 
Allah, that day, Azmizade Haleti Efendi, one of the deceased’s students, honored 
the house of Saili Çelebi, “O my brother. Why are you so sad and indecisive? 
Let us travel with you, to the land of Arabia and India. May Allah Almighty 
give us a cult leader, a perfect mentor, a partner of sorrow gives a friend, a loyal 
friend. When he said, “Let’s be a traveler of the world and become a trader of 
the hereafter, by turning back to the path of Truth and having the evil eye of 
the sea of   hospitality and a healing hand,” he said, “This is it, and he will be a 
companion for me,” and he said, “First a comrade, then the road,” and rejoiced 
sincerely. Between the two of them, they took an oath not to use anything from 
haram and pleasurable things. Evliya Çelebi said, “O dear brother, I have passed 
through the sorrows and troubles of this low world, and drank liver blood from 
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the poisonous bowl. In the hands of the chameleon-colored wheel, my liver was 
filled with kebab and wine from the blood of my heart. Our friend, Saili Çelebi, 
consented to our advice and understood the expression ‘The journey is a piece 
of hell, even if it is a league’”, and they were ready to set off for the Hejaz gives 
a loyal loyal friend (IX. Volume-I. Book. YKY: 3-5) 

3.4.2.	Where	Does	Evliya	Çelebi’s	Desire	for	Travel	Come	From?	

Evliya Çelebi said that his desire to travel started with his prayers and good 
compliments to the Ottoman Sultans. This prayer and praise are given to Sultan 
Orhan Gazi, the son of Sultan Osman, Sultan Murad (Hüdavendigar), Sultan 
Yıldırım Beyazıd Han, Sultan Çelebi Mehmed son II, who continued from his 
previous ancestors who were the shadow of Allah on earth, the order and order 
of the world. Murad Khan, the son of Mehmed the Conqueror, Sultan II. The 
son of Yavuz Sultan Selim, the son of Bayezid Han, the son of Suleiman the 
Magnificent, Sultan II. Selim’s son, Sultan III. Sultan III, son of Murad Khan. 
Mehmed Han’s son, Sultan Ahmed Han’s son, Sultan IV. May Allah’s mercy be 
upon all of them, Murad Khan, the sultan of Cem rank, whose service we were 
honored with, in the place where we started to write as a result of these travels, 
May the land of Sultan Murad Han Gazi, the conqueror of s, be clean and filled 
with the sea of   mercy”, he did it this way. Baghdad Conqueror Sultan IV. During 
the reign of Murad Khan 1631-1632, he stated that he had great desires for travel 
when he visited Belde-i Tayyibe, that is, Istanbul, and the villages and towns 
around it, many thousand gardens, and irem vineyards with rosy roses. Evliya 
Çelebi stated that he always asked God Almighty for “Physical health in the 
world, full travel and faith at the last breath” by saying, “How many times can I 
get rid of the grief of my mother, father, master and brothers and travel around 
the world”. He wrote that he always wanted to travel and meet with the wounded 
dervishes and be honored with the honor of chatting. Evliya Çelebi, “Watching 
the world to the moon, Is it possible to reach Jerusalem, Egypt and Damascus, 
Mecca and Medina and face the Ravza-i Mutahhara (the blessed tombs of the 
Prophet) of the Praise of Beings?” He cried, groaned, whimpered and stated that 
he was a vagrant while traveling (I. Volume-I. Book. YKY: 1-2).

3.4.3.	İn	Plovdiv,	Bulgaria	Exemplary	Clock	Tower:	

First of all, in the city of Plovdiv, which is within the borders of Bulgaria today, 
they call it Clock Hill, at its top there was a clock tower like the body of a 
minaret that stood up to the sky. She had a clock in the tower on that hill, too. At 
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noon, the watch struck at exactly twelve o’clock and made an imposing sound. 
A mansion on the east and west sides of the Plovdiv Plain was a audible clock 
tower on the ground (III. Volume-I. Book. YKY: 503).

3.4.4.	Bosnia’s	Visiting	Places;	Who	is	Hüsrev	Pasha?	

There were many said, martyrs, suheda, arif and saints inside and outside the 
city of Bosnia. First of all, in the middle of the city of Saray, there was a visit to 
Hüsrev Pasha, the owner of charity and goodwill, in a luminous dome adjacent 
to the Hüsrev Pasha Mosque. On the upper side of the door of this mosque, the 
date was written with a celi calligraphy on a square marble. “Hüsrev Pasha”, 
this valiant vizier, was born from “one of the daughters of Sultan Bayezid-i 
Veli”. He lived a long life and was the governor of the Bosnian frontier for 33 
years and conquered 170 castles by force from the hands of the Venetian infidel. 
His sermons are still read in mosques all over the Bosnian frontier, and there 
are more than 300 foundations. His blessed corpses lie peacefully in a high 
dome made of marble on the left of the mosque built in his name. As the whole 
congregation enters and leaves this mosque, a Fatiha is recited for their blessed 
souls (V. Volume-II. Book. YKY: 598).

