


New Researches in 
Education Sciences

Editors
Abdülkadir KABADAYI 

Muhammet ÖZCAN

Lyon 2024





New Researches in 
Education Sciences

Editors
Abdülkadir KABADAYI 

Muhammet ÖZCAN

Lyon 2024



New Researches in Education Sciences

Editors • Prof. Dr. Abdülkadir KABADAYI •  ORCID: 0000-0003-4114-5890
Dr.  Muhammet ÖZCAN •  ORCID: 0000-0003-0433-5206 

Cover Design • Motion Graphics
Book Layout • Motion Graphics

First Published • March 2024, Lyon

e-ISBN: 978-2-38236-666-0

DOI Number: 10.5281/zenodo.10870626

copyright © 2024 by Livre de Lyon
All rights reserved. No part of this publication may be reproduced, stored 
in a retrieval system, or transmitted in any form or by an means, electronic, 
mechanical, photocopying, recording, or otherwise, without prior written 
permission from the Publisher.

Publisher • Livre de Lyon
Address •  37 rue marietton, 69009, Lyon France
website •  http://www.livredelyon.com
e-mail •  livredelyon@gmail.com



I

FOREWORD

In the ever-evolving landscape of education, research stands as the 
cornerstone, illuminating the path toward progress, innovation, and a deeper 
understanding of the complex dynamics that shape our educational systems. 
As we delve into the pages of “New Researches in Educational Sciences” we 
embark on a journey that transcends the traditional boundaries of learning and 
opens doors to new possibilities.

This volume represents a collective effort to explore the multifaceted 
dimensions of education through the lens of rigorous inquiry. Each chapter 
within this book is a testament to the dedication and intellectual curiosity of 
researchers who have sought to unravel the mysteries of pedagogy, learning 
outcomes, and the societal impact of education.

The diversity of topics covered within “New Researches in Educational 
Sciences” reflects the richness of the educational landscape. From innovative 
teaching methodologies to the examination of policies influencing educational 
systems, the contributors offer a mosaic of insights that contribute to the ongoing 
dialogue on how to enhance and transform education in the 21st century.

In the spirit of academic inquiry, this compilation does not only present 
findings but also invites readers to question, challenge, and build upon the 
research presented. It is a call to educators, policymakers, and researchers alike 
to engage in a continuous dialogue that propels our understanding of education 
forward.

As we navigate the challenges and opportunities that lie ahead in the realm 
of education, this book serves as a beacon, guiding us toward evidence-based 
practices and informed decision-making. It is a testament to the vital role that 
research plays in shaping the future of education, ensuring that it remains a 
dynamic force for positive change.

To the readers, I encourage you to immerse yourselves in the wealth of 
knowledge encapsulated within these pages. May this collection inspire new 
avenues of thought, spark collaborations, and fuel the passion for inquiry that 
propels the field of education ever onward.

Editors
Prof. Dr. Abdülkadir Kabadayı & Dr. Muhammet Özcan
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C A H P T E R  I

TURNING PAGES, SHAPING MINDS: 
TEACHERS’ INSIGHTS ON CHILDREN’S 

LITERATURE IN PRESCHOOL 
DEVELOPMENT

Abdülkadir KABADAYI

(Prof. Dr.), Necmettin Erbakan University
Email: akkabadayi03@gmail.com

ORCID:0000-0003-4114-5890

1. Introduction

The role of children’s literature in the development of preschoolers has 
drawn increasing attention in educational discourse. The study highlights 
the pivotal role of literature in fostering language acquisition, cognitive 

growth, socio-emotional development, creativity, and psycho-motor development 
among preschoolers. Literature has an indisputable place in understanding and 
interpreting life for adult people. Considering that the individual’s development 
is at a high level in the preschool period, literature for children can be seen as 
an indispensable tool in helping children develop their perspective on life and 
become individuals who think positively and are sensitive to the beauties of 
the world. Children’s literature serves as a cornerstone in the developmental 
journey of preschool children, offering a rich tapestry of stories, characters, 
and themes that captivate young imaginations and foster holistic growth. From 
beloved classics to contemporary tales, children’s literature holds the power to 
ignite curiosity, cultivate empathy, and instill lifelong values in young readers. 
This article explores the multifaceted contribution of children’s literature to the 
development of preschool children, encompassing cognitive, socio-emotional, 
language, and literacy domains. In the early years of childhood, development 
plays a crucial role as it casts the anchor for children to be productive independent 
individuals in the future (Heath et al., 2017; Pulimeno, at all., 2020; Riquelme 
at all, 2020; Signes, et al, 2017; Thomas at all, 2015; Ninivaggi, 2013, 127)  
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The studies abound on literature that supports using literature in language 
classrooms to teach different aspects of language (Galda, at all, 2003; McNair, 
2011; Uzuner Yurt, 2014; Goldstone, 1986; Huda, 2023). When language 
acquisition, socio-emotional understanding, and cognitive development 
are rapidly evolving, children’s literature serves as a vital tool for nurturing 
these foundational skills and fostering a love of reading. By using storybooks 
effectively, preschoolers embark on literary adventures that expand their 
horizons, broaden their perspectives, and shape their identities (Çakmak Güleç 
& Geçgel, 2006; Güleryüz, 2006; Oğuzkan, 2000; Sever, 2013). The exploration 
of children’s literature in the context of preschool development underscores its 
profound impact on various aspects of children’s lives. From fostering language 
acquisition and vocabulary development to promoting social skills and emotional 
resilience, the stories and characters encountered in children’s literature play a 
pivotal role in shaping preschoolers’ understanding of themselves, others, and 
the world around them. Moreover, children’s literature serves as a vehicle for 
promoting cultural awareness, diversity, and inclusivity, exposing preschoolers 
to a rich tapestry of cultures, traditions, and perspectives. Through exposure to 
diverse characters and narratives, children develop empathy, appreciation for 
diversity, and a sense of belonging in an increasingly interconnected world. As 
educators, parents, and caregivers navigate the complexities of early childhood 
development, understanding the transformative power of children’s literature 
becomes paramount. By harnessing the potential of storytelling, imaginative 
play, and interactive reading experiences, adults can cultivate a lifelong love of 
literature in preschoolers and lay the foundation for future academic success and 
personal growth. Through a comprehensive exploration of the contribution of 
children’s literature to the development of preschool children, this article aims 
to illuminate the transformative role of storytelling in shaping young minds, 
nurturing creativity, and fostering a lifelong passion for learning. By celebrating 
the magic of children’s literature, we empower the next generation to embark on 
literary journeys filled with wonder, curiosity, and endless possibilities.

The aim of the research is to examine the opinions of teachers in the 
central districts of Konya regarding the contribution of children’s literature to 
the development areas of preschool children.

2. Research Method

Explaining the opinions of teachers and teacher candidates regarding 
the contribution of children’s literature to the development areas of preschool 
children, the question “To what extent do you think children’s literature series 
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contribute to the development of children?” was asked to answer as the open-
ended question.

2.1.	Population	and	Sample

47 preschool teachers participated in the study in Konya. They were 
required to answer the open-ended questions. The study reveals that children’s 
literature contributes to the children’s cognitive, socio-emotional, creativity, 
psychomotor, and language domains effectively. The open-ended question was 
asked to 47 preschool teachers working in Konya. These teachers are İbrahim 
Yapıcı Primary School, Toki Primary School, Ali Küçüksucu Children’s 
Academy, Private Junior College in Selçuklu district; İhsaniye Primary School, 
Mehmet Şükriye Sert Primary School, Barbaros Primary School, Marshal 
Mustafa Kemal Primary School, Mevlana Primary School and Karma Primary 
School in Karatay District. They work in schools. 18 % of the teachers have 1-5 
years of experience, 22 % have 6-10 years of experience, 23% have 11-15 years 
of experience, 25 % have 16-20 years of experience and 12 % have 21 years 
or more of experience. 29.78 % of the teachers did not answer the open-ended 
question while 70.22 % of the teachers answered the open-ended question.

3. Result

Table 1. Frequency distribution of teachers’ opinions on the effect of 
children’s literature on the child’s “DEVELOPMENT AREAS”

Themes Teachers

Language Domains % 51

Socio-emotional Domain % 21

Cognitive Domain % 18

Creativity % 8.5

Psychomotor Domain % 1.5

Total % 100

The preschool teachers who participated in the study put forward that 
children’s literature contributed % 51 languages, % 21 socio-emotional, % 
18 cognitive, and % 8.5. creativity, % 1.5 psycho-motor development of the 
preschoolers.
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Table 2 Teachers’ opinions on the effect of children’s literature on the 
child’s “LANGUAGE” development

TEACHER % 51
It helps children’s language development. It helps children express themselves and 
also provides them with empathy skills. Children’s vocabulary is expanding. It gives 
students the ability to use the language effectively and to use Turkish correctly 
and properly. It allows children to communicate with their peers and creates a 
communication environment. They perceive and pronounce concepts more easily.

51 percent of the preschool teachers who participated in the study stated 
that children’s literature contributed to the language development of the 
preschoolers.

Table 3. Teachers’ opinions on the effect of children’s literature on the 
child’s “SOCIO-EMOTIONAL” development

TEACHER  % 21
It helps children get to know their environment, establish good relationships with their 
environment, and establish friendships. It allows them to develop their empathy skills, 
realize their own emotions, and express them easily. It allows them to discover their 
talents. It enables them to understand and respect the feelings of others. The child who 
can answer the questions given by the teacher after the story is told experiences the 
feeling of success and a sense of confidence is instilled.

21 percent of the preschool teachers who participated in the study stated 
that children’s literature contributed to the socio-emotional development of the 
preschoolers.

Table 4. Teachers’ opinions on the effect of children’s literature on the 
child’s “COGNITIVE” development

TEACHER  % 18
Children’s literature significantly benefits the child’s cognitive development. It 
improves thinking, perception, and problem-solving skills. Children’s literature 
provides children with experience by exposing them to new situations. It improves 
children’s vocabulary. The child can establish the event pattern. It can also recognize 
cause-effect relationships between events.

18 percent of the preschool teachers who participated in the study stated 
that children’s literature contributed to the cognitive development of the 
preschoolers.
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Table 5. Teachers’ opinions on the effect of children’s literature on the 
child’s “CREATIVITY” development

TEACHER % 8.5
Children’s literature products contribute to the development of children. It enables 
them to establish good relationships with their social environment and teaches them 
new information. It improves their creativity. It enables them to produce new products. 
Turning stories into drama socializes children and develops their sense of empathy. 
It enables children to gain knowledge related to their own culture and prevents them 
from remaining alien to their culture and past.

8.5 percent of the preschool teachers who participated in the study stated 
that children’s literature contributed to the creativity development of the 
preschoolers.

Table 6. Teachers’ opinions on the effect of children’s literature on the 
child’s “PSYCHO-MOTOR” development

 TEACHER % 1.5

It gives children the opportunity to reveal their talents by dramatizing the stories they 
read. It helps children’s psycho-motor development with preparatory work before the 
drama and relaxation and relaxation exercises after the drama.

1.5 percent of the preschool teachers who participated in the study stated 
that children’s literature contributed to the psycho-motor development of the 
preschoolers.

4. Discussion

Children’s literature plays a pivotal role in the development of preschool 
children across cognitive, socio-emotional, language, and literacy domains. 
Through engaging narratives, vibrant illustrations, and relatable characters, 
children’s literature provides a platform for preschoolers to explore, learn, 
and grow in a nurturing and supportive environment. The discussion of the 
contribution of children’s literature to preschool development underscores 
several key themes and implications. Firstly, children’s literature catalyzes 
cognitive development in preschoolers. Exposing children to a diverse 
range of stories and genres stimulates their imagination, enhances critical 
thinking skills, and fosters creativity. By navigating the complexities of 
plotlines, characters, and settings, preschoolers develop problem-solving 
abilities, expand their vocabulary, and deepen their comprehension skills. 
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Secondly, children’s literature plays a vital role in supporting socio-emotional 
development in preschool children. Through the exploration of characters’ 
emotions, relationships, and moral dilemmas, children’s literature provides 
opportunities for preschoolers to develop empathy, perspective-taking, and 
emotional resilience. By identifying with characters and experiencing their 
triumphs and challenges, preschoolers learn valuable lessons about kindness, 
compassion, and understanding. Furthermore, children’s literature serves as a 
cornerstone for language and literacy development in preschoolers. Exposure 
to rich and diverse language patterns, rhymes, and storytelling techniques 
strengthens language acquisition, phonemic awareness, and emergent literacy 
skills. Through interactive reading experiences, preschoolers develop a 
deeper appreciation for language and literacy, laying the foundation for future 
academic success.

5. Conclusion

Children’s literature products contribute to the development of the 
child in every field. But these works should be prepared according to the 
characteristics, wishes, and interests of the children. If not taken into 
consideration, it may do more harm than good. Therefore, these works should 
be prepared with great care. There should be works that give children the 
opportunity to express themselves and develop their creativity. Nowadays, 
children are moving away from reading books. There should be works that will 
give them the love of books and the habit of reading books. The contribution of 
children’s literature to the development of preschool children is multifaceted 
and profound. From stimulating cognitive growth to nurturing socio-
emotional understanding and fostering language and literacy skills, children’s 
literature enriches the lives of preschoolers in myriad ways. By immersing 
children in imaginative worlds, introducing them to diverse characters and 
cultures, and sparking their curiosity and creativity, children’s literature 
ignites a lifelong love of reading and learning. As educators, parents, and 
caregivers, it is essential to recognize the transformative power of children’s 
literature and prioritize its integration into early childhood experiences. By 
providing access to high-quality children’s literature, creating engaging and 
interactive reading environments, and fostering meaningful discussions about 
stories and characters, adults can empower preschoolers to become lifelong 
readers, critical thinkers, and empathetic individuals. Through the magic of 
storytelling, children’s literature inspires young minds, nurtures hearts, and 
shapes the future of generations to come.
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6. Recommendations

By implementing the recommendations below, educators and caregivers can 
harness the power of children’s literature to enrich preschoolers’ development, 
inspire a love for reading, and lay a strong foundation for lifelong learning.

Diverse and Inclusive Selections: Ensure that the children’s literature 
collection includes a diverse range of characters, cultures, and experiences to 
reflect the multicultural world children inhabit.

Interactive Storytelling Sessions: Engage preschoolers in interactive 
storytelling sessions where they can participate actively by asking questions, 
making predictions, and discussing the story’s themes.

Integration with Curriculum Themes: Integrate children’s literature into 
various curriculum themes and subjects to reinforce learning objectives and 
stimulate curiosity across different domains.

Promotion of Literacy Skills: Use children’s literature as a tool to promote 
early literacy skills such as phonological awareness, vocabulary development, 
comprehension, and print awareness.

Encouragement of Imaginative Play: Provide opportunities for preschoolers 
to engage in imaginative play inspired by the stories they read, allowing them to 
explore creativity, problem-solving, and social skills.

Facilitation of Emotional Development: Select books that address a range 
of emotions and life experiences, allowing preschoolers to identify and express 
their feelings in a safe and supportive environment.

Encouragement of Critical Thinking: Encourage critical thinking skills by 
asking open-ended questions that prompt preschoolers to analyze characters’ 
actions, predict outcomes, and make connections to their own lives.

Parent and Caregiver Involvement: Foster partnerships with parents and 
caregivers by recommending age-appropriate books for home reading and 
providing resources and tips for promoting literacy at home.

Creation of Reading Nooks and Spaces: Design inviting reading nooks and 
spaces within the preschool environment that encourage exploration, relaxation, 
and a love for reading.

Professional Development for Educators: Provide professional 
development opportunities for educators to deepen their understanding of 
children’s literature, storytelling techniques, and strategies for promoting 
literacy and language development in preschoolers.
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C H A P T E R  I I

TEACHING FRACTIONS IN MIDDLE 
SCHOOL: THE CASE OF MATHEMATICS 

TEACHERS’ PERCEPTIONS

Savaş BAŞTÜRK

(Prof. Dr.), Sinop University
E-mail: sbasturk@sinop.edu.tr
ORCID: 0000-0003-1978-2682

1. Introduction

As teachers have a primordial role in training future generations, 
teacher’s responsibility to society is great. Therefore, many societies 
perceive it as a sacred profession. Indeed, the teacher carries out the 

task of forming and selecting the students given to him on behalf of society and 
is also supervised by the Ministry of National Education, which is the official 
representative of the society (Robert et al., 1999).

The impact of the socio-cultural environment on the formation of our 
knowledge, thought and perception of a subject cannot be denied. Our learning 
environment, the education system we grow up in, our social environment, and 
our family environment are the tops of these socio-cultural circles. The influence 
of these environments is so crucial and has led many thinkers to question the 
sources of our behavior: ourselves or society. Therefore, it is impossible to learn 
enough about the teaching of a concept by looking only at teaching programs and 
textbooks. The personal relationship of teachers and students with the concept is 
one of the important sources of information on this concept.

1.1	Theoretical	Framework	of	the	Study

The theory of didactic transposition put forward by Chevallard and the 
anthropological theory of the didactic, which is an extension of it, that provides 
a more systematic approach to didactic transposition, constitute the theoretical 
frameworks that give us reasons for examining the perspectives of the teachers 
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about fractions and help us to interpret the findings we have obtained. These 
will be taken as a summary, and their aspects regarding to the study will be 
mentioned. In addition, since the results of the studies in which the teaching 
of fractions and students’ misconceptions and difficulties about fractions are 
studied will be useful for us to understand and interpret our findings, these will 
also be briefly mentioned. 

The word didactic can be used differently in different languages. It can 
be used to describe or name a style of teaching that is too prone to teaching, 
annoying, boring, and pedantic, or it can be used to describe something designed 
or intended to teach people something, as in its positive uses in German and 
French (Achiam, 2014). Knowledge is not a fixed or real entity, but a result of 
human effort. Therefore, it is produced, modified, and sometimes eliminated 
by the people who use it. The movement of information from one environment 
(or institution) to another within human society involves changes and 
transformations, just like an animal adapting to the environment it lives in. What 
Chevallard (1985) means with the term “didactic transposition” is exactly this 
transformation of knowledge between institutions and the necessary adaptation 
of this knowledge to new conditions in each institution. As Clément (2000) 
underlines, this process occurs when the aim is to disseminate or teach someone 
knowledge from one discipline. Thus, didactic transfer becomes a situation that 
occurs more in relation to formal schooling situations.

Chevallard (2006) stated that human actions and products are not generally 
carried out aimlessly, on the contrary, there is a world of meaning behind these 
actions and mathematics should be evaluated accordingly. In this regard, it is 
thought that there is a world of meaning behind mathematics teachers’ practice 
in the fraction-teaching process. Thus, the teachers’ perspectives of a concept 
to be taught have a reflection on the teaching of the relevant course in one 
way or another. In order to detect this reflection, it is necessary to focus on the 
different processes and transformations that scientific knowledge has undergone 
until it becomes taught knowledge and its actors. The Didactic Transformation 
Theory (DTT) put forward by Chevallard (1985) is an important tool for 
modeling this transformation. Scientific knowledge goes through many stages 
until it becomes those that is taught in school. Chevallard’s (1985) didactic 
transformation theory describes these stages and their relationships. The actor 
of the transposition realized in the process of transmitting the knowledge to 
be taught into the knowledge taught in the classroom is the teacher. This is 
called internal transposition (i.e. transpositions at school) (Østergaard, 2013). It 
is called internal because it occurs within the teacher-student relationship and it 
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constitutes the objectification of the differences in the relationship between them 
and the formal curriculum (Paun, 2006). The task of the teacher is not to choose 
the knowledge to be taught. This task has already been done by other elements 
of the education system in the noosphere. S/he is in charge of organizing the 
information selected by the noosphere (Chevallard, 1985). At this point, it should 
not be ignored that the individual differences of the teachers will come into 
play and have different effects on the students, even if they choose and transmit 
the same subject. Indeed, the results of Tavignot (1995) revealed that teachers 
could realize different internal transpositions in classroom practices related to 
mathematical concepts in the curriculum due to their individual differences. 

The teacher has to adapt the concepts to be taught, put them into the 
information network of the school and organize them within a certain period. 
On the other hand, the teacher has many variables that can change the structure 
of teaching. His/her choices have implications for students’ learning, the ways 
in which they perceive knowledge, and the concepts they will create. His/her 
relationship with the concept to be taught includes his/her difficulties in the 
teaching of the concept, his/her perspectives on the importance of the concept 
in terms of present and future learning of the student, and the situations most 
suitable for the teaching of the concept etc. The reciprocal interaction between 
the teacher and the student that aims at the knowledge to be taught is the basis 
of the didactic relationship. Therefore, what the teacher says about the teaching 
of the concept, as s/he is someone who already knows, and in different forms 
compared to the other member of this relationship (the student), is very important 
for the understanding of the relation didactic.

As a natural consequence of the didactic transformation theory, Chevallard 
put forward the anthropological theory of didactics. This theory allows us to 
approach doing mathematics as a human behavior more systematically and 
comprehensively and to examine learning and teaching processes in relation 
to didactic transformations (Bosch et al., 2006; Bosch & Gascón, 2006; 
Chevallard, 1997, 1999). The starting point of the theory is the idea that it 
is possible to question the source and nature of the mathematical knowledge 
taught at school (Bosch, 2012). It is possible to divide mathematical knowledge 
in an educational institution into two as mathematical praxeologies and 
didactic praxeologies (Artigue & Winsløw, 2010; Billington, 2009). While 
the set of existing praxeologies related to any mathematical knowledge are 
mathematical praxeologies, when these are used for instructional purposes 
in a particular institution or integrated into instructional processes, didactic 
praxeologies emerge (Artigue & Winsløw, 2010). Bosch et al. (2006) state that 
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didactic praxeologies can be extended from examining a problem to creating 
mathematical praxeologies and helping students.

Two main components of the anthropological theory of the didactic come 
to the fore in relation to the current study. These are ecological analysis, which 
includes questioning the place and function of a subject (or concept) in the 
curriculum (Chevallard, 1992, 2002; Rajoson, 1988), and praxeological analysis, 
which deals with the transfer of knowledge from one institution to another, 
its acquisition, transformation for teaching purposes and how organizations 
should be (Bosch et al., 2006; Bosch & Gascón, 2006; Chevallard, 2006). The 
anthropological theory of didactics proposes a theory of human activity based 
on a fundamental and constitutive concept called praxeology (Chevallard, 2006, 
2015; see also Bosch & Gascón, 2014). Many dictionaries define the concept of 
praxeology with references such as “the study of human action and behavior”, 
“the study of practical or productive activity” or “the science of productive 
action” (Chevallard, Bosch, & Kim, 2015, p. 2615). Chevallard (1992) defines 
the concept of “institution” here as a structure that has a unique function, 
logic, and culture that the individuals in it should know and have explicit or 
implicit rules to follow. Accordingly, every school, every class, every course 
(mathematics, chemistry, history, etc.) is considered as an institution.

1.2	Ecological	Analysis	of	Fractions

Mathematics curricula can be considered as a living area of the concepts 
taught in mathematics lessons. Inspired by biology, Chevallard calls it the habitat 
of concept or knowledge. In other words, the places where the knowledge is 
found in the program are called its habitat. It is possible to talk about a similar 
relationship between knowledge, just as there is a life relationship between 
living things in an ecosystem. 

Knowledge is also a part of the ecosystem in which they live, as in living 
things. Every knowledge must be fed from other knowledge and built on 
other ones in order to survive in the ecosystem. At the same time, it should 
contribute to the feeding and construction of other knowledge (Chevallard, 
2002; Rajoson, 1988). In other words, it is unthinkable for knowledge to exist 
in isolation from others. When it comes to the ecological analysis of fractions, 
it comes to mind to examine the places where fractions are found in the 
secondary school mathematics program and their functions there. It has been 
used in many different fields, especially textbook and curriculum analysis, since 
the emergence of the concept of Ecological Analysis (Erdoğan et al., 2016). 
Documents such as curricula, textbooks, lecture notes, and application sheets are 
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some of the frequently used data sources of ecological analysis. We think that 
examination of the place and function of fractions in teaching programs within 
the scope of ecological analysis will enable to better understand and interpret 
teachers’ perspectives on fractions that drive their didactic praxeologies and 
their teaching and see the reflection of institutional constraints and expectations 
(curriculum) on them. 

The teaching of fractions in the 2018 mathematics curriculum starts from 
the first grade of primary school. In the four-year primary school period, fractions 
are included at each grade level, while operations with fractions are included in 
the fourth grade. Again, in the first three years of this level are aimed at teaching 
awareness about quarter, half and whole fractions and the relations between 
them. The relationship between part and whole, the definition of fraction terms, 
the concept of the unit fraction, the relations between the numerator and the 
denominator are the other topics covered at this period. In the fourth grade, 
students are expected to be able to recognize and use proper, improper, and 
mixed fractions, add and subtract fractions, and transform and sort between 
improper and mixed fractions. 

