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Turkey’s Testing with the Inspection System in Education1 

Ertuğ CAN 2, Şenol SEZER3 

 

Abstract 

The aim of this research is to analyze Turkey’s educational inspection system from past to present with a 
holistic approach. The research was carried out in a document analysis model, one of the qualitative 
research designs, and the data were analyzed by using the descriptive analysis technique. In this 
research, legal regulations and scientific research were examined. The inspection of educational 
institutions came to the fore for the first time in 1838 and was handled with a systematic approach in 
1914. In 1926, Educational Assurance Unit was established, and with the ‘Regulation of the Inspection 
Board, professional training of inspectors was emphasized. The Board of Inspection became one of the 
advisory and audit units of the Ministry in 1992. From 2011 to 2021, audit discussions were carried out 
over concepts. In 2022, the election, training, appointment, duties, powers and responsibilities of the 
inspectors were rearranged. An audit system, which is constantly changed and restored after being found 
to be wrong, continues to operate in Turkey. As a result, the audit system in Turkey should be handled 
with a scientifically holistic approach with the contribution of field experts, and the understanding of 
system building through trial and error should be ended. 

Keywords: Supervision, supervisor, inspector, inspection system. 

 

 

 

Introduction  

The effectiveness of educational activities is directly proportional to the degree of achievement of 
educational goals. It is undeniable that supervision has an important function to determine the reaching 
level of the goals in education and training activities. It is a reliable practice for the education system 
taking the necessary measures to reduce the problems encountered in the education system and, to use 
the inspection reports to provide guidance services to administrators, teachers, students, parents, and 
other personnel. In an education system, the concepts of inspection, investigation, guidance, inspector, 
muin (inspector assistant), and controller are used (Taymaz, 2005).  

The purpose of inspection is to find the most appropriate values and processes to achieve the aims of 
education and training (Bursalıoğlu, 2000). Inspection is the understanding process whether organizational 
actions are in accordance with predetermined principles, and the rules in line with the agreed objectives. 
The main purpose of the audit is to determine the achievement degree of the organizational goals. The 

                                           
 
1This study is an extended form of the paper presented at the 13th ICONTE 2022 Congress held in Turkey on 12-14 May 2022. 
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other purpose is to take the necessary measures to get better results and to improve the process (Aydın, 
1986). Education supervision is a tool that accelerates the achievement of educational goals (Gökçe, 
1994). Inspection is one of the ways of overseeing education. In this sense, it is one of the most used 
mechanisms to control and regulate the organizational behavior on behalf of the public interest 
(Bursalıoğlu, 2000).  

According to Taymaz (2005), scientific inspection envisages searching for scientific methods and tools for 
the most effective use of resources. Scientific inspection is also used to increase the quality and quantity 
of the product in order for educational institutions to achieve their goals, based on the innovations and 
research in the field. The educational aspect of the inspection is based on the best implementation of the 
annual work plan, identifying and eliminating the deficiencies, leadership, success, guidance, and 
cooperation. On the other hand, the supervision should be based on public interest, human relations, 
guidance, professional assistance, group work, and motivation of staff. Moreover, the inspection should be 
constructive, unifying, and conciliatory. 

Providing the expected benefit from the audit is directly related to the legal regulations, the structuring of 
the audit, the characteristics of the audit system, and its historical development. Education supervision is 
as old as educational administration, as it is a stage of the management process. The purpose of 
supervision, which was applied in different ways for different purposes in the past, is perceived as a set of 
activities aimed at correcting and developing everything related to education in the light of scientific 
developments. It is difficult to say that this perception and practice is widespread in our country today 
(Başar, 2006, p.158). 

It is noteworthy that the education supervision system in Turkey has been in constant change from the 
beginning of the 1800s to the Republic, and from the Republican period to the present day within the 
body of the Ministry of National Education (MoNE) (Ada and Baysal, 2020; Durnalı and Limon, 2018; 
Kayıkçı, Özdemir, and Özyıldırım, 2018; Kel and Akın, 2021; MoNE, 2022a; Taymaz, 2005). Bursalıoğlu 
(2000) stated that before 1900, inspection was carried out only in an administrative nature, and teachers 
were considered as civil servants controlled by the administration. On the other hand, he stated that at 
the beginning of the 20th century, inspection began to be carried out by expert educators, and the 
inspection process gained a scientific quality between 1920 and 1930. In addition, it was emphasized that 
democratic human relations started to be taken as a basis in the inspection between 1930 and 1940, and 
rational and scientific methods were used after 1940. In today’s supervision approach in tendencies such 
as establishing a link between education and national strategy, reducing the gap between the aims of 
educational organizations and the results of practice, and protecting the professional independence of the 
teachers. In addition, today, instead of a strict understanding in inspection, the dominance of an 
understanding of supervision that contributes to the development of the school and the professional 
development of teachers, maintains its weight as an important need in supervision. In this context, the 
inspection system is expected to develop the school in a way that compatible with the aims of the society. 
For this purpose, the inspection system needs to be restructured to ensure the development of teachers, 
school administrators, and students. 

Since 1990, as in some other countries the frequent changes have been made in the legislation regulating 
the education supervision system and practices in Turkey (Kayıkçı, Özdemir, and Özyıldırım, 2018). In 
studies conducted in recent years, it is stated that new regulations are frequently made, but because the 
desired and expected results cannot be obtained, the previous regulation has been returned (Durnalı and 
Limon, 2018; Kel and Akın, 2021; Öner, Gürsoy, and Ulutaş, 2021). Regarding the changes made in 
Turkey’s inspection system in recent years, it becomes clear that the inspection system in education is not 
handled with a holistic approach and therefore, a modern inspection model is needed. 

The aim of this research is to analyze the education inspection system from past to present in Turkey with 
a holistic approach. For this purpose, the answer to the question to what extent does the change in the 
education inspection system in Turkey from past to present meet the need? was sought. 

Method 

The research was carried out in qualitative research design, and document analysis model. Data were 
obtained from different documents and analyzed with descriptive analysis technique. According to Yıldırım 
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and Şimşek (2006), document analysis, which includes the analysis of written materials containing 
information about the targeted phenomenon or phenomena, can be used alone in qualitative research, or 
it can be used in conjunction with other data collection methods. Document analysis is a qualitative 
research method used to analyze, and evaluate the content of printed, electronic, and visual documents 
(Ekiz, 2009; Kıral, 2020) rigorously, scientifically and systematically.  

Data Collection 

In this study, the relevant legal regulations and related research were examined. Data were collected by 
applying the national web addresses such as https://ulakbim.tubitak.gov.tr/ 
https://tez.yok.gov.tr/UlusalTezMerkezi/, and https://www.meb.gov.tr/ were used. In data collection 
process the titles ‘inspection’, ‘inspector’, ‘audit’, ‘supervision’, ‘supervisor’, ‘inspection system’, and ‘MoNE’ 
were investigated.  

Data Analysis 

The research, theses, and legal regulations were assumed as the documents. Documents, as important 
information sources that should be used effectively in qualitative research, also contribute to the “data 
triangulation”, and the validity of the research when used together with other data collection methods 
(Yıldırım and Şimşek, 2006). Like other methods used in qualitative research, document analysis requires 
the examination and interpretation of data in order to make sense of information and documents, to 
create a scientific understanding about the relevant subject, and to develop empirical knowledge (Corbin 
and Strauss, 2008). The documents were analyzed by using thematic content analysis technique. The 
main themes were emerged as the ‘Ottoman Empire Era’, ‘Republic Era’, and ‘Educational Supervision in 
Today’. 

Findings  

The historical development of inspection in Turkish Education System may be examined in three stages: 
(1) the Ottoman Empire era, (2) the Republic periods, and (3) educational supervision in today (Kurum 
and Çınkır, 2017).  

Historical development of inspection in Ottoman Empire Era was given in Table 1. 

Table 1 

Historical Development of Inspection in Ottoman Empire Era  

Date Regulation Purpose 
1838 Appointment of Officials to increase teachers’ professional competence 
1846 Appointment of Muins (assistant 

inspector) 
school inspection 

1862 Appointment of Inspectors to inspect the secondary school and sıbyan schools 
1869 General Education Regulation inspection was seen as an official job 
1875 Inspectors school inspection 
1911 Regulations on the Central 

Organization 
inspectors was chosen from among the teachers 
who worked in secondary schools and higher 
schools 

1913 Primary Education Law the responsibility of inspectors was determined: 
inspection, investigation, and guidance 

1914 Regulation on the Duties of 
Education Inspectors 

the principles, which considered in the inspection of 
secondary education and other institutions 

 

In the Ottoman Empire era, it is seen that the inspection in education first started in 1838, when the 
teachers at the neighborhood school were inspected by the officials in order to increase their professional 
competence (Taymaz, 2005; MoNE, 2022a). In 1846, two units, named Mekatib-i Sıbyaniye Muinliği and 
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Mekatib-i Rüşdiye Muinliği, were established under the Ministry of General Education, and the muins 
(assistant inspector) who perform inspection duties were appointed (Akyüz, 2015). In 1862, for the first 
time, the officers who called inspectors were assigned to inspect the Secondary School and Sıbyan 
schools, and they were given the inspection task for central and provincial schools. In 1869, the General 
Education Regulation was prepared, and Provincial Education Councils were established under the Ministry 
of Education (Şahin, Elçiçek, and Tösten, 2013). In this regulation, it was stated that inspection was the 
official job and duty of the Ministry of Education, the investigators and inspectors were appointed in the 
assemblies. In this sense, it can be said that for the first time in Turkish education history, the concept of 
inspection is used in a contemporary sense. In a regulation prepared in 1875, it was foreseen that 
inspectors would guide and assist teachers, it was stated that there should be an inspection book in high 
school and how this book would be used was explained (Bilir, 1991). With the “Regulations on the Central 
Organization of the Ministry of Education” prepared in 1911, the central services were divided into two as 
administration and inspection. And the inspectors was chosen from among the teachers who worked in 
secondary schools and higher schools. In 1913, the Tedrisat-ı Iptidaiye Kanunu (Primary Education Law) 
was prepared. According to this law, in primary schools, the inspection was foreseen to carry out by 
primary education inspectors. According to the directive, the duties of primary education inspectors were 
grouped into three main groups: inspection, investigation, and guidance. In 1914, the Regulation on the 
Duties of Education Inspectors was published. The regulation covers the principles, which considered in 
the inspection of secondary education and other institutions affiliated to the Ministry (Taymaz, 2005). In 
Table 2 historical development of the inspection in Republic Era was presented.  

Table 2 

Historical Development of Inspection in Republic Era  

Date Regulation Purpose 
1923 Education Inspectors Directive the duty and authorities of inspectors, and the 

principles of inspection were explained 
1924 Law of Unification of Education the duties of the inspection board were rearranged 
1926 Law on the Educational Organization a regulation including the rights, authorities, and 

duties of education inspectors was come into force 
1950 Assignment of Ministry Inspectors Ministry inspectors gathered in centers such as 

Ankara, Istanbul, and Izmir 
1967 Regulation of the Inspection Board the professional training of inspectors was taken as 

a basis 
1983 Inspection Centers the provinces of Ankara, Istanbul, Izmir, Adana, 

Diyarbakır, and Erzurum were determined as 
inspection centers 

1993 Inspection Board Presidency the inspectors were named ‘supervisors’ and the 
rules of the Inspection Board was published 

 

In the Republican era, after the opening of the Turkish Grand National Assembly, national education 
services were given to the Ministry of Education on May 1, 2020. The establishment of the inspectorate, 
the duty and authorities of inspectors, and the principles of inspection were explained in the Regulation on 
the Duties of the First Education Inspectors, published with the Education Inspectors Directive in 1923, 
and an inspection board consisting of one inspection committee director and ten inspectors was 
established (Taymaz, 2005). The inspection approach in the Republican period was based on the 
necessary regulations and incentives for the realization of the basic principles, and the objectives of 
education. Surveillance files and documents kept in schools regularly were followed up with disciplinary 
laws, regulations and directives covering the regulations regarding the inspection system, and thus 
educational goals were tried to be achieved (Çelebi and Asan, 2016).  

With the Law of Unification of Education dated March 3, 1924, all madrasas and schools were associated 
with the Ministry of Education and the duties of the inspection board were rearranged (Akyüz, 2015). A 
“Congress of Education Inspectors” was held for the first time in Konya between 1-20 May 1925. An 
Instruction on the Legal Powers and Duties of the General Education Inspectors was prepared, so it was 
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planned to appoint the Inspector General and his assistants to supervise all educational institutions in 
accordance with the laws, by-laws and regulations on behalf of the Deputy of Education (Çetin, 2020). In 
1926, the Ministry of Education was established by the Law on the Educational Organization, and a 
regulation including the rights, authorities, and duties of education inspectors was prepared (Bozan, 
2003). With the regulation, the title of Ministry Inspector was used instead of Inspector General, and the 
assistant inspector position was abolished. Ministry inspectors are also divided into two as central and 
district inspectors (Su, 1974). Central inspectors were divided into three groups according to the nature of 
their duties, education and training, administration, library and museum inspectors, and district inspectors 
were assigned to inspect all educational institutions in their regions (Şahin, Elçiçek, and Tösten, 2013). 
However, when the Educational Assurances were abolished in 1931, district inspectors continued to work 
as Ministry inspectors (Taymaz, 2005). 

In 1933, the organization of the Ministry of National Education was re-formed according to the conditions 
of the day in order to ensure better execution of educational services, so the Inspection Board and its 
duties were rearranged. In 1938, primary education inspectors were included in the general budget with 
the Law Concerning the Inclusion of Primary Education Inspectors in the General Budget. By eliminating 
the differences in graduation areas among the inspectors, it was required that those who would be 
appointed as primary education inspectors graduated from Gazi Education Institute or similar schools in 
foreign countries (Ekinci, 2009).  

With a decision taken in 1949, Ministry inspectors were dispersed to the regions, but this practice was 
abandoned after a short time (Su, 1974). In 1950, Ministry inspectors gathered in centers such as Ankara, 
Istanbul, and Izmir. With the “Regulation of the Inspection Board of the Ministry of National Education” 
that came into force in 1967, the professional training of inspectors was taken as a basis. On the other 
hand, it has been stated that the Inspection Board is responsible for providing professional assistance and 
conducting investigations when necessary (MoNE, 2017). In addition, books on the principles that Ministry 
inspectors should pay attention to during their inspections were prepared by the Inspection Board and 
distributed to the inspectors (Su, 1974). 

With the law enacted in 1970, the Chairman of the Inspection Board became a natural member of the 
National Education Council, and a chief inspector was appointed to the Coordinating of the Inspection 
Boards established in Istanbul and Izmir in 1980. In 1983, the provinces of Ankara, Istanbul, Izmir, 
Adana, Diyarbakır, and Erzurum were determined as inspection centers (Şahin, Elçiçek, and Tösten, 2013). 
In 1987, the rules to be followed by the inspectors in school supervision and the principles regarding 
report writing were determined. In 1990, the MoNE determined the principles to be considered in the 
supervision of public and private schools. In 1993, the Inspection Board Presidency was established, and 
the inspectors were named ‘supervisors’ and the rules of the Inspection Board was published (Taymaz, 
2005). In Table 3 educational supervision in today was presented.  

Table 3 

Educational Supervision in Today  

Date Regulation Purpose 
2011 Guidance and Supervision 

Department 
the inspection unit in the central organization was 
restructured. The ‘Supervisors’ were named 
‘Educational Inspectors’ 

2014 Supervisors the title of ‘Educational Inspector’ was given to the 
‘Supervisors’ 

2016 Inspection Board the inspection unit was restructured as the 
‘Inspection Board’, and the inspectors were given 
the title of ‘Ministry Education Inspector’ 

2017 Amendment duties, authorities, and the responsibilities of 
educational inspectors were redefined 

2021 Amendment the name of ‘education inspectors’ were changed as 
the ‘educational supervisors’ 

2022 Regulation on Educational Inspectors to be employed as an inspector, at least 8 years of 
teaching profession is required for teachers 
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In Turkey, the inspection unit in the central organization was restructured as the ‘Guidance and 
Supervision Department’ in 2011, and the ‘Supervisors’ were named as the ‘Educational Inspector’ with 
the Decree No. 652 (Ergün and Çelik, 2018). In 2014, the title of ‘Educational Inspector’ was given to the 
‘Supervisors’ again (Durnalı and Limon, 2018). In 2016, the inspection unit was restructured as the 
‘Inspection Board’ and the inspection personnel were given the title of ‘Ministry Education Inspector’ 
(Kurum and Çınkır, 2017). When the structuring of the supervision in the provincial organization in Turkey 
is examined, it is seen that the inspection unit did not gain a unique structure from 1913 to 1999 and the 
inspection staff received the title of primary education inspector. In 1999, the inspection unit was named 
as the head of primary education inspectors and the supervisors were named as primary education 
inspectors (Bozak, 2017). In 2010, the inspection unit was named as the education inspectors’ presidency 
and the supervisors were named as education inspectors. In 2011, the inspection unit, the head of 
education inspectors, and the inspection staff became the provincial education inspector. By the year 
2014, the inspection unit was named as the head of education inspectors and the supervisors were named 
as education inspectors (Kayıkçı, Özdemir, and Özyıldırım, 2018). Looking at these practices, it may be 
said that changes were made only on the names of the inspection unit and inspectors, the modernization 
of the inspection and the provision of appropriate inspection services remained in the background. From 
1990 to 2014, it is observed that changes were made in the legislation very frequently. With the 
regulation made in 2014, the practice of supervising the course of teachers by inspectors was abolished 
and course supervision was left to school principals (MoNE, 2014). In addition, with this regulation, the 
practice of giving success points to administrators and teachers was eliminated (Kel and Akın, 2021). In 
the change made in 2016, the scope of audit services was narrowed, process and result, system and 
financial audit examination and evaluation were abolished, and only performance and compliance audit 
service continued (Durnalı and Limon, 2018). 

With the amendment made in 2017, duties, authorities, and the responsibilities of education inspector and 
assistant inspectors, their recruitment, training, appointment, assignment, working procedures and 
principles, and the obligations of the inspected were redefined (MoNE, 2017). With the regulation, Ministry 
inspectors are assigned to carry out research, preliminary examination, examination, investigation, 
inspection and guidance procedures for the Inspection Board, the institutions and organizations within the 
Ministry, and the institutions subject to the Ministry's supervision (Tosun and Ordu, 2020). 

In 2018, the guiding role of the Board of Inspectors was highlighted. The task of carrying out the 
guidance, on-the-job training, inspection, evaluation, examination, research and investigation services of 
formal and non-formal education institutions of all types and degrees and provincial and district national 
education directorates has been given to Ministry education inspectors. In 2021, the name of ‘education 
inspectors’ were changed as the ‘educational supervisors’, and the title of Ministry education inspector was 
changed to ‘Ministry supervisor’. In the Official Gazette dated March 01, 2022, and numbered 31765, the 
“Regulation on Educational Inspectors of the Ministry of National Education” was published (MoNE, 
2022b). When this Regulation is examined, it is seen that to be employed as an inspector at least 8 years 
of teaching profession is required for teachers.  However, for those who do not come from the teaching 
profession such as law, politics, economics, etc. it is planned to appoint as the education inspectors only 
based on their KPSS scores without taking the written exam. On the other hand, the condition of 35 years 
of age was sought in the application to the inspectorate, and course supervision was taken from the 
school principals and given to the education inspectors again. However, in the 2022 regulation, exam 
subjects for graduates of different fields are determined as 20% in Law, 20% in Economics, 20% in 
Finance, 20% in Accounting and Business Administration, and 20% in other subjects, and these subjects 
are not in the content to serve the purpose in the inspection of educational institutions and teachers. 

Conclusion and Discussion 

The results of the research reveal that from the past to the present, the Turkish education system has 
undergone a dual structure as central and provincial inspection units. In addition, it is noteworthy that 
constant changes have been made regarding the roles and responsibilities of inspection units and 
supervisors. In the 2023 Vision Document, it is stated that the inspection system will be reconsidered as 
separate specializations in the form of guidance and inspection, and the inspection process and inspector 
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roles will be restructured to provide the guidance services needed by teachers and schools (MoNE, 2018). 
On the other hand, it is stated that in addition to the investigation duties, attention should be paid to 
collecting information in accordance with regional needs, conducting research and analyzing data (Öner, 
Gürsoy, and Ulutaş, 2021). The results revealed that instead of creating a sustainable inspection system in 
line with the needs of the education system, the changes were limited to the titles of the inspectors 
(Bülbül, 2021), and that permanent and functional practices were not included (Öner, Gürsoy, and Ulutaş, 
2021). Moreover, the changes did not work, and the old practices were reinstated in a short time. 
According to Beycioğlu and Dönmez (2009), the important thing is not the change of nouns and 
adjectives, but innovation in content and practice. 

The applications based on the results of scientific developments cannot become widespread throughout 
the country, and the principles of scientific thinking and life cannot find enough meaning even in 
universities, prevent the perception and implementation of educational supervision with its contemporary 
features (Başar, 2006, p. 158). In the first years of the Republic, a behavioral supervision approach was 
applied due to the mission of not only detecting the deficiencies and faults imposed on the inspectors, but 
also guiding and encouraging the teachers of the young Republic, although it bears the traces of the 
traditional supervision approach (Çelebi and Asan, 2016). Structural problems in the field of education 
supervision, which continue in the parliamentary government system, continue to a large extent in the 
presidential government system (Bülbül, 2020). As Durnalı and Limon (2018) stated, the continuous 
structural change of the audit system by policy makers, especially between 2011 and 2017, is a problem 
area that is discussed. MoNE’s change in the audit system again in 2022, strengthens the perception that 
routine changes continue today. 

The “Regulations on Educational Inspectors of the Ministry of National Education” (MEB, 2022b), which 
came into force after being published in the Official Gazette dated 01 March 2022 and numbered 31765, 
has been criticized by a wide range of academics, inspectors, and teachers since the day it was published. 
Moreover, education unions apply to the judiciary for the annulment of this regulation (EYEDDER, 2022). 
Education Administrators and Education Supervisors Association (EYEDDER) (2022) asserts that with the 
2022 amendment, it has been regulated that the graduates of law, politics and economics, who are not 
from the teaching profession, will be appointed as the inspectors according to the KPSS. While the 
condition of being a teacher is not required for other candidates, it may be stated as a situation contrary 
to equality that the requirements for teachers to work in teaching profession at least 8 years. In addition, 
the requirement of 35 years of age when applying to the inspectorate is a situation that limits the 
application of all teachers. Furthermore, not giving priority to graduates from the field of educational 
administration is a fundamental problem. 

In the supervision system in Turkey, frequent changes in the titles of people who supervise educational 
institutions and teachers (e.g., inspector, supervisor, education inspector) is an important problem. On the 
other hand, the establishment and then abolition of structures at provincial, regional and ministry levels at 
various times in the historical process can be seen as another problem. In addition, changing the name of 
the inspection units in the central organization and then returning to the old one (Guidance and Inspection 
Department/Inspection Board) may again be perceived as a problem. Moreover, it is among the problems 
that the inspection structure at the provincial level is first strengthened and then completely neutralized 
(Kel and Akın, 2021). As Aydın (1986) states, supervision is mandatory for organizations established to 
realize a certain purpose, and organizations have to constantly know and monitor the degree of realization 
of their goals. For this, the inputs, processes and outputs of the organization must be continuously 
controlled and evaluated in a planned and programmed manner. However, the fact that the inspection 
system is not in a healthy structure brings along various problems. According to Gülşen (2021), frequent 
changes in the inspection system prevent the institutionalization of the inspection system in education and 
cause the unsupervised institutions to be managed poorly. 
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It is observed that the factor of merit is ignored in the selection and training of the inspectors. In addition, 
the inconsistent changes made in the inspection system in recent years have caused problems in the 
working conditions and personal rights of both the inspectors in the provincial national education 
directorates and the Ministry education inspectors working in the central organization of the MoNE (Bülbül, 
2020). As Durnalı and Limon (2018) stated, there is no data on why the changes in the legislation were 
made and what their pragmatic foundations are. 

These results show that the education supervision system in Turkey is not functional and sustainable. It 
may be beneficial to include teachers in the supervision processes so that the supervision system can 
contribute more to the development of educational organizations (Tosun and Ordu, 2020). It may be 
useful for policy makers in education to take steps that focus on the real problems of the system and 
improve and advance the system while making changes in the supervisory system (Kel and Akın, 2021). 
The realization of changes in the education supervision system in Turkey with an independent of political 
understanding, the improvement of the inspection system and the working conditions, powers and 
opportunities of the inspectors with legal regulations can contribute to the rational determination of the 
level of realization of the goals of the education system (Gülşen, 2021). As Konan, Bozanoğlu, and Çetin 
(2019) stated, in order for the Turkish Education System to function in accordance with the objectives and 
expectations, uncertainties should be eliminated, and stakeholders should not have a problem of trust in 
the system. In this sense, the inspection policies of the Ministry of National Education should be reviewed 
with the participation of expert administrators and school stakeholders, and standard and permanent 
policies should be established. As a result, there is a need for an applicable and sustainable inspection 
system that will be developed based on the participation of all stakeholders in the education system. 
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Distance Education in In-Service Training of Teachers  
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Abstract 

This research was carried out with qualitative research and document analysis techniques. This study it is 
aimed to examine the development of distance education and teacher training practices and their 
practices in various countries and Turkey. The way to improve the organization is to develop human 
resources. The understanding of human resources of our age has also grasped the value of human power 
for the organization and has sought new approaches to develop this resource. Distance education is also 
considered as an approach where technology is used intensively to train human resources before and 
during service. Particularly, developments in internet and intranet technology also enable interaction 
between teacher and learner, learner and learner with virtual classroom applications and the use of 
whiteboards. Distance education, which found intense application opportunities during the pandemic 
(Covid 19) affecting the whole world, has brought a new perspective to education processes. In this study, 
the concept of distance education is discussed in the context of its use in in-service training of teachers.  

Keywords: Distance education, teacher, in-service training. 

 

 

 

Introduction 

The way to improve the organization is to develop human resources. Understanding human resources of 
our age has also grasped the value of human power for the organization and has sought new approaches 
to develop this resource. Distance education is also considered an approach where technology is used 
intensively to train human resources before and during service. 

It has become generally accepted that there is a positive relationship between student achievement and 
teacher quality. To increase student success and improve the system, the issue of training teachers both 
before and during the service is one of the educational problems that have been sought for a solution for 
many years. The problem that constitutes one of the keystones of every education system is the 
recruitment and training of employees in the education system (Mialaret, 1985; Harandi, 2015). The 
intensive use of technology and keeping up with innovations to solve this problem brought the concept of 
e-learning or distance education to the agenda in teacher training. 

With the help of technology, from the environment in which the learner and the teacher physically share 
the same environment and communicate face-to-face in the classical understanding, it has reached the 
stages of continuing education in conditions where well-programmed and enriched learning environments 
are created independently of the place and place, supported by many audio-visual tools. Internet and 
intranet technology developments enable interaction between teacher and learner, learner and learner 
with virtual classroom applications and the use of whiteboards. Distance education, which has found 
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intense application opportunities, especially during the pandemic (Covid 19), which affects the whole 
world, has brought a new perspective to education processes (Durak, Çankaya & İzmirli, 2020). This study 
discusses the concept of distance education in the context of its use in teacher training. 

Distance Education 

The term information society is often used in the meanings of "a society with a high level of knowledge", 
"a society in which information is the main economic resource", "computer and information use advanced 
society", "a society in which computers are widely used in every field", and all of these concepts are 
interconnected. The information society is built on the infrastructure provided by information and 
communication technologies. The information society needs individuals with knowledge and analytical 
thinking in the branches of industry they work in (1st Informatics Council Final Report, 2002, 7). Rapid 
changes in Information Technology (IT) have brought the workforce, the information society's 
cornerstone, to the fore. In our age, the wealth of countries is not measured by money or the wealth of 
their natural resources but by the wealth of knowledge and human resources. The way to train the 
workforce with the necessary qualifications is through education and training. 

At the Informatics Council, held for the first time in 2002, it was foreseen that the Turkish Education 
System should go through a severe restructuring to raise individuals who would form the information 
society. The essence of this structuring should focus on shaping our society's thinking, learning and 
communication habits according to the needs of the future. For this, the main target; is (1) To create a 
creative, flexible and innovative way of thinking in all sections of society, (2) To provide lifelong education 
to individuals and to develop their social responsibility, (3) To connect schools among themselves and with 
the world around them (4) To increase efficiency and productivity in education by using new education 
methods and (5) It is stated as ensuring the administrative and managerial excellence of the National 
Education System (1st Informatics Council Final Report, 2002, 499). As a matter of fact, in the Final 
Declaration of the 2nd Informatics Council of Turkey (2004), it was stated that Turkey should restructure 
its education system in a way that would equip the individuals of the information society with the 
necessary skills and raise individuals with creative, innovative, entrepreneurial, flexible and questioning 
qualities. 

The program changes and the restructuring approach carried out by the Ministry of National Education in 
Turkey can be described as steps towards realizing these goals. However, the fact that schools fulfil this 
function expected from them must be considered in the training of education personnel. Increasing 
teacher competencies is critical in raising individuals who will form an information society. Qualified 
education will be carried out with qualified teachers. Even if it is assumed that they were trained very well 
before the service, it has become a necessity of the information age to ensure that every employee is 
trained in service. 

