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PREFACE
Nowadays, increasing accumulation of knowledge, developments at an
unprecedented pace in science and technology stand out as a driving power
in the change and transformation of the world people live in. Hence,
parallel to this change and transformation process, learning need of
individual is increasing day by day. Learning, an interactive, cumulative,
and active process where there are environmental stimulant, is a permanent
more or less behavioural change as a result of experiences since the
existence of human being.
Due to the increasing accumulation of knowledge and knowledge
complexity, the changing nature of learning, and the changing roles of
teachers, schools have to take the responsibility of planning, programming
designing, and arranging teaching activities. In this context, education
system is in need of students who can question, solve problems, make
relationships with past and present learnings, structure knowledge, plan
their own learning process, and have the capacity of self-regulation. This
education system is also in need of training effective teachers who guide
and lead this students.
Therefore, these needs entailed studies and researches in the field of
“Educational Sciences” which includes three elements of education
systems: student, teacher, and education programs. Nowadays, many
scholars, academic organizations and institutions do quantitative,
qualitative, mixed, experimental, quasi-experimental, mixed experimental,
compilation, and action research in different disciplines of Eductaional
Sciences.
Our department, doing studies in the sub-fields of Eductaional Sciences,
aims to bringing together scholars doing researches in this field and lead
new ideas and discussions which will be a resource for future studies in the
field of education. There are five studies containing subjects related to
Educational Sciences in this department which has this aims. In this
chapter of the Book, APA Style is used in references. We would like to
thank to writers who contributed with their papers and our collegues who
worked as referees and evaluated the papers, and wish success in their
work.

Assoc. Prof. Dr. Harun ŞAHİN
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AN INVESTIGATION OF THE RELATIONSHIP BETWEEN 5-6
YEAR OLD CHILDREN’S HOME EARLY LITERACY
ENVIRONMENTS AND THEIR EARLY ACADEMIC AND
LANGUAGE SKILLS
Özgün UYANIK AKTULUN* & Fatma Betül ŞENOL**
Tuğçe AKYOL***
Introduction
The preschool period is a critical period in terms of acquiring basic
knowledge and skills. The bases of lifelong literacy skills are taken up in
the preschool period (Justice, Invernizzi, Geller, Sullivan & Welsch,
2005; Krajewski, Schneider & Niedling, 2008; Pungello et al., 2010).
Early literacy skills are gained by natural methods and environmental
stimuli prior to formal training, as well as by speaking skills, from the
time children are born, and strengthened by the support of adults in the
children’s social environment (Üstün, 2007). It is important that children
be supported in the home environment, as children receive their nearest
adult support from their family in the home environment and their early
experience with early literacy is carried out in the home environment
(Huebner & Payne, 2010; Van Steensel, 2006).
The home early literacy environment is defined as “the quality of the
home environment presented for gaining skills that pioneer children’s
literacy and academic skills” (Niklas & Schneider, 2013). Home early
literacy environment also includes opportunities, resources, activities,
social interactions and experiences with children in their home
environment (Marjonovick Umek, Podlesk & Fekonja, 2005). It is
emphasized that children contribute to the improvement of early literacy
skills of effective stimuli and rich stimuli presented in the home
environment (Kluczniok, Lehrl, Kuger & Rossbach, 2013). Illustrated
children’s books, magazines, newspapers, etc. found at home (Farver, Xu,
Lonigan & Eppe, 2013; Manolitsis, Georgiou & Parilla, 2011), toys
(Tomopoulos et al., 2006), television viewing at home (Grieshaber,
Shield, Luke & Macdonals, 2011), computer using (Marsh, 2004) are
*
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listed as sources of home literacy environment. Shared reading activities
that families do with their children, visiting social-cultural environments
such as libraries and theater, and verbal interactions are also part of the
home-literacy environment (Wheaton, 2010). In addition to the resources
available to children in the home environment, the nature of the
interactions and experiences is also influential in the development of
literacy skills (Liebeskind, Piotrowski, Lapierre & Linebarger, 2014;
Maples Edwards, 2014; Nutbrown et al., 2017). It is stated that the home
environment needs to be regulated to support early academic and
linguistic skills because the early literacy environment is influential on
vocabulary, pronunciation, phonological awareness, writing awareness,
mathematical skills and conceptual knowledge (Baker, 2014; Huebner &
Payne, 2010; Niklas & Schneider, 2013).
The development of word knowledge and pronunciation skills are
complementary and co-developing terms. In the context of word
knowledge skill, children will grasp the meaning of words, use them
correctly in sentences, and make verbal definitions. The pronunciation
skill that develops simultaneously with the word information is the verbal
expression of the words. With the development of the pronunciation skill,
the children correctly express the voices in the words (Mcgee & Richgels,
2008). Conceptual knowledge is an inner process that symbolizes the
common features of objects and events with a word or a name. As
children organize the information in their memory better, that is, as their
cognitive development increases, they acquire new concepts. Since
conceptualization is realized from the time children are born, providing
early childhood effective and interesting materials for different
conceptual gains in the home environment and enabling the encounter
with new concepts with dramatic plays have an impact on the concept
development of children (Beauchat, Blamey & Walpole, 2010; Üstün &
Akman, 2003). Nayak (2013) studied the effects of home environment on
children’s concept development and found that child’s demographics and
stimuli presented in the home environment had an effect on the child's
concept development.
Although children are in constant development, specializing
phonological awareness skills is an arduous process. Phonological
awareness is the ability to recognize the structure of phonemes and to
recognize the relationship between verbal and written language (Chard &
Dickson, 1999). Print awareness is the ability of children to understand
the form of writing, its function, and verbal language. Children who have
gained print awareness skills mean the features and elements of writing;
the number of pages, the name of the book, the direction of the writing,
etc.; distinguish letters and words. Children need to be supported in a
planned and systematic way at school and at home (Schuele, Skibbe &
2

Rao, 2007; Zucker, Ward & Justice, 2009) for the development of
vocabulary, pronunciation, phonological awareness and print awareness
skills. In the home environment, it is important that the parents perform
activities such as reading books, reading aloud and playing various games
with their children interactively, using correct words, using simple words,
using different words at home, and finding promotional materials such as
illustrated story books, notebooks and pens at home, as well as
knowledge, pronunciation, phonological awareness and writing
awareness (Niklas, Tayler & Schneider, 2015; Stephenson, Parrila,
Georgiou & Kirby, 2008; Turan & Akoğlu, 2014). Sylva, Melhuish,
Sammons, Siraj-Blatchford and Taggart (2008) emphasized that
children’s literacy in the home environment is influential in the
development of early literacy in their study of children aged 3-11 years.
Davidse, de Jong, Bus, Huijbregts, and Swaab (2011) concluded that
children’s reading of story books at home was effective in the
development of word and pronunciation information in their work to
investigate the relationship between children’s exposure to the book and
early literacy skills. Niklas and Schneider (2013) stated that children’s
early home literacy experiences are influential on vocabulary and
phonological awareness skills. Surveys show that early literacy in the
home is effective on early literacy and language skills of children.
Mathematical skills are part of everyday life and are expressed as the
ability to
understand
mathematical
symbols,
relationships,
understandings, comprehension, comparison, generalization (Clements &
Sarama, 2009; Haylock & Cockburn, 2014). Just as in other skills,
mathematical skills are evolving from the earliest years. Particularly at an
early age, when we consider that children spend most of their time in
their home environment with their families, families have many
opportunities to support math skills at home. Children’s math skills can
be supported by providing the child with planned and systematic
opportunities that occur in home-based games and routine tasks at home
(Gunderson & Levine, 2011). Skwarchuk, Sowinski, and LeFevre (2014)
concluded that formal and informal activities held at home inspected the
relationship of children to early literacy and mathematical skills as a
result of informal and formal experiences offered to children in the home
environment positively affect early literacy and math skills. Sheldon and
Epstein (2005) supported mathematics in the home environment for
children from ninth grade students to the ones in the third grade through
school co-operation and concluded that supporting mathematical skills in
the home environment with various activities positively affected
children’s mathematical competence.
When writing and studying the related field, it can be seen that the
early literacy environment at home is influential on early literacy,
3

mathematics and concept skills of children. While numerous studies have
examined the relationship between home early literacy and home
environment’s phonological awareness, word and pronunciation
knowledge, conceptual knowledge and math skills (Gunderson & Levine,
2011; Huebner & Payne, 2010; Kluczniok et al., 2013; Van Steensel,
2006), there was no study investigating the relationship between home
early literacy environment and all of the aforementioned skills. From this
point of view, the aim of this study is to determine the relationship
between home early literacy environments and early academic and
language skills in the context of mothers' views of children aged five or
six.
Method
Research Design
The research is a relational screening model for the purpose of
examining the relationship between home early literacy environments and
early academic and language skills in the context of mothers' views of
children aged five to six. The relational screening model, which is a type
of screening model, is used to examine the existence and degree of
relationships between two or more variables, to get clues about cause and
effect and to better understand the cases studied (Büyüköztürk, Çakmak
Kılıç, Akgün, Karadeniz & Demirel, 2012).
Study Group
The population constitutes the children and their mothers aged
between five and six years who were attending to kindergartens and
nursery classes affiliated to Afyonkarahisar-Turkey provincial directorate
of National Education during 2015-2016 academic year. For the study
group, 211 children and their mothers were randomly sampled among
volunteer normal developmental children among the population.
When the demographic characteristics of the children in the study
group were examined, 54.5% were girls, 45.5% were boys; 37% were
first child, 20.4% were one of median or median, and 42.6% were last
child; 14.7% were only child, 42.3% had one sibling, 20.8% had two
siblings and 22.2% had three or more siblings. Of the mothers of the
children included in the survey, 11.3% were primary school graduates,
27% were middle school graduates, 47% were high school graduates and
14.7% were university graduates. 4.7% of fathers were primary school
graduates, 21.8% were middle school graduates, 43.6% were high school
graduates and 29.9% were university graduates; 66.4% of the mothers did
not work, 20.8% were workers and 12.8 of them were civil servants;
28.9% of the fathers were civil servants, 55.5% were workers and 15.6%
were self-employed.
4

Data Collection Tools
The research was carried out with children and mothers who
volunteered to participate in the survey after obtaining the necessary
permits from Afyonkarahisar-Turkey Provincial Directorate of National
Education. The "General Information Form" developed by the researchers
was used to collect personal information about the children and their
parents (gender, number of siblings, duration of preschool education, age
of the parents, education, occupation). The “Home Early Literacy Scale”
was used as a means of collecting data from the “Kaufman Survey of
Early Academic and Language Skills” for evaluating early academic and
language skills of children, and the “Preschoolers’ Print Awareness
Checklist” data for evaluating the early literacy environment of the home.
General Information Form: In the form developed by the
researchers; there were items related to the gender of the child, the order
of birth, the number of siblings, the age of the parents, the level of
parental education, and the parental occupation. The form was filled in by
the mothers.
Home Early Literacy Scale-HELS: A measurement tool developed
by Sarıca et al. (2014) for the purpose of gathering information on early
literacy experiences provided to 5-6 year old preschool children in the
home environment. In the tool consisting of 23 items and 4 factors, there
are 21 items with 5, 1 with 6, and 1 with 3 points of frequency. The 2
items on the tool are scored in reverse. The lowest score that can be taken
from the measurement is 23 and the highest is 114. Taking a high score
from the tool is interpreted as the child has positive early literacy
experiences in the home environment. The assessment tool was
developed for the parents of children - or primary caregivers - and is
filled in personally by the participant. In the factor results obtained as a
result of HELS's validity and reliability studies "Reading (8 items)”;
"Writing (5 items)"; "Phonological and print awareness (6 items)";
Shared reading (4 items) were reported. HELS revealed that the item total
correlation values of Cronbach alpha values of subscales between .70 and
.84 as a result of exploratory factor analysis and item total correlation
values were found to be moderate and high level of reliability. However,
the result of confirmatory factor analysis of the scale is at an acceptable
level. The scale was filled by the mothers.
Kaufman Survey of Early Academic and Language Skills-KSEALS: Kaufman Survey of Early Academic and Language Skills
original form was developed by Kaufman and Kaufman (1993) and
provides assessment of early language, cognitive competence and
academic skills of children aged 36-83 months. K-SEALS consists of
three sub-tests, four sub-tests, and an Early Academic & Language Skills
5

Composite, which includes the children’s early academic and language
skills, Word Knowledge, Numbers, Letters & Words and Articulation
Survey. It is applied in a quiet and comfortable environment. When the
test is applied, each item illustration in the easel is shown to the children,
the instruction of the item is read aloud and expected to be answered by
the children. For each correct answer, one (1) score is recorded in the test
registration form and zero (0) point for each incorrect answer. The test
consists of a total of 90 items and it takes 15-25 minutes for each child to
apply. The raw score for each subtest is the number of items correctly
answered (Kaufman and Kaufman, 1993). In Turkey Uyanık and Kandır
(2014) adapted K-SEALS according to the Turkish children and
confirmatory factor analysis according to the total it was determined the
one-dimensional factor structure was verified. The KR-20 reliability
coefficient for K-SEALS was found to be .971 and the item total
correlation coefficient of the majority of the items was at a high level of
reliability. The test retest correlation for K-SEALS total was set at .908.
The relationship between the two test results was found to be significant
at p <0.01 level. The test was administered by the researchers
individually in a quiet environment with each child.
Preschoolers’ Print Awareness Checklist: It was developed by
Şimşek Çetin and Alisinanoğlu (2013) in order to evaluate the print
awareness of 60-72 month old children in preschool period. As a result of
the validity study, it was found out that the checklist consisted of 17
items with a two-factor structure and that the factor loadings were
moderate and high. According to the confirmatory factor analysis, two
factorial structure was confirmed. The first dimension of the checklist
consisting of 9 items was given the title "Book Concepts" by looking at
the general item distribution and the title of "Print Concepts" was given
for the second dimension. The KR-20 reliability coefficient for the
complete checklist was calculated to be 0.72. The checklist was
administered by the researchers individually in a quiet environment with
each child.
Data Analysis
Frequency and percentage distributions were used in the analysis of
the collected data by "General Information Form" in the research.
Correlation values were calculated for the relationship between
subscale/factor and total scores of “Home Early Literacy Scale” and
“Kaufman Survey of Early Academic and Language Skills” and “Print
Awareness of Preschoolers Checklist”.
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Findings
The results of the research conducted to examine the relationship
between home early literacy environment and early academic and
language skills of children aged five to six are presented in tabular form.
Table 1. Correlational Distributions of Children’s Home Literacy Scale
Scores and Survey of Early Academic and Language Skills Scores
Early Academic and Language Skills
Home Literacy
Environment

Reading

Writing

Phonology
and Print
Awareness
Shared
Reading

HELS
Total

Word
Knowledge

Numbers,
Letters &
Words

Articulation
Survey

KSEALS
Total

r

.540

.580

.385

.678

p

.000

.000

.000

.000

n

211

211

211

211

r

.397

.431

.351

.527

p

.000

.000

.000

.000

n

211

211

211

211

r

.318

.453

.235

.466

p

.000

.000

.001

.000

n

211

211

211

211

r

.381

.461

.289

.514

p

.000

.000

.000

.000

n

211

211

211

211

r

.495

.578

.379

.657

p

.000

.000

.000

.000

n

211

211

211

211

*p<,05
When Table 1 was examined, the children's subscale scores and total
scores of home literacy environment scale increased as the word
knowledge subtest (p <.05), numbers, letters & words subtest (p <.05),
articulation survey (p<.05) and K-SEALS total scores were significantly
increased. Accordingly, a statistically significant linear relationship was
found between the subscales of the home literacy environment and the
total score and the K-SEALS subtests and total scores ranging from .235
to .678 in the positive direction.
7

Table 2. Correlational Distributions of Children's Home Literacy Scale
Scores and Preschoolers’ Print Awareness Checklist Scores
Preschoolers’ Print Awareness
Checklist Scores
Home Literacy Environment

Reading

Writing

Phonological and Print
Awareness

Shared Reading

HELS Total

Book
Concepts

Print
Concepts

Total

r

.659

,263

.681

p

.000

.000

.000

n

211

211

211

r

.510

.208

.519

p

.000

.002

.000

n

211

211

211

r

.456

.132

.455

p

.000

.055

.000

n

211

211

211

r

.506

.209

.514

p

.000

.000

.000

n

211

211

211

r

.641

.244

.653

p

.000

.000

.000

n

211

211

211

*p<,05
According to table 2, it was found out that book concepts (p <.05),
print concepts (p <.05) and total scores (p <.05) increased significantly as
the children's home literacy environment scale subscale scores and total
scores increased. However, there was no significant increase in scores
between phonological and print awareness subscale and print concept
scores (p> .05). According to this, a statistically significant linear
relationship was found subscale scores and total scores of the home
literacy environment scale and the total score and the subscale and total
scores of the Preschoolers’ Print Awareness Checklist, ranging from .132
to .681 in the positive direction.
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Table 3. Correlational Distributions of Preschoolers’ Print Awareness
Checklist Scores and Survey of Early Academic and Language Skills
Scores
Preschoolers’
Print
Awareness
Checklist
Book
Concepts