At the secondary school level, students are faced with decimal notation, 
associating decimal notation with fractions, addition, and subtraction with 
decimal fractions, associating percent with fractions and decimal notation. In 
addition, ordering and comparing fractions, performing four operations with 
fractions, writing a decimal number in their expanded form, and Multiplication 
and division operations related to these numbers are other learning objectives 
of this level. In addition, recognition of rational numbers, ordering of rational 
numbers, four operations and problem solving are expected from the student 
at this level. On the other hand, modeling fractions with appropriate models is 
one of the most frequently emphasized issues by the curriculum writers in the 
learning outcomes.

1.3	Fractions	and	Their	Teaching	and	Learning

In general, children use natural numbers when they encounter a problem in 
everyday life. However, natural numbers are insufficient to solve some problems 
in our daily lives (Baykul, 2005). In this direction, the set of natural numbers 
is expanded. Thus, the set of integers is generated with an expansion in which 
subtraction can be performed and that of rational numbers is generated with an 
expansion in which division can be performed (Albayrak, 2010; Baykul, 2005). 
Fractions indicate quantities such as whole numbers, but instead of the number 
of wholes, they refer to the number of parts of a whole (Altun, 2008). In this 
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respect, fractions are defined as each or some equal parts of a whole (Baykul, 
2014). 

Fractions are one of the most difficult subjects for primary school 
students (Charalambous & Pitta-Pantazi, 2007). For this reason, many 
students have difficulties with fractions (Gunawan et al., 2017). Indeed, 
the report of the US (National Assessment of Educational Progress [NAEP] 
(2007) revealed that 60% of 4thgrade students had difficulty in identifying 
whether 1/4 is greater than 1/5, and half of 8thgrade students failed to select 
the correct option when ordering three fractions from least to greatest. 
In addition to having difficulty understanding and accepting fractions as 
a number, students also face many difficulties in basic operations with 
fractions such as addition, division and Multiplication (Chinnappan & 
Desplat, 2012; Gunawan et al., 2017; Rahayu et al., 2017). As it is known, 
algebra is a gateway to students’ STEM professions (Natinal Mathematics 
Advisory Panel [NMAP], 2008; Siegler et al., 2012), and fractions are an 
element that helps students be successful in algebra. In addition, developing 
day-to-day skills such as keeping home economics, calculating mortgage 
rates, and making home-office repairs also requires a great deal of fraction 
knowledge. Therefore, a priority should be researching students’ difficulties 
with fractions for educational research, and providing effective fraction 
knowledge for educational institutions (Alacaci, 2009).

Students who have not fully internalized fractions yet think that the 
properties of integers apply to fractions as well, and even this is called “integer 
bias” in the literature (Ni & Zhou, 2005; Siegler et al., 2011). However, gaining 
the concept of fractions depends on students’ understanding that some properties 
of integers are not valid for fractions when they encounter them. Unfortunately, 
it is observed that this difference does not fully occur even in many high school 
and secondary school students (Schneider & Siegler, 2010; Vamvakoussi & 
Vosniadou, 2010). As unresolved primary school problems are inherited to 
further education levels, many middle school teachers complain of dealing with 
this bad inheritance. Unfortunately, this is not a unique issue for secondary 
school teachers, but high school or university teachers can also experience 
similar situations. In fact, Ubah and Bansilal’s (2018) study revealed that some 
primary school pre-service teachers need to learn about the basic operations of 
fractions and can work only in an externally driven manner (action level) on 
fraction operations.

As a result, there are many misconceptions (student praxeologies) and 
student difficulties identified in the literature on fractions. The aspect of these 
that looks at this study is whether the teachers administered to the research are 
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aware of these and if they are, what kind of didactic praxeologies they develop 
against them.

1.4	The	Significance	of	the	Study

There is a world of meaning behind human behavior. In other words, people 
do not carry out their actions aimlessly. Behaviors related to mathematics are 
not independent of this either (Chevallard, 2006). In this context, it is possible 
to talk about a world of meaning created by secondary school mathematics 
teachers behind their behavior in teaching fractions. According to Brousseau 
(1986), the scientific knowledge that is required to be taught in the curriculum 
becomes the knowledge to be taught to the students as a result of a number of 
adaptation processes carried out by the teacher. The teacher’s function is the 
opposite of the researcher’s, whose function is to isolate knowledge from his/
her own personality and subject matter. The teacher creates a small scientific 
community in the classroom by giving meaning to the knowledge to be taught. 
The teacher has to design situations that will enable the student to acquire a 
knowledge that has been formed or is in the process of formation. Therefore, s/
he is considered as a person who can create sufficient conditions to ensure the 
acquisition of knowledge and realize this when the acquisition is realized. The 
aim of this study is to reveal the perspectives of teachers about teaching fractions 
guiding their didactic or mathematical praxeologies. As many difficulties arise in 
their teaching and learning process, the teaching of fractions needs to be studied 
in a multifaceted way. While teachers teach a concept, determining how they 
start the subject, what activities, examples, problems or exercises they use, what 
they think about students’ misconceptions and difficulties, and what strategies, 
methods, and tools they develop against them, provide much information on the 
teaching of the relevant concept. Although there are many studies with teacher 
or student teachers on fractions in the literature adopting different perspectives 
(e.g., Isiksal & Cakiroglu, 2011; Leung & Carbone, 2013; Luo, 2009), this study 
approaches the subject from the perspective of didactic transformation theory. It 
can be said that this increases the originality of the study. It is foreseen that the 
information to be obtained within the scope of the study will make important 
contributions to the development of the teaching of the concept in the context of 
teacher, student, curriculum, and teacher training.

2. Method

In this study, qualitative research methods were administered. 
Qualitative research is a research approach that allows the researcher to be 
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close or even in the center of the subject or phenomenon s/he is investigating 
(Denzin & Lincoln, 2005). Examining the meaning of people’s lives in their 
real-world roles, representing the views and perspectives of the people in 
a study, and participating in and taking into account real-world contextual 
conditions, are some of the most important features of qualitative research 
(Yin, 2015).

In this study, since the perspectives of secondary school mathematics 
teachers on teaching fractions will be studied, in depth, the case study method, 
one of the qualitative research methods, was used. For various aims such as 
defining an event in its context, putting forward the questions and hypotheses 
of future studies or establishing a cause-effect relationship etc., case studies can 
be preferred by the researchers (Martinson & O’Brien, 2015). A single person 
or institution such as a teacher, a student, a classroom, a school, or a hospital, 
can be the subject of a case study, or more than one case study can be conducted 
to observe the differences between cases. In this study, a multiple case study 
was adopted to reveal the perspectives of different teachers and to increase 
the external validity of the study. Ethics committee approval was received for 
this study from the ethics committee of Sinop University (Date: 17.11.2022, 
Number: 2022/194)

2.1	The	Participants	of	the	Study

The research group comprised of ten middle school math teachers 
working in various middle schools within the borders of Sinop province in 
the north of Turkey. Although gender and years of experience were not 
among the variables we considered in the research, let’s share this 
information in order to get to know the study group better: eight of them 
were female, and two were male. Teachers graduated from various 
universities and had different service periods. The arithmetic average of 
their professional experience years was 11.8, and its distribution was as 
follows: 2 teachers who had between 1-4 years teaching experience, six 
teachers who had between 5-15 years teaching experience, and two teachers 
who had 16 or more than 16 years teaching experience. 

Regarding to the distribution of grade-levels the teachers (have) taught, 
there were seven teachers who taught 5th grade, seven teachers who taught 6th 
grade, six teachers who taught 7th grade, and seven teachers who taught 8th 
grade. These results mean that the participant teachers were sufficiently 
suitable for this study in the context of both their professional experience years 
and the grade levels they teach.
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2.2	Data	Collection	and	Procedures

A semi-structured interview form was used as a data-gathering tool. The 
interview in qualitative research is one of the main sources of qualitative data 
in understanding the investigated subject in the study area (Merriam, 2013). 
Although their preparation, implementation, transcription, and analysis are 
time-consuming and labor-intensive, effectively conducted semi-structured 
interviews are data collection tools that are worth all this time and effort in terms 
of the insight and information gained (Adams, 2015). The interview questions 
were developed by the researcher from the relevant literature review (Gökkurt 
et al., 2015; Karaağaç & Köse, 2015; Temur Doğan, 2011; Van de Walle et al., 
2010), and the investigation of the secondary school mathematics curriculum. 
Interview questions were finalized by taking the opinions of two experts with a 
doctorate in mathematics education in terms of their suitability for the purpose 
and tested by applying them to two teachers outside the study group in terms 
of intelligibility. After this pilot study, it was seen that there were no problems 
regarding clarity and intelligibility.  

In the interview form, there were ten open-ended questions. The first 
question aimed to find out the demographic characteristics of the teachers, 
such as professional experience year, name of graduated university, teaching 
for what grade levels etc. In the second question, the teachers were asked to 
indicate the importance level of fractions in their opinion. The two questions 
aimed to determine the information on the teachers’ didactic praxeologies of 
fractions such as what kind of activities they start with the teaching of fractions, 
what they do to embody fractions, and what models they frequently use to 
teach fractions etc. In two questions, in the context of the ecological analysis 
approach, the teachers were asked for their opinion about the place of fractions 
in the curriculum (learning gains, their ordering etc.) and textbooks (activities, 
examples, exercises, etc.). The other two questions address to the teachers’ 
perspectives with regard to students’ difficulties of fractions. While one of them 
tried to find out the teachers’ knowledge related to students’ understanding, the 
other aimed to determine the teachers’ knowledge related to students’ difficulties 
and mistakes. In another question, the teachers were asked to give three examples 
of questions they asked (or will ask) about fractions in the written exam (their 
expectations from students). The last question aimed to determine what the 
teachers wanted to add about the subject.

Each participant was interviewed by the same interviewer (at the same 
time as the researcher) at a different venue on a different date, and the interviews 
were held at outside of working hours in a place, where they felt comfortable in 
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order to not be influenced by school-related emotions. The interviewer explained 
the main goals of the interviews to the participants and informed them that they 
had the right not to answer the questions they were not comfortable with and 
were free to leave whenever they wanted. The interviews were tape-recorded 
and lasted approximately 15-20 minutes. The transcription consists of 20 pages 
and 635 lines.

Separating categories and then naming (labeling) these categories is one of 
the most frequently followed ways in qualitative data analysis. These categories 
are sometimes called codes, nodes, or tags. Codes can be determined beforehand, 
or they can be determined directly from the data after data collection (Rogers & 
Goodrick, 2015). In the current study, the second method was preferred, and the 
categories were determined based on the answers given by the teachers to the 
semi-structured interview questions. In coding, some answers are coded more 
than once. The data obtained within the scope of the research were analyzed using 
content analysis, which is a qualitative analysis method. Teachers’ perspectives 
were first classified and then divided into categories and subcategories among 
themselves. Common categories were determined by constantly comparing the 
determined categories with each other (Creswell, 1998). Tables were created by 
considering the relationships between the determined upper and lower categories. 
In addition, in order to increase the reliability of this coding and category process 
in the analysis of the answers, the data and categories were examined by two 
experts with a doctorate in education. Conflicts encountered were resolved by 
discussion, and in this way, a high degree of common agreement on coding 
and category was achieved (Lincoln & Guba, 1985). After all the analysis and 
interpretation processes were completed, they were shown to the interviewed 
teachers, and their approval (interviewer approval) was obtained as to whether 
these comments could be made or not. Thus, the reliability of the analysis and 
interpretations was tried to be increased.

3. Results

In this section, we present the findings of the analysis of the questions of 
the semi-structured interview, which aims to define the relationship of teachers 
to the teaching and learning of the notion of fractions.

3.1	Importance	of	the	topic	of	Fractions	according	to	Teachers	

In order to determine what the teachers thought about the importance of 
the topic of fractions, we asked them the question “Are fractions important and 
why?”, all of them responded to this question positively. Regarding to their 
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reasons displayed in Table 1, six of them consider fractions as important because 
they are used in everyday life. In the opinion of three teachers, fractions are 
important for understanding the relationship between part and whole. The other 
three think that fractions help students associate mathematics with other topics, 
while one teacher thinks that fractions are important because not everything can 
be expressed by natural numbers, and fractions eliminate this lack of natural 
numbers. This is supported by the interview quotations, as illustrated below:

Table 1. Teachers’ Reasons for The Importance of The Topic of Fractions

Categories Frequency
Fractions are used in everyday life 6
Associating mathematics with other topics 3
Understanding the relationship between part and whole 3
Not every situation can be expressed by natural numbers 1

Sure, the topic of fractions is important. Because they are used in everyday 
life. Apart from that, they are also important in mathematics. Students don’t 
encounter fractions only as a topic of mathematics. They encounter them in 
problems related to other topics and in everyday life situations. For instance, in 
everyday life, we call half-bread or quarter-bread. In the majority of other topics, 
fractions are used. For instance, they are used in radical numbers (Teacher 10).

In my opinion, the topic of fractions is definitely important. I will try to 
explain their importance by moving from general to specific examples. There is 
a saying among the people, “Societies that are good in mathematics have also 
a developed understanding of justice.”. The foundation of justice is also a little 
based on fractions. The most basic expression I use when teaching children this 
topic is a field or inheriting sharing situations. To solve this type of question, 
students have to understand fractions. In my mathematics lessons, students 
always ask me what they have learned will serve for what. In fact, fractions 
serve help to solve our many problems in the daily life (Teacher 7).

You know, fractions are important. Because when students understand the 
relationship between part and whole, they can produce logic from many things. 
In fact, I teach fractions by associating them with the topic of probability. In 
order to explain the importance of the topic of fractions, I can say that they 
help students to develop a bit of their logical reasoning skills and to relate 
mathematics to everyday life (Teacher 3).

Yes, they are important. Because students know natural numbers, natural 
numbers are not enough to express each encountered situation. As known, we 
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use natural numbers to count the wholes, but we can only express parts of a 
whole with fractions (Teacher 2).

Fractions are important. As they are used in other lessons and other topics 
of mathematics, they are very important (Teacher 55).

The first two comments explain the importance of fractions by underlining 
their role in everyday life situations. One emphasizes the use of half bread and 
quarter bread, while the other draws attention to the use of fractions in heritage 
distributions. In the next comment, the teacher indicates that the understanding 
of fractions is closely linked with that of the concept of part and whole. At the 
same time, she underlines the relationship between fractions and probability 
concepts. The third comment states that thanks to the fractions, parts of a whole 
can be counted, and whole numbers do not allow it. In the last comment, the 
teacher explains the importance of fractions by revealing their interdisciplinary 
relationship with other mathematical concepts. As a result, it can be asserted 
that the fact that fractions are used in daily life and their relationship with other 
lessons and mathematics topics makes fractions an important issue for teachers.

3.2	Activities	Selected	by	Teachers	to	Start	Teaching	Fractions

The different stages of a course require the teacher to demonstrate different 
skills. The introduction phase is a very important stage in terms of demonstrating 
the teacher’s ability to relate the old and new knowledge, to motivate the student, 
and to use the new teaching techniques and methods. Therefore, it is necessary to 
give more carefully consideration to the selected activities of this stage. As seen 
in Table 2, in parallel with the results presented in the previous section, the vast 
majority of teachers start to teach fractions by giving examples from everyday 
life. Drawing shapes and using visual presentations are other important activities 
selected by the teachers. On the other hand, some of them use the definition of 
fractions, concrete materials, and folding paper when starting fractions. All this 
is reflected in the following comments: 

Table 2. Activities selected by teachers to start teaching the fractions

Categories Frequency
Giving examples from everyday life 9
Drawing shapes 4
Visual presentations 3
Folding paper  1
Concrete materials 1
Definition 1



TEACHING FRACTIONS IN MIDDLE SCHOOL: THE CASE OF MATHEMATICS . . .     21

I ask students the following questions: I have a slice of cake and I divide 
you into two groups, one for three and the other for eight people. Which group 
do you prefer to be in? They often prefer a group of three people in order to eat 
more cakes. I bought a bag of chips, you are divided into two groups, one for 5, 
and the other for eight people. Which group do you prefer to be in? They often 
prefer the least one. For example, I’m on a diet. In order to eat less, which group 
should I be in? I give examples by drawing a figure. I’m trying to visualize my 
teaching by dividing the square or the rectangle. In this way, they make better 
connections in everyday life (Teacher 1).

(…) Cutting an apple or an orange, I find it simple. Students already do 
this in primary school. They should come to us by knowing it. My most preferred 
method is to draw a box and then plot it into pieces (Teacher 4).

I start the topic of fractions by asking students their ideas. I started to 
teach fractions with the examples such as slicing the bread or the cake. I do not 
bring concrete material to the course and I want students not to bring them. We 
make concrete materials in the course ourselves. For example, by folding the 
paper, I distinguish it into pieces and I show fractions on it (Teacher 5).

Children are taught that a small number is not divided into a large number. 
The topic of fractions is a challenge to this understanding because we divide the 
small numbers with large numbers together them. I talk about sharing a bread 
between two people. I ask students if you will stop eating bread in such situation 
by saying that one bread cannot be divided into two pieces. What do you do? 
First, I divide the bread into 2 and share it between 2 people. If you are 3 people, 
I divide by 3 and I share 3 people. In this way, I am moving by asking children. 
This is my way of introduction to fractions (Teacher 7).

In the first comment, the teacher starts fractions by proposing a problem of 
everyday life. The students should choose one between a three- or eight-person 
group in order to eat a cake or chips more or less depending on the situation. 
At the same time, the teacher states that she visualizes the subject by drawing 
geometrical shapes such as squares and rectangles. In the second comment, the 
teacher says that he found banal the idea of cutting fruits like apples and oranges 
into pieces in the classroom. She states that this has been experienced by the 
students before, and she prefers to draw shapes on the blackboard and express 
the fractions on it. In the next comment, like the previous one, the teacher claims 
unnecessary to bring concrete materials to the class, but she prefers materials 
made in class. Folding a paper and distinguishing it into pieces is her preferred 
activity to start teaching fractions. The last comment highlights a common 
misconception. Previously, students were said that a small number cannot be 
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divided by a big number, but now it is difficult for them to accept that this can 
happen with fractions. This teacher also states that she enters into fractions by 
giving examples from daily life, such as bread or cake distribution. Based on 
these results, it can be concluded that the teachers start teaching fractions by 
cutting some concrete objects or their models or by folding and cutting a paper 
into smaller parts.

3.3	Indicators	that	Students	Understand	the	Topic	of	Fractions

How a teacher decides whether a student understands a subject is very 
important. Because in line with this decision, s/he gives direction to her/his 
teaching. The teacher concentrates either on missing points or moves on to 
another subject by thinking that the subject is understood. This information is 
also important in terms of showing which concepts the teacher will focus more 
on while teaching the subject. Table 3 indicates that according to the participant 
teachers, one of the most important indicators showing that a student understands 
the subject of fractions is that s/he can perform four operations in fractions (4 
teachers) and understand the part-whole relationship (4 teachers). Some teachers 
believe that if a student is able to express the definition of fractions (2 teachers) 
or order them from least to greatest (2 teachers), s/he understands the fractions. 
On the other hand, only one teacher is associated with understanding fractions 
with problem-solving related to fractions. This is supported by the interview 
quotations, as illustrated below:

Table 3. Indicators that students understand the topic of fractions

Categories Frequency
Four operations in fractions 4
Part-whole relation 4
Definition 2
Ordering 2
Problem-solving 1

I think that if the student understood the proper fraction, the improper 
fraction, and the mixed fraction, then s/he could understand the topic of fractions. 
The student also understood the concept of fractions if s/he understood that a 
small number could be divided by a large number. In proper fractions, it is 
needed to share a whole, but in improper fractions, there is one whole or greater 
than one whole. If the student understood this difference, we could consider that 
s/he understood the fractions (Teacher 7).
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In order to understand the concept of fractions, I think the student should 
understand the ordering of fractions. If the student knows to order fractions 
from least to greatest or vice versa, then that means that s/he has understood the 
fractions (Teacher 3).

First, the student should know the definition of fractions. If s/he 
understands that a fraction expresses the co-parts of a whole, then it means that 
s/he understood the concept of fractions (Teacher 2). 

If the student considers the fraction as a fraction but not a rational number 
if s/he can translate a mixed fraction into an improper fraction, s/he knows 
that a mixed fraction is the sum of proper fractions, and s/he knows to use it in 
addition, and subtraction of fractions, and to equalize the denominators and 
where this equalization is needed, I think the student understood the fractions 
(Teacher 10).

The first comment links students’ understanding of fractions to their 
understanding of three concepts as follows: types of fractions, divisibility of 
small numbers by large numbers, and difference between proper fractions and 
improper fractions. In the next comment, the teacher attributes the mastering of 
fractions to that of their ordering. The third interpretation links the mastering of 
fractions to the understanding of their definitions. If the student perceives the 
fraction as co-parts of a whole, it is assumed that s/he understands the fractions. 
In the last comment, the teacher relates the understanding of fractions to many 
concepts such as knowing the difference between fractions and rational numbers, 
being aware of the relationships between the types of fractions, and being able to 
equalize the denominators.\par Consequently, we can state that in their teaching 
of fractions, the teachers will focus more on their definition, their part-whole 
sub-construct, their type and the relationship between them, and the equalization 
of denominators in subtraction and addition.

3.4	 Teachers	 Commonly	 Use	 Models	 by	 Teachers	 When	 Teaching	
Fractions

Models are one of the teaching materials that play an important role in 
the concretization of abstract concepts. Since mathematics is an abstract course 
in terms of its structure, the use of models becomes even more important. 
Regarding the participant teachers’ use of models in teaching fractions, as seen 
in Table 4, it is seen that most of the teachers prefer length (6 teachers) and area 
(6 teachers) models. Other models preferred by teachers are set (5 teachers) and 
volume (3 teachers) models. All this is reflected in the following comments:
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Table 4. Commonly used models by teachers when teaching fractions

Categories Frequency
Length 6
Area 6
Set 5
Volume 3

I use the area model. I also use the length, area, and volume model 
according to the problem type. For example, for a problem that is related to the 
length of a board, I use the length model, the area model for the garden, and the 
volume model for the water-filled tank (Teacher 5).

When we teach fractions, we define fractions and then try to find the 
fraction of a number. For example, I ask students what is 1/3 of 240 or 4/3 of 
which number is 240? So, I teach fractions through numbers. Of course, the type 
of problem plays an important role in my fraction teaching way (Teacher 10). 

I use length. I don’t particularly use it in the 7th grade. Especially getting 
started in this grade is a problem. I use it according to the grade. I use quadrants 
and circles. I don’t use the areas easily. I don’t use circular shapes much. 
Because children have difficulties in drawing the circle. They cannot divide the 
circle into equal parts (Teacher 9).

I usually use the number line. For example, under the number line, I 
draw the rectangle shape of the same size and compare it with the number line 
(Teacher 2).

In the first comment, the teacher indicates that she uses area, length, and 
volume according to the type of problem. The second comment also highlights 
the type of problems in the use of models and states that she firstly uses the 
set model. In the next comment, we consider that the grade plays a role in the 
teacher’s use of model. The teacher states that the use of models in the early 
classes of secondary school is problematic due to the lack of some psychomotor 
skills of the students. The last comment reveals the number line as a model. The 
teacher first places fractions on the number line, then uses other models such as 
the rectangle, and later compares these two models with each other. As a result, 
the type of problem and the level of class are important in teachers’ choice of 
model. In general, length, area, and set models are frequently used by teachers.

3.5	Teachers’	Thoughts	about	the	Place	of	Fractions	in	the	Curriculum

Undoubtedly, one of the most frequently used sources by teachers when 
planning their courses is the curriculum. Therefore, their ideas about the 



TEACHING FRACTIONS IN MIDDLE SCHOOL: THE CASE OF MATHEMATICS . . .     25

place of concepts in the curriculum can provide important clues to overcome 
the problems encountered in the teaching of the concepts. Regarding the 
teachers’ responses, it is seen that all teachers think positively about the 
place of fractions in the curriculum i.e., learning objectives, their number, 
and ordering, etc. This is supported by the interview quotations, as illustrated 
below:

I think there is no problem in the ordering of topics in the curriculum. 
First, we give the meaning of the fraction. Then, we show it in the number line. 
Then we order them from least to greatest or vice versa. We usually do four 
operations with fractions (Teacher 3).