The concept of distance education can have different meanings for different people in different 
environments. Letter teaching, television broadcasting, satellite, video conferencing and computer-assisted 
teaching are the first to come up as the mediums of transferring this teaching, which has a wide range. 
However, no matter how the definition of distance education is made, the following essential features 
stand out (Distance Education Manual, 2003, 9): 

1. Physical separation of the instructor and students is a part of the learning process, 

2. A regulated curriculum, 

3. Presence of an educational institution (influence/contribution in the planning of the program's 
courses, preparation of materials, and provision of academic and student support services), 

4. Technology tools (use of technologies and tools such as printed materials, video, audio and 
computer etc., to transfer the contents of the courses and ensure interaction), 

5. Two-way interaction. 

Distance education, by its nature, necessitates multi-system planning. In distance education, the 
education schedule must be determined precisely in advance (Teker, 1995). Distance education 
application requirements; suitability for the course, the course and the target audience, the cost, the 
student's perspective and suitability for distance education, the teacher or trainer's belief in the usability 
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and benefit of the technology required by distance education and having the necessary equipment, and 
the planning of the courses to be given with distance education. 

The following points are emphasized as the differences between distance education: Distance education or 
e-learning emphasizes solutions and learning outcomes. It is focused on learning and the learner. It can 
be performed anywhere and anytime. It allows the creation of new models that will enable learning. In 
this respect, it encourages creativity (E-Learning Report, 2001, 8-9). In the e-learning guide prepared by 
the commission on adult learning and technology created by the American Education and Development 
Association (ASTD) and the National Association of Public Administrators (NGA) in 2001, the meaning of 
distance education for the future is high-quality education and employee training, increasing performance 
and effectiveness at work. Furthermore, it is stated that economic growth and development, 
competitiveness, providing more opportunities for equality, increasing literacy and education, and 
strengthening the ties of interpersonal relations in society (E-Learning report, 2001, 11). 

This study it is aimed to examine the development of distance education and teacher training practices 
and their practices in various countries and Turkey. In line with this general purpose, answers to the 
following questions were sought. 

1. What are the teacher training models with distance education? 

2. What are the practices in different countries and Turkey in teacher training with distance 
education? 

Method  

This research was carried out with qualitative research and document analysis techniques. In qualitative 
research, data is collected through observation, interviews and documents (Creswell, 2007). This is 
followed by data analysis. According to Miles and Huberman (1994), qualitative data analysis; consists of 
three stages: collecting data, reducing data, displaying data, drawing conclusions, and validating. While 
analyzing the collected data, techniques such as discourse analysis and document analysis are used in 
addition to descriptive and content analysis (Yıldırım & Şimşek, 2016). Document analysis is a scientific 
research method defined as collecting, reviewing, questioning and analyzing various documents as the 
primary source of research data. While this method often complements other research methods in the 
literature, it is also used as a stand-alone method. The research is a descriptive study, and the data were 
obtained from the related literature by document analysis method and analyzed. In addition, distance 
education practices in the teacher training system in different countries and Turkey were examined and 
evaluated.  

Findings and Discussion 

Distance Education in In-Service Training of Teachers 

The driving force of the industrial revolution is the changes in science and technology. Depending on 
these changes, there are also changes in the structure of organizations, their size and the quality of 
labour. In addition to the problems of rapid change, finding and training the long-term workforce, it also 
brings up the problems of how to develop and renew the skills that have lost their validity in the 
organization (Açıkalın, 1996, 27). 

When considered in terms of educational organizations, the school of the future is called the learning 
school and produces and uses the information to maximize its effectiveness; It is stated that it will be a 
school that has a flexible structure suitable for continuous innovation in order to meet the needs of the 
changing society (Başaran, 2000, 57). One of the research findings on effective schooling is the emphasis 
on teaching in effective schools. This means that it is understood and accepted by all concerned that the 
primary purpose and focus of attention of the school organization is the teaching phenomenon, that the 
school is an institution that exists for teaching, and that everything in the school gains value according to 
the degree of its contribution to teaching. The main job of the school is teaching in this classroom 
environment, under the guidance and supervision of the teacher, through teacher-student interaction 
(Balcı, 2007, 129). According to the research findings, the main factors that provide effective teaching at 
school are the teacher and the student (Balcı, 2007, 130). The teacher gains value to the extent that he 
facilitates the student's learning. 
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In contrast, the teacher facilitates the student's learning and pays attention to his learning and 
professional development. With these actions, he is a part of and one of the most fundamental factors of 
the learning school. The quality of the teacher, along with other factors such as curriculum, students and 
materials, directly affects student achievement (Caillods & Postlethwaite, 1989, 168; De Jong, 2020), 
especially in comparisons between developing countries and OECD countries, where regional differences 
and inequalities of opportunity are profound. It is stated that the positive effect of distance education in 
eliminating these differences in countries leads to positive results with the use of non-formal education 
channels such as TV to be given to lower socioeconomic groups and increases student success (Caillods & 
Postlethwaite, 1989, 185). 

While an information system equipped with information technology is established at the school in order to 
realize the learning of the school (Başaran, 2000, 58), the education employees working in these schools 
should have the following competencies in brief: To have learned the learning and teaching process of 
learning, to manage the information at a level that can be used effectively in their work, to reach the 
goal—being open-minded at a level that can change his/her behaviour, being able to get rid of thinking 
patterns and developing new perspectives when necessary, being prone to teamwork and being able to 
think together in a team, being able to think freely and express his/her thoughts freely, having foresight in 
his/her work and being able to focus on it, being open to the suggestions of others, knowing his/her job, 
those around him, and what he/she knows. Furthermore, to have the habit of questioning what they do 
not know to develop their methods and techniques to have entrepreneurial and ideal goals (Basaran, 
2000, 59). Ensuring quality in all educational activities cannot be separated from teacher quality. For this 
reason, pre-service and in-service training of the teacher constitutes one of the essential study subjects in 
education. 

Changes in information and technology reveal new approaches in the presentation and acquisition of 
information as well as information. In summary, it can be said that distance education is a learning 
method in which the learner and the teacher are located in different places; the learner can adjust the 
learning content and speed according to his/her level, learn at his/her own learning pace, the learner 
takes more responsibility and uses technology intensively. This method, which has been used in various 
ways in various certificate programs, at various stages of formal education and vocational courses, is also 
widely used in teacher training. 

 

Various Distance Education Approaches in Teacher Training 

According to Altan (2001, 210), there are many different applications for distance education applications. 
Communication-distance education methods, computer-designed teaching programs and computer-aided 
communication systems are the main technological opportunities that teachers can use in distance 
education. There are many distance education approaches to teacher training. For example, in the 
distance education teacher training model developed by Aljannazrah and Bader (2006, Yücel, 2006, 1) in 
chemistry teaching, the lessons are planned with software containing simulations in the laboratory. The 
subject was designed with nine experiments, and the students were tested at the end of the experiments. 
This study has shown that larger groups can be trained with simulations on subjects that require practical 
training. 

According to Yücel (2006,1-4), collaboration can be achieved through group work in the computer-assisted 
online course model developed by Fisher, Thompson, and Silverberg (2004-2005). This model approach is 
a case study. The findings showed that learning through collaboration and teamwork is more effective. 
Such approaches can be increased. Various application examples of distance education show that online 
learning is moving in the direction of providing application opportunities with simulations, case studies and 
software support. Applications such as e-exam, e-books, e-TV, e-consulting, e-audio books, and e-
conference, which are used as approaches to distance education applications today, are the approaches 
and applications used in the in-service and pre-service training of teachers.   

When we look at the types of distance education used in teacher training, these can be grouped as 
communication distance education methods, computer-designed teaching and computer-assisted 
communication systems (Altan, 2001, 210-213): (1) Communication includes distance education methods, 
one and two-way audio and video, satellite and pre-recorded video courses, computer systems, cable 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

22 
 

 

 

television broadcasts, teleconference and radio-TV programs. A simple and cost-effective distance teacher 
education application, frequently used mainly in the United States, is carried out by telephone bridges or 
conference call systems. Weekly teleconference call systems also support course-related readings and 
assignments. Cassettes produced for the general market and local purposes add visually to audio-prepared 
programs. Distance education methods supported by two-way video technologies provide more diverse 
communication opportunities to distance education students. (2) Interactive multimedia applications are 
used in computer-designed teaching. In many teacher training programs in the United States, computer 
applications of the case method are carried out using blended media programs. Supported case examples, 
selected documents, video clips of classroom activities and similar applications, such as audio-prepared 
interviews, provide a realistic interactive environment. Teams and collaborative groups can solve problems 
in virtual education environments. (3) Computer-assisted communication systems, commonly known as e-
mail and computer conference, include providing consultancy services, providing quick communication, 
keeping a diary in a way that will enable the student to think critically about his/her teaching skills, and 
transferring this to the consultant via e-mail regularly. Communication through personal computers, 
telephone lines and central computer conferencing systems in computer conferencing teaching practices 
offers creative possibilities for communication between individuals (Hodges, Moore, etc., 2020).  

Teacher training models with distance education have developed in parallel with the changes in 
information technologies and teaching technologies in the historical process. In this process of change, 
developments in the understanding of teacher training through distance education have revealed new 
models and practices (Burns, 2011; 9-120; Gelişli, 2015, 316-317):  

1. Distance education with printed materials: Communication based on printed materials, 
correspondence/communication, is the oldest form of distance education. It has been seen that 
such applications are the cheapest distance education applications. Sometimes, because of a low 
budget and unsuitable infrastructure, the most suitable model for teacher education is distance 
education based on printed materials in some countries.  

2. Auditory-based distance education: Audio-based teaching in teacher training includes radio 
broadcasts, interactive radio teaching and, increasingly, podcasts. As with print-based education, 
radio broadcasts are often directed at teachers. Content is created for teachers, and formal 
learning (for teachers) takes place outside the classroom. Particularly in conflict/confusion and in 
remote or separated areas, auditory instruction is more effective in delivering information to the 
teacher than pressure-based instruction. Technologies based on radio broadcasts can gain new 
listeners at low fees. In addition, radio and cassette players and CD players are easy to use-and 
accessible tools even in the poorest parts of the world.  

3. Television-based distance education: The role of the sense of sight in learning is high; television-
based distance education applications support and even provide vision-based learning. Teachers 
benefit when they see other teachers working in new ways, using television in a 40-person 
classroom to increase collaboration, and successfully implementing innovation in the same local 
context and the same types of learning in an environment they have experienced. When teachers 
see other teachers using new instructional technologies and being successful, their self-confidence 
and belief in success increase; these television-based distance education-based environments 
offer the various application models expected from the teacher, guide teaching activities to 
practice, and strengthen teachers' understanding of processes that are difficult to explain. 
Teachers can observe and practice many things by watching television broadcasts. 

4. Multimedia-based distance learning: Multimedia, written, audio, visual etc., are tools that combine 
multiple content formats. It is a long achievement to support students' learning. Multimedia, 
which is used extensively, has been used in teacher education in recent years, but this situation is 
changing with new applications today. Especially digital learning games have started to emerge as 
a new learning tool for teachers. 

5. Web-based models: One of the fastest-developing distance education models is web-based or 
online learning. This model was first used in countries such as the United States, South Korea, 
Singapore, Japan, Canada, Australia, New Zealand, and the majority of Europe, where the rate of 
Internet access is high in school or home environments, and technological skills are widely spread. 
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However, it has become widespread worldwide, especially after the Covid 19 pandemic. With 
widespread internet access, web-based models are becoming more common worldwide. As a 
result, online learning and distance education are considered the same in many parts of the world. 

6. Web-based applications for web-based learning: Although many web-based applications are 
gaining importance in teacher training, two, in particular, are worth examining as potential 
distance education tools Web 2.0 applications and three-dimensional environments. At first 
glance, these two applications may have little in common, but there are many connections. First, 
when effectively structured for users, these applications are creative and help them achieve both 
individual and collaborative learning experiences. In recent years, with the use of artificial 
intelligence and the internet of things in educational technologies, web-based learning offers 
ample opportunities for in-service training for students and teachers. In addition, students, 
including teachers new to the profession, are familiar with these practices. 

7. Mobile technologies for distance learning: In recent years, they have become increasingly 
widespread as tools teachers use in their learning processes. This type of learning is called mobile 
or mobile learning and, increasingly, ubiquitous (also ubiquitous) or distance learning. Distance 
learning is mainly based on small mobile network-based tools – mobile phones, smartphones, 
tablets, etc. - including distance learning conducted; so that learners can access information, 
friends or resources from the same place simultaneously with open access. Mobile technologies 
have provided an alternative way to involve students and teachers in the learning and teaching 
process. These tools are cheaper, portable and easy to use than desktop computers or laptop 
computers. In most developed countries, many enterprises have used mobile phones to 
strengthen the language and math learning process, give homework, and provide internet access. 
For example, teachers give their students homework via text message or e-mail. Portable media 
players can also support language acquisition by listening and practicing with the help of 
recordings. 

Teacher training is the main element for effective distance education. Teachers should be educated about 
the relationship between technology and learning. In addition, teachers should be provided with the 
knowledge and skills necessary to increase interaction and operate technology. In the absence of this 
information, the teacher will not be able to use the materials to adapt them to the objectives of his/her 
lesson. Studies conducted in the USA have shown that 57% of teachers are willing to use new 
technologies (Özerbaş, 2005, 91). Therefore, distance education is used to support teacher education. 
Open and distance education has been commonly used for initial teacher training for teachers entering the 
profession with a background in primary, secondary or tertiary education, but is often organized to 
supplement each other. 

Examples of Distance Education Programs for In-Service Training of Teachers 

In recent years, especially after the pandemic (Covid-19) period, distance education approaches have 
been used predominantly in all educational processes and teacher training programs. The prominent 
examples of UNESCO, the practices in some western countries and the practices in Turkey on the 
international level regarding the training of teachers, especially in-service, with the distance education 
method are briefly summarized below. It is understood that distance education was widely used in teacher 
training before such practices became widespread after the pandemic. The advantages of using distance 
education come to the fore, especially in international projects in which many countries participate in 
international improvement. Various examples from UNESCO, New Zealand, the United States and Turkey 
are briefly summarized below, along with their implementation processes. 

UNESCO School Curriculum and Teacher Development Example 

In UNESCO projects on the use of information and communication technologies in teacher development 
and training, it is stated that curriculum development and teacher training achievements in teacher 
training are critical thinking, ability development, development of general and job skills, and the 
transformation of what is learned into performance outputs, and the development of working and 
communication skills as a team member. (UNESCO, 2002,9). Therefore, there is a need for employee 
development at every step taken to change and improve that site. For example, in UNESCO's (2002, 15-
16) dissemination of information technology and communication and school improvement studies, the 
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development of teacher competencies takes place in the first step of the project steps. Considering that 
teacher development is a tool for school improvement, a four-stage development and change strategy 
model was developed in the study, and (1) immediate action, (2) implementation, (3) diffusion, and (4) 
change stages were identified. Accordingly, the development of school personnel in computer technology 
during the emergency action phase is included in the necessary preparations for the school to have the 
necessary equipment. In addition, teachers learn how to prepare and teach materials with these new tools 
(UNESCO, 2002, 17). 

It is clear that the development of the professional skills of teachers and other administrators, the 
provision of the school's internet and intranet network, as well as the development of the teacher, 
especially in the dissemination stage, are focused on individual attention. The responsibility for the 
teacher's self-development is in addition to the training supported by the school (UNESCO, 2002, 28-29). 
In summary, the unit topics and critical skills listed from A1 to A9 in the curriculum of the professional 
development program of teachers are; It is primarily based on the use of computer technology, 
understanding of the system, material preparation, presentation techniques, social and ethical problems, 
and the use of computer technology in the business environment (UNESCO, 2002,46). In addition, the 
following points to be considered in increasing teacher competencies, complying with the rules of adult 
learning, eliminating fears and anxieties against computer technology, making comparisons in 
performance evaluation according to their development stages rather than other employees, providing the 
necessary opportunities for teachers to evaluate their time at home for this purpose due to the use of 
their private time (UNESCO, 2002,48), the use of seminars, courses, workshops and practices related to 
the subject areas as a method in the organization of the studies, the establishment and support of 
purpose-oriented teacher communities in both natural and virtual environments, giving place to practices 
and showing specific application examples according to teacher branches (UNESCO, 2002,51-52) is 
recommended. 

 

UNESCO Asia and Pacific Innovation and Distance Education Development (APEID) Case 

In this study, which was carried out in 1987, studies on the institutionalization of distance education 
systems and structures were carried out in line with the project by UNESCO through its regional office in 
Asia-Pacific countries. As a result, UNESCO implemented the targets set by the project working group with 
the Chinese National Commission to improve the quality of education in third-world countries due to the 
accelerating feature of distance education and its impact on development. Within the project scope, 
Australia, Bangladesh, China, India, Nepal, New Zealand, Pakistan, the Republic of Korea, Sri Lanka and 
Thailand took part (UNESCO, 1987,5-20). Therefore, project studies for establishing and disseminating 
distance education in all these countries with the support of APEID for the development of the country 
and the improvement of the quality of education can be obtained from the relevant source for each 
country. In general, in the project, the target areas of work to be developed to improve the quality of 
education through distance education: (1) globalization of education, (2) scientific and technological skills 
and creativity, (3) education sector and business areas (4) education and rural development were 
determined. In order to achieve this, three critical studies are stated as (1) effective use of educational 
technology, regulation of dispersed media and low-priced technological infrastructure, (2) creation of 
professional support services and training of education personnel, (3) research and development studies 
in cooperation and for the future. (UNESCO, 1987,1). Here, studies on teacher training and competencies 
are particularly noteworthy. Therefore, the training of teachers in the development stages of distance 
education in all countries has been handled in the context of equipping teachers with the knowledge and 
skills that will provide distance education to students, as well as users who benefit from distance 
education in their development. For example, in Nepal, 2800 teachers were trained during the five years 
of the program (UNESCO, 1987, 11). 

In Korea, it is observed that the process continues with the training of trainers after the development of 
distance education systems and structures. Then the course and study materials are developed (UNESCO, 
1987, 16). Considering the evaluation of the program outputs in terms of teacher education, it would not 
be wrong to evaluate that in the countries that are considered to be advanced in distance education 
today, advanced education practices were introduced in teacher education at that time, and the education 
was made continuous (UNESCO, 1987, 25). Therefore, in addition to establishing the necessary 
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infrastructure and providing technological opportunities for disseminating distance education, increasing 
teachers' competence, using distance education in the country's development and increasing the quality of 
education provide productive results. 

New Zealand Standardization Example for Supervision and Promotion of Distance Education 

According to the standard criteria for distance education supervision and the definitions of the criteria in 
the New Zealand National Standards Handbook (2004), three main activities and the definition and 
requirements and qualification conditions of each are specified. Accordingly, (1) be able to describe and 
explain the organizational skills required for a supervisor/counsellor in distance education, (2) explain and 
plan the requirements for creating a safe learning environment for the student, (3) develop an 
organizational program for supervision and support for the two-week learning program and make plans. 
The criteria and qualification conditions for these three essential competencies are also detailed. With the 
standardization of the studies, it is possible to ensure the quality of the support service and supervision 
provided in distance education.  

Distance Education Practice Examples in the United States 

Many prestigious universities in the United States offer distance education programs. There are many 
separate programs on teacher training, training administrators and supervisors, distance education 
programs at undergraduate and graduate levels, as well as separate certificate programs on subjects 
within the subject area of teacher training (leadership, classroom leadership, classroom management, 
etc.). International Association for Technology in Education (ISTE), The National Center for Educational 
Technology Standards (NETS), the National Center for Applied Research in Educational Technology 
(CARET), and the National Conference on Computer Education (NECC) represent a broad framework of 
more than 85,000 professionals. By supporting its members with information, communication network, 
development opportunities and consultancy services, it provides both distance education and consultancy 
services to other organizations providing distance education.  

Considering it as a United States or country-based distance education institution means limiting it to some 
extent. Because these organizations eliminate national borders thanks to technological opportunities and 
provide education services through distance education in many countries of the world. 
(http://www.iste.org). Today, many universities in the United States have distance education 
departments. When the programs opened, especially in educational administration and supervision, are 
examined, it can be said that they are generally opened at the master and doctorate levels. Administrators 
and supervisors are trained with similar programs in terms of content, and programs are created to 
develop leadership skills and field knowledge as a requirement of the role they will play. The importance 
of support services in distance education is evident, and some distance education programs are carried 
out in a blinded manner with face-to-face programs. Many universities have undergraduate and graduate 
programs for teacher training through distance education. 

Examples of Distance Education Implemented by the Ministry of National Education in Turkey 

Constructivist Interactive In-Service Training Model (CITM-YIHEP) for primary school teachers, as one of 
the most comprehensive studies carried out by the Ministry of National Education (MoNE) in Turkey, is a 
pilot project of constructivist in-service training programs within the scope of the cooperation protocol 
signed between the Ministry and Pamukkale University on 17.06.2008. As an application, it was started by 
using distance education method techniques. The training, prepared as a TUBITAK supported project of 
Pamukkale University, covers 6 essential areas at the primary education level. The course contents of 
these training are available at www.yihep.com, where these subjects will be conducted by distance 
education (http://hedb.meb.gov.tr/_duyuru/YIHEP.pdf). CITM aims to present an in-service training model 
that fully overlaps with the Turkish education system, is supported by technology, can meet the needs of 
primary school teachers, and disseminates the constructivist approach, a modern educational philosophy. 
In line with these general objectives, CITM also aims to realize the following principles: (1) To ensure that 
teachers have access to the highest quality and most valid information prepared by experts in the fields 
they need. (2) To develop the skills of teachers on technology-supported, constructivist teaching 
approach. (3) To plan the time teachers, spend in their in-service training in the most efficient way to 
enable them to contribute to their professional development whenever and wherever they want. (4) To 
create an in-service training model based on constructivist learning theory and technology integration. (5) 
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Standardizing and raising teacher quality. In order to participate in the training program on the 
functioning of CITM, it is necessary to be a member of the web page. In the CITM training program, 
Constructivist education philosophy and basic information, up-to-date information on how to use 
constructivist education in Kindergarten, Classroom Teaching, Mathematics, Turkish, Science and Social 
Studies lessons, examples of practical activities, video examples, plans, tools for evaluation and their uses 
http://www.yihep.com/isleyis.asp). 

Teacher Information Network (OBA) is a platform created to support the professional development of 
teachers and school administrators through distance education (Ministry of National Education, 2022). 
OBA is designed to be a meeting point for professional development and hosting the sharing of good 
practices. (1) Central and local in-service training plans, (2) synchronous and asynchronous in-service 
training organized through distance education, (3) Virtual library, (4) Professional development societies, 
(4) Teacher-manager mobility programs, (5) There are practices such as a school-based professional 
development program, (6) the promotion of good practices carried out by our teachers (MoNE, In-Service 
Training Manual, 2022, 4). The Ministry of National Education broadcasts intensively from the Education 
Information Network (EBA) under distance in-service training. However, the EBA platform includes content 
not only for teachers but also for students and parents. For example, during the COVID-19 pandemic, 
distance education at all grade levels via EBA was carried out with online and offline videos and other 
content. In addition, there is in-service training content for teachers under the titles of professional 
development and academic support on the EIN platform (https://www.eba.gov.tr/). 

Conclusion 

Distance education has been used in teacher training in western countries for many years. Our country's 
teacher training was first practiced in the 1970s through letter teaching. Today's technology has become a 
method used to train teachers with applications for creating face-to-face education conditions with the 
help of technology without limiting time and space. With Microsoft's teacher academy application, the 
distance education application aiming to make teachers computer literate could not be determined to what 
extent it was efficient since no measurement was made at the end of the training. Considering that the 
individual takes responsibility for learning in such organizations, it is necessary to determine the training 
needs of teachers well, initiate the application voluntarily and consider the characteristics of adult 
learning. Implementing unplanned and unscheduled distance education activities may lead to the belief 
that distance education is useless among the teacher mass. This situation may create prejudice against 
applications that may be beneficial. 

When the projects carried out by the Ministry of National Education in recent years are evaluated, it is 
noteworthy that the Ministry carries out many projects to improve teacher performance. In addition to the 
ongoing studies carried out by the Ministry to improve teacher competencies and teacher performance, 
the organization of projects in which administrators and supervisors can also be developed through 
distance education will facilitate the development as a whole. 

References 

Açıkalın, A. (1996). Çağdaş örgütlerde insan kaynağının yönetimi. PegemA Yayıncılık.  

Altan, M.Z. (2001). Teknoloji yardımıyla öğretmen yetiştirme. Fırat Üniversitesi Sosyal Bilimler Dergisi,   11 
(2), 209-216.  

American Society for Training and Development (ASTD) and National Governors Association (NGA)  
       (2001).  E-learning report.  http://www.nga.org/cda/files/ELEARNINGREPORT.pdf  

Balcı, A. (2007). Etkili okul: okul geliştirme. Pegem A Yayıncılık. 

Başaran, İ. E. ( 2000). Eğitim yönetimi: Nitelikli okul. Umut Yayın Dağıtım. 

Burns, M. (2011). Distance education for teacher training: Modes, models, and methods. Education 
Development Center, Inc. 

Caillods, F. & Postlethwaite, N. T. (1989). Teaching/learning conditions in developing countries. prospects. 
Quarterly Rewiew of Education. 19 (70), 168-190.  

Creswell, J. W. (2007). Qualitative inquiry and research design. Thousand Oaks: Sage 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

27 
 

 

 

De Jong, P. G. (2020). Impact of moving to online learning on the way educators teach, 
https://link.springer.com/article/10.1007/s40670-020-01027-7  

Durak, G., Çankaya, S. & İzmirli, S. (2020). Covıd-19 pandemi döneminde Türkiye’deki üniversitelerin 
uzaktan eğitim sistemlerinin incelenmesi. Necatibey Eğitim Fakültesi Elektronik Fen ve Matematik 
Eğitimi Dergisi, 14(1), 787-809. 

Gelişli, Y. (2015). Uzaktan eğitimde öğretmen yetiştirme uygulamaları: Tarihçe ve gelişim. Journal of 
Research in Education and Teaching. 4 (3), 313-321.  

Harandi, S. R. (2015). Effects of e-learning on students’ motivation. Procedia-Social and Behavioral 
Sciences, 181, 423-430. 

Hodges, C., Moore, S., Lockee, B., Trust, T. & Bond, A. (2020). The difference between emergency 
remote teaching and online learning. Educause Review, 27 (1), 1-9.  

International Association for Technology in Education (2019).  http://www.iste.org   

Ministry of National Education. (2022). Constructivist interactive in-service training model.       
http://hedb.meb.gov.tr/_duyuru/YIHEP.pdf  

Mialaret, A. (1985). Eğitim bilimlerinin epistemolojik ve metodolojik temelleri. Ankara Üniversitesi EBF 
Dergisi, 317-330.  

Miles, M. B. & Huberman, A. M. (1994). Qualitative data analysis. Sage, Thousand Oaks 

Ministry of National Education. (2022). Constructivist interactive in-service training model.       
http://www.yihep.com/isleyis.asp.  

Ministry of National Education. (2022). Teacher information network. https://www.eba.gov.tr/  

Ministry of National Education. (2022). In-service training activities guide. 
https://oygm.meb.gov.tr/meb_iys_dosyalar/2022_08/24144420_HYZMET_YCY_EYYTYM_FAALYYETL
ERY_KILAVUZU_Guncellendi.pdf 

New Zealand Qualifications Authority. (2004). Distance education supervision: Identify, describe, and 
apply the organizational skills of the supervisor in distance education. AMAP: 
http://www.nzqa.govt.nz/site/framework/search.html.http://www.nzqa.govt.nz/nqfdocs/units/pdf/12
620.pdf  

Özerbaş, D.(2005).Türkiye ve dünyada uzaktan eğitim uygulamaları, Türkiye Sosyal Araştırmalar Dergisi, 
3, 85-100.  

Teker, N. (1995).Uzaktan öğretimde yapı ve işleyiş: Açık lise örneği.  Ankara Üniversitesi EBF Dergisi. 
28(2), 269-280. http://dergiler.ankara.edu.tr/dergiler/40/486/5725.pdf  

Türkiye Bilişim Vakfı. (2002). Türkiye birinci bilişim şurası değerlendirme ana raporu. 
http://bilisimsurasi.org.tr/home.php?golink=rapor    

Türkiye Bilişim Vakfı. (2003). Uzaktan eğitim kılavuzu. http://www.tbv.org.tr/Default.asp?ID=62  

Türkiye Bilişim Vakfı. (2004). Türkiye ikinci bilişim şurası sonuç bildirgesi. 
http://www.genbilim.com/content/view/4451/91/  

UNESCO (1987) Evaluation of distance education projects Under APEID: Report of study group meeting. 
Banghok.http://unesdoc.unesco.org/images/0007/000753/075343eb.pdf  

UNESCO (2002) Information and communication technology in education: A curriculum for schools and 
programme of teacher development. Paris: Division of Higher Education. ED/HED/TED/1 
http://unesdoc.unesco.org/images/0012/001295/129538e.pdf  

Yıldırım, A. & Şimşek, H. (2016). Sosyal bilimlerde nitel araştırma yöntemleri. Seçkin. 