Print
Concepts

Total

Early Academic and Language Skills
Word
Knowledge

Numbers,
Letters &
Words

Articulation
Survey

KSEALS
Total

r

.732

.767

.564

.924

p

.000

.000

.000

.000

n

211

211

211

211

r

.287

.285

.256

.367

p

.000

.000

.000

.000

n

211

211

211

211

r

.723

.781

.575

.933

p

.000

.000

.000

.000

n

211

211

211

211

*p<,05
When Table 3 is examined, as the Preschoolers’ Print Awareness
Checklist subscale scores and the total score increased, significant
increases were found in the word knowledge subtest (p <.05), numbers,
letters & words subtest (p <.05), articulation survey (p <.05) and KSEALS total scores (p <.05). Accordingly, a statistically significant linear
relationship was found between the subscales of the Preschoolers’ Print
Awareness Checklist and the total score and the K-SEALS subtests and
total scores ranging from .256 to .933 in the positive direction.
Discussion, Conclusion and Suggestions
Home literacy environment is important for the early literacy
development of preschool children. Home literacy environment and the
practices that parents make in the home environment to support their
children's learning processes greatly influence the academic skills they
have when they start school (Yeo, Ong & Ng, 2014). For this reason, it is
necessary to provide children with rich home-learning environments that
will both support their academic skills and improve their awareness of
literacy skills.
This study was conducted to examine the relationship between home
early literacy environment and early academic and language skills of
9

children aged five to six years, and it was determined that there was a
statistically significant positive correlation between home early literacy
environment and early academic and language skills of children. A
statistically significant linear relationship was found between the
subscales of the home literacy environment scale and total scores and the
Survey of Early Academic and Language Skills subtest and total scores in
the positive range from .235 to .678. Niklas and Scheninder (2017) found
that the learning environment at home had a positive relationship between
the home environment and children's mathematics and literacy skills, and
that the home environment affected children's cognitive skills in the long
run positively as a result of studying children's academic achievement
through the end of primary school. Napoli and Purpura (2018)
investigated the relationship between home literacy and numerical
environments and children's academic skills and found that the literacy
environment did not fully predict early literacy and mathematical skills,
but that the home numeracy environment predicted early literacy and
vocabulary skills. In the study conducted by Wiescholek, Hilkenmeier,
Greiner and Buhl (2018), the level of home literacy and educational
levels of families about children's literacy enjoyment, the literacy rate and
the effects on literacy skills were examined. The results of the study
showed that the home environment was influenced by children's
enjoyment of literacy and especially on phonological awareness. As can
be seen from these findings, it seems that there is a meaningful
relationship between children's home literacy environment and early
academic skills. This inference is parallel to the findings of the research.
According to the results obtained from this research, it was found
that there is a statistically significant linear relationship between subscale
scores of the home literacy environment scale and the total score and the
subscale and total scores of the Preschoolers’ Print Awareness Checklist
Subscale and total scores ranging from .208 to .681. At the same time,
there was no significant increase in scores between phonological and
print awareness subscale and print concept scores. This can be explained
by the fact that different variables such as socioeconomic levels of
families, literacy considerations, and practices with children are
influential on children's literacy skills as well as the home literacy
environment. In the related literature, there are studies investigating the
relationship between the socioeconomic levels of families and home
literacy environment (Kluczniok, et al., 2013; Kohen & Guèvremont,
2014; Neumann, 2016) and expectation levels (Missall, Hojnoski, Caskie
& Repasky, 2015; Sawyer, Cycyk, Sandilos & Hammer, 2016). Liu,
Georgiu and Manolitlis (2018) have investigated the relationship between
expectation levels, socio-economic levels and the home literacy
environment, literacy skills, and vocabulary reading processes of families
of children attending to kindergarten. As a result of their study, they
10

found out that the children's phonological awareness was predicted
shared early literacy activities performed by their parents at home with
their children and the home literacy environment predicted the
vocabulary of children. In addition, Puglisi, Hulme, Hamilton and
Snowling (2017) found that mother language skills were an important
determinant of children's language and reading skills in a survey
investigating the relationship between mother language skills with
children's reading and language skills and the home literacy environment.
It was also among the results obtained by research that the mother
language had a great influence on the relationship between literacy
activities performed at home and children's language skills. In the study
conducted by Senechal and LeFevre (2014), the effects of the home
literacy environment on children's reading skills and vocabulary were
examined. As a result of the study, they stated that the reading skills and
formal literacy environment together with expressive language skills and
informal learning environments were intertwined. In addition to the
home-based literacy environment, the expectations of the families and the
activities they have carried out with their children were also influential on
children’s various academic skills. It is seen that the results obtained from
studies conducted in the field support the results of this research.
One of the findings of this study was that a statistically significant
linear relationship was found between the subscales of the Preschoolers’
Print Awareness Checklist and the total score and the K-SEALS subtests
and total scores ranging from .256 to .933 in the positive direction.
Purpura, Schmitt, and Ganley (2017) found that children's short-term
memories and mathematical skills and phonological awareness, cognitive
flexibility, and writing awareness were significantly related to each other
as a finding from their study examining the relationship between
cognitive processes that constituted the executive functions of children
and math and literacy skills. Milburn et al., (2017), in their study
investigating preschoolers’ pronunciation and writing skills in terms of
various variables, found that preschool children’s letter writing was
effective in their pronunciation and name writing together with the fact
that children’s phonological awareness was only effective in word
writing. Purpura and Napoli (2015), in their research examining
children's print awareness, vocabulary, and math skills in terms of various
variables, reported that children’s math skills were influential on the
relationship between language skills and number concepts, while print
awareness was influential on the relationship between math skills and
number concepts. Neumann, Hood, Ford and Neumann (2013) found that
number awareness and reading skills predicted early literacy skills, and
that there was a significant positive correlation between letter awareness
and mathematical skills in studying the relationship between number and
number awareness and early literacy skills and math skills. The findings
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of the relevant research on the children’s print awareness are in parallel
with the findings of this study.
As a result of this study, that a statistically significant linear
relationship between early literacy and early academic and language
skills of children aged five to six years positively correlated is parallel
with previous research findings in the literature. From the perspective of
examining the relationship between the home literacy environment and
variables that affect future academic achievements of children, such as
early academic and language skills as well as print awareness, this study
is expected to provide a different dimension to the study of the home
literacy environment in Turkey.
The following suggestions can be presented in the light of the results
obtained from this study:
• Home literacy environments can be addressed in a comprehensive
way by developing different measurement tools such as observation
forms and family-child interview forms by researchers in evaluating
home early literacy environments.
• Family-based educational programs can be developed so that
parents can build quality early home literacy environments full of rich
stimuli and interact with their children at home, such as reading books
and games, and empirical studies can be conducted to examine the impact
of these programs on early literacy, academic and linguistic skills.
• Mixed design studies can be planned to thoroughly explore the
views of parents and children about the premise of early literacy.
• Studies that investigate the relationship between the home literacy
environment and children's academic and language skills in terms of
demographic characteristics of the families, different variables such as
the language skills they possess can be planned.
• In-service trainings can be organized to provide preschool teachers
with an awareness of the impact of home literacy environments on their
children's academic skills and to guide them in planning their work in
parent education.
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FOREIGN LANGUAGE CURRICULUM FROM 1997 TO 2018
WITH SPECIFIC REFERENCE TO ENGLISH LANGUAGE
TEACHING IN TURKEY1
C. Akın ŞAHİN2
Introduction
Curriculum takes an important place in foreign language teaching
because it consists of overall decisions on it. When it comes to its
definition in general, it is not easy to provide clear-cut explanations for it
(Egan, 2003; Marsh, 2004). Marsh (2004: 3) states that “defining the
word curriculum is no easy matter. Perhaps the most common definition
derives from the word’s Latin root, which means ‘racecourse’. Indeed, for
many students, the school curriculum is a race to be run, a series of
obstacles…” Egan (2003: 10) states that “the field seems to have no clear
logical boundaries”. Richards and Schmidt (2002: 139) note that
curriculum is “an overall plan for a course or programme.”
All in all, curriculum is mainly related to education. That is, it refers
to any educational programme that puts forward the purpose of the
programme, teaching procedures, and learning goals. It tries to answer
how children should learn and what methods should be employed to
present better education to them. However, there is some confusion
between curriculum and syllabus in regard to their definitions because the
terms are used in a different way due to American and British
explanations. White (1988: 4) states that “ in a distinction that is
commonly drawn in Britain, syllabus refers to the content or subject
matter of an individual subject, whereas curriculum refers to the totality
of content to be taught and aims to be realized within one school or
educational system. In the USA, ‘curriculum’ tends to be synonymous
with ‘syllabus’ in the British sense”. Accordingly, syllabus is related to
the contents of a course and the order where they are taught. Thus, it has
a restricted concept. However, curriculum has a much broader meaning.
When it comes to foreign language curriculum, it refers to the
planning, administration, implementation and evaluation of the foreign
language programmes. By contrast, foreign language syllabus deals with
narrower issues and involves the selection and grading of contents.
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Language curriculum development becomes the main topic of second
and foreign language teaching. As stated previously, it mainly deals with
selection of teaching methods, materials, and learning activities. When it
comes to the people involved in development of foreign language
curriculum, they include government agencies, politicians, academics at
universities, parents, principals, teachers, and students at schools (Marsh,
2004). They try to shape the curriculum. Johnson (1989: 3) presents the
elements involved in curriculum development as follows:
Table 1. Stages, decision-making roles and products in curriculum
development
Developmental stages