It is good and enough. Already in the sixth grade, we teach addition, 
subtraction, multiplication, and division problems. Then, we give rational 
numbers in 7th grade. We give the same things again. It should be underlined 
that the difference between the rational number and the fraction is that the 
rational number is both negative and positive (Teacher 10).

The math curriculum often changes in our country. Therefore, it is very 
difficult to follow curriculum changes. If we talk about the curriculum that I 
know, the ordering of topics is such as the meaning of fractions, the types of 
fractions, ordering them, four operations in the fractions, and problems with 
fractions. In my opinion, this ordering is not bad (Teacher 6).

The new curriculum is lighter. It is in a way that the students understand 
better. In 5th class, we teach the unit fraction, proper fraction, improper fraction, 
and mixed fraction, and in 6th grade, we teach four operations in fractions. In 
my opinion, the curriculum is correct (Teacher 9).

The first comment expresses that there is no problem with the ordering 
of topics (learning objectives) in the curriculum. According to the next 
comment, the curriculum is good and enough. The teacher indicates that after 
four operations in fractions, the rational numbers are taught, and similar things 
are repeated in a way. In his opinion, the difference between rational numbers 
and fractions should be more underlined. The next comment complains of 
frequent curriculum changes in Turkey. She ironically talks, and she states 
that it is not bad if the curriculum she knows is in question. The last comment 
compares the new curriculum to the old one and finds the new one lighter 
than the old one. In his opinion, there is no problem with the curriculum. As a 
result, it seems that the teachers are mostly satisfied with the place of fractions 
in the curriculum.
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3.6	Teachers’	Thoughts	about	the	Handling	of	Fractions	in	Textbooks	

Textbooks are the instructional materials on the basis of teachers’ course 
preparations. Although there are many reasons for this, one of the main reasons 
is that preparing instructional materials is difficult and time-consuming for the 
teacher. Many teachers tend to refer directly to textbooks without looking at 
the curriculum because they are prepared according to the curriculum. Because 
of their importance in teaching, it is thought that teachers’ considerations 
for the presentation of fractions in textbooks will give important ideas about 
teaching fractions. As it is revealed in Table 5, the teachers believe that there 
is no problem in ordering educational objectives (10 teachers). However, the 
vast majority of teachers complain about the limit of the number of questions 
(example, exercise, and problem) (10 teachers). According to some teachers, 
the number of activities is also limited (5 teachers). Although their number is 
few, some teachers think that learning objectives superficially (1 teacher) or 
intensively (1 teacher) take in textbooks. All this is reflected in the following 
comments:  

Table 5. Teachers’ thoughts about the handling of fractions in textbooks

Categories Frequency
The number of questions is limited (example, exercise 
and problem)

10

Order of educational objectives is appropriate 10
The number of activities is limited 5
Learning objectives are intensive 1
Learning objectives are superficial  1

No, textbooks are not certainly enough. In general, we need to give many 
examples in mathematics. To be well understood by the students, it is very good 
to give more examples. Unfortunately, our textbooks are inadequate, and there 
are too many mistakes. There were workbooks in previous years. When you did 
an activity, there were plenty of examples related to this activity. Unfortunately, 
many exercise types are removed from textbooks, and there are not enough 
exercises in student books. Therefore, our books are not enough (Teacher 7).

Textbooks are usually not enough. Overall, I say it for all of them. Activities 
and exercises are also less. Therefore, if using supplementary resources is not 
wanted by the Ministry of National Education, textbooks must be richer in 
activities and exercises. It needs to be many multiple-choice questions; it needs 
to be too many activities. In summary, it can be said that textbooks are not 
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enough. We are not allowed to use different resources from textbooks, but I use 
them (Teacher 3).

I do not use the textbook. However, I give its exercises to children as 
homework. I have several sourcebooks. I use them. Textbooks are not enough, 
and the number of questions is limited. Children need to solve many questions. 
As for the event, there are actually nice activities in the textbook, but we do not 
have time to do them (Teacher 8).

It is not possible to say that there are enough examples for any subject in 
textbooks. I think the topics are taught as superficial. They are completely left 
to the teachers to take the initiative. There is not enough sample available for 
learning objectives (Teacher 9).

The first comment expresses that in order to understand a topic well by 
students, they need to solve or see many examples, however, textbooks are very 
limited in this regard. On the other hand, textbooks also contain many mistakes, 
and it is no longer possible to find some types of exercise in new textbooks. In the 
second comment, the teacher also thinks that textbooks are inadequate in terms 
of examples and exercises. This leads her to refer to resources not recommended 
by the ministry. In her opinion, textbooks should also include multiple-choice 
questions. In the next comment, the teacher indicates that students need to solve 
many questions about a topic, therefore she prefers to use other sources than 
textbooks because of the lack of exercises. However, in her opinion, there are 
very good activities related to the topics in the textbooks, but there is not enough 
time to apply them. The last comment, like the previous ones, highlights the lack 
of examples and indicates that the topics are presented superficially. 

As a result, the most criticized shortcomings of the teachers in textbooks 
are that they do not include enough exercises, questions, problems, and activities, 
and they present topics superficially. This encourages teachers to use sources 
other than textbooks.

3.7	Students’	Common	Difficulties	and	Mistakes	in	Fractions

The effect of students’ difficulties and misconceptions on teacher’s teaching 
behaviors cannot be denied. What is expected from an effective teacher is to be 
aware of them, and to develop appropriate strategies in order to overcome them. 
Table 6 indicates that, according to the teachers, students have more difficulties 
in addition/subtraction (5 teachers) and division/Multiplication (4 teachers) of 
fractions. Solving fraction problems and ordering fractions are other difficulties 
for students (respectively, four teachers and three teachers). In addition to these 
difficulties, it is seen that there are students who have difficulty in showing 
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fractions on the number line (2 teachers) and simplifying (1 teacher). The 
following quotations from the interview transcript reinforce these results:  

Table 6. Students’ common difficulties and mistakes in fractions

Categories Frequency
Addition and subtraction of fractions 5
Division and Multiplication of fractions 4
Solving problems of fractions 4
Ordering fractions 3
Representing fractions on the number line 2
Simplification 1

Students usually have difficulty in adding and subtracting fractions at later 
times. Students also have difficulty in adding unlike fractions because they do 
not know simplification and how to find the least common multiple of the two 
denominators. Multiplication is not too much trouble. However, I have a hard 
time teaching the division. Students can place fractions on the number line, but 
weak students cannot. Students also have difficulty in ordering unlike fractions. 
Because they do not know whether to find the least common multiple of the 
denominator or that of the numerator. On the number line, they can represent 
fractions, but they do not understand the logic. I give extra activities. I solve 
examples of visual presentations (Teacher 9).

When showing fractions, students do not draw shapes as equal parts. As 
such, they cannot make comparisons. There is a visual mistake here. If there 
is a formula to apply, they do not have too many problems. They directly do 
Multiplication, division, addition, and subtraction of fractions without any 
difficulties. However, they have difficulties in doing these operations in problem 
situations (Teacher 1).

Students have the most difficulty in equalizing the denominators. They 
experience difficulty in showing fractions on the number line. For example, 
the number 2/5 is a number between 0 and 1. To be placed this fraction on 
the number line, we need to divide the interval four times to have four pieces. 
However, children divide five times. To prevent this mistake, we try to make them 
understand that I obtain five pieces when I tear a paper four times (Teacher 5).

In the first comment, the teacher expresses many difficulties faced by 
students. Adding, subtracting and ordering fractions are major challenges 
for them. The main reason for this is the difficulty in converting fractions to 
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equivalent fractions with a common denominator or numerator. Another 
difficulty is that students can place fractions on the number line, but they cannot 
explain why they do so. In the face of these difficulties, the teacher states that 
he mostly solves extra exercises and uses visual objects. The second comment 
reveals two very important situations. The first one refers to a very common 
misconception in which students are unaware that the parts must be equal in a 
fraction. The second one is that students cannot repeat their success in simple 
exercises when they faced problems that require to take some decisions before 
applying the rules. Similar to the first comment, the last comment also underlines 
the difficulty in finding the least common multiple of the two denominators. In 
her opinion, showing fractions on the number line correctly is another challenge 
for students. When representing a fraction on the number line, students divide 
the space between two consecutive numbers into more parts than necessary. 
The teacher states that she developed a paper-folding strategy against this 
mistake. As a result, student difficulties and mistakes in fractions are numerous 
and varied. Situations requiring finding the least common denominator, and to 
showing fractions on the number line are often at the center of difficulties and 
mistakes faced by students.

3.8	Teachers’	Strategies	to	Overcome	These	Difficulties	and	Mistakes	

Unquestionable teachers’ professional development depends on their 
understanding of the events they face in the classroom and the ability to interpret 
the effects of their teaching on students. A teacher cannot be satisfied with 
only being aware of student difficulties and mistakes. S/he needs to develop 
effective strategies to overcome them. Regarding the strategies developed by 
the participant teachers, Table 7 reveals that solving many questions by the 
teacher (in the classroom) or the student (at home) is the most preferred strategy 
against difficulties and mistakes (6 teachers). Concretizing and repeating the 
topic are other frequently preferred strategies (respectively, four teachers and 
three teachers). There is only one teacher who prefers to propose new activities 
to students. All this is reflected in the following comments: 

Table 7. Teachers’ strategies to overcome these difficulties and mistakes

Categories Frequency
Solving many questions 6
Concretizing 4
Repeating the subject 3
Proposing new activities to students 1
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(…) The student should solve more questions to overcome these 
mistakes. There is no other way. Students already have to memorize some 
rules (Teacher 10).

(…) We try to overcome this by including visual materials and solving 
many questions. In mathematics, concretization is important (Teacher 2).

(…) I have plenty of examples to overcome these mistakes. I give a lot of 
homework (Teacher 3).

(…) I give extra activities. I present examples of these in visual 
representations (Teacher 9).

(…) I reteach the topic all the time (Teacher 4).

In the first three comments, the teachers propose solving many exercises 
as a strategy. The first of them indicates that to overcome the difficulties, there 
is no other way than to solve questions by students. In his opinion, solving 
many questions also helps to memorize the rules that need to be memorized. The 
second comment involves visual material in addition to solving many questions. 
As the reason for this, the teacher suggests that concretization is important in 
mathematics. The third comment states that the many question-solving strategy 
is implemented by the student at home, and the teacher in the classroom. In the 
fourth comment, the teacher states that he follows a strategy aimed at giving 
extra activities that highlight visual representations of fractions. The strategy 
mentioned in the last comment is reteaching the topic until the difficulty 
disappears. As a result, the most important strategy developed by the teachers 
against difficulties or mistakes is to solve many questions in the classroom or to 
make students solve many questions through homework at home. On the other 
hand, there are teachers who propose concretization, showing fractions with 
visual objects, and repeating the subject as a strategy.

4. Discussion

In this study, by adopting the hypothesis that they shape the didactic and 
mathematical praxeologies of teachers, we investigated the secondary school 
mathematics teachers’ perspectives of fractions. In this way, we wanted to 
approach the teaching of the concept of fraction in the context of teachers. 

The results of the study revealed that the participant teachers are aware of 
the importance of fractions and emphasized that it is frequently used in everyday 
life. We can indicate that the fact that fractions are used in daily life (Hannich, 
2009), and their relationship with other lessons and mathematics topics (Gabriel, 
2016) makes fractions an important issue for teachers. Parallel to these results, 
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the teachers start to teach fractions by giving examples from the daily life, 
and drawing shapes, and by benefiting visual presentations. In their teaching 
of fractions, the teachers focus more on their definition, their part-whole sub-
construct, their type, and the relationship between them, and finding the least 
common multiple of the two denominators where necessary such as subtraction, 
addition, comparing, and ordering fractions. At the same time, they often used 
length, area, set, and occasional volume models to teach fractions. The type of 
problem and the level of class are important in teachers’ choice of model. The 
use of some models in the early classes of secondary school can be problematic 
due to the lack of some psychomotor skills in the students. 

On the other hand, the employment of these models was often shaped 
around the part-whole sub-construct. Although we do not have data on their 
practices in the classroom, it is understood that they focus only on the part-whole 
and division sub-constructs based only on what the teachers said. However, as 
underlined by Hackenberg et al. (2016) students understand fractions better 
when fractions are taught in different ways. Furthermore, multiple fraction 
representations contribute to the student’s understanding (Wyberg et al., 2012), 
and the use of multiple representations in the teaching of mathematics helps 
the students understand and improve their problem-solving skills (Kara & 
Incikabi, 2018).

The prominence of these fraction sub-constructs compared to the others can 
be attributed to the two following reasons. The part-whole sub-construct is an 
effective starting point in forming the meaning of fractions (Cramer & Whitney, 
2010), and therefore, textbook authors and teachers prefer to focus on it (Van de 
Walle et al., 2010). This trend in teachers and textbook authors is also reflected in 
students’ performance. Indeed, there are studies in the literature supporting these 
comments. For instance, Novillis-Larson (1980) revealed that locating proper 
fractions on the number line was more difficult for elementary school children 
than identifying the same proper fraction with part-whole (area) and part-group 
(set) representations. These results are also supported by recent studies. Thus, 
Tunç-Pekkan (2015) found that students showed greater performance in circle 
and rectangle items that required using part-whole fractional reasoning than on 
the items with number line graphical representation. Similarly, in their study 
conducted with Turkish students, Kara and Incikabi (2018) reported that the 
students tend to fail in representations such as the number line and perform 
better in other representations. The participant teachers are mostly satisfied with 
the ecology of fractions (i.e., the place of fractions) in the curriculum. In their 
opinion, there is no problem with the ordering of topics (learning objectives) in 
the curriculum. On the other hand, some of them complain that the difference 



32     NEW RESEARCHES IN EDUCATION SCIENCES

between fractions and rational numbers is not expressed clearly enough by the 
curriculum. Moreover, frequent curriculum changes in Turkey are criticized by 
some teachers. 

As for the evaluations of textbooks by teachers, the most criticized 
shortcomings in textbooks are that they do not include enough exercises, 
questions, problems, and activities and present topics superficially. This leads 
them to use other sources than textbooks. The teachers’ finding that the textbooks 
are insufficient in this regard has been interpreted as the pressure of the national 
entrance exams in the Turkish education system on them. Preparation for 
national exams made to enter the limited number of high schools heavily favored 
by the society requires solving many questions of a similar type (Baştürk, 
2011). In Turkey’s present conditions, this type of exam has become a very 
cruel competition (Baştürk, 2010). These have significant psychological effects 
on both families and students (Ergene & Yıldırım, 2004; Günay et al., 2008). 
According to the results of a recent study, the majority of students consider 
the entrance exam to high schools as a “difficulty” and “discomfort” (Ulusoy, 
2020). As a result, an understanding of success based on solving a large number 
of questions or exercises similar to exam questions, rather than understanding 
the meaning of the subjects taught, is becoming increasingly common among 
all stakeholders of education (teacher, student, parent, etc.). So, all these force 
teachers to focus on operational learning rather than conceptual learning. This is 
also a significant example of how effective the external components of education 
or its social environment (“noosfer” in terms of Chevallard (1985)) are on the 
educational process in schools.

In the opinion of the teachers, student difficulties and mistakes in fractions 
are numerous and varied. Situations requiring to find the least common 
denominator and to showing fractions on the number line are often at the center 
of difficulties and mistakes faced by students. On the other hand, students mostly 
have difficulty in understanding the relationship part-whole, four operations 
with fractions and ordering fractions from least to greatest or vice versa. These 
difficulties mentioned by the teachers are also among the difficulties commonly 
reported in the literature, such as comparing fractions (National Assessment 
of Educational Progress [NAEP], 2007; Yang & Tsai, 2010), basic operations 
of fractions such as addition (Gunawan et al., 2017), division (Chinnappan & 
Desplat, 2012), Multiplication and division of fractions smaller than the unit 
(Siegler & Lortie-Forgues, 2015), finding the least common denominator 
(Choy, 2014; Rahayu et al., 2017). Although their professional experience is 
limited, pre-service teachers also draw attention to similar difficulties. In his 
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study conducted with pre-service teachers (Baştürk, 2016) reported that they 
consider equivalent fractions, comparing fractions, and operations of fractions 
as students’ crucial obstacles and difficulties in fractions. On the other hand, the 
most important strategy developed by teachers against difficulties or mistakes 
is to solve a lot of questions in the classroom or to make students solve them 
through homework at home. On the other hand, there are the teachers who 
propose concretization, showing fractions with visual objects, and re-teaching 
the subject as a strategy. 

We really think that what lies behind the strategy of encouraging lots of 
question-solving put forward by teachers should be emphasized and that this will 
also give important clues about the quality of the teaching given. As you know 
from the literature, student difficulties and misconceptions about fractions often 
show a conceptual nature to a large extent. Many students want to apply their 
knowledge of integers and natural numbers directly to this new set of numbers 
(Ni & Zhou, 2005; Siegler et al., 2011; Vamvakoussi & Vosniadou, 2010). It 
seems difficult to eliminate such misconceptions by asking students to solve 
many similar exercises. So why is this strategy so popular and accepted among 
teachers? We attribute this situation to imitative reasoning or learning style which 
can be described as a type of reasoning built on copying exercise solutions, for 
example, by looking at a teacher’s solution on the board, a textbook, or course 
notes through a remembering solution algorithm (Bergqvist, 2007). There are 
studies that reported that this way of reasoning is frequently used by students at 
all levels, even higher education, students concentrate on procedures rather than 
content, even for tasks that require using higher-order thinking skills such as 
proof (Baker, 1996; Baştürk, 2010; Moore, 1994). This issue is open-ended and 
needs to be investigated in depth by the upcoming research.

5. Conclusion and Recommendations 

In conclusion, the interviewed teachers were aware of the importance of the 
subject of fractions and emphasized that they are frequently used in everyday life. 
Therefore, they indicated that they started to teach fractions by giving samples 
of everyday life, drawing shapes, and making use of visual presentations. In 
their opinion, students have more difficulties in four operations in fractions, 
equalizing denominators, determining denominators and nominators, ordering 
fractions from least to greatest or vice versa, problem solving with fractions, 
and so on. To overcome these difficulties, the teachers expressed that they used 
some methods such as solving a lot of questions and embodying and re-teaching 
the subject.
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In the context of the above-mentioned results, the following 
recommendations can be developed: 

· Fractions teaching should not be limited to activities based only on 
their part-whole and division sub-constructs but also on their measurement and 
proportion sub-constructs. This will enrich conceptual learning. Students should 
solve not only questions, exercises, or problems that develop operational skills 
but also those that develop both operational and conceptual skills. Teachers’ 
approach to misconceptions or mistakes should be diversified, and teachers 
should be made aware that only strategies based on more exercise solving are 
not sufficient for conceptual understanding.

· The teachers participating in the study generally prefer traditional 
teaching methods and do not include new technologies in their classrooms. 
Besides traditional teaching methods, new technologies can also be used in 
teaching mathematics. There is many specialized software available to enrich 
students’ understanding of mathematical concepts. Sure, some obstacles, such 
as students’ computer knowledge level, classroom size, teaching time etc., 
should be overcome in order to implement a new technology-based teaching in 
the classroom. However, despite all these difficulties, with the software, making 
applications involving many models of fractions such as pies, area, and the other 
objects that students often encounter in their daily lives is possible. To enrich 
the teaching of fractions, it is considered important that teachers are trained or 
encouraged to include new technologies in their classes.

· Although the current research seems to provide general results due to the 
way it was designed, it provided important data on the teaching of fractions at 
the secondary school level, in particular to reveal teachers’ perspectives shaping 
their mathematical and didactical praxeologies. With new research that will be 
designed in a different way, for example, what praxeologies revealed by these 
perspectives can be investigated through the praxeologies of teachers in the 
classroom environment, and the findings to be obtained can be compared with 
the results of this study. Thus, the different aspects regarding the teaching of 
fractions can be revealed in more detail.
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1. Introduction

Educational technology is a discipline based on applied scientific research 
and data, where theory and practice converge, continuously evolving 
educational activities. It coordinates human-machine interactions, 

personnel, and the use of instructional materials during the organization of 
learning-teaching activities aimed at achieving more enduring and effective 
learning. It dominantly controls environmental stimuli with dynamic sensitivity 
inherent in its structure (Alkan, 1994, s. 340). Educational technology is a 
complex and interconnected process that involves individuals, strategies, ideas, 
tools, and coordination in examiningevents and addressing issues related to 
learning. 

At this point, there abound some studies about technology integration to 
the education especially in preschool settings (Kabadayı, 2001; Kabadayı, 2002; 
Kabadayı, 2005; Kabadayı, 2006a; Kabadayı, 2006b; Demir & Kabadayı, 2008; 
Kabadayı, 2019; Kabadayı & Doğan Kirişçigil, 2021). 

Considering education as an integral part of instruction, instructional 
technology can be defined as follows: It is a complex and integrated process 
that ensures the coordination of human, methodological, conceptual, and 
instrumental elements by conducting solution-oriented analyses in problems 
related to the development of methods and materials for effectively utilizing 
learning situations in controlled studies aimed at enhancing the sustainability 
and effectiveness of teaching activities for enduring and efficient learning (Ergı̇n, 
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1991, s. 372). Based on these definitions and statements, a comprehensive 
interpretation of the tools and resources utilized for achieving more effective 
learning in educational technology can be elucidated. Educational technology, 
with its rapidly changing and evolving nature, holds an indispensable value 
in the contemporary understanding of education, contributing significantly to 
the coordinated operation of all materials, methods, and theories employed for 
enhancing the effectiveness of instructional activities. As such, it plays a vital 
role in the ever-evolving landscape of education, representing an essential asset 
for modern educational practices

2. Media

The media serves as a platform that caters to various needs of individuals, 
including information acquisition, communication, and entertainment. However, 
in contemporary times, media organizations have evolved into large-scale 
commercial entities, forming massive conglomerates known as communication 
holdings through activities such as mergers and acquisitions. 

These holdings, by engaging with international and diverse media industries, 
wield significant economic and symbolic power concerning information and 
content production, as well as global distribution. 

Media not only facilitates the flow of information and entertainment but 
also operates under the control and management of large-scale corporations. 
Communication holdings, by encompassing different branches of media, 
facilitate not only the production of information and content but also their 
dissemination on a global scale. This phenomenon leads to their becoming 
significant influencers in the flow of information and symbolic content on 
a large scale (Akt.Avşar, 2013, s. 6).The media, strengthened by the rapid 
dissemination of communication technologies, has established a powerful 
sphere of influence by transforming individuals’ lifestyles, entertain ment 
preferences, and cultural values. Possessing both political and societal directing 
capabilities, the media also holds critical attributes such as informing and 
educating the public. For instance, the mass movements known as the Arab 
Spring vividly demonstrated the power of communication tools. Through the 
media, these movements brought the struggles of Arab peoples for democracy, 
freedom, and human rights to the global agenda. However, despite the media’s 
influential role, it is essential for individuals not to remain passive consumers 
but to approach media products with a critical perspective. The concept of 
‘media literacy’ gains significance in this regard. Media literacy empowers 
individuals to be conscious consumers of media content, encouraging them to 
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move away from passivity and consume media more actively and consciously. 
It is imperative for individuals to adopt an active approach towards media 
products, question their contents, and develop skills to understand various 
media formats (Avşar, 2013, s. 6).

3. The Benefits of Media in Education for Individuals

When considering the primary opportunities and benefits created by 
educational technology and media as emerging disciplines, areas of inquiry, and 
novel methods and approaches in education, it is evident that:

1— Equal opportunity,
2— Mass education,
3— Individualized education,
4— Enriching educational experiences,
5— High quality,
6— Economy,
7— Elimination of time and space constraints,
8— Increased utilization of existing human and material resources
9— Creativity,
10— Access to primary sources of information,
11— Reproducible and scalable systems, 
12— Acceleration of learning pace,

However, despite all these positive aspects, it should not be forgotten that 
the negative impacts of media usage in technology and education on instruction 
necessitate the exploration of solutions (Alkan, 1994, s. 343).

3.1.	Equal	Opportunity

Education forms the cornerstone of equal opportunity, with media and 
digital learning tools playing a significant role in this domain. These tools can 
enhance access to education and equality for disadvantaged groups of students, 
thereby promoting equal opportunities.

3.2. Mass Education

The media contributes significantly to mass education by providing 
information and content to wide audiences through its power to reach them. 
Through platforms such as television, the internet, and newspapers, it enhances 
people’s knowledge through educational programs, documentaries, and news. 
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These tools offer education in various fields such as language learning, cultural 
awareness, history, and science, thereby raising the overall awareness level of 
students and society. Additionally, the media creates awareness about societal 
issues, reaching large audiences with information about social problems and 
solutions, thereby contributing to social change. 