3.4.5.	Land	of	Budin	Bridge	over	Danube	and	Its	Importance:

In the land of Budin, the bridge over the Danube was a crossing place for people. 
This exemplary strange and strange bridge was a long bridge built with long masts 
on seventy pontoon ships over the Danube in front of the Ali Pasha Bastion of 
Budin Castle. All the tombaz ships are connected to each other with chains and 
there is another bridge in the middle of which four ships open and close. This 
bridge was opened to ships coming and going and closed again when the ships 
passed. There were three hundred guards at the service of this bridge. However, 
thirty of these bridge ships were guarded by Budin servants and forty by Pest 
servants. Because, sometimes, when cheating infidels from Komaran Castle tied 
big logs and big trees to each other and released them with the Danube river, 
those trees would come to this Budin Bridge and break the Bridge. Then the 
infidel katanas burned the Pest side and they took so much goods and fled that 
day until they repaired the Bridge. That’s why half of the repair of this bridge 
was done by the officials from Budin and half from Pest. In summer and winter, 
this bridge was stopped and bac was taken at the bridgehead. If the winter is very 
severe, if the Danube River freezes, the bridge will no longer be needed, and the 
Danube River will keep ten to fifteen inches of ice, and there will be hundreds of 
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thousands of cars and sledges going back and forth. At that time, nothing would 
be taken from the passers-by and the bridge would never have been needed. 
The Danube River was frozen for three or four months. When the Danube River 
froze, they pulled the bridge ships aside and rebuilt them in the spring (Volume 
VI-I. Book. YKY: 339). 

3.4.6.	Big	Mahmud	Pasha	Old	mosque	(Imam’s	Imamate	and	Death):

More than Koca Muhmud Pasha Mosque in the Greek city of Sofia. There was 
no great old temple. This Mosquethat gate, made of brickIt has a tall minaret. 
The courtyard is quitethe wide bu full of light mosque pure blue colorbulletIt 
was covered with a tomb and there were many saints’ tombs here. Koca Mahmud 
Pasha Mosque “Plow Master” nameda blessed oneimamthere is. Even sleeping 
while this imam is giving a sermon on the pulpit. Outweighwhile snoringat the 
headImam from the pulpitrolling downfrom sleepwhen it burned, “Take thisthe 
imam of the imam” He continued to read the sermon. A manyour imamImam to 
the pulpittake it outWhile giving an orator, the elegant guy could not get down 
with his grace and climbed from the pulpit. Downrolling aroundfallen. That 
day, the whole congregation in the mosque attended this event. He laughed. 
Hsucking orator god knowsfrom shamedead. The next day, the imam did not 
come to the mosque and went to the hereafter (III. Vol-I. Book. YKY: 517).

3.4.7.		Ayamarya	Valley,	Karaferye	Castle,	Red	Egg	Festival	 in	Thessaloniki	
Sanjak	and	the	Customs	of	Being	a	Muslim:	

There was an old custom in the city of Karaferya in the land of Ayamarya, the 
sanjak of Thessaloniki. In this city, there were feast days, “Red Egg” days. Since 
the cities of Vodina and Karaferye were conquered in the days of the Red Egg, 
all the kaffas would still hide in their homes, get dressed and don’t go out of 
their houses that day. All Muslims dressed up on those Red Egg days, like the 
Great Eid and Eid-al-Adha, when veteran mujahideen immersed themselves in 
their war gear and searched for the unbelievers who went out of their homes 
by throwing cannons and rifles and shouting “Allah, Allah” until the evening. 
If they found a disbeliever in the country by evening, they would immediately 
circumcise them, put them on a horse with ornaments, and show respect (show 
respect) to the new Muslim. Of course, every year they found a few times and 
converted to Islam, which was strange. In honor of the religion of Islam, every 
big and small ayan (rich, prominent) would give something in their property 
and make that new Muslim rich and make a living (necessary for living). Such a 
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spectacle is not unique to other lands. It was reserved for the cities of Vodina and 
Karaferye. However, the people of Karaferye said, “We don’t do it every year, 
we do it occasionally.” The people of Vodina said, “Of course, they do this on 
both Muslim and Christian holidays” (VIII. Volume-I. Book. YKY: 180-181). 