Yücel, S.A. (2006). E-learning approach in teacher training. Turkish Online Journal of Distance Education-
TODJE.  4 (11), 1-8. 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

28 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

29 
 

 

 

 

The Relationship Between the  Technological Leadership Levels of School Heads and the 
Levels of Learning Schools1 

Esef Hakan TOYTOK 2, Kader GÜLLÜOĞLU3 
 
 

Abstract 
The purpose of this research is to determine the relationship between school heads' technological 
leadership levels and learning school levels. In the research, descriptive relational survey model, one of 
the quantitative research methods, was used. The population of the study consists of 11094 teachers and 
school administrators working in schools affiliated to the Ministry of National Education in the central 
district of Onikişubat in Kahramanmaraş in the spring semester of the 2020-2021 academic year. The 
sample of the study consists of 421 teachers and school administrators determined by convenience 
sampling method. As data collection tools in the study, the "Technological Leadership Roles of School 
Administrators Scale" developed by Sincar (2008) within the scope of his doctoral thesis and the "Learning 
School Scale" developed by Uğurlu, Doğan, and Yiğit (2014) were used. As a result of the analyzes, it was 
found that the technological leadership levels and learning school levels of the educators participating in 
the study were at high levels. It was seen that the technological leadership levels and learning school 
levels of educators (Teacher-School Administrators) differed significantly according to the independent 
variables of the type of school they work in and the type of duty. The high level of technology leadership 
behaviors of school administrators has a great effect on learning school levels. School administrators' 
realization of their technological leadership roles can bring the stakeholders in the school together in a 
collective way. will lead to action and purpose, make positive judgments on personal and organizational 
development, and develop personal talents. positive effects on his/her development. 
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Introduction 

Technological Leadership  
People live in communities in line with many needs such as nutrition, protection, shelter, and 
communication. These communities need guidance to meet their needs and these needs constitute the 
leader. An individual who reveals the group's unrevealed needs, thoughts and wishes in an adoptable 
manner and enables these wishes to be put into action by its members is called a leader (Celep, 004). 
According to Şişman (2004), a leader is a pioneer who influences and mobilizes the group to realize 
common goals and objectives. It is the individual who observes and evaluates the experiences and 
experiences of the group and directs the power of the group with these evaluations (Bursalıoğlu, 2008). It 
is seen that the concepts of leader and leadership are approached by researchers from different points of 
view. It is stated that different leadership characteristics are expected with the time, needs and 
expectations of the society. According to Tengilimlioğlu (2005), maintaining the position of organizations 
by adapting to the needs and expectations of the society will cause the organization to cease to exist. 
Because of this situation, the need for a leader will be greater over time. In addition, society is 
experiencing rapid social, cultural, economic and technological changes, transformations and 
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developments more than previous societies. This situation requires the transformation of schools, which 
are the face of society. It has made it compulsory to redefine the duties and qualifications of school 
administrators who are responsible for maintaining the existence of schools (Gümüşeli, 2001). 
It is the duty of school administrators to provide the integration of technology into the education and 
training process and management work to increase the efficiency of the school (Tanzer & Can, 2004). It is 
emphasized that school administrators can only increase school efficiency by having sufficient knowledge 
and skills (Turan, 2002). According to Can (2003), a technology leader is an individual who uses 
technology effectively and directs employees to use technology within the organization. 
With the realization of the importance of technological leadership roles of school administrators day by 
day, technological leadership roles of school administrators leadership standards have been tried to be 
determined. The American-based International Society for Technology in Education (ISTE) set standards 
for teacher technological competencies in 2000. The National Educational Technology Standards for 
Administrators (NETS-A) for school administrators was first published in 2002. It is aimed that school 
administrators have adopted the school model targeted in information societies, can provide change and 
development in this direction, are aware of technological needs in the education and training process, can 
create resources for technological needs, produce solutions to technological problems and increase 
educational and instructional efficiency (ISTE, 2002). Developed in 2002, NETS-A standards were updated 
by ISTE in 2009 and reformatted from six to five dimensions (ISTE, 2009). These are; 
Visionary Leader: School administrators are responsible for establishing and implementing a common 
purpose for the integration of technology within the organization. They should create the vision that will 
realize this goal and lead its implementation (Sezer, 2011). 
Digital-Age Learning Culture: School administrators should make plans and practices by ensuring the 
effectiveness of technology in teaching environments in accordance with the digital age learning culture. 
Considering the needs of learners, they should provide teaching environments supported by technological 
infrastructure. They should ensure the maintenance of the dynamically created digital age learning culture 
(Eren, 2011). 
Excellence in Professional Practice: As technological leaders, stakeholders of school administrators should 
organize trainings improving their use of technology and assess of that. They should ensure and 
encourage the use of digital age tools in communication in the organization. They should create the 
necessary plans, time, and budget for the integration of technology (Çakır, 2013; Görgülü, Küçükali, & 
Ada, 2013). 
Systematic Development: School administrators should exhibit digital age leadership roles by using 
technological resources effectively to keep the organization in a continuous development process. In order 
to maintain this continuity in the institution, he/she leads the process of continuously collecting, analyzing, 
evaluating and giving feedback to the data of stakeholders such as teachers, students, parents, etc. in a 
dynamic structure. The school administrator displays a supportive and collaborative attitude for the 
systematic development of stakeholders (Bülbül & Çuhadır, 2012; Çakır, 2013). 
Digital Citizenship: School administrators create rules that will enable stakeholders in the institution to use 
digital ethical technologies within ethical norms, ensure their implementation and exhibit model behaviors. 
They ensure that stakeholders benefit equally from technological infrastructure (Eren, 2011).  
 
Learning School  
Societies, which are in constant change, expect their schools, which are their reflections, to adapt to this 
situation dynamically. Schools aim to produce the individuals that society needs by meeting these 
expectations. Schools need to be open to learning in order to gain this structure. This necessity 
necessitates schools to be learning schools. In order for the learning culture to be formed and established 
in schools, institutional stakeholders should be open to learning (Şimşek & Yıldırım, 2004). In order to 
establish a culture of change and development in schools, first of all, change and development should be 
determined as a vision and stakeholders should be emphasized as a part of this vision (Özdemir, 2006). 
Learning schools motivate the continuous development and success of stakeholders. As a result of the 
developments within the school, the learning school organizes and improves itself. With these 
characteristics, learning schools are structures that create an environment to increase the success of the 
organization by motivating stakeholders for continuous development and change (Ünal, 2006). 
In this century, when society meets and produces knowledge in the fastest way, it is inconceivable that 
schools have not gained an organizational learning structure. Schools should be in a structure that 
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produces, processes, and disseminates knowledge. In order to become a society based on knowledge, it is 
necessary to gain the characteristics of a learning society. In order for the society to gain the desired 
characteristics, learning schools should be created (Ada & Akan, 2007). 

The purpose of this study is to determine the relationship between school administrators' and teachers' 
technological leadership levels and learning school levels. For this main purpose, this research seeks 
answers to the following problems:  
1. What are the technological leadership levels of the educators (teachers and school administrators) 
participating in the study and their levels of learning school?  
2. Is there a significant difference between the independent variables of school type and job type 
between the technological leadership levels and learning school levels of the educators participating in 
the study?  
3. What is the relationship between educators' "Technological Leadership Levels" and "Learning School" 
levels? 
 

Method 
In the study, the relationship between the technology leadership levels of teachers and school 
administrators working in Kahramanmaraş province and the learning organization levels of schools was 
tried to be determined, and the research was conducted in the descriptive relational survey model from 
quantitative research methods. In descriptive research, it is aimed to define a given situation about the 
population.These are the studies conducted on the selected sample. In descriptive relational survey model 
studies, it is revealed whether the variables change together or not, and if there is a change together, in 
which direction it takes place (Karasar, 2005). 
 
Population and Sample  
The study population consists of 11094 teachers and school administrators working in the central district 
of Onikişubat in Kahramanmaraş province in the spring semester of the 2020-2021 academic year. 
According to Can (2019), even if the universe of 10000 to 25000 people does not show a homogeneous 
distribution, a sample of 370 people has the power to represent the universe. 
A sample was formed from the universe of the research with the convenience sampling method. A sample 
size of 447 people was formed due to the estimated missing data that may occur in the sample. In the 
study, 500 scales were distributed to schools and 447 of them were returned. Of the 447 sample data 
sets, 26 were excluded from the scope of the study because they were not filled out in accordance with 
the instructions. Information about the sample is presented in Table 1. 

Table 1  

Demographic Information of the Sample 

Variables Variable Subgroup n % 
Type of School   
 Primary Schools 108 25.7 

Middle School 265 62.9 
High School 48 11.4 

Mission Type   
  Director 19 4.5 

Deputy Director 35 8.3 
Teacher 367 87.2 

Professional Experience   
 0-5 Years 33 7.8 

6-10 Years 88 20.9 
11-15 Years 88 20.9 
16-20 Years 91 21.6 
Over 21 Years 121 28.7 

N=421 
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Data Collection Tools  
The scale used in the research takes place in 3 sections. The first part is the demographic information 
form, which includes questions about gender, position, school type, school type, professional seniority, 
length of service in the school and length of time working with school principals. The second part includes 
the 29-item "Scale of Technology Leadership Roles of Primary School Principals" developed by Sincar 
(2008) In the last section, the "Learning School Scale", a 20-item scale developed by Uğurlu, Doğan and 
Yiğit (2014) is in place. 
 

Findings 
Findings from the statistical analysis of the data obtained from teachers and administrators comments are 
given below.  
Findings Related to the First Sub-Problem  
The arithmetic averages and standard deviations of the dimensions of the relationship between 
technological leadership and learning school levels of teachers and administrators are given in the tables 
below.  
Table 2  
Technological Leadership Roles of Educators Score Distribution of Levels Scale 
Technological Leadership 
Roles 

X̄ Ss 

Human Centeredness  4.07 .59 
Vision (Foresight for the Future) 4.02 .68 
Communication and Cooperation 4.05 .66 
Support 4.11 .65 
Total 4.068 .59 
 
As stated in Table 2, the mean levels of the sub-dimensions of the technological leadership role levels of 
school administrators are Support (X̄=4.11), Human Centeredness (X̄=4.07), Communication and 
Cooperation (X̄=4.05) and Vision (X̄=4.02). According to the results, school administrators' technological 
leadership levels of Human Centeredness, Vision, Communication and Cooperation, and Support 
dimensions are at the level of "I agree".  
The highest level of the Human Centeredness sub-dimension belongs to the item "They use the internet 
service to ensure in-school communication with all members of the school." belongs to the item and its 
value is Agree (X̄= 4.43). The item with the lowest level is "They consult the opinions of students for the 
effective use of educational technologies at school" with the value of Undecided (X̄=3.50).  
It is seen that the item "They support the opinions on the implementation of educational technology plans 
in the school." has the highest value with the value of Agree (X̄=4.13). The item "They have long-term 
technological development plans." has the lowest value with the value of Undecided (X̄ =3.80).  
In the Communication and Collaboration sub-dimension, the item "They use technology to ensure the 
development and innovation of the school." has the highest value with the statement "Agree" (X̄=4.20), 
while the item "They form a technology board to represent all members of the school in order to apply 
educational technology plans to learning-teaching processes." has the lowest value with the statement 
"Undecided" (X̄ =3.71).  
It was found that the item "They enable teachers to benefit from the opportunities brought by technology 
in order to enrich learning-teaching environments" had the highest value with the value of Agree (X̄ 
=4.20), while the item "They organize technological environments to meet the needs of students" had the 
lowest value with the value of Undecided (X̄=3.99). 
 
Table 3  
Distribution of Educators' Learning School Scale Scores 
Learning School Scale X̄ ss 
Team Learning Sub 4.17 .65 
Mental Models 4.13 .70 
Shared Vision 4.14 .71 
Personal Dominance 4.39 .59 
TOTAL 4.12 .57 
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As it is stated in the table, when the mean levels of the sub-dimensions of the learning school levels are 
ranked from higher to lower, it is seen as Personal Dominance Sub-dimension (X̄ =4.39), Team Learning 
Sub-dimension (X̄ =4.18), Shared Vision Sub-dimension (X̄=4.14) and Mental Models Sub-dimension (X̄ 
=4.13). According to the results, it is seen that the Learning in Teams, Mental Models, Shared Vision and 
Personal Dominance sub-dimensions of the Learning School Scale are at the level of "I agree". They state.  
It was found that the item "As I share my experiences and what I have learned with my fellow teachers, 
new information emerges." received the highest value with Agree (X̄=4.37), while the item "Every teacher 
in our school supports each other in team learning." received the lowest value with Agree (X̄=4.05).  
Mental Models sub-dimension "Every teacher in our school is accepted as an equal and respected 
individual.  The item "In our school, there are opportunities to increase the learning opportunities of 
teachers." and the items "In our school, every teacher can easily criticize the work done by the 
administrators." received the highest value with the statement "Agree" (X̄=4.26), while the items "In our 
school, there are opportunities to increase the learning opportunities of teachers." and "In our school, 
every teacher can easily criticize the work done by the administrators." received the lowest value with the 
statement "Agree" (X̄=4.06).  
The item "The vision of our school is based on "Lifelong Learning"" of the Shared Vision sub-dimension 
received the highest value with the value of Agree (X̄=4.19); the item "The vision of our school is known 
by teachers" received the lowest value with the value of Agree (X̄=4.083). was found.  
It was found that the item "I do not hesitate to learn about the vision of our school by asking my fellow 
teachers about the subjects I do not know" received the highest value with the value of Agree (X̄=4.52), 
while the item "I exchange information by discussing with my colleagues in other schools" received the 
lowest value with the value of Agree (X̄=4.24). 
 
Findings Related to the Second Sub-Problem  
In this section, the second sub-problem of the study, which is the second sub-problem of the research, 
the findings obtained from the opinions of the teachers regarding the independent variables (type of 
school, position in the organization), technological leadership levels and learning school levels are given. 
 
Findings Related to the Independent Variable of School Type  
One-way ANOVA analysis was applied to determine whether there was a significant relationship in the 
sub-dimensions of the technological leadership levels of the teachers and administrators participating in 
the study according to the independent variable of school type. Post Hoc Bonferroni test values were 
examined for the findings expressing significant results (p<.050) as a result of the analyzes. The results of 
the findings are presented in Table 4. School types were defined as 3 different groups as primary school 
A, middle school B and high school C.  
 
Table 4  
ANOVA Test Results of Educators' Technological Leadership Levels with the Independent Variable of the 
Type of School They Work in 
Dimensions  Categories X̄ Ss F p Significant  

Difference 
Human Centricity       
  Primary School(A) 4.15 .59   A and C 

Meaningful  
Difference 

Secondary School(B) 4.03 .61 4.55 .007 
High School(C) 4.30 .58   

Vision      
 Primary School(A) 4.13 .65   A-B and C 

Meaningful  
Difference 

 Secondary School(B) 3.94 .68 5.89 .001 
 High School(C) 4.25 .71   
Communication and Cooperation      
 Primary School(A) 4.13 .62   A and C 

Meaningful  
Difference 

 Secondary School(B) 3.98 .65 4.26 .006 
 High School(C) 4.23 0.71   
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Support      
 Primary School(A) 4.19 .65   A-B And C 

Meaningful  
Difference 

 Secondary School(B) 4.05 .64 3.44 .014 
  High School(C) 4.26 .66     
N (Primary School)=108,N(Secondary School)=265,N(High School)=48 p<.050* p<.010** p<.000***  
 
When the findings in Table 4 were examined, it was found that there was a significant difference with the 
independent variable of school type (F=4.55; p<0.050) by comparing the means of the Human 
Centeredness sub-dimension of the technological leadership scale of the educators (teachers and school 
administrators) participating in the research with one-way ANOVA. As a result of the multiple comparisons 
made with the Post Hoc Bonferroni test to determine from which group the difference originated, it was 
seen that this difference showed a significant difference between the A and C groups. According to the 
findings, it was seen that the Human Centeredness sub-dimension scores of educators working in primary 
school (X̄=4.15) were higher than those of educators working in high school (X̄=4.30). As a result of the 
test, the scores of the vision sub-dimension of the educators with the type of school they work in were 
compared with Post Hoc Bonferroni and a significant difference was found (F=5.89; p<0.050). As a result 
of the multiple comparisons made with the Post Hoc Bonferroni test in order to determine which group 
caused the difference between the groups, it was found that the scores of the educators' Secondary 
School (X̄=3.94) type were lower than the scores of the other two school types, High School (X̄=4.25) and 
Primary School (X̄=4.13) was found to be.  
When the findings were examined, the mean of the Communication and Collaboration sub-dimension of 
the technological leadership scale of the educators (teachers and school administrators) participating in 
the study was compared by one-way ANOVA and it was determined that there was a significant difference 
with the independent variable of school type (F=4.26; p<0.050). As a result of the multiple comparisons 
made with the Post Hoc Bonferroni test to determine from which group the difference originated, it was 
seen that this difference showed a significant difference between the A and C groups. According to the 
findings, it was seen that the Communication and Cooperation sub-dimension was higher in high school 
educators (X̄=4.23) and primary school educators (X̄=4.13). 
The averages of the Support (F=3.44; p<0.050) sub-dimension of the technological leadership scale of 
the educators (teachers and school administrators) participating in the study were compared with one-way 
ANOVA and it was determined that there was a significant difference with the independent variable of 
school type. According to the findings, it was seen that the Support sub-dimension scores were higher 
than the educators working in high school (X̄=4.26), primary school (X̄=4.19) and secondary school 
(X̄=4.05). 
In the research, one-way analysis of variance (one-way ANOVA) was performed to determine whether 
there was a significant difference between the data obtained according to the dependent variable of 
learning school and the independent variable of school type. For significant differences between the values 
(p<.050), the values of the PostHoc Bonferroni test were examined. The results of the findings are 
presented in Table 5. School types were defined as 3 different groups as primary school A, middle school 
B and high school C. 
 
Table 5  
ANOVA Test Results Regarding Learning School Levels According to School Type Variable 
Dimensions Categories X̄ Ss F P Significant 

Difference 
Team Learning      
 Primary School(A) 4.20 .63    
 Secondary School(B) 4.15 .64 0.21 .81 
 High School(C) 4.17 .72   
Mental Models      
 Primary School(A) 4.24 .61    
 Secondary School(B) 4.06 .70 2.96 .053 
 High School(C) 4.23 .81   
Shared Vision      
 Primary School(A) 4.21 .66    
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 Secondary School(B) 4.09 .73 1.97 .141 
 High School(C) 4.27 .75   
Personal Dominance      
 Primary School(A) 4.47 .51    
 Secondary School(B) 4.33 .62 3.29 .038** Between A-B  
  High School(C) 4.52 .58     
N(Primary School)=108,N(Middle School)=265,N(High School)=48 p < .050* p < .010** p < .000*** 
 
When the findings in Table 5 are examined, the averages of the educators (teachers and school 
administrators) participating in the research on the Learning School scale's sub-dimensions of Team 
Learning (F=0.21; p<0.050), Mental Models (F=2.96; p<0.050) and Shared Vision (F=1.97; p<0.050) 
were compared with one-way analysis of variance (one-way ANOVA) and it was determined that there 
was no significant difference with the independent variable of school type. 
When the findings in Table 5 are examined, the averages of the personal mastery sub-dimension of the 
Learning School scale of the educators (teachers and school administrators) participating in the research 
were compared with one-way ANOVA and it was determined that there was a significant difference with 
the independent variable of school types (F=3.29; p<0.050). As a result of the comparisons made with 
the Post Hoc Bonferroni test to determine from which group the difference originated, it was seen that 
this difference showed a significant difference between the A and B groups. According to the findings, it 
was seen that the Personal Mastery sub-dimension scores of educators working in primary school type 
(X̄=4.47) had higher averages than educators working in secondary school type (X̄=4.33). 
 
Findings Regarding the Independent Variable of Task Type  
In the study, one-way analysis of variance (one-way ANOVA) was applied to determine whether there is a 
significant relationship between the independent variable of task types and the sub-dimensions of the 
technological leadership dependent variable. Post Hoc Bonferroni was applied for the findings expressing 
significant results (p<0.050) as a result of the analysis. The results of the findings are reported in Table 6. 
The tasks of the educators were defined in 3 different groups as principal A, vice principal B and teacher C 
respectively. 
 
Table 6 
ANOVA Test Results Regarding Technological Leadership Levels According to Independent Variable of 
Position Type 
Categories X̄ Ss F p Significant  

Difference 
Human Centeredness      
 Manager (A) 4.32 .55 3.64 .027 Between  

B-C   Manager Assistant(B) 4.29 .60 
 Teacher (C) 4.06 .61 
Vision      
 Manager (A) 4.26 .48 3.49 .031 Between  

B-C   Manager Assistant(B) 4.25 .57 
 Teacher (C) 3.99 .70 
Communication and Cooperation      
 Manager (A) 4.22 .47 3.06 .048 Between  

B-C  Manager Assistant(B) 4.27 .58 
 Teacher (C) 4.02 .67 
Support      
 Manager (A) 4.29 .48 4.34 .014 Between   

B-C   Manager Assistant(B) 4.37 .59 
  Teacher (C) 4.07 .65 
N(Manager)=19, N(Manager Assistant(B)=35, N(Teacher)=367 p < .050* p < .010** p < .000***  
 
When the findings in Table 6 are examined, the mean of the human-centeredness sub-dimension of the 
scale of technological leadership levels of the school administrators participating in the study was 
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compared with one-way ANOVA and it was determined that there was a significant difference with the 
independent variable of type of duty (F=3.64; p<.050). As a result of the analyses performed with the 
Post Hoc Bonferroni test to determine from which group the difference originated, it was seen that this 
difference showed a significant difference between the B and C groups. According to the findings, it was 
seen that assistant principals' Human Centeredness sub-dimension scores (X̄=4.29) and teachers' Human 
Centeredness sub-dimension scores (X̄=4.06) were high.  
When the findings were examined, it was found that there was a significant difference between the mean 
of the vision sub-dimension of the scale of technological leadership levels of the school administrators 
participating in the study and the independent variable of the type of duty (F=3.49; p<.050). As a result 
of the analyses performed with the Post Hoc Bonferroni test to determine from which group the difference 
originated, it was seen that this difference showed a significant difference between the B and C groups. 
According to the findings, it was seen that the vision sub-dimension averages of assistant principals 
(X̄=4.25) were higher than the vision sub-dimension averages of teachers (X̄=3.99). 
When the findings were examined, it was found that there was a significant difference between the mean 
of the communication and cooperation sub-dimension of the scale of technological leadership levels of the 
school administrators participating in the research with the independent variable of the type of duty 
(F=3.06; p<0.050). As a result of the analyses performed with the PostHoc Bonferroni test to determine 
from which group the difference originated, it was seen that this difference was significantly different 
between the B and C groups. According to the findings, it was seen that the communication and 
cooperation sub-dimension averages of assistant principals (X̄=4.27) were higher than the communication 
and cooperation sub-dimension averages of teachers (X̄=4.02). 
When the findings were examined, it was found that there was a significant difference between the mean 
of the support sub-dimension of the scale of technological leadership levels of the school administrators 
participating in the study and the independent variable of the type of duty (F=4.34; p<0.050). As a result 
of the analyses performed with the Post Hoc Bonferroni test to determine from which group the difference 
originated, it was seen that this difference showed a significant difference between the B and C groups. 
According to the findings, it was seen that the support sub-dimension averages of assistant principals 
(X̄=4.37) were higher than the support sub-dimension averages of teachers (X̄=4.07).  
In the research, one-way analysis of variance (one-way ANOVA) was applied to determine whether there 
was a significant difference between the dependent variables of team learning, shared vision and personal 
mastery of the learning school scale and the data obtained according to the independent variable of task 
type. Post Hoc Bonferroni test was applied for significant findings. The results of the findings are 
presented in Table 5.6. Task types were defined in 3 different groups as manager A, assistant manager B 
and teacher C.  
Since there was no homogeneous distribution between the mental models of the learning school scale and 
the independent variable of task type, Kruskal Wallis test, one of the nanparametric tests, was applied. 
The data related to the findings are shown in Table 7. 
 
Table 7  
ANOVA Test on the Independent Variable of Job Type and Learning School 
Categories N X̄ Ss F p Significant  

Difference 
Team Learning       
 Manager (A) 19 4.26 .43    
 Manager Assistant(B) 35 4.15 .77 0.22 .800 
 Teacher(C) 367 4.16 .64   
Shared Vision       
 Manager (A) 19 4.44 .54   Between A-C  
 Manager Assistant(B) 35 4.35 .74 3.67 .026 
 Teacher(C) 367 4.11 .71   
Personal Dominance       
 Manager (A) 19 4.63 .39    
 Manager Assistant(B) 35 4.49 .61 2.36 .096 
  Teacher(C) 367 4.37 .60   
N(Manager)=19, N(Manager Assistant)=35, N(Teacher)=367 p < .050* p < .010** p < .000*** 
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When the findings in Table 7 are examined, the mean of the team learning sub-dimension of the learning 
school scale was compared with one-way ANOVA and it was found that there was no significant difference 
with the independent variable of task type (F=0.22; p>.050).  
Based on the findings in Table 7, the mean of the shared vision sub-dimension of the learning school scale 
of the educators was compared by one-way ANOVA and it was determined that there was a significant 
difference with the independent variable of type of duty (F=3.67; p<.050). As a result of the analyses 
performed with the Post Hoc Bonferroni test to determine from which group the difference originated, it 
was seen that this difference showed a significant difference between the A and C groups. According to 
the findings, it was seen that the mean of shared vision sub-dimension of principals (X̄=4.44) was higher 
than the mean of shared vision sub-dimension of teachers (X̄=4.11).  
When the findings in Table 7 were examined, it was found that there was no significant difference 
between the mean of the learning school personal mastery sub-dimension and the independent variable of 
task types (F=2.36; p>.050). 
 
Table 8  
Kruskal-Wallis Test for the Independent Variable of Type of Position and Learning School Dependent 
Variable 
Categories N X̄ Ss F p Significant 

Difference 
Mental Models       
 Manager (A) 19 4.60 .39   Between A-

B and C  Manager Assistant(B) 265 4.39 .59 8.24 .035 
  Teacher(C) 367 4.08 .70     
N( Manager)=19, N(Assistant Manager)=35, N(Teacher)=367 p < .050* p < .010**p < .000*** 
 
When the data in Table 8 are examined, according to the Kruskal-Wallis test conducted to see whether 
there is a significant difference between the mental models sub-dimension of the learning school 
dimension and the duty variable in the institution, it is seen that there is a significant difference between 
the groups (F =8.24, p<.050). The Mann Whitney U test showed that there was a significant relationship 
between groups A, B and C. The ranking of the groups' levels in the mental model sub-dimension was 
seen to be A, B and C from higher to lower levels. 
 
Findings Related to the Third Sub-Problem 
Regression Analysis  
The results of multiple regression analysis on the prediction of Technological Leadership Levels on 
Learning School levels are given in Tables 9, 10, 11 and 12. A correlation coefficient between .00-.30 is 
low, between .30-.70 is medium and between .70-1.00 is high. (Büyüköztürk, 2017).  
 
Table 9  
Multiple Regression between Technological Leadership Subscales and Team Learning Dimension  
Results of Analysis 
  Variable B SH β t p 
 
 
Technological 
Leadership 

Constant 1.579 .186  8.488 .000 
Human Centrality .326 .078 .307 4.208 .000 
Vision -.023 .083 -.024 -.275 .783 
Communication and  
Cooperation 

.070 .083 .070 .843 .400 

Support .259 .082 .258 3.165 .002 
R=0.569 R2=0.324    p=0.000     
p <.050* p <.010** p < .000*** 
 
According to the data reflected in Table 9, a significant relationship was found between Technological 
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Leadership sub-dimensions and Learning School "Learning as a Team" sub-dimension prediction (p<0.01). 
Accordingly, R² (R Squared)=.324 was found. This value tells us that 32% of the variance of the 
dependent variable Learning School "Learning as a Team" sub-dimension can be explained by the 
technological leadership levels of school administrators. According to the results of the analysis, a 
significant relationship was found between Learning as a Team and the sub-dimensions of Human 
Centeredness and Support, while a significant relationship was found between the sub-dimensions of 
Vision and Communication and Collaboration. dimensions were not found to have a significant 
relationship.  
According to Table 9, a one-point increase in the Technological Leadership "Human Centeredness" level of 
school administrators is associated with a .326 increase in the Learning School "Team Learning" sub-
dimension level reported by educators (p=.001). A one-point increase in the level of Technological 
Leadership "Support" is associated with a .259 point increase in the level of the Learning School "Learning 
as a Team" sub-dimension (p=.002). 
 