The role of media in education is highly important, as it facilitates access 
to information and enhances the overall knowledge level of society by providing 
educational content..

3.3. Individualized Education 

The media makes significant contributions to individuals’ personal 
education. Content delivered through the internet, television, podcasts, and 
other digital platforms allows individuals to learn at their own pace and in their 
preferred subjects. 

Particularly, online educational platforms offer a wide range of content 
in areas such as language learning, professional development, and hobby 
acquisition, aiding individuals in enhancing their skills. 

Additionally, the media can serve as a guidance resource for personal 
development; through self-help videos, motivational content, and expert 
opinions, it facilitates individuals in improving themselves, discovering new 
interests, and expanding their knowledge base. By supporting individuals’ 
learning processes, the media helps shape their own learning journeys and 
assists them in expressing themselves better.

3.4.	Enriching	Educational	Experiences

The media enriches educational experiences by adding diversity and depth 
to learning encounters. Lessons supported by visual and auditory content make 
learning more comprehensible by rendering abstract concepts tangible. Through 
documentaries, students can explore various cultures around the world, while 
science-related videos allow them to delve into complex concepts. Additionally, 
media introduces interactivity and participation into educational experiences; 
technologies such as online discussion forums, interactive learning platforms, 
and virtual reality enable students to experience a more interactive learning 
environment. 

This diversity makes the educational process more engaging by enabling 
students to find content tailored to their interests and learning styles. Moreover, 
the media not only delivers information but also enables students to experience 
their learning processes more effectively, enjoyable, and diversely.
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3.5-6.	High	Quality	and	Economy,

The contributions of media to the economy and quality of education are 
quite diverse. Firstly, digital educational tools and online resources are generally 
more cost-effective and convenient compared to traditional teaching methods. 
This results in savings in expenses such as textbooks, materials, or physical 
classroom infrastructure, allowing for repeated use. 

Additionally, media tools provide students with time and location 
independence, enabling distance learning opportunities. This reduces expenses 
related to travel or accommodation and offers a more comfortable, high-quality 
educational opportunity. With the transition of educational materials to digital 
platforms, the same content can be delivered to wider audiences at a lower 
cost, promoting more efficient resource utilization. Media also supports various 
teaching methods; instructional videos, interactive applications, and online 
learning platforms can enhance teaching processes. In this way, media promotes 
economic efficiency in education by facilitating more efficient resource 
utilization and reaching wider audiences.

3.7.	Elimination	of	Time	and	Space	Constraints

Media tools make learning flexible by eliminating time and space 
constraints in education. While traditional teaching methods occur at specific 
locations and times, media tools allow students to learn from anywhere and at 
any time they prefer. Media tools such as online learning platforms, e-books, and 
distance education systems provide students with the opportunity to progress at 
their own pace. 

This personalized learning approach enables the adjustment of the learning 
process to meet the needs of each student. Additionally, media tools enable 
students from different geographical regions to access the same resources, 
democratizing access to information and making educational opportunities more 
accessible to wider audiences. The flexibility afforded by media tools allows 
students to balance learning with work, family, or other commitments, while 
also providing flexibility for teachers and educational institutions to interact 
with students and deliver content. As a result, media tools make the learning 
process more accessible, flexible, and customizable, overcoming time and space 
barriers to extend educational opportunities to wider audiences.

3.8.	Increased	Utilization	of	Existing	Human	and	Material	Resources

Particularly in education, media tools facilitate reaching wider audiences 
and effective utilization of resources. In terms of financial resources, media tools 
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are generally more cost-effective compared to traditional educational methods. 
Students can access a vast pool of information for free or at a low cost through 
media tools such as online learning platforms, digital books, or free educational 
content.

3.9.	Creativity

Media significantly contributes to the development of creativity. 
Particularly, content offered through various platforms helps individuals to 
develop their ideas, gain new perspectives, and stimulate creative thinking. 
Media content in visual arts, literature, music, and other creative fields allows 
individuals to express themselves, convey their emotions, and use their 
imagination. Additionally, media tools support users’ freedom to reinterpret, 
modify, or create new content. 

Digital tools such as video editing and photo manipulation enable 
individuals to create their own works and share them with wide audiences. 
Media also encourages collaborative work; interactive environments such as 
online platforms for exchanging ideas, sharing content, and developing projects 
together nurture creative thinking. Consequently, media enables individuals to 
enhance their creativity, express their ideas, and discover new things through 
various contents, thus facilitating the emergence of a broad creative potential.

3.10.	Access	to	Primary	Sources	of	Information

In traditional education, students typically access information through 
in-class lectures or textbooks, whereas media tools provide direct access to a 
vast pool of information. Students can access the expertise of professionals, 
academics, or competent individuals in their field directly through sources such 
as the internet, documentaries, podcasts containing expert opinions, or online 
learning platforms. This affords students the opportunity to experience different 
perspectives, expertise, and a variety of sources firsthand. Additionally, media 
provides instant access to current information; obtaining immediate information 
about current events, new discoveries, or emerging fields makes the educational 
process more contemporary and dynamic for students. Thus, media tools enrich 
students’ learning experiences by enabling them to access information directly 
from diverse primary sources and allowing them to view knowledge from a 
broader perspective.

3.11.	Reproducible	and	Scalable	Systems

The use of visual, auditory, and interactive content enhances learning 
and facilitates rapid assimilation of knowledge. Video lessons, interactive 
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simulations, online learning platforms, and other media tools enable students to 
grasp complex concepts more quickly and easily. 

These tools not only move learning away from being solely text-based 
but also allow students to utilize different sensory channels, thus aiding 
in the retention of information. Additionally, media tools provide students 
with personalized learning experiences; they can progress at their own pace, 
have the freedom to review specific topics or advance to more advanced 
materials. This flexibility not only makes students’ learning processes 
more efficient but also makes the learning experience more enjoyable and 
engaging. 

Consequently, media tools enhance learning speed in education, enabling 
students to acquire knowledge more quickly and effectively. The impact of 
media on education is not limited to these aspects. The relationship between 
digital learning tools and media transforms and expands learning processes. 
Media provides students with opportunities to access content tailored to their 
interests and learning styles by offering different learning methods. 

Through interactive and visual media tools, students have the opportunity 
to deepen their learning, develop collaborative skills, and foster original 
thinking. With digital learning tools, students gain easy access to information, 
interactive materials, and real-world connected learning experiences, while the 
diversity and accessibility of media contribute to creating a more effective and 
participatory atmosphere in education. So, what is the relationship between 
digitization and education in the digital world?Formun Üstü

4. Digital Transformation

The term “Digitization” is defined as the process of converting analog 
material into digital format for storage on a computer. Digitization profoundly 
transforms human existence and daily life. Core concepts such as time, 
space, identity, communication, consumption, and production are reshaped 
in conjunction with the digitization process. Portable, fixed, and wearable 
technologies are increasingly influential across all facets of daily life. These 
technologies become prominently visible not only in tangible activities but 
also in social and cognitive endeavors. Networks based on information and 
communication organize daily life into a structured framework. 

The impact of information-based digitization is progressively widespread 
in various sectors, including government and private sector organizations, 
home-based work arrangements, healthcare services, education, social services, 
and the entertainment industry (Karakaş, 2019, s. 54).
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5. Digitalization in Education

The 21st century is a period dominated by the trend of digitalization, 
accompanied by the effects of technology. In the past, challenges such as 
transportation or access were experienced while conducting business, 
hindering equal opportunities among individuals of differing socio-economic 
statuses. However, nowadays, as technology advances, these barriers seem 
to have been largely overcome, and there is an increased dependency on 
technology. With the help of digital technologies, tasks become more 
autonomous, enabling the accomplishment of the same tasks with less labor. 
While everything used to be done manually in the past, digitalization now 
offers the opportunity to perform tasks more efficiently and effectively 
(Bozkurt, 2019, s. 5). Information and communication technologies (ICTs) 
are among the primary factors that increase the value of information in 
today’s world. The decrease in software costs plays a significant role in 
the widespread adoption of technology. The qualities that ICTs offer, such 
as easy storage of large amounts of data, occupying less space, and being 
reliable, provide compelling reasons for their increased use in education 
through digital environments and materials.

With the continued advancement of information communication 
technology, accessing stored information from anywhere in the world and the 
ability to integrate and analyze large amounts of data enable the generation of 
new, valuable information that others may not possess.

In today’s context, education has evolved into a new era, leaving behind 
its traditional structure with the innovations brought about by digitization. This 
transformation also entails a differentiation in the roles and responsibilities of 
teachers. 

Education is no longer confined to the school environment but can 
extend into homes as well. Digitization expands the concept of space, 
liberating education from these constraints. While education was previously 
defined solely by school or university classrooms, it can now take place 
wherever the individual is situated. Face-to-face education has started to 
host digital platforms. However, for digital transformation to occur, it must 
be acknowledged that learning is not limited to school or class time but is a 
lifelong process.

6. The Digital Learning Tools Used in Education

Today, students and educators increasingly rely on digital learning and 
teaching tools in their daily lives. Over the past few years, many educators 
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have focused on preparing future generations by using digital tools in learning 
and teaching processes to develop the skills required by the digital age of the 
21st century  (Akt.Atan & Kocasaraç, 2022, s. 3)

“In the current century, the experiences required by the labor market, 
particularly with the growth of globalization and technology-based economies, 
differ from those of previous centuries. Many existing education systems fail 
to adequately prepare learners for the use of technology in all aspects of their 
educational lives. 

Therefore, it is important for the new generation of learners to be aware of 
and use digital learning and teaching tools in order to succeed in their learning 
and teaching processes. In this study, widely used learning and teaching tools 
worldwide, as shown in Figure 1, have been examined.” (Atan & Kocasaraç, 
2022, s. 3)

7. The Use of Digital Learning and Teaching Tools in Lessons

Digital learning tools have become indispensable teaching aids in education 
due to the impact of evolving technology, characterized by features such as the 
ease of processing, storing, and occupying less space for information, along 
with high reliability and accessibility anytime and anywhere. These tools enable 
individuals to achieve a more permanent and effective learning experience, 
possessing the competence and capacity to do so. Digital tools are actively 
utilized in many educational settings as they appeal to multiple sensory areas 
simultaneously, including visual, auditory, and emotional, facilitating more 
efficient learning processes. Below, I have compiled some of these learning and 
teaching tools for your reference.

7.1. Google Earth 

This learning and teaching tool provides an opportunity to explore the world 
step by step through a virtual globe while also enabling learning. It is possible 
to view satellite images, maps, terrains, 3D buildings, and more (Google Earth 
Studio, 2024). This learning and teaching tool is widely known and commonly 
used in many fields worldwide. From an educational perspective, acquiring 
information about an unfamiliar location in geography and cartography classes 
enables students to achieve more lasting learning through the provision of visual 
materials. Additionally, it allows educators to offer high-value gains at lower 
temporal and financial costs.
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7.2. Google Scholar

This digital tool encompasses conferences conducted in all fields, articles 
published in journals, research papers, reviews, theses, academic books, 
preprints, abstracts, technical reports, and similar scientific literature. 

Alongside numerous academic resources available on this digital learning 
platform, it is possible to find studies and research from specialized individuals 
in the field, as well as from university archives (Google Akademik Arama 
İpuçları, 2024). Google Scholar is actively utilized by academics, students, 
and researchers, particularly in academic endeavors. It stands as a primary 
contributor to numerous studies owing to its extensive database.

7.3.	Manga	High

In the American curriculum, mathematics education is structured according 
to age groups, delineating topics accordingly. To provide education tailored 
to these age ranges and to foster a love for mathematics and facilitate lasting 
learning through games, various activities and applications are offered by this 
learning tool, which is actively employed by many schools (Magna High, 2024). 
Thanks to this platform that offers blended mathematics education, mathematics 
has become more enjoyable, leading to a more enduring learning experience 
for individuals. Individuals can learn at their own pace and receive immediate 
feedback related to their learning.

7.4.	Padlet

Padlet, an effective media tool used in creating virtual walls, provides 
an online learning environment by simultaneously granting access to all users 
through its numerous ready-made backgrounds. It serves as an ideal tool 
for supporting collaborative work in project-based learning approaches in 
entrepreneurship classes. Additionally, it can be utilized to engage students 
actively in the learning and teaching processes. Thus, it can be used in various 
subjects and stages of lessons (Akt.Atan & Kocasaraç, 2022, s. 6).

7.5.	Piktochart	

It is an artificial intelligence-powered infographic generator. This 
application, used to create posters or banners on any topic, aids in creating visuals 
desired during lesson presentations, thus enhancing learning effectiveness. It is 
a versatile tool that can be utilized in nearly every subject (Infographic Maker 
Trusted By Piktochart, 2024)
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7.6.	Poll	Everywhere

It is a versatile program that allows for online polls, tests, questionnaires, 
word clouds, and various other activities. It contains subsections for icebreaker 
activities and brainstorming sessions (Poll Everywhere, 2024).  It can be utilized 
during class to engage students and assess their prior knowledge. Through this 
tool, students actively participate in the lesson while enjoying the learning 
process.

ABCya.com it is a web tool that provides educational and instructional 
games and activities for school-aged children (Aras & Kocasaraç, 2022, s. 119). 
Although the language used is English, the games offered are quite simple and 
understandable.

The application includes educational games in mathematics and Turkish, 
some of which require skill and strategy. With its aspects that require creativity 
and attention, the application stands out and is actively used by many schools, 
serving as a useful tool in various lessons.

AnswerGarden, the application serves as an effective tool for collecting 
brief feedback from students. It can also be referred to as a digital brainstorming 
application on this site (Aras & Kocasaraç, 2022, s. 120). The tool provided as 
homework during or after the lesson enables participants to access and express 
their ideas online from virtually anywhere.

It can be effectively utilized in almost every class where students are 
expected to have prior knowledge or brainstorm on the topic.

Blendspace, it is a platform where students can create multimedia lessons 
by accessing it through any internet application (Lin & Hwang, 2019, s. 1011). 
In online classes created by teachers, learners, guided by codes provided by 
teachers, engage in a virtual classroom environment, enabling them to achieve 
lasting and effective learning through increased opportunities and diversity. In 
these classes, teachers can intervene to change the flow of the lesson, ensuring 
the dynamism of the classroom. Particularly for educators who adopt education 
progressing from home lessons to school assignments using the flipped classroom 
model, it is a highly useful digital learning tool.

ClassDojo, it is an online classroom management application and tool 
through which teachers can monitor students’ actions, make educational 
activities and classroom events accessible, regulate students’ academic skills, 
and facilitate healthy interaction at home after school (Marouf & Brown, 2021, 
ss. 441-448). With this feature, the platform, which is seamlessly integrated with 
modern technology, is effectively utilized for the compensation and continuity 
of education in situations where face-to-face instruction is not possible. During 



52     NEW RESEARCHES IN EDUCATION SCIENCES

the Covid-19 pandemic, its effectiveness and popularity have increased, and this 
tool is highly useful in facilitating the teaching process across all subjects due to 
the convenience it provides.

EdPuzzle, it can be described as a virtual classroom environment where 
teachers and students participate. The platform allows the integration of video, 
audio, and music, enabling the creation of instructional materials. The prepared 
videos can be viewed both online and within the virtual classroom. 

Content creation is possible for almost every subject. It is a highly useful 
application as it facilitates easy monitoring of students’ progress(Muğla Sıtkı 
Koçman Üniversitesi, 2024)

MobyMax, It is an online learning platform where various tests tailored to 
the level of each individual can be prepared, fostering interactive engagement. 
Activities are conducted on a blank board, encompassing exercises aimed 
at enhancing attention and motivation. It adheres to educational standards, 
offering activities focused on mathematics skills, literacy, and science (Faber, 
2021). Certainly, it is well known that in the evolving world of technology, 
digital learning tools are not limited to these. Every passing day, and even every 
passing hour, a new web 0.2 tool is being developed and made available to 
people, while another application is disappearing due to its failure to keep up 
with the demands of the age. It is an undeniable fact that widely used tools in 
education facilitate our work in almost every field. 

Following the identification of the current situation, education systems, 
methods, and learning-teaching tools worldwide should be analyzed in detail, 
particularly those of countries with successful education systems. Subsequently, 
the focus should be on the question of “which strategies, methods, techniques, 
tools, and materials can be effective in our country’s education system in the 
21st century.” Digital learning-teaching tools in line with the requirements 
of the era should be identified, and these tools should be integrated into the 
education system. Teachers should be provided with both face-to-face and 
distance education, and the curricula of education faculties should be updated. 
Teacher candidates should be equipped with 21st-century methods and 
techniques relevant to their fields. Finally, the examined digital tools and similar 
materials should be rapidly adopted by teachers and students. This will enable a 
transformation in education that is in line with the requirements of the era.

8. Conclusion

In conclusion, the role of media and digital learning tools in education 
is undeniably transformative, offering boundless opportunities for enhancing 
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teaching and learning experiences. As we navigate the ever-evolving digital 
landscape, it is clear that media platforms and digital tools have the potential 
to revolutionize education by fostering engagement, personalization, and 
collaboration among learners. However, to fully harness the benefits of 
these technologies, it is essential for educators to approach their integration 
thoughtfully, with a focus on pedagogical goals, digital citizenship, and equitable 
access. By embracing innovation and adapting to emerging technologies, 
educators can empower students to thrive in an increasingly interconnected 
and digitized world, equipping them with the skills and knowledge needed to 
succeed in the 21st century.
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1. Introduction

Supervision is a variety of interventions provided by an experienced 
member of a professional group to a less experienced colleague (Bernard 
& Goodyear, 2019). At this point, supervision constitutes the most 

important part of counselor education to contribute to the professional and 
personal development of counselor trainees (Pisani, 2005). According to studies 
(e.g. Knox, 2015; Ladany, Hill, Corbett, & Null, 1996; Mehr, Ladany, & Caskie, 
2010; Yourman & Farber, 1996), one of the most important factors determining 
the quality of the supervision process is the supervisee and supervisor disclosure 
in clinical supervision. Disclosure of both the supervisor and the supervisee is 
very important for an effective supervision process within a strong supervision 
relationship (e.g. Clevinger, Albert, & Raiche, 2019; Knox, Edwards, Hess, & 
Hill, 2011; Ladany et al., 1996; Mehr, Ladany, & Caskie, 2010). Therefore, it 

1 This study was conducted within the scope of the TÜBİTAK 1001 research project titled “Un-
derstanding and Contributing to Effective Supervisor Feedback in Counselor Training in Turkey: 
A Research and Development Project” (Research Number: 121K877)
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is stated that self-disclosure is at the center of the supervision process (Knox, 
2015; Ladany et al., 1996; Pisani, 2005). 

In the literature (e.g. Clevinger et al., 2019; Davidson, 2011; Knox, 
Edwards, Hess, & Hill, 2011; Ladany & Lehrman-Waterman, 1999), there are 
various studies on supervisor self-disclosure as a supervisor intervention. At the 
same time, there are various studies on the subjects on which the supervisees 
disclose themselves (e.g. Hess et al., 2008; Knox, 2015; Ladany et al., 1996; 
Mehr et al., 2015 Pisani, 2005; Sweeney & Creaner, 2014), which factors 
are effective in the supervisee disclosure (e.g. Gunn & Pistole, 2012; Knox, 
2015; Ladany, Mori, & Mehr, 2013; Mehr et al, 2015; Pisani, 2005; Spence et 
al., 2014; Sweeney & Creaner, 2014; Yourman, 2003), and the effects of the 
supervisee disclosure (e.g. Hess et al., 2008; Hess-Holden, 2019; Ladany et al., 
1996; Sweeney & Creaner, 2014).

In the supervision literature in Turkey, although studies on supervision 
have increased in recent years (e.g. Aladağ, 2014; Meydan, 2019; Meydan & 
Koçyiğit-Özyiğit, 2016; Meydan & Kağnıcı, 2018), there are still a limited 
number of studies on the supervisee disclosure (e.g. Meydan, 2020; Meydan 
& Sağkal, 2023). Accordingly, in this study, firstly, it was explained in which 
subjects the supervisees disclose themselves and in which subjects they did 
not disclose themselves. Then, it was emphasized which factors were effective 
for the supervisee disclosure. At the same time, it was emphasized what the 
effects of the supervisee disclosure were. Finally, a general framework was 
presented about the supervisor interventions that facilitate the supervisee 
disclosure.

2. Topics That the Supervisee Disclosure and Nondisclosure in Clinical 
Supervision

The supervisee disclosure is very important for effective supervision 
process, personal and professional development of the supervisee, and learning 
processes (Hess-Holden, 2019). Therefore, in supervision, the supervisee is 
expected to share about the supervision process and counseling experiences 
(Mehr et al., 2010; Pisani, 2005). Disclosure in supervision is defined as the 
willing and voluntary expression of both the supervisee and the supervisor’s 
personal information about themselves, their feelings, thoughts, opinions, and 
experiences regarding the supervision and counseling process (Boyle & Kenny, 
2020; Knox, 2015; Ladany et al., 1996; Mehr, Ladany, & Caskie, 2015).

According to Ladany et al. (1996), supervisees disclose themselves in a 
limited way because they want to leave a positive impression on their supervisors. 
The results of the studies on the topics on which supervises disclose themselves 
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support this view. For example, according to the study conducted by Yourman 
and Farber (1996), supervisees mostly open themselves to their supervisors 
about the counseling process and their relationship with the client. Similarly, 
Pisani (2005) reported that supervisees were more likely to share information 
about their counseling experiences. According to Mehr et al. (2010), supervisees 
tend to share more about the counseling process and their experiences related to 
the process with their supervisors. In addition, Meydan (2020) found that first-
time supervisees were most likely to open themselves up about their supervision 
needs (e.g., managing sessions and effective counseling skills). In conclusion, the 
common finding of the studies is that supervisees tend to share their experiences 
regarding the counseling process with their supervisor more comfortably. 

Supervisees are very careful and selective about what and how much to 
share to receive positive evaluations and feedback about their professional 
development and competencies during the supervision process (Sweeney & 
Creaner, 2014). For this reason, although supervisees often share about their 
counseling experiences, they tend to consciously hide, distort, and not share 
most of the information (Yourman & Faber, 1996). The supervisee disclosure in 
supervision includes any important or unimportant issue that supervisees do not 
share with their supervisor (Nielson et al., 2009). Ladany et al. (1996) found that 
97.2% of the supervisees did not disclose themselves in supervision. In a similar 
study, Yourman and Farber (1996) found that almost 40% of the supervisees 
did not disclose themselves to their supervisor. In another study, Mehr et al. 
(2010) found that 84.3% of the supervisees did not disclose themselves to their 
supervisor.

Supervisees do not open themselves up about many issues during the 
supervision process. First, supervisees tend not to share their feelings and 
thoughts about their supervision experiences (Ladany et al., 1996; Mehr et 
al., 2010; Pisani, 2005). According to Ladany et al. (1996), supervisees do not 
share their concerns, anxieties, and dissatisfaction with the supervision process. 
According to Pisani (2005), supervisees avoid sharing their concerns about the 
supervision process, their concerns about being evaluated in the process, and 
their negative feelings and thoughts about the supervision relationship. In the 
study (Mehr et al., 2010), they found that 37% of the supervisees did not open 
themselves about their negative feelings about the supervision relationship. 
According to these studies, sharing feelings and thoughts about supervision 
experiences is one of the most challenging issues for supervisees. For this 
reason, some studies (e.g., Hess et al., 2008; Ladany et al., 1996; Pisani, 2005) 
have sought answers to the question of why supervisees are reluctant to share 
information about the supervision process with their supervisors. Thus, some 
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reasons affecting the supervisees’ sharing the necessary information about the 
supervision process with their supervisors were revealed. 

First, the indecision of supervisees about how much and on which subject 
they should open themselves during the supervision process significantly affects 
their sharing about the process (Hess et al., 2008). At the same time, supervisees 
tend to hide some information because they want to feel that they are in control 
during supervision (Ladany et al., 1996). In addition, their personal beliefs that 
their supervisors will show a punitive and harsh attitude when they share in 
supervision cause them to avoid opening about their supervision experiences 
(Pisani, 2005). 