3.4.8.	Where	Does	Ice	Cream	Come	From	In	Thessaloniki	(1667):

The birthplace of the rivers in Thessaloniki, which is on the borders of today’s 
Greece, was Mount Hortas. It was a high mountain that stretched towards the 
sky. On its top, pieces of snow, like crystals in summer and winter, were not 
missing. It is visible from Thessaloniki because it is close to the west side of 
Thessaloniki and the direction of the stellar wind. All the abihayat springs 
lead to Thessaloniki from underground Kehriz.7 Pipes8  It was distributed to 
all the baths, mosques and soup kitchens of the city. On this high mountain, 
there was a lake consisting of hundreds of springs of life. In the severe winter, 
those ponds formed crystal ice, and in July days, mules would bring ice and 
snow to Thessaloniki city and sell them to reayas. Some Notables of the city of 
Thessaloniki9 the polite ones used to go to this Hortaç Mountain with their tents, 
tents, caddies, food and drink, and take a rest for a month or two, enjoying the 
air. He makes all kinds of drinks from pieces of ice like crystal, and those who 
eat and drink from the people come to life (VIII. Volume-I. Book. YKY: 165).

In the transfer of material and spiritual cultural accumulations produced 
and created by societies for centuries to future generations; The education and 
training process has a very important function. The different aspects of Evliya 
Çelebi’s Travel Book and its use in teaching social studies have been revealed 
in the studies conducted in the literature. As a literary product, Seyahatname 
contains information to be used in many branches of social science such as 
politics, anthropology, folklore, sociology, culture, economy, architecture, 
history, music, geography, gastronomy. With the aim of embodying the 
achievements in teaching social studies lesson, using the case studies selected 

7 Kehriz (Kehriz): It is the water systems made for drinking water, irrigation and use 
purposes such as canals, waterways, tunnels, underground water utilization and dams. 
Kehriz water transport systems are structures that are still used today, See https://www.
sanalsantiye.com/antik-sulama-sistemi-kehriz-nedir (AD: 18.06.2022).
8 Künk (Pipes): It was called a brick or concrete water pipe, See https://sozluk.gov.tr/ 
(AD: 14.06.2022).
9 Ayan (Thessaloniki): Ayans were called the rich of the provinces, the old adminis-
trators or the people who were distinguished in some way and respected (Mert, 1988: 
195-196-197-198).
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from the Travel Book of Evliya Çelebi, realizing the general objectives, teaching 
the achievements more effectively, enriching the teaching environments,

Evliya Çelebi’s life and the route of his travels followed the roads between 
the two major metropolitan cities of the empire. In this sense, Istanbul was the 
city where he was born and spent his childhood, while Cairo was the city where 
he lived and wrote his work for the last ten years of his life. For this reason, 
he devoted the first volume of the travelogue to Istanbul and the tenth volume 
to Cairo. In the first volume, he depicted all the architecture and vitality of the 
city of Istanbul and almost drew the panorama of the city. In the tenth volume, 
what he wrote about Cairo was the most impressive information written until the 
19th century. As in these two big cities, he collected the information by using a 
certain template in the narration of other cities. The architecture, history, wars, 
plateaus, recreation areas, modes of production, trade, culture, music, folklore, 
beliefs of all the cities he visited.

Map 1: The Boundaries of the Seventeenth Century Ottoman Empire

(Source: Şavk, 2011: 6).

In general, when the map is examined, we can see the cities Evliya Çelebi 
went to, visited, saw and described in his travel book. When the map is examined, 
it is possible to say how important it is to visit such a large geography under the 
conditions of that day and to give information about the cities lived in.
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4.  Conclusion, Discussion And Recommendation

In this research, 4.5.6.7. Case studies have been identified from twelve big cities 
mentioned in Evliya Çelebi’s Travel Book regarding the achievements related to 
cities in the ‘Culture and Heritage’ learning area of   the social studies education 
program of the classrooms. As a result of the study, it was seen that there is 
no acquisition that can be associated with cities in the theme of ‘Culture and 
Heritage’ in the 4. 5. 6 and 7th grade Social Studies curriculum. In the social 
studies 5th grade program, it has been determined that there are 3 acquisitions 
that can be associated with cities. For these 3 learning outcomes related to cities 
at the 5th grade level of social studies, 19 case studies from Evliya Çelebi’s 
travel book were determined and these case studies were matched with the 
determined achievements. In the literature review conducted for this purpose, 
case studies made the lesson more effective and activated the student, It has 
been learned that it is productive in many ways, such as it develops the sense 
of empathy, improves problem-solving skills, enables the student to encounter 
events that have been experienced or may be experienced. In addition, it has 
been seen that the achievements can be embodied in the student world with 
the case studies determined. Therefore, literary products can be used both as 
a source work and as a material in the teaching process of the social studies 
course. It is also known that one of the literary genres is travelogues, and the 
travel book of Evliya Çelebi is the most valuable work in terms of richness and 
scope. The travelogue was written at the height of the Ottoman Empire’s power 
and when it had the largest lands. In these lands, where 45 countries have been 
established today, language and religion.