Decision-making
roles

Products

1. Curriculum planning

Policy makers

Policy document

2. Specification

Needs analyst

Syllabus

Methodologists
3.
Program Materials writers
implementation

4.Classroom
implementation

Teaching
materials

Teacher trainers

Teacher training
programme

Teacher

Teaching acts

Learner

Learning acts

According to the table above, the elements involved in curriculum
development have an interacting position. The curriculum should be
coherent to reach the intended outcome of the second or foreign language
teaching. In other words, the decisions taken at the macro level should be
consistent with classroom implementations at the micro level. Curriculum
planning is executed mainly by policy makers by producing policy
documents. That is, policy makers determine the aims of the curriculum,
thereby taking interest groups into account. Program implementation
determines the choice of teaching and learning resources whereas
classroom implementation refers to the interaction between teachers and
learners in classrooms.
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Tyler (1949: 1) makes a contribution to the literature on curriculum
development by putting forward the following four questions:
1. What educational purposes should the school seek to attain?
2. What educational experiences can be provided that are likely to
attain these purposes?
3. How can these educational experiences be effectively organized?
4. How can we determine whether these purposes are being attained?
The above mentioned questions imply that a number of factors such as
planning, implementation and goals are involved in language curriculum
development. Moreover, language curriculum development gives priority
to what knowledge and skills students should have in schools. It also
includes evaluation to determine whether the language program
implemented has reached its objectives. In other words, it evaluates
teaching and learning.
The language curriculum consists of a number of processes such as
needs analysis, goal setting, syllabus design, methodology, testing, and
evaluation (Richards, 1990: Richards & Rodgers, 1986). Needs analysis
is implemented to determine requirements of teaching and learning of the
foreign or second language. It decides on priorities among them.
Moreover, it tries to receive data on who the learners are, their current
levels of language proficiency, teaching materials, what kinds of
evaluation measures are needed, who the teachers are, what training and
experience they have, and what constraints on time and budget are. In
other words, needs analysis is an inevitable part of language curriculum
development since it determines the context of the language programs
and obtains data on the participants involved in the program. Language
curriculum goals refer to obtainable program aims based on needs
analysis (Brown, 1995). They are general statements of planned
consequences of a language programme. They give priority to what the
program aims to achieve in the future. Thus, goals should be a dynamic
process to keep up with innovations. Syllabus design is one element of
language curriculum development. That is, a syllabus deals with
designation of the content that belongs to a course of instruction and
categorize what will be taught and tested. By contrast, curriculum
development is a more extensive process than syllabus design since it
determines the needs of learners, the aims of a program, course structure,
teaching methods, materials and the assessment of the language
programs.
According to Taba’s model of curriculum processes (1962: 12), the
following steps gain prominence:
Step 1: Diagnosis of needs
Step 2: Formulation of objectives
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Step 3: Selection of content
Step 4: Organization of content
Step 5: Selection of learning experiences
Step 6: Organization of learning experiences
Step 7: Determination of what to evaluate and means to evaluate
Steps 3 and 4 are designated as syllabus design in language teaching
since it refers to selection and arrangement of contents in a sequence
(Richards, 1990). Syllabus design is shaped by curriculum planners by
taking their views on language learning into account.
Methodology plays an important role in implementing the syllabus. It
refers to the tasks and activities that the teacher employs to obtain
desirable learning. The teacher decides how they are used at the time of
teaching process. The activities chosen at the teaching process depend on
the philosophy of the program, the roles of teachers and learners. When it
comes to testing and evaluation, they take an important place in the
language curriculum development (Brown, 1995).
Planning foreign language curriculum involves a combination of
factors. These factors, as shown in the Johnson’s model (cited above), are
policy makers at the macro level and teachers and learners are at the
micro level. The middle level factors refer to teacher trainers,
methodologists, administrators, and material writers. Moreover,
textbooks, financial support, time, human resources may belong to these
factors.
Planning foreign language curriculum enables the principles of
teaching and learning to combine with the characteristics which teachers
and learners have (McLaren & Madrid, 2004). These characteristics
involve teachers’ teaching role and experiences, learners’ proficiency
level and motivation, and learners’ attitudes towards foreign language
teaching. Furthermore, a country’s educational policy plays an important
role in designing its foreign language curriculum (ibid.). Stern (1983:
276-280) suggests the following factors that influence foreign language
curriculum of a country:
1. Linguistic factors ( i.e. linguistic similarity )
2. Social and cultural factors ( i.e. learners’ attitudes towards L2)
3. The historical setting and the national or international political
situation ( i.e. selection of particular L2)
4. Geographical aspect ( i.e. geographical distance between the
countries)
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5. Economic and technological development ( i.e. economic
investment and technological training)
6. Educational framework (i.e. the beginning age of compulsory
education)
The above mentioned factors gain prominence while designing the
foreign language curriculum. When it comes to Turkey’s educational
context, economic and technological developments are of significance to
pursue its foreign language curriculum. For example, parents and students
request for English language teaching in schools as English has
advantages over other foreign languages. Furthermore, the English
language is used in wide range of areas in technology. Nearly all
terminology related to computer usage is formed in English. Thus,
English is given priority in the technological era. Consequently, Turkish
learners of English believe that they will find a well-paid job when they
have a good command of English.
In Turkey the primary and secondary schools follow the syllabuses of
foreign language curriculum determined by the Board of Education and
Discipline attached to the Ministry of National Education (henceforth
MONE). The syllabuses include the contents of textbooks published in
the Official Bulletin of MONE. However, syllabuses of foreign language
education in the first academic year of higher education institutions are
uncertain. They usually depend on decisions of instructors of foreign
languages.
Law no.2923 dated 14.10.1983 on foreign language education and
training organizes education of foreign languages in educational
institutions in Turkey. According to this law published in the Official
Gazette dated 19.10.83, such subjects as Atatürk’s Principles and History
of Turkish Revolution, Turkish Language and Literature, History,
Geography, and Religious Culture and Moral Knowledge cannot be
taught in a foreign language.
In general the education system in Turkey included a five-year
primary, a three-year secondary, and a three-year high school education
until 1997 which aimed to prepare the students for high education. This
system was changed with the Law no.4306 dated 18.08.1997 in the
Official Gazette. According to the article 1 of this law, primary education
institutions consist of eight-year schools. The Eight-Year Basic Education
Reform launched in 1997 brought about a wide range of innovations in
education system of Turkey.
The Board of Education and Discipline arranged the foreign
language teaching programme of Grades 4 and 5 of the primary education
in 1997. The programme issued in the Official Bulletin of MONE in
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October 1997 came into effect in the 1997-1998 education year. It is
viewed as innovative in many respects. The general objective of the
programme is to enable students to realize that there are languages other
than Turkish. First of all, it makes room for three foreign languages
including English, German, and French. Moreover, it supports the idea of
initiating the foreign language teaching at early age. According to the
bulletin, foreign language teaching at early age should inspire students’
interest in the foreign language teaching.
English language curriculum for primary education including Grades
4-8 was prepared by the specialization commission and approved by the
Board of Education and Discipline on February 2, 2006. The commission
deals with the curriculum in many respects. It gives priority to learnercentred learning, thereby considering neurolinguistic programming,
multiple intelligences and whole brain learning. According to the
programme, process-oriented approaches in which the learning situation
is prominent should be given importance. Furthermore, it advocates
cross-curricular approach in which a number of subjects are taught,
making use of a topic as a central issue. Thus, topics should be relevant to
students’ needs and have connection with the real world. Moreover, it
presents English language teaching materials to follow in schools. When
it comes to the curriculum of Grades 4 and 5, it mainly depends on
games, songs, drawings, storytelling and drama. As for students in
Grades 6, 7 and 8, the curriculum encourages learner autonomy,
participation, prediction, simulations and group work. Accordingly,
fluency is preferable to accuracy. Accordingly, it describes physical,
cognitive, socio-emotional, and communicative development of young
learners. It puts forward what kind of activities they should pursue when
learning foreign languages. It involves a large number of variables in the
foreign language teaching. For example, it asserts that the teachers of
foreign languages should make use of simulation and dramatization
activities for the teenagers. Furthermore, it suggests that a teacher is
liable to deal with a number of problems without getting support from the
students’ parents. Teachers are provided with useful tips on how to
implement the English classes (Ersöz et al., 2006).
When it comes to the evaluation of English language teaching, it must
be in harmony with the teaching methods and techniques. Ersöz et al.
(2006: 24) state that “…the suggested evaluation devices are all taken
from the European Language Portfolio [henceforth the ELP].”
Accordingly, the three elements of the ELP determined by the Council of
Europe will be considered in evaluation procedures. Thus, the program
finds it useful to pursue portfolio assessment in primary education.
However, it asserts that the validity and reliability of an evaluation can be
increased by training teachers (ibid.).
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The 2007 English language curriculum for the ninth grade secondary
education focused on communicative language teaching, four language
skills, learner-centred approach, and coherence with the Common
European Framework of Reference for Languages. The program required
students to develop themselves by recognizing different cultures from the
standpoint of social interactions. Likewise, it aimed to enable students to
enjoy learning the foreign language, communicate with people from
different cultures, improve their language skills and to be in harmony
with the measures in the Common European Framework of Reference for
Languages. It asserted that it was in harmony with psychomotor domain,
cognitive domain, sociolinguistics and four language skills. The program
aimed to enable the ninth grade students to obtain Level A2.2 at the first
term and A2.3 at the second term (Demirel et al., 2007).
Demirel et al. (2008) state that the 2008 English language curriculum
for the tenth grade secondary education is aimed at developing
intercultural and communicative competence in accordance with
students’ mental development levels. The program considers selfassessment of the students. It aims to enable the students to discover their
own capacities. It has been designed in line with classes of approximately
108 hours. It consists of samples of performance projects for the purpose
of measurement and evaluation. It takes into account the approach of
student-centeredness and individual differences. Furthermore, it considers
the Common European Framework of Reference for Languages which
identifies language users as Basic User (A1-A2), Independent User (B1B2), and Proficient User (C1-C2). Accordingly, the program aims to
enable students to have Independent user (B1).
According to the 2011 English language program, such methods as
lecture, discussion, case study, demonstration–performance, problem
solving, and individualized study must be employed. Furthermore, it must
involve such group learning techniques as brain storming, demonstration,
ask and answer, role playing, drama, simulation, pair and group studies,
and educational games. As for measurement and assessment, four
learning skills must be equally included. However, in doing so, the
characteristics of each skill must be considered. The tools and methods
for measurement and assessment are qualitative and quantitative
assessments. The qualitative assessments involve oral presentations,
projects, performance, rubric, students’ portfolio, observation, control
lists, self-assessment, peer and group assessments. The quantitative
assessments include questions with short answers, open-ended questions,
multiple-choice questions, matching questions and true-false questions
(Çakır et al., 2011).
The present English language teaching curriculum (for Grades 2-8)
has been prepared in the interest of Turkish national education, thereby
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taking into account its goals. When the 4+4+4 education system came
into effect in the 2012-13 academic year, a new curriculum was needed
because English language teaching was initiated at the second grade at
primary schools. It takes basic skills and values education into
consideration. Like the previous curricula, it involves the guidelines
followed by the Common European Framework of Reference for
Languages. Accordingly, communicative competence is of significance to
students who are expected to use English in real life. Moreover,
interactions become prominent. Thus, foreign language education is
regarded as lifelong learning.
According to the current curriculum, it is important that Turkish
young learners of English have a positive attitude towards English
language learning. In other words, they should be motivated. Authentic
materials and role plays are supposed to be employed to promote
communicative competence. Speaking and listening are given priority at
the 2nd and 3rd grades whereas reading and writing are provided at later
levels as students become competent. Learner autonomy is fostered
through task-based activities to achieve communicative competence.
Learning must be meaningful and materials must be related to students’
daily requirements. Therefore, the English language must be taught for
the purpose of real communications which require authentic interactions.
Accordingly, rote learning based on memorization of information must be
avoided at all costs. The curriculum requires students to make use of a
variety of learning strategies promoted by their teachers. It claims that
teachers and book authors are provided with samples of assignments and
activities which employ a wide range of interesting and relevant topics.
Syllabus for each grade is explained in detail and supplementary
materials, values and important elements are recommended to teachers
and book authors so that they can take influential decisions.
The present curriculum suggests that it is different from the previous
one because it involves key values in education: “friendship, justice,
honesty, self-control, patience, respect, love, responsibility, patriotism
and altruism.” (MONE, 2018b: 6). To this end, “ethics and values” must
be taken into account when teachers and material developers choose
activities and textbooks (ibid.).
Assessment and evaluation are performed in line with CEFR’s criteria.
They must depend on process-oriented testing. Students must be
encouraged to assess their own learning through self-assessment
checklists. The current curriculum takes into account three components
promoted by the CEFR: “learner autonomy, self-assessment and
appreciation for cultural diversity” (MONE, 2018b: 8). Linguistic
structures of English are implicitly given. English instructions must be
“interesting, relevant and comprehensible.” (MONE, 2018b:9). Learning
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materials include thematic subjects which are relevant to students’ daily
lives. Furthermore, they involve intercultural elements which require the
ability to appreciate other cultures. Stressing domestic culture is not
excluded.
The curriculum offers flexible teaching methods for the purpose of not
interrupting communication flows. The use of mother tongue is allowed
when it is needed in case of difficult structures. Errors which students
might make can be ignored during interactions. Students are encouraged
to prepare their own materials to share in class studies. Parents are
encouraged to get involved in their children’s learning activities in
English.
As stated previously, English language teaching for the 2nd and 3rd
grades should be enjoyable and fun. To this end, such activities as songs
and drama should be employed. Teaching should be contextualized and
based on concrete components. As listening and speaking are given
priority, keeping notebooks are not advised for these two grades.
Like the curriculum prepared for the 2nd to 8th grades, the 9th to 10th
grades English curriculum has been prepared in line with teaching and
learning components of the CEFR. It involves a variety of stakeholders
such as students, teachers, administrators and material developers in
education. It takes into account proficiency levels proposed by the CEFR:
A1, A2, B1 and B2. It aims to make students fluent and self-directed
learners, thereby promoting communicative skills. It supports values
education, collaborative, task-based and project-based studies.
Assessment techniques include real materials in English. Promoting
learner autonomy plays an important role in the curriculum. The
curriculum aims to enable students to reflect on their successes, failures
and needs during their learning processes. Students are supposed to
graduate from secondary education with Grade B2+.
There exist implications for teachers in the 9th to 10th grades English
curriculum. That is, they might implement needs analysis to find out
students’ needs prior to instructions. They should take students’ ages,
psychological and sociological traits into consideration during their
teaching processes. When it comes to assessment and evaluation, a wide
range of techniques are employed by the present curriculum (MONE,
2018a: 11): “Discussion Time activities and/or Video Blogs (V-logs),
Tech Pack, pen-paper in-class exams or E-portfolios.”
When it comes to the English curriculum and syllabuses of Turkish
universities, they are designed and implemented by them (Kırkgöz,
2005). The universities in Turkey have their own departments that are
responsible for teaching basic English, most of which are called school of
foreign languages. They prepare their own textbooks and materials.
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Moreover, they evaluate their students’ successes in the English language
with their own resources. Textbooks, methods and techniques employed
in English language teaching vary from university to university. In other
words, there are no uniform standards in the context of universities which
teach compulsory English stipulated by the Council of Higher Education.

Methodology
Design of the study
The study was designed to investigate the contents of the foreign
language curricula pursued from 1997 to 2018 in the education system of
Turkey. It sought to answer the following question:
 What are the common components of the foreign language curricula
prepared from 1997 to 2018 in the education system of Turkey?
Data collection
The data were collected through official documents which include the
foreign language curricula prepared from 1997 to 2018 in Turkey. The
documents were scanned and evaluated through qualitative research.
Consequently, the information from these primary sources was
summarized and analysed through main themes. The foreign language
curricula pursued at universities and schools which offer intensive
English courses are excluded because they differ in their education
systems.
Data analysis
After the official documents which belong to the foreign language
curricula were scanned and evaluated, main themes were extracted from
them through a coding scheme (Krippendorff, 2004). Two researchers
independently selected relevant themes from the documents and reached
consensus on these themes. By doing so, they established the inter-rater
reliability. Furthermore, an expert on content analysis was consulted to
validate the processes for the data analysis (Stemler & Bebell, 1999).
Findings and Discussion
The research question investigated what the common components of
the foreign language curricula prepared from 1997 to 2018 in the
education system of Turkey are. Following the coding system, the
common themes came out as follows:
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Table 2. The Common Themes Retrieved from the curricula from 1997 to
2018.

Curriculum
1997 (for Grades 4-5)

2006 (for Grades 4-8)
2007 (for Grade 9)
2008 (for Grade 10)
2011 (for Grades 9-12)
2018 (for Grades 9-12)
2018 (for Grades 2-8)

Common Themes
Communicative language teaching
Learner-centred teaching
Fun activities
Environment-based learning

Learner-centred approach
Functional-notional and skills-based syllabus
Fun activities
Process-oriented approach
Cross-curricular approach
Environment-based learning
Fluency
Task/project-based learning
Promoting learner Autonomy
Lifelong learning
Support from students’ parents
Communicative language teaching
Topic-based approach
Skills-based learning
Individual differences
Values education
Qualitative and quantitative assessments
The CEFR-based teaching
Collaborative learning
Meaningful learning
Eclectic approach to learning