Secondly, supervisees tend not to share some of their negative feelings 
towards their supervisor (Ladany et al., 1996; Mehr et al., 2010; Pisani, 
2005; Sweeney & Creaner, 2014). Ladany et al. (1996) found that 90% of 
the supervisees did not express their negative feelings about their supervisor 
during the supervision process. Similarly, Mehr et al. (2010) found that 24% of 
the supervisees did not share their negative feelings towards their supervisor. 
According to some studies (Ladany et al., 1996; Pisani, 2005; Sweeney & 
Creaner, 2014), one of the feelings that supervisees avoid revealing themselves 
in supervision is the sexual attraction they feel towards their supervisor. Ladany 
et al. (1996) stated that the main reason why supervisees do not disclose 
this issue to their supervisors is that the supervisees see it as an unimportant 
issue that may harm the counseling process. At the same time, according to 
Sweeney and Creaner (2014), supervisees tend to hide their feelings because 
they think that talking about their sexual attraction to their supervisor during 
the supervision process negatively affects their professional identity. Similarly, 
Ladany et al. (1997) found that almost half of the supervisees were reluctant to 
disclose themselves because they had concerns that they would not be adequately 
supported by their supervisors when they shared their sexual attraction and 
negative feelings towards their supervisors and because they had personal 
beliefs that this issue was not important enough to require self-disclosure during 
the supervision process.

Thirdly, supervisees avoid sharing their negative reactions and 
countertransference elements regarding their clients’ behaviors, thoughts, and 
attitudes with their supervisors (Ladany et al., 1996; Mehr et al., 2010). Ladany 
et al. (1996) reported that 36% of the supervisees did not share their negative 
feelings about their clients and 25% did not share their interest in the client 
during the supervision process. At the same time, Mehr et al. (2010) found that 
20% of the supervisees did not share their negative perceptions about the client 
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with their supervisor. The reason for not sharing negative feelings and thoughts 
about the client is that the supervisee usually thinks that the supervisor has a 
different perspective on the client and that the supervisee has some personal 
beliefs that when the supervisee shares negative feelings, these shares will 
change the agenda of the supervision (Mehr et al., 2010).

Fourthly, another issue that supervisees are reluctant to share with their 
supervisors during the supervision process is the mistakes they make regarding 
the intervention techniques and skills in counseling sessions (Yourman & Faber, 
1996). According to the study by Ladany et al. (1996), 44% of the supervisees 
and according to the study by Mehr et al. (2010), 10% of the supervisees do not 
disclose themselves to their supervisor about a mistake they made in the counseling 
process. The reasons for not disclosing a mistake made by the supervisee in the 
counseling process include concerns about appearing professionally competent 
in front of the supervisor (Mehr et al., 2010), doubts about the theoretical 
knowledge and skills of the supervisee (Nielson et al., 2009), personal beliefs 
that the supervisor is not competent (Ladany et al., 1996), and the difficulty of 
communicating the counseling process to the supervisor (Knox, 2015).

Finally, supervisees do not open themselves to their supervisors about 
some of their personal problems (e.g. perfectionism, romantic relationships) 
(Ladany et al., 1996; Mehr et al., 2010). Ladany et al. (1996) found that 60% 
of the supervisees did not share their personal problems with their supervisors. 
Similarly, Mehr et al. (2010) found that 30% of the supervisees did not disclose 
their personal problems to their supervisors. Supervisees are reluctant to share 
their personal problems in supervision because they think that their personal 
problems are too personal to share in supervision, they consider them irrelevant 
or unimportant to the supervision process, and they want to avoid possible 
feelings of shame and embarrassment that they may experience when they share 
their personal information (Mehr et al., 2010; Reichelt et al., 2009; Sweeney & 
Creaner, 2014; Yourman & Farber, 1996).

In summary, supervisees are generally more comfortable sharing 
information about their counseling experiences with their supervisors. On the 
other hand, they are reluctant to share information about their supervision 
experiences, negative feelings about their supervisors, negative feelings about 
their clients, personal problems and mistakes made in the counseling process. 
At the same time, they avoid disclosing themselves for various reasons such 
as not having enough information about how much they should disclose 
themselves in supervision, thinking that some information is irrelevant and 
unimportant to the supervision process, fearing the possible negative effects of 
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self-disclosure, and personal beliefs that it will harm the supervision process 
and their professionalism. It is very important to know on which topics the 
supervisees do or do not open themselves, to be aware of the reasons that 
prevent them from opening themselves and to understand on which topics and 
why the supervisees do not open themselves to contribute to the development of 
an effective supervision process.

3. Factors Affecting the Supervisee Disclosure in Supervision

According to many studies on the supervisee disclosure; supervisory 
working alliance (Ladany et al., 1996; Ladany et al., 2013; Mehr et al., 2015; 
Spence et al., 2014; Yourman, 2003; Walsh, Gillespie, Greer, & Eanes, 2003), 
supervision relationship (Gunn & Pistole, 2012; Knox, 2015; Pisani, 2005; 
Sweeney & Creaner, 2014), supervisory satisfaction (Hess et al, 2008; Ladany 
et al., 1996; Meydan & Sağkal, 2023), supervisor styles (Ladany et al., 1996; 
Ladany et al., 2013; Li, 2019; Walsh et al., 2003), and counseling self-efficacy 
(Mehr et al., 2015; Hess-Holden, 2019) are among the factors affecting the 
supervisee disclosure.

According to studies (e.g. Ladany et al., 1996; Ladany et al., 2013; Mehr et 
al., 2015; Spence et al., 2014; Yourman, 2003; Walsh et al., 2003), supervisory 
working alliance is the most important factor that directly affects the level of the 
supervisee disclosure. Supervisory working alliance is the most fundamental 
element that ensures the establishment and development of the relationship 
between the supervisor and the supervisee and the continuity of the supervision 
relationship (Bordin, 1983). According to Bordin (1983), supervisory working 
alliance is a collaborative relationship between the supervisor and the supervisee 
in the supervision process in which there is mutual understanding, common tasks, 
and a strong bond that includes feelings of trust and caring. Accordingly, when 
a working environment is developed in which mutual goals and responsibilities 
are determined, a strong bond is established, supervisees tend to open themselves 
more because they feel themselves in a safer supervision environment (Ladany 
et al., 1996). Studies on supervisory working alliance and the supervisee 
disclosure also reveal that a strong working alliance helps the supervisee to 
share more in supervision (e.g. Gun & Pistole, 2012; Li et al., 2020; Mehr et 
al., 2015; Walsh et al., 2003). For example, Gunn and Pistole (2012) found 
that the supervision process in which secure attachment is formed with strong 
working alliance between the supervisee and his/her supervisor increases the 
self-disclosure tendencies of the supervisees. Similarly, in another study (Walsh 
et al., 2003), it was concluded that the strong working alliance developed in the 
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supervision process contributed to the counseling and supervision experiences 
of the supervisees and their disclosure about the mistakes made in the counseling 
process. According to these findings, it is possible to say that the supervisory 
working alliance developed with a strong bond and sense of trust between the 
supervisee and the supervisor in the supervision process helps the supervisees to 
express themselves more comfortably.

Another important factor affecting the supervisee disclosure is the 
supervision relationship (Gunn & Pistole, 2012; Knox, 2015; Pisani, 2005; 
Sweeney & Creaner, 2014). The supervision relationship starts from the first 
contact/meeting between the supervisee and the supervisor, and the quality of 
the relationship is of great importance for meeting supervision needs (Grant, 
1999). At this point, the quality of the supervision relationship can facilitate 
or hinder the willingness of the supervisees to open themselves (Sweeney & 
Creaner, 2014). For example, according to the study by Gray, Ladany, Walker, 
and Ancis (2001), supervisees tend to disclose less when they think that there 
is a weak relationship between them and their supervisor in supervision. 
Therefore, a strong supervision relationship also helps the supervisee to open 
more comfortably in supervision (Gunn & Pistole, 2012). In another study 
(Sweeney & Creaner, 2014), it was concluded that the quality of the supervision 
relationship strongly influenced self-disclosure. According to this study, 
supervisees who experienced a positive supervision relationship stated that they 
felt freer while sharing, while those who had a negative supervision relationship 
reported that the negative supervision relationship prevented them from sharing 
enough about themselves.

Furthermore, supervisor styles are another important factor affecting the 
supervisee disclosure (Ladany et al., 1996; Ladany et al., 2013; Li, 2019). In 
a study (Walsh et al., 2003), 87% of the supervisees reported that supervisor 
styles were effective in sharing the mistakes made during the counseling process 
with their supervisors. According to this statement, supervision styles and 
supervisees’ disclosure are very important factors. According to Friendlander 
and Ward (1984), supervisor style is the unique characteristics of the supervisor 
in approaching the supervisee, giving feedback, and managing the supervision 
process. According to this definition, supervisor styles are classified into 
three types: attractive (e.g. open, flexible, warm, supportive), interpersonally 
sensitive (e.g. intuitive, relationship-oriented) and task-oriented (e.g. concrete, 
prescriptive, comprehensive) (Friendlander & Ward, 1984). According to various 
studies examining the effect of supervisor styles on the supervisee disclosure, 
all three supervisor styles are very important for disclosure (e.g. Ladany et 
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al., 1996; Ladany et al., 2013; Li, 2019). According to Ladany et al. (1996), 
if the supervisor is not affirming and supportive, insensitive, and unresponsive 
to interpersonal relationships, and does not structure the supervision process 
comprehensively, supervisees tend to be reluctant to share in supervision. In 
a similar study, Ladany and colleagues (2013) stated that a supervisor who 
balances attractive, interpersonally sensitive, and task-oriented supervisor styles 
may be more effective for the supervisee disclosure. For example, Li (2019) 
examined the effects of supervisor style and working alliance on the supervisee 
disclosure and found that all supervisor styles (attractive, interpersonally 
sensitive, and task-oriented) contributed to a strong working alliance and thus 
helped the supervisee to disclose. 

Supervision satisfaction is another very important factor in the supervisee 
disclosure (Hess et al., 2008; Ladany et al., 1996; Meydan & Sağkal, 2023). 
Supervision satisfaction refers to the supervisee’s reaction to the personal 
characteristics and performance perceived by their supervisors, their judgment 
of their own behavior in supervision, and their comfort level in expressing their 
own ideas in supervision (Ladany, 1992).  According to Ladany and colleagues 
(1996), supervisees tend to disclose themselves less when they have a low level 
of satisfaction with the supervision process. At this point, supervisees whose 
supervision needs are not met and who are not satisfied with the process have 
more difficulties in dealing with difficult client problems (Ladany et al., 1996). 
According to another statement, when the supervisee is highly satisfied with the 
supervision process, he/she tends to open himself/herself more. For example, 
Meydan and Sağkal (2023) found that supervisee self-disclosure has a mediating 
role between supervisory working alliance and supervision satisfaction. 
According to this statement, the supervisee’s sharing in the supervision process 
helps to have a strong supervisory working alliance and increase satisfaction 
with supervision.

Finally, according to some studies (e.g. Mehr et al., 2015; Hess-Holden, 
2019), counseling self-efficacy is also considered as an important factor 
affecting the supervisee disclosure in supervision. According to Bandura 
(1978), self-efficacy is feeling confident and competent about one’s behaviors 
towards a goal. Counseling self-efficacy is defined as the ability of counselor 
trainees to conduct counseling sessions effectively with their clients, to use 
counseling skills, to cope with challenging client skills, to be aware of their own 
values and prejudices, to improve themselves in professional matters and to be 
confident (Larson et al., 1992). Mehr et al. (2015) found that counseling self-
efficacy indirectly helps the supervisee to alleviate the anxiety of the supervisee 
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regarding the process and helps the supervisee to open herself/himself. At the 
same time, in another study (Hess-Holden, 2019) examining the extent to which 
supervisory working alliance, supervisor style and supervisee’s self-efficacy 
level predict the supervisee disclosure, it was concluded that supervisee self-
efficacy significantly predicted supervisee disclosure to their supervisors.

In conclusion, according to the studies, supervisory working alliance, 
supervision relationship, supervision satisfaction, supervisor styles and self-
efficacy are the most important factors affecting the supervisee disclosure in 
supervision. Supervisory working alliance is the most influential factor in the 
supervisee disclosure in supervision. According to this statement, the strong 
supervisory working alliance helps the supervisee to share in supervision. 
At the same time, the qualified supervision relationship and the supervisee’s 
satisfaction with the supervision positively affect the supervisee’s sharing in 
supervision. The balance among attractive, interpersonally sensitive, and task-
oriented supervisor styles is also a factor that facilitates the supervisee disclosure 
in supervision. In addition to this, the self-efficacy of the supervisee is another 
important factor that helps the supervisee to feel less anxiety about supervision 
and to feel more helpful in supervision.

4. Effects of the Supervisee Disclosure in Supervision

The supervisee disclosure in supervision has some important consequences. 
According to the studies, the supervisee disclosure has some consequences on 
the supervision process (Ladany et al., 1996; Ladany et al., 1997; Spence et 
al., 2014; Sweeney & Creaner, 2014) and the supervisee (Hess et al., 2008; 
Hess-Holden, 2019; Ladany et al., 1996; Sweeney & Creaner, 2014) and the 
counseling process (Hess et al., 2008; Knox, 2015; Yourman & Farber, 1996).

First, the supervisee disclosure has important effects on the supervision 
relationship. Some studies (e.g. Ladany et al., 1997; Spence et al., 2014) indicated 
that the supervisee disclosure during the supervision process strengthens the 
supervision relationship. For example, in the study, Ladany et al. (1997) found 
that self-disclosure strengthened the supervision relationship positively because 
some supervisees felt understood and supported because of the reactions of their 
supervisors when they shared the sexual attraction they felt to their clients in 
supervision. In another study, Spence et al. (2014) stated that because of the self-
disclosure of the supervisees during the supervision process, they developed a 
positive supervision relationship with their supervisors by developing a sense 
of trust and that this positive relationship helped to deepen the sharing of self-
disclosures in supervision. At the same time, Meydan (2020) found that first 
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time supervisees were satisfied with the supervision process when they shared in 
supervision. Accordingly, because of the supervisee disclosure, the relationship 
with the supervisor is strengthened and the satisfaction with the supervision 
increases.

At the same time, the supervisee disclosure in supervision has some 
effects on the supervisee (Hess et al., 2008; Ladany et al., 1996; Sweeney & 
Creaner, 2014; Yourman & Farber, 1996). According to Sweeney and Creaner 
(2014), when supervisees open themselves sufficiently during the supervision 
process, they develop themselves better professionally. In other words, 
according to Ladany et al. (1996), when the supervisee does not open himself/
herself sufficiently in the supervision, it becomes difficult for the supervisor to 
predict which subjects the supervisee needs to improve and learn. Therefore, 
when supervisees do not share enough in supervision, they are exposed to less 
of the learning processes required for professional development (Yourman & 
Farber, 1996). At this point, it is possible to say that the supervisee disclosure in 
supervision contributes positively to their professional development and learning 
processes of intervention techniques and skills used in the counseling process. 
On the other hand, a limited number of studies (e.g. Hess et al., 2008) revealed 
that supervisees feel some negative feelings because of sharing in supervision. 
For example, Hess et al. (2008) found that supervisees felt loss of trust, shame, 
and guilt after they opened themselves to their supervisors. At the same time, 
supervisees reported that they felt more anxious during the counseling process. 
As a result, while sharing in supervision has some positive consequences on the 
supervisee, it may also have some negative consequences on the supervisee.

Finally, the supervisee disclosure in supervision has some effects on the 
counseling process (Hess et al., 2008; Knox, 2015; Yourman & Farber, 1996). 
An effective counseling process can be realized to the extent that the supervisee 
shares a critical event experienced in the counseling process or the interventions 
and techniques he/she applies with his/her supervisor (Hess et al., 2008; Knox, 
2015; Yourman & Farber, 1996). In other words, Knox (2015) stated that when 
the supervisee does not share with the supervisor an intervention that may 
jeopardize the supervisee’s relationship with the client, it becomes difficult for 
the supervisee to have information about how to proceed and thus the counseling 
process and the client’s well-being will be jeopardized. At this point, the more 
the supervisee opens himself/herself to his/her supervisor about the counseling 
process in supervision, the more he/she can learn about an effective counseling 
process and the more he/she can help increase the client’s well-being in the 
counseling process (Hess et al., 2008; Knox, 2015; Yourman & Farber, 1996).
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5. Supervisor Interventions to Facilitate Supervisee Disclosure in 
Supervision

It is largely the responsibility of the supervisor to create a supervision 
environment that will help the supervisee disclosure. For this reason, supervisors 
need to use some interventions and strategies to facilitate the supervisee disclosure 
(Hess-Holen, 2019; Knox, 2015; Sweeney & Creaner, 2014). First, supervisors 
should pay attention to whether the supervisees are open about the feelings, 
thoughts, and behaviors they share in supervision (Yourman, 2003). Thus, 
supervisors should develop a supervision environment in which supervision 
expectations are discussed, a safe and collaborative supervision relationship 
and high supervisory working alliance (Knox, 2015; Mehr et al., 2015) for 
supervisees disclosure about the necessary information about themselves. 

At the same time, supervisors need to create a discussion environment 
where anxieties and fears about being evaluated in supervision can be discussed 
(Yourman & Farber, 1996). This is because supervision is an evaluative process 
that takes place in a certain period and includes several supervisor interventions 
aiming to improve the professional competencies of the supervisee (Bernard & 
Goodyear, 2019). The evaluative feature of supervision prevents supervisees 
from having intense feelings of anxiety and worry and from opening themselves 
(Mehr et al., 2010; Sweeney, Creaner, 2014). For this reason, supervisors’ 
emphasizing that the mistakes made during the supervision process are a natural 
outcome of the learning process alleviates the anxiety of the supervisees and 
facilitates their self-disclosure (Sweeney & Creaner, 2014). Similarly, Yourman 
and Farber (1996) state that when the supervisee reports a mistake made by 
the supervisor in the counseling process, the supervisor clearly emphasizes that 
the mistake made is an expected, useful, and instructive element in the training 
process without minimizing the mistake too much, which positively affects the 
supervisee disclosure in supervision. In addition, the fact that the supervisor is in 
the position of evaluating the supervisee in the supervision relationship causes 
a power difference in the relationship. Since the supervisee has less power 
than the supervisor, he/she is reluctant to open himself/herself. For this reason, 
supervisors should provide an environment where they can openly discuss the 
power differential during the supervision process and encourage supervisees 
to discover and develop their strengths. Furthermore, the supervisor should 
emphasize the supervisee’s strengths to strengthen the supervisee’s sense of 
self-efficacy and help the supervisee discover the areas in which he/she is good 
at counseling. Thus, it should be emphasized that the supervision process is a 
suitable environment for discussing all kinds of personal issues that may affect 
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the supervision process, the relationship, the supervisory working alliance, and 
the counseling process (Mehr et al., 2010).

One of the supervisor interventions that facilitate the supervisee disclosure 
is the effective structuring of the supervision process by the supervisor (Mehr et 
al., 2010). It is very important for supervisors to present the evaluation criteria 
for the supervision process to the supervisees in a clear framework (Ladany 
et al., 1996). For example, according to Bernard and Goodyear (2019), before 
the supervision process begins, an informed consent form in which the main 
purpose of the supervision is to contribute to the professional development of 
the supervisee and the information that the personal information shared will 
be kept confidential clearly helps the supervisee to open. The fact that the 
supervisor clearly informs the supervisee about the criteria according to which 
he/she will evaluate the supervisee at the beginning of the process and discusses 
the evaluation criteria by including the supervisees in the process helps the 
supervisee to reduce the existing concerns about supervision and to open 
himself/herself better (Ladany et al., 1996; Mehr et al., 2010). In addition to this, 
Ladany et al. (1996) emphasize that in supervision, supervisors should teach 
the supervisees how much they should open up and which topics are important 
for the supervision process. Thus, when the supervisees have the necessary 
information about how much they should open themselves, they tend to open 
themselves more.

Another important intervention that helps the supervisees to open 
themselves is for the supervisors to show the supervisees that they are open and 
willing to talk about the issues related to the supervision process to help explain 
the negative experiences in the supervision process (Mehr et al., 2010; Meydan, 
2020; Yourman, 2003). Emphasizing that they are open to feedback and change 
in the process will help the supervisees to open themselves more easily (Mehr 
et al., 2010). They should be supported to express their ideas, criticisms, and 
suggestions about the supervision process (Yourman, 2003). The supervisor 
should allow the supervisees to think from different perspectives and support 
the sharing of these differences in the supervision environment. He/she should 
emphasize that discussing and talking about the differences in the thoughts of 
the supervisees in a comfortable way contributes positively to the supervision 
process. Similarly, Meydan (2020) stated that the facilitative attitude of the 
supervisor towards receiving feedback from the supervisee is a critical step that 
initiates the supervisees to open themselves.

Finally, according to the studies (e.g. Farber, 2006; Hess et al., 2008; Ladany 
& Walker, 2003; Ladany et al., 2013; Sweeney & Creaner, 2014), one of the most 
important supervisor interventions that facilitates the supervisee disclosure is the 
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supervisor disclosure. The supervisor serves as a role model for the supervisee 
as both a trainer and an experienced member of the profession (Meydan, 
2020). For this reason, the supervisor who uses the self-disclosure strategy in 
the supervision process also helps the supervisee to learn how to effectively 
disclose himself/herself (Farber, 2006; Knox, 2015). According to Ladany and 
Walker (2003), supervisor disclosure under five sub-headings: personal issues, 
counseling experiences, professional experiences, interventions of the supervisee 
towards the client, and supervision experiences. The supervisor disclosure helps 
the supervisee to normalize the difficulties and negative emotions experienced 
by the supervisee, to create realistic expectations about the supervision process, 
to learn how to cope with challenging events in the counseling process, and thus 
facilitates the supervisee disclosure (Farber, 2006; Hess et al., 2008; Ladany & 
Lehrman-Waterman, 1999; Sweeney & Craner, 2014). For example, according to 
Ladany and Walker (2003), supervisor disclosure is directly related to supervisory 
working alliance, supervision process and supervisee disclosure, and supervisor 
disclosure facilitates supervisee disclosure. According to another study (Knox, 
Edwards, Hess, & Hill, 2011), because of the supervisor disclosure, supervisees’ 
anxiety decreased, they experienced a strong supervision relationship, and they 
shared much more information about themselves in supervision. In a similar 
study, Clevinger et al. (2019) found that the supervisor disclosure facilitated 
the supervisee disclosure and at the same time contributed to the professional 
development of the supervisee and contributed to a problem experienced in the 
counseling process in a healthy way.

As a result, the supervisor should first create a clear, open, safe, and 
accepting supervision environment where expectations about supervision and 
concerns about evaluation can be easily expressed. In addition, structuring the 
supervision with an informed consent form that presents the criteria according to 
which the supervisee will be evaluated, what the supervisor’s expectations are, 
and the general framework of the supervision process is an effective intervention 
method that helps the supervisees to reduce their concerns about the process. 
At the same time, the fact that the supervisor is a role model for the supervisee 
by opening himself/herself in supervision is the most important supervisor 
intervention that facilitates the supervisee disclosure.