The use of Evliya Çelebi’s Travel Book in social studies lessons may 
facilitate the acquisition of historical awareness and transfer of cultural values   
to students. As Şavk (2011), determined in his research, Evliya Çelebi’s Travel 
Book has a unique importance in the expression of all cultural values   as well as 
describing the social and cultural characteristics of societies that lived and are 
still living in the great geography dominated by the Ottoman Empire. He said 
that the travel and observation studies carried out in the process of studying the 
acquisitions aiming at giving cultural values   to a society may not be sufficient 
from time to time, and in this case, literary works that are the records of the period 
can be used. The geography and culture of a society is almost the memory of that 
society. Because culture and geography affect not only cities but all dimensions 
of societies. In the Travelogue, Evliya Çelebi predominantly includes cities, 
geography and cultural elements, as well as all the value that makes a society 
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a society. Thus, besides the geography where the societies live, he wrote and 
described the panorama of the cities. In this context, Evliya Çelebi showed his 
travel book as the registry of Ottoman civilization (Karlıağa, 2013: 5-10). This 
shows that we searched for the right source to embody the gains in the social 
studies education program. The city, which is included in the social studies 
teaching program, He said that travel books can be used as a bedside source in 
the effective teaching of social and cultural gains in the course process and that 
they can make a positive contribution in the learning process. Evliya Çelebi’s 
travel book is an undisputed masterpiece as a source for the achievements where 
travelogues can be cited as reference works.

Çelik and Çetin (2019), in their research, stated that the sections selected 
from Evliya Çelebi›s travel book can also be used in Social Studies courses 
as a literary product in acquisitions that reflect the position and roles of the 
individual in social life. In addition, they emphasized that the travel book can 
be used as an interdisciplinary resource in other courses in the social sciences 
group. In this context, they stated that the selection of case studies to embody 
the gains from Evliya Çelebi›s travel book may be related to cities, as well 
as it can be used in the study of gains such as values   education, tolerance, 
culture, citizenship, heroism, etc. İn the education program prepared for 
social studies.

Travel books, which are a literary product, can contribute positively to 
the learning of gains such as attracting the attention of the student, making the 
lesson more productive, creating empathy with historical figures. When the 
case studies selected from Evliya Çelebi’s travel book are told through stories, 
children not only gain knowledge, but also help an important process that 
enables them to learn by having fun and to develop their world of thought. Thus, 
it was emphasized that the achievements in the social studies program would be 
embodied in the student’s world and would contribute significantly to a better 
understanding of the course (Ata, 2013: 164-166).

Evliya Çelebi described in detail the cities, castles, caravanserais, inns, 
baths, palaces, bridges, covered bazaars, bazaars, roads, neighborhoods and 
markets in the places he traveled. In addition, by describing his accidents, 
villages, farms, plateaus, recreation areas, etc., he included everything about 
human beings in his travel book. Evliya Çelebi described the cities 400 years 
ago, giving us the opportunity to compare in many ways, such as the size of 
the historical artifacts, the general structure of the cities, the social life in the 
cities, the details of the city culture. In this context, it can be used to embody the 
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achievements in lessons by comparing the city life of 400 years ago with today’s 
city life, to realize the relationships between cities,

According to the research, when Evliya Çelebi’s Travel Book is examined, 
many case studies have been identified that correspond to the achievements 
related to cities. Academicians, municipalities, governorships, provincial 
directorates of culture published many studies in the researches conducted on 
the cities Evliya Çelebi went to. The fact that they compiled a book about what 
Evliya Çelebi said about cities, that they included them in their histories, and 
that they prepared various information notes and brochures show this richness. 
In this context, it was concluded that the cities of the teachers and students can 
be shown as a case study in order to embody the achievements of the teachers 
and students, based on the ‘From Near to Far Principle’ in learning.

4.1.		 Suggestions

Based on the results of the research on associating the twelve big cities mentioned 
in Evliya Çelebi’s travel book with the achievements related to the cities in the 
Social studies education program, the following suggestions were developed.

• By examining the travel book, comprehensive case studies can be 
prepared among other achievements in the Social Studies program.

• Case studies Matching can be made in accordance with all the courses in 
the social sciences and their achievements.

• The application of case studies classified according to the courses and 
achievements in the Social Sciences group can be investigated with the “Case 
Method”.