Table 10  
Multiple Regression Analysis Between Technological Leadership Sub-Dimensions and Mental Models 
Dimension Results 
 Variable B SH β t p 

Technological 
Leadership 

Constant .836 .175  4.772 .000 
Human Centrality .285 .073 .249 3.895 .000 
Vision .235 .078 .230 3.003 .003 
Communication and  
Cooperation .064 .078 .061 0.828 .408 
Support .224 .077 .208 2.912 .004 

R=0.692 R2=0.479  p=0.000       
p <.050* p <.010** P < .000*** 
 
According to the data reflected in Table 10, the predictive relationship between Technological Leadership 
sub-dimensions and Learning School "Mental Models" sub-dimension was found significant (p<0.01). 
Accordingly, R² (R Squared)=.479 was found. This value tells us that 48% of the dependent variable 
Learning School "Mental Models" sub-dimension can be explained by the technological leadership levels of 
school administrators. According to the results of the analysis, a significant relationship was found 
between the Mental Models sub-dimension and the Human Centeredness, Vision and Support sub-
dimensions, while no significant relationship was found between the Communication and Collaboration 
sub-dimension. 
According to Table 11, school administrators a one-point increase in the level of Technological Leadership 
"Human Centeredness" is associated with a .285 increase in the level of the Learning School "Mental 
Models" sub-dimension reported by educators (p=.000). A one point increase in the level of Technological 
Leadership "Vision" is associated with a 0.235 point increase in the level of the Learning School "Mental 
Models" sub-dimension (p=.003). A 1-point increase in the Technological Leadership "Support" level is 
associated with a 0.224-point increase in the level of the Learning School "Mental Models" sub-dimension 
(p=.004). 
 
Table 11  
Multiple Regression Analysis Between Technological Leadership Subscales and Shared Vision Dimension 
Results 
  Variable B SH β t p 

Technological 
Leadership 

Constant .836 .182  4.594 .000 
Human Centrality .211 .076 0.180 2.773 .006 
Vision .242 .081 0.232 2.986 .003 
Communication and  
Cooperation .127 .081 0.116 1.566 .118 
Support .233 .080 0.11 2.909 .004 
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R=0.683 R2=0.466  p=0.000       
p <.050* p <.010** p < .000*** 
 
According to the data reflected in Table 11, the prediction of Technological Leadership sub-dimensions 
and Learning School "Vision" sub-dimension was found significant (p<0.01). Accordingly, R² (R Squared) 
= .466. This value tells us that 47% of the dependent variable Learning School "Shared Vision" sub-
dimension is explained by the technological leadership levels of school administrators. According to the 
results of the analysis, a significant relationship was found between Shared Vision and Human 
Centeredness, Vision and Support sub-dimensions, while no significant relationship was found between 
Communication and Collaboration sub-dimension.  
According to Table 11, a one point increase in the Technological Leadership "Human Centeredness" level 
of school administrators is associated with a 0.211 increase in the Learning School "Shared Vision" sub-
dimension level reported by educators (p=.006). A one point increase in the Technological Leadership 
"Vision" level is associated with a 0.242 point increase in the level of the Learning School "Shared Vision" 
sub-dimension (p=.003). A 1-point increase in the level of Technological Leadership "Support" is 
associated with a 0.233 point increase in the level of the Learning School "Shared Vision" sub-dimension 
(p=.003). is associated with an increase of one point (p=.004). 
 
Table 12 
Results of Multiple Regression Analysis between Technological Leadership Subdimensions and Personal 
Dominance Subdimension 
  Variable B SH β t p 

Technological 
Leadership 

Constant 2.098 .172  12.230 .000 
Human Centrality .156 .072 .160 2.183 .030 
Vision .029 .077 .033 .375 .708 
Communication and  
Cooperation .130 .076 .144 1.713 .087 

Support .246 .075 .268 3.260 .001 
R=0.516                                 R2=0.31     P=0.00     
p <.050* p <.010** p < .000***  
 
According to the data reflected in Table 12, the predictive relationship between Technological Leadership 
sub-dimensions and Learning School "Personal Mastery" sub-dimension was found significant (p<0.01). 
Accordingly, R² (R Squared) = .31. This value tells us that 31% of the dependent variable Learning School 
"Personal Mastery" sub-dimension is explained by the technological leadership levels of school 
administrators. According to the results of the analysis, a significant relationship was found between 
Personal Mastery and Human Centeredness and Support sub-dimensions, while no significant relationship 
was found between Vision and Communication and Collaboration sub-dimensions.  
According to Table 12, a one point increase in the Technological Leadership "Human Centeredness" level 
of school administrators is associated with a 0.156 increase in the Learning School "Personal Mastery" 
sub-dimension level reported by educators (p=.030). A one point increase in the level of Technological 
Leadership "Support" is associated with a 0.246 point increase in the level of the Learning School 
"Personal Mastery" sub-dimension (p=.001). 

 
Discussion, Conclusion And Recommendations 

In this part of the study, the findings obtained regarding the technological leadership levels of the school 
administrators and the learning school levels of the teachers participating in the research, the examination 
of the measurements of the two scales according to personal variables and the discussion of the results 
are included.  
 
Comments on the Sub-Problems of the Research  
Discussions Related to the First Sub-Problem  
When the findings related to the first sub-problem of the research, which is the technological leadership 
levels of school administrators, are examined, it is seen that the average levels of the sub-dimensions of 
school administrators are "Support", "Human Centeredness", "Communication and Cooperation" and 
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"Vision". According to the results, school administrators' technological leadership levels of Human 
Centeredness, Vision, Communication and Cooperation, and Support dimensions of technological 
leadership levels are at the level of "I agree". In the research, it was seen that the technological 
leadership competencies of school administrators were high. The high level of technological leadership 
behaviors of school administrators can be considered because of the increase in the prevalence and use of 
coding, robotic coding and distance education, especially with the recent developments (such as the 
pandemic). It can be thought that school administrators must realize education and training with the 
intensity of technological infrastructure with the distance education process. It can be said that school 
administrators must show technological leadership behaviors more intensively than before. As similar 
results in the literature, Sincar and Aslan (2011) in their study on the technological leadership roles of 
school administrators found that school administrators were most adequate in the Support dimension and 
least adequate in the Communication and Cooperation sub-dimension; Şişman Eren (2010) found that 
school administrators exhibited high level leadership behaviors in the processes of planning, providing and 
using technology in education and training; they had moderate leadership behaviors in the field of 
Support, Management and Operations. Akıllı (2019) stated that school administrators saw the level of 
technological leadership at the level of "agree". Alan Seay (2004) found that school administrators had the 
highest level of technological leadership in technological support and maintenance sub-dimensions and the 
lowest level of vision sub-dimension. Afshari, Bakar, Luan, Samah, and Fooi (2008) also stated in their 
study that the technological leadership behaviors of school administrators are at a medium level. 
When the sub-items are examined according to the "Human Centeredness" sub-dimension of 
Technological Leadership, it is seen that the highest level belongs to the item "They use the internet 
service to ensure in-school communication with all members of the school." It is seen that it belongs to 
the item and has a value. This situation can be stated that it is an expected result that school 
administrators benefit from internet services in the communication process within the school, especially in 
centralized, large schools with a high number of personnel. Especially with the pandemic, it can be 
thought that school administrators tend to use active internet environments to notify the teachers at 
school about official documents and to make directions. When the sub-items were examined according to 
the Technological Leadership "Human Centeredness" sub-dimension, the item with the lowest level was 
"They consult the opinions of students for the effective use of educational technologies at school." It was 
seen that it was the item. The fact that students' opinions about educational technologies are not taken 
reveals the necessity to ask the question of how much educational technologies can be utilized. Because it 
can be stated that the level of utilization of educational technologies by students, who are the target 
group in educational planning, and their wishes and opportunities are not revealed. School management, 
planning independent of the target audience in educational technology planning may hinder educational 
efficiency. Especially in the pandemic process, students, who are the target audience, play an active 
stakeholder role in the planning of educational technologies. to undertake the task. 
When the items belonging to the vision sub-dimension are examined, it is seen that the item "They 
support the views on the implementation of educational technology plans at school." has the highest 
average. With the pandemic process, school administrators are in a period when educational technologies 
are more active. It can be said that MoNE and school administrators are trying to direct teachers and 
students to learn eba and other educational software to realize distance education processes effectively. 
When the items belonging to the vision sub-dimension are analyzed, it is seen that the item "They have 
long-term technological development plans" has the lowest average. Based on these findings, it can be 
said that school administrators do not use technology in long-term planning in their technological 
leadership behaviors. The inadequacies experienced in long-term technological planning can be thought to 
be the determination of the term of office as a 4-year period in schools, the expectation of MoNE support 
in technological planning, or that school administrators put technological planning in the second plan. 
School administrators may be inadequate in following the innovations of technology by focusing on the 
technological usage skills of their own period. In the qualitative study conducted by Güllüoğlu (2021), it 
was stated that school administrators' technological planning is very difficult due to the tenure of school 
administrators. Öztapan (2020) stated that "They have long-term technological development plans." It 
was seen that the item had the lowest score. Sincar (2011) and Yumlu (2020) stated that school 
administrators' competence to make long-term technological use and planning is at a medium level. 
The Communication and Collaboration sub-dimension has the highest mean with the item "They use 
technology to ensure the development and innovation of the school." It can be said that during the 
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pandemic, communication and cooperation in educational institutions have been provided more than the 
technological environment. School administrators may prioritize integrating technology into educational 
environments at a time when technological development and innovation are imperative in our age. 
Communication and Collaboration sub-dimension has the lowest average with the statement of the item 
"They form a technology board that will represent all members of the school in order to apply the plans 
for educational technologies to the learning-teaching processes." Based on the findings obtained in the 
research, it can be said that technological planning within the school is planned only by school 
administrators. Considering the infrastructure problems of educational technologies, especially during the 
pandemic process, it can be said that the importance of having a board where stakeholders can express 
their needs and opinions has increased. It can be said that it is not possible for school administrators to 
achieve the desired level of efficiency by carrying out educational planning, implementation, and 
evaluation processes independently from stakeholders. School administrators acting by considering the 
support and opinions of all stakeholders in the planning and implementation of educational technologies 
will contribute to cooperation and communication processes in the organization. 
It was seen that the item "They enable teachers to benefit from the opportunities brought by technology 
in order to enrich learning-teaching environments" of the support sub-dimension had the highest mean 
value. The fact that the support sub-dimension has the highest scores in this study may be due to the fact 
that the study was conducted in district centers where technological support can be accessed more easily 
or due to the increase in technological support in education due to the pandemic. The item of the support 
sub-dimension "They organize technological environments that will respond to the needs of students." It 
was seen that the item had the lowest average. It can be said that students do not effectively access 
technological support in distance education processes. Considering the financial difficulties experienced in 
schools, it can be stated that MoNE technological investments are not sufficient for the number of 
students in schools and the provision of technological infrastructure. It was observed that students had 
difficulty especially in participating in live lessons in the distance and diluted education models carried out 
by MoNE during the pandemic process. In particular, the planning of live lessons in a synchronous manner 
made it even more difficult for students to access the lessons. On the other hand, it also encountered 
situations where our distance education infrastructure could not handle synchronous education. This 
problem can be solved with flipped classroom models. It is a model that supports students to realize their 
education from synchronous and asynchronous virtual environments regardless of time and place 
constraints (Talbert, 2012; Toytok, 2021).  
In the research, when the mean levels of the sub-dimensions of the learning school levels are ranked from 
higher to lower, it is seen as Personal Dominance Sub-dimension, Team Learning Sub-dimension, Shared 
Vision Sub-dimension, and Mental Models Sub-dimension. According to the results, it can be stated that 
the Learning in Teams, Mental models, Shared Vision, and Personal Dominance sub-dimensions of the 
Learning School Scale are high. When the findings related to the learning school levels are analyzed, it is 
seen that the scores of the findings are very close to each other. 
The fact that Personal Mastery has a higher score than the other sub-dimensions can be considered as the 
educators prioritizing their professional development. The lowest item mean in the study was "6. Every 
teacher in our school supports each other in learning as a team." It can be said that the fact that this item 
is the lowest in the study supports this view. Similarly in the literature, Esen (2021), when the sub-
dimensions of the learning school scale are examined, it is seen that the highest score of educators' 
perceptions is the sub-dimension "personal dominance" and the lowest score is the sub-dimension "mental 
models". In his study, Uysal (2021) stated that the scores of the sub-dimensions of the learning school 
levels are Personal Dominance, Team Learning, Shared Vision, and Mental models. In the study conducted 
by Durdağı and Sezer (2014), the average scores related to the learning school level were found in the 
order of mental models, team learning, system thinking, personal mastery and shared vision. Safia (2020) 
found that the learning school had the highest arithmetic mean in the personal mastery sub-dimension 
and the lowest arithmetic mean in the mental models dimension. Kara (2019) found that the learning 
school scores were generally high and that the "Personal Dominance" and "Mental Models" sub-
dimensions had the highest mean with a small mean difference. As seen in the literature, it is seen that 
educators focus on personal development rather than team learning and development processes within 
the school. This orientation of educators can be thought to be the orientation that occurs due to the 
differentiation of their own professional development goals or the difficulties of team learning processes. 
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Discussions Related to the Second Sub-Problem  
Do the Technological Leadership Levels of the Educators Participating in the Study Show a 
Significant Difference Between the Independent Variables of School Type and Position Type? 
Regarding the Sub-Objective Findings 
It was determined that there was a significant relationship in all sub-dimensions of the technological 
leadership scale according to the type of school in which the educators work. It was seen that the Human 
Centeredness sub-dimension scores of the technological leadership scale of the educators working in high 
school were higher than the scores of the educators working in primary school. It can be thought that 
school administrators working in high school type are oriented towards communication, decision-making 
and management style in a human-centered way depending on the characteristics of the age group 
receiving education. Especially as they enter adolescence, the individual differences seen in students 
become more important in communication processes. It can be concluded that school administrators focus 
on human-centeredness in technological leadership roles according to the characteristics of this period. 
According to the school type of the educators who participated in the research, it was seen that the 
averages of the educators working in the "Vision" sub-dimension of the educators who participated in the 
research were ranked as high school, elementary school and middle school from higher to lower. It can be 
considered that the school administrators working in high schools have higher values due to their 
professional competencies and their goals to provide their students with higher level informatics 
competencies. Irmak (2015) stated that there is a significant relationship between the technological 
leadership behaviors of school administrators according to the type of school. Demirsoy (2016) used the 
scale of "The Level of Technological Leadership Competencies in School Administrators" and found that 
the scores of primary school teachers in the sub-dimensions of "Visionary Leadership", "Digital Age 
Learning Culture" and "Excellence in Professional Practice" were higher than the scores of secondary and 
high school teachers. As an example of different results in the literature, Gary Gene Ury (2003), in his 
study, did not find a significant relationship between the technological leadership levels of school 
administrators working in schools at the k12 level (all schools at the primary, secondary and high school 
level in the USA). 
It was seen that the Communication and Collaboration sub-dimension scores of the technological 
leadership scale of the educators working in high school were higher than those of the educators working 
in primary school. Considering that students studying in high school have more competencies over 
technological devices than students studying in primary school, it is expected that educators working in 
high school would have a higher average. In addition, it can be said that educators working in high school 
provide social communication with their students with information devices more than educators working in 
primary schools.  
According to the school type of the educators who participated in the study, it was seen that the averages 
of the educators working in the "Support" sub-dimension of the educators who participated in the study 
were ranked as high school, elementary school, and secondary school type from higher to lower. It can be 
said that educators working in the high school school type receive more support than educators working in 
the other two school types in the use and teaching of technological planning. Considering that high school 
students are more advanced than lower age levels in technological competence and use, it may be 
possible for educators to receive more support. In Engür's (2014) study, the type of school they worked in 
created significant differences in teachers' technological leadership views. According to Hayytov's (2013) 
study, administrators' views on technology leadership roles differ significantly according to school type. It 
does not exist. 
In this study, when educators were evaluated in terms of their duties within the school, they were 
analyzed in three categories as manager, assistant manager, and teacher. It was seen that there was a 
significant correlation between all sub-dimensions of school administrators' technological leadership levels 
of the teachers who were assistant managers and educators who were only teachers. It was determined 
that the technological leadership levels of the teachers who were working as assistant managers in the 
school were higher in all sub-dimensions. It can be thought that assistant principals in school 
management exhibit technological leadership more actively on all stakeholders such as teachers, parents 
and students. Especially with the pandemic processes, it can be said that vice principals focus more 
intensely than teachers in technological planning, management, and decision-making processes. In the 
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study conducted by Yumlu (2020), it was concluded that there was no significant relationship between the 
technological leadership levels of school administrators and teachers. In the studies conducted by Gerçek 
(2016) and Cantürk (2016), it was concluded that there was a significant relationship between teachers 
and assistant managers. 
 
Discussion on the Third Sub-Problem  
When the results of the analyzes are analyzed, it is seen that the Technological Leadership levels of school 
administrators and the Learning School "Learning as a Team" sub-dimension have a significant predictive 
value. According to the results of the analysis, a positive and high level relationship was found between 
the sub-dimension of the Learning School scale, Learning as a Team, and the sub-dimensions of Human 
Centeredness and Support, while no significant relationship was found between the sub-dimensions of 
Vision and Communication and Collaboration. Accordingly, as the level of human-centeredness and 
support sub-dimensions of school administrators' technological leadership roles increases, the level of 
team learning also increases. Based on the findings, it can be said that school administrators' acting by 
centering stakeholders in stages such as technological planning, implementation and evaluation and 
providing technological support play a role in increasing the level of team learning. 
According to the results of the analysis, a significant relationship was found between the Mental Models 
sub-dimension and the Human Centeredness, Vision and Support sub-dimensions, while no significant 
relationship was found between the Communication and Collaboration sub-dimension. Based on the 
findings, as the level of human-centeredness, vision and support sub-dimensions of school administrators' 
technological leadership roles increases, the level of mental models also increases. Based on this finding, it 
can be stated that when school administrators create visions that center and support stakeholders in 
technological planning at school, they positively affect the learning-based mental patterns of stakeholders. 
It can be stated that stakeholders move away from their prejudices in order to provide the necessary 
support for the vision in the organization and are more prone to learning in line with common goals. 
School administrators are expected to support stakeholders' personal and professional development by 
moving away from prejudices with their technological leader role. 
In the research, a positive and significant relationship was found between Shared Vision and Human 
Centeredness, Vision and Support sub-dimensions, while no significant relationship was found with 
Communication and Collaboration sub-dimension. It can be concluded that school administrators as 
technological leaders in schools motivate stakeholders to act in line with common goals as they exhibit 
human-centered approaches. It can be thought that school administrators, as technological leaders in 
schools, creating a common vision with stakeholders for the effective use and integration of technology in 
the institution and providing the necessary support increases the stakeholders' desire for further 
development and commitment for the common goals of the school.  
In the study, a positive and significant relationship was found between Personal Mastery and Human 
Centeredness and Support sub-dimensions, while no significant relationship was found between Vision and 
Communication and Collaboration sub-dimensions. It can be said that when stakeholders are involved in 
technological decisions and plans by school administrators, their level of displaying their skills and abilities 
increases. It can be said that as the technological support of school administrators increases, the 
behaviors and skills of stakeholders to perform their duties increase. School administrators are expected to 
provide the necessary technological support for stakeholders to exhibit their skills in the organization. It 
can be said that when stakeholders receive the necessary motivation and support, it is expected that the 
skills they show in the organization will increase. 
It can be stated that school administrators' displaying a dominant management and communication in the 
areas of human center, vision, communication and cooperation and support will positively affect teachers' 
perceptions of learning schools. It can be said that school administrators' effective realization of the roles 
of technological leadership sub-dimensions within the school is effective in the formation of the learning 
school structure. The realization of technological leadership roles by school administrators will direct the 
stakeholders in the school to a collective action and purpose, create positive judgments on personal and 
institutional development, and have positive effects on the development of personal talents. In the 
literature, Collins (2016), in his study to determine the function of leadership teams in schools in 
motivating practices consistent with organizational learning, shows that leadership teams support the 
promotion of a collaborative environment, knowledge building, and the development of shared ideas 
about teaching and learning. 
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Recommendations  
 
Suggestions for Researchers  
Comparisons can be made by examining the variables addressed in the study in different sample and 
population groups.  
This study can be conducted with a sample consisting only of school administrators and the results can be 
compared.  
Qualitative research can be conducted to collect more detailed information on the same research topic. 
 
Suggestions for Practitioners 
Based on the lowest items in the technological leadership sub-dimensions in the research, technology 
boards can be established in schools to represent all stakeholders for the planning, implementation, and 
evaluation of educational technologies. With the boards formed in schools, it can be suggested to make 
educational technology action plans at the beginning of each semester in accordance with the educational 
policies of the Ministry of National Education and the province. 
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The Career Development Needs of Elementary School Students 

Olcay Yavuz1 
Southern Connecticut State University 

Abstract 

Providing early career exploration opportunities improve students’ academic performance and help them 
“connect the dots” between self-concept, education, and various career paths. Since there is a growing 
emphasis to expand elementary students’ early career awareness, the purpose of this quantitative survey 
study is to explore how elementary students’ self-perceptions change regarding main career development 
domains including (1) developing self-concept, (2) exploring college and career options, (3) making a 
connection with personality, education, and career paths. The quantitative findings also report how gender 
is related to elementary students’ career cluster choices. Elementary school leaders and counselors can 
use the results to improve young children’s career development by creating systemic and targeted career 
exploration activities.  

Keywords: Elementary Career Development, Student Perspectives, Career Need Assessment 

 

Introduction and Career Development Theories  
 
There are many theories of career development that discuss how early should students start thinking and 
planning their college and career futures (Edwin, & Prescod, 2018). Osipow (1968) conducted a 
comprehensive comparison of career theories. Particularly, he compared and contrasted seven theories of 
career development are examined in previous chapters: (1) Roe's personality theory, (2) Holland's career 
typology theory, (3) the Ginzberg, Ginsburg, Axelrod, and Herma Theory, (4) psychoanalytic conceptions, 
(5) Super's developmental self-concept theory, (6) other personality theories, and (7) social systems 
theories.  
 
In general, there is a consensus that career exploration and career development is a lifelong process that 
begins in the early school years (Blackhurst, Auger, and Wahl, 2003; Howard, Ferrari, 2021; Setiowati and 
Nuryanto, 2022). Overall, Osipow evaluates not to find the superior theory, but to show in which context 
each is most likely to be useful. It is noted that various career development theorists have focused on the 
importance of the elementary years for an individual’s career development. Particularly, career theorists 
Roe (1957), Super (1963a), Ginzberg, and associates (1957) who support the normal human development 
process, advocate for the implementation of early career exploration activities.   
 
For instance, according to Super (1980), students in elementary school years are in the growth phase. 
exploration of information about the self and the world. During elementary school, students tend to 
acquire and access career information and start to build awareness of their likes and dislikes. In other 
words, Super emphasizes how the self-concept starts to shape in the early school years. The Ginzberg 
approach, similar to Super's, describes career development as a series of events in a predictable sequence 
(Osipow, 1968). Ginzberg indicates that the career choice process includes three main periods which are 
fantasy, tentative, and realistic choices. Particularly, Ginzberg (1972) believes that elementary school 
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years involve both fantasy and tentative periods.  
 
During the fantasy period (0-10) children mostly engage in play. During these plays, observations and 
communications, children get an opportunity to learn about different jobs and careers Ginzberg (1972). In 
this period, the influence of the educational process, the emotional factors, individual interests, and family 
values have the potential to shape children’s career choices. In the fantasy stage, the child is free to 
pursue any occupational choice, however, Ginsberg believed that children first engage in play (dressing up 
linked to jobs) to later on during the fantasy stage play out different actual jobs.  
 
According to Ginzberg (1972), after the fantasy period, the second period is called the tentative stage and 
it starts at Age 11. Therefore, upper elementary children are likely to recognize more of the intricacies of 
the different job roles. Particularly, while students in 4th and 5th grade, children learn likes and dislikes. 
Ultimately the interest stage might play a significant role in students’ career choices. In addition to the 
interest stage, the upper elementary school years include the capacity stage which children learn how 
their capacities, knowledge and skills are aligned with the requirements of various jobs and careers paths 
(Ginzberg, 1972).  
 
Since children spend the majority of their time with their parents between Age 0 to 10, Roe (1957) has 
placed emphasis on the role of early family experiences on the development of childhood personality 
traits. Particularly, Roe divided up the child parent relationship in 3 main categories (1) Emotional 
concentration on the child (overprotective or overdemanding), (2) Avoidance of the child (emotional 
rejection or neglect), (3) Acceptance of the child (casual acceptance or loving acceptance). According to 
Roe (1957), when a child's psychological and emotional needs were not satisfied during early school years 
years, the child can forget/ignore about those needs, or use/apply them as motivators in choosing a 
career. For instance, when children who experienced loving acceptance parenting styles would choose 
careers in education, entertainment, or service. In other words, children’s subconscious minds and 
learning experiences during early school years have important influences on their future career choices.  
 
Like theorists Roe (1957), Super (1963), Ginzberg, and associates (1957), Gottfredson's theory (1981) 
emphasized the importance of childhood in the shaping of students’ personality and career choices. 
Gottfredson believes career development has four stages, beginning in early childhood. At each stage, 
children rule out jobs that don't match how they see themselves, through a process called circumscription 
(Gottfredson, 2002). According to Gottfredson's theory, in Stage 1 (ages 3 to 5), children start to see jobs 
and careers as held by grown-ups such as parents, and relatives. In stage 2 (ages 6 to 8) which involves 
early elementary school years, students become aware of stereotypical gender roles and begin having 
ideas about their own careers.  
 
According to Gottfredson, students have already eliminated a host of career options based on their gender 
and social prestige, by the end of elementary school (Edwin, & Prescod, 2018). For instance, since a very 
significant amount of elementary teachers are female, students might start to think that teaching careers 
are best fit for females, not males. In Stage 3 (ages 9 to 13) which includes upper elementary school 
years, students learn how jobs vary in status and eliminate some jobs because they don’t see themselves 
working in these roles. (Gottfredson, 2002). Therefore, during 4th and 5th grades, if students receive 
inaccurate information and biased ideas about certain job requirements, they might permanently eliminate 
to consider these career opportunities.   
 
Overall, there are several theorists who support how occupational aspirations are developed during the 
preschool through college years. Aligned with the human development process, the self-concept changes 
and develops throughout people’s lives that including elementary school years (Super, 1954). Since 
personality development is crucially related to the events of early childhood, individuals’ occupational 
behavior is more likely to be affected through the elementary school years (Osipow, 1968). Like human 
development and career theories, there are several research studies that focused on how various factors 
such as personal, academic, and demographic characteristics are related to the career decision-making 
process and eventual educational attainment (Mau & Heim Bikos, 2000). Then, the next part is designed 
to explore previous research studies related to elementary career development.  
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Research on Elementary Career Development: Opportunities and Gaps 
 
The researcher explored several studies that focus on what career planning really means for elementary 
students and why elementary school is a good time for early career development and exploration. It is 
noted that considerably fewer studies have focused on the educational aspirations and career 
development of younger students in the elementary school years. The majority of career exploration 
studies focused on high school students. For instance, in 1983, Campbell determined five categories of 
student outcomes when children in secondary school were exposed to career development. It is reported 
that when students participate in targeted career development activities, (1) they improve school 
engagement and academic performance, (2) they develop more personal and interpersonal work skills, (3) 
they are more prepared for their future careers, (4) they build career planning skills, and (5) they also 
gain career awareness and exploration skills. 
 
The existing research suggests that important findings and decisions about educational attainment may be 
formed in middle school or even earlier. Through focused interviews with 119 elementary students, 
Blackhurst, Auger, & Wahl (2003) examined children’s understanding of vocational preparation 
requirements for 15 well-known jobs. In this study, results indicated that, by fifth grade, many elementary 
students have developed the conceptual framework for understanding career preparation requirements 
but they were highly inaccurate in their application of the framework to a specific career path. Since at the 
elementary level, career development is tied to success in many other aspects of an individual’s 
development in childhood and adulthood, this study emphasizes the importance of providing valid and 
reliable information for students’ early career development.  
 
Particularly, previous researchers indicated that there is a connection between career development at the 
elementary level and academic achievement and school success for students (Akos, Niles, Miller, & Erford, 
2011). Aligned with this finding, Evans and Burck (1992) found that elementary students seemed to 
benefit the most in their academic achievement when they participated in career development 
interventions. Moreover, Mau & Heim Bikos (2000) suggested that students who have higher occupational 
aspirations will, consequently, aspire to greater school success and educational attainment. Therefore, it is 
crucial that educators and counselors integrate certain career development activities into the elementary 
school curriculum. For instance, since developing career awareness is a lifelong process, educators are 
encouraged to teach these self-exploration skills and self-determination practices during primary school 
years (Papay, Unger, Williams-Diehm, & Mitchell, 2015) 
 
Papay, Unger, Williams-Diehm, & Mitchell (2015) also reported that unfortunately there is a very common 
misconception that career planning and transition begin during secondary school years. It is reported that 
instead of waiting for high school years, teachers and counselors can engage students and their families in 
transition-focused activities throughout teaching and learning activities for their elementary-grade 
students. Since students with disabilities need more personalized support and targeted counseling 
services, as a part of the longitudinal nature of transition planning, these strategies are strongly 
recommended to be applied to special education students (Papay, Unger, Williams-Diehm, & Mitchell, 
2015).  
 