As Table 2 indicates above, the curricula have been categorized as two
groups. The first group belongs to the 1997 curriculum prepared for
Grades 4-5. It has four common themes shared by the second group. The
second group belongs to the 2006-2018 curricula. They have twenty-one
common themes. As shown in the table, the 2006-2018 curricular have a
lot of common components.
Teachers’ implementation of foreign language education denotes the
realization of the curriculum. That is, it refers to practice. Thus, in-service
training gains importance from the standpoint of implementation.
However, there are other factors that influence implementation. These
factors refer to resource support such as materials and enough time to be
acquainted with the curriculum (Fullan & Pomfret, 1977).
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Governments are responsible for foreign language curriculum in
countries, as in Turkey, which has centralized administration. In other
words, they design their curriculum policy. In doing so, they determine
which foreign language(s) should take place, how many hours of
instruction should be presented to students, which textbooks should be
followed, and so forth.
As pointed out above, curriculum determines the overall planning of
education in schools. That is to say, it dictates what should be taught in
an educational institution. Accordingly, administrators and teachers
follow these decisions taken in the curriculum. Teachers are mainly
responsible for the implementation of the curriculum in schools. Thus,
the success of the curriculum depends on teachers’ performance behind
closed doors. Teachers’ implementation should be in harmony with the
curriculum in order to reach the aim. However, problems may come up
due to various reasons during the process of the implementation. These
problems are likely to influence foreign language education in a negative
way. In other words, there will be a mismatch between the curriculum
designed at the macro level and implementation at the micro level. Thus,
feedback mechanisms are inevitable in order to avoid the problems that
may arise in the process of the curriculum implementation (Fullan &
Pomfret, 1977). Dellar (1992: 16) states, “…policy implementation is
best viewed as a process of ‘interactive modification’. That is, a process
whereby the policy innovation prompt modifications to be made to the
adopting organization (the schools) and where the adopting organizations
prompt modifications to be made to the policy innovation in a complex
and dynamic manner.” Accordingly, information flow is sophisticated in
the process of macro level policy and micro level implementation. From
the standpoint of this interactive structure, teachers should be familiar
with the top-down and bottom-up processes of the curriculum.
As mentioned before, teachers’ roles in implementing the curriculum
are inevitable. They should predict the curriculum correctly and
implement it as required. Thus, teacher education programs gain
importance to pursue the curriculum. Pre-service teacher education
should assist student teachers in collaborating with each other as the
implementation of curriculum requires cooperation. Markee (1997: 53)
states, “there should be a link between what teachers do in the classroom
and what they discuss in their graduate program classes: If teachers are to
become competent language teaching professionals, they must be able to
complement experience with theory.” Accordingly, curriculum
innovations should be introduced in the pre-service teacher education so
that student teachers can be acquainted with the implementation.
As stated previously, the success of the implementation depends on
teachers’ correct interpretation of the curriculum (Spillane, Reiser &
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Reimer, 2002). Hill (2003: 272) points out that “teachers formulate their
own interpretation of such reforms [educational reforms] and that those
interpretations are based on their prior views of teaching, their
opportunities to learn about policy.” Given that teachers lack information
on the curriculum and sufficient resources, they may not interpret it
correctly, thereby leading to malpractice. Therefore, policy makers
should make sure that teachers have an in-depth knowledge of the
curriculum.
Such factors as “motivation and will” (Mclaughlin, 1987: 173) play an
important role in implementing the curriculum. Given that learners of a
foreign language lack enough motivation to pursue the instructions,
teachers will not find it easy to keep up with the curriculum innovations.
Likewise, provided that teachers have lack of the will to keep abreast of
it, there is little chance to pursue it.
School principals and middle-level managers are also responsible for
implementing the curriculum (Wang, 2010). They facilitate the
implementation of the curriculum in schools. Thus, they assist teachers in
implementing the curriculum by providing resources such as projectors
and interactive whiteboards. However, sometimes, they cannot afford to
provide these materials due to financial problems. Consequently, a
number of policies do not come into existence and its implementation
becomes impossible.
The ELP aims to develop learner autonomy and self-assessment,
thereby assisting language learners in promoting intercultural awareness.
In other words, the ELP represents the Council of Europe in terms of
participating in the cultural diversity. Moreover, the philosophy of the
ELP lies behind lifelong learning. Individuals’ language learning
continues through social requirements so they can contact with other
people speaking different languages. Thus, the ELP assists them in
developing language learning skills and record their developments.
Accordingly, the learners obtain independent language learning.
Furthermore, they can recognize and follow the direction of the language
learning programmes because they are aware of their proficiency levels in
a foreign language. The ELP takes part in the foreign language
curriculum in Turkish education system. In other words, the foreign
language curriculum in Turkey has long been prepared in line with the
Common European Framework of Reference for Languages (CEFR).
Conclusion
As pointed out above, English language teaching has advantages over
the other foreign languages in the educational context of Turkey. It has
long been given priority by the Turkish governments. The reasons why it
has been given importance in Turkey depend on choice made by parents
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and students (Doğançay-Aktuna & Kızıltepe, 2005). Thus, it has long
taken part in the curriculum of Turkish education. The authorities such as
policy makers and senior officers take decisions on this curriculum at the
macro level and its implementation is left to teachers.
Textbooks play a significant role in the Turkish EFL context from the
standpoint of the foreign language curriculum (ibid.). They are composed
by a group of experts appointed by the government. These books are used
across the country. They are expected to follow the decisions taken in the
curriculum. Accordingly, they represent the syllabus prepared according
to the curriculum to a great extent and dictate what teachers should teach.
As for the teachers, they make plans according to these course books.
Furthermore, they are supposed to follow the contents of these course
books. As for the students, they acquire what are taught in these
textbooks. Richards (1998) contends that the textbooks are used in
reference to the curriculum. He goes as far as to state that “if one wants to
determine the objectives of a language program, the kind of syllabus
being used, the skills being taught, the content the students will study,
and the assumptions about teaching and learning that the course
embodies, it is often necessary to look no further than the textbooks used
in the program itself ”(ibid.: 125). He asserts that resources such as
textbooks and materials employed in the educational context represent the
hidden curriculum.
In Turkey foreign language education begins at the second grade of
primary education and continues until graduation from the tertiary
education. English is taught throughout the country. However, hours of
instructions of the English language vary in the Turkish education
system. In other words, the number of hours of instruction which learners
of English receive is not the same. This situation is true for private and
state schools. Some schools have preparatory classes presenting intensive
English courses whereas many schools do not provide these classes. This
situation is also true for Turkish universities. For example, most of the
private universities present intensive English courses whereas many state
universities lack preparatory classes. Consequently, learners of English
across the country receive different types of English instructions. They
have different types of proficiency levels of English due to different
curricular activities when they enter the tertiary education. Furthermore,
Turkish teachers of English tend to employ grammar translation method,
irrespective of the other methods suggested by the official documents
(Kırkgöz, 2008).
As mentioned before, from the standpoint of implementation,
problems may come up within the centralized administration. That is, the
transmission of policy content may come up with difficulties while
passing from the top-level decisions through the middle-level
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administrators to the bottom-level implementation. Teachers receive the
decisions taken at the top-level and try to implement them. Given that
they have difficulty in implementing them, they are likely to modify or
reject them (Morris & Scott, 2003). Thus, there should be a good balance
between the top-level policies and the bottom-level implementation.
Hope and Pigford (2001: 44) state, “principals and teachers are more
likely to embrace policies that match or approximate their concepts of
teaching and learning or at least do not conflict substantially with
fundamental and long-held pedagogical traditions. Educational policies
that compete or conflict with the pedagogical beliefs of educators are
more likely to experience delayed implementation or suffer from
superficial implementation.” It turns out that it is difficult to implement
the curriculum without meeting the principals’ or teachers’ expectations.
To avoid the undesirable side effects of the implementation, middle-level
managers, principals, and teachers should also get involved in policy
development.
To sum up, policy makers sometimes make innovations in the
curriculum to bring about developments in their education system. As
pointed above, given that implementers resist them, they are unlikely to
come into existence. Kravas-Doukas (1995: 53) states that “…curriculum
innovations are seldom actually implemented as intended in classroom”.
The above mentioned researcher puts forward the factors that influence
the implementation of innovations. Accordingly, teachers’ attitudes and
beliefs, teachers’ understanding of the innovation, teacher training,
teachers’ judgements of the feasibility and practicality of the innovation,
and communication play an important role in implementing innovations
in the curriculum. Thus, teachers are the major implementers of the
foreign language curriculum.
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TOWARDS A NEW TREND IN CONTINUOUS DEVELOPMENT
OF TEACHERS: INTEGRATING DISTANCE AND BLENDED
LEARNING IN THE TRAINING OF IN-SERVICE LANGUAGE
TEACHERS
Ebru Melek KOÇ
1.Introduction
‘Continuousness’ is the basic concept underlying
‘Life long
education’. High-quality education is based on the quality of the teacher
substantially and ‘Continuousness in teacher training’ is one of the most
important factors of teacher training. ‘Continuous Professional
Development- CPD’ is consisted of four similar parts: 1) Pre-service:
pre/initial teacher education, 2) In-service teacher training (INSET), 3)
Further education, and 4) Induction. (ECA, 2006, p.7):
Research shows that pre-service teacher training programs are not
sufficient (Can, 2005; Unwin, 2009). Thus, the teachers need in-service
training both to fulfill their deficiencies in pre-service and follow the
technological developments.
Online distance education has gained much reputation in higher
education ( Tolu,2010).
and the number of the online/ distance
education programmes offered by universities has been on increase. This
fact is also valid for in-service teacher training (INSET )programmes.
That is, although most INSET has been offered in traditional face-to-face
mode, recently
there has been a movement from the traditional
programmes to the programmes offered in distance and blended formats
(Canter et al,2007; Hall&Knox,2009; Miller et al,1998; Offie&Leu,2000;
Tao &Yeh,2008) along with the integration of technology in education. It
is claimed that traditional methods for the delivery of INSET programs
have fallen short in meeting teachers’ needs such as more knowledge
about the subject content, pedagogical issues, and teaching strategies (
Chungwei, darling_hammand&Adamson,2010).
2. Distance Learning and Blended Learning in Teacher
Education
Distance learning is defined as a teaching and learning framework in
which the instructor and the learner(s) are separated by geography and
time (Ham,1995; Panga,2010).
The instruction delivery is possible
through a variety of tools such as radio, telephone, television,
synchronous and asynchronous methods (Tsokolakidis,2000), as well as
the print-based materials (Panga,2010).
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Blended learning has a variety of meanings ( Corneia,2016) Blended
learning (BL), from a general aspect, is a combination of online learning
and face-to-face learning ( Poon,2013; Sharma,2010). However, other
definitions also exist. For example, Wu (2010) defines BL as an
instructional system that combines multiple learning delivery methods,
including most often face-to-face classroom with asynchronous and/or
synchronous online learning (p.155). In this definition online learning
refers to technologically-supported learning activities, which are webbased or available online. Graham (2006) considers BL as an approach
and defines BL as a learning approach that combines different delivery
methods and styles of learning. The most common combination is the
face-to-face instruction and online platforms encouraging discussion
among the learners (Hermosilla,2014). The blend could be between any
form of instructional technology ( eg. Video type, web-based learning,
CD-ROM, etc). Biluc (2007) regards BL as the set of ‘learning activities
learning activities that involves a systematic combination of face-to-faceinteractions and technologically-mediated interactions between students,
teachers, and learning resources ( p.234)’.
In the same line,
Socialization, interaction, and active learning opportunities are the most
vital and basic components of blended learning ( Pedra& Lama,2013
Although these definitions slightly differ in meaning, the common
basic concept is the ‘mutability’. Driscall (2001) identifies four types of
in multiple- modes: 1) a mix of modes of web-based technology, 2) a mix
of various pedagogical approaches,3) communication of any form of
instructional technology with face to face instruction and 4) a
combination of instructional technology with actual job tasks.
Recently universities tend to move from traditional courses towards
blended and online courses ( Allen& Seaman,2013; Allen, Seaman,
Lederman& Jaschick,2012; Rubio& Thoms,2014).
Is distance /blended learning as effective as the traditional face-to-face
mode? Which learning mode (among face-to-face, distance learning,
blended learning) is the most effective one? These questions have been
the focus of many studies for years (Donnelly,2007). However, related
literature does not seem to be able to provide us with satisfactory
answers. The findings of the related research may be grouped into four.
The first group favors distance learning in teacher education (Bernard et
al,2009; Dede et al,2006; Job-sluder& Barab,2004). The second group of
research highlights the effectiveness of blended learning (Holmes et
al,2005; Owston,Wideman,Murphy&Lupshenyuk,2008; Mc Grath,1995;
Miller et al,1998; Motterram, 2006; Ousten et al,2008;
Swenson&Curtis,2003; Voogt et al,2005) over traditional face-to-face
instruction, favouring the idea that programmes designed in mixedmode minimize the disadvantages of distance learning, thus increase its
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effectiveness. The third group of research indicates that there is not a
significant difference among all forms of distance education compared to
traditional face-to-face education and online learning can be as effective
as traditional face-to-face learning (Beattie et al,2002; Borokhovski et
al,2012; Cooper&Keefe,2001; Hawkins, Graham&Barbour,2012;
Holloman,2005; Lee,2014; Young,2011) whereas the last group implies
that the traditional method is more effective.
3. In-service Teacher Training ( INSET) by Distance/Blended
learning
Worldwide there are a variety of non-degree and degree-leading
courses and offered in either distance or blended mode, for English
language teachers for their professional development. A list of these
programmes of significance is presented below. These professional
training programmes are offered either by higher education institutes or
accredited language centers.
3.1.INSET Programmes offered in Turkey
In Turkey, in the last years, there has been an increase in the number
of online programmes offered to teachers for Professional development.
For example, Amasya, Çanakkale Onsekiz Mart, Mersin, and Karadeniz
Technical Universities offer non-thesis master degree programmes for
classroom teachers.
For language teachers, Bahçeşehir and Ahmet Yesevi universities
offer an online non-thesis master degree in the field of English language
teaching. Similarly, a variety of universities such as Abant İzzet Baysal (
IBUZEM), Sakarya University (TÖMER), Çanakkale 18 Mart University
(TÖMER), Mersin University (TUAM), Yunus Emre Institute, Okan
University, Marmara University (Language Centre), Hacettepe
University( TÖMER), Dokuz Eylül University (DEDAM), Ankara
University (TÖMER), Adıyaman University (TÖMER), Bahçeşehir
University(TÜRKMER), Mardin Artuklu University( TÖMER), Başkent
University, Nevşehir Hacı Bektaş Veli University (NEVSEM), Istanbul
Aydın University, Kastamonu University, Okan University (OKSEM),
Dumlupınar University, and Atatürk University (ATASEM) offer
language teachers an online certificate programme in Teaching Turkish
as a foreign language.
3.2.INSET Programmes in relation to language teaching offered
abroad
There are also a variety of INSET programmes offered by Higher
Education Institutes Worldwide for language teachers. Here below, a list
of programmes offered by the leading universities abroad are presented:
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University of East London (UK) ( https://www.uel.ac.uk
/postgraduate/courses/ma-english-language-teaching-via-dist-learning) a
two years part-time MA programme in English Language Teaching
(ELT) in distance format.
University of Nottingham (UK)( http://www.nottingham.ac.uk
/pgstudy/courses/english/applied-linguistics-and-english-languageteaching-by-web-based-distance-learning-ma.aspx) offers a web-based
MA degree in Applied Linguistics and ELT. The duration of the
programme requires 2-4 years of part-time study. In this programme, the
course materials and teaching are available online. For each module, the
students can access to tutors, from whom they can get online feedback to
their written performances and assignments.
University
of
Oxford
(UK)(
https://www.ox.ac.uk/admissions/graduate/courses/msc-appliedlinguistics-for-language-teaching?wssl=1)offers an MSC in Applied
Linguistics for Language Teaching in higher education.. It is a two-year
part-time master’s degree programme, which involves four distancetaught modules each year with a range of communicating media.
University of Birmingham (UK) offers a master degree course in
TESOL
(http://www.birmingham.ac.uk/postgraduate/courses/distance/
english/english-foreign-second-lang.aspx). The duration of the
programme is 30 months.
University of Southampton (UK) offers an MA in TESOL
(https://www.southampton.ac.uk/humanities/postgraduate/taught_courses
/taught_courses/modern_languages/r900_ma_english_language_teaching
_online.page) which is a 2,5 years part-time programme.
Reading
University
(UK)
offers
an
MA
in
(http://www.reading.ac.uk/progspecs/pdf06/PPTELTDLM06.pdf)

ELT

University of Leeds (UK) offers a part-time MA programme in ELT
and
Digital
Technologies
(http://www.education.leeds.ac.uk/
postgraduates/taught-postgraduates/ma-english-language-teaching-anddigital-technologies ). The programme involves synchronous chat
sessions, podcasts, written notes. The students are offered supervision for
their thesis study via e-mail, Skype, and online chat sessions.
University Lanchester (UK) offers a two year part-time TESOL (by
distance) MA programme which offers a supportive online programme
including module specific discussion sites and opportunities for
communication among learners and tutors.
University of Leicester (UK) offers Applied Linguistics and TESOL
MA programme which takes about 2.5 years by distance learning.
(https://le.ac.uk/courses/applied-linguistics-and-tesol-ma-dl).
The
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Distance Learning course is delivered online using a range of media,
including downloadable resources and interactive forums. Assessment is
through written assignments and online activities A great variety of
online support materials are provided in the virtual learning environment
and the students also have the opportunity to communicate interactively
via web-based tools with their peers.worldwide Besides other assessment
tools such as reports on-line blogs are used for student assessment.
The University of Birmingham offers two distance learning
programmes: an MA in Applied Linguistics, and an MA in TESOL
(https://canvas.bham.ac.uk/courses/11732)
The University of Essex in distance learning ( UK): The Department
of Language and Linguistics offers a Ph.D. programme by supervised
research (Distance Ph.D.) for a minimum of three years, on a full-time
basis
or
six
years
on
a
part-time
basis,
(https://www1.essex.ac.uk/langling/pg/research/)
University
of
Nebraska-Lincoln(USA).
(http://www.unl.edu/gradstudies/prospective/programs/TeacherEducation
) offers an MA in Teaching, Learning, and Teacher Education ( with a
specialization in World language teaching), and a graduate certificate in
German language teaching and TESOL.
Aston University (UK) offers a range of programmes by distance
learning. These are: Certificate in Advanced Studies in ELT , MSc in
Teaching English to Speakers of Other Languages (TESOL) , MSc in
Teaching English for Specific Purposes (TESP), MSc in Teaching
English to Young Learners (TEYL), MSc in Educational Management in
TESOL (EMT) , MSc in Applied Linguistics , and MSc in Forensic
Linguistics. Teaching is via distance learning course materials, printed
course materials for reading, assignment tasks, and virtual learning
environment discussion groups.
University of York (UK) offers MA in Teaching English to Young
Learners in a distance mode. However, depending on the students’ will,
they can take the introductory module face-to-face.
University of Manchester (UK) offers Educational Technology and
TESOL MA, which offered part-time and distance learning.
Sheffield Hallam University (UK) offers two programmes via distance
learning. The first is the MA/PgDip/PgCert Teaching English to
Speakers of Other Languages (TESOL) and the other is Trinity College
Licentiate Diploma/Postgraduate Certificate TESOL.
Institute of Education, University of London (UK) offers TESOL
(Teaching of English to Speakers of Other Languages) Distance MA
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programme. The programme is a blended one: some of the courses run in
both face-to-face and online, while some are in distance mode only.
The University of Lanchester offers an MA English Language
Programme in a blended format. The course consists of three intensive
daily residentials, the rest of the course is delivered by distance mode.
We-base instruction is supported by an online forum to increase
communication.
(residenhttp://www.ling.lancs.ac.uk/study/masters/englishlanguage.htm)
Indiana State University(USA) offers an ESL/EFL programme via
Distance Education (EPDE): A Professional Development Certificate
programme for English language teachers.
Arizona State University(USA) has 66 online programmes, one of
which is the Master of Arts Curriculum and Instruction: English as a
Second
Language
(ESL)(
http://asuonline.asu.edu/degreeprograms/graduate/master-arts-curriculum-and-instruction-englishsecond-language-esl). All course content is offered online. The students
are also offered e-books, journals, and other library sources. Multimedia,
synchronous and asynchronous communications are important parts of
the programme.
University of Saskatchewan (Canada) offers Certificate in Teaching
English as a Second Language (CERTESL). All of the courses are
delivered via distance learning. Print, CD/DVD’s are also used for
teaching. Computer-conferencing is used f interactive communication.
The program also consists of a distance-delivered supervised practicum.
(http://ccde.usask.ca/sites/ccde.usask.ca/files/CCDE/DOC/CERTESL/PD
F/CERTESL-handbook.pdf)
Apart from the ones stated above, there are a variety of different
INSET programmes in relation to language teaching offered in distance
(online) and blended formats by universities. These are categorized and
listed in Tables 1,2,3, and 4.
In Table 1 INSET programmes
(MA/MEd./M.Sc) in relation to English language teaching such as
English language Teaching (ELT), Teaching English as a Foreign
language (TEFL), Teaching English to Speakers of Other Languages
(TESOL) and Applied Linguistics are presented. Table 2. lists INSET
programmes in teaching languages other than English. In Table 3. Other
INSET programmes related to language teaching and in Table 4,
Certificate /Diploma programmes in language teaching are listed
Table 1. INSET programmes in English language Teaching
Name
of
the Country
Name of the Programme Mode of
institution
delivery
University of Alcala
Spain
Master in TEFL
blended
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American University
USA
American
Public USA
University

MA in TESL
M.Ed in Teaching (
English
Language
Learners)
MA
in
Applied
Linguistics and TESOL
M.Sc
in
English
LanguageArts Education
M.Ed
in
English
Speakers
of
Other
Languages
MA
in
Applied
Linguistics
MA in TESOL

Anglia
Ruskin UK
University
Auburn University
USA
Auburn University

University
Birmingham
University
Birmingham
University
Birmingham

USA

of UK
of UK
of

online
online

online
online
online

online
online

Bond University
Boston University

Australia
USA

California University
of Pennsylvania
Deakin University
Emporia
State
University
Freiburg University of
Education

USA

Ph.D. in
English
Language and Applied
Linguistics
MA in TESOL
Master of Education in
TESOL
M.Ed in ESL

Australia
USA

M.Ed in TESOL
MA in TESOL

blended
online

Germany

blended

UK

online
online
online
online

Jaume I University

Spain

University
of
Lancaster
LCC
International
University
Leeds
Beckett
University
University
of

UK

MA
E-LINGO
(Teaching English to
Young Learners)
M.Ed. in Teaching of
English as a Foreign
language
Master in Language
Teaching
and
Acquisition
in
Multilingual Contexts
M.A in TEFL

Lithuania

MA in TESOL

blended

UK

MA in ELT

blended

UK

MA in TESOL

online

Hellenic
University

Open Greece

45

blended

online

online

Leicester
Macquarie University
University
of
Manchester
University
of
Manchester
Massachusetts
University of Boston
Massey University
Monash University

UK
UK

PhD in TESOL (full online
time/part-time)
MA in Linguistics
online

USA
New
Zeland
Australia

M.Ed
in
ESL
Leadership
Applied Linguistics
MA
in
Teaching,
Learning
&
TeacherEducation (with
a
specialization
in
World
language
teaching)
Master
in
Applied
Linguistics
MA
in
Applied
Linguistics

blended

online
online

UK
Spain

MA in TESOL
Master in English as a
Second
Language
Endorsement
M.Ed.
in
English
Language Learner
MA in Teaching English
( Secondary)
MA
in
Applied
Linguistics and ELT
MA
in
Applied
Linguistics and TESOL
MA in TESL/TESOL

UK

M.Ed in TESOL

online

Australia

MA
in
Applied online
Linguistics
MA in TESOL
blended

University
Nebraska-Lincoln

of

University
Newcastle
University
England

of Australia
of

Master
in
Applied online
Linguistics
MA in TESOL
online

USA

New
Australia

University of Nicosia
Cyprus
Northern
Arizona USA
University
University of North
Dakota
North Carolina State
University
University
of
Nottingham
University
of
Portsmouth
Universtat Rovira ı
Virgili
Sheffield
Hallam
University
University of Southern
Queensland
The University of St.
Francis

USA
USA
UK

USA
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online

online

blended

online

online
blended
blended

online
online

University of Stirling
University
of
Tasmania
Texas Tech University
Victoria University of
Wellington
University of West
Scotland
University
of
Wollongong

UK
Australia

MSc in TESOL
Master in TESOL

USA
New
Zeland
UK

MA in English
MA
in
Arts
Linguistics
M.Ed.