6. Conclusion

In this study, it was aimed to explain in depth the issues that the supervisee 
discloses and does not disclose herself/himself in supervision, the factors affecting 
the supervisee disclosure, the effects of the supervisee disclosure in supervision, 
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and the supervisor interventions that facilitated the supervisee disclosure. In line 
with this purpose, the following are suggested to the supervisors:

a) Supervisees tend to open more about their counseling experiences. 
In addition, they generally do not share their supervision experiences, their 
feelings and thoughts towards their supervisor and clients, mistakes made in the 
counseling process and their personal problems during the supervision process. 
At this point, first, supervisors need to have awareness and detailed information 
about the topics in which the supervisees open themselves and do not open 
themselves (Knox, 2015; Ladany et al., 1996; Mehr et al., 2010; Pisani, 2005; 
Yourman & Farber, 1996). 

b) Since supervisees are reluctant to share their positive or negative feelings 
about the supervision process and their supervisors, the supervisor should create 
a discussion environment in which the supervisee respects and understands 
the supervisee’s sharing and clearly express his/her willingness to listen to the 
supervisee’s sharing (Knox, 2015; Mehr et al., 2015; Sweeney & Creaner, 2014; 
Yourman & Farber, 1996). 

c) To reduce the feelings of anxiety and uncertainty experienced by 
supervisees due to the evaluative nature of the supervision process, it is 
recommended that supervisors structure supervision by clearly presenting their 
expectations and evaluation criteria in the process (Bernard & Goodyear, 2019; 
Ladany et al., 1996; Mehr et al., 2010).

d) The most important factors on the supervisee disclosure are the 
supervisory working alliance and the supervision relationship. It is very 
important for supervisors to make various interventions to strengthen the 
working alliance. Therefore, it is recommended that the supervisor should use 
the self-disclosure intervention especially related to counseling experiences to 
strengthen the supervisory working alliance (Farber, 2006; Hess et al., 2008; 
Ladany & Walker, 2003; Ladany et al., 2013; Sweeney & Creaner, 2014).

e) The supervisee disclosure has various consequences on the supervision 
relationship, the supervisee’s professional development and counseling 
processes. Supervisors should be more sensitive to the possible consequences 
of self-disclosure, especially since the supervisee disclosure is directly related 
to learning processes and an effective counseling process that helps the client’s 
well-being (Hess et al., 2008; Hess-Holden, 2019; Ladany et al., 1996; Ladany 
et al., 1997; Spence et al., 2014; Sweeney & Creaner, 2014).

f) Finally, since there is a limited number of studies on the supervisee 
disclosure in supervision in Turkey, it is recommended that more qualitative/
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quantitative studies should be conducted on the supervisee disclosure (Meydan, 
2020; Meydan & Sağkal, 2023). 
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1. Introduction

Early childhood is the period when the foundations are laid within the scope 
of developmental areas and many skill areas begin to be acquired. It is an 
important period with future-oriented reflections for the individual. It is a 

critical period in which individuals’ basic personality traits, values and behaviors 
are shaped. Preschool period is the In line with scientific developments, the 
early childhood context is constantly changing and becoming more complex. 
The preschool period stands as a magical time in a child’s life, marked by rapid 
growth, exploration, and development across various domains. From cognitive 
and language skills to social and emotional awareness, these formative years 
lay the groundwork for a child’s future success and well-being. Preschoolers 
are like sponges, eagerly absorbing new experiences, knowledge, and skills as 
they navigate the world around them. It is during this period that caregivers 
and educators play a crucial role in nurturing and supporting children’s holistic 
development, fostering a love for learning, and providing a safe and stimulating 
environment for exploration and discovery. In this context, understanding the 
unique characteristics and needs of preschoolers is essential for promoting their 
optimal growth and development across all domains as it is called as the magic 
years of the children in respect of developmental domains such as cognitive, 
socio-emotional, physical, language,and moral (Kabadayı, 2005; Kabadayı, 
2007; Kabadayı, 2009;  Kabadayı, 2014; Kabadayı, 2017; Kabadayı & Doğan 
Kirişçigil, 2021). In this process, according to Fasoli et al. (2007), roles and 
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problems are changing and expanding. It is not always possible to solve the 
problems encountered in the old ways. This change requires people to acquire 
new and advanced leadership skills that will facilitate and support them to face 
and cope with change rather than simply reacting to it.

Although leadership skills are often associated with adulthood, early 
childhood is an important and critical period in which basic leadership 
skills are developed and shaped in children. Leadership skills in early 
childhood emerge as a result of children’s social, emotional and cognitive 
development. In this period, children begin to acquire basic leadership skills 
such as effective communication, cooperation, empathy, problem solving 
and decision making. At the same time, values such as self-confidence, self-
control, respect for others and taking responsibility, which are considered 
to be leadership traits, begin to take shape during this period. Research on 
leadership development has focused almost exclusively on adult leadership 
and there is a lack of literature on child leadership and how child leaders 
should be raised. Due to the importance of the topic, parents, teachers and 
environmental factors are of great importance to support leadership skills 
in early childhood. Parents can provide various opportunities to instill self-
confidence in children, support them in responsibility and self-control, 
and encourage the development of emotional intelligence. Educational 
institutions through educators are the first formal organization where children 
gain leadership experiences. All actors and the environment are involved in 
testing children’s leadership skills.

From past to present, scientists have defined and explained leadership in 
various ways, tried to reveal the qualities of leaders by conducting scientific 
studies on the subject and tried to make suggestions for the development of 
leadership in individuals. In addition, in these studies, it has been discussed 
whether leadership is an innate or an acquired skill, and leadership characteristics 
have been revealed by determining criteria related to leadership. Den Hartog & 
Koopamn (2001) in various studies, scientists have attributed different meanings 
to the concept of leadership. These differences can be listed as personality traits, 
cognitive and/or emotional characteristics, adaptation to teamwork, etc.  These 
differences are also descriptive or normative.

In daily life, we encounter many situations related to child leadership. For 
example, in learning groups, under certain conditions, children may emerge as 
group leaders, and in sports groups, some children may emerge as team leaders. 
Again, in play groups, some children emerge as leaders who direct the games. 
Leadership has been one of the most popular topics in group research. The 
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effect of leadership on group success (Chemers et all. 2000; Yamaguchi, 2001), 
leadership and group cohesion (Yamaguchi, 2001) are some of the studies on 
leadership.

Leadership has been defined in various meanings, such as the basic 
component of social interaction (Trawick-Smith, 1988); social influence, in which 
one successfully obtains the help and support of others to achieve a common 
goal (Murphy & Johnson, 2011); a collection of traits attributed to a leader that 
successfully influences people (Türetgen et all. 2004); directing two or more 
people through power and influence (Çelik, 2000); and the ability to influence 
others and move them to action for specific purposes (Şişman, 2011). Leadership 
is often regarded as a complex, multi-component developed skill rather than a 
fixed personality trait. Within this definition, leadership is considered a dynamic 
process that can be developed through appropriate methods and interventions 
(Sisk, 1993). Leadership is an important quality of the child and this quality 
is sociability, the ability to communicate well with other children and to be 
confident in a team. Children with leadership skills are self-motivated children, 
able to attract other children with their ideas and thoughts (Abdigapbarova et all. 
2016). Leadership is the process of an individual influencing and directing the 
activities of others to achieve individual or group goals under certain conditions 
(Koçel, 2010).

Leadership is a multidimensional social concept that encompasses all areas 
of life and all individuals. In developed countries, it is known that leadership 
skills are taught to children starting from preschool education through various 
practices in school and community life (Maxcy, 1981). Leadership potential can 
be identified at an early age (Bean, 2010). Child leaders contribute to group 
work, provide task-oriented feedback to participants, efficiently maintain task 
demands from the group, and help their younger or less talented peers (Wilcox, 
2003). Leadership is a trait that should be encouraged and children should be 
raised as leaders. Leadership education in early childhood helps to form and 
shape children’s basic attitudes and beliefs, and this education has a lifelong 
impact (Vendetti, 2010).

Waiting until adulthood for leadership development is too late. Although 
adults are capable of change and development, children have a higher level of 
flexibility and openness to learning than adults. Supporting leadership in early 
childhood is a critical foundation for leadership performance and development in 
adulthood. By providing children with a supportive environment for leadership 
practices, the foundation for adult leadership development and experiences is 
laid (Reichard & Pack, 2011). 
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2. Development of Leadership Skills in Children

Various views have been put forward on whether leadership is innate or 
acquired. Cherry (2022) states that an individual is not born a leader, but can 
learn to be a leader; Johnson and Johnson (1982) state that leadership is not an 
innate trait, but a learned skill; Parker and Begnaud (2004) state that leadership 
is not an innate trait and that there is no evidence to support this. Arvey et all. 
(2006); Ilies et all. (2004) in various studies, it was determined that genetic 
factors have an effect of 30% and environmental factors have an effect of 70% 
in the emergence of leadership skills and leadership style. Covey (2004) stated 
that leaders are not born leaders, they are only trained or educated. All people 
have leadership potential (Ricketts & Rudd, 2002), and leadership can be 
learned (Vendetti, 2010). According to Gardner (1990), many skills that enable 
people to be effective leaders are learned. Komives et al. (1998) leadership, 
like other skills, must be learned and practiced. Wren & Arthur (1995) stated 
that leadership should be understood and practiced by everyone. Leadership is a 
skill that can be strengthened and learned through practice (Karnes & Chauvin, 
1985). Vendetti (2010) stated that leadership can be learned by each of us at any 
stage of our lives. Research has shown that leadership skills and concepts can be 
learned. When families, those who care for children, and educators observe the 
early signs of leadership potential, they can also observe that children can learn 
leadership skills and concepts (Clapp, 2011). It is a known fact that individuals 
are not born with leadership qualities, but they are born with the capacity and 
competence to learn different leadership skills (Rodd, 2013). Leadership skills 
can be developed with necessary work. For these studies, educational activities 
can be used in every period of life. The most important years of life for acquiring 
and maximizing leadership skills are early childhood.

In early childhood, children begin to acquire leadership skills from an 
early age with their participation in educational environments, their upbringing 
in accordance with the content of educational programs, their social interactions 
with their peers, and especially with the support of parents. Education and 
environmental factors are of great importance to support children’s leadership 
skills during this period. Educators can teach children leadership values and 
behaviors by modeling them. At the same time, organizing interactive games 
and activities where children participate in different experiences and assume 
various roles can contribute positively to the development of leadership skills. In 
addition, providing leadership opportunities to their children can increase their 
self-confidence and support their leadership potential. According to Ahnert et 
al. (2013), once children start school, the learning environment and the teacher 
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are the most important guides in children’s lives outside the family. Therefore, 
teachers can play a vital role in developing leadership skills in children along 
with different skills. According to Sergiovanni (2000), schools are places that 
prepare children for life in leadership and learning, providing them with the 
developmental growth, intellectual knowledge, practical skills, exercises of the 
mind, and character traits they need. Kousez & Poster (2006) school is a great 
incubator for learning to be a leader.

Murphy (2012) notes that children of all ages can assume leadership 
roles. Research on leadership development has focused almost exclusively on 
adult leadership and there is a gap in the literature on how we should develop 
young leaders. School is the first formal organization where children gain 
experience.  Children spend the most formative years of their lives in school 
as an organization. According to Abdigapbarova et all. (2016) the main task of 
the parent and teacher should be to develop the child’s sense of self-efficacy: “I 
want to!”, “I can!”, “I will!”, “I can!” In order to achieve this, the child should 
be provided with skills that develop agility, precision, speed, accuracy and speed 
of reproducing information. In contrast, in their study (Hailey & Fazio-Brunson 
(2020)), parents reported that they consciously tried to develop their children’s 
traits and dispositions to help them become good citizens, but they did not do 
so to develop their children’s leadership skills. Leithwood (2005) found that 
the contributions of teachers and school administrators to children’s leadership 
skills have a noticeably greater impact than contributions from other sources.

Shin et all. (2004) found that early social relationships of children aged 
five years and younger, especially their relationships with peers, contribute 
significantly to their social, emotional and cognitive development and 
leadership skills. Fu (1979) argues that in early childhood, children influence 
their peers through social interaction and are themselves influenced by them. In 
environments where children are usually guided by others, a few leader children 
may emerge who give orders to these children and guide them. In studies on 
leadership, it is thought that most of the leadership traits are acquired early in 
life (Sorcher & Brant, 2002). In the literature, some researchers have stated that 
leadership skills are observed at the age of 4 (Adcock & Segal, 1983; Lee et all. 
2005), some at the age of 5 (Maxcy, 1991; Perez et all. 1982), and some at the 
age of 6 (Fukada et all. 1997; Maxcy, 1991). Çağdaş and Seçer (2002) stated that 
leadership is a skill that emerges between the ages of 3-6. The leader initiates 
the action in games or other activities and the other children follow his/her lead.

Children can learn and develop leadership skills through their experiences, 
just as they learn other skills appropriate to their level. Most developmental 
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psychologists support the developmental importance of experiential learning 
(Popper & Mayseless, 2003). Through interactional activities in schools, 
children learn to regulate their interpersonal relationships and cooperate with 
each other, while at the same time demonstrating a sense of personal courtesy 
and responsibility. These activities reveal and support the role of social factors 
in child leadership behavior (Shahidi, 2015). 

Children have more ability for development in early childhood. Since 
personality and skills are more flexible at a young age than in adulthood, it is 
possible for development to take place more easily in childhood and adolescence 
than in adulthood (Avolio & Vogelgesang, 2011; Gardner, 2011). Likewise, 
leadership development is self-reinforcing. For example, the more a child 
engages in leadership activities or demonstrates the ability to lead a group, the 
more likely that child is to participate in leadership experiences, leading to an 
increase in the child’s leadership skills (Hannah et all., 2008).

In the literature, early childhood leadership has been discussed within two 
perspectives: social dominance and prosocial and diplomatic leadership. Social 
dominance leadership explains the coercive dimension of peer influence, that 
is, the establishment of leadership through verbal and physical pressure within 
the group by using aggression, bullying and force. In this dimension, negative 
behaviors are observed and it is based on the forced submission of peers (Strayer 
& Trudel, 1984; Trawick-Smith, 1988; Williams & Schaller, 1993). Prosocial 
leadership, on the other hand, explains the positive leadership behaviors of early 
childhood children, which can be explained as helping another individual or a 
group without expecting any reward, or directing, ordering, demanding, and 
persuading in actions that will benefit them in any way (Recchia, 2011; Nelson 
et all., 2005).

Covey (2013) suggests that the Real Kids Alberta Student Scale (2012) can 
provide a framework for leadership skills in children. This scale was developed 
based on the seven habits of the ‘I am a leader’ process and can encourage and 
measure the development of personal leadership and responsibility in children. 
Yankah & Aggleton (2008) suggest that these skills, known as the seven habits 
of a leader, are highly aligned with life skills, including social and emotional 
learning. Ferland et al. (2015) describe the seven leadership skills in children 
as follows: 1. Ability to take initiative, make good choices without being asked 
and take responsibility for the results, 2. Ability to set goals and plan for the 
future, 3. Ability to prioritize tasks according to importance, 4. Ability to make 
mutually beneficial decisions and resolve conflicts by seeking alternative 
solutions, 5. Ability to listen to other perspectives and empathize with others, 
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6. Ability to work well as a team using everyone’s strengths, 7. Ability to make 
healthy lifestyle choices by eating right, exercising and getting enough sleep.

3. Characteristics of Leader Children

Studies on children leaders have focused more on the individual 
characteristics of children. The characteristics of children who are leaders have 
been identified as advanced social and cognitive developmental characteristics 
such as high level verbal skills, drama skills, creativity, imagination and 
independence. In this context, it was also stated that leader children exhibit 
behaviors such as play-making, presenting new and interesting ideas, and being 
sensitive to the feelings of others (Lee et all., 2005). Leader children have 
organizational skills and can easily play their role in any play situation and 
make the right decision quickly (Abdigapbarova et all., 2016). Children who are 
sought after by others, communicate easily, have high self-confidence, are able 
to work in teams, direct others and are sensitive to others’ feelings, generate new 
and different ideas, and offer solutions to problems have leadership potential 
(Karnes & Strong, 1978). Some studies have examined issues such as peer 
acceptance, popularity, aggression, social competence and social adjustment in 
children and linked them to leadership traits (Fukada et all., 1997; McClellan & 
Katz, 2001). Perez et al. (1982) found that preschool children with leadership 
skills have good verbal skills, easily share their thoughts and feelings, guide 
other children, and are sensitive to other children’s needs and concerns.

Kitano (1983) emphasized that children who are leaders in the preschool 
period are often sought by their peers for friendship, ideas and decisions, can 
easily interact with peers and adults, and can easily adapt to new situations. 
Özel (2013) emphasized that language, which has an important place in every 
aspect of an individual’s life, is an important feature that leaders should possess. 
Language mediates all the relations he/she will realize with his/her environment. 
Thus, it gives him/her superiority by providing social relations and interaction 
with those around him/her. According to Berkelaar et al. (2009), good verbal 
language skills are an important characteristic and criterion for a leader. Bolden 
et al. (2003) argue that leaders can influence others with their verbal language 
skills more than anything else.

Sisk & Rosselli (1996) reported the characteristics of leader children 
as independent, responsible and self-confident. Abdigapbarova et al. (2016) 
found that preschool children’s leadership skills include honesty, fairness and 
consistency, ability to attract others’ attention and generate new solutions in play 
activity, self-confidence, courage and determination, ability to communicate 
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quickly with other children, effectiveness, sociability, etc. Trawick-Smith 
(1988) suggests that children who are leaders use more friendly, soft and flexible 
diplomatic tactics to get their ideas accepted, rather than forcefully asking for 
change. Cohen et al. (2011) stated that the roots of leadership characteristics 
originate from the personalities of the leaders, leadership; They stated that it 
includes personal characteristics such as self-awareness, developing confidence 
when collaborating with others, being able to effectively communicate one’s 
vision to others, and being aware of one’s leadership strengths.

Some examples of studies that emphasize the importance of children’s 
individual characteristics related to leadership and obtain similar results are 
social and cognitive skills (Bisland, 2004), verbal language skills (Hensel, 1991; 
Kemple, 1991; Perez et all., 1982), dramatic skills (Bisland, 2004), imagination 
(Hensel, 1991), independence (Perez et all., 1982), sensitivity to others’ feelings 
and needs (Hensel, 1991; Kemple, 1991), emotional structure (Perez et all., 
1982). Sisk & Roselli (1996); Karnes & Bean (1996) stated that leader children 
are sensitive to the feelings of others, have high empathy, strong verbal skills 
and flexible problem solving skills. 

Shin et al. (2004) categorized the characteristics of child leaders into two 
categories. The first one is dynamic and strong personality and the second one 
is high awareness. They stated that leader children in the dynamic and strong 
personality category are generally creative, playful, humorous, energetic 
children; they have developed communication skills and strong cognitive 
and social skills. In the high awareness category, they emphasized that leader 
children can show a high awareness of others in order to feel what is happening 
around them and at the same time, they can freely use all the physical space in 
their environment without restriction. Pigors (1933) revealed four characteristics 
of child leaders. The first is strong self-control, the second is social awareness, 
the third is rapid comprehension of abstract concepts, and the fourth is their 
success in setting long-term goals instead of immediate goals. Hendricks 
et al. (2020) emphasized six personal characteristics of leadership in their 
leadership program: Integrity, dedication, magnanimity, humility, openness and 
creativity. Accordingly, leadership involves self-awareness and is defined as 
communicating this to others, building trust among others, and taking effective 
action to realize one’s personal leadership potential. McGregor (1970) states that 
among the characteristics that are fundamental to leadership, there are behaviors 
and competencies that can be acquired or significantly changed through training. 
These include planning and taking action, solving problems, being open to 
communication, taking responsibility and gaining the competencies required for 
social relations.
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Children leaders should have the competencies required for leadership, 
such as using interpersonal skills and problem-solving skills to guide and direct 
others towards a goal, joining forces with others to achieve a common goal, being 
honest in the use of influence and power, and displaying ethical behavior (Yalçın, 
2018). Children who are leaders should also have the ability to communicate 
well, have confidence in themselves and others, take responsibility, be prone to 
teamwork, take risks, and be innovative (Kuşçu, 2021). Since it is understood 
that leadership-related behaviors in children emerge in peer interaction and play 
environment between the ages of 3-6, providing leadership education in early 
childhood and starting to gain these skills will ensure both the permanence of 
education and its lifelong sustainability. 

4. Leadership Skills

There are important studies on how leadership skills develop in early 
childhood and how these skills contribute to children’s social, emotional 
and cognitive development. Leadership skills such as cooperation, empathy, 
communication skills, and problem-solving abilities are among the basic 
skills that children acquire during this period. These skills enable children to 
communicate effectively with their friends, resolve conflicts and cooperate in 
groups. Hailey & Fazio-Brunson (2020) suggest that it may be difficult for some 
to think of very young children as leaders, but typical leadership behaviors 
observed in early childhood can be listed as the ability to use language, problem-
solving skills, leadership intelligence, social and emotional skills, and social 
responsibility.

4.1. The ability to use language in leaders: Among leadership skills, the 
ability to use language effectively comes first. This includes comprehension, 
expression, listening and speaking skills. According to Woolfson (2016), 
compared to their peers, young leaders are better at listening and speaking 
skills, maintaining play and interaction, and expressing themselves well; for 
this, they have a rich vocabulary, use it appropriately for the situation and 
target audience, and communicate effectively with peers and adults (Karnes & 
Chauvin, 2000; Kemple et all., 1992; Kitano & Tafoya, 1982; Milligan, 2003; 
Perez et all., 1982; Trawick-Smith, 1988; Wolfle, 1989). Young leaders use 
gestures and facial expressions as part of effective communication (Kemple et 
al., 1992; Trawick-Smith, 1988). They also have the ability to offer alternative 
suggestions and reject them diplomatically (Green et al. 2008; Kemple et al., 
1992; Trawick-Smith, 1988; Williams & Schaller, 1993). Perez et all. (1982) 
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stated that preschool children with high leadership skills have high verbal 
language skills, so they easily communicate their feelings and thoughts and 
guide others.

4.2. Problem Solving Skills in Leaders: Young leaders are known to 
have the ability to make the right decisions by listening to others and using 
the information they receive. They are curious and creative thinkers and are 
willing to take risks (Woolfson, 2016). They are willing to make suggestions 
for problem-solving strategies (Adcock & Segal, 1983; Hatch, 1990; Segal 
et all. 1987) and explore innovative ways to accomplish a task or teamwork 
(Sternberg, 2003; Woolfson, 2016).

4.3. Intelligence in Leaders: It may not be necessary to be gifted to have 
leadership skills, but leaders are often seen to have above-average intelligence 
(Sternberg, 2005). Thus, they demonstrate the ability to quickly analyze a 
situation, anticipate possible outcomes and the consequences of decisions, draw 
a logical conclusion, and organize a plan of action (Karnes & Chauvin, 2000; 
Kitano & Tafoya, 1983; Landau & Milich, 1990; Ramey, 1991; Sternberg, 
2005). The fact that leaders have above average intelligence increases their 
imagination and enables them to be producers of new and innovative ideas 
(Feldhusen & Pleiss, 1994; Kitano & Tafoya, 1983; Sternberg, 2005; Trawick-
Smith, 1988). Karnes & Bean (1995) found that gifted child leaders are able 
to solve problems creatively, have critical thinking skills, establish new 
relationships, have good communication skills, flexibility of thought and 
action, and are able to challenge others.

4.4. Social and Emotional Skills in Leaders: Young leaders have the 
ability to negotiate, persuade, compromise, and consider the needs of the group 
(Sankar-DeLeeuw, 2007; Sternberg, 2005; Trawick-Smith, 1988; Wolfle, 1989). 
They can deal effectively with social and emotional issues. They have high levels 
of social and emotional development: Sharing resources, maintaining personal 
emotional control (Landau & Milich, 1990; Ostrov & Guzzo, 2015), helping 
individuals in a group to organize their social interactions, and enjoying group 
interactions (Mawson, 2011; Scharf & Mayseless, 2009; Willis & Schiller, 2011), 
children leaders who use prosocial behaviors are more likely to get what they 
want (Hawley, 2015), young leaders pay attention to their playmates’ feelings 
and empathize with actions and words (Feldhusen & Pleiss, 1994; Rivizzigno & 
Brendgen, 2014; Trawick-Smith, 1988).
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4.5. Social Responsibility in Leaders: Young leaders tend to think about 
group needs rather than focusing only on their own interests. They are also 
altruistic. They recognize the needs of disadvantaged individuals and groups 
and seek solutions to the problems that cause this misfortune (Karnes & Bean, 
1995; Scharf & Mayseless, 2009). They also create and apply conflict resolution 
strategies without using coercive methods (Mawson, 2011; Sankar-DeLeeuw, 
2007; Trawick-Smith, 1988; Wolfle, 1989).

5. The Effects of Leadership Skills Acquired in Early Childhood on 
Future Life

The early childhood period is considered to be the years in which children 
are shaped in terms of their developmental areas. Providing children with 
stimulating and supportive environments and opportunities in this period has a 
direct positive impact on their developmental areas. Today, as important as it is 
for children to acquire 21st century skills from an early age, it is also important 
for children and parents, as well as for society, to acquire and develop leadership 
skills, one of these skills, from an early age. Because leadership skills are 
important in every field such as education, health, sports, arts, business world 
as well as in daily life, and the acquisition of these skills from early childhood 
directly affects the future of society. It may seem like a dream to think of young 
children as leaders or to give them leadership skills and it may be argued that this 
is not possible. Examining leadership behaviors in early childhood and showing 
how to apply leadership in children of that period will provide an understanding 
of the issue.

Leadership skills are important skills that individuals use effectively in 
social interactions and enable them to accept themselves to their environment. 
Leadership skills are not only specific to adulthood; they also begin to develop 
significantly in early childhood. Therefore, the development of leadership skills 
in early childhood is of great importance in supporting individuals to have strong 
and effective leadership skills in later life.