Viviano (2015) also emphasized the importance of career planning for elementary school students. 
Particularly, he claimed that elementary career development and career exploration curriculum help 
younger students determine who they are and what their strengths are. When students identify their 
challenges, interests, and values, they are more like to make an informed decision about their post-
secondary and career plans. Since many elementary students have no clear understating of careers, job 
requirements and the real world. Edwin and Prescod (2018) recommend that during elementary school 
years, career readiness activities should aim to explore and help students get to know themselves and 
discover their uniqueness. Self-exploration might include their interests, likes, dislikes, skills, knowledge 
and values is important in this stage because these aspects play a major role in students’ selection of 
careers. 
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Similar to Edwin and Prescod (2018), Akos, Niles, Miller, & Erford (2011) also indicated that early career 
development and career exploration to expose students to a variety of careers and build self-awareness 
should be the goal of elementary schools. Since career awareness promotes self-awareness from an early 
age as children discover about themselves, elementary career awareness activities should be systemically 
integrated into the K-5curriculum (Papay, Unger, Williams-Diehm, & Mitchell, 2015). These types of career 
exploration activities will help younger kids to think about their future from the elementary school years, 
so they can be more curious and more engaged in school works. 
 
Since early career planning is mostly about self-discovery and helping younger kids make sense of the 
world around them. Viviano (2015) suggests that elementary children need to know their options to 
discover their interests and shape their related skills accordingly. It is also noted that elementary school 
years are an opportunity to introduce career development skills, and post-secondary options. Therefore, 
elementary school teachers and  counselors can help their younger kids in the development of knowledge 
about current and emergent careers, as well as self-awareness, and career development motivation by 
implementing career development interventions (Mariani, Berger, Koerner, & Sandlin, 2016). 
 
Similarly, Edwin & Prescod (2018) also report that school counselors can use targeted career exploration 
units to support students’ career awareness and to begin the lifelong process of preparing them for 
success in the world of work. They also claim that elementary students should begin learning about the 
relationship between academic performance, school success, postsecondary education options, and career 
paths. Therefore, there is an overall consensus that it is appropriate and beneficial for students to begin 
the process of career exploration during early school years.  
 
Mariani, Berger, Koerner, & Sandlin, (2016) also reported that upper elementary students had significant 
increases in their knowledge of college and career readiness standards, desire to go to college, and their 
interests in careers after participating in a career development intervention unit. It is also indicated that, 
by the fifth grade, children have developed a fair understanding of the broad categories of occupational 
characteristics (Blackhurst, Auger, & Wahl, 2003).  
 
Besides improving students’ self-awareness, it is also noted that elementary career development activities 
can also help students gain resiliency, self-management, and interpersonal social skills. These are all 
abilities students need to acquire to become successful in their school and career journey. In addition to 
career counseling services, Clemens, Carey, & Harrington (2010) indicated that implementation of the 
school counseling services resulted in increases in positive classroom climates in elementary schools. Since 
school counselors are the most qualified professionals, in school buildings, to provide career development 
interventions, it is recommend that including elementary schools, each student should have an opportunity 
to work with a certified school counselor (ASCA, 2012). 
 
Purpose and Research Questions 
 
Current research shows that students’ development of career readiness skills is improved when a 
comprehensive school counseling program is established (Dahir, Burnham, & Stone, 2009). Since there is 
a growing emphasis to expand elementary students’ career awareness, the purpose of this study is to 
explore how elementary students’ self-perceptions change regarding main career development domains 
including (1) developing self-concept, (2) exploring college and career options, (3) making a connection 
with personality, education, and career paths. This study is particularly designed to respond the following 
research questions. 
 
Research Question 1: How do elementary students’ self-perceptions change regarding the “Developing 
Self-Concept” Domain? 
Research Question 2: How do elementary students’ self-perceptions change regarding the “Exploring 
College and Career Options” Domain? 
Research Question 3: How do elementary students’ self-perceptions change regarding the “Making 
Connection with Personality, Education and Career Paths” Domain? 
Research Question 4: How gender is related to elementary students’ career cluster choices? 
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Method 

 
Setting and Participants 
 
Since the early school years are crucial for students’ future career choices, this quantitative survey study is 
designed to explore how elementary students’ self-perceptions change regarding (a) Developing self-
concept, (b) Exploring college and career options” and (c) Making a connection with personality, education 
and career paths. Study participants were drawn from third, fourth, and fifth-grade classrooms in an 
elementary school in one public school district in the Northeastern United States. This school was selected 
because the composition of its student body is representative of the district's enrollment, which is 
predominantly White (75.4%) and includes a mixture of families from the working class and professional 
backgrounds. Based on the Connecticut State Department of Education (2020) district profile data, 
approximately, the percentage of students who were African American is 4.3 percent and Hispanic is 9.5 
percent.  
 
Earlier studies indicated that upper elementary students are aware of a variety of occupations and their 
characteristics (McGee & Stockard, 1991). Therefore, in this study, the data used to examine the above 
research questions came from comprehensive career development need assessment survey with 149 
children in the third (35.8%), fourth (n = 26.6%), and fifth (n = 37.6%) grades in the public school 
district. All students whose parents consented to their participation were given the comprehensive career 
development need assessment survey during their computer class yielding 149 participants. Participants 
were 43.6% female and 56.4% male. Around twenty percent of the students received free/reduced‐price 
lunch 

Instrument 
 
Career development starts early in elementary school years and it is a complex and ongoing process. 
Since the career exploration process needs to be frequent and consistent throughout students’ education, 
the researcher developed a comprehensive Elementary Career Development Need Assessment Survey 
(ECDNAS). This survey is a 15‐item instrument designed to explore how elementary students’ self-
perceptions change regarding main career development domains. To ensure content validity, the 
comprehensive elementary career development student needs assessment survey was reviewed by an 
expert panel consisting of a certified social worker, school counselors and certified school administrators, 
and university professors. The 15 items are scored on a three‐choice Likert scale and comprise three 
subscales: The first subscale is developing self-concept (five‐item subscale, e.g., “I know my interests 
(What I like to do for fun) and I know my individual skills and abilities (sport, art, math, science) 
 
The second subscale is named “Exploring College and Career Options” (five items, e.g., “I know the 
names of different careers and jobs and I know your education and training options after high school). 
The third subscale is called “Making Connection with Personality, Education and Career Paths” has also 
have five items, e.g., “I know how to use my interests and skills to plan my education path and I know 
how to set career goals based on my interests and skills”. In addition to administering the comprehensive 
career development need assessment survey, the researcher asked students about their demographic 
information including grade level and gender.   
The researcher quantified these items and entered them into the student database to conduct quantitative 
analyzes. Since few instruments have been developed to investigate career development at the 
elementary school level, this survey is recommended as a helpful tool for research or career development 
programs at elementary schools.  
 
Procedure and Analysis  
 
In collaboration with the principal investigator and the computer teacher, elementary teachers 
administered the online comprehensive career development need assessment survey during school time. 
Student responses to the survey were individually recorded, coded, and then entered into a dataset. This 
dataset was sent to the author as an archival dataset including student perfection data, and demographic 
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information (gender, grade level, and career cluster data) gathered from student records. In this 
quantitative explorative study, the researcher applied descriptive and inferential statistics to analyze 
responses to the quantitative research questions. Particularly, the mean and standard deviations of all 
items were computed to answer the first three research questions that focused on exploring the highest 
and lowest career developmental needs as perceived by elementary school students. 
 
Particularly, in the first three research questions, the descriptive analysis has been used to explore how 
elementary students’ self-perceptions change regarding career development domains. We calculated the 
average percentages on each subscale. Different from the first three research questions, the fourth 
research question focused on exploring how urban high school students' perceptions of their career cluster 
choices change based on gender. The Chi-Square Test of Independence was used to answer the fourth 
research question. The students' career development self-selected results were disaggregated by gender. 
The Chi-Square Test of Independence determines whether there is an association between categorical 
variables (i.e., whether the variables are independent or related). It is a nonparametric test. 
 

Findings 
 
Research Question 1: How do elementary students’ self-perceptions change regarding “Developing Self-
Concept” Domain. In the career development self-assessment survey, students were asked to rate their 
level of agreement for each domain by using the rating scale: 2= Yes, 1= No, 0= I am not sure. 
 
 
Table 1 
Percentage Distribution of Developing Self-Concept (N = 149) 

Statements for Developing Self-Concept Yes No  Not Sure 
I know my interests (What I like to do for fun) 90.7% 1.3% 8% 
I know my individual skills and abilities (Sport, art, math, science) 90.0% 5.3% 4.7% 
I know my personality & character traits (What makes me happy/sad) 88.7% 3.3% 8.0% 
I know my strengths (I am good at something at or is easy for me) 90.7% 3.3% 6.0% 
I know my weaknesses (I’m not good at something or difficult for me) 76.0% 8.7% 15.3% 

 
Regarding the “Developing Self-Concept” Domain, there was consistency across each item.  Approximately 
90% of the elementary students indicated a positive (Yes) statement related to self-concept. In other 
words, a sizable majority indicated that they were aware of their interests, skills, abilities, personality 
traits, and strengths. Only one item “I know my weaknesses (I’m not good at something or difficult for 
me) received less than 80% positive statement.  
 
Research Question 2: How do elementary students’ self-perceptions change regarding “Exploring 
College and Career Options” Domain 
 
Table 2 
Percentage Distribution of Exploring College and Career Options (N = 149) 
Statements for Exploring College and Career Options Yes No  Not Sure 
I know the names of different careers and jobs 83.9% 7.4% 8.7% 
I know your education and training options after high school 43.6% 30.9% 25.5% 
I know about different works, job activities, and tasks 75.2% 10.1% 14.8% 
I know what specific education is required for different careers 37.6% 31.5% 30.9% 
I know the role and importance of different careers 64.4% 18.1% 17.4% 
I can name 2 or 3 possible career areas that might interest me 87.76% 4.50% 7.74% 

 
Different from the “Self-Concept” Domain, elementary students’ responses were inconsistent in the 
“College and Career Exploration” Domain. For instance, a sizable majority (75% +) of elementary students 
indicated that they have a positive statement about naming different careers and jobs (83.9%) and 
knowing about different work environments, job activities, and tasks (75.2%). On the other hand, 62.4% 
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of elementary students reported that they do not know or they are not sure what specific education is 
required for different careers. Similarly, 56.4%of the participants indicated that they do not know or they 
are not sure what education and training options are available after high school.  
 
Research Question 3: How do elementary students’ self-perceptions change “Making Connections with 
Personality, Education and Career Paths” Domain? 
 Different from the first and second domains, the last domain focused on exploring students’ 
perceptions about making connections with personality, education, and career paths. 
The results of descriptive statistics are listed below. 
  
Table 3 
Percentages of Making Connection with Personality, Education and Career Paths (N = 149) 
 
Statements for Making Career Development Connections  Yes No  Not Sure 
I know how to use my interests and skills to plan my education path 64.4% 12.1% 23.5% 
I know how to set career goals based on my interests and skills 69.1% 14.1% 16.8% 
I know how to use my time effectively for my school success 63.1% 15.4% 21.5% 
I know who can help me develop my college and career readiness 47.0% 34.2% 18.8% 
I know the importance of personal responsibility and work habits to 
become successful in school and life 

76.5% 8.7% 14.8% 

 
Elementary students reported that out of three domains of career development, with an 87% positivity 
rate, “Developing Self-Concept” Domain has the highest agreement among elementary students. On the 
other hand, “Making Connection with Personality, Education and Career Paths” has the lowest agreement 
(63%) among participants. Particularly, 53% of elementary students reported that they do not know, or 
they are not sure who can help them develop their college and career readiness plans. Additionally, only 
63.1% of students indicated that they know how to use their time effectively for their school success. 
 
Research Question 4: How gender is related to elementary students’ career cluster choices? 
 
For 15 of the 16 enumerated career clusters, no significant differences were found between participants’ 
genders and their responses. The sole exception was for the cluster “Education and Training” for which 
the Chi-Square test revealed a statistically significant difference in responses according to the participants’ 
gender (χ2 = 7.99, p = 0.005). Elementary school counselors and educators can use these findings 
regarding career clusters to support students’ career development and to prepare them for success in the 
world of work. The implications of the findings for the policy and practice are discussed in the next 
section.  
 
Table 4 
Percentage Distribution and Chi-Square Significance Value of 16 Career Clusters?  

Brief Description of 16 Career Clusters 
Girls 
Yes% 

Boys 
Yes% 

 χ2 
p value 

1. Agriculture, Food, and Natural Resources  43% 33% .24 

2. Architecture and Construction  14% 27% .06 

3. Arts, Audio/Video Technology, and Communications  42% 40% .72 

4. Business, Management, and Administration  18% 14% .51 

5. Education and Training  29% 8% .00* 

6. Finance 14% 12% .76 

7. Government and Public Administration  11% 4% .17 

8. Health Science  26% 16% .18 

9. Hospitality and Tourism  11% 18% .27 

10. Human Services  16% 6% .07 

11. Information Technology  12% 14% .79 
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12. Law, Public Safety, Corrections, and Security  12% 20% .26 

13. Manufacturing  12% 14% .67 

14. Marketing, Sales, and Service  7% 8% .95 

15. Science, Technology, Engineering, and Mathematics (STEM)  13% 18% .55 

16. Transportation, Distribution, and Logistics  9% 14% .43 
 

Discussion 
 
The findings of the study support the existing career development theories and research students. In the 
study, a very large number of elementary students indicated that they developed a self-concept. Since the 
upper elementary students start to discover their interests, skills, and values, it is important that school 
counselors and teachers provide accurate knowledge of educational and vocational training requirements 
(Blackhurst, Auger, & Wahl, 2003). Therefore, elementary career development curriculum activity helps 
younger students determine who they are for their future education and career planning (Viviano, 2015). 

 
The results of this study also suggest that a sizable majority (75% +) of elementary students have a 
positive statement about exploring college and career options. Over 80% of the participants indicated that 
they were able to name different careers and jobs and know about different work environments, job 
activities, and tasks. In this study, elementary students’ responses provided considerable evidence to 
support Gottfredson's developmental theory of occupational choice. This indicated that by the fifth grade, 
children have developed a fair understanding of the broad categories of occupational characteristics. 
Therefore, earlier career development exposure could also help elementary students explore what specific 
education is required for different careers (Ayriza, Setiawati, Triyanto, Gunawan, Anwar, Budiarti, 
Fadhilah, 2021; Edwin and Prescod, 2018). 
 
Elementary students reported that they have very high positive statements regarding developing self-
concept. However, it is noted that “Making Connection with Personality, Education and Career Paths” has 
the lowest agreement among participants. Particularly, more than half of the elementary students 
reported that they do not know, or they are not sure who can help them develop their college and career 
readiness plans. The results of this study suggest that elementary children have a limited understanding of 
making connections with their self-concept, education, and career paths. This supports Ginzberg’s 
theoretical approach because elementary students are still in the fantasy, and tentative stages (Ginzberg, 
1972). During secondary years, they will start to have more realistic choices. 
 
The last question focused on exploring how gender is related to elementary students’ career cluster 
choices. For 15 of the 16 enumerated career clusters, no significant differences were found between 
participants’ genders and their responses. The sole exception was for the cluster “Education and 
Training” for which the inferential statistical test results revealed a statistically significant difference in 
responses according to gender. This specific finding also supports Gottfredson’s career development 
theory. Particularly, over 95 percent of the teachers in this elementary school were female. In this case, 
male students might already eliminate being a teacher because students might start to think that teaching 
careers are best fit for females, not males (Gottfredson, 2002). 
 
Implications for Policy and Practice 
 
Aligned with the previous research studies and based on the results of this study, several 
recommendations for practice, policy, and future research seem warranted. It is not too early for 
elementary students to engage in career development and career exploration activities. This process will 
help students in higher school engagement and higher academic performance. Aligned with the previous 
studies, this study suggests that late elementary school is a particularly opportune time to provide career 
education (Blackhurst, Auger, & Wahl, 2003). Providing age-appropriate and specific information about 
current and emerging occupations will help students to develop realistic and meaningful career goals.  
 
As part of the career readiness program for elementary school, students should be given an opportunity to 
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discover the world of career work. Since elementary students have developed a conceptual framework for 
understanding general educational requirements for career preparation, career development lessons can 
involve giving students what careers exist and what careers require (Blackhurst and colleagues, 2003). By 
each student knowing their personal interests, and career requirements, they can start exploring what 
careers might be good fit for them. Since elementary kids are very engaged in school and their brain 
develop rapidly, early career development opportunity should not be wasted. 
 
Due to COVID-19, since many schools offer comprehensive computer and technology programs, every 
student can begin their career development path early during primary school years by exploring and 
getting a better idea of the world beyond themselves. Exploration of interests, skills, and values is 
important in this stage because these aspects play a major role in students’ selection of careers (Trice, 
Hughes, Odom, Woods, & McClellan, 1995). It is also noted that It is noted that the main goal of career 
development at the elementary level should not be encouraging children to make important career 
decisions. Instead, age and developmentally appropriate interventions and activities are encouraged to be 
implemented (Akos, Niles, Miller, & Erford, 2011). Particularly, a self-discovery and self-awareness 
curriculum can help elementary students find out their challenges and strengths (Viviano,  2015)  
 
It is also reported that typically, most counseling is focused on addressing students’ academic and 
personal/social issues, which leaves very little time for assistance with career exploration (Viviano, 2015). 
Therefore introducing a comprehensive and targeted career exploration program might help improve 
students’ self-discovery and self-awareness (Akos, Niles, Miller, & Erford,  2011). Aligned with the findings 
of this study and based on the previous early career development studies (Herting Wahl & Blackhurst, 
2000; Edwin, & Prescod, 2018), the recommended elementary career development activities can be 
grouped into three domains. Please see table 5 below. 
 
Table 5. 
Recommended elementary career development activities for each career domain 
 
Career Domains Recommended elementary career development activities 
Self-Concept  Introducing the concept of multiple intelligence 

 Exploring interests, strengths, values, hobbies, likes, and dislikes  
 Time management, study, and organizational skills workshop 
 Communication, collaboration, creativity, problem solving workshops 

Exploring Careers  Exploring post-secondary educational options after high school 
 Reviewing career clusters 
 Incorporate general college/career discussion into class conversations 
 Utilize electronic resources for career exploration (O*NET) 

Making Connection   Research a career and create a display board for a career fair 
 Organizing a school-wide career fair 
 Invite career speakers, role models to share their own career pathway 
 Virtual Career Tours, Business/Industry/College Visits, Shadowing 

 
When the elementary schools provide targeted career development activities, students are more likely to 
know themselves and have an idea of their interests and abilities which will enhance student engagement 
at the higher levels of a learner’s academic career. These activities can also prevent the premature 
elimination of careers that can occur when students are not exposed to multiple career options 
(Gottfredson, 2005). Therefore, besides integrating recommended elementary career development 
activities to foster early career awareness in elementary school, it is noted that further research is needed 
to investigate the hypothesis that students' early educational aspirations influence their occupational 
preferences (Walls, 2000).  
 
During elementary career development activities, the roles of parents should be also considered. Parental 
involvement is important as parents and guardians have very strong influences on their children’s career 
interests and development (Hutchison, Niles, & Trusty, 2016). Finally, as elementary school counselors 
and teachers prepare to implement career development activities in their own classrooms, it is important 
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to note that they select age-appropriate activities and modify the lessons based on the diverse student 
needs and time availability (Edwin, & Prescod, 2018). 
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Legal Basis of Values Education in Schools in Turkey and the US, Ohio State* 

Bilgen KIRAL 2 

 

Abstract 

The study was conducted to reveal and compare the legal basis of values education in Turkey and the 
United States of America, Ohio State. For this, firstly, both countries were handled separately, and then, in 
light of the collected data, a comparison was made using the document analysis method. While 
emphasizing the concept of values education, detailed statements on the subject in the Turkish education 
system, especially in the curriculum; in America, general expressions are included in the texts and there 
are fewer words as values education. Since the Turkish education system is centrally administered, the 
legal text is unchanged and the same across the country and for all children. However, America is made 
up of states. For this reason, the education system of each state is different from each other’s. There may 
be some changes in the legal texts. In addition, there are general legal texts that concern all states in 
America. In both countries, there are various expressions for raising good citizens and good people. In 
addition, it has been determined that Atatürk's principles and reforms are also mentioned in the legal texts 
in Turkey. This can be expressed as placing it in legal texts so that an important value is not forgotten. 

Keywords: Value, values education, legal text, school, comparison,  

 

 

 

Introduction 

Education is one of the main ways of raising people. It is carried out through two channels such as family 
and country. Both families and countries expect their citizens to be good citizens. For this purpose, the 
national, spiritual, and cultural values of the society, and universal values are tried to be transferred to 
children. At this point, the importance of values and values education emerges. The word “value” is 
defined as the measure that helps to determine the importance of something, the value that something is 
worth (Turkish Language Society, 2022). When people think about what is important in their lives, values 
and value judgments are the first to come to mind. There are a lot of values (such as compassion, 
benevolence, love, respect, and conscience) of varying importance for all individuals living in society 
(Halstead & Taylor, 2000).  

Six basic characteristics of values are mentioned. These are: (1) Values are beliefs. (2) Values express the 
goals that motivate people in their actions. (3 Values are superior to certain activities and situations. (4) 
Values are used as standards or benchmarks. (5) Values are ranked in order of importance relative to 
each other. (6) Multiple values move people (Bilsky & Schwartz, 1994; Schwartz, 2012; Schwartz & Bilsky, 
1987). Values are beliefs, standards, and principles that guide behavior. It shows that the activities to be 
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done are good or desirable. Love, equality, being free, being happy, peace, fairness, and truth can be 
given as examples of values accepted by people. In addition, values education is moral and citizenship 
education (Aydın, 2010; Halstead, 1996; Halstead & Taylor, 2000; Thomas, 1977). Studies on values 
education are carried out in schools. Studies aimed at the positive, ethical, and social development of 
children in schools and strengthening their success constitute values education (Berkowitz, 2011; Halstead 
& Taylor, 2000). It is aimed to create a healthy, consistent, and balanced personality in students with 
values education. As important as it is to teach mathematics and other courses to students, it is just as 
important to teach values. One of the most important elements that complete the education given in 
schools is values education (Aydın, 2010).  

Aydın (2010) states that values are a phenomenon that can be taught and learned. Akbaba-Altun (2003) 
states that there cannot be an understanding of education that is free of values and does not include 
values. For this, states do deliberate enculturation through schools in order to bring various values to their 
citizens and to keep the existing culture continue (Kıral, 2017). According to Gültekin (2007), values 
education is a process that should be given in formal education and that helps the development and 
socialization of the personalities of future generations. The institutions that best place values education 
are schools; administrators and teachers play the most important role in this (Veugelers, 2000; Veugelers 
ve Vedder, 2003).  

Studies on values education take place in the education systems of states and are mentioned in legal 
texts. One of these countries is Turkey and the other is the United States of America (US). The reason 
why Turkey and the US state of Ohio were chosen within the scope of the research is that when the crime 
rates on official websites are compared, the juvenile crime rates in the US are lower than in Turkey. In 
addition, when the official statistics of both countries are examined: There are several incidents (injured, 
theft, selling or buying drugs, and some addictions, threats, and other crimes) about children who came or 
were brought to the police department in 2020 is 114,038 in Turkey (the Turkish Statistical Institute-TUIK, 
2021). In the US the ratio is 696,620 (US Department of Justice, Law Enforcement and Juvenile Crime, 
2020). It is thought that this issue is closely related to the values that children gain from their families, 
society, and school, value judgments, and values education given by the state. In this regard, it is curious 
what is written in the legal texts about values education. 

It is worthwhile to examine and compare the legal texts of a large cosmopolitan country like America, 
where people from different ethnicities, religions, languages, and races live, and a smaller, less ethnic, 
and diverse country like Turkey. For these reasons, it is aimed to investigate how the legal basis of values 
education is and to compare these two countries.  

 

Method 

The study was designed as qualitative research, the data was collected from the official websites of the 
countries, and the document analysis method was used. In the document analysis method, first of all, 
data is found, selected, interpreted, evaluated, and synthesized (Kıral, 2020). For the study, the official 
websites containing the legal texts of both Turkey and the US were found, examined, evaluated, and 
analyzed.  

Data Collection and Analysis 

For the documents used in the study, the official websites of the Ministry of National Education of Turkey 
and Ohio Department of Education, the US Department of Education were examined. In Turkey, The Basic 
Law of National Education (1973), the Constitution (1982), the 18th, 19th, and 20th National Education 
Councils, the "Circular on the First Lesson" numbered 2010/53, the 2023 Education Vision Document, the 
2019-2023 strategic plan of the Ministry of National Education curriculum programs are analyzed. 

In the US, both the official documents of Ohio and the general legal texts for all states were examined. 
These are Ohio's K-12 Social and Emotional Learning Standards (2019), the Ohio 2019-2024 strategic 
plan, Ohio Positive Behavioral Interventions and Supports (PBIS), the Supporting Alternatives for Fair 
Education (SAFE) Act, House Bill 318, Ohio Revised Code 3319.46, Every Student Succeeds Act (ESSA, 
2015) and the Individuals with Disabilities Education Act.  



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

60 
 

 

 

Values in these documents and the parts related to values education were selected and included in the 
research. First, the sections in the legal texts related to the values of both countries are specified. Then, 
by comparing the collected data, the legal texts of the two countries were analyzed in terms of values 
education, and necessary comparisons and comments were made. 

The Role of the Researcher 

While researching the values in the education system of both Turkey and Ohio state, the researcher 
meticulously complied with the scientific and ethical elements. It has checked the legal texts on the 
websites many times, and has provided confirmation by showing what has been done to an expert in the 
English language in order not to fall into semantic mistakes. This is important for the validity and reliability 
of the research. In addition, the researcher completed the research in accordance with the principles of 
honesty and impartiality. 

Findings 

In this part of the study, the legal texts of values education in the education system of Turkey and Ohio 
state were first discussed separately, then the comparison of the two countries was made using the 
document analysis method in the light of the collected data. 

Turkey 

One of the general aims (2nd article) in “the Basic Law of National Education in Turkey (1973)” is 
Depending on Atatürk's reforms and principles and on Atatürk's nationalism as expressed in “the 
Constitution (1982)”; adopting, protecting and developing the national, moral, humanitarian, spiritual, and 
cultural values of the Turkish Nation; to raise citizens who love their family, homeland and nation, who 
always try to glorify them, who know their duties and responsibilities towards the Republic of Turkey, 
which is a democratic, secular and social state of law based on human rights and the basic principles at 
the beginning of the Constitution (1982), and who have made them behave.  

It is seen that decisions about values education are taken in the National Education Councils, which have 
an important place in the Turkish education system. It is seen that recommendations were taken at “the 
18th National Education Council”, such as the "Values Education Project" being prepared and put into 
practice, and studies to raise awareness by considering national and universal values together in curricula 
(Decisions of the 18th National Education Council). In addition, it is recommended to continue the studies 
on values education in “the 19th and 20th National Education Councils”; even in the 20th National Education 
Council, it was recommended that values education should be included with religion and morality.  

The Ministry of National Education published “the Circular on the First Lesson numbered 2010/53”, and 
accordingly, it stated that activities related to "Values Education" in pre-school, primary, and secondary 
education will be carried out in order to increase the competencies of the students in and out of the lesson 
and to ensure that they are reflected in their behaviors. In “the 2023 Education Vision Document”, the 
school as a living space is expressed as the places where life skills are internalized together with universal, 
national, and spiritual virtues that add value and happiness to each of the children (2023 Vision 
Document, 2018). In “the 2019-2023 Strategic Plan of the Ministry of National Education”, it is stated that 
it aims to gain values starting from preschool. 

With the changes made in the curricula in 2004, the planned and legal placement of values education in 
the courses (such as Life Studies, and Social Studies) has been put into practice since 2005 (Turan & 
Ulusoy, 2016). When “the curriculum programs” of all grades of the courses prepared by the Board of 
Education and Discipline and available on the website are examined, ethics, fidelity, patience, mercy, love, 
compassion, moral values, benevolence, decency, modesty, conscientiousness, modesty, altruism, trust, 
modesty, frugality, respect, sensitivity to health, hard work, honesty, trust, sensitivity to differences, self-
respect, courage, perseverance, self-control, awareness, moderation, versatility, rationality, responsibility, 
justice, friendship, helpfulness, sensitivity, cooperation, sharing, friendship, solidarity, peace, kindness, 
good manners, family ties, social benefit, sensitivity to cultural heritage, patriotism, sensitivity to historical 
heritage, sensitivity to culture, national unity and solidarity, national values, independence, love of nation, 
love of flag, freedom, equality, values such as respect for rights, modernity, aesthetics, love of nature, 
environmental awareness, sensitivity to nature, avoidance of waste, and resilience (Curriculum Programs, 
2018) appears to have taken. 
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The US, Ohio State 

When “Ohio's K-12 Social and Emotional Learning Standards (2019)” are examined “Social-emotional 
learning is the process through which children and adults acquire and effectively apply the knowledge, 
attitudes and skills to understand and manage emotions, set and achieve positive goals, feel and show 
empathy for others, establish and maintain positive relationships and make responsible decisions” (Ohio's 
K-12 Social and Emotional Learning Standards, 2019). The standards are based on five pillars. These are 
self-awareness, self-management, social awareness, relationship skills, and responsible decision-making. 
Each of these five titles can actually be expressed as a part of values education. Below are direct quotes 
from them. 