Australia

M.Ed in TESOL

online
online
online
in Blended
blended
online

Table 2. INSET programmes in teaching languages other than English
Name
of
the Country
Name
of
the Mode
of
institution
Programme
delivery
MSc
in
Foreign
Auburn University
USA
Language Education online
(French or Spanish)
University of Florida
USA
MA in Latin
online
The State University USA
MA in Spanish
online
of New Jersey
Pablo de Olavide
Master of Teaching of
University
Spain
Spanish as a Foreign blended
Language

Table 3. Other INSET programmes related to language teaching
Name
of
the Country
Name
of
the Mode
of
institution
Programme
delivery
MA in Elementary
University
of USA
Culturally
and blended
Colorado
Linguistically Diverse
Education
Certificate
of
University
College UK
Materials
online
London
Development
for
Language Teaching
Northern
Arizona
M.Ed. in Bilingual and
University
USA
Multicultural
online
Education
University
of
MA
in
Digital
Nottingham
UK
Technologies
for online
Language Teaching
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Texas
International
University

A&M

M.Sc. in
Education

USA

Bilingual
online

Table 4. Certificate /Diploma programmes in language teaching
Name
of
the Country
Name
of
the Mode
of
institution
Programme
delivery
Charles
Sturt Australia
Graduate Certificate in online
University
TESOL
University
of USA
Postgraduate
online
Cincinati
Certificate in TESL
Deakin University
Australia
Postgraduate
blended
Certificate in TESOL
University of Dundee USA
Postgraduate diploma online
in Spanish
Edit
Cowan Australia
Postgraduate
online
University
Certificate in TESOL
University
of
PG
Certificate
in
Leicester
UK
Teaching English for online
Academic Purposes
Kansas
State
Postgraduate
University
USA
Certificate for TESL online
for Adult Learners
Macquarie University Australia
Postgrduate Certificate online
in TESOL
University
of
Postgraduate
Newcastle
Australia
Certificate for Applied blended
Linguistics
Postgraduate
The State University USA
Certificate
in online
of New Jersey
Education
( English as a Second
Language)
Northern
Arizona USA
Postgraduate
online
University
Certificate of TESL
University of Southern Australia
Postgraduate Diploma online
Queensland
of TESOL
University
of Australia
Postgraduate
blended
Tasmania
Certificate in TESOL

48

3.3.INSET offered by the accredited language centers
An online certificate in Teaching English to Adults (CELTA) and the
Online Diploma in Teaching English to Adults (DELTA) are among the
widely-recognized TEFL/TESOL qualifications in the world. While
CELTA is for less experienced teachers, DELTA is for ELT teachers
with an ELT qualification or substantial experience to teaching English as
a foreign/second language. DELTA consists of three independent
modules. The first module focuses on the theory of language teaching.
Module two develops practical teaching knowledge and skills of teachers.
In the last module, teachers focus on a particular ELT specialism such as
Teaching Young Learners, English for Academic Purposes, etc. is offered
in
traditional
face-to-face,
distance
or
blended
format.
(http://www.cambridgeenglish.org/images/139463-delta-candidateleaflet-document.pdf). In distance DELTA, a face-to-face orientation
meeting, which aims to prepare the participants for the rest of the
programme, is an important component of the programme. Participants,
grouped into maximum 12 and assigned to a DELTA tutor, are also
provided synchronous and asynchronous treatments (Russel,2003).
2.

Conclusion

Continuous professional development of teachers is critical for
improving teacher quality (Lee,2014; Smith,2010) and INSET
programmes offered through distance and online forms can be alternative
ways to increase teacher quality ( Zok,2010). These programmes have the
potential to help teachers gain awareness of effective teaching strategies
( Atkinson, Fluker, Nygo, Pracup& MCCormick,2009). Therefore, this
present work firstly highlights the importance of developing distance and
online professional development programmes according to the needs of
language teachers. Correia ( 2016) suggests considering the individual
needs of teachers, which is a pre-step in the development of such
programmes. Second suggestion for further research is in relation to the
investigation of how these programmes with different types of delivery
modes (blended/full online) enhance language teachers’ teaching
performance. Such information could provide a brighter understanding
of the efficiency of such INSET programmes, which in turn supply
required data to the organizers and designers of professional development
programmes for effective improvement.
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SYNTHESIS STUDY ON EPISTEMOLOGICAL BELIEFS IN
EDUCATION
Yurdagül BOĞAR
1. Epistemological Beliefs
From the beginning of history, several philosophers, scientists and
pedagogues has been interested in the question of “what is knowledge” and
still they have been looking for an answer for this question. The notion of
“epistemology” was first suggested by James Frederick in the middle of
1800’s (Cevizci, 2012). Epistemology argues the understanding of
knowledge and points out the philosophy of science. The notion of
“epistemology” is connected to the Greek language by “episteme” and
“logos”, which means knowledge and clarification. Epistemology is a
course of philosophy that argues and examines certainty of knowledge,
nature, possibility and source in a multidimensional approach (Buehl &
Alexander, 2001). To Hofer (2002), how individuals identify, structure and
legalize knowledge and their opinion about the nature of knowledge is
covered by epistemology. Individuals’ personal beliefs are made of the
decisions they made, their ultimate verdict and their behaviors they
exhibited in their lives (Hofer & Pintrich, 1997). Beliefs are comprehended
as inner admission or submission and they are thought to be true with no
doubt by the individual. And these beliefs appoint how individuals receive
and understand all sorts of facts, events, people or the things which they
have faced in their life and how they response against them (Deryakulu,
2004).
Individual’s knowledge acquiring and nature of knowledge have a
relationship with subjective beliefs and epistemological beliefs are mostly
described as one of these subjective beliefs (Hofer, 2002). The way in
which individual describes knowledge, obtains the knowledge and stores
the knowledge and sees the limits of knowledge have a link with the central
beliefs (Hofer & Pintrich, 1997; Hofer & Pintrich, 2002; Schommer, 1990;
Schommer, 1994) Besides, researchers also define the epistemological
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beliefs as the individual’s control over knowledge and its argumentative
interpretation (Schommer-Aikins & Hutter, 2002).
It is seen that when we review higher order thinking skills, beliefs
related to epistemology have an influence on them. (Deryakulu &
Büyüköztürk, 2002). Besides, while the period of knowledge
apprehension, interpretation and internalization are regarded as
epistemological beliefs, certainly, the epistemological beliefs will
somehow influence the attitudes and behaviors of the individual. By this
way, the importance of epistemological belief improvement of the
individual in developing positive manner and behavior is approved (Brown
& Cooney, 1982; Demir, 2010).
With the transition to a constitutive or postmodern comprehension of
science which is formed by subjective knowledge from experimental
comprehension in the framework of the impression of objective opinion,
Pomeroy (1993) specified that the investigation in the course of
epistemological beliefs speed up (Meral & Çolak, 2009). It is said that
scientific knowledge presents absolute correct answers attained by
universal methods such as observations and experiment by some
traditional-experimenter positivist scientific comprehension. Besides,
constructivist scientific understanding implies that scientists are the ones
who shape the scientific knowledge and consequently this scientific
knowledge consist of their non-objective opinions. As a result, they regard
this scientific knowledge as temporary and instable (Deryakulu, 2004).
The fact that epistemological beliefs, that are regarded as individual and
characteristic, have an influence the learning of epistemological beliefs of
individuals has been shown by the research conducted in this field. And
the approaches in topics related to the way in which the attitude of the
individual against learning will be formed and in which level the individual
will learn are influenced by these epistemological beliefs. Accordingly,
epistemological developments and epistemological beliefs of individuals
has been appealing more and more pedagogues recently (Hofer & Pintrich,
1997; Kardash & Scholes, 1996). As obtaining the most recent
information, individuals paraphrase this information in the scope of
knowledge which was obtained before and as the knowledge has an
instable structure, beliefs are in a more resistant structure against changes
caused those pedagogues to think making a research on epistemological
beliefs is worthy (Demir, 2012). Accordingly, the information that an
individual has obtained through their life experiences is manifested
mediately by the knowledge and it is caused by the fact that beliefs are
shaped by the knowledge.
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2. Epistemological Belief Theories
With regard to epistemological beliefs, various approaches have been
developed by researches. Generally, these approaches have a target
towards defining and measuring students’ and teachers’ beliefs on
knowledge and epistemological topics. Different theories have been
developed to explain epistemological beliefs of individuals. They are
grouped under two main groups in terms of their belief dimensions related
to one another: One-dimension and multidimensional theories over
learning and knowing (Duell & Schommer-Aikins, 2001). Actually, all the
theories under each group are multidimensional as they both argue on mind
complexity. On the other hand, their perspective on the connection
between belief dimensions is the main difference between one-dimensional
and multidimensional theories. To one-dimensional epistemological belief,
provided that one of the dimensions improves, the others will be improved
as well. Though, in multidimensional theories, provided that one
dimension develops, the other may or may not be affected.
Psychological studies related to epistemological developments started
in 1970 by the study of William Perry called “Forms of Intellectual and
Ethical Development in the College Years: A Scheme”. In the leadership
of Perry, who helped other researcher who were interested in this field to
create new forms (Hofer & Pintrich, 1997; Schommer, 1990), the studies
were initiated (Baxter Magolda, 1992; Belenky et al., 1986; King &
Kitchener, 1994; Kuhn, 1991) Besides, between the years 1960s and 1980s
epistemological beliefs’ development stages were formed as onedimensional (Bromme, 2005). In the end of 1900s, epistemological beliefs
gained a multidimensional structure view with the studies of Schommer’s
studies (Bromme, 2005). According to the belief theories data collection
tools are developed and they are frequently used for knowing and learning
in the literature are shown in Table 1.
Table 1. The Characteristics of Data Collection Tools on Epistemological
Beliefs
Data Collection Tools on Epistemological
Beliefs
Checklist of Educational Views

Dimension
One-dimensional

(Perry, 1968)
Women’s Ways of Knowing Interview

One-dimensional

(Belenky, Clincky, Goldberger, & Tarule, 1986)
Epistemic Doubt Interview

One-dimensional

(Boyes & Chandler, 1992)
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Measure of Epistemological Reflection

One-dimensional

(Baxter Magolda & Portefield, 1988; Baxter
Magolda, 1992)
Reflective Judgement Interview

One-dimensional

(King & Kitchener, 1994)
Attitudes towards Thinking and Learning Survey
(Galotti, Chinchy,
Mansfield, 1999)

Ainsworth,

Lavin,

Beliefs about Knowledge and Learning

One-dimensional

&
Multidimensional

(Schommer, 1990)
Beliefs about Knowledge and Learning

Multidimensional

(Jehng, Johnson, & Anderson, 1993)
Epistemic Belief Inventory

Multidimensional

(Schraw, Dunkle, & Bendixen, 1995)
Epistemological Understanding by Judgement Multidimensional
Domain
(Kuhn, Cheney, & Weinstock, 2000)
2.1. Perry’s Epistemological Belief Theory (1970)
William Perry is one of the first researcher who examined
epistemological developments of individuals (Hofer & Pintrich, 1997). At
the end of 1960s, William Perry made a study and in this study, he met
mostly with female students who were from Harvard University. He made
98 interviews with students within the context of this study. He studied
their change of belief in knowledge through four years, from the very
beginning of their education at the university till their last year there
(Belenky, Clinchy, Goldgerger, & Tarule, 1986; Duell & SchommerAikins, 2001). As a result, the study concluded that during students’
education at the university, students have more sophisticated beliefs in
time. In the following years, he conducted his study in a greater scale to
support his findings. For this reason, he made 366 interviews with the
students in a four-year period (Duell & Schommer-Aikins, 2001). In course
of the study, he gathered data of students’ answers to create a Checklist for
Educational Views (CLEV) and open-ended interview questions. As a
result, depending on his findings, Perry brought “Intellectual and Ethical
Development Model”. And this model included nine phases, which was on
the other hand, a very important initiation for the other researchers (Baxter
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Magolda, 1992; Belenky et al., 1986; King & Kitchener, 1994; Kuhn,
1991) that clarified epistemological developments of individuals.
Perry (1970) grouped the epistemological development of individuals
under four basic categories depending on his research’s conclusions. These
categories open a road to nine developmental phases which are: dualism,
multiplism, relativism and commitment. According to the dualists,
specialists shape and transfer the knowledge and they think that the
knowledge transferred by the specialists is both absolute and accurate
whether it is right or wrong. According to the multiplists, the knowledge
transferred by the specialists cannot be absolute and accurate or the truth
received from a specialist is not the absolute truth. And multiplists think
that they are able to shape their own opinions rightfully. Individuals who
developed a relativists approach, individuals create their own knowledge
structure in an active way and they are the ones who produce meaning out
of the knowledge actively. To the individuals who developed a
commitment approach, they regard the information in a flexible way. But
they also rigorously believe in the certain opinions and aspects (Buehl &
Alexander, 2001; Hofer & Pintrich, 1997; Önen, 2011; Schommer, 1990;
Tanase & Wang, 2010).
2.2. Women’s Ways of Knowing Model (1986)
Many people criticized Perry openly and rigorously at the end of the
1970’s for the reason that he conducted his studies with mostly male
students and generalized his findings to all university students. Therefore,
to comprehend females’ epistemological development, Belenky, Clinchy,
Goldberger and Tarule (1986) focused their examinations on female
students. Five phases of epistemological development of females was
suggested by Belenky and her colleagues and they created a model to
discuss on (Brownlee et al., 2002; Buehl & Alexander, 2001; Hofer &
Pintrich, 1997). According to these phases, in the silence phase it is thought
that by the females that knowledge is accurate and absolute and just experts
that have an authority know the truth. In the received knowledge phase, it
is believed by the females that every single question have only one answer
and the knowledge is considered as either right or wrong. To the females
who are in phase two, it is believed that the origin of knowledge is their
own intuitions and the experiences that they have had throughout their life.
And it is believed that this knowledge is basically perceived from experts
and it is their heritage. In subjective knowledge phase, it is believed that
they have perceived the correct knowledge with the help of their intuitions
and individual experiences. In procedural knowledge phase, it is believed
that they must use systematic aspects of thinking. In this phase, it is also
believed that knowledge is interpretable and cannot be absolute. Different
processes like systematic analyzing, reasoning, and critical thinking are
used by individuals of this phase to interpret their experiences. The females
57