• The routes Evliya Çelebi traveled can be determined according to the 45 
states established on the lands of the Ottoman Empire at that time and the big 
cities of that period, and the “Pilgrim-i Alem Evliya Çelebi Miniatürk Project” 
can be prepared and brought to tourism. In this way, cooperation between 
cultures can be established and different cultures can be combined with each 
other.

• Selected passages from the Travelogue of Evliya Çelebi, who is shown 
as one of the 20 people who have influenced the world by the European Council, 
can be simplified and used as reading passages for all courses.

• In order for Evliya Çelebi’s travel book to take the place it deserves 
and for us to get to know our own culture, it can be better introduced to future 
generations by giving more place in primary, secondary and high school 
programs.
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1. Introduction

In social sciences, it is not possible to directly observe many constructs (traits)
such as attitudes, behaviors, ability and intelligence. The relationships
between the indirectly asked questions are looked at in order to accurately

identify these traits. Latent variables are those ideas that cannot be immediately 
observed or measured. Observed variables, also known as indicator or manifest 
variables, can be used to measure latent variables. Local independence, expected 
value of true scores, and functions of observable variables not dependent on 
cause and effect linkages are the three main uses of latent variables in sociology 
and psychology, respectively (Collins & Lanza, 2010).

Observable variables are distinguished from each other according to the 
various properties they have. The first feature is that the variables are a priori or 
a posteriori depending on whether they are determined before or after the data 
analysis. Latent variable models are classified as explanatory or confirmatory 
according to this feature. The second one, latent variables are separated as 
discrete and continuous and it is not possible to decide on the type of latent 
variables through observed variables, and the analyzes to be applied are 
determined according to the type of variable. The third feature of variables is 
that the parameters associated with the latent variable are definable. The fourth 
feature is the uncertainty of the latent variable. In this case, latent variables are 
estimated over observed variables. The last feature of the variables is whether 
the indicator variables of the latent variables are causal or effect (reflective). If 
the latent variable has a direct effect on the indicator, it is called as effect variable 
and when the observed indicators have a direct effect on the latent variable, it is 
called causal indicator (Bollen, 2011). 
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The main point on which the latent variable analysis is based is that 
the relationships between the observed variables emerge as a result of the 
relationship of each observed variable with the latent variable. Latent variable 
models mainly focus on examining the covariance structures of observed 
variables and identifying a latent variable that explains the relationship between 
these variables. It is assumed that the relationship between observed variables 
in each latent structure analysis depends on the relationship between latent and 
observed variables (Muthén & Muthén, 2007; Vermunt &Magidson, 2005). 

Latent structure analysis is of great importance both because most of 
the concepts used in the field of psychology, social and educational sciences 
are latent traits and because it is a useful data reduction tool.The aim of latent 
variable analysis is to identify the latent variables that cause this relationship 
by examining the relationship structure between the indicator variables. The 
difference between the methods stems from their theoretical applications and 
assumptions. The latent variable models are classified in Table 1 according to 
the scale type of the latent and indicator variables as follows (Bartholomew, 
Knott & Moustaki, 2011):

Table1. Classification of Latent Variable Models

Latent Variables
Indicator Variables Contunious Categoric
Contunious Factor Analysis Latent Profile Analysis
Categoric Latent Trait Analysis Latent Class Analysis

In latent variable models, for categorical variables conformance to the 
binomial or multinomial distribution is preferred over the normal distribution 
for continuous variables. It is assumed that in factor analyses and latent trait 
anlayses, latent variables are contunious and  sample drawn from a normally 
distributed population. Since the latent variables in latent profile and latent class 
analyses are categorical, a multinomial distribution is presumed to be the source 
of their distribution. In factor analysis and latent profile analysis, indicator 
variables are continuous.

Factor analysis is one of the multivariate analysis techniques that is widely 
used in many fields, particularly the social sciences. Factor analysis helps to 
uncover the hidden dimensions that are not observed, which are the real causes 
behind the many observable traits. Additionally, the factors that reveal through 
analysis can be used as variables in techniques like discriminant analysis, 
regression, and correlation.
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Latent trait analysis (LTA) is a method generally used in educational 
research and testing. LTA is a type of factor analysis for binary (dichotomous) 
or ordered-category data, which is the simplest way to grasp it. Item Response 
Theory is the term used to describe latent trait analysis in the context of 
educational testing and measurement. LTA and IRT share so many similarities 
that they can essentially be used interchangeably.