Since the childhood and adolescence experiences of leaders are directly 
related to their leadership qualities in adulthood, observing children in early 
childhood, measuring their leadership skills, and supporting their development 
can enable them to become more successful leaders in adulthood. Bisland (2004) 
states that making future leaders aware of their leadership potential from an early 
age and providing them with various opportunities is the beginning of developing 
their leadership skills. Black and Hazen (1990) state that leadership potential in 
childhood forms the basis of individual characteristics related to leadership that 
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will emerge in the future, and this makes an important contribution to society. 
Kuhn & Weinberger (2005 ) found that those whose leadership skills were 
observed during childhood are more likely to take up managerial positions in 
adulthood, and leadership skills developed during childhood can have a positive 
impact on an individual’s professional life and income. Krosnick & Alwin (1989 
) suggest that leadership skills acquired during adolescence may have critical 
consequences for later leadership skills. Shin et al. (2004) stated that prosocial 
behaviors in child leaders develop over time, and by establishing strong bonds 
with teachers and peers, these children can develop social awareness that 
will help them exhibit social sharing behaviors as they grow and over time. 
Murphy & Johnson (2011) stated that the leadership process is a process that 
continues throughout life with development and interaction. Antonakis et al. 
(2004); Bass, 1990; Sacks, 2009) when studies on children’s leadership qualities 
are examined; It was emphasized that similar findings emerged between the 
characteristics of child leaders and adult leaders and that they have similar 
leadership characteristics.

Although effective leadership skills and experiences continue to 
develop in individuals throughout life, many basic skills and abilities begin 
to develop at much earlier ages (Murphy and Reichard, 2011). Early life 
experiences play an important role in leadership development. Children; 
Exposing them to experiences that improve self-management, emotional 
control, social skill development, team skills, and classroom observation 
and teacher assistantship can encourage later leadership development 
(Riggio & Mumfors, 2011).

Teaching leadership skills to individuals at older ages is more difficult 
than teaching them to individuals at an early age. Because their basic values, 
beliefs and attitudes have already been formed (Vendetti, 2010). For this reason, 
leadership training, starting from pre-school education, is very important in 
terms of the permanence and lifelong effectiveness of education.

A leader will need to use all the skills he learned in childhood, such 
as influencing others in preschool years, coordinating others with teams 
practiced in primary school, and speaking in front of the public to gain 
support for a cause, in later ages (Barthold, 2014). The leadership skills 
that children acquire in early childhood have positive effects on their later 
leadership development. For example; What children exhibit in early 
childhood; It has been observed that the same leadership characteristics such 
as entrepreneurship, organization and adaptation represent their leadership 
abilities in later years (Chen, 2021).
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6. Conclusion

As a result, leadership skills in early childhood are an important factor that 
shapes the personal and social development of individuals. Leadership skills 
gained during this period can form the basis for leadership skills in later ages. 
Educators, families, and society making efforts to support children’s leadership 
skills at an early age play a critical role in maximizing their future leadership 
potential. In conclusion, the significance of leadership skills in the early 
childhood period cannot be overstated. Through the cultivation of leadership 
qualities such as communication, problem-solving, empathy, and collaboration, 
children develop essential life skills that lay the foundation for their future 
success. The impact of these skills extends beyond individual development, 
influencing peer interactions, classroom dynamics, and overall learning 
environments. As educators and caregivers, fostering a nurturing and supportive 
atmosphere that encourages the growth of leadership skills is paramount. By 
providing opportunities for children to practice leadership in age-appropriate 
ways, we empower them to become confident, capable, and socially adept 
individuals. Ultimately, investing in the development of leadership skills during 
early childhood is not only beneficial for the individual child but also contributes 
to the creation of a more compassionate, resilient, and equitable society.
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1. Introduction

In recent years, the interest of institutions in social responsibility projects and
the demands of stakeholders for such projects have increased. The concept 
of social responsibility is mostly emphasized for commercial institutions and 

takes its place in the literature with the studies carried out in this field. Especially 
in many parts of the world, commercial organizations have realized that, in 
addition to operating within their own bodies, they also leave an impact on their 
environment with the activities they carry out, and that they can achieve success 
if they are perceived as socially responsible by their shareholders. Therefore, 
the concept of social responsibility has begun to be frequently expressed in 
corporate goals and decision-making processes, and efforts to minimize the side 
effects of corporate actions on the environment, employees, business groups, 
suppliers and other members of society have emerged (Idowu, 2008, p. 264).

2. Corporate Social Responsibility (CSR)

The first definitions of the concept of Corporate Social Responsibility
(CSR) date back to the 1950s. Bowen (1953), in his book Social Responsibilities 
of the Businessman, defines this concept as the obligation of entrepreneurs to 
develop strategies in order to make the desired decisions regarding the goals and 
values of the society or to carry out activities in this direction (p.6). The concept 
of corporate social responsibility, which started to attract attention in the field 
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upon Bowen’s emphasis, was soon taken up as a subject of study by many 
researchers. In line with these studies, it has been stated that companies are 
responsible for balancing and improving the environmental and social impacts 
they create, without harming their own economic performance (Chamberlain, 
1973; Friedman, 1970; Holmes, 1976; Walton, 1967). With this approach, the 
traditional view that companies are structures that provide products or services 
to society has shifted towards the view that companies are institutions that 
contribute to the welfare of society. 

CSR, which emerged as a fashionable concept in the 2000s, has been 
accepted and defined by different boards and commissions. For example, 
according to the World Business Council for Sustainable Development 
(WBCSD, 2000), CSR is the ongoing commitment of companies to act ethically 
and contribute to economic development while improving the quality of life of 
their employees and their families, the local community and society at large. 
This concept is defined by the European Commission as companies voluntarily 
incorporating social and environmental issues into their business activities and 
interactions with their stakeholders (European Commission, 2001, p.6). In the 
European Commission strategy document renewed in 2011, it is emphasized 
that in order for companies to fully fulfill their corporate social responsibilities, 
they must include social, environmental, ethical, human rights and consumer 
issues in their commercial activities and basic strategies in cooperation with 
their stakeholders (European Commission, 2011, p. .7). ISO 26000 states that 
CSR should focus mainly on economic, social and environmental issues (ISO, 
2010). As can be seen in these definitions, the following basic features of CSR 
emerge (Jankal & Jankalova, 2017; Vallaeys, 2015):

a) Versatility: CSR is not specific to one type of organization but can also 
occur in the form of other social responsibilities.

b) Volunteering: Managements of organizations should decide to what 
extent the organization will act in a socially responsible manner.

c) Active Participation: Active participation of stakeholders in this process 
forms the basis of CSR.

d) Sustainable Development: It is necessary to focus not only on rapid 
growth but also on sustainable development. 

Considering these features, it can be said that the concept of corporate 
social responsibility consists of a number of subheadings. Carroll and Shabana 
(2010, p. 90) discuss these elements with a pyramid-shaped framework and 
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classify them as economic, legal, ethical and humanitarian responsibilities 
(Figure 1). 

 

  

 
 
 

Humanitarian  
resp. 

  
Ethical Resp. 

Legal Resp. 

Economic Resp. 

Figure 1. Corporate Social Responsibility Pyramid

According to this approach, economic responsibility, which is at the 
base of the pyramid, is the basic function of the institution as perceived by all 
stakeholders in society. Companies provide investment, create employment and 
services. The legal responsibility above this indicates that the institution carries 
out its economic responsibility within the framework of the laws and regulations 
of the state. Ethical responsibility is related to the practices expected from 
the institution by society. Companies voluntarily adopt principles regarding 
management and ethics. Humanitarian responsibility, which is at the top of the 
pyramid, is related to the company’s activities that will meet social expectations 
in order to be a good legal person. Companies allocate funds in order to meet 
society’s expectations (Carroll and Shabana, 2010, p. 90).

In line with the research conducted on the concept of corporate social 
responsibility, theories have emerged to position this issue.

Decision Usefulness Theory: According to this theory, investors think that 
social content information made public by legal entities helps their decision-
making processes (Belkaoui, 1980; Buzby & Falk, 1979).

Stakeholder Theory: According to this theory, for an organization to obtain 
sustainable capital in the long term, there must be good relations between the 
institution and critical stakeholders (Carroll, 1989).

Sustainable Development Theory: This theory argues that the future of the 
human species depends on the ability to build sustainable business enterprises 
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and economic reality that connect industry, society and the environment (Senge 
& Carstedt, 2001).

Social and Political Theory: Social and Political Theory emphasizes that 
society operates under a set of social agreements that exist between its members 
and the society itself (Gray et al., 1996).

Legitimacy Theory: Legitimacy Theory suggests that the activities 
carried out by a legal entity are assumed to be desirable, unique and in 
accordance with some socially constructed norms, values, beliefs and 
definitions (Suchman, 1995).

2.1	Corporate	Social	Responsibility	in	Education

Nowadays, not only commercial organizations but also educational 
institutions attach importance to corporate social responsibility activities 
due to changing population characteristics, pressure from non-governmental 
organizations and the need for broader transparency. From the perspective of 
higher education institutions, social responsibility can be defined as a principle or 
philosophy of social action. Universities follow an ethical approach to improve 
local and global society in order to sustain social, ecological, environmental, 
technical and economic development. This process is possible within the 
framework of interactive dialogues established between society and universities 
through knowledge transfer, research, teaching and scholarships (Chen et al., 
2015, p.165). In this context, educators working in higher education institutions 
are in a privileged position because they have the opportunity and power to 
influence the thoughts, actions and behaviors of future individuals, managers 
and leaders (Idowu, 2008, p.267).

2.2	Corporate	Social	Responsibility	of	Universities

The economic, political and social changes that have emerged in 
recent years have posed new challenges for universities and required them 
to enter into reform processes in order to respond to these changes. Factors 
such as globalization, internationalization, information society, innovation, 
development of information and communication technologies affect the 
mission of universities, their form of organization, and even their methods 
and quality of education (Vasilescu et al., p.4179). Therefore, in order to 
keep up with these rapid changes, universities have to provide educational 
services to their customer students in line with their demands by creating 
work areas compatible with the newly emerging job markets. In this case, 
CSR is conceptualized as the Social Responsibility of Universities (USR) 



CORPORATE SOCIAL RESPONSIBILITY OF UNIVERSITIES: A TURKISH . . .     99

for higher education institutions that provide manpower training and 
development.

3. Concept of University Social Responsibility (USR)

The first definitions of the concept of University Social Responsibility 
(USR) emerged in the early 2000s. Reiser (2007) defines USR as an ethical 
quality policy in the activities of the university community to promote 
sustainable human development, in a participatory dialogue with society, 
through the responsible management of the university’s educational, cognitive, 
labor and environmental impacts. Jimenez (2007) defined it as the capacity of 
universities to disseminate and put into practice a set of principles and values 
through four basic processes including management, teaching, research and 
publication activities. More recently, Chen et al. (2015) define USR as the 
philosophy of a university as an ethical approach to develop and interact with 
local and global society to sustain social, ecological, environmental, technical 
and economic development (p. 166). USR underlines ethical collaboration 
not only with the university community but also with ecology as an important 
component of stakeholder engagement. Since social responsibility generally 
refers to the concept of corporate social responsibility in higher education 
institutions to meet the expectations of stakeholders (administrators, faculty 
and staff, along with students, employers of graduates, funding institutions and 
society), the university, just like other business organizations, needs to adopt 
a social responsibility strategy. USR encompasses social, environmental and 
economic issues, which are an important aspect of how universities interact with 
their internal and external stakeholders and society, and should not be separated 
from the strategic planning and operation of a university (Esfijani, 2014).

Social responsibility issues emphasized in the context of universities are 
grouped under seven headings, these are corporate governance, human rights, 
labor practices, environment, fair operating practices, student-related issues, and 
social participation and development (Nejati et al., 2011). These headings were 
created based on the ISO 26000 document, which was first started to be worked 
on in 2009, published in 2010 and reconsidered in 2018 (ISO/DIS 26000, 2010; 
ISO, 2018)

1. Corporate Governance (CG): Corporate governance is the system by 
which an organization makes and implements decisions in line with its goals. 
Effective management should be based on the incorporation into decision-making 
and practice of the principles and practices of accountability, transparency, 
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ethical behavior, respect for stakeholder interests and respect for the rule of 
law (ISO/DIS 26000, 2010, p.21). From the perspective of higher education 
institutions, the effective management principles mentioned find their place in 
vision and mission statements.

2. Human Rights (HR): Human rights are the fundamental rights that all 
people deserve, with a sincere desire for freedom, peace, health and happiness. 
There are two broad categories of human rights. The first category includes civil 
and political rights and rights such as the right to life and liberty, equality before 
the law, and freedom of expression. The second category relates to economic, 
social and cultural rights and includes rights such as the right to work, the right 
to food, the right to health, the right to education and the right to social security. 
(ISO/DIS 26000, 2010, p.22). Universities have a responsibility to respect 
human rights in both their stakeholders and their spheres of influence.

3. Labor Practices (LP): An organization’s workforce practices encompass 
all policies and practices related to work performed within, by, or on behalf of 
the organization.

Labor practices are the responsibilities that an organization has directly 
on behalf of its employees or in a workplace that an organization owns or 
directly controls. Labor practices include any policy or practice affecting the 
recruitment and promotion of workers, disciplinary and grievance procedures, 
transfer and relocation of workers, termination of employment, training and 
skills development, health, safety, hygiene and working conditions, especially 
working time and remuneration (ISO /DIS 26000, 2010, p.32). Similar to 
commercial organizations, universities have a responsibility to regulate such 
policies and practices for all their employees and students.

4. Environment (E): The decisions and activities of institutions always have 
an impact on the environment, wherever they are. Environmental responsibility 
is a prerequisite for human survival and well-being. Therefore, it is an important 
aspect of social responsibility. Environmental issues are closely linked to other 
core issues of social responsibility and environments. It also requires holistic 
education to be taken into account, as environmental education is essential for 
promoting the development of sustainable societies and lifestyles. Analysis 
of environmental impacts, use of nature-friendly technologies, reduction of 
the effects of hazardous and toxic chemicals and other wastes on ecosystem 
and human life, protection of water resources, monitoring of climate changes 
and reducing their causes, sustainability of natural resources, protection of 
biodiversity and identification of all kinds of environmental pollution factors 
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and their solutions. Practices aimed at minimizing environmental impacts are 
considered within the scope of environmental social responsibility (ISO/DIS 
26000, 2010, p.40). In this context, universities are responsible as institutions 
that both create environmental impact and provide education that will raise 
awareness about environmental awareness in this respect.

5. Fair Operating Practices (FOP): Fair business practices concern 
ethical behavior in an organization’s dealings with other organizations and 
individuals. These are the relationships between organizations and government 
agencies, as well as organizations and their partners, their suppliers, contractors 
and competitors, and the associations of which they are members. In the field 
of social responsibility, fair business practices concern how an organization 
uses its relationships with other organizations to promote positive outcomes. 
Underlying all fair business practices is the observance, development and 
promotion of ethical standards of conduct. Positive results can be achieved by 
providing leadership and encouraging the adoption of social responsibility more 
broadly across the organization’s sphere of influence (ISO/DIS 26000, 2010, 
p.46). Universities are obliged to promote fair and ethical practices in their 
relations with both their employees, students and other stakeholders in their 
sphere of influence and to include these practices in their policies.

6. Student (Consumer) Topics (ST): Organizations that provide products 
and services to consumers and other customers have responsibilities to these 
consumers and customers. Addresses education on consumer issues related to 
social responsibility, fair marketing practices, protection of health and safety, 
sustainable consumption, resolution and resolution of disputes, protection of 
data and privacy, access to essential products and services and other topics 
(ISO/DIS 26000, 2010, p.50). Universities should also act fairly in the practices 
they provide to the students they provide education services to, ensure their 
health and safety, ensure the sustainability of the service they provide, provide 
solutions to possible student problems, protect students’ data and privacy, and 
provide access to basic products and services that may be required during the 
education period.

7. Social Participation and Development (SPD): Today, it is accepted 
that organizations have a relationship with the societies in which they operate. 
This relationship can be based on community participation to contribute to 
community development. Community participation, either individually or 
through associations seeking to advance the public good, helps strengthen civil 
society. Organizations that approach society and its institutions with respect 
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reflect and strengthen democratic and civic values. Key areas of community 
development to which an organization can contribute include creating jobs by 
expanding and diversifying economic activities and technological development. 
Additionally, local economic development initiatives, social investments in 
wealth and income creation, expansion of education and skills development 
programs; can contribute through cultural preservation and health services (ISO/
DIS 26000, 2010, p.58). In this context, the main duties of universities are to 
develop the manpower for employment through education and skill development 
programs, to support economic development in the society by leading economic 
and technological activities or by providing consultancy, and to contribute to 
public health with the health services they provide.

Within the scope of this study, the subheadings mentioned above will be 
considered as criteria in data analysis.

3.1	Studies	Conducted	in	the	Field	of	University	Social	Responsibility

From the perspective of universities, previous studies show that higher 
education institutions create significant social impact. In his study involving 
33 universities in the United Kingdom, Idowu (2008) observed that these 
institutions took social responsibility and sustainable development seriously. The 
study conducted by Nejati et al. (2011) evaluated the contents and annual reports 
published on the websites and annual reports of the world’s top 10 universities 
by Times Higher Education in terms of social responsibility. The findings of 
this research have shown that the world’s leading universities are committed 
to their social responsibility and provide adequate information on most of the 
key areas of corporate social responsibility. Ahmad (2012) conducted a study 
on students’ awareness and behavior in contributing to social responsibility 
practices in the context of Malaysian universities. The results showed that most 
of the participants were aware of the need to protect the environment, but they 
were not exposed to actual activities. In their theoretical study published on the 
importance of social responsibility in educational institutions in Slovakia, Jankal 
and Jankalova (2017) examined the social responsibility practices of universities 
in their country and made some suggestions. According to researchers, social 
responsibility should not remain just on paper but should be a part of long-
term strategic plans. Additionally, universities should set an example with their 
ethical behavior towards all areas of influence. They should educate students 
about social responsibility and be active participants in this regard. Educational 
programs should be designed to meet social needs and the projects carried 
out should contribute to sustainability by providing social benefit. Karimi 
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(2013) defines university public relations practices as independent variables 
and external factors including financial resources, environment, management 
challenges, perceptual and attitudinal challenges, technological change and 
individual experiences to define the role and responsibility of the Islamic Azad 
University (IAU) and the dependent variable. conducted a study to examine the 
relationship between social responsibility. The results of this study showed that 
IAU public relations has a strong importance in social responsibility practices. 
On the other hand, Leal Filho (2000) argued that universities create conceptual 
confusion regarding the economic, social and environmental dimensions and the 
importance of sustainability and social responsibility.

Independent studies on the increasingly important concept of USR and the 
efforts of universities in this context have created a comprehensive literature. 
In order to gather these independent efforts under one roof and to determine the 
standards and criteria to be followed in European higher education institutions 
for the social responsibility of universities, a project was carried out between 
2012 and 2015 under the leadership of the European Union Higher Education 
Area (EHEA) (EU-USR, 2015). With this project, the concept of USR was 
defined functionally and standards and criteria were determined to evaluate the 
social responsibility approach of universities. According to the results of this 
project, universities are required to guarantee social responsibility standards in 
four basic areas, these are (1) Research, teaching, learning support and social 
participation (2) Management (3) Environmental and social sustainability (4) 
Fair practices. Within the scope of the project, a consensus was reached on the 
behaviors and activities that universities should demonstrate under each basic 
standard heading, and these behaviors and activities were listed in items to 
create evaluation criteria.

Studies on USR in Turkey generally include the Community Service 
course, which is compulsory in the curriculum, and research trying to determine 
the perception towards this course (Saran et al., 2011; Toker and Tat, 2013). 
In addition, in the study conducted to determine the perceptions of university 
students about taking part in the field of social responsibility (Külekçi and 
Özgan, 2015), it was found that taking part in the field of social responsibility 
improves students personally and socially, such as communication, empathy, 
problem solving skills, leadership, entrepreneurship and responsibility. It has 
been determined that it contributes to the acquisition of skills. Additionally, the 
“Social Responsibility and Social Entrepreneurship Pilot Project in Universities” 
was carried out by the Community Volunteers Foundation in 2013. Within 
the scope of this project, the participation of university students in Turkey 
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and the world in social responsibility and social entrepreneurship processes, 
the problems experienced by students in Turkey in this regard and solution 
suggestions are presented (TGV, 2013). In addition, social responsibility projects 
carried out on social, educational, environmental, health and corporate grounds 
are announced on the website prepared by the Social Responsibility Platform. 
Under the Education tab, information is provided about the social responsibility 
projects carried out by universities (Sosyal Sorumluluk Platformu, 2020). As 
can be seen, the studies conducted mostly include students as participants, and 
studies on the perceptions of academic and administrative staff on the subject 
remain limited. 

3.2 4th Generation Universities

Emerging economic, political and social changes also force universities 
to change. In previous years, higher education institutions called 1st generation 
universities or education universities only offered education. When we moved 
to the 2nd generation universities, research and development activities gained 
importance, so such institutions began to be called research universities. In 3rd 
generation universities, the reflections of research and development studies 
on the industry began to attract attention. University and industry cooperation 
activities began to be carried out in these institutions, which are also called 
entrepreneurial universities.

Today, higher education institutions, called 4th generation or transformative-
thematic universities, are structured around social responsibility. Aiming to 
serve society, such universities focus on environmental problems and turn 
to projects that can provide solutions to them. In addition, 4th generation 
universities take into account the needs of the industry and attach importance to 
training manpower to meet these needs. Students studying in such institutions 
not only passively acquire knowledge and skills, but also have the opportunity 
to realize their own ideas and projects as active participants. Therefore, such 
universities undertake a transformative role in society and aim to take it to 
a higher level by guiding the society (Erdem, 2016). As can be seen, social 
responsibility is the approach that 4th generation universities are based on. 
In line with social responsibility activities, an interdisciplinary approach is 
adopted in such universities (Şimşek, 2012).

4. Study Context

Established in 1958, Eskişehir Economic and Commercial Sciences 
Academy formed the basis of Anadolu University. In 1982, this academy 
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transformed into Anadolu University and started to serve. Today, this university 
hosts 12 faculties, 3 of which provide open and distance education, 3 Schools, 
1 of which is the State Conservatory, 2 Vocational Schools, 6 Institutes and 
30 Research Centers. By offering cultural and artistic events with cinemas, 
theatres, concert and exhibition halls within the campus, sports activities with 
sports facilities built at international standards, conference halls and academic 
congresses and workshops organized by various academic units, Anadolu 
University provides services nationally and internationally not only to the 
students, but also to the community in its impact area. 

The mission of the institution is “to be a world university focused on 
lifelong learning”, and expresses its vision as follows: 

“In order to improve the quality of life of the people of the city, region, 
country and the world, to contribute to the universal knowledge and cultural 
accumulation through education, research and projects in the fields of science, 
technology, art and sports, to offer qualified and original distance and formal 
learning opportunities to individuals of all ages, to provide social “To produce 
creative and innovative solutions by anticipating the needs.” (AU web, 2024).

As can be understood from these statements, Anadolu University attaches 
importance to the concept of social responsibility and the activities carried out 
in this field.

5. Method

This study, which aims to evaluate the practices carried out by Anadolu 
University in the field of social responsibility, adopts a qualitative research 
method based on document analysis. Forster (1994) emphasizes that there are five 
basic stages to be followed in the document analysis method. These stages are:

· access documents
· checking authenticity
· understand documents
· analyze data
· is the use of data.

It is planned to follow the steps mentioned in this study process and find 
answers to the following question:

1- Which sub-headings of the USR concept do the university social 
responsibility activities specified in the aims, targets and strategies of Anadolu 
University’s strategic plan between 2014 and 2023 focus on?
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5.1	Data	Collection	and	Analysis

The data to be used for this study consists of university strategic plans 
published between 2014 and 2023. From these documents, categories and units 
for USR subheadings will be coded using the document analysis method.

6. Findings

Among the accessed documents, first of all, the strategic plans for the 
2014-2018 period and then 2019-2023 period published by Anadolu University 
were examined within the framework of the USR concept (AÜ SP1,2020; AÜ 
SP2, 2020).

6.1	Strategic	Plans	

Anadolu	University	2014‒2018	Strategic	Plan

In this strategic plan, the following goals and objectives are expressed and 
strategies for implementation in line with these are specified (AU SP1, 2024).