in constructed knowing phase think that they completely construct the
knowledge accordingly with the context (Hofer & Pintrich, 1997).
2.3. Epistemological Reflection Model (1987)
Marcia Baxter Magolda made an open-ended interview with 51 females
and 50 male participant university students and she made an application
for the “Epistemological Reflection Scale” to students. Magolda formed a
four-step “Epistemological Reflection Model” depending on her
longitudinal study (Tanase & Wang, 2010). The epistemological reflection
model was constructed on education via knowledge of learners (Hofer,
2001). Additionally, through the view of social constructivism and on a
context-dependent level, epistemological reflection argues personal
epistemology.
Four epistemological beliefs that are absolute, independent, contextual
and transitive are reflected by this model. Individuals, who have absolute
beliefs, think that knowledge is unchangeable, accurate and all the answers
are known by the experts. Individuals who have transitional belief began
to reveal that scientists cannot know everything and knowledge can be
inaccurate. Individuals who have independent beliefs think that experts are
the only source of knowledge and their opinions can be as valid as experts
in a minimum scale. Individuals who have contextual belief view events
by forming their own aspects. By doing so, they build data in present in
their own context and point of views (Hofer & Pintrich, 1997; SchommerAikins, 2002).
2.4. Argumentative Decision-Making Model (1991)
The way of thinking of individuals in their daily life was studied by
Deanna Kuhn. According to Kuhn, thinking is reasoning depending on
arguments. In this framework, attenders which only included children,
youngsters and middle-aged people were inquired about their present-day
problems which they could not find an absolute solution. By doing so,
Kuhn dealt with the way in which individuals’ response to these questions
that are lack of certainty. She tried to comprehend how and why individuals
are reasoning have revealed beliefs on knowledge despite the fact that
exploring the reasoning process depending on arguments was the main
target of the study. For this reason, in Kuhn’s study the epistemological
beliefs were the point that she was focused on. In Kuhn’s (1991) study, the
epistemological structures were very similar to the structures with the ones
revealed by the studies of Perry (1970), Belenky and his colleagues (1986)
and Baxter Magolda (1992).
The epistemological views are classified under three categories in
Kuhn’s (1991) model. These categories are called absolutists, pluralists
and evaluators (Hofer & Pintrich, 1997). Subsequently, the
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epistemological views grouped into four categories by developing this
model. These categories renamed as realists, absolutists, pluralists and
evaluators (Kuhn, 2005). Regarding to Kuhn’s (2005) model, the student
is realistic during the pre-school period. The things which are seen are
known. Knowledge is not built and it is taken from the outside as it is seen.
In the beliefs of a child, there is no inconsistency or contradiction, because
the facts have copies. The absolutists regard knowledge as certain and
absolute, they believe knowledge of the experts is the truth. In this
category, individuals are sure about their opinions. For pluralists, they
approach experts with doubt and reject the accuracy of the knowledge of
experts because of the fact that there are disagreements or discrepancies
between them. All of the opinions could be valid. The facts are dominated
by emotions and thoughts and rather than the facts, opinions are the ones
that create the knowledge. The fact that their own opinions could be only
as reasonable or valid as the knowledge of experts is believed by the
pluralists. However, the absolute and certain knowledge is rejected by the
evaluators. Besides, it is thought that the opinions of experts could be
relatively more accurate than their own opinions by pluralists. The
judgements must be supported with different arguments, options and
evidences and these judgements are involved in the epistemological
understanding in this stage.
2.5. The Reflective Judgement Model (1994)
In their long-term study, Kitchener and King examined the individuals’
way of thinking (from different ages from high school to elderly ages)
when they were trying to find a solution for their problems. They suggested
an epistemological development model (King & Kitchener, 2004). In their
research, they used a different method than Perry’s. King and Kitchener
handled the method of interview for belief research; however, four
different fields like social studies, history, biology and science that contain
complex problems with six semi-structured questions (Duell & SchommerAikins, 2001) were involved in interview instruments.
Reflective and judgmental model is a successive model suggested by
King and Kitchener. Three basic stages and seven basic levels are involved
in this model. The way in which individuals perceive and they understand
the structural problems are described under these stages and levels. While
pre-reflective thinking is included in the first three stages, in the fourth and
fifth stages, they contain quasi-reflective thinking. And for the sixth and
seventh stages, reflective thinking is included. It is thought that the
information at the first step is not uncertain by the individuals in the preprojection level. In this level, they think that individuals can perceive the
information directly and solely through their sense organs. It is also
thought that when there are problems which have no correct answer, it
cannot be perceived by the individuals in the context of this level. In the
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half-reflection level, the individuals seem as they deny certain knowledge.
It is thought that knowledge belief is relative and nothing can be known as
certain. Individuals believe that they must build the knowledge in an active
way in the reflective thinking level and while they build this knowledge
they should do this within the context (Hofer, 2001; Hofer & Pintrich,
1997). The fact that knowledge is absolute and certain is believed by the
individuals in the first stage in the scope of epistemological belief and they
also think that they can obtain knowledge via their direct observation with
their sense organs. The fact that knowledge is absolute and certain is
thought by the individuals that are in the second stage. Besides, they see
that they can obtain the knowledge from the experts too. According to the
individuals, the knowledge that the experts give us is absolute and certain
in the third stage. Additionally, they think that personal beliefs and
thoughts are likely to be indefinite truths. Individuals think that it is
impossible for the knowledge to be either absolute or certain. According to
the individuals in the fifth stage, it is believed that knowledge is context
oriented and personal. The reason for this is that they are based on
individual perception and evaluation criteria. According to the individuals
in the sixth stage, knowledge is built by the individual by his/her own way.
While building this knowledge, individuals benefit from the evaluation of
data gained from different sources. Lastly, according to the individuals in
the seventh stage, knowledge is produced by a process in which the
individual look for a data or evidence in an effective way. During this
process, a subject or problem in question and evaluation of them are
considered (Duell & Schommer-Aikins, 2001; Schommer, 1994).
Even the similarity between reflective judicial model and the critical
thinking approach is generally emphasized, not the close ended but openended problem solutions are focused on this model and as its core is on
epistemological assumptions and it involves stages of development, it
differs from the critical thinking approach in a considerable extent (Hofer,
2001).
2.6. Schommer’s Multi-Dimensional Epistemological Belief Model
(1998)
Regarding the knowledge, Schommer (1990) expressed that just the
attachment of beliefs to a dimension limits the epistemological beliefs. For
this reason, the concept of epistemological belief was transferred by
Schommer from one-dimensional understanding of knowledge to a multidimensional system. To Schommer (1990), the epistemological belief
should not only comprise the beliefs on knowledge but also it should
comprise the beliefs regarding learning and learning ability. This learning
and learning abilities are connected to the processes in which the individual
obtains and uses the information. Accordingly, a theoretical five60

dimensional epistemological belief model was formed by Schommer
(1990), who made use of the former research. Beliefs regarding to the
theoretical structure of knowledge is comprised by this structure. In this
structure model, it is also aimed to understand speed and control of the
learning process with its certainty and source. Afterwards,
“Epistemological Belief Questionnaire” was suggested by Schommer. This
Epistemological Belief Questionnaire included sixty-three items about
these dimensions (Schommer, 1990, 1993b; Schommer & Walker, 1997).
Later, after conducting many different researches, to see validity of this
five-dimensional structure Schommer revealed that epistemological beliefs
are consist of four independent dimensions These four independent
dimensions are; 1) Knowledge is simple, 2) Knowledge is certain, 3)
Learning is quick and 4) Learning ability is innate.The fact that every
single dimensions influences learning in a different way is also revealed by
Schommer(Brownlee, Boulton-Lewis, & Purdie, 2002; Buehl, 2003;
Paulsen & Feldman, 1999; Schommer, 1990; Schommer, 1994; Schommer
& Dunnell, 1994; Schommer-Aikins, Duell, & Barker, 2003).
The dimension of knowledge is simple shows that the individual thinks
knowledge has a simple structure that involves unrelated accumulation of
individual parts or it has a complex structure shaped by correlating parts
with one another. The dimension of knowledge is certain shows that
individuals thinks knowledge as absolute whether it is right or wrong or it
is right or wrong temporarily within the context. The dimension of learning
is quick involves beliefs on learning process speed and indicates that
individuals have a belief that learning must actualize directly or it will ever
actualize by time. In other words, the dimension of learning is quick shows
that individuals believe that whether knowledge actualizes directly,
whether it will ever actualize or whether it actualizes depending on
experiences and training in stages by time. Lastly, the dimension of ability
is innate shows that individuals have a belief whether learning is
genetically hereditary and this ability cannot be changed or whether it can
be enhanced by experience or education. (Brownlee, Boulton-Lewis, &
Purdie, 2002; Buehl, 2003; Howard, McGee, Schwartz, & Purcell, 2000;
Paulsen & Feldman, 1999; Schommer, 1990; Schommer, 1994; Schommer
& Dunnell, 1994; Schommer-Aikins, Duell, & Barker, 2003).
2.7. Other Epistemological Beliefs Approaches
According to the Social-Cognitive Motivation Theory suggested by
Dweck and Leggett (1988), there are two basic elements as called beliefs
and goal orientations of learners (Dupeyrat & Marine, 2005). In the
context of Social-Cognitive Motivation Theory, different learning and
motivational approaches will be adopted by the learners who think that
intelligence can get better and who think that intelligence is not an instable
structure which cannot get better.
61

Qian and Alvermann (1995) adopted Schommer’s (1990) approach.
Although, within the framework of the findings from their research at
secondary education level that they investigated the relationships between
epistemological beliefs and conceptual change and learned helplessness
they have identified dimensions of epistemological belief dimensions like
learning ability, simplicity/certainty of knowledge and learning speed.
“Learning ability” dimension addresses to a persistent continuity of
learning ability obtained by later experiences rather than the belief in which
the learning ability of individual is determined by hereditary.
“Simplicity/certainty of knowledge” states continuity of belief in which
knowledge is regulated by related concepts in a complex way and it is
improved non-stop. On the other hand, this dimension does not indicate the
continuing belief in “Knowledge is certain” and it is regulated in simple
pieces. The dimension of “Speed of learning” does not state continuing
belief in in the fact that learning must either be actualized directly or it
must never be actualized. In addition to this, it does not mention continuing
belief in learning being gradational (Qian & Alvermann, 1995).
By adopting the approach of Schommer (1990) as Qian and Alvermann
(1995), Kardash and Howell (2000) studied the epistemological beliefs of
learners. But the findings of Kardash and Howell’s (2000) research about
the effects of epistemological beliefs of university students on strategic and
cognitive processing processes determined epistemological belief
dimensions as “nature of learning”, “speed of learning”, “certainty of
knowledge” and “avoiding from integration”. According to Kardash and
Howell’s (2000) approach, the dimension of nature of learning involves
the dimensions of the knowledge’s source and the learning control from
the epistemological belief dimensions formed by Schommer (1990). In
addition to this, in the framework of nature of learning which is considered
as a separate dimension, the dimension of speed of learning can be
discussed. In this approach another vulnerable point is avoiding
integration. The dimension of avoiding integration consists of
characteristics linked to the organization of knowledge, but it is different
from other approaches because it is evaluated within the scope of beliefs
about the nature of learning.
2.8. Conley et al.’s Epistemological Belief Model
In the research, Conley, Pintrich, Vekiri and Hannison (2004) indicated
the notions of “nature of the knowledge” and “the nature of knowing”. By
doing so, Conley et al.’s (2004) epistemological belief model was
structured on epistemological understanding which is focused on these two
concepts. Conley et al.’s (2004) epistemological belief model is shown in
Table 2.
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Table 2. Conley et al.’s Epistemological Belief Model
Dimensions

Sub-Dimensions

The nature of knowledge

Certainty of knowledge
Development of knowledge

The nature of knowing

Source of knowledge
Justification for knowing

Conley et al. (2004) indicated two different dimensions under the
concept of “the nature of knowledge”. First of the dimensions is called
“certainty of knowledge” which has a focus on the degree to which the
individual regards knowledge in the scope of certainty and flexibility.
Besides, in this dimension a continuous distribution is considered from the
aspect of certain knowledge to the aspect of flexible knowledge.
“Development of knowledge” is another dimension that is covered by the
concept of “the nature of knowledge” The researchers debated over
continuous distribution against the understanding of knowledge under this
second dimension. Accordingly, they emphasized that it is about a system
of concepts which are considerably connected to each other rather than the
understanding of knowledge which is regarded as the accumulation or total
of the facts in a simple sense.
Regarding the Conley et al.’s (2004) model, there are two different
dimensions under the concept of “the nature of knowledge”. The first
dimension is called “source of knowledge” and in this dimension a constant
distribution was assumed as in other dimension and it is thought that
knowledge in the lower levels was transferable and authority originated.
On the other hand, for the upper levels it is specified that individuals have
belief that knowledge is structured by on their own and by the
communication with others. Under the concept of “the nature of knowing”,
the second dimension is “justification for knowing”. Regarding this
dimension, the way individuals evaluate information claims, they approach
authority and expertise in the sense of proofing and etc. is argued. For this
reason, they have suggested a four-dimensional structure in the sense of
epistemological beliefs.
For both defining epistemological beliefs and determining the level of
individuals and classifying them, Conley et al’s four-dimensional model is
quite practical. Besides, he developed a scientific epistemological belief
scale depending on this model to scale epistemological beliefs in science
education comprehensively (Conley et al., 2004; Fruge & RopersHuilman, 2008; Kizilgunes, Tekkaya, & Sungur, 2009; Schommer &
Walker, 1997). And as it has the dimension of reasoning,
63