Latent profile analysis (LPA), a latent variable technique, aims to 
discover latent sub-groups within a population. LPA therefore presupposes 
that individuals can be typed into categories with changing probabilities that 
have various configural profiles of personal or environmental factors. Observed 
variables in LPA are continuous, anologous to a Gaussian model. When scores 
on a variety of factors show significant between-subject heterogeneity and when 
this variance cannot be accounted for by known, manifest variables, LPA can be 
helpful in educational and psychological studies. 

2.  Latent Class Analysis

Latent class analysis is one of the finite mixture models used in social, and 
educational sciences, grouping individulas based on their similar pattern 
responses into latent classes based on a latent structure (Collins & Lanza, 2010). 
The class membership determined by using the categorical variables. The 
relationship between latent and observed variables, is given in Figure 1:

Figure 1: LCA Model for Latent and Observed Variables

The latent variable, VL cannot be directly observed and measured indirectly 
through observed (indicator) variables, v0, v1, … vn. Unlike VL, the observed 
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variables are subject to error, e0, e1, … en. Class membership in one of many 
latent classes is determined by the latent variable. It is possible to generate two 
to k latent classes.

Latent classes or subgroups in a population can be found using latent 
class analysis (LCA) (Hagenaars & McCutcheon, 2002). LCA is a technique 
for integrating individuals with comparable characteristics with other shared 
latent variable models. LCA establishes groups based on the responses each 
person provided to the indicators. According to Muthén and Muthén (2000), 
the essential premise of LCA is that participation in latent classes can influence 
or explain trends in scores obtained from various scales, survey questions and 
assessment indicators.

According to statistical theory, an individual’s patterns are revealed by 
their membership in a class. This process is comparable to factor analysis which 
is a variable-centered approach (Kline, 2016). However, because it ignores 
the heterogeneity of samples, this variable-centered approach misses key 
correlations between variables (Scotto et al., 2012). In order to help identify 
latent sub-groups, LCA might be considered a specific form of person-centered 
mixture modeling (Muthén & Muthén, 2000). Additionally, LCA is a multivariate 
technique to classification as opposed to putting people in groups based on their 
cut-off scores (Nylund, Bellmore, et al., 2007).

Other classification methods, including cluster analysis, are different 
from LCA. The two statistical techniques are both regarded as person-centered 
analyses that make decisions based on statistical and theoretical criteria (Collins 
& Lanza, 2010). But there are some differences between these approaches in 
terms of the assumptions and statistical techniques. Measures of distance or 
similarity are employed in cluster analysis to identify similarities between 
observations. Probability-based classification is offered through latent class 
analysis. Using the maximum similarity method, observations are grouped into 
clusters based on the probability of group membership calculated directly from 
the model (Collins & Lanza, 2010).

In LCA, probabilities of class membership are calculated as opposed to 
the clear-cut assignments used in cluster analysis to identify case membership in 
clusters. While class membership probabilities are estimated in LCA, in cluster 
analysis, case membership in clusters are identified. Model-based LCA offers a 
quantitative evaluation and statistics on fit that recommends which LCA model 
fit the data best (Vermunt & Magidson, 2002).

Additionally, LCA allows for the inclusion of covariates, making it possible 
to get this categorization information and incorporate it into the model to account 
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for measurement error (e0, e1, … en ) in Figure 1 (Muthen & Muthen, 1998-
2017). This gives researchers greater flexibility and precision when examining 
latent construct and related variables. The LCA is a cross-sectional model with 
category outcomes; typically, binary indicators are employed in this model. 
The K classes are assumed to be exclusive and exhaustive in the LCA model. 
Additionally, it is assumed that the sample is divided into classes and that each 
person is given a class to belong to. A posterior probability is assigned to each 
observation to determine which of the K latent classes it belongs to å =pk 1
.This suggests that each given observation may only partially belong to one or 
more classes. Latent class membership accounts for all interactions between 
the observable items in light of the latent class variable and the conditional 
independence assumption of the LCA. It is possible to relax this presumption to 
account for variables other than the latent class variable (Masyn, 2013). Some 
systematic reviews in the social sciences (Killian et al., 2019) and health studies 
(Miettunen et al., 2016;  Petersen et al., 2019; Ulbricht et al., 2018) have done 
using LCA. Also Hancock, Harring, and Macready (2019) offered a thorough 
study that addressed advancements in latent class analysis.

2.1.		 LCA	Model	Paramaters

The joint probability of the elements that were observed is included in the LCA 
model. The following formula for the model can be used with the latent class 
variable (C), under the conditional independence:
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Logistic regression reveals the relationship between the observable and 
latent class variable, and these correlations are expressed by the logit values. 
There is a unique set of estimated class-specific parameters for each indicator and 
latent class variable. The parameterization of the conditional item probabilities 
is as follows:

      P u c kr mi i
mk

( | )
exp( )

= = =
+

1 1
1 t

 (2)

Additionally, the class proportions are parameterized as intercepts, the 
intercept of the last class is set to zero, γok = 0 for identification.
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The second estimated set of parameters is the set of conditional item 
probability parameters,τmk are the measurement parameters in the model. Also 
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γok are the structural parameters (relative class size parameters) which identify 
the relative sizes of the classes.