Self-Awareness: Self-awareness is the ability to accurately assess one's strengths and limitations with a 
sense of integrity, confidence and optimism. Self-Management: The ability to navigate one's emotions, 
thoughts and behaviors across different situations while managing stress, controlling impulses and 
motivating oneself, and ability to set and work toward personal and academic goals. Social Awareness: 
The ability to consider diverse perspectives of and empathize with others. It also reflects the ability to 
understand social and ethical norms for behavior across settings and to be able to identify and use family, 
school and community resources and supports. Relationship Skills: The ability to establish and maintain 
healthy relationships with diverse individuals and groups. Developing relationship skills promotes the 
ability to communicate clearly, listen well, cooperate with others, resist social and peer pressure, negotiate 
conflict and seek help or offer it to others. Responsible Decision-Making: The ability to make constructive 
choices about personal behavior and social interactions within the context of ethical standards, safety 
concerns and social norms, and consideration of the well-being of self and others. 

The vision, goals and strategies in “the Ohio 2019-2024 Strategic Plan” for education are discussed under 
three headings. These are equity, partnership, and quality in schools. What is emphasized with these is to 
raise individuals with character and value judgments that are both successful and beneficial to themselves 
and their environment. Strategy 2 of the strategic plan is about school administrators. “Successful school 
leaders create the conditions necessary for teachers to excel and students to succeed. They provide clear 
direction, analyze data, visit classrooms, transform building culture, review school and system goals and 
cultivate an environment of continuous learning that engages teachers in their professional learning at 
every step of the way.” 7th strategy: “Ideally, each child’s basic needs (for example, safety, social 
belonging, self-esteem, and self-actualization) must be met to enable deeper learning. Unless the whole 
child is considered and supported, the conditions for learning are less than optima.” 

“Ohio Positive Behavioral Interventions and Supports (PBIS)” has identified an appropriate program. Ohio 
already developed school climate guidelines and anti-harassment and bullying guidelines, including the 
implementation of Positive Behavioral Interventions and Supports. For Ohio PBS “Principal promotes and 
implements a school-wide system for behavioral support and intervention.” Its statement passes. Positive 
Behavioral Interventions and Supports is a framework that guides districts and schools in developing 
policies and practices that proactively define, teach and support appropriate behavior. PBIS suggests a 
shift in thinking about behavior and discipline. Rather than telling students what not to do, emphasis is 
placed on teaching students what to do. Schools implementing PBIS actively teach behavioral expectations 
across all environments, promote positive behavior through encouragement and reinforcement, and 
provide correction of inappropriate behavior through prompting, re-teaching and opportunities to correct 
behavior. PBIS creates consistent, predictable learning environments that increase positive behavior and 
academic outcomes for each student “(the Supporting Alternatives for Fair Education (SAFE) Act, House 
Bill 318)”. And also “Ohio Revised Code 3319.46” is about PBIS' policy and rules. 

“Every Student Succeeds Act (ESSA, 2015)” also Sec. 4108. Activities to Support Safe and Healthy 
Students ‘‘(2) foster safe, healthy, supportive, and drug-free environments that support student academic 
achievement; (G) implementation of school wide positive behavioral interventions and supports, including 
through coordination with similar activities carried out under “the Individuals with Disabilities Education 
Act”, in order to improve academic outcomes and school conditions for student learning. TITLE VIII—
General Provisions Sec. 8001. General Provisions, (xii) are designed to give teachers of children with 
disabilities or children with developmental delays, and other teachers and instructional staff, the 
knowledge and skills to provide instruction and academic support services, to those children, including 
positive behavioral interventions and supports, multi-tier system of supports, and use of accommodations. 
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Since the Turkish education system is managed centrally, the things to be done starting from the 
constitution are clearly stated. In addition, everything is given in detail in the curriculum. In particular, the 
subject of values education is emphasized more, and the values and value expressions that should be 
taught in schools are mentioned in detail. However, the education system in the US varies according to 
the states. Each state's own education department decides what to do, and there may be changes in the 
legal texts in the states for this reason. In addition, there are basic legal texts valid for all states. Value 
statements are more limited in legal texts in the US. It is seen that an expression such as values education 
is less common when compared to the Turkish education system. Table 1 shows the comparison of Turkey 
and Ohio. 

Table 1  

Comparison of Turkey and the US, Ohio State 
Comp. Turkey Ohio 

Le
g

al
 t

ex
t.

 
 

the Basic Law of National Education in Turkey 
(1973) 
the Constitution (1982) 
the National Education Councils 
the 18th/19th/20th National Education Council 
the "Circular on the First Lesson" numbered 
2010/53 
the 2023 Education Vision Document 
the 2019-2023 Strategic Plan of the Ministry of 
National Education 
the curriculum programs 

Ohio's K-12 Social and Emotional Learning 
Standards (2019) 
the Ohio 2019-2024 Strategic Plan 
Ohio Positive Behavioral Interventions and 
Supports (PBIS) 
the Supporting Alternatives for Fair Education 
(SAFE) Act, House Bill 318 
Ohio Revised Code 3319.46 
Every Student Succeeds Act (ESSA, 2015) 
the Individuals with Disabilities Education Act 

Im
p

o
rt

an
t 

is
su

es
 in

 le
g

al
 t

ex
t 

Atatürk's principles and reforms 
Adopting, protecting and developing the national, 
moral, humanitarian, spiritual, and cultural values 
Citizen, family, homeland, and national, spiritual, 
Turkey republic, universal values, duties, and 
responsibilities 
 
 

Social-emotional learning 
Manage emotions, set and achieve positive 
goals, feel and show empathy for others, 
establish and maintain positive relationships and 
make responsible decisions 
Understand social and ethical norms for 
behavior 
family, school, and community resources and 
supports. 
Healthy relationships with diverse individuals 
and groups. Developing relationship skills 
promotes the ability to communicate clearly, 
listen well, cooperate with others, resist social 
and peer pressure, negotiate conflict and seek 
help or offer it to others 
Ethical standards, safety concerns and social 
norms, and consideration of the well-being of 
self and others. 
Equity, partnership, and quality schools. 
Foster safe, healthy, supportive, and drug-free 
environments that support student academic 
achievement; implementation of school wide 
positive behavioral interventions and supports 
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V
al

u
e 

w
o

rd
s/

ex
p

re
ss

io
n

s 

Ethics, fidelity, patience, mercy, love, 
compassion, moral values, benevolence, decency, 
modesty, conscientiousness, modesty, altruism, 
trust, modesty, frugality, respect, sensitivity to 
health, hard work, honesty, trust, sensitivity to 
differences, self-respect, courage, perseverance, 
self-control, awareness, moderation, versatility, 
rationality, responsibility, justice, friendship, 
helpfulness, sensitivity, cooperation, sharing, 
friendship, solidarity, peace, kindness, good 
manners, family ties, social benefit, sensitivity to 
cultural heritage, patriotism, sensitivity to 
historical heritage, sensitivity to culture, national 
unity and solidarity, national values, 
independence, love of nation, love of flag, 
freedom, equality, values such as respect for 
rights, modernity, aesthetics, love of nature, 
environmental awareness, sensitivity to nature, 
avoidance of waste, and resilience 

Self-awareness, self-management, social 
awareness, relationship skills, and responsible 
decision-making. 
integrity, confidence and optimism 
managing stress, controlling impulses and 
motivating oneself, and ability to set and work 
toward personal and academic goals. 
Empathize 
Safety, social belonging, self-esteem, and self-
actualization 
 
 

As seen in Table 1, both countries give importance to values and values education. Along with these, a 
striking element is an adherence to Atatürk's principles and reforms in legal texts in Turkey. Because 
Mustafa Kemal Atatürk, the founder of the Turkish republic, and the way he showed are also valuable. 
There are a number of elements that hold societies together. Among these are the love of homeland and 
flag, customs, traditions and customs, in short, loyalty to the culture, living and keeping the culture alive. 
Apart from this, although ethical elements are included in legal texts in Turkey, it is seen that more 
emphasis is placed on ethical provisions in Ohio. 

Conclusion and Discussion 

When the legal texts in Turkey and the US, Ohio State are compared, it is seen that both countries have 
taken decisions to develop their children both academically and behaviorally. The aim is to protect and 
develop both children. For this reason, there are expressions for these in every legal text. While 
emphasizing the concept of values education, detailed statements on the subject in the Turkish education 
system, especially in the curriculum. In America, on the other hand, general expressions are included in 
the texts and there is no expression such as values education. Since the Turkish education system is 
centrally administered, the legal text is unchanged and the same across the country and for all children. 
However, the US is made up of 50 states. For this reason, the education system of each state is different 
from each other. There may be some changes in the legal texts. In addition, there are general legal texts 
that concern all states in America. In both countries, there are various expressions for raising good 
citizens and good people. The aim is to raise healthy generations. And the prepared legal texts have been 
prepared in the best interests of the child. When legal texts (Children's Rights Convention, etc.) or 
institutions (UNICEFF, WHO, United Nations, etc.) prepared for all children of the world are considered, it 
is aimed at the best interests of the child. 

There are certain values that enable a society to survive. Concepts such as honesty, tolerance, love, 
respect, responsibility, kindness and cooperation are as important as academic success (Kıral & Dinçer, 
2018). Today, many researchers and educators think that academic success alone is not enough; They 
think that the student's fullness of knowledge is not enough to make him successful in life. For this 
reason, they sought to add value to children (Aydın, 2010). Teaching values to children at schools is 
extremely important in terms of creating a healthy society (Turan & Ulusoy, 2016). It can be said that 
teaching values is as important as teaching mathematics and other courses. In addition, it has been 
determined that Atatürk's principles and reforms are also mentioned in the legal texts in Turkey. This, of 
course, can be expressed as placing it in legal texts so that an important value is not forgotten.  

In schools, the individual is considered as a whole, and efforts are made to develop both academically and 
the characteristics that make people human (Halstead, 1996; Halstead & Taylor, 2000). Raising individuals 
who are equipped with certain values and who can apply these values in every unit of their life is not only 
among the responsibilities of the family but also of the school (Tulunay-Ateş, 2017). The most important 
purpose of education is to provide the individual with knowledge and skills in this process, as well as to 
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surround him with certain values (Ateş, 2013). In particular, it is very important to bring certain values to 
students and to prepare them consciously for the future starting from primary education (Aladağ, 2009). 
The aims of education express the characteristics that are desired to be achieved in all schools and all 
courses (Kıral, 2019). Accordingly, teaching values is the common goal of all courses or all school staff 
(Meydan, 2012). Which behaviors are right and which behaviors are wrong for a newborn person, and 
which basic values a person should lead his life to, have been consciously and deliberately placed in 
educational legal texts and school programs by the states. In this framework, it can be said that teaching 
values is among the most important aims of education all over the world. 
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Self-Efficacy Beliefs of Teachers who participated in Museum Education Certificate Program 
as regards Museum Education1 

Galip ÖNER2 

 

Abstract 

In Turkey, the “Museum Education Certificate Program” was launched in 2019 in cooperation with the 
Ministry of National Education and the Ministry of Culture and Tourism, and within the scope of this 
program, museum training was given to thousands of teachers from different branches. Within this 
framework, the purpose of this study is to display the self-efficacy beliefs of teachers who completed 
museum education formateur or trainee training. This study, which employs survey model, a quantative 
research method, the sample constitutes 102 teachers working in various branches of different education 
levels, who voluntarily participated in the study. Self-Efficacy Scale for Museum Education was used as a 
data collection tool in the research. The data were statistically analyzed and interpreted with SPSS 16.0 
program. As a result of the study, it was found out that teachers who received museum education had 
high levels of self-efficacy beliefs. However, it was concluded that those who received education as 
formateur had higher levels of self-efficacy compared to those who received education as trainee. Based 
on the findings, it has been recommended that in-service training activities for museum education should 
be continued with expanded coverage.  

Keywords: Museum education, museum education certificate program, self-efficacy, teachers. 

 

 

 

Introduction 

The concept of museum, which has been used since 17th century to name the institutions which collect 
and exhibit various objects, comes from the Greek word “mouseion” meaning the place where muses 
(fairies of inspiration) live (Latham & Simmons, 2014). Hooper-Greenhil (2007), who gave reference to the 
historical roots in one sense, defined museums as rich and surprising places of display that engage and 
inspire new ideas. Talboys (2005), on the other hand, described museums as venues that enable the 
museum to preserve and exhibit works of aesthetic, archaeological, historical, cultural, social and spiritual 
importance, as well as places where people can discover cultural heritage, interact, deliberate, and obtain 
information and inspiration. Finally, Henning (2006) stated that museums are not just a place, but a 
network of relationships between objects and people. The International Council of Museums (ICOM), 
which is the most competent body on the international platform regarding museums, has been updating 
the definition of museum since 1946 and presenting it to the literature. ICOM revised its definition of 
museum on 24 August 2022 as follows: 
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“A museum is a not-for-profit, permanent institution in the service of society that researches, 
collects, conserves, interprets and exhibits tangible and intangible heritage. Open to the public, 
accessible and inclusive, museums foster diversity and sustainability. They operate and 
communicate ethically, professionally, and with the participation of communities, offering varied 
experiences for education, enjoyment, reflection and knowledge sharing.” 

 

For many people outside the museum community, the main function of museums is usually to preserve 
and display objects with archeological and historical importance. However, for the members of museum 
community, museums are understood as much more complicated institutions that play several 
interconnected roles (Talboys, 2005, s.5). As mentioned in the definition made by ICOM given above, 
museums have research, education and entertainment functions in addition to their collection, 
preservation and exhibition roles. Among these functions, education comes to the fore following collection, 
preservation and exhibition roles. The use of museums for educational purposes started towards the end 
of the 18th century, but formalizing the educational purposes of museums was a phenomenon of the 19th 
century, while museum education in today's sense came to the agenda in the 20th century (Hooper-
Greenhill, 1999). However, Hooper-Greenhill (2007) states that the educational role of museums still 
remains unclear. The author attributed this situation to the fact that for some, education expresses the 
general purpose of the museum, while for others, education is perceived as studies carried out by 
museum experts. Johnson et al. (2009), on the other hand, stated that museum education refers to the 
activities performed in a museum, but that education as a whole is a museum mission. Today education in 
museums is performed both formally and informally. Formal education refers to the execution of a 
purposeful and planned learning-teaching process in a museum within the scope of a formal course. 
Informally, it can be defined as all visits performed other than an official school visit. Hooper-Greenhill 
(2007) stated in his study that museums are defined by students as exciting places useful for school work, 
which are also good venues for learning. In this context, one of the most important roles of museums is 
keeping a unique pool that students and teachers can utilize in their courses (Reynolds, 2010). Today 
there are several kinds of museums from which students and teachers can benefit in their classes.  

 

Although archeology and ethnography museums come to mind when museums are mentioned, there are 
an increasing number of types of museums. Today, museums can focus on very different subjects such as 
science, technology, nature, industry, military, vehicles, or any object such as stamps, toys, wax, in 
addition to genres such as history, archeology, and art (Binekci & Öner, 2019). Due to these 
characteristics, museums are places that can easily be transformed into a learning environment for all 
courses regardless of the level of education. For this effect, the capabilities of teachers in this field have to 
be improved first. In this context, an in-service training program called "Museum Education Certificate 
Program" for teachers from various branches has been carried out in cooperation with the Ministry of 
National Education and the Ministry of Culture and Tourism in Turkey since 2019. With these trainings, it 
is aimed that teachers use the historical and cultural places and museums in the provinces where they 
work effectively in their education and training activities (Binekci & Öner, 2019). There are studies in the 
literature which analyzed the capabilities of teachers (Çıldır, 2007; İşlek, 2017; Solmaz, 2015) and pre-
service teachers (Demirel, 2020; İşlek, 2019; Körükcü, 2019; Tural & Kala, 2018; Yeşilbursa & Uslu, 2014) 
as regards museum education. However, no study has been detected on the museum education 
capabilities of teachers who participated in Museum Education Certificate Program. In this context, the 
research aims to determine the self-efficacy beliefs of the teachers participating in the Museum Education 
Certificate Program towards museum education. The study is important in this regard. In this context, 
answers to the following questions were sought in the study: 

 What are the participants' self-efficacy beliefs about museum education? 

 What are the self-efficacy belief scores of the participants who took the museum education as 
trainee and trainer education? 

 Do the museum education self-efficacy beliefs of the participants differ according to the variables? 
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Method 

Research Design 

In this study, which aims at determining the self-efficacy beliefs of teachers as regards museum education 
who participated in the Museum Education Certificate Program realized with the cooperation between 
Ministry of National Education and Ministry of Culture and Tourism, utilized survey method, a qualitative 
research method. The quantitative research model, which is based on the collection of information on a 
sample group in a specific and short time, in order to explain the characteristics of a universe such as 
opinions, attitudes, and beliefs is called "survey model" (Creswell, 2017). 

Research Sample 

The sample of the study consists of 102 teachers from various branches (Social Studies, History, Visual 
Arts, Physical Education and Sports, Turkish, Special Education, Pre-School and Classroom Teaching) who 
participated in the local in-service or central training of trainer sessions of Museum Education Certificate 
Program. 37 of the participants received the relevant training in Kayseri, 50 in Şanlıurfa, 11 in Muğla, 3 in 
Istanbul and 1 in Ankara. Participants in Kayseri filled the scale used in the study in printed form, whereas 
participants in other provinces filled the scale online. Convenience sampling and snowball sampling 
methods were used in the identification of the participants. Demographic information about the sample 
group included in the study is given in Table 1. 
 
Table 1 
Demographic Information on the Sample Group 
   n % 

Gender 
Female  59 57,8 
Male  43 42,2 

Education Type Local In-Service Training (Trainee)  44 43,1 
Trainer Training (Formatter)  58 56,9 

Professional Experience 

1-5 year  11 10,8 
6-10 year  19 18,6 
11-15 year  23 22,5 
16 year and above  49 48,0 

Museum Card Ownership Status 
Yes, I have.  36 35,3 
No, I don't have it.  66 64,7 

Having an Event Experience at the 
Museum 

Yes  78 76,5 
No  24 23,5 

 

As given in Table 1, 59 of the participants are women and 43 are men. While 44 of the participants 
received the training within the scope of Museum Education Certificate Program as in-service (Trainee) in 
their own provinces, 58 of them received Training of Trainers (Formateur) in central places. A significant 
portion of the participants are people who have 10 years or more experience and have performed 
activities with their students in museums previously. It is observed that a significant portion of the 
teachers do not have the Museum Card. 

Research Instrument and Procedures  

The “Self-Efficacy Scale for Museum Education” developed by Uslu & Yeşilbursa (2914) was used in the 
study. The relevant scale was prepared in the form of 5 Likert type and consisted of 24 questions. Uslu & 
Yeşilbursa (2014) found the reliability (Cronbach Alpha) of the study they developed to be .96, whereas 
Yeşilbursa & Uslu found the reliability value to be .94 and Körükçü (2019) calculated the same value as 
.96. Therefore, and since no additions or deletions were made in the number of items, there was no need 
for a new reliability test. The relevant scale was presented in print to 37 participants, and sent online to 
the other participants via Google Forms. 
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Data Analysis and Process 

The data of the study obtained through Self-Efficacy Scale for Museum Education were transferred to IBM 
SPSS 16.0 program and statistically descriptive (n, %, x̄) findings were obtained. In the study, arithmetic 
mean (x̄) was used in the evaluation of self-efficacy beliefs of teachers as regards museum education. The 
comments used by the developers of the scale (Yeşilbursa & Uslu, 2014) were taken into account in the 
interpretation of the arithmetic mean. Accordingly, the interval 1.00-1.79 was interpreted as “Very Low”, 
1.80-2.59 was interpreted as “Low”, 2.60-3.39 was interpreted as “Medium”, 3.40-4.19 was interpreted as 
“High”, and 4.20-5.00 was interpreted as “Very High” (Özdemir, Vural & Tan, 2020). In addition to the 
foregoing, findings as regards whether the answers given to the scale shoed variance depending on 
independent variables were obtained using t-test and ANOVA (One-Way Variance Analysis). While the 
groups according to gender showed a homogeneous distribution (p=1.000), the type of education did not 
show a normal distribution (p=0.042). Accordingly, the data on gender, education type, possession of 
museum card ownership and performing activity in the museum were analyzed with the t-test whereas 
seniority was analyzed using ANOVA test. 

 

Findings 

The findings regarding the self-efficacy beliefs of teachers from different branches participating in the 
Museum Education Certificate Program are given in Table 2. 
 
Table 2 
Total Self-Efficacy Belief Scores of All Participants for Museum Education (All Participants) 
 n Lowest Score Highest Score x̄ sd 
All Participants (Total) 102 71 120 106,2 12,78 

 

According to Table 2, it was determined that the arithmetic mean of all participants' self-efficacy beliefs 
regarding museum education was 106,2 out of 120 points. 44 of the participants received museum 
training as trainees in in-service trainings held in their own cities. The findings regarding the self-efficacy 
beliefs of the participants who received the relevant training as trainees are given in Table 3. 
 
Table 3 
Total Self-Efficacy Belief Scores of Teachers Trained as Trainees for Museum Education (Trainees Only) 
 n Lowest Score Highest Score x̄ sd 
Trainees (Total) 44 71 120 100,7 14,12 

 

According to Table 3, it was determined that the arithmetic average of the self-efficacy belief scores of the 
teachers who took the museum education as trainees was 100,7. The findings regarding the self-efficacy 
belief scores of the participants who took the museum education as a formatter in the trainer's training 
are given in Table 4. 
 
Table 4 
Total Self-Efficacy Belief Scores of the Teachers who received Trainer Training for Museum Education 
(Trainer Training Trainees Only) 
 n Lowest Score Highest Score x̄ sd 
Training of Trainer (Total) 58 73 120 110,4 11,45 

 

It was determined that the arithmetic average of the self-efficacy belief scores of the teachers who 
completed the museum education as the education of the trainer was 110,4. According to this, it was 
determined that those who took museum education as trainer education had higher self-efficacy beliefs in 
museum education than those who took it as trainees. The t-test findings related to this will be given in 
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Table 7. 
 
The arithmetic mean and standard deviation values of the answers given by the participants regarding the 
"Self-Efficacy Belief Scale for Museum Education" items are given in Table 5. 
 
Table 5 
Self-Efficacy Beliefs of the Teachers Participating in the Museum Education Certificate Program towards 
Museum Education 

Substances x̄ sd 
1. I can provide information about the trip to be organized and make sure that 
students foresee what they will encounter. 4,37 ,67 

2. I can offer museum education efficiently so that students can make 
comparisons between their culture and other cultures in the world. 4,27 ,77 

3. I can create a more systematic education setting by coordinating with school 
administrators on museum education. 

4,33 ,69 

4. I can guide students so that they can build on the information they obtain at 
the museum.   4,38 ,66 

5. During the museum tour, I can have the students do an improvisation 
activity on the subject of the course. 4,43 ,68 

6. I can benefit from virtual museums when there is no opportunity to organize 
a museum tour in real environment. 

4,36 ,79 

7. By using interdisciplinary methods and techniques in museum education, I 
can offer students the opportunity to learn while having fun. 4,35 ,73 

8. By creating a trip and observation corner, I can enable students to share 
their experiences. 4,40 ,70 

9. I can organize in-class activities (drama, drawing pictures, writing texts, 
presentations, etc.) related to the work done during the museum visit in order 
to obtain higher efficiency from the museum education. 

4,44 ,79 

10. I can create a better learning environment in museum tours by planning 
activities that students may enjoy. 4,41 ,68 

11. I can prevent deviations from the purposes of the tour by continuous 
information during the visit. 4,39 ,67 

12. I can create working groups that students will share their experiences 
during the museum tour. 4,48 ,62 

13. I can inform museum officials in advance so that they can contribute to the 
purpose of the study. 4,48 ,62 

14. I can use the time spared for museum tour efficiently. 4,41 ,69 
15. I can make interdisciplinary associations with other courses in line with the 
achievements of the course to be taught in the museum.. 

4,35 ,69 

16. I can enable students to make comparisons between the conditions of the 
present and the past through the works exhibited in the museum. 4,40 ,73 

17. I can make the tour interesting by informing about the museum tour. 4,55 ,63 
18. I can cooperate with administrators within the bounds of school facilities 
and organize a school museum with the purpose of encouraging other 
students. 

4,24 ,73 

19. I can decide on the museums to be visited in line with the relevancy, 
expectations and opinions of students and objectives of the course. 4,41 ,69 

20. I can use methods and techniques suitable for the level of students in the 
museum education. 4,40 ,66 

21. Through museum education, I can guide students in familiarizing with 
other cultures. 

4,43 ,66 

22. I can correlate objects exhibited in the museum with the learning outcomes 
of the curriculum. 4,36 ,74 

23. By offering an environment where they can post-facto evaluate the tour, I 4,44 ,75 
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can make sure that students share their experiences. 
24. I can utilize museums with the purpose of reinforcing prior achievements. 4,35 ,79 

 

When Table 5 was examined, it was determined that the arithmetic mean of all items was between 4,23 
and 4,55, in other words, all participants had "Pretty High" self-efficacy in all items related to museum 
education. The t-test results of the total scores of the participants' museum education self-efficacy beliefs 
according to the gender variable are given in Table 6. 
 
Table 6 
T-Test Results of Museum Education Self-Efficacy Belief Total Scores Related to Gender Variable 
Gender n x̄ sd df t p 
Female 59 106 13,61 

100 1,089 ,279 
Male 43 103 14,10 

 

According to Table 6, it was determined that there was no significant difference in museum education self-
efficacy beliefs of teachers according to gender [t(100)=1.089; p>.05]. Accordingly, it can be said that the 
gender factor does not have an effect on museum education self-efficacy beliefs. The t-test results 
regarding the effect of the type of education that the participants mentioned in Tables 3 and 4 regarding 
museum education have on their self-efficacy beliefs are given in Table 7. Local In-Service Training 
(Trainer) 
Trainer Training (Formator) 
 
Table 7 
T-Test Results of Museum Education Self-Efficacy Belief Total Scores Related to Education Type Variable 
Education Type n x̄ sd df t p 
Local In-Service Training 
(Trainee) 

44 98,9 14,12 
100 -4,521 ,000 

Trainer Training (Formatter) 58 110 11,45 
 

According to Table 7, it was determined that there was a significant difference in favor of the teachers 
who received museum education in the form of trainer education [t(100)=-4,521; p>.05]. Accordingly, it 
can be said that those who take museum education as a formatter have higher self-efficacy beliefs than 
those who take it as trainees. The results of the Anova test regarding the professional experience variable 
are given in Table 8. 
 
Table 8 
One-Way Analysis of Variance (ANOVA) Results of the Differences of Participants' Total Scores on Self-
Efficacy Beliefs for Museum Education According to Professional Experience 
Professional 
Experience    n x̄ sd 

1-5 year    11 98 15,71 
6-10 year    19 107 12,79 
11-15 year    23 106 13,45 
16 year and above    49 106 13,91 
Total    102 105 13,83 

Variance Source  Sum of 
Squares df Mean 

Square f p 

Between Groups  640,240 3 213,413 
1,119 ,345 Within Groups  18697,251 98 190,788 

Toplam  19337,497 101  
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According to Table 8, it was determined that the participants' self-efficacy beliefs towards museum 
education did not differ according to professional experience [F(3, 98)=1.119, p>.05]. Accordingly, it can 
be stated that teachers' professional experiences do not have an effect on their self-efficacy beliefs 
towards museum education. However, it is seen that the average of total self-efficacy belief scores of 
teachers with 1-5 years of professional experience is lower than other seniority ranges. The t-test results 
on the effect of participants' museum card ownership on their self-efficacy beliefs are given in Table 9. 
 
Table 9 
T-Test Results of Museum Education Self-Efficacy Belief Total Scores Related to Museum Card Ownership 
Variable 
Museum Card 
Ownership Status n x̄ Ss Sd t p 

Yes, I have. 36 110 13,17 
100 2,624 ,010 No, I don't have it. 66 102 13,59 

 

As stated in Table 9, it was determined that there was a significant difference in favor of teachers with 
museum cards [t(100)=2,624; p<.05]. Accordingly, it can be said that teachers who have museum cards 
have higher self-efficacy for museum education than teachers who do not. In Table 10 below, the t-test 
results regarding the effect of participants' previous activities with their students in museums on museum 
education self-efficacy are given. 
 
Table 10 
T-Test Results of Museum Education Self-Efficacy Belief Total Scores According to the Variable of Previous 
Activity in the Museum 
Having an Event Experience 
at the Museum n x̄ sd df t p 

Yes 78 106 13,65 
100 ,889 ,376 

No 24 103 14,48 

According to Table 10, it was determined that there was no significant effect of having done an activity in 
a museum before on the total self-efficacy belief scores of the participants for museum education 
[t(100)= ,889; p>.05]. 

 

Discussion, Conclusion, and Recommendations 

As a result of the research, it was determined that the teachers who participated in the museum education 
had very high self-efficacy beliefs towards museum education. It has been found out that self-efficacy 
beliefs of participant teachers in museum education is very high. In the study, it was determined that 
teachers who attended the museum education as formateur had higher level of museum education self-
efficacy belief compared to the teachers who attended as trainees. In other words, it has been concluded 
that participants who received training of the trainer in museum education had higher self-efficacy as 
regards museum education. İşlek (2019) displayed that pre-school teacher candidates had low self-
efficacy beliefs as regards museum education. It can be stated that self-efficacy levels of people who have 
not received any museum education is expected to be low. However, as in this study, it is seen that the 
targeted acquisitions from museum education can be achieved. In a study conducted with classroom 
teacher candidates, Demirel (2020) found that museum education activities positively affected the 
museum education self-efficacy beliefs of pre-service teachers. Similarly, İşlek (2017) determined that 
museum education in-service training offered to art teachers increased the self-efficacy belief levels of 
teachers.  