developmentalists have used this scale. Besides, the belief system
perspective adopt this thanks to this scale’s multidimensional structure
(Eren, 2006).
3. Development of Epistemological Beliefs
Regarding making the teaching-learning processes more efficient and
more fruitful, it is very essential to find ways in which epistemological
beliefs can be changed or can be developed (Deryakulu, 2004). The fact
that beliefs are invariably structured as it was supposed already and the fact
that there is not any single objective or reality that motivates the student to
be active is revealed by the scientists in conclusion of the studies that they
evaluated. Student is the one who structures the knowledge. Besides,
studies show that epistemological beliefs can be changeable or improvable
through long-term and consistent teaching practices depending on a
constructive learning approach that emphasize that student structures the
knowledge and learning is based on the effort and participation of the
student.
4. National and International Studies on Epistemological Beliefs
We see that, studies on the determination of epistemological beliefs
have expeditiously increased in our country and in other countries recently
as we view the epistemological studies which were conducted in a great
scale process. The researchers generally conducted their studies with the
participation of students and when we consider the studies conducted in
this field, they seem too much but not an odd situation. It appears to be
quite essential when we think about the constructive approach’s “learnercentered” philosophy particularly. Researchers investigated the
epistemological beliefs in the scope of variables like gender, academic
achievement, age, socio-economic level, their parents’ education level,
their field of study, learning and think skills, metacognitive awareness,
reasoning, critical thinking, problem solving skills, conceptual change,
research processes, resistance to change, instructional strategies, control
orientation and learning styles in the studies carried out with students (e.g.,
Bath & Smith, 2009; Brownlee, Purdie, & Boulton-Lewis, 2001; Cano,
2005; Gürol, Altunbas, & Karaaslan, 2010; Hofer & Pintrich, 1997; Marrs,
2005; Mason & Boscolo, 2004; May & Etkina, 2002; Phan, 2008; Qian &
Alvermann, 1995; Sadıç, Çam, & Topçu, 2012; Schommer, 1998;
Schommer-Aikins & Easter, 2006; Schreiber & Shinn, 2003; Trautwein &
Lüdtke, 2007). Within this scope, students’ outstanding studies on
epistemological beliefs and their results can be summarized as it is given
below:
Epistemological beliefs were one of the most important cognitive
variables that affect learning-teaching processes. The results of the study
suggested that epistemological beliefs were an essential part of the learning
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of the students (e.g., Belet & Güven, 2011; Hammer & Elby, 2000; Harteis,
Gruber, & Hertramph, 2010; Hofer, 2001; Hofer & Pintrich, 1997;
Schommer-Aikins & Duell, 2013). In conclusion, there are many studies
which investigate the connection between the academic achievement of
students and their epistemological beliefs (e.g., Akgün & Gülmez 2015;
Aydın & Ertürk Geçici, 2017; Cano, 2005; Chen & Pajares, 2010; Conley
et al., 2004; Demirli, Türel, & Özmen, 2010; Elder, 1999; Evcim, Turgut,
& Şahin, 2011; Green & Hood, 2013; Hofer, 2000; Muis & Franco, 2009;
Özbay, 2016; Phan, 2008; Ricco et al., 2010; Sadıç & Çam, 2015;
Schommer-Aikins et., 2003; Schommer-Aikins et., 2005; SchommerAikins & Hutter, 2002; Yankayış, Güven, & Türkoğuz, 2014; Yeşilyurt,
2013). In spite of the fact that most of the studies were conducted at high
school and college level, there are some studies carried out with middle
school level.
In the studies done with middle school students, the achievement of the
students’ science class was considered in general. For instance, Özbay
(2016) carried out a study with junior high school students, he benefited
from path analysis technique to investigate the link between academic
achievement of students on science, intellectual risk-taking behaviors and
epistemological beliefs. In conclusion, it was determined that the
independent sub-divisions of scientific epistemological belief’s certainty,
development and justification dimensions considerably predicted the
academic achievement positively and that academic dimension of the
scientific epistemological beliefs considerably predicted the negative
achievement in the negative direction as well. Once more, it was concluded
that intellectual risk-taking skills that are independent variables of
students, had a positive impact on academic achievement. Consequently,
in this study it was determined that there is a casual link between scientific
epistemological beliefs and intellectual risk-taking behaviors and science
achievement. In the same way, in the scope of scientific epistemological
belief of students concerning almost all dimensions, an important
difference was indicated by Yeşilyurt (2013) by conducting a study on
epistemological beliefs on seventh and eighth grade middle school students
but knowledge production dimension was not included in this study. To
show the link between scientific epistemological beliefs and middle school
students’ science class achievement, a study was conducted by Uysal
(2010). The fact that epistemological beliefs have an impact on the
achievement of students in a direct way has been shown through this study.
Likewise, the presence of the link between students’ achievement in
science class, motivation for science and 6th grade students’
epistemological beliefs was revealed by the conclusion of Chen and
Pajares (2010). And also, the relationship between achievements in science
class of students and variables like scientific epistemological beliefs and
constructivist learning perception was investigated through a study
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conducted by Pamuk (2014). The fact that students’ constructivist
education environments led their achievements and scientific
epistemological beliefs was indicated by the conclusion of the study.
Additionally, the study also revealed that students predicted the scientific
epistemological beliefs and achievements of constructivist learning
environments. Individuals with advanced scientific epistemological beliefs
have shown high academic success.
In particular, internationally conducted studies involving several
countries have shown that advanced epistemological beliefs influence, or
are associated with students' academic achievement (e.g., Chen & Pajares,
2010; Deryakulu, 2002; Kember, 2001; Koç-Erdamar & Bangir-Alpan,
2011; Schommer-Aikins, Duell, & Hutter, 2005; Stathopoulou &
Vosniadou, 2007). Students who have advanced epistemological belief are
agreed on a deeper and more functional learning approach. They use more
efficient and more productive learning strategies towards challenging and
complex academic tasks and are more ambitious and persistent than
students who have undeveloped beliefs. For this reason, epistemological
beliefs have an important impact on academic performance (Deryakulu,
2004). On the other hand, in literature, there were some studies in which
they indicated that epistemological beliefs did not have (little or no) impact
on academic achievement (e.g., Akgün & Gülmez, 2015; Aşut, 2013;
Harteis, Gruber, & Hertramph, 2010; Peng & Fitzgerald, 2006; Strobel,
Cernusca, & Jonassen, 2004; Trautwein & Lüdtke, 2007). For instance, the
impact of epistemological beliefs of high school on the academic
achievement of chemistry class was investigated by Akgün and Gülmez
(2015) and they concluded that students’ epistemological beliefs do not
have an important effect on high school students’ achievement. The fact
that students that do not have developed epistemological rhetoric (learning
occurs quickly) handle better if the investigations scaling the level of
learning are conducted at the level of understanding and knowledge is one
of the reasons for this (Mohamed & El-Habbal, 2013). Considering the
studies, they have shown that epistemological beliefs are affected by
success in a direct or indirect way and thus have a decisive effect on
success (e.g., Aksan, 2009; Ayaz, 2009; Cano, 2005; Pamuk, 2014;
Schommer- Aikins et al., 2005; Uysal, 2010; Windschitl & Andre, 1998).
Considering gender, many studies on epistemological beliefs of
students were conducted. But, as some results revealed gender differences
and some others did not, researchers could not completely specify the
gender difference on epistemological beliefs in literature. For instance,
findings about the fact that females had more advanced epistemological
beliefs were concluded through the studies of some researchers (e.g.,
Balantekin, 2013; Boz, Aydemir, & Aydemir, 2011; Demirel & Çam,
2016; Deryakulu & Büyüköztürk, 2005; Enman & Lupart, 2000; Islıcık,
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2012; Kılıç, Sungur, Çakıroğlu, & Tekkaya, 2005; Kienhues, Bromme, &
Stahl, 2008; Neber & Schommer- Aikins, 2002; Şeref, Yılmaz, &
Varışoğlu, 2012; Tüken, 2010). As an another example, to define the effect
of gender, grade level and extent of education over middle school students’
epistemological beliefs, Kurt (2009) conducted a study and as a conclusion
of her study, she revealed that considering knowledge justification girls
had more advanced beliefs than male students. The conclusion of that
males had less advanced epistemological beliefs than females student was
revealed by the study carried out by Topçu and Yılmaz-Tüzün (2009) with
middle school students. On the contrary, it was concluded that male
students had more advanced epistemological beliefs than female students
by some other researches (e.g., Chai, Khine, & Teo, 2006; Eroğlu &
Güven, 2006; Köse & Dinç, 2012; Meral & Çolak, 2009; Sadıç, Çam, &
Topçu 2012; Saunders et al., 1999; Wood & Kardash, 2002). Additionally,
for the determination of epistemological beliefs of fourth, sixth and eighth
grade students which were in elementary education, a study was carried
out by Sadıç et al. (2012) and the study concluded as that boys had more
advanced epistemological beliefs on the sources of information, its
justification and invariance than female students. Likewise, some other
studies also disproved any important difference between gender and
epistemological beliefs (e.g., Aydın & Ertürk Geçici, 2017; Başer-Gülsoy,
Erol, & Akbay, 2015; Biçer, Er, & Özel, 2013; Burr & Hofer, 2002; Chan
& Elliot, 2002; Chan & Sachs, 2001; Conley et al., 2004; Law, Chan, &
Sachs, 2008; Mason & Boscolo, 2004; Sadıç & Çam, 2015; Schommer,
1990, 1993b; Strobel et al., 2004; Tüken, 2010; Tümkaya, 2012). As an
example of this, to show that there is no significant difference between
genders Aydın and Ertürk Geçici (2017) carried out a study for 6th grade
students’ epistemological beliefs. Likewise; no significant difference
between genders could be found by the research that Yiğit, Alev, Akşan,
& Ursavaş (2010) conducted on epistemological beliefs with 6th grade
students. The different results that those studies revealed could be caused
by various reasons. The different experiences of the students in their life
outside of the school, different ways in which they experience of learning
in life, usage of different measurement tools during the studies, different
characteristics of the participants, class levels, different learning habits of
students and differences in cultural level could be count as some of the
reasons of these differences (Yiğit, et al., 2010).
The students’ epistemological beliefs may vary by different criteria.
Grade level can be seen as one of them. With the purpose of revealing if
there is a connection between epistemological belief development and the
grade level several studies were conducted (e.g., Biçer et al., 2013; Hallet
et al., 2002; Jehng, Johnson, & Anderson, 1993; Ricco et al., 2010; Sadıç
et al., 2012). According to Yankayış, Güven and Türkoğuz (2014), middle
school students’ epistemological belief from various grade levels indicated
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significant differences. Balantekin (2013) also conducted a study with
middle school students to see grade level differences on epistemological
beliefs and he concluded that as the student move up to upper classes,
accordingly, their thoughts about scientific knowledge get stronger and
stronger. Kurt (2009) also carried out a study with the students from
different grade levels as sixth, eighth and tenth grade and he obtained
similar findings as the ones exemplified above. According to Kurt (2009),
tenth grade students had more advanced epistemological beliefs than sixth
and eighth grade students. Accordingly, the thought of the views of
students against scientific knowledge become stronger towards a higher
grade was suggested by Aydemir et al. (2013) and Özkan (2008). On the
other hand, no significant difference on epistemological belief was caused
by grade level variable concluded by some studies (e.g., Eroğlu & Güven,
2006; Kurt, 2009; Meral & Çolak, 2009; Oguz, 2008; Paulsen & Wells,
1998; Strobel et al., 2004; Şeref, Yılmaz, & Varışoğlu, 2012; Yeşilyurt,
2013). For instance, a study on epistemological beliefs of seventh and eigth
grade students conducted by Yeşilyurt (2013). In conclusion of this study,
no difference between grade levels and epistemological beliefs of students
was seen. Once more, Boz et al. (2011) carried out a study with fourth,
sixth and eighth grade elementary school students’ epistemological beliefs.
Boz et al. (2011) compared the conclusions according to the grade level
and it was revealed that the students’ beliefs about knowledge formation
and justification gets less developed while the grade level is increased.
Likewise, Hallet et al. (2002) conducted a study on epistemological
development of high school and college students. According to the results
of this research, high school students’ epistemological beliefs had more
objective view and less skeptical view when we compare with the college
students. The hypothesis which supports the view of that student beliefs go
through a way which is from a simple to complex form during their
education or learning from high school to college was revealed by the
researchers in the light of these conclusions (Yiğit et al., 2010).
Also, there are several studies in the literature which both examine the
epistemological beliefs and learning approaches of the students and the
way in which learning variables are linked to another or the way that they
have an impact each other (e.g., Alemdağ, 2015; Aypay, 2011; Cano, 2005;
Chan, 2003; Cheng et al., 2009; Dahl, Bals, & Turi, 2005; Deryakulu,
2004; Huglin, 2003; Kanadlı & Akbaş, 2015; Liang & Tsai, 2010; Muis &
Franco, 2009; Rodríguez & Cano, 2006; Taşkın-Şahin, 2012; Zhu, Valcke,
& Schellens, 2008). For example, Cano (2005) carried out a study with
middle school students to investigate epistemological beliefs and variance
in learning attitudes of student and to define the influence of
epistemological beliefs over learning approaches. The study concluded that
epistemological beliefs of students change and also the epistemological
beliefs influenced the learning approach in a direct or indirect way.
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Tanriverdi (2012) examined the relationship between epistemological
beliefs and learning approaches of students and concluded that who think
that learning is linked to the study habits have a deeper study strategy. On
the other hand, the others who think that learning is innate have different
study strategies which are not as deep as the ones who believe learning is
related to the study habits. Likewise, Phan (2008) and Taşkın-Şahin (2012)
carried out another study with university students and they also concluded
that epistemological beliefs could have an impact on learning approaches.
As we examine the students’ epistemological beliefs, we see that
students’ conceptual change is influenced by epistemological beliefs as
well (e.g., Chan, 2003; Chan & Elliott, 2004; Deryakulu, 2002; Kaymak,
2010; Qian & Alverman, 1995; Qian & Alverman, 2000). For instance, to
understand the relation between epistemological beliefs of middle school
students about conceptual change learning and science, earlier studies were
reviewed by Qian and Alvermann (2000). Depending on those studies, they
thought that students had a pure belief in the nature of science and
especially in particular of science and of scientific truths concluded by the
researchers. It was revealed that students who had mature beliefs about
science have more chance to create an integrated understanding about
certain scientific notions and change these notions as they were formed
before. Researchers revealed that students with more complex and mature
beliefs are more likely to be persistent against problems and to be
successful in conceptual change than the others who had immature and less
complex beliefs. To sum up, it was regarded as development of
epistemological beliefs of the students and their conceptual changes grow
differently and in different scales.
Several studies examined to determine the relationship between
epistemological beliefs and technology’s part in our life (e.g., Bendixen &
Hartley, 2003; Braten & Stromso, 2004; Elgatait, 2015; Forrester, 2006;
Harteis, Gruber, & Hertramph, 2010; Karakuyu & Karakuyu, 2015; Lee,
2001; Liu & Tsai, 2008; Tolhurst, 2007). For instance, the study of
Tolhurst (2007) indicated that the activities in lessons which are supported
by the internet conclude as a positive impact on epistemological beliefs of
students. Additionally, Başer-Gülsoy, Erol and Akbay (2015) specified
that people who had less advanced epistemological beliefs benefited from
the technology less often and for limited ideas than the ones who had
advanced epistemological beliefs.
Studies which examined the impact of epistemological beliefs on
problem solving skills are also available in the literature (e.g., Aksan, 2009;
Aksan & Sözer, 2007; Gallagher, 2001; Muis, 2004; Muis, 2007; Öngen,
2003; Schommer-Aikins, 2002; Schommer-Aikins, Duell, & Hutter, 2005;
Schraw, Dunkle, & Bendixen, 1995). For instance, Turgut, Evcim and
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Şahin (2011) examined the link between sixty-one middle school students’
epistemological beliefs and their skills on problem solving in their daily
life. As the conclusions of the research are viewed, a strong relationship
between the students’ epistemological beliefs and their ability to solve their
daily life problems was confirmed. Similarly, Yılmaz and Delice (2007)
examined the impact of epistemological beliefs of students on problem
solving skills with college students. As the conclusion of the examinations
applied in this field indicated that students who had immature believes and
who thought that only a single truth exists sought for a single response to
their problems which are complex and they take on others’ attitudes rather
than creating their own thoughts.
Besides, various studies on different conditions that examine the
epistemological beliefs of the students are present in the literature. Some
of them are, study fields (Averett & Arnd-Caddigan, 2014; Enman &
Lupart, 2000; Ertekin, Dilmaç, Delice, & Aydın, 2009; Hofer, 2000; Liu
& Tsai, 2008; Strobel, Cernusca, & Jonassen, 2004), achievement
motivation (Buehl, 2003; Cavallo, Potter, & Rozman, 2004; Kizilgunes,
Tekkaya, & Sungur, 2009), learning processes (Ravindran et al., 2005;
Schreiber & Shinn, 2003), self-regulated learning (Muis, 2004; Paulsen &
Feldman, 2005), reflective thinking (Phan, 2008), research skills (Karakuş
& Aydoğdu, 2014; Whitmire 2003, 2004), intelligent executive skills
(Lehrer, Schauble, & Lucas, 2008; Ryder & Leach, 2000), self-regulation
skills (Magno, 2011; Özkan, 2008; Pamuk, 2014), self-esteem (Marrs ,
2005; Özşaker, Canpolat, & Yıldız, 2011), socio-scientific decision
making processes (Liu, Lin, & Tsai, 2011), attitude towards the school
(Schommer & Walker, 1997), attitude towards science (Fulmer, 2014;
Ozkal, Tekkaya, Cakıroglu, & Sungur, 2009), the nature of science (Adak
& Bakır, 2017; Carey, Evans, Honda, Jay, & Unger, 1989; Lehrer,
Schauble, & Lucas, 2008; Songer & Linn, 1991), learning of science
concepts (Chan & Elliot, 2004; Liang & Tsai, 2010; Tsai et al., 2011)
learning of physics (Cavallo, Potter, & Rozman, 2004; Hammer, 1994;
Stathopoulou & Vosniadou, 2007), attitude towards physics (Kapucu &
Bahçivan, 2015), physics expectation (Elby, 2001), acquisition of science
experience (Kang, Scharmann, Noh & Koh, 2005), science literacy (Sadıç
& Çam, 2015), environmental literacy (Öztürk, 2009), the frequency of
participation in laboratory activities (Ozbay & Köksal, 2015), genetic
perceptions (Venville, Gribble, & Donovan, 2005), value preferences
(Başçiftçi, Güleç, Akdoğan, & Koç, 2011), study strategies (Deryakulu,
2004; Schommer, Crouse, & Rhodes, 1992) thinking skills (SchommerAikins & Hutter, 2002; Valanides & Angeli, 2005), self-regulated learning
strategies (Law, Chan, & Sachs, 2008; Paulsen & Gentry, 1995; Paulsen &
Feldman, 2007) and audit focus (Deryakulu, 2002).
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In addition, studies on scale development in the basis of epistemological
beliefs were also carried out. When scale adaptation of epistemological
belief are investigated, we see that Akçay et al. (2016) adapted the scale of
Conley, Pintrich, Vekiri and Harrison (2004) to Turkish culture;
Velipaşaoğlu and Musal (2012) adapted the scale of Chan and Elliott
(2002, 2004); Aypay (2011) adapted the scale of Schraw, Bendixen and
Dunkle (2002); Acat, Tüken and Karadağ (2010) adapted the scale of Elder
(1999); Kaynar, Tekkaya and Çakıroğlu (2009) adapted the scale of Conley
et al. (2004); Önen (2007) adapted the scale of Schraw, Dunkle and
Bendixen (1995); Kılıç et al. (2005) adapted the scale of Rubba and
Andersen (1978); while Deryakulu and Bıkmaz (2003) adapted the scale
of Pomeroy (1993) to Turkish culture. Different researches, for instance
Deryakulu and Büyüköztürk (2002-2005) and Karhan (2007) adopted the
scale of Schommer (1990) to Turkish culture. Additionally, there are
several states of scale development studies about our cultural, social and
linguistic structure. In purpose of scale the core epistemological beliefs on
college students’ learning-teaching processes, Oksal et al. (2006)
developed the Central Epistemological Beliefs Scale.
Epistemological belief studies revealed that the beliefs are not constant,
rather they are a psychological feature and they can be developed by time
or they are possible to change. Additionally, the main factors that influence
the development of epistemological beliefs through this developmental
process also had an impact on factors. Some of the examples of these
factors are; mental development (Neber & Schommer-Aikins, 2002;
Schommer, 1993a; Schommer & Dunnell, 1994), intelligence (Schommer
& Dunnell, 1994, 1997), age (Burr & Hofer, 2002; Collins & Pinch, 1998;
Kuhn, 1991; Weinstock, Neuman, & Glassner, 2006; Yang & Tsai, 2010),
parental education level and socio-economic level (Eroğlu, 2004; Jehng,
Johnson, & Anderson, 1993; Ozkal, Tekkaya, Cakıroglu, & Sungur, 2009;
Schommer, 1998, 1990; Topçu & Yılmaz-Tüzün, 2009) and lastly, the
culture in which they are shaped (Chan & Elliott, 2000; Reybold, 2002;
Youn, 2000).
Also, in the developmental process of epistemological beliefs,
Bendixen and Rule (2004) pointed out that metacognition plays a very
important role on developmental process of epistemological beliefs. For
example, in the study of Bromme, Pieschl and Stahl (2010), they revealed
that epistemological beliefs develop as the increase of the level of
metacognitive awareness increases. Similar studies (Bedel & Çakır, 2013;
Belet & Güven, 2011, Dahl et al., 2005; Deryakulu, 2004; GöğebakanYıldız, Kıyıcı, & Altıntaş, 2016; Güven & Belet, 2010; Özgelen, YılmazTüzün, & Hanuscin, 2010; Sapancı, 2012; Wachsmuth & Leibham, 2007)
also had an emphasis on that there is a link between metacognition and
epistemological beliefs. The students who had advanced epistemological
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beliefs benefit from more different kinds of and more qualified cognitive
information processing strategies than the other who didn’t have. (Baltaci,
Yildiz, & Özcakir, 2016; Lodewyk, 2007; Kardash & Howell, 2000). The
students with advanced epistemological beliefs control what they learn in
metacognitive teaching materials more often and in a correct way and by
doing so, they have the chance to develop more complex, deeper and
multifaceted thoughts (Deryakulu & Büyüköztürk, 2005). Besides the
studies about epistemological beliefs and metacognitive variables,
epistemological beliefs, metacognition and critical thinking studies are also
present in the literature. For instance, Wyre (2007) investigated the
epistemological belief, critical thinking and metacognition together in his
study and he revealed that epistemological beliefs are developed in an
environment that supports critical thinking through metacognition. In his
study, Başbay (2013) examined partial mediating influence of
metacognitive awareness level in the link between being willing to critical
thinking and university students’ epistemological beliefs. In conclusion,
the study underlined that metacognitive variable had the role of partial
mediating variable in the model that critical thinking tendency of students
influenced the epistemological beliefs in. Another example of these studies
conducted by Öztürk (2011), and he investigated the link between critical
thinking skills of college students, metacognitive awareness on socioscientific issues and epistemological beliefs.
On the development of epistemological beliefs, teaching methods on
the basis of constructivist structure is another approach and it is possible
for epistemological beliefs to be influenced by these constructivist-based
teaching methods (Çetin-Dindar, Kirbulut, & Boz, 2014; Green & Hood,
2013; Muis & Duffy, 2013; Pamuk, 2014; Smith, Maclin, Houghton, &
Hennessey, 2000; Tüken, 2010). For instance, the way in which
constructivist approach influenced philosophical views of eight grade
students on science and scientific knowledge, in other words, their
scientific epistemological beliefs was investigated by Islıcık (2012). In the
light of her study, a positive relationship between epistemological beliefs
and learning environments was revealed by Islıcık. In constructivist
teaching, similarly, the fact that using pedagogical tools (questions), giving
students a chance to think and provide an environment for discussion in
the class and doing practice depending on real life activities help and cause
students to have more structured beliefs on the nature of learning-teaching
and they have more advanced epistemological beliefs was suggested by
Chang (2005). Besides, the importance of carrying out the lessons with the
constructivist approach and the accordance between the evaluation and
measurement process and the constructivist approach was underlined by
Chang. Giving students an opportunity to speak about a certain topic,
practicing integrative activities by splitting them into small groups (King
et al., 2000; Leach, Hind, & Ryder, 2003) and providing an environment
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to discuss in class and applying the 5E learning cycle (Bektaş, 2011;
Kaynar, Tekkaya, & Çakıroğlu, 2009) that is also a constructivist
approach, with a learning inquiry depending on argumentation or
depending on active laboratory practices (Conley et al., 2004; Deniz, 2011;
Huang, 2011; Keen-Rocha, 2008; Kizilgunes, Tekkaya, & Sungur, 2009;
May & Etkina, 2002; Qian, & Alvermann, 2000; Roth & Roychoudhury,
1994), benefiting from electronic sources like audio, video, online
discussion atmosphere which helps time and space saving in lessons by
implementing constructivist approach towards instructional practices,
helping to supply extra support and counseling for teachers (Chai, Teo, &
Lee, 2010; Howard et al., 2000; Şengül-Turgut, 2007) collaborative
learning (Baydar, 2015; Bergom, Wright, Brown, & Brooks, 2011;
Çalıklar, 2015; Fırat, 2014; Keen-Rocha, 2008; Koç, Şimşek, & Fırat,
2013; Lee, 2001), classroom discussion (Kardash & Scholes, 1996),
brainstorming and case studies (Çam & Geban, 2011) are some of the
examples of constructive approaches and similarly they help students to
have a positive progress in their epistemological beliefs. Additionally,
according to this approach, it is very helpful for researchers to keep diaries
and write down students’ beliefs about learning and teaching (Dart et al.,
1998) and show their own field experiences (Brownlee et al., 2001) to
make progress in the field of students’ epistemological beliefs. In
conclusion, we see that in the field of development of epistemological
beliefs, the conclusions of the former studies which are shown with the
examples above are also significant for this study.
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Deryakulu, D., & Büyüköztürk, Ş. (2005). Epistemolojik İnanç Ölçeği’nin
faktör yapısının yeniden incelenmesi: Cinsiyet ve öğrenim görülen
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öğrencilerinin bilgiye ilişkin inançları. Turkiye Klinikleri Journal of
Medical Sciences, 33(2), 505-515.
Venville, G., Gribble, S. J., & Donovan, J. (2005). An exploration of young
children's understandings of genetics concepts from ontological and
epistemological perspectives. Science Education, 89(4), 614-633.
Wachsmuth, J., & Leibham, M. B. (2007). Metacognitive strategies and
epistemological beliefs surveyed among college students. Proceedings
of the 15th Annual University of Wisconsin-Eau Claire Student
Research
Day
(pp.
24).
Retrieved
from
https://www.uwec.edu/ORSP/publications/upload/ResearchDay07.pdf
Weinstock, M. P., Neuman, Y., & Glassner, A. (2006). Identification of
informal reasoning fallacies as a function of epistemological level,
grade level, and cognitive ability. Journal of Educational
Psychology, 98(2), 327-341.
Whitmire, E. (2003). Epistemological beliefs and the information-seeking
behavior of undergraduates. Library & Information Science Research,
25, 127-142.