2.2.		 Limitations	of	LCA

Despite being a strong statistical technique, LCA has certain drawbacks. LCA 
begins with an exploratory strategy in which a growing number of classes are 
fitted to the data. The final class solution is chosen based on a number of factors 
that are listed in the literature. Considering that the researcher’s judgment will 
determine the final number of classes. In this case, the LCA study can be repeated 
with the addition of covariates, and the results can be compared (Collins & 
Lanza, 2010).

Another issue with class reliability and validity. It is challenging to 
comprehend in LCA whether a class is sample-specific or spontaneously occurs. 
Investigating the connections between classes and other variables can help you 
spot this (Hicks et al., 2017). Additionally, classes can be used for reliability 
analysis in various samples or with various subgroups of the same sample 
(Bauer & Curran, 2004; Lenzenweger, 2004).

2.3.		 Software

Numerous statistical software programs, such as R (Venables & Smith, 2019), 
Mplus (Muthén & Muthén, 1998-2017), STATA (StataCorp LLC, 1985-2019), 
SAS (SAS Institute Inc., 2016), and LatentGold, can be used to conduct LCA 
(Vermunt & Magidson, 2016). Recent studies (Petersen et al., 2019) have utilized 
Mplus programme  which can be handled missing data for mixture modeling 
(Muthén & Muthén, 1998-2017).

2.4.		 Sample	Size	and	Class	Size	Requirements

Sample size and class size are crucial considerations for LCA. In LCA, larger 
sample sizes enable improved statistical power and model parameter estimates. To 
prevent convergence issues, incorrect latent class solutions, and meaningfulness 
subgroups, sample sizes should be large (Berlin, Williams & Parra, 2014). In 
order to avoid the issue of local maxima and address these potential difficulties, 
It is advised by Nylund-Gibson and Choi (2018) to employ 300 or more cases.

The number of individuals in each class is a factor to be taken into account 
when modeling LCA. Muthén & Muthén (2000) recommended that the class size 
be greater than 50 people or a tiny part of the whole sample. Extreme indication 
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values in some class solutions, however, can locate a non-normative class. In 
these circumstances, the research literature would support class sizes with very 
low proportions of the sample. A model with fewer parameters should be chosen 
over one with more complex ones, according to the concept of parsimony. The 
research question, theoretical validity, and interpretability must all be taken into 
account while deciding on the number of classes (Lubke & Neale, 2006).

2.5.		 Estimation

There are many estimators available for LCA models. Most default settings 
in software like Mplus (Muthén & Muthén, 1998-2017) favor maximum 
likelihood estimation (MLE). By applying a specific hetereogeneous population 
model to the data, MLE is utilized to calculate latent class parameters. The MLE 
approach keeps estimating the parameter until it determines the parameter’s 
maximum probability. Local maxima of the estimated probability distribution 
may appear if there is a problem characterizing the model or if estimation is 
not started with adequate initial values. This issue can be resolved by using 
several random starting values in the Mplus software (Wang & Wang, 2012). 
The number of latent classes, number of variables, sample size, calculation 
speed, and management of missing data can all be taken into consideration if the 
issue cannot be solved (Muthén et al., 2015). Under the premise of missing-at-
random-MAR, the Mplus software can handle missing data by estimating full-
information maximum likelihood (FIML), which yields the likelihood function 
(McLachlan & Peel 2004). Missing values can be recoded into a numeric value 
beyond the range of available answer possibilities or into -999. Choosing an 
estimator also depends on whether researchers favor the findings of probit or 
logit regression.

2.6.		 Model	Selection

The analysis begins with a one-class model and then specifies models with one 
more class at a time since LCA employs an explanatory method to find latent 
classes. Until the best model is found, this method keeps running models with 
one new class at a time. Model fit indices and statistical criteria are used to 
identify the model that provides the best fit to the data.

LCA offers numerous fit indices, and log likelihood is frequently found 
in these (Lanza et al., 2003). With larger values indicating greater model fit, 
log likelihood has a chi-square distribution and depends on comparing models 
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with k classes to those with k + 1 classes (McCutcheon, 2002). A model with 
more parameters will generally fit the data better, or in this example, fit will get 
better as the number of classes (k) gets closer to the sample size. However, it is 
noted that there is a general discrepancy between mixture models, particularly 
those with larger sample sizes, and the log likelihood values and difference tests 
(Nylund et al., 2007).