In the study, it has been found that gender variable is not effective on the museum educations elf-efficacy 
beliefs of participants. When the literature is examined, it is seen that a significant portion of the studies 
(Çıldır, 2007; İşlek, 2017; Tural & Kala, 2018; Solmaz, 2015; Yeşilbursa & Uslu, 2014) show that the 
gender variable does not have an effect on self-efficacy. However, Körükcü (2019) revealed in his study 
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that there is a significant difference in favor of women. 

The study revealed that there is a significant difference in self-efficacy belief in favor of teachers who have 
Museum Card of the Ministry of Culture and Tourism, which gives the right to enter all museums. 
Accordingly, it has been found out that teachers who have Museum Card has higher levels of self-efficacy 
as regards museum education compared to the teachers who do not have the card. Teachers can enter 
free of charge to the museums operated by Ministry of Culture and Tourism since 2018. However, it can 
be claimed that teachers who had the museum card previously want to visit museums more frequently 
compared to other teachers. This desire might have affected museum education self-efficacy of 
participants positively.  

Another result obtained in the study is that professional experience period of teachers has no effect on 
self-efficacy beliefs as regards museum education. However, although not statistically demonstrated, it 
has been found out that teachers with 1 to 5 years of professional experience has lower level of museum 
educations elf-efficacy beliefs compared to teachers with higher seniority. Çıldır (2007) and İşlek (2017) 
also found in their studies that there is no difference according to seniority. 

Finally, it was determined that the fact that the teachers participating in the research had conducted 
activities with their students in a museum before did not have an effect on museum education self-efficacy 
beliefs. İşlek (2017) also concluded that previous museum education activities did not have an effect on 
the self-efficacy beliefs of teachers. Based on the conclusions, it can be recommended that museum 
educations should be expanded and continued so as to cover all branches and in-service education 
conditions should be improved like training of the trainer conditions. Finally, it can be suggested that the 
Ministry of Culture and Tourism's application of free admission to museums for teachers and students 
should be expanded. 
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Grit and Chinese Students' Foreign Language Enjoyment in University1 

Yvonne Marie TIANDEM-ADAMOU 2, Jace HARGIS3 

 

Abstract 

The “deaf-dumb” phenomenon whereby students desist from using the target language in classrooms is 
still prevalent in China today. Few students in English Medium Instruction (EMI) universities in China 
actively use English to communicate during instruction. Promoting grit skills could boost students’ self-
confidence to enjoy learning a foreign language and communicate more. Data were collected from 85 
undergraduates using Grit Scale-Short scale and the Chinese version Foreign Language Enjoyment (FLE) 
scale. Correlation and regression analyses evaluated the relationship between the variables and revealed a 
significant correlation between grit and FLE. The T-test showed moderate grit levels among participants, 
with M=3. While the correlation analysis showed a shallow and positive correlation (r=.276, p=0.010), the 
linear regression test revealed that a unit increase in the grit scale would contribute to a 0.276 growth in 
positive attitude toward FLES (β=0.276, p=0.010). This result implies that promoting grit skills could 
increase FLE. Hence engaging students in frequent self-reflection to boost self-confidence, lower anxiety, 
and increase self-motivation to use the language often is vital. Moreover, instructors should be caring and 
patient, give frequent, meaningful, and timely feedback on work completed and break large tasks into 
smaller chunks to motivate students to work passionately towards achieving set long-term goals. 

Keywords: Grit, Foreign Language Enjoyment, English as a Foreign Language, Positive Psychology. 

.  

Introduction 

As positive psychology expands, there is evidence that students' personality traits, positive emotions, and 
learning environments often influence foreign language learners' performance (Gabry's-Barker, 2016; 
Macintyre & Mercer, 2014). While second language (L2) mastery requires learners to develop strong 
character attributes when facing learning challenges, some learners' reactions to the challenges of 
learning a second language may be perceived as a lack of interest or unfit to achieve language learning 
goals. Other learners, however, embrace learning hardship as a natural process to achieve success 
(Khajavy et al., 2021). The non-cognitive skills of grit have been shown to influence student success in 
many contexts (Duckworth et al., 2007; Strayhorn, 2014; Wolters & Hussain, 2015; Tiandem-Adamou, 
2019). Grit is often considered a leadership quality and a significant aspect of success regardless of a 
person’s ability or talents (Duckworth & Yeager, 2015). Studies show academic grit is derived from 
students’ enthusiasm and perseverance to achieve long-term goals (Duckworth, 2016). It entails arduous 
work and the ability to sustain interest and determination for long despite certain hardships and 
challenges students may encounter (Hammond, 2017). Research has shown a strong association between 
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grit, achievement goals, and academic success (Akin & Arslan, 2014; Tiandem-Adamou, 2019). In recent 
years, grit has been used as an indicator and fundamental component of success and accomplishments in 
diverse areas, including business, healthcare, and schools (Sudina et al., 2021). 

In China, despite more than 176.7 million people learning a second language and English being the most 
popular foreign language, many English language learners are uncomfortable and restrain from using the 
language for daily communication (You & Dörnyei, 2016). Although English is a mandated subject in the 
Chinese curriculum from elementary to high school, only about 20% of second language learners (L2) 
actively use the language to communicate daily (Juan, 2021; Wei & Su, 2018). Consequently, the “deaf-
dumb” phenomenon, whereby learners refrain from speaking in English classes due to poor language 
abilities and low confidence, is widespread (Jiang & Deweale, 2019; Lui & Lui, 2010; Liu, 2006; Liu & 
Jackson, 2008)). Grit is recommended to help second language learners increase efforts to achieve 
language proficiency goals despite challenges encountered while learning a new language (Keegan, 2017). 
As a result, supporting EFL students to develop non-cognitive skills like grit might encourage them to 
persist and work passionately to master and confidently use the language to achieve academic and 
workforce endeavors later. 

Interestingly, while most Chinese students desist from using English to communicate in the classroom, a 
small percentage of students are able to use the language more effectively. Understanding why some L2 
learners use the language more than others is necessary. There is evidence some students fail while 
others succeed because of academic grit enabling the development of passion and perseverance to 
complete long-term goals (Duckworth, 2016). Grit is an essential characteristic of learners (Tiandem-
Adamou, 2019; Hammond, 2017; Hochanadel & Finamore, 2015). Grit has been identified in goal 
achievement, tenacity, and growth mindset (Akin & Arslan, 2014; Christensen & Knezek, 2014), and 
consistent practice of language skills helps students gain procedural knowledge and automation 
(DeKeyser, 2007; Jiang & Li, 2017). Other studies reveal that grit enables students in high attrition 
environments to overcome challenges and achieve academic success (Tiandem-Adamou, 2019; Wolters & 
Hussain, 2015). A strong correlation exists between grit and persistent effort in learning a second 
language and grit is an important personality trait for EFL learners (Lake, 2015; MacIntyre, 2016).  

 

Despite many studies recognizing the crucial role of positive learning environments on language learning 
outcomes (MacIntyre & Mercer, 2014), there however, remains a gap in research that examines what 
makes some Chinese undergraduate EFL students more successful in using the target English language in 
EMI universities classrooms than their peers. This study fills this gap in the literature by examining the 
relationship between the predictive mechanisms for grit to undergraduate Chinese students’ foreign 
language enjoyment (FLE). This research is important to inform EFL policy and practice, and support Ells 
achieve their foreign language mastery and proficiency goals faster.  

 

The research questions and hypotheses were as follows: 

● RQ1. What is the level of grit in Chinese undergraduate EFL learners?  

● RQ2. What is the relationship between Chinese undergraduate grit and FLE?  

● RQ3. To what degree does Chinese undergraduate grit impact FLE? 

 

○ H20: There is no relationship between undergrad EFL students' grit and FLE.  

○ H21: There is a significant relationship between undergraduate students' EFL grit and FLE.  

○ H30: Grit has no significant impact on undergraduate EFL students FLE.  

○ H31: Grit has a significant impact on undergraduate EFL students' FLE  
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Literature Review 

Grit 

Grit is a non-cognitive trait involving a person’s enthusiasm and tenacity to achieve set goals amidst 
hardship. It relies on a person’s stamina to resist and work extremely hard, maintaining interest in desires 
to achieve goals (Duckworth & Gross, 2014). Evidence shows gritty students are persistent in advancing 
education and improving academic performances (Eskreis-Winkler, Shulman, Beal & Duckworth, 2014). 
Moreover, another study revealed teaching grit to students fosters growth since students learn to persist 
amid educational challenges encountered. Hence when students develop a growth mindset, thinking is 
altered, and learning how to achieve long-term goals by resisting and overcoming challenges and abrasive 
school practices (Hochanadel & Finamore, 2015; Tiandem-Adamou, 2019). Grit is also essential for 
learners since it gives students the fortitude to overcome tremendous stress. Hence when student talents 
and efforts on the direction, length, and passion of actions towards a goal are combined, students tend to 
achieve academic success (Hammond, 2017). A study of grit as a determinant of e-learning revealed 
students with high grit levels and perseverance in long-term goals are more successful in school (Aparicio, 
Bacao & Oliveira, 2017). 

Similarly, when looking at the relationship between grit and achievement goal orientation, the researchers 
found learning approach goal orientation related to grit, thus concluding students with a higher level of 
grit tended to adopt a learning-approach goal orientation (Akin & Arslan, 2014). More so, measures of 
tenacity and perseverance were closely related to grit, thus suggesting when a student’s ability is 
combined with zeal and hard work, the attitude of high achievement develops (Christensen & Knezek, 
2014). It may mean schools emphasize students' non-cognitive skills like grit to support their academic 
success (Duckworth, Tsukayama, Berstein & Erricsson, 2011). Hope and mindfulness were significant 
predictors of grit in a study of Latina/o students, which recommended school counselors enhance 
students' hope to create a positive future and increase passion and perseverance for long-term goals 
(Vela, Smith, Whittenberg, Guardiola & Savage, 2017). Moreover, when helping students develop 
academic resilience and persistence in school, Polirstok (2017) suggested teaching methods and materials 
enabled students to develop growth mindsets and perseverance to overcome life challenges. It was also 
determined self-control and grit were interrelated since self-control directly influenced people's thoughts 
and impulses to promote delayed gratification, while grit improved long-term success goals in hardship 
(Oriol, Miranda, Oyanedel & Torres, 2017). Although perseverance can be costly, grittier students are less 
likely to give up on long-term tasks since grit gives people more positive emotions and expectations 
towards tasks despite the loss incurred (Lucas, Gratch, Cheng & Marsella, 2015). 

 

Foreign Language Enjoyment (FLE)Emotions play a critical aspect in human development and 
promoting positive emotions in EFL learners can increase classroom engagement as learners gain purpose 
and understand the reward of learning a new language (MacIntyre & Mercer, 2014; Dewaele & MacIntyre, 
2014, 2016; Dewaele, MacIntyre, Boudreau, & Dewaele, 2016). Chinese EFL students struggle more with 
learner-related variables affecting self-esteem, often connected to stressful educational contexts (Jiang & 
Dewaele, 2019). Hence, promoting positive emotions in the classroom increases motivation, perseverance, 
and resilience to help EFL learners achieve long-term foreign language proficiency goals (Dewaele, 
MacIntyre, Boudreau, & Dewaele, 2016). Studies also reveal that Chinese students' FLE is derived chiefly 
from teachers-related variables; thus, increasing classroom enjoyment can help L2 learners process and 
acquire the target language and encourage learners to be more willing to communicate in classrooms 
(Dewaele & Alfawzan, 2018; Saito et al., 2018). Also, because the degree to which a learner acquires a 
second language depends on the level of affective filters in their learning context, teachers must 
understand that higher affective filters in learners reduce students' understanding and processing of the 
language (MacIntyre & Mercer, 2014; Dewaele & MacIntyre, 2014, 2016). Hence, teachers can help lower 
the affective filters in learners to spark interest and increase confidence in learning the new language 
(Krashen, 1982). 
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Moreover, enhancing learners’ classroom environment can strengthen students’ awareness of language 
input and help students flush out negative emotions to begin exploring and having fun learning (MacIntyre 
& Gregersen,2012; Jiang & Dewaele, 2019). Teachers with positive attitudes use humor more frequently 
and give praise to students who tend to promote FLE in their classrooms (Arnold, 2011; Jiang & Dewaele, 
2019; Liu & Liu, 2010). Therefore, creating a safe emotional atmosphere at the school is crucial for L2 
learning. Teachers can produce a comprehensible discourse that utilizes verbal and non-verbal strategies, 
so students feel valued and willing to take risks as they understand the new language's benefits (Arnold & 
Fonseca, 2007). Moreover, boosting L2 learning motivation and positive attitudes towards EFL students 
requires that teachers strive to establish excellent relationships with students (Gregensen & MacIntrye, 
2014). Fostering a positive learning environment can promote solidarity amongst students and encourage 
language use and positive learning experiences. Especially since most EFL students tend to shy away from 
making mistakes as they rather preserve their self-image and not lose face in front of classmates and 
teachers (Baider, Cislaru, & Coffey, 2015; Dewaele, 2015; Dörnyei & Murphy, 2003; Gregersen & 
MacIntyre, 2014). Using appealing topics relevant to students establishes excitement and motivation in 
the classroom and increases students’ engagement. Despite specific strict guidelines imposed by school 
authorities on course material and delivery, the teacher should be creative in making lessons exciting and 
challenging to instill surprise and humor and boost L2 enjoyment (Dewaele, 2015; Jiang & Dewaele, 
2019). 

 

Method 

Research Design 

This quantitative correlational study determined the grit of students in an English course in an EMI 
university in China to predict levels of FLE. The chosen study design, correlational analysis was vital to 
establish a relationship between the variables without influencing participants yet allowing for generalized 
predictions (Cohen, Cohen, West & Aiken, 2013; Field, 2013).  

 

Research Sample 

Demographic information was gathered and analyzed using descriptive statistics. The sample population 
were 85 undergrads students taking English courses in an EMI university in China. Table 1 explains the 
descriptive statistics to show most participants were from the 18-19 age group (75.3%), followed by the 
20-21 age group (21.3%) and 22 years and above (3.5%). Regarding participants gender, there were 
more females (56.7%) than males (40%). Most students studied English for 5 to 10 years (55.3%). 
Besides, most students rated their English level as intermediate (65.9%). Almost all the respondents were 
in their first year of university (96.5%) and were of Chinese ethnic background (100%) as illustrated in 
Table 1 below: 

Table 1  

Descriptive Statistics (N=85). 

Variables Frequency Percentage Mean SD 
What is your age range? 

    

18-19 64 75.3 
1.28 0.526 20-21 18 21.2 

22 and above 3 3.5 
 
What is your gender?     

I prefer not to say 2 2.4 
1.55 0.546 Male 34 40 

Female 49 57.6 
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How long have you studied English?       

1-5 years 9 10.6 
2.24 0.63 5-10 years 47 55.3 

More than 10 years 29 34.1 
 
How would you rate your English Level?     

Beginner 27 31.8 
1.71 0.508 Intermediate level 56 65.9 

Advanced 2 2.4 
 
What year are you in university?     

Freshman (first year) 82 96.5 1.04 0.186 
Sophomore (second year) 3 3.5 
 
What is your ethnic background?     

Chinese 85 100 1 0 
Others 0 0 

 

Research Instrument and Procedures 

The Short Grit Scale, with proven efficacy in measuring academic grit with set reliability at α =.82 
(Duckworth & Quinn, 2009), was used. Participants rated themselves using a Likert-type scale of items 
ranging from 1 (not like me at all) to 5 (very much like me). Grit–S Survey Questions 2, 4, 7, and 8 were 
coded starting with a score of 5 for very much like me and 1 for not like me. Questions 1, 3, 5, and 6 
were reverse coded, starting with 1 for very much like me and 5 for not like me. Participants' scores were 
added and divided by eight, with the maximum score on the Grit–S scale being 5 depicting an extreme 
level of grit, and the lowest score of 1, showing a shallow level of grit (Duckworth & Quinn, 2009). The 
average score of eight items (including four reverse-scored items) was calculated to yield the value of grit, 
with a higher value indicating more remarkable grit. Foreign language enjoyment (FLE) was measured 
using the Chinese version of the Foreign Language Enjoyment Scale with a reliability set α =.79 (Li et 
al.,2018), containing 11 items. Participants rated the item on a Likert scale ranging from 1 (Strongly 
disagree) to 5 (Strongly agree).  

 

Validity and Reliability 

The validity of the Short Grit Scale, with proven efficacy in measuring academic grit with set reliability at α 
=.82 (Duckworth & Quinn, 2009), was validated for Chinese populations by previous studies with 
adequate construct and criterion validity (Li et al., 2018). A pilot test of the research instruments was 
conducted with N = 15 students not involved in the study but reflecting the same characteristics as 
participants (undergrads EFL students in a similar course) to check language, translation issues, determine 
the reliability, and guide changes in the final version of the instrument. All survey questions must have 
been completed to be included in the study data, and any uncompleted survey was rejected. Finally, the 
valuable data was transcribed to the SPSS, and a factor analysis defined the variables' main structures and 
reestablished the measures' validity and reliability (Creswell, 2014; Cohen et al. 2013). 

 

Ethical Consideration 

Request for students' consent was received after the university Institutional Review Board (IRB) clearance. 
Participation criteria were based on those students completing the survey and any incomplete survey 
rejected. An introductory statement, a request for students' participation, a consent letter, and the survey 
questionnaire link was attached to an email and sent to undergrad students in an English course at an EMI 
university in China. Google's website ensured confidentiality through online completion, protecting 
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participant confidentiality during and after the proposed study. Data was retrieved from the website and 
later transferred into Statistical Package for the Social Science (SPSS) for control, analysis, and 
interpretation. Research questions applied inferential techniques. 

 

Data Analysis and Process 

Correlation and regression analyses determined the relationship between grit and FLE. Before conducting 
the statistical analyses, data were inspected and mined to detect and reject missing or flawed information 
and compile the data needed for the study. All survey questions must have been completed to be included 
in the study data, and any uncompleted survey was rejected. The valuable data was transcribed to the 
SPSS, and a factor analysis defined the variables' main structures and reestablished the measures' validity 
and reliability (Creswell, 2014; Cohen et al. 2013). 

 

Findings 

The first research question explored the level of grit in Chinese undergraduate EFL learners. First, a T-test 
was performed with the Grit scale (dependent) and undergraduate students as an independent variable. 
Then a composite Grit scale was established per the guideline (add up all the points and divide by 8). The 
maximum score on this scale is 5 (extremely gritty), and the least score on this scale is 1 (not at all gritty) 
as shown in Table 2 below: 

Table 2  

Level of Grit of Undergraduate Students. 

 What year are you in 
university? 

N Mean Std. 
Deviation 

t df P-
value 

Grit 
Scale 

Freshman (first year) 82 3.0595 0.42275 -0.287 2.06
4 

0.800 

 Sophomore (second year) 3 3.1667 0.64145 

As seen in Table 2 above, the t-test revealed moderate grit level among both first- and second-year 
students with an average mean around 3.  

 

The second research question was to determine the relationship between Chinese undergraduate grit and 
FLE. Our sample students all were undergraduates. So, we can see the connection between the grit scale 
and the FLES scale through Pearson correlation as shown on Table 3 below: 

Table 3  

Undergrad Grit and FLE. 

Correlations 

  FLES Scale Grit Scale 

FLES Scale Pearson Correlation 1 .276* 

 Sig. (2-tailed) 0.010 

 N 85 85 

* Correlation was significant at the 0.05 level (2-tailed). 
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In Table 3, the correlation analysis result revealed that the two used scales regarding Chinese 
undergraduate students are very low and positively correlated (r=.276, p=0.010). Regarding this 
correlation, our hypothesis was: 

H0: There is no relationship between undergrad EFL students' grit and FLE. 

H1: There is a significant relationship between undergrad students' EFL grit and FLE.  

Based on the correlation result, we rejected the null hypothesis and accepted the alternative one. As 
indicated by the P value, there is a significant relationship between undergrad students' EFL grit and FLE. 
However, it is a shallow relationship. 

The third research question was to see how Chinese undergrad grit impacted their FLE. Linear regression 
was performed. Table 4 shows the resulting output. Since all participants were of Chinese ethnic 
background and undergraduate, we chose only the grit scale as the independent variable. Preliminary 
analyses ensured no violation of normality, linearity, multicollinearity, and homoscedasticity assumptions. 
First, boxplots indicated that each variable in the regression was normally distributed and free from 
univariate outliers. Second, an inspection of the standard probability plot of standardized residuals and the 
scatterplot of standardized residuals against standardized predicted values indicated that the assumptions 
of normality, linearity, and homoscedasticity of residuals were met. Third, the skewness value was 
between ±1, and the kurtosis value was between ±2 shown in table 4 below:  

Table 4  

The Impact of Chinese Undergrad Grit on FLE 

Variables Adjusted R2 Beta (SE) Sig. 
 0.065  0.010 
Grit Scale   0.276 (0.092) 0.010 

Model Summary 
N 85 
R2 0.076 
Adjusted R2 0.065 
F Change 6.864 
Df 1,83 
Significance of F change <0.010 

As seen in table 4, linear regression was calculated to predict respondents' response to 'FLE (Foreign 
Language Enjoyment Scale)' based on the Chinese grit scale. A significant regression equation was found 
(F (1, 83) = 6.864, p<0.010, with an adjusted R2 of .065. Results showed that the grit scale predictor 
could account for 6.5 percent of the variance in FLES. A one unit increase in the grit scale will contribute 
to a 0.276 growth in positive attitude toward FLES (β=0.276, p=0.010). The hypothesis regarding this 
question was: 

H0: Grit has no significant impact on undergrad EFL students' FLE. 

H1: Grit has a considerable effect on undergrad EFL students' FLE. 

Based on the results of the linear regression, the null hypothesis was rejected, and the alternative 
accepted to show that, grit significantly impacts Chinese undergrad EFL students' FLE 

 

Discussion And Suggestions 

This study examined the effect of academic grit on Chinese undergrad students' FLE. The results showed 
a significant relationship between the variables to suggest that students may benefit from activities or 
interventions that enhance non-cognitive skills such as grit. Academic grit had a direct positive effect on 
FLE after controlling participants' gender and age, thus consistent with previous studies (Perkins-Gough, 
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2013). Grit is an essential positive psychological trait. Students with high grit tend to maximize their 
perseverance and effort and are less likely to give up amidst failures or while facing learning challenges 
(Duckworth, 2016; Credé et al., 2017). Chinese students in EMI universities often have low self-efficacy 
(Huang, 2012) and high anxiety levels (Dewaele & MacIntyre, 2014; Pappamihiel, 2002). Cultivating 
higher grit will enable persistence and effort to overcome difficulties in foreign language classrooms and 
eventually promote using a second language to communicate more often (Aparicio et al., 2017; Huang, 
2012). 

Moreover, research shows that high-grit students tend to persist and overcome setbacks when learning, 
which eventually leads to positive language performance (Aparicio et al., 2017; Lan & Moscardino, 2019). 
In this study, grit positively affected FLE, consistent with the stated hypothesis. Chinese students often 
have lower positive emotions and higher anxiety when studying a second language (Dewaele & MacIntyre, 
2014; Li et al., 2014). They lack self-motivation when learning a second language, as they primarily strive 
only to pass the entrance exam to higher education (You & Dörnyei, 2016). Also, the high social pressure 
on the student to be successful in school and master the English language cannot be ignored. Hence, 
promoting grit skills in EFL classrooms is vital for students to devote more time to foreign language 
learning despite the challenges they may encounter while learning. Since grit enables students to evaluate 
their behaviors (Lan & Moscardino, 2019), engaging students in frequent self-reflection may trigger 
positive emotional reactions causing them to enjoy learning the new language (Bandura, 1991). As 
learners begin to enjoy learning a foreign language, their cognitive resonance improves to be more 
efficient. Their self-confidence increases when they experience lower anxiety as they gain more motivation 
to learn a new language (Lucas et al., 2015; Piniel & Albert, 2018).  

Since grit directly promotes FLE, instructors should cultivate students' non-cognitive skills to stimulate 
positive emotions in the classroom. Since grit can be fostered and taught, students should be given long-
term opportunities to complete tasks. It is vital to break language learning tasks into smaller tasks, so 
students build on knowledge gradually and can perceive the bigger picture later At the same time, 
instructors should strive to create a conducive and compassionate learning environment to enable 
students to achieve their learning goals. A healthy learning environment improves communication during 
language learning as students feel safer making mistakes when they perceive failure as a learning 
process. Also, engaging students in self-reflections entices them to set long-term goals to achieve 
language proficiency. Through reflections, students can evaluate their learning to see how much progress 
they have made throughout the learning process. Reflections also motivate students to realize their 
abilities to master the language and become successful. We must remember that the learning 
environment plays a crucial role in L2 success. 

Instructors should be caring and patient with students and give students frequent, meaningful, and timely 
feedback on completed work. Meaningful feedback on students’ specific limitations inspires them to 
quickly fix their mistakes in future assignments and learn from them. Also, allocating ample time to 
complete the tasks allows students to use writing tools like mind maps for planning, electronic annotations 
tools while researching and other editing tools to revise their work before submission. Culturally, Chinese 
students want to be acknowledged for their academic efforts. Hence giving frequent praise to students' 
work helps boost their morals to believe in themselves and gain motivation to work harder. Another 
effective tool to promote grit skills in the classroom is introducing students to biographies of successful 
people to realize that success requires hard work. Learning about growth and fixed mindsets helps 
students reflect on how negative self-talk can hinder their success while learning a foreign language.  

 

Additionally, engaging students in conversations of interest helps them overcome classroom anxiety and 
engage more in class activities. Students love listening to teachers learning experiences as it helps them 
realize that success is for hard workers. Hence sharing success stories may inspire students to desire 
success as well. Establishing fundamental strategies for evaluating learners' grit in classrooms can help 
instructors teach grit skills in classrooms successfully. Determining students' grit and mindset levels at the 
beginning, mid-term, and end of the semester may inform students' grit levels and provide critical data for 
the next steps in learning. Moreover, promoting cooperative learning allows peer relationships to improve 
as students collaborate in completing set tasks, and encourage and support each other, to increase their 
grit levels and achieve language proficiency goals.  
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Limitations 

Despite the findings in this study, some limitations included controlling for only two variables, gender, and 
age, although many other factors could affect students' language learning performances. Also, the limited 
number of participants and self-reported measures could hinder reliability, considering participants needed 
to be more experienced in completing surveys and may have reported inaccurate answers. Hence various 
data collection strategies would be more valuable in providing detail insights to derive more definitive 
conclusions. Future studies could sample a larger population and extend to other institutions to establish a 
solid relationship between these variables. This study's findings, however, hold critical implications for 
foreign language learning for undergrad students in China. 

 

Conclusion 

Grit is an essential aspect of youth personality development and has been acknowledged as a critical 
multifaceted instrument to boost confidence and effort when completing demanding tasks. Many Chinese 
undergrad students suffer an emotional breakdown and anxiety while learning in English Medium 
Instruction (EMI) universities. Considering that learning a new language comes with many challenges, 
helping students learn and develop passion and perseverance will enable them to overcome specific 
learning challenges to be successful later. Therefore, teaching grit skills in every aspect of learning 
particularly in EFL classes in universities is vital to help students overcome the emotional stress of learning 
a foreign language to later achieve their academic goals. 
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Rethinking Higher Education Post Pandemic1 
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Abstract 
Purpose -The current study suggests rethinking higher education due to COVID-19 or other similar high-
stress conditions. Research Methods - As a result of comparing student perceptions and performance from 
identical courses in consumer behavior before and during the pandemic, definitive differences were found 
which lead to the consideration of revisions in the delivery of college courses to expand educational 
offerings. Findings - The During COVID group scored significantly lower than the Before COVID group in 
terms of their mid-term exam scores, final exam scores and overall grades for the course. The During 
COVID group had a significantly less number of likes for class components, a significant increase in the 
number of dissatisfactions, and a significant increase in the number of improvements for the course when 
compared to the Before COVID group. Implications for Research and Practice – Further research should 
assess the impacts of high stress conditions and the suggestions provided here such as determining ways 
to overcome the lack of person-to-person contact and to adjust the course delivery format and expected 
deliverables such as tests study materials.  
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Introduction 
COVID-19 has distorted the way we work, socialize, and educate. Arnout et al. (2020) reported that the 
COVID-19 pandemic caused 1.6 billion children and adults in 161 countries to leave the educational arena, 
a catastrophe that is made more tragic by the already present global educational crisis. The importance of 
creating meaningful connections between professors and students (Gruber, Reppel, & Voss 2010) was 
particularly evident during the recent global pandemic and its impacts on educational experiences. While 
the world may not experience the multi-layered and pervasive implications of this educational void for 
years, early analysis of student performance and perceptions of the higher education class experience 
under high-stress conditions such as this pandemic provides a valuable glimpse into potential changes 
required in higher education. 
 