93

Whitmire, E. (2004). The relationship between undergraduates’
epistemological beliefs, reflective judgment and their informationseeking behavior. Information Processing and Management, 40(1), 97111.
Windschitl, M., & Andre, T. (1998). Using computer simulations to
enhance conceptual change: The roles of constructivist instruction and
student epistemological beliefs. Journal of Research in Science
Teaching, 35(2), 145-160.
Wood, P., & Kardash, C. (2002). Critical elements in the design and
analysis of studies of epistemology. In B. K. Hofer, & P. R. Pintrich
(Eds.), Personal epistemology: The psychology of beliefs about
knowledge and knowing (pp. 231-260). Mahwah, NJ: Lawrence
Erlbaum Associates.
Wyre, S. H. (2007). Critical thinking, metacognition, and epistemological
beliefs. Unpublished doctoral dissertation, University of Phoenix,
Phoenix.
Yang, F. Y., & Tsai, C. C. (2010). Reasoning on the science-related
uncertain issues and epistemological perspectives among children.
Instructional Science, 38(4), 325-354.
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ANALYSIS OF ENVIRONMENT PERCEPTION AT 5-6 –YEAROLD CHILDREN WITH DRAWINGS: TURKEY (SINOP
MUNICIPALITY) EXAMPLE
Keziban Ceren DEMİRALP* & Sibel IŞIK MERCAN**
1. Introduction
Preschool period is a time when the development shapes fairly quickly.
Despite we give especially more importance to search the characteristics
of preschool period, we educators see that we do not have literature wealth
about pre-school education that is considered as the critical period for
many subject areas.
This work is a study about the perception of the geographical view.
The aim of the study is to criticize whether 5-6 -year- old preschool
children’s' environment perception of where they live and where they want
to live differ according to the 5-6 age group image development period
evaluation criteria.
The next sections of the paper are organized as follows: In literature
scanning section, the importance of the pre-school education and preschool environment education is analysed in the section of model selection
and the results of analysis is discussed. In the result section, the results of
the analysis are interpreted and recommendations are presented.
2. Literature Scanning
Especially in Turkey pre-school education is done in public and private
schools. According to 2014-2015 year data, including 84 percent in public
schools, there are 976.296 students. In the pre-school area with the highest
share of private schools, the share of private sector in pre-school education
is 15% including the schools under the Ministry of Family and Social
Policies. Compared to previous years, students who do not go to pre-school
can be called none. (http://www.meb.gov.tr/okul-oncesi-okullasmadayuzde-300- is / news / 9796 / tr.: TR: 06/08/2016).
The share of the pre-school students in this rate is an important issue
that should be taken into consideration while doing the education planning.
Because pre-school period is a critical period; in this critical period of child
in terms of environmental education and environment perception, as in
*
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other subject areas, child's concept of environment refers to all of the
environments that s/he lives in. His/her home, family, friends, room, toys,
animals that s/he has, briefly everything around them describes his/her
environment perception.
Person in this period, forms the basis of the recognition and protection
of the environments. According to (Sadık, Çakan, Artut p.1067) "The
purpose of environmental education is to raise effective citizens who are
sensitive and interested in environment and environmental problems and
have knowledge, skills, attitudes and behaviours capable of solving these
problems and preventing future problems.
In their study, in 2010 Gülay and Ekici examined Preschool Education
Program of Ministry of Education in general, and they detected that aims,
acquisitions, concepts and special days-and-weeks were kept in low level,
and any aim and acquisition about education within the psycho motor and
language areas could not be detected in the development areas included in
the program. In the other areas of development it was determined that aims
and acquisitions related to the environment is mostly in the area of selfcare skills. It is determined the majority of the aims and acquisitions in the
area of self-care skills are related to environment. Aims and achievements
related to environment education of the self-care skills are followed
respectively by social-emotional and cognitive areas. Looking at the
distribution of the aims of environmental education on development areas,
it can be seen that the majority of the aims are located in social-emotional
and cognitive areas. In the distribution of the acquisitions, it has been
determined that the majority of the acquisition in in the area of self-care
skills and this area is followed by social-emotional and cognitive areas.
Although concepts and certain-days-and-weeks in the program are related
with environmental education, it seems to be not enough with the rate. This
case is explained by the small number of studies related to environmental
education in pre-school and the short history of these researches. When we
look from the first people til today "Even the social conditions changes,
there is a nature of art that reflects a unchanging reality." (Fıcher, 1993:14)
Children not only express their visual perceptions of outside world in each
picture they draw, but also they give many clues about their inner world by
expressing their emotional and intellectual experiences, simulacrums,
contradictions about the whole nature, desires, frustrations, fears, joys.
As stated above, the style of child expressing the environment where
s/he lives and where s/he dreams to live by art is opens an important door
us to explore pre-school children’s ideas and abilities. In his study in this
field, Cengiz (2001) compared the application of drawing by looking at the
materials available and spontaneous drawing in terms of drawing skills
development. While in this study, features of children pictures are
considered, (Tekin 1995: 45) expresses that as the perspective of the child
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toward environment is ego-centered, in this period of tendency to reflect
are what s/he knows, they draw what they know instead of what they see.
The table made by matching Lowenfed's theory of mental developmental
stages and Piaget's theory of cognitive development stage is below
:(Stokrocki ve Kirişoğlu, p.9)
Rough Forms
Imaginary Stories
Pre-Scheme
Period

Ages 4-7

Ego-centered
More social in age
Uses
favourite Floating
6
colours
shapes
Language acquired
Slow and concrete
thinking

The investigation of 5-6 years old children's picture developmental
stages of environmental perception that the assessment criteria in our study
can be described briefly as follows:
1)

Transparency and Visibility (Transparency)

Children want to reflect what they know about those forms, not the
visible sides of those forms. Children have concern about integrity
(Cengiz, 2001).
2)

Size Regulation (Hierarchical Structure)

In his/her paintings child wishes to draw people he love and important
in his/her life large and to the most visible part of the paper.
3)

Concept Variation

Children begin to draw a particular subject. At the end of this process it
occurs that the subject is changed (Yanbeyi, 1994:7).
Child can offer the subject that s/he made in different images. Child can
draw the main theme of the subject that s/he chooses or the most striking
detail repeatedly and by exaggerating.
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4)

Flattening

Children unconsciously flatten the lines and objects in their drawing
with the advantage of the flat paper. We can call it "Adaptation of the
object according to drawing surface" (Büyükişleyen, 1975:32 ).
5)

Completion

Children are egocentric thinkers. They interpret everything according
to themselves. "Children look at the world at the centre, not at the outside.
According to children, all events are for themselves (Büyükişleyen,
1975:32).
Painting, since the early ages, enables us to understand people those live
in different periods even though we do not know their the languages by the
interpretation of the visual narrative. When we simulate the first human
with children, we take advantage of the visual arts to understand children.
Drawings are more meaningful than the words of the in the early stages of
the development of the child. For this reason, picture is quite an ideal and
projective technique to discover the child's inner world. According to
(Akbulut, Saban), "Pictures can be more powerful expression and
reflection tool than description they try to make by words for children
(Arıcı, 2006)."Painting can be a key to entering the world of children.
Children sometimes express what they cannot express by speaking, in
paintings and figures." Children find opportunity of creating and drawing
their own tale while drawing. They see paints as their friends while
expressing their ideas. In every drawing, in every case, they appoint their
own characters. "Kellogg drive attention to children's use of some
geometric shapes to create drawings (triangle, rectangle, oval, cross), as
theme they often use homes, plants and animal depictions and prefer
colours in random (Artut, p.230).
3. Model Selection:
This study is important as it reveals the perception of environment
concept of the children living in an area with unspoilt nature. The sample
of this research is 5-6 years old 22 preschool students. In this descriptive
research, analysis of drawings and focus group interviews are used.At first
stage of this research, participatory children are asked what they see in their
environment and what kind of environment they want to live in. At second
stage of the research they are asked to draw what kind of environment they
want to live in, and narrate their environment drawings. Children's
perceptions of environment concept were examined by considering 5-6 age
group children’s picture development period’s evaluation criteria under the
headlines of environmental-mental image, imaginary mental image,
drawing skill and emotional value.

98

Data Set
Table 1: Their Environment

Height Hierarchy

Transparency

Completion

Concept Variation

Flattening Feature

Details

Originality

None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
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n
4
6
9
2
1
4
5
5
5
3
1
3
4
6
8
1
2
9
6
4
3
5
7
5
2
3
0
7
5
7
0
5
3
9
5

%
18
27
40
9
4
18
22
22
22
13
4
13
18
27
36
4
9
40
27
18
13
22
31
22
9
13
0
31
22
31
0
22
13
40
22

In their drawings about where they live, students show a distribution on
relevant criteria like hierarchy of size is "middle" as 45%, completing and
the Concept Variation is "middle and higher" as 81%, originality is "middle
and higher" as 72%, flattening feature is "medium" as 36%, details are
"medium and higher" as 82%, value of transparency shows an even
distribution, besides completing and concept variation is "none" as 4%
(Table 1).
Table 2: Environment They Wish to Live

Height Hierarchy

Transparency

Completion

Concept Variation

Flattening Feature

Details

None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
None
Less
Middle
Lot
Many
100

N
5
7
5
5
0
4
5
8
5
0
3
0
3
7
9
1
1
7
8
5
3
4
7
7
1
3
0
5
8
6

%
22
31
22
22
0
18
22
36
22
0
13
0
13
31
40
4
4
31
36
22
13
18
31
31
4
13
0
22
36
27

Originality

None
Less
Middle
Lot
Many

0
2
6
7
7

0
9
27
31
31

The least used evaluation criteria regarding the environment they wish
to live is Originality with "None" as 0% and Details with "Less" as
0%.Values about the students show a distribution as follow, 31% of
students show "Less" in Height Hierarchy, 32% of students show "Middle"
in transparency, 40% students show Many in Completion, Concepts
Variation is "Lot" with 36%, Flattening is "Middle-Lot" with 31%; Details
"Medium" with 36%, Originality is "Lot-Many" with 31%.

Image 1: KC - 9 When we look at this picture, we can see height hierarchy,
transparency, concept chance and flattening picture development features
of 5-6 ages.Not drawing the ground line, floating objects in air can be
interpreted as a lack of space concept connection. Themes are nearly same,
but drawing himself/herself in the first picture can be interpreted as his/her
being happy where s/he lives.
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Image 2: KC - 6 When we look at the picture, in the picture on the left
side, there are more poetical details about the where s/he lives. Drawing
himself/herself and his/her friends happy, drawing ground line show that
s/he has a developed self-confidence. In the second picture about where
s/he wishes to live, drawing without details, using a few colours can be
interpreted as environments' being just homes and cars.

Image -3: KC - 5 In the first picture, the child is not happy, this is because
s/he draw with a single colour and without details. In the second picture,
having both a city culture and wist to live in Sinop show that s/he prefers
the clean air and the comfort of Sinop.
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Image 4: KC - 11 In the left-side picture s/he drew the his/her environment
inattentively. But transparency feature can be shown. Ground line is used.
In the second picture about where s/he wish to live, if s/he lives in a big
city, s/he wants to earn money by working is interpreted in the picture by
images like working man and construction machines. As s/he drew the city,
s/he expresses the sun in a different colour and uses unclean colours.

Image 5: KC - 8: In this picture, the child reflected His/her happiness in
his/her present environment by drawing home, roses and fruit trees. In the
second picture the child wants to live in an apartment in the big city, but
s/he dreams of smoke-free, more natural environment. Picture shows the
transparency feature.
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Image 6: K - 1: In the picture s/he stated that s/he feels insecure in the
current environment. Picture has transparency feature prominently. In the
the picture about the wish-to-live environment, s/he made the ground line
evident. This case means that, the student established a strong bond with
Istanbul, where s/he wants to live.

Image 7: KC - 3 When we look at the first picture, we can conclude that
lack of the ground line and floating object in the air as an incapability of
self-expression. But in the picture of current environment, in details, there
are happy expressions, hearts, birds. In the second picture, s/he wants all
the features of the current environment in wish-to-live environment as
well. S/he wishes to live in an apartment in a big city.
Results:
As a result of this research; some differences between children
identified like; the development of the child's hand-arm muscle, the
teaching of information we want to give children, introduction of the
environment and development of the imagination.Beside these differences
among children, the difference between the child itself especially about the
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current environment and wish-to-live environment can be interpreted as
the internalisation of the related environmental issues.
An important fact identified with this study is that children’s' depiction
of themes like Istanbul and apartment life without the undesired polluting
elements of big cities in their pictures. This case can be shown as a result
of demand and the phenomena of migration in small cities.
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