Three additional information criteria are utilized to calculate model fit 
indices: the Bayesian Information Criteria (BIC; Schwartz, 1978), the Akaike 
Information Criteria (AIC; Akaike, 1987), and the Sample-Size Adjusted 
BIC (SSA-BIC; Sclove, 1987). As values decrease, these fit indices exhibit 
improved fit, indicating a more parcimony model (Muthén & Muthén, 2003). 
In a simulation research, Nylund et al. (2007) shown that BIC and sample-size 
adjusted BIC values are significantly superior to AIC values as measures of 
model fit.

The parametric Bootstrap Likelihood Ratio Test and the Lo-Mendell-
Rubin test (LMR; Lo, Mendell, & Rubin, 2001) are further fit statistics (BLRT; 
McLachlan & Peel, 2000). These statistics provide a p value, indicating the 
statistical superiority of one model over another (Nylund et al., 2007). The BLRT 
uses parametric bootstrap methods to estimate the distribution, whereas the LMR 
tests for model fit using an approximation. This is where the two tests differ. As 
a result of the longer computation time, Nylund et al. (2007) highlighted the 
drawbacks of the BLRT index and recommended using the significance of the 
p-value produced from the VLMR test as a guide to identify potential solutions 
(i.e., p-value of less than 0.05).

2.7.		 Model	Evaluation:	Classification	Quality

Researchers should review classification diagnoses in addition to fit index 
(Masyn, 2013). Students are assigned to the latent classes when the number 
of classes is optimal. The probability of posterior class membership is used to 
calculate the probability of latent class membership based on a student’s response 
patterns (Wang & Wang, 2012). It is crucial to look at the Average Posterior 
Probabilities (AvePP) and entropy value in relation to categorization for this 
reason. The average probability of the class model correctly predicts a person’s 
membership in a given class is known as the average latent class posterior 
probability (Muthén & Muthén, 2000). The output of the Mplus model provides 
class-specific classification accuracy along the AvePP matrix diagonal with the 
off-diagonals. AvePP values greater than.7 suggest classification precision that is 
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sufficient for each individual class (Nagin, 2005). Another diagnostic measure, 
entropy, which goes from 0 to 1, shows how well the model determines classes. 
In general, the entropy value above 0.8 means that the classification uncertainty 
is low (Clark & Muthen, 2009).

2.8.		 Extension	of	LCA	with	Auxiliary	Variables

Investigating the relationships between a latent class variable, outcome variables, 
and predictors is a ongoing researches in the LCA literature. Covariates would 
be incorporated into the same model that was used to determine the class answer 
by researchers (Asparouhov & Muthén, 2014; Vermunt, 2010). To estimate 
auxiliary variable relations with the latent class variable, researchers developed 
multi-step processes such as the ML 3-step method (Vermunt, 2010), the BCH 
method (Bolck et al., 2004), and the two-step method (Bakk &Kuha, 2018). In 
these methods, latent class variable can be included in models as a covariate, 
mediator, moderator or outcome variable (McLarnon & O’Neill, 2018). The 
steps for defining the ML 3-step models calculated with the MplusAutomation 
package (Hallquist & Wiley, 2018).

2.9.		 Interpretation	for	Practice

The response patterns to the indicator variables in the classes indicating 
typologies are explained by latent class membership. They help researchers 
in recognizing similarities and differences among individuals for current and 
upcoming research. For practical purposes, researchers must theoretically 
interpret classes and show the effects of class membership.

2.10.		 Reporting	the	Results

Reporting the BIC values and at least two extra fit criteria are advised. Other 
fit statistics include the parametric Bootstrap Likelihood Ratio Test and the 
Lo-Mendell-Rubin test, whose results are interpreted using p values. Additionally, 
the average latent class posterior probability matrix’s smallest off-diagonal value 
as well as the percentage and size of the smallest class are reported (Nylund et 
al., 2007). The information must be reported in a LCA results was summarized 
by Weller at al., (2020):

• Rationale for the selected indicator variables, if based on theory
• Rationale for conducting exploratory models, if not based on theory
• Data characteristics (e.g., descriptive statistics, missing data)



250    NEW DIMENSIONS IN EDUCATIONAL SCIENCES WITHOUT BORDERS

• Statistical package and year
• Estimation method
• Criteria used for selecting class model, both statistical (e.g., BIC, SABIC) 

and substantive
• Table that includes at least two fit criteria, entropy, and smallest average 

latent class posterior probability
• Figure of identified classes
• Number of sample or percentage of sample in each class
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