Table 1. AU 2014-2018 Strategic Goals and  
Objectives in the Context of USR

Goals and objectives USR
Goal	1.	Continuous	improvement	of	education	and	training	activities	 ST
Objective 1.1. Institutionalizing a competency-based education-training 
culture

CG

Objective 1.2. Improving the education and training opportunities of the units ST
Objective 1.3. Increasing the effectiveness of information and communication 
technologies in the education and training system

ST

Objective 1.4. Improving living conditions on all campuses ST
Goal	2.	Increasing	the	quantity	and	quality	of	research	activities SPD
Objective 2.1. Using and developing infrastructure effectively CG
Objective 2.2. Giving priority to interdisciplinary projects that ultimately 
serve the society

SPD

Objective 2.3. Improving university-industry cooperation FOP
Objective 2.4. To encourage increased research activities SPD
Objective 2. 5. To increase the quantity and quality of cultural, artistic and 
sports activities

SPD

Goal	 3:	 Increasing	 the	 effectiveness	 and	 ensuring	 the	 sustainability	 of	
activities	related	to	community	service

SPD

Objective 3.1. Promoting activities carried out for the purpose of serving the 
society by using the communication facilities of the university and social 
media

SPD
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Objective 3.2. Increasing cooperation with non-governmental organizations 
that serve society

FOP

Objective 3.3. Providing cultural, artistic, sports, scientific, etc. activities 
focused on community service to ensure that national and international events 
are delivered more effectively to all segments of society

FOP

Goal	4:	Increasing	the	effectiveness	of	the	open	education	system SPD
Objective 4.1. Ensuring the sustainability of the student-centered, flexible, 
accessible and technology-based nature of the open education system

SPD

Objective 4.2. Increasing the effectiveness of communication and learning 
technologies in the open education system

SPD

Objective 4.3. Ensuring the training and development of human resources for 
the open education system

LP

Objective 4.4. Carrying out studies on the institutional reputation of the open 
education system

CG

Goal	 5:	 Ensuring	 that	 the	 management	 system	 is	 effective,	 efficient	 and	
sustainable

CG

Objective 5.1. Developing human resources practices LP
Objective 5.2. To take initiatives to make legal regulations appropriate to the 
unique structure of the university.

CG

Objective 5.3. Creating a quality management system that can be applied in all 
units in the university

CG

Objective 5.4. Increasing national and international recognition CG

When examined in terms of USR subheadings, the first of the 5 main 
goals of the institution is oriented towards student issues, the 2nd, 3rd and 4th 
objectives are expressed in the focus of social participation and development, 
and the 5th objective focuses on corporate governance. In addition, as seen in 
Table 1, 7 objectives focusing on corporate governance, 4 objectives on student 
issues, 9 objectives on social participation and development, 3 objectives on fair 
activity practices and 2 objectives on labor practices are stated in the strategic 
plan document. As can be seen, social participation and development outweigh 
other areas in the strategic goals of the institution. However, these goals and 
objectives do not include clear statements regarding the categories of human 
rights and environment.

Strategies to be put into action in line with these goals and objectives 
have been determined and put into practice. In Table 2, these strategies 
and the numbers for implementation are classified and shown under USR 
subheadings.



108     NEW RESEARCHES IN EDUCATION SCIENCES

Table 2. AU 2014-2018 Strategies and  
Indicator Numbers in the Context Of USR

2014-2018 Objectives and Strategies Number
Corporate Governance
O1.1 S11. Increasing the number of accredited programs/events offered in 
all kinds of environments

24

O5.2 S1. Contributing to scientific research, financial, personnel and 
education and training legislation studies

5

O5.3 S1. Accelerating the work on the internal control system 21
O5.3 S2. Creating the Electronic Document Management System (EBYS) %100

O5.3 S3. Improving business processes and organizational structure %50
Labor Practices
O1.3 S4. Increasing the number of certification programs/events offered in 
all kinds of environments

125

O5.1 S1. Increasing activities for the professional development of 
employees

65

O5.1 S2. Organizing in-service training for academic and administrative 
staff

25

Fair Operating Practices
O1.1- S4. Increasing the effectiveness of domestic/international exchange 
programs

73/267

O1.1- S6. Increasing the number of protocols made with other national/
international education and training institutions

1153

O1.1 S7. Supporting collaborations of student clubs with similar clubs of 
national/international universities/organizations

12

O3.2 S1. Carrying out activities to ensure cooperation with non-
governmental organizations as stakeholders in the university’s social 
responsibility projects.

117

O4.2 S3. Collaborating with research and development institutions/
organizations

-

O.4 S3. To carry out activities to increase the cooperation of the open 
education system with other external stakeholders

11

O5.4 S1. Increasing interaction and cooperation with all national and 
international stakeholders

910

O5.4 S2. Carrying out joint studies on lifelong education with world 
universities

3

Student Issues
O1.2 S1. Keeping and improving the physical conditions of the units such 
as buildings, laboratories, classrooms, offices and equipment in sufficient 
number, capacity and fully equipped

1144

O1.2 S2. Making education and training activities sustainable %100
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O1.3 S1. Increasing the number of electronic resources accessible from the 
library and expanding their use and access

244393

O1.3 S3. Moving education-training resources to the virtual environment 
and keeping the information up-to-date

685

O1.4 S1. Increasing social facilities and living spaces on campuses 28
O1.4 S2. Providing transportation between and within campuses % 66.85
O1.4 S3. Improving the life conditions of disabled %90
Social Participation and Development
O1.3 S4. Increasing the number of certification programs/events offered in 
all kinds of environments

125

O2.2 S1. Increasing the number of interdisciplinary projects that serve the 
society as a result

160

O2.2 S2. Increasing interdisciplinary scientific research opportunities 140
O2.3 S1 Increasing the functionality of R&D and Innovation Coordination 
Center Technology Transfer Office (ARINKOM TTO)

81

O2.3 S2. Ensuring the sustainability of the university’s cooperation with 
the Public and Private Sector

139

O2.3 S3. Providing consultancy services to public and industrial 
organizations

60

O2.3 S4. Producing projects funded by non-university sources 43
O2.5 S1. University academic units; Supporting the organization of events 
in cultural, artistic and sports fields

600

O2.5 S2. To support the participation of faculty members in cultural, 
artistic and sports activities organized at national/international level.

651

O2.5 S3. Ensuring effective use of cultural, artistic and sports facilities 200482
O3.1 S.1. Organizing activities to share the university’s focus and priority 
on “Lifelong Learning” with all social segments

448

O3.1 S2 Increasing the university’s communication activities towards the 
society

945

O3.3 S1 All cultural, artistic, sports, scientific, etc. of the university. 
Allocating a part of the event venues to disadvantaged segments in events

128

O3.3 S2 To ensure that some of the activities are carried out in the 
university’s cultural, artistic, sports, scientific, etc. living spaces for 
disadvantaged segments of the society (nursing homes, prisons, Child 
Protection Agency, women’s shelters, etc.).

43

O3.3 S3 Conducting activities that encourage community service-oriented 
activities

103

O3.3 S4 Conducting studies contributing to the city and region 1207
Human Rights -
Environment -
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From the corporate governance perspective, the organization’s strategies 
generally refer to accountability, transparency and ethical behavior, and the rule 
of law. In this context, as of 2018, 24 educational programs have completed the 
accreditation process. 5 events were organized this year to contribute to scientific 
research, financial, personnel and education and training legislation studies. 
Similarly, 10 events were organized with the action plan for compliance with 
internal control standards to accelerate the work on the internal control system 
in order to improve accountability and transparency values. The Electronic 
Document Management System has been 100% completed in order to ensure 
effective management in inter-unit communication and to disseminate ethical 
and transparent practices. In addition, the work carried out to improve business 
processes and organizational structure has been completed by 50%.

When workforce practices are examined, the strategies included in the 
document mostly focus on training and skill development activities organized for 
employees. As of 2018, the number of certificate programs and events organized 
increased to 125, 65 events for the professional development of employees and 
25 in-service trainings were organized for academic and administrative staff. 
However, in this strategic plan document, clear actions regarding recruitment 
of workers, disciplinary and complaint procedures, working conditions, health, 
safety and hygiene requirements of employees and their remuneration are not 
mentioned. 

The strategies for fair operating practices included in the document focus 
on the university creating positive collaborations with other organizations and 
stakeholders. In this respect, 73 faculty members and 267 students participated 
in domestic and international exchange programs. 1153 protocols were signed 
with domestic and international universities, 

12 collaborations were made with other national and international student 
clubs, 117 joint events were held with non-governmental organizations, 12 
partnerships were established with external stakeholders in the Open Education 
system, 910 collaborations were made with all national and international 
stakeholders, and 3 joint events were held on lifelong learning with the universities 
of the world. In addition, there are no clear statements in this strategic plan 
document on anti-corruption practices, fair competition, egalitarian approach 
and property rights.

The title specified as consumer issues in the ISO 26000 document has 
been addressed as student issues within the scope of Social Responsibility of 
Universities. Strategies for student issues in this document reviewed mostly 
focus on students’ access to basic products and services. During this period, 



CORPORATE SOCIAL RESPONSIBILITY OF UNIVERSITIES: A TURKISH . . .     111

practices were made to improve the physical conditions of the units, the 
resources in the library were increased, importance was given to transferring 
educational resources to the virtual environment, social areas and living 
opportunities on the campus were increased, and arrangements were made for 
transportation facilities. In addition, efforts to facilitate living opportunities for 
disabled students have been completed at a rate of 90%. Although this strategic 
plan attaches importance to students’ access to basic products and services, it 
does not include clear statements addressing the issue of ensuring the health 
and safety of students. Additionally, there is no strategy regarding the privacy of 
students’ data and gender equality.

Another subheading examined in the context of USR is social participation 
and development. Research findings show that Anadolu University 2014-2018 
Strategic Plan focuses on this issue. For this purpose, to increase the university’s 
cooperation with other public and industrial organizations, to provide consultancy 
to them, to increase the projects funded by other organizations, to carry out 
cultural, artistic and sports activities for the society and to make university 
facilities available for the use of the society, to carry out studies for the society, 
the city and the region. Practices to encourage these practices are clearly stated 
in the document.

Apart from the USR categories mentioned above, there are no clear 
statements about human rights and freedoms or environmental and ecological 
responsibilities in the examined document.

6.2	Anadolu	University	2019‒2023	Strategic	Plan	

In this strategic plan, the following goals and objectives are expressed and 
strategies for implementation in line with these are specified (AU SP2, 2024).

Table 3. AU 2019-2023 Strategies and  
Indicator Numbers in the Context of USR

Goals and Objectives USR
Goal	1.	Continuous	improvement	of	the	quality	of	education	and	training	
activities

ST

Objective 1.1. Continuously improving the quality of education and training 
activities within the framework of qualifications

ST

Objective 1.2. Developing education and training programs by taking into 
account stakeholder needs

SPD

Objective 1.3. Increasing the effectiveness of information and communication 
technologies in the education and training system

ST
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Objective 1.4. Increasing national/international cooperation in the field of 
education and training

FOP

Goal	2.	Increasing	the	quantity,	quality	and	diversity	of	research	activities SPD
Objective 2.1. Increasing the quality and quantity of research outputs CG
Objective 2.2. Increasing research diversity within the university and between 
the university and industry

SPD

Objective 2.3. Completing the National Rail System Research and Test Center 
and implementing an operating model with institutes and research centers 
within the Center

SPD

Goal	3:	Diversification	and	expansion	of	collaborations	and	activities	that	
create	value	within	the	framework	of	social	responsibility

SPD

Objective 3.1. Increasing cooperation and diversity of activities with civil 
society and other public/private institutions and organizations in line with 
social priorities

FOP

Objective 3.2. Increasing the awareness level of activities carried out for the 
purpose of serving the society

SPD

Goal	4:	Continuous	 improvement	of	 the	quality	of	 the	open	and	distance	
learning	system

CG

Objective 4.1. Ensuring the sustainability of the student-centered, flexible, 
accessible and technology-based nature of the open and distance learning 
system

ST

Objective 4.2. Increasing lifelong learning activities SPD
Objective 4.3. To ensure the training and development of human resources for 
the open education system

LP

Objective 4.4. To carry out studies on the institutional reputation of the open 
education system

CG

Goal	5:	Strengthening	the	effective	and	efficient	management	system	in	line	
with	the	principles	of	institutionalization

CG

Objective 5.1. Increasing the effectiveness of corporate communication CG
Objective 5.2. Expanding quality assurance practices CG
Objective 5.3. Strengthening professional development and motivation for 
human resources

LP

Objective 5.4. Improving living conditions on campus ST
Goal 6: Dissemination	of	entrepreneurship	culture CG / 

SPD
Objective 6.1. Increasing activities aimed at developing entrepreneurship 
culture

CG / 
SPD

Objective 6.2. Supporting entrepreneurial activities that will create economic 
contribution at the university

CG / 
SPD



CORPORATE SOCIAL RESPONSIBILITY OF UNIVERSITIES: A TURKISH . . .     113

The number of goals, which was 5 in the previous period, was increased 
to 6 in the 2019-2023 period. When viewed from the perspective of university 
social responsibility, the first of these objectives refers to student issues, the 
2nd and 3rd objectives refer to social participation and development, and the 
4th, 5th and 6th objectives refer to corporate governance. Compared to the 
previous period, corporate governance objectives took precedence over social 
participation and development objectives in this period. Of the objectives stated 
in line with these purposes, 7 of them are statements about corporate governance, 
5 of them are about social participation and development, 4 of them are about 
student issues, 2 of them are about fair activity practices, and 2 of them are 
about workforce practices. According to these goals, it is seen that strengthening 
effective institutional management has gained importance in this plan period. 
Similarly, there are no clear goals and objectives regarding environmental and 
human rights issues in the 2019-2023 strategic plan.

Strategies to be put into action in line with these goals and objectives were 
determined and implemented as of 2019. These strategies are shown in Table 4, 
classified under USR subheadings.

Table 4. AU 2019-2023 Objectives, Strategies and  
Indicator Numbers in the Context of USR

2019-2023 Objectives and Strategies Number
Corporate Governance
O1.1 S1. Increasing the number of accredited programs 42
O 2.1 S2. Monitoring the activities of research centers by determining 
performance criteria (number of active participation in national/
international scientific/artistic activities) (number of projects within the 
scope of BAP completed)

5689
763

O 2.3 S1. Tender processes will be completed for the administrative and 
educational buildings planned to be built within the scope of the project.

%100

O 3.2 S1. Promoting the university’s social responsibility activities using 
all communication means (number of activities covered in the media)

12.119

O 4.1 S3. Increasing the number of accredited programs in the open 
education system

50

O 5.1 S1. The effectiveness of the Press and Public Relations Directorate 
will be increased. 

%100

O 5.1 S2. Planning the development and distribution of materials 
promoting the units (number of promotional activities)

2070

O 5.2 S1. Increasing the effectiveness of internal control studies in units 
(number of units with completed internal audit)

82
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O 5.2 S2. Carrying out activities that will raise awareness of the quality 
management system within the university (number of events organized by 
the internal control unit)

32

O 5.2 S3. Increasing the effectiveness of Unit Quality Commissions 
(number of activities for improvement)

931

Labor Practices
O 1.3 S2. To carry out in-service training activities on the use of 
information and communication technologies

-

O 2.1 S3. Improving the quality of researcher human resources (number 
of publications in journals scanned in field indexes outside the scope of 
SCI, SCI-Expanded, SSCI, AHCI, Art Index or Design and Applied Art 
Index)

1664

O 4.2 S1. To support in-service training activities offered in different 
sectors (Number of in-service trainings contributed by Open Education or 
organized at the university)

108

O 5.1 S3. Organizing activities for university employees to come 
together (Number of social-cultural events organized for academic and 
administrative staff)

2153

O 5.3 S1. Planning activities to improve the competencies of employees 
and evaluating the effectiveness of the training provided (number of 
personal/professional development events organized for academic and 
administrative staff)

1942

O 5.3 S3. Supporting the education-related competencies of faculty 
members (Number of academic and administrative personnel receiving 
personal/professional development training)

3668

O 5.4 S1. Increasing maintenance and repair efforts to raise the standards 
of facilities and buildings (Number of facilities/buildings etc. that are 
maintained and repaired)

17

O 5.4 S2. Continuing efforts to increase the security and accessibility of 
spaces (Number of buildings where risk analysis has been carried out and 
precautions have been taken)

3

O 5.4 S3. To establish new physical spaces in line with the university 
budget, to renew and develop existing ones and to make them comply 
with standards by taking into account the results of occupational safety 
risk analysis. (Completion rate of projects approved for construction)

%61,29

O 6.1 S1. To increase the number of faculty members who can teach 
entrepreneurship-related courses and lectures in academic units. (Number 
of courses opened on entrepreneurship, technology management and 
innovation management)

26
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O 6.1 S2. To increase the number of events related to entrepreneurship 
(training, workshops, etc.). (Number of internal and external events 
organized by the university regarding entrepreneurship)

151

Fair Operating Practices
O 1.4 S1. Increasing the effectiveness of national exchange programs 
(Number of programs cooperated within the scope of national exchange 
programs such as Farabi, bilateral collaborations, etc.)

120

O 1.4 S2.  Increasing the effectiveness of international exchange programs 
(Number of students benefiting from exchange programs)

2449

O 1.4 S3. Increasing the number of international collaborations (Number 
of programs cooperated within the scope of international exchange 
programs such as Erasmus+, Mevlana, etc.)

742

O 2.2 S1. Increasing the activities of the university in cooperation with 
the sector (public/private/NGO) (Number of projects within the scope of 
university-sector cooperation)

108

O 2.3 S2. To gradually continue the expropriation of the projected 
test and driving roads in coordination with the General Directorate of 
Infrastructure Investments

%100

O 2.3 S3. To finalize tenders for the design and manufacturing of units to 
be used in research and testing processes and to follow the manufacturing 
processes to be carried out by the contractor company. (Number of 
research and test units whose design has been completed)

21

Student Issues
O 1.1 S2.  Increasing the diversity of graduate programs (Number of 
graduate programs)

167

O 1.2 S3. Increasing the number of students taking Academic English 
courses (Number of students taking Academic English courses)

9454

O 1.3 S1. To popularize electronic environments that will benefit the 
education and training process (Number of students benefiting from 
electronic media)

4.796.932

O 4.1 S1. Increasing program diversity (Number of open and distance 
learning programs)

15

O 4.1 S2. To ensure continuous improvement in the quality of existing 
programs (the number of programs accredited/renewed in the open 
education system)

50

Social Participation and Development
O 1.2 S1.  To increase the number of activities that take into account sector 
needs in education and training. (Number of events held with stakeholders 
in the sector)

294
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O 1.2 S2. Increasing interaction with alumni (Number of events organized 
for alumni)

194

O 2.1 S1.  Increasing the number of university-addressed research outputs 
(the number of citations to university-addressed publications in journals 
scanned in SCI, SCIExpanded, SSCI, AHCI, Art Index or Design and 
Applied Art Indexes)

6.097

O 2.2 S2. Increasing the functionality of the R&D and Innovation 
Coordination Center-Technology Transfer Office (ARINKOM-TTO) 
(number of activities)

260

O 3.1 S1. Holding regular meetings with NGOs and other public/private 
institutions and organizations to determine issues that serve social needs 
and priorities (number of events held with NGOs and other public/private 
institutions and organizations)

757

O 3.1 S2. Supporting joint work with civil society and other public/private 
institutions and organizations in line with social priorities (number of 
projects carried out with NGOs and other public/private institutions and 
organizations)

50

O 3.1 S3. Increasing cooperation with student clubs in the activities to be 
carried out within the scope of the Community Service Practices course 
(number of activities)

109

O 6.1 S3. Increasing the interaction between universities and technoparks 
(Number of internal and external events organized by the university 
regarding entrepreneurship)

151

O 6.2 S1. Increasing the number of entrepreneurs in pre-incubation/
incubation (Number of entrepreneurs included in pre-incubation/
incubation programs)

73

O 6.2 S2. Increasing the number of companies (number of companies) 
benefiting from incubation services (training, mentoring, consultancy, 
meeting with investors, etc.)

42

Human Rights 0
Environment 0

When these strategies are examined, it is observed that the orientation 
is mainly expressed towards the workforce practices subheading of the USR 
concept. In this context, training and skill development programs to be provided 
to employees are generally specified. During this strategic plan period, the 
university organized 1942 professional development events for academic and 
administrative staff. In addition, raising the standards of facilities and buildings 
in terms of improving working conditions was mentioned and attention was 
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drawn to the security of the spaces. One strategy in this category (O6.2 S3) 
touched upon the issue of promotion and appointment of academics.

Another notable difference compared to the previous period is the increase in 
strategies related to the corporate governance title of the USR concept. Strategies 
addressing external evaluation, internal control and quality management show 
that accountability, transparency, ethical behavior and effective management 
values are given importance in terms of corporate governance. In addition, the 
strategies expressed for increasing communication and promotional activities 
similarly refer to the value of transparency.

Another subheading in this strategic plan that has the same number of 
strategies as corporate management is social participation and development. 
There are strategies that mostly recommend cooperation with non-governmental 
organizations and other public and private institutions and organizations. 
However, the social needs or priorities for which collaborative activities are 
planned have not been clearly expressed in the strategies. Although initiatives 
aimed at creating local employment and income or local development are not 
mentioned, only the issue of entrepreneurship is emphasized.

The six strategies expressed in terms of fair operating practices mostly 
focus on relationships and cooperation with other institutions or stakeholders. It 
can be said that the O2.3 S3 strategy, which envisages monitoring the transactions 
of contractor companies, is aimed at ethical practices with stakeholders.

In terms of student issues, the strategies of this period were expressed 
for the development of existing education programs and activities, and in 
this respect, they referred to the sustainability of the practices. In addition, 
strategies for improving facilities, buildings and spaces discussed under the 
heading of workforce practices can be discussed here as they also affect the 
living conditions of students. However, apart from access to basic products and 
services, strategies regarding issues such as students’ health, safety, and data 
privacy are not included in the document.

Similar to the strategic plan of the previous period, the strategic plan for 
the 2019-2023 period does not include clear statements about human rights and 
freedoms or environmental and ecological responsibilities.

7. Conclusion

Universities must be able to adapt to the rapid change in areas such 
as globalization, internationalization, information and communication 
technologies, and provide educational services that will meet the demands 
of new business markets. In addition, today’s universities, called the 4th 
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generation, aim to provide social service on the basis of social responsibility as 
transformative and thematic institutions, instead of providing only education, 
research and sector-oriented services. Therefore, students studying at such 
universities have important roles in guiding and developing society as active 
participants.

In this study, the social responsibility activities specified in the 2014-
2018 and 2019-2023 strategic plans of a state university, goals, objectives and 
strategies were evaluated under the corporate governance, labor practices, fair 
activity practices, student issues, social participation and development, human 
rights and environment sub-structures of the USR concept. While the goals and 
strategies for the social participation and development framework were mostly 
emphasized in the first plan, in the following period, the goals and strategies 
for workforce practices were mainly included in the document. The reason 
why social participation goals are not underlined may be that these goals are 
adopted in the first period and acting with this awareness is taken for granted 
in the following period. In addition, the importance of workforce practices in 
the second strategic plan may be due to the fact that the Covid19 pandemic 
has caused a paradigm shift in higher education, as in many aspects of life. 
During this period, developing distance education plans and organizing support 
and activities that will facilitate the adaptation of students, as well as academic 
and administrative staff, to this process have come to the fore. Renewing and 
improving physical spaces and making them suitable for occupational safety 
and health has become very important.

In addition, human rights and environmental issues within the framework 
of corporate social responsibility were not mentioned in both strategic plans. 
Universities should respect the civil, political, economic, social and cultural 
rights of employees and students, as well as individuals within their sphere 
of influence, and act sensitively on this issue, and organize events to raise the 
awareness of stakeholders on this issue when necessary. A comprehensive 
approach in this regard should be stated in the goals and strategies.

In addition, in both strategic plans examined, goals and strategies for the 
environment subheading within the scope of corporate social responsibility 
were not specified. Universities are responsible as institutions that both create 
environmental impact and provide education that will raise awareness about 
environmental issues. They must take responsibility and highlight these issues in 
their goals and strategies, both in terms of reducing the negative environmental 
impacts and carbon footprint created by their own institutions, as well as 
promoting sustainable community practices and raising awareness. In summary, 
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the concept of social responsibility in higher education institutions should not 
remain just written on paper but should be transformed into real actions. In this 
way, universities should set an example for all areas of influence.

This study, of course, has limitations. Only one state university’s strategic 
plans for two periods were examined. All existing strategic plans could be 
examined in order to see the general approach of the institution within the 
framework of social responsibility and to take into account its evolution from 
past to present. In addition to these plans, scientific projects, publications and 
patents produced within the institution could also be included in the study. 
Additionally, instead of just one state university, more institutions could have 
been selected as a sample and the findings could have been compared. These 
limitations may be taken as further research areas for future studies. Despite this, 
the results of this study can raise awareness for higher education institutions to 
self-criticize within the scope of corporate social responsibility and provide a 
basis for future studies.
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