Specifically, in a crisis educational setting (Ogunmokun, Timur, & Ikhide 2022) this study seeks to 
understand how the global pandemic may have impacted student performance and student perceptions of 
the class experience. This research is done in the context of a hybrid course format whereby students 
complete part of their coursework face to face (F2F) and use a virtual learning platform for the remainder 
of the class sessions. This study compares two student groups, Before COVID and During COVID with 
matching student demographics, course delivery, format, and content to assess the potential adjustments 
suggested for learning as a result of COVID. The purpose was to ascertain critical issues described by 
students to establish suggestions to reduce educational barriers and utilize effective methods of 
communication to improve the experience.  
 
Despite identical course design and delivery, the differences in outcomes suggest adjustments may be 
necessary when trying to assure learning and satisfaction with the course.  Hence, the ability to be flexible 
escalates during such periods and is critical to classroom success. This is important as previous findings 
indicate despite its recognized negative impacts, the COVID-19 environment can produce rewarding 
consequences for educators (Ogunmokun, Timur, & Ikhide 2022). Consistent with the importance of 
educators highlighting the value of student safety in their offerings during COVID 19 (Sheng & Fauzi 
2022), higher education can use this situation to offer unique based learning processes. Hence while 
academics continually seek to advance learning approaches, rethinking ways to improve the hybrid format 
are potential outcomes of this study. 
 
The hybrid format used in higher education courses attempts to combine the benefits of F2F teaching with 
online asynchronous or synchronous class sessions (Ambrose, 2021; Garrison & Kanuka 2004). The pros 
of hybrid classes include schedule flexibility, accommodation for diverse learning styles (auditory or visual 
learners), initiation to online classes (Carlton, 2021), time-saving proficiencies for both students and 
instructors, and ease of remote learning from any location. Further, hybrid courses can include virtual 
interaction between students and the instructor with record-keeping capabilities and may expand 
enrollment beyond local students. Students learn how to use distance learning technologies, interact with 
instructors, and stay current with coursework while maintaining familiarity with in-person sessions 
(Carlton, 2021). Disadvantages of hybrid classes are the requirement for strong organizational skills (time 
management and prioritization), adequate computer skills, reliable internet (Carlton, 2021), and the 
resultant lack of rich social connections contributing to a potentially monotonous home life (Tiulipin, 
2021). 
 
Given the pros and cons of hybrid course delivery, how will this format be evaluated by students when a 
high-stress condition such as COVID-19 occurs and requires all university classes to be held online with no 
face to face interaction on campus, limited contact with faculty, and complete reliance on technology 
platforms to deliver instruction and content? As discussed in the introduction paragraph, COVID-19 posed 
a radical and abrupt change across industries and households as well as academia. How did the 
immediate impacts of educational disruption with loss of control and a climate of psychological 
consequences such as chronic stress, e.g., depression, isolation, loneliness, rage, and anxiety (Tang, 
2021; Zhou, 2020) impact university student performance and perceptions?  
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Primary results of this study indicate that the performance of students in a university Consumer Behavior 
course during the pandemic was significantly lower; they liked fewer course characteristics and had more 
dislikes and more suggestions for course improvements than the Before COVID group. Accordingly, our 
results suggest that the online education system can be improved—in technical support and on behalf of 
instructors.  
 

Literature Review 
Rigorous research that examines the rapid transition to online teaching during COVID-19 is limited. It is 
thusly unclear how student performance and class perceptions were impacted during such high-stress 
conditions. The negative aspects of online teaching during the pandemic are not to be underestimated; in 
fact, some findings are disturbing and potentially threaten the quality learning environment. As early as 
2012, Alexander et al. reported that students are more likely to misunderstand assignments, have 
difficulty concentrating, and are easily distracted by their home environment. In the educational arena, it 
has been reported that medical outbreaks, such as COVID-19, cause stress that can have detrimental 
effects on higher-education learning (Asaad et al., 2019; Kim & Kim, 2018). We contend that loss or lack 
of control theory helps explain why the stressful effects of the pandemic resulted in lower performance 
and more frequent negative perceptions of students vis-à-vis class content, delivery, and overall 
experience. The Loss of Control Theory suggests that as the perception of control decreases, it can result 
in heightened states of agitation which in turn affects cognition, i.e., the ability to think clearly (Blacker & 
McConnell, 2015). For example, Perry and Magnusson (1987) found that both objective and subjective 
measures of the student experience (e.g., test scores, overall perceptions, and course evaluations) were 
negatively influenced when the students experienced a loss of control.  
 
In his best-selling book, The Happiness Hypothesis, Jonathan Haidt (2006) describes a lack of control as 
almost always an obstacle to happiness; it is a psychological condition that must be managed and reduced 
to improve one’s happiness and purpose in life. It is not a leap to hypothesize that during the COVID-19 
pandemic, students experienced a lack of control (like much of the general population) that was 
challenging to manage productively. Attempts to control their lives may have caused consternation and a 
changing lens of perception in the classroom causing them to react to assignments and testing in a 
chaotic, rather than rational, manner. 
 
The lack of control experienced during the pandemic potentially exacerbated the challenges of online 
teaching which may have resulted in students’ inability to fully comprehend assignments and maintain 
extended periods of concentration. Importantly, students struggled to participate in discussions with 
diverse groups of individuals and found instructor support insufficient (Dumford & Miller, 2018). Even 
when the format was synchronous (same time with two-way video class sessions), students could not 
clearly see each other face-to-face, thereby disrupting subtle verbal and nonverbal cues that might be 
misunderstood. Students lamented they could not acquire specialized skills and were not active 
participants in the learning process, thus reducing their comprehension and critical thinking skills 
significantly (Jeffery & Christopher, 2020).  
 
The current study provides a unique opportunity to examine student performance and perceptions during 
a time when they experience a lack of control over their education and personal environment. Controlling 
for possible differences in student demographics and instruction delivery, student responses were 
compared in two time periods with the so-identified high-stress condition of COVID-19 present in the 
second period. The course studied, Consumer Behavior, was originally designed as a hybrid (part face-to-
face and part online) format and was not modified when all instruction transitioned to remote learning as 
the result of the pandemic. The format of the course design was identical Before COVID versus During 
COVID, which allows for a more authentic glimpse into how the pandemic impacted student performance 
and student perceptions of the unchanged course.  

 
The following research questions are examined: 

RQ1: How will midterm, final and course grades differ between students in Before COVID and 
During COVID classes? 
RQ2: How will the number and types of most liked aspects of the class differ between students in 
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Before COVID and During COVID classes? 
RQ3: How will the number and types of least liked aspects of the class differ between students in 
Before COVID and During COVID classes? 
RQ4: How will the number and types of suggestions for improvements of the class differ between 
students in Before COVID and During COVID classes? 
 

Method 
Sample 
At a large metropolitan university located in the western region of the United States, an optional online 
survey was administered to traditional undergraduate students in a Consumer Behavior class through the 
university’s learning management system, Blackboard, at the end of the semester in Spring 2019 (Before 
COVID) and Spring 2020 (During COVID). The 28,000-student population from which the sample was 
obtained is rated as “Extremely Racially/Ethnically Diverse” with a 52% to 47% male/female (so-
identified) ratio. The racial/ethnic breakdown consists of 47.6% Hispanic, 21.7% Asian, 14.8% Caucasian, 
6% International with the remaining nominal percentages attributed to Multi-Ethnic, African American, 
and Unknown. The university is a commuter campus that attracts and serves under-represented students, 
and first-generation students, both in citizenship status and college experience. The upper-division 
marketing course is an elective for the General Education requirement and a required course for students 
pursuing a marketing major. Students in the course represent a broad swath of the university's 
demographics and culture. Students who enrolled in the course and completed the survey were 
representative of the university-wide demographics. 
Both sections of the Consumer Behavior course were taught by the same professor, who had taught this 
course for more than 40 years by the start of Spring 2020. Thus, the content, structure, and delivery of 
the course were consistent across the two semesters. As a hybrid course, the professor met face-to-face 
with both sections twice a week for the initial two weeks, then face-to-face meetings were held two times 
once a month. Self-directed lectures and assignments were available on Blackboard for the remaining 
weeks of the semester.  
Students in both years had similar course selection options and intentionally selected the hybrid format as 
opposed to other in-person options at different times. The only significant difference was that the first 
group completed the course Before COVID and the second group completed the course During COVID 
with a university-wide transition mid-semester to remote learning due to the pandemic. The number of in-
person class sessions was identical between both groups. The COVID-19 shutdown occurred at the end of 
the semester and thus only affected the final face-to-face classes for in-person group presentations which 
were replaced with online-only written submissions. 
 
The survey was optional with no course or extra credit points provided. Even though the survey was 
available on Blackboard throughout the semester, over 97% of the students completed the survey during 
the last two weeks of the semester. The survey completion rate was an average of 96% for both the 
Before COVID and During COVID group. The non-response rate was less than 4% for both groups. While 
this number is small, the professor did not report any evidence distinguishing those who did not respond. 
The two groups were not significantly different in age, gender, or their choice of taking the hybrid format.  
Data Collection Tool 
Performance information from the course was provided by the professor. The survey utilized consisted of 
both quantitative closed-ended and qualitative open-ended questions about their perceptions of this 
Consumer Behavior class. Their previous experience with a hybrid (part online/part face-to-face) course 
was determined with a positive/negative indication on a scale of 1 = Not a good experience to 5 = A good 
experience. The students completed a rating of the current course on the same scale.  
We expected that midterm, final, and course grades and class perceptions from both time frames, Before 
COVID and During COVID, would be similar because both semesters had an identical course design with 
the same professor. However, the magnitude of the pandemic’s effects on all aspects of personal and 
professional lives on a global basis was unprecedented and unpredictable, thus resulting in unexpected 
educational results.  
The qualitative portion of the study was based on recording three open-ended questions that asked for 
the students’ perceptions about their learning experiences: (1) what they liked most about this class, (2) 
what they liked least about this class, and (3) suggestions for improvements.  
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Validity and Reliability 
Because the responses were exploratory in nature, no preconceived categories from previous studies were 
found.  To assess reliability, one author determined categories and sorted the answers by the categories.  
The other two authors were provided the list of answers and were asked to group them into the provided 
classifications.  There was 97% agreement between the first author’s and the other two authors’ 
categorizations. Table 2 provides the answer categories and the percentage of students who responded in 
a similar manner.  
Findings 
An evaluation of the data indicates significant differences between the two time periods. A parametric 
analysis of the data was performed. RQ1 investigated benchmark scores (midterm exam, final exam, total 
grade) between the Before COVID and During COVID student populations (see Table 1).  
 
Table 1 
T-Test of Student Grade Comparisons for Before COVID vs. During COVID 
 

 
Term N Mean 

Std. 
Deviation 

Std. 
Error Mean 

Total Grade (%)  Before COVID 56 80.203 13.753 1.838 
During COVID 77 75.806 8.543 0.974 

Midterm Exam (%) Before COVID 56 54.310 11.130 1.487 
During COVID 77 48.955 13.639 1.554 

 Final Exam (%) Before COVID 56 69.018 22.396 2.993 
 During COVID 77 60.682 13.980 1.593 

 
 

     
95% Confidence 
Interval of the 
Difference 

 t df Sig. 
(2-tailed) 

Mean 
Difference 

Std. Error 
Difference Lower Upper 

Total Grade (%) 2.269 131 0.025 4.397 1.938 0.563 8.230 
Midterm Grade (%) 2.411 131 0.017 5.355 2.221 0.961 9.749 
Final Grade (%) 2.637 131 0.009 8.336 3.161 2.082 14.590 
 
As seen in Table 1 in a two-tailed t-test evaluating the Total Course Grades (average percentage), the 
During COVID group scored significantly lower (4.397%, t-value df = 131 = 2.269 (p < 0.05) than the Before 
COVID group (M Before COVID = 80.203, SD = 13.753, n= 56; M During COVID = 75.806, SD = 8.543, n= 77) in 
terms of their overall grades for the course. Similarly, the two student populations significantly differed in 
terms of their Midterm Exam scores (average percentage) in a two-tailed t-test (t-value df = 131 = 2.411 p < 
0.05), where the During COVID group scored significantly lower (5.355%) than the Before COVID group 
(M Before COVID = 54.310, SD = 11.130, n= 56; M During COVID = 48.955, SD = 13.639, n= 77). The two 
student populations significantly differed in terms of their Final Exam scores in a two-tailed t-test, t-value 
df = 131 = 2.637 (p < 0.01), where the During COVID group scored significantly lower (8.336%) than the 
Before COVID group (M Before COVID = 69.018, SD = 22.396, n= 56; M During COVID = 60.682, SD = 13.980, n= 
77). Thus, it is evident that students who completed the course during the pandemic, had a lower 
comprehension of the course content than students in the previous semester.  
Open-ended answers to the survey were categorized and then compared for differences in numbers and 
types of common responses. Table 2 provides the frequencies of student responses for course 
components that were most liked, least liked, and suggested improvements. Each will be discussed in 
response to the proposed RQs. 
Table 2 
Frequency of Student Responses in Course Evaluation 
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Before  
COVID 
(%) 

During  
COVID 
(%) 

Most Liked Components of the Course     
Interactive Videos 52.9 41.2 
Self-Directed Format 29.4 32.4 
Course Formatting (Design & Organization) 5.9 11.8 
Professor (Style of Instruction) 11.8 5.9 
Group work 0.0 8.8 
Total 100.0 100.0 

Least Liked Components of the Course     
Exams 47.1 17.6 
Lack of Face-to-Face Contact 29.4 41.2 
Group Assignments  11.8 14.7 
Format 5.9 23.5 
Visuals on Blackboard 5.9 2.9 
Total 100.0 100.0 

Suggested Improvements     
None Needed 29.4 5.9 
Exam Difficulty (Were Too Difficult) 29.4 29.4 
Fewer Group Assignments 23.5 11.8 
Better Format 11.8 14.7 
Shorter Lectures 5.9 0.0 
More Face-to-Face Access 0.0 35.3 
Due Date Reminders 0.0 2.9 
Total 100.0 100.0 

 
RQ2 examined the number and types of most liked aspects of the class from an online anonymous survey 
from both timeframes. As shown in Table 2, positive aspects of the professor’s class were reiterated with 
the same enthusiasm from students Before COVID as in the semester During COVID, when all classes 
university-wide were converted, with only a three-day notice, into a wholly online delivery format. Overall, 
the students in both groups enjoyed the interactive videos, the professor’s fun, and informative teaching 
philosophy and style, the organization of the class, including reminders sent regarding upcoming 
assignments plus the freedom and reward of self-directed coursework. A major difference was that in the 
During COVID group, more students mentioned “liking the self-directed format and the group work”. 
Figure 1 provides a visual comparison of the most liked course components. 
 
 
 
 
 
 
Figure 1 
Comparison of Students’ Most Liked Course Components 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

96 
 

 

 

 
Table 3 provides the results of tests of significance to determine if there were significant differences 
between Before COVID and During COVID groups in the number of most liked, least liked components 
and improvement suggestions.  
 
Table 3 
T-Test Student Count Before COVID vs. During COVID: Most Liked Components, Least Liked Components, 
and Suggested Course Improvements 

 
 Timeframe N Mean Std. 

Deviation 
Std. 
Error Mean 

Most Liked (count) Before COVID 17 2.000 0.500 0.121 
During COVID 34 1.118 0.327 0.056 

 Least Liked (count) Before COVID 17 1.701 2.664 0.646 
 During COVID 34 1.529 0.563 0.097 
 Improvements (count) Before COVID 17 0.882 0.697 0.169 
 During COVID 34 1.382 0.817 0.140 

 
 
 

 
     

95% Confidence 
Interval of the 
Difference 

 
t df 

Sig. 
(2-tailed) 

Mean 
Difference 

Std. Error 
Difference Lower Upper 

Most Liked (count) 7.578 49 0.000 0.882 0.116 0.648 1.116 
Least Liked (count) 0.373 49 0.710 0.176 0.473 -0.773 1.126 
Improvements (count) -2.159 49 0.036 -0.500 0.232 -0.965 -0.035 

 
As seen above in Table 3, the two student populations differed significantly in terms of the number of 
Most Liked components in this course in a two-tailed t-test, t-value df = 49 = 7.578 (p < 0.01), where the 
Before COVID group liked more components about this course compared to the During COVID group (M 
Before COVID = 2.0, SD = 0.5, n= 17; M During COVID = 1.1, SD = 0.33, n= 34). 
RQ3 explores the number and types of least liked aspects of each class. As shown in Table 3, the During 
COVID students expressed a significant increase in the number of dissatisfactions, especially in areas with 
interpersonal components. The number of aspects students liked least about this class increased from 
2019 to 2020, and also included new perceptions of the course not expressed by previous students. The 
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two student populations did not differ significantly in terms of the number of Least Liked components in 
this course in a two-tailed t-test, t-value df = 49 = 0.373 (p > 0.05), where the Before COVID group least 
liked approximately the same amount of components about this course compared to the During COVID 
group (M Before COVID = 1.706, SD = 2.664, n= 17; M During COVID = 1.529, SD = 0.563, n= 34).  
Students reported in the Before COVID semester that they least liked the following: difficult exams 
(47.1%), did not meet often enough (29.4%), and too much group work (11.8%). For example, students 
most often mentioned that they disliked the lack of in-person contact (41.2%), the course delivery format 
(23.5%), and group work (e.g., communication, engagement) (14.7%). Figure 2 provides a visual 
comparison of the least liked course components. 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 2 
Comparison of Students’ Least Liked Course Components 

 
RQ4 evaluated the number and types of suggestions for improvements of the classes at the two different 
times. The number of suggested areas for improvement was greater when comparing the During COVID 
group to the Before COVID group (29.4%, compared to 5.9% reported ‘no improvements needed’). The 
two student populations differed significantly in terms of the number of suggested Improvements for this 
course in a two-tailed t-test, t-value (df = 49) = -2.159 (p < 0.05), where the Before COVID group had fewer 
suggested changes for this course compared to the During COVID group (M Before COVID = 0.882, SD = 
0.697, n= 17; M During COVID = 1.382, SD = 0.817, n= 34). (See Table 3). 
 
Their perceived suggestions for improvement included: incorporating more face-to-face/in-person 
components (35.3%), utilizing a better format for the course (14.7%), making the tests easier (29.4%), 
assigning more individual assignments (rather than group work) (23.5%), and providing study guides, 
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despite the professor already providing study tools earlier in the semester. Some students suggested that 
too many emails and reminders were sent, visual memes on the course learning management system 
were too distracting, and there were too many quizzes/assignments. One student opined that “extra credit 
would be a viable option to boost his/her grades”, despite substantial opportunities for extra credit 
assignments that were already offered throughout the semester. Another student observed that 
assignments could be explained more clearly. A comparison of the perceived areas for improvement for 
each time frame is shown in Figure 3.  
 
 
 
Figure 3 
Comparison of Students’ Suggested Course Improvements 
 

 
These findings are fascinating since the format, design, content, and delivery of material were identical for 
both student groups, Before COVID and During COVID. Prior experience with hybrid courses did not affect 
the differences. The students’ evaluations of this Course’s Rating compared to their Previous Hybrid 
Course Rating are highly correlated for both timeframes (r Before COVID = 0.563, p < 0.05; r During COVID = 
0.378, p < 0.05). However, Course Rating was not significantly different between the Before COVID and 
During COVID student groups (M Before COVID = 4.471, SD = 0.717, n= 17; M During COVID = 4.265, SD = 
0.751, n= 34; t-value Course Rating (df = 49) = 0.936, p > 0.05). Despite a similar global evaluation of the 
course, the findings show that drilling down to specifics will enhance the learning experience by 
considering the most liked and least liked components and suggestions for improvement. To state it 
succinctly, During COVID students liked less and criticized more. 
 
Discussion and Conclusions 
Comparing performance and perceptions between the Before COVID and During COVID sections is 
invaluable when addressing and potentially revising course delivery and content under a high-stress 
condition such as COVID-19. The findings suggest an identical course delivery may not be sufficient when 
trying to assure learning and satisfaction with the course. Despite being well-versed in educational 
pedagogies, coping mechanisms, and student needs, professors across the country struggled with the 
challenge of the rapid transition to a 100% online delivery format. Hence, despite concerted and 
conscientious efforts to attenuate the stress generated by the pandemic through extending grace to 
students in difficult circumstances, student perceptions of the course changed in a surprising and 



 
               December 2022 Volume: 13 Issue: 2, ISSN 1309-6249 

 

99 
 

 

 

discernable fashion.  
 
Two of the most important issues discovered from this comparison study are to address the lack of in-
person contact and maintain group connections but adjust the assignments. This flexibility allows the 
professor to alter delivery strategies to maximize learning processes accompanied by unexpected 
environmental conditions.  Understandably, students who knowingly signed up for a hybrid course missed 
the social components of traditional in-person connections and may have transferred this general 
unhappiness to a specific course (“I didn’t sign up for this!”). Faculty should develop ways to simulate in-
person contacts such as video communication sessions and video recordings where students can view 
other student presentations and then share comments on a discussion board. Students may have disliked 
group work because it is inherently more time-consuming and often creates logistical challenges, 
management of freeloaders, and division of equal responsibilities. 
 
In response to student suggestions to improve communication (i.e., too many emails and reminders were 
sent, visual memes on the course learning management system were too distracting, and not enough 
notice of “extra credit” assignments), providing clear deadlines and announcements are ways to reduce 
miscommunications. Some students need more expanded instructions for assignments. Finding an 
exhaustive but not exhausting level of communication is important with online courses where students 
face high-stress conditions. Also, despite the format, design, content, and delivery of material being 
identical for both student groups, the During COVID class had the perception of too many 
quizzes/assignments. These findings suggest the importance of flexibility to address different student 
needs. The following section provides potential guidance in response to COVID-19 or other future high-
stress conditions.  
 
Though the stress response to COVID-19 has been profound, despite its recognized negative impacts, the 
COVID-19 environment can produce rewarding consequences for educators (Ogunmokun, Timur, & Ikhide 
2022). With more experience in hybrid teaching, some professors perceived online teaching to be superior 
to face-to-face instruction (Shenoy et al., 2020). These respondents listed several personal benefits (e.g., 
more family focus time, no traffic, no commuting, and mental peace) that made online teaching more 
desirable.  
 
Contributing to the lower performance and critical comments expressed about the course in this study 
may have been heightened levels of “FOMO” (fear of missing out) in response to missing critical college 
experiences outside of the classroom (Good & Hyman, 2021). These various activities included: developing 
their professional network of colleagues and faculty, attaining leadership positions in student 
organizations, and having spontaneous social opportunities to interact with faculty. Guest speaker 
presentations from notable practitioners, special lectures, onsite field trips, organizational and personal 
meetings (both planned and spontaneous), all became relics although could be replaced with Zoom 
contacts by the speakers. Throughout this pandemic experience, students anecdotally realized that they 
flourish in a well-rounded learning environment that includes face-to-face interactions, even if minimal. 
Furthermore, the overall college experience is not exclusively about learning content in a particular 
discipline; rather, the full educational benefits are realized through an engaging, interactive approach. 
Obtaining proficiency within a discipline is a carefully woven tapestry, rich with inter-cultural colors of 
meaningful dialogues with people different from themselves that culminate in a transformative social and 
professional maturation process.  
 
So why the student dissatisfaction with professors/courses in the virtual classroom, even as faculty work 
diligently to provide an authentic learning environment? First, the feelings of FOMO in life can manifest in 
a way that makes us hypercritical and heighten our need to control our environments and experiences 
(Good & Hyman, 2020). A second element could be logistical. That is, due to the pandemic, students were 
suddenly faced with the improbable predicament of an educational delivery format (e.g., all online classes) 
that they did not choose. Also, due to the learning disruption, students may experience added stress 
because they are more reliant on technology and if it fails, or is unreliable, then they risk suffering another 
catastrophic disruption in their education mastery. Professors who were once an attainable in-person 
resource, now seem distant to the students, despite synchronous class sessions and prompt 
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communication (i.e., a stronger emphasis on returning emails promptly). While professors utilize the 
freedom to organize and manage their classes in vastly different ways to satisfy different student learning 
styles, students must now spend time getting accustomed to navigating a myriad of communication 
touchpoints, which can be a confusing experience for students. Previously, students could choose a variety 
of class styles (e.g., hybrid, in-person, online); however, during COVID-19 they were restricted to an 
online environment, whether or not they liked it, which also makes it excruciatingly easy for some 
students to isolate, to disengage, or to avoid active learning.  
 
Another contributing factor to the results suggesting that “students like less and criticize more” is the 
expectation of the university experience in a “polytechnic” learning environment (like the one in this 
study) founded on a “learn-by-doing” philosophy and a low professor-to-student ratio. Students often 
choose this university due to its reputation for attention to students’ needs, which is especially important 
for first- or second-generation Americans, first-time college students in their families, and 
underrepresented students. This university is known nationally for boosting student economic mobility. 
Faculty, thus, fulfill counseling and mentoring roles that were severely restricted by virtual instruction. 
Finally, the reference to stress, and its deleterious effects on anxiety and depression as expressed in 
earlier paragraphs, tends to manifest across contexts for the suffering individual. This means that all 
experiences, interactions, and activities are perceived and lived through a haze of apprehension and lack 
of normalcy.  
 
As faculty, we, too, can relate to catastrophizing (assuming things are worse than they are) and a 
distracted mind as we attempted to negotiate and lead the online classroom experience. As we transition 
out of this COVID-19 pandemic, we hope that we are all more cognizant of the secondary effects of how a 
lack of control might be managed in the educational arena. As faculty, administrators, and universities 
begin to wrestle with the 100% online format and costs of investing in cameras, microphones, and other 
technology so that instructors could simultaneously teach online and in-person, as well as record their 
lectures, we might contemplate the importance of human contact with all its nuances, social cues, and 
richness, with our most basic needs. 
 
Suggestions 
Beyond the COVID-19 pandemic, other future high-stress conditions may require potential solutions for 
managing hybrid and online education to help students and faculty. One recent study investigating 
medical students’ perceptions during MERS-CoV suggests that students actively sought more resources 
and adopted a myriad of coping mechanisms as their anxiety about the virus climbed (Al-Rabiaaha et al., 
2020). Al-Hosan, AlRajah, and Arnout (2020) assert that faculty have the added responsibility to promote 
awareness of the virus and to instigate policies or programs that might increase morale and student 
belongingness to ameliorate the stress response. At the Mohammed Al-Mana College of Medical Sciences 
in Saudi Arabia, an online coffee break was implemented for all students to connect and bond with one 
another while discussing their coping mechanisms, study techniques, fears, and academic goals. Similarly, 
faculty at Kuwait University were invited to participate in a Virtual Recharge Hour where faculty could 
discuss innovative teaching pedagogies, offer technological assistance, and share both professional and 
personal experiences. Both initiatives were instrumental in combatting the rapidly accelerating rates of 
mental health issues while also encouraging student interaction with their colleagues and faculty. Rippé et 
al. (2021) demonstrated that it was essential for instructors to help foster their students’ “perceived 
control” in the rapidly changing environment by addressing atypical issues like isolation and loneliness 
alongside course topics. This supports our contention that lack of control helps explain why the stressful 
effects of the pandemic resulted in lower performance and more frequent negative perceptions of 
students.  
 
Teaching under the stress of a pandemic has taken a more concrete approach to focus on social 
distancing procedures and policies. Thus, suggestions for these procedures may include in-school 
practices (e.g., restricting student access to common areas and alternating lunch breaks), as well as 
modified scheduling (i.e., limiting school day and week) (Uscher-Pines et al., 2020). Acknowledging and 
addressing stress on educators is necessary. The literature has coined the term pandemic brain fog to 
describe the prevalence of cognitive impairment associated specifically with individuals who have 
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contracted COVID-19 (Bernard, 2021; Korducki, 2021; Belluck, 2020). Becker et al. (2021) found that 
individuals exhibited various types of long-term cognitive dysfunction (i.e., impairments in functioning, 
processing, fluency, encoding, and recall) because of COVID-19.  
 
Faculty must learn how to devise and deliver content in a creative, interactive fashion that captures 
student interest while inspiring scholastic achievement (Trust & Whalen, 2020). Dhonncha and Murphy 
(2021) suggest that faculty have found novel, innovative teaching methods that open the classroom 
experience to the globe. In clinical dermatology classes that rely on hands-on instruction, tele-
dermatology programs were implemented that utilized telephone and interactive video instruction. Some 
faculty suggest switching midterm grades for a “community contribution participation” grade, pre-notifying 
students that they will be called on in class to help students feel less off-guard during a live session when 
their peers were watching and assigning more student-made videos which result in increased access 
(Bamforth, 2021). 
 
Limitations 
The current study was conducted in one location with a limited sample size. Future investigations could be 
expanded to collect data from a larger sample, ideally across multiple universities or classes. Additional 
attitudes and behavioral scales could be included to better elucidate and nuance contributing factors to 
the high-stress conditions during COVID-19. Critiques of the educational issues could be addressed to 
determine specifically which factors result in lower performance and/or evaluations of the course. Finally, 
it might be enlightening to utilize in-depth interviews to determine aspects that students might now 
appreciate about learning during COVID-19. 
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